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Abstract

The purpose of this thesis was 1o examine Kaplan's
Differentiated Curriculum for the gifted and talented and to
ascertain its value when applied tc a deat population.

A review of recent literature dealt with historical
perspectives, definitions, characteristics, problems, curriculum,
and recent developments in the areas of giftedness, curriculum
development for the gifted and talented, and deafness. The
research revealed that while the education of gifted and talented
has enjoyed a fong and proud heritage, the areas of curriculum
development for the gifted and talented and deaf education remain
in the early stages of growth. Curriculum planning for the gifted
and talented deaf learner is almost non-existent.

The basic principles, foundations, classroom utilization and
evaluation procedures of Kaplan's Differentiated Curriculum model
and Whole Language were outlined. A brief backgrocund on the
Manitoba Depariment of Education Curricula was given. A
comprehensive thematic unit plan was developed using the
fundamental tenets of these approaches. The unit plan, entitled
“Patterns” is a six week outline including synthesization of Whole
Language and the Differentiated Curriculum. Also included are
chosen provincial curricular goals and objectives, a unit
flowchart, a partial bibliography, possible lesson plans, activities

and projects and suggested evaluation strategies.



Educational considerations in deaf education were presented.
including an outline of accepied teaching methods. Possible
strengths, weaknesses and recommendations for implementation
of the synthesized unit plan were offered. The value and respect
of the individual, both teacher and student, were the most
important strengths while conflicting teaching styles and time-
and labor-intensity were possible weaknesses. Visual/hands-on
teaching presentation was an important recommendation for
adapting the unit plan for the gifted anc talented deaf iearner.

In the concluding chapter the positive value of implementing the
Differentiated Curriculum model with a deaf population was
outlined. By differentiating the curriculum teachers of the deaf
provide programs that differ to the degree and dimension necessary
to meet the needs of the gifted and talented deaf learner. The
tmplicztions and limitaticns sections contain suggesiions for
further study in the area of educating deaf gifted and talented
children. Subsequent investigation of characteristics indigenous to
the gifted and talented deaf learner and curricula planning and

development for the deaf population were two areas suggested for

future research.
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CHAPTER ONE
INTRODUCTION

Background

The planning of special programs for the gifted and talented has
been documented as far back as early Grecian times when Plato
devised a curriculum to identify and educate 'exceptional' children.
Although the popularity of special curricula has waned and waxed
over the centuries, educators have consistently found merit in
setting up programs to meet the needs of the gifted and talented.
The education of the aeaf has not enjoyed such a proud history. In
early centuries 'deafness' and 'mental retardation' were often
synonymous terms. While Plato was engaged in the task of
educating the gifted and talented, his Grecian brothers were
destroying deaf children because they were 'imperfect. From that
time forward, society alternately benignly neglectecd or activeiy
deprived the deaf of their civil and religious rights. it was not until
the early 1500's that educators .egan to argue for ‘“.o importarce of
teaching the deaf to read and write. However, much of the arguing
was for argument sake alone and it was only in the 1800's that
consistent basic educational programs were put in place for the
deaf. Bearing these facts in mind, it is not surprising that the two
terms, ‘gifted and talented' and 'deaf, have been seen as mutually

exclusive until recent years.



Despite the fact that the gifted and talented have been
recognized and admired throughout history, the formal development
of curricula and specialized pregrams did nct begin in earnest until
the later part of this century in North America. This area is still
very much in its infancy. In the beginning, programs consisted

mostly of ‘enrichment' and ‘acceleration' projects provided at the
discretion of the classroom teacher. As the general public and
scnool personne! began to recognize the importance of providing
prcgramming for gifted and talented students, policies and support
staff were put intc place. However, the majority of provinces and
states still do not have formal curricula (Lewiz, 1989). The
‘enrichment’ and 'acceleration’ projects have been developed into
more formal programs, based on models and theories of such
pioneers in the field of gifted and talented studies as Renzulli,
Bloom, Maker, Torrance, Terman and Treffinger. However, these
programs have not always been based on curricula laid down
specifically to meet the needs of these gifted and talented students
(Lewis, 1989). In addition, human and financial resources play a
large factor in program planning. School boards have not
consistently recognized the need for special funding and personnei
in  gifted and talented education. There remains a significant need
for work in this area.

Where does the deaf student fit into this scheme? Relegated
mostly to a system of institutional or residential schools, tossed
between the tempests of 'the best method to reach and teach the
deaf child', and deprived of a wide range of services and options,
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gifted and talented deaf students have had little . hia-+. of reaching
their potential through the school system (Moores, 1982). At this
time a curriculum written specifically for the gifted and talented
deaf student does not exist in Canada . In the U.S.A. a limited
number or curricula do exist, most notabiy from the Texas School
for the Deaf and Gallaudet University (Washington, D.C)) (Fraser,
1986).

it is svident from the literature that there is a considerable
need for work in this area. While much has been written on both the
gifted and talented and deafness, to date litt'e research combines

the two areas.

Purpose

The purpose of this project was to examine Kapian's
Differentiated Curriculum and ascertain its value at the clcmentary
level for deaf gifted and talented learners. It was synthesized with
the Whole Language Approach and the goals and objectives for the
Grade Three Manitcba Curricula.

Kaplan's model for differentiated curriculum was chosen
because: (1) it displays many similarities to the Whole lLanguage
approach this writer currently employs in the classroom, (2) the
foundations and principies are similar to the accepted and practised
foundations and principles in the education ¢f deaf learners and (3)
the model allows for differentiation for all !earners, raising the
question: Could it be valuable when teaching deaf gifted and

talented children?



The Whole Language Approach was employed because (1) the
writer is familiar with and practices the approach in her classroom
and (2) Canadian teachers of the deaf, especially in the elementary
area, report that Whole Language has proven very successful in
facilitating the learning process for their students (personal
communication with teachers of the deaf, A.C.E.H.l. conference,
1990).

As the writer teaches Grade Three in the Marnitoba school system
the use of the Manitcba Department of Education curricuia for that

grade level was utilized.

Rationale

The work of Lewis (1989} supports a previous stud by the
Canadian Education Association (Borthwick, Dow, Levesque, & Banks,
1980) which found that approximately one-third of responding
schools (n=218} were either in the process or planning or executing
programs for their gifted and talented students. The percentage of
zchools planning or implementing programs was only slightly
higher (38% compared to 30%) in 1988 than 1980.

Schootl divisions, for the most part, continue to rely mainly on
teacher-generated materials in the classroom and policies are often
limited to general two- or three-page papers covering a broad
spectrum of 'gifted and talented issues’' (Lewis, 1989). Few
provinces have an all- encompassing document outlining goals and
expectations of their gifted and talented programs. The manual
issued by the Department of Education in Alberta was presented as a

4



comprehensive example of programming for gifted and talented
students.

Lewis (1989%) also reported that of the responding schools none
had policies or programs in place for educating the deaf gifted and
taiented learner. Personal ccmmunication (teachers of the deaf,
A.C.E.H.l. conference, 1991) with teachers at residential schools for
the deaf across Canada indicate that programming for the deaf
gifted and talented students is generally within the realm of the
classroom teacher who relies on his/her own planning and/or ready-
made materials to meet the needs of students. Teachers indicated
that, at this time, verv little work is being done with deaf gifted
and talented learners in their schools.

School administrators, teachers, parents and deaf gifted and
talented learners need policies and programs which (1) acknowledge
the special skills and abilities of deaf gifted and talented students,
(2) reccognize those characteristics and traits which are common o
all gifted and talented students and those which are unique to the
ceaf gifted and talented child, and (3) strive to meet the students'
educational needs.

With these needs in mind the rationale for this present project
was three-fold: (1) to extend existing gifted and talented curricula
beyond current form to facil. :te use within a gifted and talented
deaf population; (2) to reinforce the concept that the terms 'gifted
and talented' and 'deafness’' are not mutually exclusive phenomena

(Maker, 1977: Pledgie, 1982) and (3) to broaden a sparse knowledge



base and extend the understanding of the nature of gifted and

talented deaft children.

Summary

Current literature suggests that there is a need for policy and
curriculum planning for gifted and talented children, both hearing
and deaf, and that at the present time planning and program
implementation is largely the responsibility of the classroom
teacher. In addition, the possibility of ‘'deafness' and 'giftedness
and talent' co-existing has only become accepted in recent years.

The purpose of this project is to add information to a sparse
knowledge base by examining Kaplan's Differentiated Curricuium
model and ascertaining iis value with a deaf gifted and talented
population.

To achieve this objective a detailed examination of current
research and literature pertaining to gifted and talented educaticn,
curriculum planning for the gifted and talented, deafness,
educational considerations for a deaf population, particularly gifted
and talented deaf learners was made (Chapier 2). The principles,
foundations and tenets of Kaplan's Differentiatied Curriculum
model, the Whole Language Approach and the Manitoba Curricula
were examined and a thematic unit plan was adapted to sythesize
these three areas (Chapter 3). In conclusion, the value of
differentiating curriculum for deaf gifted and talented learners was
discussed aleng with the limitations of this prcoject and suggestions

for further research (Chapter 4).



DEFINITIONS

Brief definitions are provided to give the reader a generai
understanding of commonly used terms in this thesis:
audiogram - a graphic representation of audiometric findings
showing hearing levels as a function of frequency.
auditory training - the training of the deaf child to the optimum
use of residual hearing.
deafness - refers to the condition of one whose hearing is disabled
to an extent (usually 70 dB or greater) that precludes the
understanding of speech or sound through the ear alone, with or
without the use of a hearing aid.
decibel (dB) - a unit for measuring sound and intensity expr:ssed
as the ratio between two sound pressures.
decibel average - or pure-tone average (PTA) is the average of
the hearing levels at frequencies 500, 1 000, and 2 000 Hz for each
ear.
differentiated curriculum - the practice of modifying
curriculum to (1) maximize the potential abilities and (2) capitalize
on the characteristics and traits of a gifted and talented learner by
attending to the degree and dimension which makes a gifted and
talented student different from a non-gifted and talented student.
frequency - the number of complete oscillations (cycles) of a
vibrating body per unit of time. In acoustics the unit of

measurement is the Hz.



gifted and talented - individuals who by virtue of outstanding
abilities are capable of exceptional performance in general
intellectual ability, specific academic aptitude, creative or
productive thinking, and/or visual and performing arts.

Hertz (Hz) - cycles per second (cps).

high-risk register - a set of criteria designed to help identify
neonates whose probability of hearing loss is greater than normal.
Manitoba Department of Education curricula - separate
curricula for each of math, language arts, social studies, art,
science, health and physical education,” set out by the Manitoba
Department of Education and designated as the curricula which must
be taught in all Manitoba public schools.

Whole Language - a child-centered/experience-based approach to
education which utilizes the child's natural language and
experiences to extend learning to broader and .nore general

concepts.



CHAPTER TWO
REVIEW OF THE LITERATURE

This chapter will examine current literature and research
in the areas of (1) the gifted and talented, (2) curriculum for
the gifted and talented, (3) deafness, (4) educational
considerations for the deaf learner and (8) education of gifted
and talented deaf children. The first three sections will all
include an historical perspective, definition, characteristics,
problems and recent developments.

Until recent years researchers have discounted the
possibility of deafness and giftedness and talent cou-existing.
Why? The exclusivity of education for the hearing gifted and
talented, the infancy of curriculum development for both the
gifted and talented and the deaf, the lack of normed testing for
the deaf and insufficient value placed on the education of the
deaf are all factors. The following sections will shed further

light on this question, beginning with the gifted and talented.

Gifted and Talented

An Historical Perspective

The notion that some human beings possess a wide range of
outstanding abilities and skills is not new. Society has
recognized that some individuals are more successful at some

9



tasks than are others. Societies, over the ages, have evolved
various organizational structures to meet the needs of these
individuals. Each society has gained from the efforts of such
skilled individuals as Mozart, Einstein, and Aristotle. The
interest in these gifted and talented individuals has been
prompted by: (1) regard for the dignity of the individual person,
(2) curiosity about the unfolding of human development, and (3)
concern for the nurture of the unusual or unique {Gowan, 1977).

As far back as early Greece there was interest in gifted
children (Coleman, 1985). Plato proposed a plan whereby
gifted children would be identified and educated. Those who
met the criteria of ability to learn through trial and error, to
notice superstition, and to discern deceit were to be educated
in science and philosophy (Freehill, 1961).

in eighth century France, the Emperor Charlemagne is
reporied to have been interested in finding talent among the
common people (Hildreth, 1966). In the fifteenth and sixteenth
centuries, cduring the spread of the Turkish Empire, an effort
was made to recruit talented children from all social classes.
Scouts were to locate children among the subjugated Christian
populations and bring them to a special school in
Constantinopie. They were to be trained in Islar ic science,
religion and art and to serve the interests of the Empire
(Freehill, 1961; Hildreth, 1966).

The origins of the gifted child movement in North America
are rooted in the late nineteenth and eariy twentieth century

10



werk of Galton, who devoted his research and writing to
intelligence and intelligence testing. This was followed by the
development of the Binet-Simon intelligence test in France,
the push of Hollingworth for the estabishment of gifteu
programs, and the space race (Davis & Rimm, 1985).

Impressed with Darwin's theory of evolution, Galton (Davis
& Rimm, 1985) reasoned that superior intelligence was due to
natural selection and heredity. Superior intelligence, he
suggested, was related to the keenness of one's sensory
equipment: vision, audition, smell, touch, and reaction time.
He concluded that superior intelligence was passed from one
generation of distinguished, aristocratic individuals to the
next but at the same time omitted to observe that the
inherited opportunities and privileges made it easier to be
distinguistied and a member of the aristocracy in the next
generation.

in 1908 Binet and Simon developed the first method of
measuring human intelligence based on the concept of mental
age. Originally hired by the French govenment to devise a test
to aid schools in placing mentally retarded children, they
discovered that the ability to pay attention, memory,
judgment, reasoning, and comprehension would separate
children of different intelligence (Sellin & Birch, 1980).

Binet and Simon's test of mental abilities was
Americanized by Terman at Stanford University in 1910. There
he pursued the revision and extension of the Binet procedures

11



that culminated in the publication of the Stanford revision and
zxtension of the Binet-Simon Scale. It was standardized on
905 children, 5 to 14 years of age. It required a trained
adminisirator and could be used with only one child at a time,
hence the expression, "individual test". It has been long-lived
and popular (Termar. & Oden, 1959).

During the eariy twentieth century the trend moved from
focusing primarily zn the child's cognitive ability towards
viewing each learner as an individual The work of
Hollingwort focused ¢ each person as a unique mind and soul
worthy aind precious, and capable of positive development.
Instrumentai in the development of curriculum for the gifted

in the New York schliool system, she was quoted as saying:

It is the business of education to consider all forms of
pupilsin reference to how unusual individuals may be
trained for their own welfare and that of society at
large. (Hollingworth, 1931, as citied in Passow, 1987)
In 1957 the Russians launched the satellite Sputnik. The
ever-competitive American public interpreted this success as
Russian supremacy in the educational system race. Reports
criticizing the American educational system became very
popular, with many references being directed at the lack of
progamming for gifted and talented children (Tannenbaum.,
1979). Overall the reports cited the American school system

as badly lacking in "intellectual nourishment or inspiration”®

)
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(Bestor, 1953, p. 32). With the Russian claims that their
students were years ahead of American counterparts in
terms of science and math, ed. .. .ors in the United States
were quick to start channeling their gifted and talented
students into special programs (Davis & Rimm, 1985). New
curricula were developed in science and math, acceleration and
ability grouping were used and efforts were made to identify
gifted and talented minority students (Tannenbaum, 1979).
This vigor to educate the gifted and talented child and the
interest in Sputnik were short-lived and it was not until the
1970's that awareness and concern for the gifted and talented
were rekindled (Davis & Rimm, 1985). With the rise of the
self-actualization movement under the tutelage of Rogers and
Maslow the public became more aware of personal and group
rights (Maddi, 1976). The present interest in the gifted and
talented has its roots deeply bound in both personal and social
concerns. Whatever the motivation, the interest is strong, as
droves of researchers are developing tests, evaluating
programes, and publishing hundreds of articles in journals

(Davis & Rimm, 1985).

Definition

The characteristics which are associated with giftedness
and talent are functions of time and culture (Sioat, 1990). And
we have reached that time in our culture that "parents and
educators alike are becoming more and more 'gifted conscious'

13



" (Bavis & Rimm, 1985, p. 142). Unfortunately, despite this
raised consciousness, there does not appear in any literature a
concise and generally accepted definition of these terms,
"gifted" and "talented". They do appear to be used
synonymously with: "genius", "intellectually superior”, "able",
"bright”, "clever"”, "creative" and "endowed" . Some
psychologists have attempted to differentiate between
"gifted” and "talented"” , however, this distinction is only
applicable for specific educational situations (Cohen, 1981;
Gagne, 1985). In general use the term "gifted and talented" is
a “political” Jdecision based on the local society's view of what
is a rare and valuable ability. And this is subject to change as
the society evolves {(Bothmer, 1989).

One's definition of gifted and talented is indeed important.
Developing specific definitions is a complicated task as no one
theoretically based definition will fit all programs and
circumstances. Defining "gifted and talented" must be the
primary focus when planning curricula . Once the definition is
demarcated the programming must be reviewed with great
regularity to ensure that goals and objectives remain
consistent with the definition (Davis & Rimm, 1985).

At this time the two most influential definitions of gifted
and talented are those of the U. S. A. Office of Education (cited
in Alberta Education, 1984) and Renzulli (1878) (cited in
Fraser, 1887; Sloat, 1990).

14



The 1878 U.S.A. Office of Education (Alberta Education,
1984) revised definition states:
The term gifted and talented children means
children,and whenever applicable, youth, who are
identified at preschool, elementary, or secondary level
as possessing, demonstrated or potential abilities, that
give evidence of high performance in areas such as
intellectual, creative, specific academic, or leadership
ability, or in the performing and visual arts, and who by
reason thereof, require services or activities not
ordinarily provided by the school. {(p. 11)The original
1972 version also included psychomotor skills as a
sixth area of giftedness.
For Menzulli (1978):
Giftedness consists of an interaction among three basic
clusters of human traits -- these clusters 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. (pp. 63-64)
Renzulli stresses the global nature of giftedness, while the
U.S. A. Office of Education accentuates specific giftedness in
one or more area. However, there is a general overlap of

definition.
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For the purpcses G
talented” was selected to include ali areas of gifted and
talented, and one which is in keeping with other definitions
currently accepted and in use at this time. The definition

assumed for this study was formulated by the Alberta

Department of Education (Alberta Education, 1984) as follows:

Gifted and talented pupils are those who by virtue of
outstanding abilities are capable of exceptional
performance. These are children who require
differentiated provision and/or programs beyond the
regular program to realize their contribution to self and
society Children capable of exceptional performance

include those with demonstrated achievement ard/or

poieniiai abiiity in ong cr several of the foilowing areas

a) general intellectual ability,

b) specific academic aptitude,

c) creative or productive thinking,

d) visual and performing arts.

Bothmer (1989, p.36) states that this definition most
closeiy fits into the "state of mind of the culture at this
peculiar fraction of earth's space and time history". There
still remains a lack of research in the attempt to demystify
the current definitions by providing a focus on the central
concern of various populations of learners such as

underachievers (Gailagher, 1985; Sloat, 1290).
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Characterisiics and Traiis

Hesearchers exploring the realm of gifted and talented
students generally acknowledge the multidimensional nature
of the talenits and gifts (Rice, 1985). Gifted and talented
childien comprise a population that has an extremely wide
range of skills and talents. This range can include the
abilities of the nongifted and extend to the very highest level
of knowledge and skill. These gifts and talents can be found in
all areas of human activity (Coleman, 1885). A gifted or
talented individual may exhibit some or all of the
characteristics, with varying degrees of accomplishment.
These characteristics may also be present, to a cernain
degree, in those individuals not considered gifted and
talented.

There remains in the field an inconsistency in the
categories defining gifted and talented characteristics. Table
2.1 lists categoeries that appear most frequently in the
literature. The categcry lists have been compiled by the
present author, after a review of existing articles and

checklists.
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Table 2.1
Categories of Gified Characteristics

Renzuilli ni ffi Cavis &
of Education {1978} imm
Task Commitment General Intellectual Creative
Creative Anbility Abitlity Affective
Inteliectual Specific Academic
Aptitude

Crzative or Productive
Thinking

L eadership Ability
Visua! and Performing

Arts

Researchers are also - ‘ided on the particular traits a
gifted or talented child might possess. Some individuals may
exhibit a single trait while others may manifest a set of
traits. There do appear to be a number of traits ccmmonly
projected by researchers: the traits generally appear early in
a child’'s life; it is more common to see a cluster of gifted and
talented traits than a single one; and the intensity of the
traits is greater in gifted and talented children than in those
children who are not gifted and talented (Clark, 1983; Davis &
Rimm, 1985; Maker, 1986). The traits of the gifted and
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talented fall into three main categories:

cognitive and affective realms.

the creative,

Table 2.2 lists common traits

associated with each of these areas (Taylor, 1989).

Table 2.2.

Traits of the Gifted and Talented

*Fluent in producing ideas.
*Generates original statistically
infrequent ideas.

*Makes associations between
remote ideas.

*Visualizes menially.

*Tolerates ambiguity/uncertainty.
*Senses discontinuities and
inconsistencies.

*Makes guesses and hypotheses.

Creative

Cegnitive

*Exhibits a longer attention span.
*Learns to read sooner and
continues to read at a consistently
more advanced level

“Reaches higher level of
attentiveness.

*Performs with ease.

*Enjoys studying difficult subjects

for pleasure

"Elaborates on ideas.
*Rearranges elements of thought.
*Senses elemsmts of thought.
*Takes psychological risks.
“Redefines elements of a iask.
*Acts spontansously.

*Maintains autonomy of idsas.

*Works with concentration.

*lLearns rapidly, easily and with
less repetition.

*Has diverse, spontaneous and
frequently self-directed interests.
“Asks more questions.

*Adapts learning toc various
situations

*Commiis extra time on

assignments of particular interest.



*Knows and undarstands about "Reasons out problems.

things which other children are *Quickly analyses mechanical
unaware. problems, puzzies and tricks.
*Recognizes relationships and *Possesses one or more special
comprehends meaning. talents.

"Evaluates facts and arguments. *Takes charge of situations.
*Adept at judging own abilities, “Judges the abilities of others.

limitations and problems.

ff iv
*Exhibits emotional stability. *Pursues endeavours with
*Is independent. enthusiasim
“Demonstrates a highly *Can be depended upon ot
developed sense of self- complete commitments.
confidence. *Shows persistence.

Several researchers (Clark, 1983; Ehrlich, 1982; Taylor,
1989) have included in their list of traits, a physical
dimension including : above-average height, weight, and co-
ordination; endurance; general good heaith; high level of

energy; and early motor development.

Problems

The characteristics and traits describing a gifted and
talented chiid may give a positive picture of individuals poised
on the brink of success. Unfortunately gifted and talented
chixi.2n are not always regarded in that light, nor do they
always use their talents in a positive manner. Gifted and
talented children may attain a postconventional level of moral
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thinking, leading to conflicts with the conventional level
thinking of parents or educators (Kohiberg, 1974; Piaget,
1969). A history of successes leads to high self-confidence,
independence and internal controi. Gifted and talented
students often set goals and standards too high, even for their
superior skills, thus setting themselves up for paradoxical
feelings of ineptness and incompetence ( Milgram & Milgram,
1976; Weirner, 1980). Superior humor may, at times, appear
offensive (Treffinger, 1981). Educators tend to choose
"teacher pleasers” for special programs and may pass over
those students in their classes who are gifted and talented
but manifest their skills by underachieving or misbehaving.
Some of these behaviors include stubbornness,
uncocperativeness, egocentrism, lack of courtesy, indifference
to conventions, and resistance to teacher domination (Renzulli,

1978; Renzulli, Reis, & Smith, 1981).

Summary

Society, over the centuries, has placed a high value on the
achievements of the gifted and talented. However, their
education has often been exclusive in nature and has depended
largely on the whims of society, politics and the funding made
available. Defining the gifted and talented has been and
continues to be an on-going process. Currently the definition
presented by the U.S.A. Office of Education (1984) and Renzulli

(1978) are the two most infiuential definitions.



Characteristic and trait lists relvolve around these
definitions, acknowledging the multidimensional nature of the
talents and gifts. However, the gifted and talented students
are not without their problems. Inappropriate social skills,
low self-esteem and poor classroom behavior may manifest
themseives along with, or in place of, the positive
characteristics and traiis.

Although society has valued the achievements of the gifted
and talented, the interest in their education has waxed and
waned over the years. The consistent deveiopment of
curriculum is still relatively new. The following section will
examine the background and progress of curriculum being

developed for the gifted and talented student.

Curriculum for Gifted and Talented Students

An Historica! Perspective

The area of curriculum planning for the gifted and talented
iIs in its infancy. Over the last twenty years solid principles
about curriculum planning have been outlined by a number of
pioneers. A theory of differential education for the gifted and
talented that delineates principles pivotal to the
establishment of appropriate curriculum was set down by Ward
(1961). Areas of student strength and weakness were
pinpointed by Meeker (1869) using the Guilford Structure of

22



Intellect (SOI). Areas of weakness could then be targeted and
curricula built to improve these areas. Memory, cognition,
convergent thinking, divergent thinking, and evaluation were
addressed using curriculum workbooks. Renzulli (1977)
worked on a differentiated curriculum model that incorporated
hands-on activities and thinking/research skills into a
project-oriented program that stresses real-life problem
solving. Kaplan (1985) expanded on Renzulli's differentiated
curriculum model by identifying the individual learners' areas
of giftedness and talent and mandating educational provisions
which develop these characteristics. Content modification in
the subject areas of language arts, social studies, math and
science was Gallagher's (1975) contribution to the field.
Stanley, Keating and Fox (1874) focused on an acceleration
model for the gifted and talented. Writings by Feldhusen and
Kolloff (1978), Maker (1982) and VanTassel-Baska (1984) have
advocated a confluent approach to differentiation of
curriculum that includes both acceleration and enrichment
strategies.

There are a multitude of approaches that are adopted in
classroom programs, many without consideration of their
value in terms of solid curriculum principles that reflect
content, process, product, behavioral and evaluative
considerations (VanTassel-Baska, 1986). The majority of
classrooms concentrating on gifted and talented students rely
on the teacher-made project or generic programs available
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through publishers. This approach appears to be the most
prevalent (Hughes, 1981). For the most part, educators choose
a current topic of intecrest to their students, fit in problem-
solving, divergent and convergent thinking skilis and work
these into a project that encompasses specific goals set out
for those students. Some of these programs are very
effective. The inherent danger is in the possible lack of
attention to sound design principles in curriculum and

instruction for the gifted and talented.

Models

During the last 20 years, curriculum development in gifted
and talented education has besn primarily influenced by three
main approaches: 1) process-product models (Bloom, 1982;
Renzulli,1977);, 2) content mastery models (Davis & Rimm,
1985; Fisher, Walters, & LoGiudice, 1987); and 3) the
epistemological concept model (Hayes-Jacobs, 1981; Maker,
1982; Tannenbaum, 1983).

Table 2.3 (Adapted from Taylor, 1989) outlines the main
principles, the evaluation method implemented, and

problems/criticism of these three approaches.
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Model
Basic Principles

*heavy emphasis
on learning
investigatory
skills in the
science and social
areas

*highly
collaborative
involving
teacher-
practitioner
*dominated by
consultation and
independent
instuructional
materials to
master patterns.
*emphasizes
selective
exploration of
key topics.
*engages the
student in
problem-solving
and problem-
finding.

*focuses on
process skill
development in
inquiry.
*content is
viewed as less
important that
student interest.
*focus on
studying selected
topics in-depth.

Model
Basic Pringiples

*emphasizes the
importance of
learning skills
and concepts
within a
predetermined
domain of
inquiry
*encourages
content
acceleration
*students are
evaluated and
then provided
with materials to
master the
prescribed
subject areas.
*lecture-
discussion
appreach
*teachers act
as facilitators of
instruction
*employs
existing school
curricula and
textbooks.
*modifies .
curriculum to
facilitate faster
mastery of
subject areas.

Model
Basic Principles

*focuses on
understanding
and appreciation
of systems of
knowledge.
*exposes
students to key
ideas, themes and
principles

within and across
the domain of
knowledge.
*teachers take
the role of
questioner
*students read,
reflect, discuss,
debate and write
about their
topics

*is an
enrichment tool..
exposes
students to a
variety of topics.
*emphasizes
both intellectuasl
and creative
skills.

*holistic
approach in
organizing
content.
*emphasis on the
humanities.



Process-Produci
Mode|

Evalyation
*is product-
based rather than
proficiency-
oriented

*presents some
organizational
problems.
*creates
confusion
regarding scope
and sequence of
learning.
*creates a need
for articulating
new process and
product
dimension.

QQnIQ[]]
Model

Evaluation
"proficiency is
content mastery

Problems/
Criticisms
“requires a
highly competent
classroom
manager as each
student
potentially could
be working on an
individualized
program.
**content area
studies are not
usuallly the
focus

of puli-out gifted
and talented
students.

Epistemoloqical
Model
Evaluation

“requires
evidence of high
level of aesthetic
perceptions and
insights.

Broblems/
Criticisms
*requires well
trained teachers
implement the
program.
*control over a
consistent vision
of concepts is
sometimes
difficult.
*scope and
sequence of
curriculum is
hard to develop.

Planning and Development

The literature suggests that whichever approach is taken,

there are usually a number of component parts common toc each

curriculum (Bruch, 1986; Kaplan, 1975; Moon, Feldhusen, &
Kelly, 1991; Treffinger, 1986; VanTassel-Baska, 1988). In

Table 2.4 ( Adapted from Treffinger,1981)

the main global
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components of curriculum planning for the gifted and talented

have been itemized:

Table 2.4 Treffinger's Individualized Programming Planning
Model

Component -Key Question(s)

1. Definition What do we mean by gifted and talented?

2. Characteristics What characteristics are associated with

our definition

(oY}

. Screening and ldentification How do we document that students

display characteristics?

4. Instructional Planning What is our plan for
responding fo the students' needs?
5. Implementation of Services How will we carry out our
Instructional Plan?
6. Evaluation and Modification How will we determine our

success or the need for change in our
plan?

Missing from this plan is a written statement of philosophy
and goals. The preliminary step of sound programming should
include: 1) stating one's position on gifted and talented
education in general, (2) itemizing one's reasons for creating

or supporting a given program, and (3) outlining the general znd
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sometimes specific goals of the particular program (Davis &

Rimm, 1985).

Implementation

The school experiences of gifted and talented children have
a great impact on their life-long learning style. Thus the
implementation of appropriate curriculum is of utmost
importance. As with all education there is not a set and
prescribed methed fulfilling the needs of all learners (Parke &
Ness, 1988). Educators must be aware of the interests and
needs of individual children and do their best to program
curricula which will enhance their cognitive, emotional, and
social growth.

How can educators hope to meet this gargantuan task?
Researchers have suggested a number of useful ideas. (1) lt is
important that curriculum planners in the field of gifted and
talented studies understand the strengths and weaknesses of
accepted models of instruction (Hughes, 1991). This will make
for decision-making that is based on fact and not feeling. (2)
It is not always advantageous to choose one model and expect
it to adequately cover the needs of all children, nor, last over a
long period of time (VanTassel-Baska, 1886). Gifted and
talented students have diverse and fluctuating learning needs.
If these needs are to be met educators must be flexible in
their approach to curriculum planning. (3) One model may lend
itself more readily to different curriculum areas (Gallagher,
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1982). (4) Student motivation plays a large role in choosing
curriculum (Renzulli, 1978). This includes areas such as
learning preference and style, task commitment and interests.
Researchers (Burns, Mathews, & Mason, 1990; Guskin, Peng,
& Majd-Jabbari, 1988; “ughes, 1991; VanTassel-Baska, 1986)
suggest that a confluent modei, combining effective elements
from the process-product, content and epistemological models,
would provide a functional framework for curriculum
development and instruction. Kaplan's Differentiated
Curriculum mode!l (1977) is an example of programming which
combines the more effective elements from the various
approaches to educating gifted and talented students. Based
on educating a child proportionately with the child's ability to
learn, the program provides multidimensional learning
experiences and environments simultaneously addressing the

academic, psychological and social needs of the learner.

Summary

Although gifted and talented individuals have been valued
for their outstanding accomplishments throughout the ages, it
has only been in the twentieth century that curriculum models,
based on sound educational principles, have been formulated to
address these exceptional skills. Still, a majority of Canadian
and American schools continue to rely on 'teacher-made’
materials. Three main models dominate programs and
curricula being developed and currently in use: (1) process-
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preduct mecel, istemolcgical

e

(2} ccnternt mcode! and (B) e
model. Recent researchers suggest that implementing a
confluent model incorporating the strengths of all three
models could provide a functional framework for curriculum
development and instruction.

The development of solid curriculum tor the gifted and
talented continues to be an on-going process. Funding and

resources avatlable strongly influence progress made.

Currently the area of gifted and talented education is ‘in vogue'

and researchers/educators are taking advantage of this time to

continue much-needed studies in curriculum development and

instruction.

The development of educational programs for the deaf has

aiso experiencea tne wnims of society as outiined in ine

following section.
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An Historical Perspective

Researchers (Moores, 1982; Vernon & Andrews,1990)
indicate that deafness has always ba2en part of all societies.
The first accounts of the deaf appeared in early Egyptian and
Mesopotamian literature, where the status and roles of the
deaf fluctuated according to the type of societies in which
they found themselves. Formal education (Boyd, 1966;
Lawrence, 1870) was first introduced during this period of
histery with the focus on reading, writing and mathematics
(Bowen, 1972). Talented and inteiligent boys had unlimited
opportunity for advancement while neither deaf boys or girls
received little or no educational attention (Moores, 1982).
Although evidence suggests that the attiiude toward the deaf
was ambivalent, laws were in place to prevent harassing,
abusing or robbing. As the spoken word was held primary in
religious ceremonies and speech was considered a
manifestation of the human soul, deaf people originally were
treated like helpless and retarded individuals (Feldman, 1970;
Moores, 1982).

Conditions for the deaf during the Greek and Roman times
became more harsh (Levinson, 1967). Greek philosophers
generally believed that thought could be conceived only through
the medium of the articulate word. This, coupled with
Arisitotie's belief couched in his statement "Let it be a law
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that nothing imperiect shcouid be brought up”, led toc the
destruction of deaf children by Spartans, Athenians and
Romans (Feldman, 1870; Moores, 1882).

The fall of Rome was followed Ly the Middle Ages. During
these times limited importance was atiributed to education,
culture and learning in general. Civil and religious
restrictions were imposed on the deaf. These deprived the
deaf of rights of inheritance, restriction from celebration of
the Mass and denial of the right to marry without the express
dispensation of the pope (Geanakoplos, 1976).

A sixteenth-century ltalian ma’ :matician and physician,
Cardano (1501-1578), was the first to advocate the
importance of teaching the deaf to read and write. He also
believed that many abstract ideas could be expiained througn
sign language. Cardano's writings were theoretical in nature
and did not yield a practical solution (Moores, 1982; Quigley &
Kretschmer, 1982).

A Spanish Benedictine monk, Ponce de Leon (1520-1584),
was the first to establish a school for the deaf. Reading,
writing and speaking were taught to the deaf sons and
daughters of Spanish nobility (Alford, 1972). As little of
Ponce de Leon's work was documentied and his techniques not
passed to a successor, there existed a thirty year interval
before Bonet, in 1620, published the first book written on
teaching the deaf. In his book Bonet advocated the use of a
one-handed alphabet, early interventicn and the importance of
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a consistent language environment, principles which continue
to be upheld in deaf education (Moores, 1982).

The education of individual deaf children from wealthy
families continued until the late 1700's when schools for all
deaf children were established (Bender, 1970). The majority
of these schools were residential institutions with very few
day school programs. During the ensuing years the major
obstacle to educational progress centered around disagreement
between advocates of an "oral-only" program and a combined
oral-manual system of instruction {Dale, 1984; Moores, 1982).

From the 1700's until the early 1900's the residential
school remained the main educational centre for deaf children.
Few schools offered day programs and even fewer schools
integrated deaf students into their mainstream programs
(Vernon & Andrews, 1990). However, as (1) more
money/program planning was funneled into the school
divisions as a result of changes in legislation regarding the
education of the disabled and handicapped and (2) trends in
education focused more on 'home area schooling’, the
residential schools became less popular. At present, parents
of deaf learners have more choice in where their child can be
educated. A great number of children are integrated into
mainstream classes, usually with the help of an educational
assistant. Residential schools now provide services for both
ve-in and day students. The controversy surrounding optimal
methods and programs for deaf students continues (Moores,
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1982; Vernon & Andrews, 1990;. Provisions for the more
specific education of the gifted and talented deaf child will be

addressed in a subsequent section.

Definition
Deafness "refers to the condition of individuals whose

hearing is disabled and is expressed in terms of speech or
other sounds calibrated for frequency and intensity” (Moores,
1982, pg. 6). It falls under the generic title of hearing
impaired which alludes to any type of hearing disability,
inciuding 'deaf' and 'hard of hearing' (Moores, 1982; Quigley &
Paul, 1984). A deaf person is one whose hearing is disabled to
an extent that precludes the understanding of speech through
the ear alone, with or without the use of a hearing aid. A hard-
of-hearing person is one whose hearing is disabled to an extent
that makes difficult, but does not preclude, the understanding
of speech through the ear alone, with or without a hearing aid
(Task Force o .ildhood Hearing Impairment, 1985). Some
individuals, however, function at levels that are not typical
for their degree of hearing loss.

Prelingual deafness refers to the condition of persons
whose deafness was present at birth or occurred at an age
prior to the development of speech and language. Postlingual
deafness refers to the condition of a person whose deafness

occurred at an age following the spontaneous acquisition of
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speech and language (Task Force on Childhood Hcaring
Impairment, 1985).

For the purposes of this paper the term 'deaf’ will be used
to include all categories of hearing impairment, recognizing
deafness as a medical dysfunction of the auditory system and

not a handicap (Cumming & Rodda, 1989).

Etiology

Heredity, maternal rubella, mother-child blood
incompatibility, meningitis, and prematurity have been
established as the five major identified causes of childhood
sensorineural deafness (Martin, 1986). Hereditary childhoou
deafness accounts for more deafness than the other causes
(Moores, 1982).

The term hereditary deafness, responsible for
approximately 50 percent of all deafness, is a generic term
covering over sixty kinds of loss that may be differentiated by
type of transmission (dominant, recessive, sex-linked); age of
onset (congenital, adclescence, adulthood); type of loss
(conductive, sensorineural); and frequencies affected (low-
frequency, mid-frequency or high-frequency) (Konigsmark,
1972). Evidence suggests that hereditary deafness, especially
of a recessive nature, will continue to be a major etiological
category for some time to come. Given the apparent low
penetrance of some genes, the numbers of different genes that
may cause deafness and mutations, and the high proportion of
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hearing individuals who are carriers, the prevention of
hereditary deafness is extremely difficult (Lappe, 1973).
During the 1960's maternal rubella was identifed as the

greatest cause of hearing loss. The effects of a maternal

rubella epidemic in Canada during 1964-865 continues to be felt

and has generated major developments in deaf education
(Vernon & Hicks, 1980). Rubella is a common viral disease
that is frequently benign and difficult to diagnose. |If
contacted during pregnancy the virus will cross the placenta
and attack the fetus, especially the tissues of the ear, eye
and/or other organs. Rubella vaccines have significantly
curtailed the number of deaf babies born, however the vaccine
has not been disseminated as widely as needed and rubeila
continues to cause about 12 percert of deafness (Verncn &
Hicks, 1980). Approximately 20 percent of women of
childbearing age have had it and therefore developed an
immunity (Masland, 1968).

Responsible for 5 to 7 percent of deafness, meningitis
remains the most common cause of postnatal deafness.
Meningitis usually invclves a bacterial invasion by way of the
air-cell system in the middle ear or by way of the meninges
(Lindsey, 1967). The development of antibodies and
chemotherapy has decreased the number of meningetic deaf
(Vernon, 1967).

Evaluation of the impact of prematurity (defined as a

birthweight of 5 pounds, 8 ounces or less) on the incidence of
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deafness is difficult. Although it is evident that prematurity
is more common among the deaf infant population than among
the hearing, the degree is difficuit to evaluate (Task Force on
Childhood Hearing Impairment, 1985). As refined medical
techniques improve the chances of premature babies being
successfully delivered, it is expected that the number of
children v *h deafness and other handicaps related to
prematurity will increase (Moores, 1982).

Other risk factors contributing to childhood deafness
include significant head trauma, mumps, recurrent middle ear
problems, herpes, toxoplasmosis, syphilis and the mother's use

of ototoxic drugs (Task Force on Childhood Hearing Impairment,
1985).

Categories of Hearing Loss

Researchers disagree on the exact decibel (dB) ranges for
different degrees of hearing loss (Brili, MacNeil, & Newman,
1986; Karchmer, 1985; Martin, 1986). The following table is
generally accepted and in currently in use by audiologists and
educators (Karchmer, 1985; Martin, 1986). Table 2.5 outlines
the different degrees of hearing loss, the effect of hearing
loss on language and speech reception and expression, and

educational and audiological intervention.



Table 2.5

Effects of lLevel of Hearing Loss

Hearing Level
in dB(a)

Descriptive Terms
of Hearing Loss

Probable Handicaps, Needs anc &ffect
on Language and Speech

-10 to 26 dB(b)

27 10 40 dB

41 to 55 dB

56 to 70 dB

Normal

Mild

Moderate

Moderate
to severe

limits

No significant handicap for most
children. Some at upper limits may
have difficulty in sustained attention
and may benefit from a hearing aid.

Silight handicap for some, but
significantfor many children.
Difficulty hearing faint speech and
speech at a distance; needs
preferential seating; may benefit
from lip-reading instruction;
benefits from the use of a hearing
aid. Will not usually experience
difficulty in school situations.

Significant handicap. Understands
conversational speech at a distance of
3 to 5 feet; needs a hearing aids,
auditory training, lip reading,
speech correction and preferential
seating. May exhibit limited
vocabulary and speech anomalies.

Marked handicap. Conversation must
be loud to be understood; difficulty

in groups and classroom discussion
even with a hearing aid; same needs
as child with significant handicap;
may be in a special class for

the hearing impaired and integrated
into a reguiar class. Is likely to
have defective speech. is likely to be
defiecient in language use and
comprehension. Will hav. evidence
of limited vocabulary.
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Hearing Level Descriptive Terms  Probable Handicaps, Needs and Effect
in dB(a) of Hearing Loss on Language and Speech

71 to 80O dB Severe Severe handicap. May hear a loud
voice 1 foot from the ear; may
identify environment noises; same
needs as a child with a significant
handicap; may enter a regular class
at a later time. May be able to
discriminate vowels but not all
consonants. Speech and language
defective and likely to deteriorate.
Speech and language will not develop
spontaneously if loss is present
before 1 year of age.

More than Profound Extreme handicap. May hear some
loud sounds; probably does ont rely
on hearing as a primary
communication channel; needs a
special class or school for the deaf;
some of these children may be
integrated into regular schools.
Speech and language defective and
likely to deteriorate. Speech and
language will not develop
spontaneously if loss is present
before 1 year.

(a) Average hearing levels for 500, 1 000, and 2 000 Hz (re:
American National Standards Institute (ANSI]) 1979 standards
for pure-tone audiometers).

(b) Some children with levels within a normal limit are not
free from otologic abnormalities, but these abnormalities are
not necessarily educationally handicapping.

SOURCE: Summarized and adapted from J. Salvia and J.E.
Ysseldyke, Assessment in Special and Remedial Education. 3rd
ed. Boston: Houghton and Mifflin, 1985, p. 230 and S. P.

Quigley and P.V. Paul, Language and Deafness. San Diego, CA:
College-Hill Press, 1984, pp.4-5

There are exceptions to the typical effects of the various
levels of hearing loss. Children with a minimal to mild (0 to
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25 dB) or severe to profound (71 dB or more) loss, may
function atypically for their degree of hearing loss. For
example, a child with a minimal to mild hearing loss may have
good oral communication, but imperfect comprehension skills,
be inattentive, easily distracted, and display emotional
immaturity. Conversely, a child with a severe to prefound
hearing loss may operate as well as a hard-of-hearing child.
This may be due to excellent speech-reading and language

skills.

Assessment of Hearing Loss

The degree of the child's hearing loss directly influences
decisions concerning suitable audiological, educational and
medical intervention. Pure-tone audiometry is used to assess
hearing loss. It measures the sensiiivity in each ear to
intensity (loudness) and frequency (pitch). As the majority of
English speech sounds are contained within three frequencies
(500, 1 000, and 2 000 Hertz), results are reported as a pure-
tone average (PTA) in the average ear. The average loss is
measured in decibels (dB).

Resezaichers (Moores, 1986; Salvia & Ysseldyke, 1985)
usually agree that a hearing loss of 25 dB or greater can
impede a child's educational progress. Spontaneous language
development and the development of auditory perceptual skills
can be hampered by this loss. The likehood of educational
difficulties increases with greater hearing loss.
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Types of Hearing Loss
Types of deafness are based on the location of the damage.

An explanation of these can be found in the following table.

Table 2.6
Types of Hearing Loss

Types Explanantion of Damage Amplification

1. Conductive Decrease in attenuation. Barrier Usually excellent.
is present in the outer or middle
ear. Sensitivity to airborne sounds
is impaired by blockage. Usually
treatable medically.

2. Sensori- Most common of hearing losses. Partial potential.

neural Damage to the sensory receptors of Depends on degree of
the inner ear. Occurs in bone- damage.
conducted pathways. Usually
medically irreversible.

3. Mixed Sum of hearing loss produced by Partial potential.
abnormalities in both conductive Depends on degree of
and sensorineural mechanisms. damage.

Usually medically irreversible.

4. Neural Damage to the auditory nerve after Partial potential.
it leaves the cochlea. Usualily Depends on degree of
medically irreversible. ‘amage.

5. Central Brain damage in ihe temporal Partial potential.

Auditoy Loss lobe. An auditory processing Amplificaton may aid
problem. Usually medically Depenrds on degree of
irreversible. extent of damage.

SOURCE: Adapted and summarized from F. Martin, introduction

o Audiology. 3rd ed. Englewood Cliffs: Prentice-Hall Inc.
1986, p. 75.
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Education of Deaf Children

Overview

" It is doubtful that any area of its size in education has
generated more heat and less light than the problem of
educating deaf children. The field has been riven by
debilitating controversies that have absorbed the attention and
drained the energies of its most gifted educators, individuals
who consequently have been reduced to approach problems
within the framework of simplictic either-or, black-white
polarities." (Moores, 1981, p. 3). The emphases in teaching
deaf children have not changed a great deal until recent years.
However they have been given a new urgency and direction in
our rapidly changing and complex world.

"The chalienge in the education of deaf students is to
provide educational experiences commensurate with their
hearing peers." (Alberta Education, Hearing Impaired
Curriculum Guide, 1982, p. 68) The challenge is inherent
within the special and unique problems the deaf student brings
to the classrocm.

Hearing children, by the age of three have the language
structure that will serve them for the remainder of their life
and by kindergarten age the average hearing child has an
approximate 2,500 word vocabulary (Bloom & Lahey, 1978).
On average the deaf student comes to school situation with

language skills far behind his/her hearing peer. Many deaf
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children reach school age with language skills which are
primarily vased on gesture and pantomime (Moores, 1981).
Early intervention, amount of residual hearing, parental
acceptance and attitudes, and the family's choice of
communication system all contribute to the amount of
language the deaf student brings to the learning situation.

Somewhat tied to limited language skills is the
developmental lag of many deaf students (Conrad, 1979).
Hearing children begin to improve their learning abilities in
the first grade and continue to improve until the fifth grade.
The deaf child does not begin to improve his/her learning
abilities until the third grade and continues to improve until
the eighth grade (Meeker, 1980).

Deaf children come to school with a variety of
psychological strengths and needs (Vernon, 1990). The deaf
child struggles to find his/her role and function in both a
hearing and deaf world in addition to working through the
developmental stages normal to all children. Again early
intervention, family acceptance and attitude, residual hearing
and amount of communication play vital roles in how well
prepared the deaf child comes to school. Often the first few
years of school are spent developing the skills and attitudes
necessary to make thie deaf child a receptive learner (Meeker,
1980).

There are increasing numbers of deaf children attending

schools where American Sign Language is the language of
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instruction and deaf —ulture accepted. For many deaf studenis
there are significant problems as they struggle toc accept and
plend tne home ianguage and cuiture with thal oi schooi and
peers (Vernon., 1990).

As the shift in etiology shifts from rubella and Rh-factors
to high risk births, schools are ! =giining to notice an
increased number of deaf stud-nts who also are physically and
mentally handicapped (Moores, 1981).

In addition to these unique educational problems is the
fact that much of the curriculum and teaching methodolegy in
orograms for deaf children has been designed to develop the
English proficiency that hearing children bring to the learning
process (Moores, 1981). Educators are struggling to change,
focusing more attention on the strengths and skills the deaf
child does bring to the learning situation and less on the
deficiencies (Kirby, 1980). However, *the changes are slow in
coming and teachers in deaf education have few 'tried and true’
techniques and methods to bridge the learning gap (Vernon,

1990).

Systems of Instruction
Formal schooling begins for many deaf children by age 2 or
3 and, for most, by age 5 years. The systems of instruction
to which deaf learners are exposed and the influences on
development are an enduring issue in the education of deaf
children. Systems of instruction should not be confused with
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teaching methods. The former deals with an over-al!
educationa! approach to teaching deaf children while the latter
deals with specific teaching techniques and methods.
(Teaching methods will be addressed in a subsequent section.)
The century old "oral-manual controversy"” has accounted for
more confusion than any other question in the field of deaf
education (Moores, 1982; Quigiey & Kretschmer, 1982). This
argument centers around oral-alone educators, who argue that
all children must be educated by exclusively oral techniques,
and oral-plus educators, who argue that at least some deaf
children would progress r-ore r~tistactori'y with
simu'taneously combined ora'- ~aru: communication (Powell,
Finitzo-Hieber, Friel-Patti, & He «.sun. 19€53). With some
variation, five basic systems of instruction may be identified:
1) Oral Method. In this system, also called the oral-aural
method, children receive input through speechreading and
amplification of sound and express themselves through speech.
Gestures and signs are prohibited (Quigley & Kretschmer,
1982).

2) Auditory Method. This approach is described as basically
unsensory as children are expected to utilize a sense which is
not functioning. It concentrates on developing lisiening skills
in children who are expected to rely primarily on hearing.
Early reading and writing are discouraged, as is a dependence
on speechreading and signs. Afthough this method was

developed for children with moderate hearing losses, socme
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attempts have been made to use it with profoundly impaired
children {(Moores, 1982).

3) Rochester Method. This 1s a combination of the orai method
plus fingerspelling. Children receive information through
speechreading, amplification =~d fingerspelling, and express
themselves through speech and fingerspelling. Reading and
writing usually receive great emphasis (Vernon & McKay,
1990).

4) Total Communication. This is a combination of the oral
method plus signs and fingerspelling. The children receive
input through speechreading, amplification, signs and
fingerspelling. They express themselves in speech, signs, and
fingerspelling. Signs are differentiated from fingerspelling in
that they may represent complete ideas and words rather than
standing for individual letters of the alphabet (Dale, 1284).
5) Bi-lingual/Bi-cultural Approach. A relatively new
approach, this method has been, to date, the most accepted by
the Deaf. In theory, students are taught using American Sign
Language and are immersed in Deaf culture. This acceptance of
ASL and Deaf culture helps facilitate the iearning of English
as a second language and understanding of Hearing culture.
Optimally, there are two classroom teachers, one deaf and the
other hearing, both proficient in their understanding and

acceptance of both languages and cultures (Vernon, 1985).
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Deaf Education Methods, Theories and Techniques

-or some time two techniques have been fundamently
employed in educating the deaf learner. Aimed particularily at
language acquisition, these have formed the underpinings for
the overall education of deaf children (Mocres,1981):

1) Analytical Technique. A course of instruction which
advocates that lessons be developed in a step-by-step
progression from least to most difficult. Deaf children are
taught according to a set curriculum which does not deviate
from its course.

2) Natural Method. Places great emphasis on children's
experiences and the teaching of concepts as an outgrowth of
children's needs.

These two techniques have been in use for approximately
fifty years. Researchers ( Kirby, 1980; Moores, 1981) suggest
that these metheods have not met with consistent success.
Teaching techniques and methods employed by teachers ot * -
deaf have been viewed in the past ten years as eclectic and -
many cases haphazard (Vernon, 1990). Krowledge about the
process by which deaf children learn is limited and methods
and techniques of teaching deaf learners lack a theoretical
base, leading teachers of the deaf to search for methods and
techniques which are successful with their students (Moores,

1981).
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Limited knowledge of the learning acquisition process, lack
of sound and accepted theoretically-based teaching techniques
and methods and the still raging battle over the 'best’
environment for the deaf learner (i.e. oral vs total
communication vs bi-lingual/bi-cultura! etc.) has kept deaf
education in its infancy stage.

Out of frustration teachers of the deaf have looked
elsewhere to supplement this very meager educational base.
As a result much of the methodology utilized by teachers of
the deaf is steeped in the traditional techniques and methods
used by teachers of hearing students (Moores, 1981). Of these
some have come to the forefront of deaf education and are
accepted and recognized as successful techniques and methods
in meeting the needs of the deaf learner:

(1) Enactive Method. An actual hands-cn process of interacting
with the process the teacher wishes the (A1ild to acquire.
Children have the opportunity to touch, feel, see and
experience the concrete levels of the learning process. This
method has been most successful with both deaf children and
adults.
(2) lconic Method. A step removed from the enactive method,
iconic representation (e.g., photos) bridge the gap between the
actual experience and the learning process.
(3) individual Program Pilanning. An in-depth evaluation of the
learning style and needs of individua! deaf children is made
and a team comprised of teachers, support staff and parents
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maps out goals and objectives to best enhance successful
leaining by the deaf child.

(4) Top Down Learning. This theory of learning, based on a
hierarchy of learning skilis, provides the deaf learner with the
'whole picture’ and then narrows the scope of cognitive
acquisition to finer and finer points. Traditional knowledge
acquisition begins with the language and experience the
student brings to the learning situation. As deaf students
often are unprepared for the learning situation because of
limited necessary language and/or experience, providing the
child with the finished process and then going back to the
basics provides the deaf learner with the total picture. (e.q.,
When teaching about the story parts of fairy tales one
technique the the top-down method might employ is to show
the deaf child a number of fairy tale videotapes. The teacher
then begins to evaluate the videotapes, working towards
knowledge.)

(5) Spiral Teaching. Foundations of cognitive learning are
built and extsrided as content area tcpics are taught and re-
taught, each time adding more wnowledge and skill to the basic
foundation. Adapted from teaching methodology for the
hearing, this application has proven successful with both deaf
children and adults.

(6) Visual/Hands-On Teaching. Teachers of the deaf plan
lessons around as much visual and hands-on experience as

possible. Hearing children receive the majority of their
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information through sound and the spoken word while the deaf
child relies on visual and tactile means to gain knowledge.
Providing visual and tactile cues is a cornerstone of solid
pedagogical methods for teaching deaf learners (Moores, 1981).
The list of accepted and recognized teaching methods and
techniques for the teacher of the d=af is meager. Most of
these are adaptations of those methods and techniques found
successful with hearing children. Teachers of the deaf in
residential schools across Canada are finding that systems
such as Whole Language and Teaching English as a Second
Language have many approaches which are proving successful
with deaf learners (A.C.E.H.l. Conference, personal
communication with teachers of the deaf, July, 1991).
Obviously there is a great need for further research and study
vefore teachers of the deaf have adequate information
regarding how deaf learners acquire knowledge and the best
methods and techniques for imparting that knowledge. The
following sections examine the problem deaf learners have in
aquiring language and the results which occur when poor
language skills and eclectic and somewhat haphazard teaching

techniques are coupled.

Psycholinguistic Development
The term ‘'psycholinguistic’ refars to all aspects of
language acquisition and usage. [t includes speech, grammar,

pragmatics, and sematics.
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Language acquisition, for a hearing individual, follows a
spiraling path of imitation, expansion and induction. A
normally developed child of 5 years will enter the schootl
system with approximately 2500 words, will speak in
complete sentences, and while continuing to make syntactical
errors, will use all parts of speech ( Bloom and Lahey, 1978;
Joss, 1964; Moores, 1986). Deaf children acquire language
differently. When their hearing loss precludes developing
language auditorily, many deaf rely on a gestural
communication system, i.e., sign language.

in North America, the more comm~1 manual communication
systems include: American Sign Language (ASL), Signing Exact
English (SEE), Signed Pidgen English (SPE) and fingerspelling.

The amount of language acquisition enjoyed by a
kindergarten aged (5 years) deaf child depends on the severity
of his or her hearing loss, environment, exposure to sign
language, the extent to which the child has participated in
structured language situations (e.g. pre-school) and use of
amplification (Fraser, 1287; Moores, 19886). The majority of
deaf children arrive at school with some language development

delay (Bloom & Lahey, 1978).

Academic Achievement

Given the emphasis on language in the classroom, it should
come as no surprise that, on average, deaf children are
aca ._™ically delayed by four to five years (Bess & McConnell,
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1981; Moores, 1986). The difficuities of acquiring language
and communication skills are attributed to this problem.

Data published by the Cffice of Demographic Studies
(1972) offered insight into the academic achievements of deaf
studenis in the U.S.A., based on Stanford Achievement Test
(SAT) standardized scores. |t should be noted that deaf
students were frequently administered test batteries designed
for younger children.

Scores on Spelling, Arithmetic Computation and Language
(this test predominantly comprises knowledge of punctuation)
were relatively high, compared with scores on other subtests.
lLower achievement was found consistently on Word Meaning,
Paragraph Meaning, Social Studies, Science and Woik Study
Skills. These lower scores draw attention to the difficulty
deaf students often have in the area of
language/communication acquisition as the tests are
dependent on solid reading comprehension skills (Bess &
McConnell, 1981; Moores, 1886). Scores on Arithmetic
Computation were significantly higher than those on
Arithmetic Applications and Arithmetic Concepts, as the
former place less emphasis on reading than the latter. The
problem deaf child have with Janguage/communication
acquisition is once again underscored.

The development of cognitive structure for deaf children
appears to move from a less organized to a more organized
state of general intelligence and from a perceptual and visual
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orientation to a perceptual and abstract thinking orientation.
Non-deaf children gain cognitive skills encompassing a dual
system of abstract thought and general knowledge. As the
deaf child becomes older, the perceptual component seems to
merge into the factor of general intelligence as abstract
thinking emerges (Moores, 1986; Zwiebel & Mertens, 1988). As
curriculum is most often based on accepted theories of
learning, deaf children could have difficultly with programs
grounded in a dual system (abstract and general intelligence)
of learning (Hergenhahn, 13888).

A recurring theme in academic achievement for deaf
children is the mode of communication used in the home
(Zwiebel & Mertens, 1988). For the deaf an overall factor of
general intelligence is that it is heavily perception-ariented.
The most frequent mode of communication in the home is
speech alone, or a combination of speech and sign language. At
school, a combination of sign language, fingerspelling, writing,
gesture and speech, are the most common communication
forms. This differentiation in communication could explain a
lag in the general intelligence development. The lag could not
be attributed to deafness itself, but to inappropriate
responses by the parents or primary care-givers, to deafness
(Moores, 1986).
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Education of the Gifted and Talented Deatf Child

Overview

It is an understatement to say there is scarcity of research
done in this area. There is a general lack of special curricula
for the deaf outside of language, speech teaching and auditory
training (Moores, 1986). Inherent in this situation is a
shortage of development or modification of curricula
specifically suited for exceptional deaf students; gifted and
talented education being encompassed in the term
'‘exceptional’. In fact it has been reported that "normal and
slow-learning deaf students were receiving the benefits of a
great deal of energy and resources, while gifted deaf students
were virtually being ignored" (Texas School for the Deaf
Talented and Gifted Program, 1980, p. 4).

Programs for the gifted and talented do exist. However,
with the rare exception of Gailaudet University and the Texas
School for the Deaf, little research is available. Personal
communication with a number of Canadian schools indicates
that the majority either rely on programs/policies set down
for hearing gifted and talented programs or depend on teachers
to 'invent' appropriate projects and programs. This shortage of
specialized curricula is reminiscent of the early stages of

curriculum development for the hearing population. This
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makes sense in light of the fact that deaf education, in

general, is in its infancy.

identifying Giftedness and Talent

Historically the deaf child has been placed in an educational
setting conducive to meeting the special needs of his/her
deafness. The learning potential of the deaf child, inciuding
any indications of special gifts and talents, has typically been
ignored (Texas School for the Deaf, 1980). As educators have
become aware of the gifted and talented d-.af learners in the
school system the problems of identification have surfaced.

Typically, emphasis is placed on communication/language
skills when identifying gifted and talented iearners (Whitmore
& Maker,1985; Pollard & Howze, 1981). As one of the most
outstanding problems of deaf students is
communication/language the predominantly verbally-based
tests provide a formidable obstacle (Whitmore & Maker, 1985).
Until recently giftedness and talent were most often
confirmed by an 1Q score (Bibby, 1991). In the past the
language of the IQ test often interferred with the results of
the tests, however, educators now have begun utlizing more
appropriate nonverbal tests (Bibby, 1991; Whitmore & Maker,
1985).

There remains a lack of suitable nonverbal tests (Fraser,
1887). In addition, the nonverbal tests which are available
(e.g., Wechsler Intelligence Scale for Children - Revised; Lieter
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International Performance Scale; Ravens Progressive Matrices)
are either limited by the fact the directions are given verbally,
have been criticized for the limited number of areas tested or
are not normed for the deai population (Fras:-, 1887;
Whitmore & Maker, 1985).

Current research (Fraser, 1985; Whitmore & Maker, 1985)
indicates alternate identification methods are possible with
gifted and talented deaf learners. Nomination forms (e.g.,
Rating Gifted Students; Nomination Form for Potentially Gifted
Students; Scales for Rating the Behavioral Characteristics of
Superior Students) have shown potential (Fraser, 1987).
Alternate methods of identification, including parental and/or
teacher interviews, +Jata gathering about communication,
mechanical aptitus - scientific interests, creative or sports
ability and peer nominaticn forms are alr~ showing some

promise (Whitmore & Maker, 1985).

Gifted Characteristics

Deaf gifted and talented students are more often working
tn grade level, which is in contrast with hearing gifted and
talented students who are usually working above grade l!evel (
Moores, 1986; Yewchuk & Bibby, 1988). Most deaf students
typically work below grade level and encounter difficulties
with language acquisition (Moores, 1986). Both hearing and
deaf gifted and talented students tend to share similar
characteristics otherwise (Taylor, 1989; Whiting, Anderson &
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Ward, 1980). These include showing flexibility in thinking
patterns, generating creative and original ideas, exhibiting a
longer attention span, generalizing learning to a number of
situations, leadershin skills, pursuing endeavors with

enthusiasm and intense curiosity.

Educating Giited and Talented Deaf Students

If the number of methods and techniques accepted and
recommended for teaching the average deaf learner are
meager, the methods and techniques for addressing the needs
of the gifted and talented deaf student are even more scarce.
This area is very much in its infancy and requires much
research and study.

Studies done by the Texas School for the Deaf (Texas School
for the Deaf, 1980) and Gaulladet University (Gallaudet
University, 1983) suggest the following when designing and
implementing programming and materials for the gifted and
talernted deaf learner:

(1) Programs must be fiexible in bbth cesign and use. Material
should be siructured encugh tc allow students to achieve goals
while allowing for latitude to soive mecre compiex problems.
(2) Materials must b2 cleariy built on concepts reqguiring high-
level reasoning skiils, <hallenging the exceptional skills and
talents of the deaf ctucent. Materials for the gifted and
talented deaf student should be flexible in design in order to

permit a broader rarge of responses which would encourage



the student to exercise advance reasoning and analytical skills
rather than regurgitation of learned materials. Care must be
taken ito avoiG the iask-crienied and highly structured/paced
materials most often used with the average deaf child.
{3) Program design must include effective educational
materials that address both the superior abilities and the
communication deficits of the gifted and talented learner.
(4) Program design should capitalize on the deaf student's
gifts and taients, be individualized to meet his/her particular
needs and challenge his/her exceptional skills and abilities.
(5) Programming should extend and not replace the needs,
interests and abilities of the gifted and talented deaf child,
reiating to his/her own particular learning pattern, style and
environment.
(6) Programs should integrate learning experiences particular
to gifted and talented deaf learners with those common to all
gifted and talented students.

Curriculum development, program planning and materials
designed to meet the specific needs of the gifted and talented

deaf learner will require much attertion by educators.

Summary

Historical'y, drafriess has been a part of all socieues with
the status and roles of the deaf fluctuating according to the
type of society in which they found themselves. The education

of the deaf has largely fallen under the realm of special
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education with the majority of deaf students in North America
having been educated in residential schoo! settings. Methods
of instuction have varied over the years as parents and
educators have struggled to agree on the optimal educational
strategies. The two largest factions centre around "oral-only”
and "signed" education.

Until recent years tne deaf gifted and talented learner has
not received adequate recognition in the classroom. For many
years educators questioned the possibility of - af students
being gifted and talented. Recent research has established
that 'deafness’' and ‘gifted and talented’ can and do co-exist.
Language and/or communication delays often precluded the
identification and subsequent establishment of a specialized
gifted and talented program for the deaf child. Researchers
suggest that despite the fact that deaf gifted and talented
learners function closer to their age-appropriate grade level
than do their hearing peers, other characteristics tend to be

similar.

Chapter Summary

Research points out the presence of bcth deaf and gifted
and talented individuals throughout history. That deafness and
giftedness and talent can be present in the same individual is
still a recent discovery. Historically the educational path of

he deaf individual and the gifted and talented person have
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foliowed very different courses, with one excepticn. If born
into a wealthy family the deaf and gifted and talented
individuais were consistently educated, as society dictaied
the value of educated heirs. Otherwise, the roles and
functions of t'.© ‘eaf and the gifted anc talented student in
society ha» - - cwed divergent paths. The gifted and
talented have been more consistently educated with the
content of the programs fluctuating with the values of
existing societies. These same societal values have dictated
the role and position of the deaf including periods of time
where they have been harassed, ignored and isolated.
Validating the education of the deaf did not begin until the
eighteenth century.

Curriculum planning for both the deaf and gifted and
talented remains in its infancy. On-going arguments over the
optimal methods of instruction for the deaf learner have
hampered smooth progression in developing educational
principles and methods for teaching the deaf learner. Research
on gitted and talented programs has been plagued with jow
funding and inadequate resources as the interest in this area
has waxed and waned .

Despite the problems which have plagued educating the deaf
and gifted and talented, recent research has been exciting and
thought-provoking. It has been established that giftedness and
talent do co-exist with deafness and that despite possible
language/communication delays deaf gifted and talented
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children share similar characteristics and traits with their
hearing counterparis.

Current research stresses several points: (1) further
research is needed in !he area of curriculum development for
the gifted and talented, (2) the development of models and
theories of instruction, based on sound educational principles
and methods, is needed when addressing the deaf gifted and
talented learner and (3) further examination of the
characteristics and traits specific to the deaf gifted and
talented student is required.

The balance of this thesis will attempt to add to the
knowledge pool for educating the deaf gifted and talented
learner. It wili synthesize two modern educational
approaches: (1) Kaplan's model of differentiated curriculum for
the gifted and talented ard (2) Whole Language, with the
Manitoba Department of Education Curriculum for Grade Three.
In turn the synthesized unit plan will be examined in light of

educational considerations when introduced to a group of deaf

iearners.
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CHAPTER THREE
THEME DEVELOPMENT THROUGH CURRICULUM DIFFERENTIATION
AND WHOLE LANGUAGE

The review of recent literature and research in the previous
chapter indicates that curriculum development and successful
teaching techniques for the gifted and talented deaf child are
extremely limited. The goal of this project is to add information
to a meager knowledge pool by synthesizing Whole Language,
Kaplan's Differentiated Curriculum and the Manitoba Curricula for
Grade Three and to suggest ways to make this synthesized unit
workable when working with gifted and talented deaf children.

This chapter addresses the goal by (1) outlining the basic
premises of Whoie Language, Differentiated Curriculum and the
Manitoba Curriculum and (2) providing an example of a unit plan,
"Patterns”, synthesizing the three areas. Basic foundations and
principles, utilization in the classroom, and evaluation of the
three components will be outlined. The commonalities between
the Differentitated Curriculum model and Whole Language and
advantages of this synthesis for deaf learners are highlighted.

In addition. two grids will be presented. The first grid (Table
3.1) outlines the selected goals and objectives for the unit plan
"Patterns” from across the Manitoba curricula. The second grid
(Table 3.2) illusirates how selected goals and objectives from
the unit plan are integrated and differentiated for the gifted and
talented a2arners.
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Differentiated Curriculum

Background

Three major preblems in previous curricula and programming
tor the gifted and talented were the impetus behind the
development of the Differentiated Curriculum model: (1) ‘imited
and limiting concept of the potential of gifted and talented
students, (2) polarization of program and curricula on several
leveis and (3) fragmentation of curriculum materials and
strategies (Kaplan, 1289).

The function of curricula and programs for the gifited and
talented is to develop the child's exceptional potential. Many past
approaches and mecdels have stressed a product-oriented program
develcoping specific abililites or creativity and ignoring the
emotional needs of the learner. The Differentiated Curriculum
model continues to develop the exceptiona! potential of the
learner but at the same time values incividual psychological
needs. This is done by teaching gi“ed and talented students
learning-to-learn skills, providing opportunities toc succeed and
fail in a 'comfortable and safe’ classroom environmeat, and
validating the depth and dimensions of the students' exceptional
gifts and talents (Kaplan, 1983).

Gifted and talented students working in the regular classroom
often feel frustrated and limited by objectives or teaching
strategies which are inappropriate and by conflicting
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expectations in ‘regular’ and 'gifted classrooms (Kaplan, 1989). in
addition, teachers in the 'regular' classroom often suggest that a
hierarchy exists between themselvies and their colleagues
teaching the 'gifted and talented' programs (Kaplan, 198¢}. The
Differentiated Curriculum model acdvocates that gified anrd
salented students remain in the heterogeneocus classroom™ Wwith
their peers. Classroom teachers are encouraged to cover
necessary curricula under the auspices of broad themes,
differentiating curriculum to meet the needs of all individual
students and allowing gifted and talented students to maximize
their potential and extend their knowledge base beyond the basic
curricula reaquirements (Kaplan, 1989).

Curriculum materials and strategies for the gifted and talented
tend to be highly fragmented and generally emphasize four main
areas: content, cognitive skills, process and organization and
affective goals (Kaplan, 1989). Kapian's Differentiated
Curriculum mode! recognizes the importance of each of these
areas and incorporates all without {ragmentation, instead
utilizing a thematic framework approach and teaching skills in
context. Pre-constructed programs and curricula especially
designed for gifted and talented learners are avoided (Kaplan,
1989).

Foundations
Kaplan argues that programming for gified and talented
students should be built upon a firm phiiosophical and theoretical
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base. This enables teachers to make enlightened, not whimsical,
decisions. Three basic foundations underlie Kaplan's mode! of
Differentiated Curriculum:

(1) All children share the need to be recognized for their potential
as learners. In this way gifted and talented children do not differ
from any other children. Each child requires equal opportunity for
the development of his or her capabilities.

(2) Children differ, one from another. Educators have a
responsibility to provide learning activities that differ to the
same deqgree and to the same dimensions that children differ.

(3) In respect to gifted and talented children, educators must
acknowledge two ages: chronological age and mental age.
Curricula should provide equal educational opportunity for the
gified and talented by reconciling the chronological-age needs
with their mental-age needs.

The purposes of a differentiated curriculum are : (1) to
showcase a gifted and talented child's atilities, turning potential
into performance; (2) to capitalize on the characteristics of the
gifted and talented learner, attending to the degree and dimension
which makes a gifted and talented learner different from a non-
gifted and talentec learner; (3) to utilize curricula to demonstrate
the potential of the gifted and talented student; and (4) to provide
gifted and talented chiidren an appropriate and fair share of

educational time and effort.
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‘nciples

A differentiated curriculum integrates four components of
curriculum: (1) content, what we want the child to know; (2)
process, how we want the child to learn; (3) product, the way in
which learning is demonstrated; and (4) affect, the feelings and
values we want the child to develop as a consequence of education.

The content component of a Differentiated Curricutum (Kaplan,
1989):
(1) emphasizes big ideas, generalizations, principles, theories
and the relationship among ideas,
(2) teaches the language of the disciplines, how to bridge from one
area of study to another, how to understand one discipline well
enough and apply that learning to all areas of life, how to examine
the impact of one discipline on another and how to enhance th
meanings interdisciplinarily,
(3) teaches the extention of time and how to hold more than one
time frame in mind at a time,
(4) draws attention to trends, re-occurrences of events and
happenings and the effect they have over time,
(5) accepts that learned knowledge is not complete and closed and
instills a desire for life-long learning,
(6) teaches scientific laws of nature, rules and laws governing
society and examines the consequences and ethics of 'why’' events

gccur,
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(7) teaches how positive and negative conflict and tension can be
used to reach resolutions in the areas of people, and society,

(8) helps to develop a usability index making each leacrner
responsible for making knowledge usable,

(3) uses the Arts as a resource and back-up for all curricula,

(10) instills a sense of awe, appreciation and wonder of the world,
(11) develops a postive use of time and

(12) develops a sense of responsibility to use and share
knowledge.

Knowledge elements are not taught as separate bits of isclated
information. Utilizing universal themes provides a unifying
structure for both the prescribed school curricula (designed to
address what all children at a particular chronological-age shouid
know) and a differentiated curriculum (designed to address what
gifted and talented children of a particular mental-age should
know). A differentiated curriculum provides for (1) sequential
accu:aulation of knowledge over time, (2) continuity, wherein one
idea reinforces another, in some meaningful way and (3)
integration of knowledge into a meaningful whole. Acceleration
and enrichment are combined through the use of an organized
theme.

Process, the basic skills children need to know, ‘ncludes
dev [loping a number of components: (1) literacy, basic skills of
reading, writing, speaking and computation; (2) skills in problem
solving, critical thinking. creative thinking, logical thinking,
productive thinking; (3; skills specific to individual disciplines,
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skills in research, enabling skills for movement from the known to
the unknown and learning-to-icarn sKills.

The area of learning-to-learn skills is one of the key factors
distinguishing the Differentiated Curriculum model from other
models and approaches in educating the gifted and talented. These
skills assist learners in maximizing their potential by teaching:
(1) the joy of self discovery; (2) how to build new knowledge on
the foundation of learned knowiedge; (3) how to develop and
sustain a support system cof people who are instrumental in the
learning process; (4) how to handle frustration, take risks, test
the limits appropriately; (5) the language of learning - how to
dialogue with others withcut hurting feelings, having intellectual
discussion without evoking hostility, challenging teachers,
parents, peers without appearing superior; (6) how to deposit
knowledge for future learning investments, understanding that
schools cannot teach all knowledge:; (7) skills of research,
accessing information, interpretatior, report writing; and (8)
skills of the disciplines and subject areas.

Product or outcome consists of the synthesis and transmission
of knowledge and skills into a communication form. A product
serves as a means by which learning takes place, an exemplar of
the processes a student has learned and as an expression of a
student's achievement. This includes: (1) productivity, task
completion; (2) ownership and responsibility of the product; (3)
applicaton of appropriate materials and techniques; (4)
recognition and appreciation of existing artisans and works; and
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(5) acknowledgement, to themselves and others, of responsibility
to contribute to knowledge.

The affective domain, attitudes, values and sccial appreciation
learned by the gifted and talented child is an integral part of
Differentiated Curriculum. This would inc.ude (1) understanding
and acceptance of personal feelings, capabilities and limitations:
(2) understanding and acceptance of giftedness and talent; (3)
capacity for intimacy; (4) productivity; (5) flexibility; (6) open-
mindedness; (7) trust and acceptance; (8) respect and nurt'uring of
others; {9) acceptance of differences; (10) respect and acceptance
of others; (11) development of positive peer relations and (*2)
positive contribution to society. Paramount among affective
considerations is an understanding of what it means to be gifted

and talented and the consequences of these exceptional skills.

The Classroom

A differentiated curriculum provides gifted and talented
learners "that which they need because they are like other
children and that which they need because they differ from cther
children" (Kaplan, 1989, quotation from videotape). Gifted and
talented children need heterogeneous groupings to meet both those
needs. Curriculum must e individualized and differentiated for
each child in the classroom, gifted and talented and non-gifted and
non-talented. The challenge and responsibility for planning and
implementation of themes largely rests with the classroom
teacher.
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Utitizing a thematic approach, the teacher initially identifies
a broad topic or 'big idea', decides which disciplines (curricular
areas) can be best met within its context, chooses activities and
events to facilitate the learning, and, finally, individualizes or
differentiates the program to meet the needs of all children.
Discussions, brainstorming, and related follow-up activities
promote development of the higher-level thinking skilis,
analyzing, synthesizing and evaluating. Skill work in the basic
subject areas is taught using materials at the student's
instructional level and adapted for the gifted and talented learner
to avoid over-repetition and provide opportunity for creative
application and critical thinking. Independent studies enable
learners to become involved with selecting, structuring, executing
and judging personal work in partnership with the teacher.
Sharing the results is beneficial to both gifted and talented and
non-gifted and talented learners. Teachers work from a firm
theoretical and philosophical basis, secure in their knowledge of
curricula, learning styles and pedagogy. They serve as a mentor or
facilitator of learning and thinking rather than a dispenser of
information. In addition, they create a learning environment tha*
is both secure and s:mulating. Teachers help children receive a
good balance of learning experience that regulates intake and
output, adjusts both the breadth and depth of an inquiry, provides
small-and large-group and independent learning experiences and

focuses on the quality of the learning experience.
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Physically, the ciassroom accommocdates small-and large-
group interaction and independent study. Materials and supplies
are readily available. Printed materiai abcuirds. Children are
encouraged to move freely and to access the school library and

resource centers as needed.

Evaluation

Evaluation emphasizes individual progress rather than
comparative or competitive ratings. Students are taught self-
evaluation techniques, bridging thematic expectations and self-
progress. In addition, learners are exposed to the standards for
scientific methodolgy and rules for validation of empirical data
and professional standards for judging products or performances
in their interest areas. Students are encouraged to compare their
present achievements against their past accomplishmenis.

Standard and traditional testing is evident but plays a small
role in overall evaluation. Generally, the process of evaluation is
used to expand not limit children. It reinforces what progress has
been made, nurtures self-acceptance rather than self-judgment or
deniai, and assists students to develop their potential independent

of external judgment.

Summary

The main function of Kapian's Differentiated Curriculum model
is to recognize, capitalize and nurture the exceptional potential of
gifted and talented learners, utilize curricula to demonstrate the
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child's potential, anc provide gifted and talented children with
their fair share of educational time and funding. This is done by
teaching students learning-to-learn skills, providing a
comfortable and safe classroom environment and validating the
depth and dimensions of the learner's @xceptional gifts and talent.
Curriculum materials are taught with an emphasis on content,
cognitive skiils, process and organization and affective goals. The
differentiated curriculum mode! is built upon a firm philosophical
and theocretical base. Evaluation techniques and strategies are
numerous and are progressive rather than comparative or
compe:itive in nature.

Whole Language shares many commcn areas with Kaplan's
Differentiated Curriculum model, as the following section will

show.

Whoie Language

Background

‘Whole Language was born primarily from teacher
dissatisfaction with traditional and standardized teaching
methods and the fai'ure of open or confluent education (Altwerger,
Edeisky. & Flores, 1987). Teachers of the early 1960's lamented
the lack of child-certered pregrams and the emphasis placed on
standardized curricula 2.1d evaluation. They felt quantity, and not
quality, teach -~ covered the prescribed curricula but failed to
meet the educ tionai. social and emotional needs of the majerity
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of children (Newman, 1985). This schoo! of thought was the
beginning cf open or confluent education. However, open
education was widely distorted in that many open spaces were
substituted for cpenness of ideas and learning centers for
learning-centeredness. In addition, sound theories of learning and
ianguage were not incorporated in teaching. Open education was
never implemented on any broad scale (Gemmell & Kniskem, 1991).
From this confluent education movement Whole Language emerged,
based on humanistic-scientific principles. It began as a grass-
roots movement among teachers who were motivated by a positive
view of teaching and iearning, using a child-cenired approach to
implement a wide range of authentic, natural and functional

materials to build language and literacy (Goodman, Goodman, &
Hood, 1989).

Foundations

Whole Language is based on four basic premises - theories of
language, theories of learning, a basic view of teaching and the
role of teachers. and a language-centered view of curriculum
(Goodman, 1236).

Whole Language is based on theories that language learning is
easier when it is whole. real and relevant; when it makes sense
and is functional, 'vhen it's encountered in the context of iis use
and when the !earner chooses to use it. Language is both personal
and social, driven by an intrinsic need o communicate and the
extrinsic norms cf cociety (Graves, 1989).
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Cne of the key theoretical premises for Whole Language is
that, the world over, babies acquire a language through actual use,
not through practicing its separate parts until some later time
when the parts are assembled and the totality is finally used. The
inode! for thinking about and helping with the learning of reading
and writing and learning in general is based on a model of
acquisition through reai use, not practice erercises (Altwerger,
Edelsky, & Flores, 1987).

Whole Language is inclusive and indivisible {Goodman, 1986).
The characteristics of wcrds, sci'nds, letters, phrases, clauses,
sentences and paragraphs can L~ studied individually but the
whole is always more than the sum of the parts {Newman, 1985).
It is understood that there is no language without symbols and
system. Every dialect of every language has register and grammar.
Summarily, Whole Language recognizes all languages and dialects,
understanding that every lanquage form constitutes a precious
linguistic resource for the user (Gemmell & Kniskem, 19291).

The teacher in a Whole Language classroom does not use Whole
Language as an 'zppreach’ to reaching students but embraces the
entire perspective. Teachers draw from a theoretical body of
knowledge in carrying out their work, know about language,
learning, children, curriculum and methodology, and take
reponsibility for their successes and failures (Goodman, 1986).
Whele Language teachers are aware of the universals of human
learning, of language and cognitive processes, but they also
recognize the different paths cach learner must tecke. With this in
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mind teachers seek to create appropriate social settings and
interactions, and to influence the rate and direction of personal
learning (Newman, 1985).

Attention to curriculum in the Whele Language classroom is
based on four main tenets:

(1) Language is best learned when it is whole and in natural
context, thus integration is a key principle for language
development and learning. Speaking, listening, writing and reading
all happen in context of the exploration of the world of things,
events, ideas, and experiences. The content curriculum draws on
the interest and experiences of the children and incorporates the
full range cf oral and written language functions. Thus, curricula
begin with the learner's language and knowledge anu build outward
(Turbill, 1985).

(2) Chcice, ownership and relevancy are essential. Children
must cwn the prccesses they implement, fee! that the activities
are their own and important to their growth, and not waste
vaiuable time and energy trying to please the teacher (Goodman,
1986).

(3) Language across the curriculum s of utmost importance. in
the elementary classroom with one teacher, this kind of
curriculum is not hard to achieve. It becomes harder as the
students reach the junior high and secondary years and interact
with a variety of different subject area teachers who may not all

favor a Whole Language Apprcach. In the Whole Language school
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all language development is integrated across the content areas
(Newman, 1885;.

(4) Whoie language classrooms are organized around the use of
themes. A theme provides a focal point of inquiry, use of
languace, and cognitive development. It involves pupils in
planning, and gives learners choices of authentic, relevant

activities within productive study {(Goodman, 1986).

Principles

Whole Language is not a practice, method or approach. itis a
set of beliefs. a perspective. Whole Language is a life style
(Newman, 1985). Whole Language nrovides for the integration of
reading and writing with othar language arts and content areas of
the curriculum. There is not an isociation of skills for
instructions, nor isclation of processes from their use. Whole
Lanquage cizssrooms share a number of basic princinies:
(1) Learning in school and out of schooi is the same. School
learning is viewed as a continuation of pre-school learning.
Teachers accept and respect the ianguage and experiences the
child brings to schoo! and build from there. They buiid from the
strengths and expanding what the child already knows. Learning is
personalized, meaningful. purposeful and relevant.
(2) Whoie Language is based on current research in cognitive
psychology, language development and language processes. The
belief that language learning is a social event permeates the
Whole Lariguage classiroom. There is a workshop atmosphere
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where children interact and share. Some language learnis  is done
witie the support of others in a small group setting. Language
learning is viewed as a transacticnal! event whereby the
construction of meaning is brought about as the result of the
ongoing interaction among language users. [_earning means risk-
taking. The ciassroocm environment must encourage and support
learners in taking this risk. Children are encouraged to learn as
much from their failures as from their s:iccesses.

(3) Emphasis is placed on process. Teachers watch students to
observe where the child is in his/her process development and
how he o: .he utilizes the process. Whole Language classes are
individualized. Although every child may be given the same
assignment, individualization occurs at the level of response.
Each learner's growth is docum. nted vy dated writing samples,
anzcdetal journals and dated teacher comments regarding the
chiid's reawing.

(4) Meuning pracedes ‘o7m. For the most part, language learning
moves from the gross (general) to the fine (<peciiic). While
learners move through approximations of speaking, writing and
reading, the emp™asis is stili on meaning. Form and structure are
organizers fcr the meaning and are introduced wnen need dictates
organizational strategies. Whole Language classrooms are busy
places. Children have lots of practice time involving daily

reading, writing and speaking activities.
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(5) Language learning is intrinsically miotivating. There is joy in
language learning and the child and teacher are in partnership to
release that joy from within.

(6) Reading, writing and ora!l language @ not learned in isolation
but complement and support each other. All language is part of
the whole communication cycle and is learned simultaneously
(Gemmell & Kniskem, 1991).

The key to a successful Whole Lz.iguage program is a ieacher
who understands lanquage and language learning, who knows
children's literatir> arg wi . is willing to work creatively anc
diligently at usiri: = :an- rage that is real language for real
children (Newman, % ;. Whole Language classrcoms should

~ynstrate that learning is prized and valued by students and

cooncators  alike.

The Classrocom

In a Whole Language classroom the teacher is ultimately
responsible for ensuring provincial curricuia criteria a. . met.
However, swdents and teacher both take an active role in setting
the long and short term goals to satisiy those criteria. Group
discussions, emphasizing democratic principles, respect and
courtesy for all individuals and a common denominator of need for
personal growth through risk-taking, provide learners with
experiences in problem solving and creative thinking (Newman,

1985).
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Physically, scme educational settings lend themselves betler
than others for the Whole Language classroom. A room that is
large enough to proviae space for iarge group discussion and
intimate corners for private work is preferred (Goodman, 19886).

The printed word abounds in the form of books, magazines,
newspapers, directories, signs, labeis, etc. There is usually <
writing center complete with a wide range of paper and octhe
materials. Students are encouraged to independently find and use
materials as needed. Other centers are organized arcun< .opics
and thematic units, structured to facilitate the integration of all

subject areas.

Timetabling
Two basic considerations shape the organizations of classroom
time: (1) children need large blocks of time and (2) children need a
predictable time structiire Following is a commonly used
classtoom time schedule utlilized in the Whole Language
classroom:
$:00 - 9:30 Shared language
9:30 - 10:00 Per-ynal reading
120:00 - 11:00 independent activity
11:00 - 11:30 Physical Education
11:30 - 12:00 Science

1:00 - 1:30 Parsonal writing
1:30 - 2:30 Math
2:30 - 3:00 Social Studies
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The day is divided into a few large blocks to help to maintain
continuity and flow in the shared language session and ensure
plenty of time for creative exploration in independent activity.
This scheduie contributes to a safe, comfortable atmosphere since
children fee! they zre in control of their day and know what to
expect from each segment. At the same time, flexibility exists to
allow for a lengthened shared language session or expand personal
reading or writing sessions as interesis or themes dictate. This
is not to unply chnices are to be made only during these periods
but to underscore that time-usage in the Whole Language
classroom is at the discretion of the students and teacher.

Shared language, personal reading and writing and independent
activity and social studies and language classes contain the
. ..owing elements:

* Shared language. A teacher-directed segment where children
gather together {0 expiore new ilerature and have discussions. A
wide variety of literary forms and a vast number of authors are
ex.... ned. These include complete texts (picture books, novels,
trez.. v ~al and modern books and poetry, rhymes, etc.), excerpts
(sme : selections of larger works - fiction or non-fiction texts),
graphic support material (maps, tables, timelines, graphs, etc.),
mime, closed captioned films and videos, drama by high school
deaf studentis and formats (organization of a dictionary,
thesaurus, magazine, newspaper, etc.). A number of different
works are introduced and explored daily and the students invited
to continue in areas of interest during independent activity time.
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* Personal reading time. As children learn to read by reading it is
important to provide many opportunities for reading in the
classroom. This is a daily period where children read a book of
their own choice for simple pleasure. In the Whole Language
classroom reading at all times is encouraged and ¢ iren are
urged to use any opportunity to read. A large number of reading
materials, suitable for a variety of levels and interests, are
available in the classroom. The teacher's responsiblilty during
this time is tc help students make suitable choices in reading
material and 10 model a love of reading.

* Personal writing time. Writing is both an independent and
communal process. It is reccegnized that writing is a precoess and
that each child is a developing writer at some stage along the
continuum of development. Children are encouraged i write about
topics which interest them and to share that writing with others.
T..e teacher takes the role of writing model, spending a few
moments at the beginning of each session to demonstrate specific
writing strategies and bringing in writing to show the class
various aspects of the writing process. Reguiar writing
conferences are held with the whole class and individuals. Editing
and publishing are done in cc . :tion with the children. The
children are in contro! of all aspects of their own writing process
and take ownership for the work done. This includes the writing
of books, research projects, letters, journals, etc.

* Independent activity time. During this one-hour session, the

children are on their own in one of a number of activity areas or
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centers. This covers a wide array of topics, all consistent with
the current theme. The areas provide opportunities for the
children tc satisfy their need for greater independence, and at the
same time serve to spur children on to read more, to gquestion, to
examine prcblems and offer solutions, to explore and to modify
their own ideas.
*Social Studies and Science. During these periods the teacher or
students have the opportunity to present and share information in
these content areas. In a Whole Language classroom Social
Studies and Science are included in a thematic format with other
subject areas. By providing specific time on the timetable both
teacher and student focus on the language, concepts, and genre
particular to these areas. Teachers can choose to teach miri
lessons or studenis may have specific information to learn or
share.

The key to timetabling in Whole Language is flexit.lity.
Teachers and students democratically decide the tzst use of time.

Timetables are only an outline of what potentially couid happen.

Evaluation

In Whole Language, evaluation is, for the most part, ongoing and
occurs during the course of the teaching/iearning {Goodmari,
Goodman, & Hood, 1989). !t is an integral part of the curriculm
and not treated separately. Self-evaluation is one of the most
significant forms of evaluation. Whole Language teachers are not
simply concerned with measuring changes in behavior but use
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behaviors as indicaiors of developing knowledge and underlying
competency (i.e. the teacher monitors the child's behaviour to
ascertais where developmental progress/regression is being
exhibited). Interaction, observation and analysis related to
incidental, informal and formal procedures, with intaraction
tending to be more incidental and analysis more formal, are most
commonly used to evaluate learning (Graves, 1989). Teachers are
constantly evaluating linguistic and cognitive growth in
knowledge and ideas (Goodman, Goodman, & Hood, 1989).
Reporting pragress to parents is an important but secondary
purpose of evaluation. Report cards and the giving of marks

provide for an outgrowth of evaluaiion for improving teaching and

learning (Newman, 1985). Standardized informal and formal
evaluation meas: 1y be used, but as a tool to provide
additional infcrmauui.. Traditional evaluating techniques such as

standardized or multiple-choice tests on lectures and textbooks
are rejected because the conteni, nature and uses of such devices
are in direct conflict with the philosophy of Whole Language.
Evaluation predominantly takes a functional approach, first
evaluating what the student knows and then moving outwards to

facilitate an expansion of knowledge.

Summary

Whole Language was developed out of teachers' dissatisfaction
with traditional and standardized teaching methods. Theories of
language, theories of learning, a basic view of teaching and the
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role of teachers, and a language-centereci view of curriculum are
the basic premises of Whole Language. . ricula are organized
around themes. Children are encouraged to take ownership of the
processes they implement and the ensuing academic and social
growth. Language and language acquisition is 2 key element in a
Whole Language classroom, learned when it is whole and in natural
context. The Whole Language ciassroom ieacher is open to new
ideas, supportive of his/her students, encouraging and warm.
He/she is well versed in pedagogical theories. The classroom is a
safe and comfortable haven for children where success and failure
are equally valued as learning experiences. The printed word
abounds. Evaluation is ongoing and an integral part of the

curriculum. Self-evaluation is the primary form of measurement.

Differentiated Curriculum and Whole language

Areas of Commonality

The Whole Languuge Approach and Kaplan's Differentiated
Curriculum Model share many areas of commonality. Their
common backgrounds, pasic goals and objectives and over-all
philosophies provide a basis for compatible blending in the
classroom.

Both Whole Language and Differeritiated Curriculum were born
of educators' frustration with existing programs. The
Differentiated Curriculum mode! evo:..=3¢ as Kazfan identifiad, in

other approaches and models: (1) tic ror..~ of limiting



potential of gifted and talented students, (2) polarization of
programs and curricula and (3) fragmentati:n of curricuium

materials and strategies. Whoie Languac emerged as teachers

began to question the traditional and ¢ - irdfized methods of
instruction and began searching for ime 10 provide more child-
centered, experience-based learning. .. total focus of both

models attends to the potential of ¢ :carners. The gifted and
talented student is valued and res:» <ted for his/her exceptional
skills and talents within a pedagogical framework which respects
and values the skills and talents of all learners.

By utilizing a firm philosophical and thecretical base, both
Whole Language and Differentiated Curriculum teachers make
enlightened decisions recognizing the potential of all learners.
Both models are grounded firmly in pedagogical theories of
language and learning.

Both Whole Language and the Differentiated Curriculum model
individualize the curriculum to maximize the potential of the
learner. In Kaplan's model the curriculum is differentiated to
respond to the degree and dimensions to which gifted and talented
children differ from other children and at the same time
acknowledges both the chronological-age and mental-age needs of
gifted and talented students. In Whole Language the curriculum is
individualized to recognize the difference in the academic and
perssaal potentials of individual students in the class. Again the

two models complement each other.
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The Whole Language Approach and the Differentiated
Curriculum model are organized around a central theme or 'big
idea’', integrating content, process, product and affect. Basic skills
are taught in context. Programs are individualized to best realize
the potential of each learner, teachers plan themes around basic
curricula and disciplines, and design activites and events to
facilitate learning by all studenis. Teachers are facilitators,
‘enablers’ and mentors, directing students in positive and
productive directions, allowing students to make key choices in
the learning process and creating a learning environment that is
both secure and stimulating. Students are encouraged to take
ocwnershin of their own learning. The child's preferred language is
respected. The physical environment is inviting and conducive to

small-and large-group learning and independent study. Supplies

and printed materials are easily available.

The evaluation process in both Whole Language and the
Differentiated Curriculum model share common bonds of
expectations. In both approaches evaluation emphasizes
individual progress, is used to expand, reinforce, nurture and
assist students to develop potential independence, is functional
and on-going, and utilizes interaction, observatior. and analysis,
and self-evaluation on the part of the learner and ‘eacher.

In both the Differentiated Curriculum model and Whole
Language Approach children are respected for their potential and
differences and are encouraged to respect the potential and

differences of others. This basic respect for seif and others
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credits all children for their skills, abilities and talents. This is
most important for both the gifted and talented and the non-gifted
and talented child. Most importantly Kaplan's Differentiated
Curriculum model and Whole Language both vaiue the learner as an
individual, allowing for degrees and dimensions of difference. and
striving to provide =ach student with the best possible education
possible based on those individual needs.

Tk~ potential to blend or synthesize the Whole Language
Approach and Kaplan's Differentiated Curricutum, based on their
areas of commonality provides educators with a powerful
educational tool. Classrocom teachers can provide a program
meeting the educational needs of all learners, with respeci being
paid to the potential of the gifted and talented learners as well as
the non-gifted and talented students.

The advantages of blending Whole Languagz and Kaplan's model
for regular classroom students are tremendcus. However,what are
the advantages for deaf learners?

(1) Teachers of the deaf find in these two approaches
philosophical and theory-based teaching techniques and methods
to meet the ever-changing needs of their students. The teacher is
provided with a firm outline for conducting the class while the
students are recognized for their varying strengths and potential.

(2) The needs of the gifted and talented deaf learner are often
ignored in the classroom. Although class size is usually small,
teachers of the deaf are challenged to provide curricuium-based
programming for students with a wide variety of needs. Since the
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gifted and talented deaf child learners the content areas easily
he/she becomes 'the least of the teacher's problems’, so the
teacher focuses time and energy on the student with problems and
ignores the needs of the gifted and talented deaf learner. By
synthesizing the two approaches teachers of the deaf can be
confident that the potentials and curricular needs of all students
can be met. The time and efforts of the teacher are maximizied
through differentiating the curriculum and thus enabling the
teacher to reach both the gifted and talented deaf learner and the
non-gifted and talented learner.

(3) Both the Whole Language Approach and Kaplan's
Differentiated Curriculum model respect the individual. A
recurring problem with deaf students is an ongocing search for
identity and acceptance as they themselves come to terms with
their roles and functions in the deaf and hearing worlds. Both
models pay particular attention to the development of the child's
affective potential. Teachers act as mentors and ‘enablers’ ,
providing growing and learning challenges within a secure
environment. The deaf child has the opportunity to test the
parametres, confident that he/she is respected for his/her
choices but aiso aware that there are safeguards in place to
protect the student's best interests if he/she strays too far from
accepted norms and behavior.

(4) Both models respect the first and chosen language of the
learner. In deaf education the battle continues over the 'best’

language situation for students. In this synthesized classroom the
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deaf student would be respected for his/her own choice of
language. Teachers and students together could examine areas of
residual hearing, speech potential, desire for speech, eis. and
make respectful decisions.

These four broad areas of curmonality provide powerful
educational tools for the teacher and deaf students. For the gifted
and talented deaf student the synthesis of Whole Language and
Kaplan's Differentiated Curriculum model establishes and
recognizes the need to maximize his/her exceptional talents and
skills and provides firm pedagogical groundwork to begin the

process.

Manitoba Department of Education Curricula for Grade Three

The Manitoba Department of Education Curricula for Grade
Three are a set of content area curricula covering Language Arts,
Mathematics, Science, Social Studies, Health, Art and Physical
Education. The curricula are approved provincial guides, outlining
information deemed necessary for all Grade Three studenis in
Manitoba to know. These provinical guidelines must be utilized in
the Manitoba public school system.

Committees, comprised of consultants, administrators,
classroom teachers, psychologists and specialists , meet
regularly to discuss and upgrade each subject area curricuium. As
major changes in pedagogical purposes and approaches occur the
curricula are updated to reflect the new innovations. Activities
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are designed which relate to the developmenta! level of the child
and strike a balance between understanding and skill. The
curricuia are spiral in nature, covering topics many times
throughout the twelve grades. Curriculum guides are provided for
each =ubject area in Grades One through Twelve. Each time the
topic is approached deeper understanding and stronger skill
development are targeted. The need tc provide for individual
differences ameng students leads tc the use cf a variety of
teaching approaches and materials. The curricuia are intended as
guidelines and leave the individua! teacher free to chose the best
teaching approach for his/her class.

Curriculum guides for each of the content areas are designed to
lend assistance in making decisions concerning unit planning and
suggest optional units and objeciivies which provide flexibility to
each program. In addition, lists of recommended materials,
including books, filmstrips, videotapes, kits, and possible field

trips are coordinated for use with core topics.

Synthesis

For the purposes of this project a comprehensive thematic unit
plan, centering around the theme "Patterns” was created. This
was done by synthesizing selected goals and objectives from the
Manitoba curricula for Grade Three with Whole Language and
Kaplan's Differentiated Curriculum. Including the entire unit plan
would make this chapter too long. To iillustrate the workings of
the unit plan, ‘Weeks 1 and 2 - Pattern ldentification’ will be
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presented as an on-going example of possible suggestions
throughout the following discussion. The balance of the unit plan

can be found in the Appendices A, B, C, D, and E.

Theme Preparation

Planning and organization, in keeping with the philosophies of
both Whole Language and Differentiated Curriculum, are focused
around themes. The themes incorporate subject areas from across
the provincial curricula, weaving the areas together to provide a
solid unit of study. It is not necessary to include each content
area into every theme, however, over the course of the school year
all provincial curricula goals and objectives are covered. Socme
themes are teacher initiated, with the children making
contributions, while others stem from the children's interests and
spontaneous responses. Plans are made flexible enough for change
but provide a framework to carry the provincial curriculum
standards required for Grade Three.

Goals, objectives, activities and projects are organized into a
workabie flowchart. Consideration is given to balancing skills
(speaking, listening, writing and reading) and applications
(activity or product) for each day, general scope and sequence,
pacing and teaching time per day/week. A partial bibliography of
materials, resources, possible field trips and resource people is
compiled by the teacher. As the unit unfolds students have input

on printed materials, kits, videos, resources and field trips.
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Lesson plans are then prepared. These plans can iake the form of
short mini-lessons or extend over several days.

A flowchart is compiled outiining the general scope and
sequence of the curricular topics. The expected time span of the
unit is outlined but the flowchart always remains flexible. 1t is
possible spin-offs and incidental learning could change the time
frame and direction of the theme, based on mutual agreeiment by
students and teacher.

Once the theme goals and objectives have been established the
teacher and students can begin to brainstorm and establish
possible activities, projects and interests within the subject
areas. The teacher's role is to guide and counsel students not
control or restrict the creative process. Students are encouraged
to suggest activities and projects which are the most worthwhile
and inieresting to them, within the confines of the theme and
curricular goals and objectives. The teacher makes the final
decisions. Selections must carefully balance the interests and
experiences of the students allowing the students to choose
projects and activities which aid the realization of individual
educational needs and goal!s/cbjectives while refraining from
limiting creative and thinking skills imposed by restricting
possible projects and activities.

A number of evaluation methods are common to both Whole
Language and differentiated curricultum. These include self-
evaluation by teacher and student, peer evaluation, conferences,

checklists, tests, rating scales, summative evaluation and
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anecdotal records. A combination of evaluation methods provides
a comprehensive evaluation of the child's achievement of the
theme's goals and objectives.

Whole Language can carry the goals and objectives of both the
Differentiated Curriculum model and Grade Three Manitoba
Curricula. All children, inciuding the gifted and talented learner,
are challenged to reach their potentiai. Goals and objectives of
Whele Language, Manitoba Curricula and Differentiated Curriculum
encompass all learners and differentiate according to individual
cognitive, social and emotional needs. Teacher expectations and
evaluation vary according to the individual student. Time
constraints prevent students from participating in all suggested
projects and activities. Children participate in those which pique
their interest and are relevant to their personal learning. It is the
teacher's responsiblity to encourage children to choose alternate
projects if their thrust becomes too lopsided or if the student is
not utilizing time to its best advantage. Children have the option

of participating in small- or large-group or individual projects.

Choosing the Theme Goals and Objectives

Both Whole Language and the Differentiated Curriculum model
advocate the teaching of skills under the auspices of a broad
theme or 'big idea'. As there is a predominance of goals and
objectives following an inter-related pattern in the Manitoba
Grade Three curricula, the theme "Patterns"” was chosen (see
Appendix A for a complete list of goals and objectives).

93



Five specific skill and knowledge areas, pertaining to

"Patterns”,

merged

to form the main topics of this theme: (1)

identification, (2) reproduction, (3) extension, (4) change, and (5)

development of the rew and different.

An examrple of curricular

goals and objectives for 'identification’ are listed in Table 3.1

(Manitoba Department of Education Curriculum for English

Language Arts -Early Years, 1982; K to 6 Math, 1978; K tc 6

Science, 1979; Social Studies: Grade Three, 1982; Health

Education: Eariv Ysars, 1988).

Table 3.1
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Manitoba Curricula Goals and Objectives

SOCIAL
STUDIES

HEALTH

*ldentify
paierns in

in a traditional
fairy tale
including time,
setting, use of
contrast, magic
objects and/or
enchantment,
challenge,
resolution and

endings.

"ldentify
counting
patterns to
100 by

1.2, 5

and 10.
*identify
concrete
physical and
visual patterns.
*Identify 3-D
in nature.
*ldentify
patterns in time

days, weeks,

“ldentify
patterns
in populations

and habitat

*ldentify
patterns

in community
situations
including
climate,
pysical
features,
transportation
and celebrations.
*identify
patterns in
basic needs

of people in

similar and

*ldentify
patterns

in promoting
positive self-
concept.
*tdentify
patlerns in the
way family
heips members
to grow and
develop.
*Identify
patterns in
conflict

resolution.

94



months, years different

seasons. countries.

These are the age-appropriate goals which ali students in
Manitoba must be exposed to during Grade Three. These goals and
objectives, from across the content area curricula, have been
selected and amalgamated to fit this theme. The specific
curriculum goals and objectives for this theme were chosen
because, as topics, there was a recognizable connection between
them. For example, in matih a discussion of patterns in the
division of the year (i.e., months and seasons) easily lends itself
to a discussion of animal habitation needs based on the seasons
(science) and then into project work orn the basic needs, such as
shelter, of all peoples (social studies). Assisting children to
recognize the bridges and inter-relatedness of topics is one of the
main tenets of both a Differentiated Curriculum model and Whole

Language.

Differentiating the Manitoba Curricula

How can the Manitoba Department of Education curricula
goals and objectives be differentiated for a gifted and talented
learner? From the provincial goals and objectives broad, general
topic areas are identified. For example, all the Manitoba curricula
goals and objectives listed in Table 3.1, are summarized into
"Identify patterns across the various disciplines". For this
project the selected provincial goals and objectives can be
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summarized into five broad goals. These broad goals, listed under
"Content" in Table 3.2, are differentiated for the gifted and
talented learner through productive thinking skills, research
skills, basic skills and products. Thus, once teachers establish
that the gifted and talented learner is confident in his/her basic
knowledge (i.e., Manitoba Curricula content area goals and
objectives) the curriculum is differentiated to encompass the 'big
idea' and to bridge content areas. The learner can extend the
appropriate chronolcgical-age knowledge from the provincial
curricula to mental-age interests. The curriculum is
differentiated to the degree and extent necessary to maximize the
exceptional potential of the gifted and talented learner.

Table 3.2 (adapted from Kaplan, 1989) demonstrates how the
five broad topics, summarized from the Manitoba Department of
Education curricula, are differentiated for the gifted and talented
learner. Building on basic mental-age knowledge, the gifted and
talented learner is challenged to maximize his/her exceptional
potential. The order of the content goals is based on the same
hierarchy of skill acquisition as the broad "Patterns™ theme, i.e,
(1) identify, (2) reproduce, (3) extend, (4) change and (5) develop

new and different patterns.
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Table 3.2

Synthesis of Curricula Goals and Differentiated Curricuium

N . T I A S SR I B I A I A T il

Identify
patterns
across the
various

disciplines.

identify

the presencs
or
non-presence

or patterns.

Implement
and extend
patters
across
various

disciplines.

PRODUCTIVE

THINKING

Demonstrate
use of
knowledge.
Make lists
and details.

Infer.

Compare and
contrast.
infer.
Constructive

criticism.

Interpret.

Dissect.

RESEARCH

SKILLS

Make notes
and lists.
Gather
information
from a variety

of sources.

Coliect data
infer.
writtern
forms,
audiovisual,

multimedia

Use a
retrieval

system.

THEME: PATTERNS

BASIC

SKILLS

Classify and
organize.
Public

speaking.

Note taking.
Discussions

Small group

collaborations.

tdentify

main parts
and themes

in fairy tales,
siory lines,
history,
architecture,

drama.

Written/cral
reports.

Graphs.

Pictorial ana

art displays.

Original
stories and
art.
Pictorial
and artistic

displays.

Charting.
Change or
extend
existing
story lines,
history,
architecture,

drama.



PRODUCTIVE RESEARCH BASIC PRODUCTS
THINKING SKILLS SKILLS
identity Generalize. Survey of Develop a Compile
patterns in Relate. studenis and survey form. information
problem Compare. staff. onto an
solving outline/graph
sitvations.
Implement and Predict. Search of Small group Report
demonstrate Test. printed leader and writing
patterns in Evaluate. materiais, conflict including
conflict Judge. family, rasolver, problem
resolution Value. social ard including areas and
situations. goverrment debate, ways to
modal, persuasion, improve.
Oral and
pictorial

Week by Week Outline

presantaion.

The flowchart of this unit plan (Appendix B =»:tlines the

remainder of the flowchart) is designed to cover a six week

period: (1) Week 1 and 2 - pattern identification, (2) Week 3 -

pattern reproduction and extension, (3) Week 4 and 5 - changing

and developing new patterns and (4) Week 6 -conclusion and wrap-

up. Table 3.3 provides an example of how the selected curricula
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goals and objectives of the theme flow into and out of the content

areas, linking the subject areas into a whole.

Flowchart

Weeks 1 angd 2 Pattern lIdentification

The unit begins with a general introduction to the identification of patterns. The
identification of patterns covers a wide spectrum and will be given two of the six weeks in
order for students to establish a firm foundation. The subsequent steps of reproduction,
extending, changing and deveicping patterns require that students have an excelient grasp of
identifying patterns across the curriculum.

Children are first challenged to find patterns in the environment, arts, naiure,
literature, science and architeciure. Physical, visual and auditory patterns are examined.
Students then progress to identifying patterns in their everyday iife, breaking down the
patterns into hourly, daily, weekly, monthly, and yearly cycles. Examination of the
calendar aiso provides an opportunity to identify numericai patterns. Yearly holidays,
celebrations and seasons are discussed (Math). Attention to the changing seasons flows into
ihe specific changes in basic needs cf various culturai populations during the different
periods of the year {(Sccial Studies}. Patterns of habitation, as a basic need, are examined.
Animal family habitation is examined (Science). This attention to habitation can flow over
into the patterns of habitation or settings in fairy tales (Language Arts). Other patterns in
raditional stories such as characteristics, the presence of magic/enchantment, preobleims,
conflict resolution, and endings are examined. The introduction of self-concept and confiict
resoluticn among fairy tale characters allows the children to examine their individual
patterns of conilict resolution and self-concept and the patterns of cause and effect when
applied to personal behavior (Heaitnj.

Students are encouraged to identify cross-disciplinary patterns, generalizing patterns

from one area of stucdy into another.
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Possibie Centers, Projects, Activities and Lesson F.dans

Upon selection of the theme goals and objectives teacher and
students can begin to brainstcrm possible centers, projects and
activities. As the student works through the unit it is the
teacher's responsibility to guide and counsel, encouraging each
learner o mavimize his/her own personal potential. Teachers can
begin to comp.le lesson pians aimed at particular provincial goals
and objectives.

Some centers, projects and activities are mandatory for all
students. This aliows the teacher to ascertain that provincial
curricu'a goals and objectives are being taught. Crucial to the
synthesis process, teachers are ensuring that all students,
including the gifted and talented learners, are exposed to the
provincial goals and objectives through mandatory assignments.
Other centers, projects and activities are free-choice as students
explore and expand their personal interests and knowledge. At
the same time all iearners, and in particular the gifted and
talented student, have the opportunily to explore and expand their
knowledge base through the free choice of a variety of activities
and projects.

Table 3.4 outlines possible activities, projects, and centers
plans for Weeks 1 and 2 - Pattern ldentification (See Appendix C
for Weeks 3-8). This listing is flexible, open to changes and spin-

offs.
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Table 3.4
Possible Centers, Projects and Activities
Weeks 1 and 2 - Pattern identification

Brainstorm and define different kinds of patterns.

Do semantic webbing relating one discipline to another.

Use attribute blocks to identify and define different kinds of patterns.
* Find patterns in the classroom - architectural, ciothing, seating, colours, numbers,
timetable, calendar, behavior.

* Visit a iocal art museum to identify patterns in art.

* Research the patterns of various art periods. Make an artistic/pictorial presentation of
the findings. Present the findings to the class.

* On a nature walk identify nature-made and man-made patterns in the environme~t. Coliect
examples of both and make a display. Share the findings with classmate..

- Take a downtown walkabout and identify different architectural patterns. Take photos of
the different patterns and make a picture collage. Display.

* Examine the calendar for patterns of even and odd numbaers, skip counting patterns.

* Survey classmates and other elementary students to find patterns in hourly, daily,
weekly, monthly and yearly activities. Make a graph of the survey findings. Make an oral
presentation of the graph.

* Identify the characteristic patterns of 2-and 3-D shapes.

* On a nature walk identify 2-and 3-D shapes by these patterns.

* Read or view traditional fairy tales and identify the patterns in setting, characters,
problems, conflict resolution, endings, themes.

* Identify the presence or non-presence of patterns in fairy tales. Access library books and
compatre the findings in a written form. Make a chart of findings.

" ldentify the pattern of fairy tales from the same country.

* Compare and contrast fairy tale patterns between differing countries.

* Read or view modern fairy tales and identify the patterns in setting, themes, characters,
problems, conilict resolution, endings.

* Invite parents, adminstrators, teachers, authors, friends, etc. to read or tell fairy tales.

Compare and contrast the style patterns of the story reader or teller.
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Compare and contrast the patierrns of modern and traditional fairy taies.

+

Identify the patterns fairy tale characters utilize to p*« mote positive seif-concept. Make
a visual representation of the findings. Mzke an oral presentation of the findings
List patterns of behavior leading to positive seli-concept.

-

Ask a classmate to identify crie area of positive self-concept needing attention in his/her
life and make a contract to help him/her grow in this area.

* Take a field trip to a local museum or heritage viliage to 1dentify, compare and contrast
the pattern of basic needs of past and present.

*invite a deaf senior citizen to visit. Prepare and ask questions cents:ing on lifestyie
patterns of the visitor's chiidhocd, young adulthood, and the present.

* ldentify similar and different patterns of climate, physical features, transportation,
celebrations, traditions between sevsral different countries. Make a pictorial/artistic
representation of the findings.

* Research for patterns of basic needs for all people. Make a visual representation of
research findings. Give an cral report of ressarch findings.

* Compare and contrast the availability of basic needs in different countries. Make a
written or visua! report of the findings and present to the class.

* Invite people who have travelied to different countries to discuss and share
pictures/slides/videos depicting patterns in the availability of basic needs and patterns in
community situations and histories in the countries they have visited.

* Use the library ang resource area to research habitation needs of different families of

animals.

= Compare and contrast the habitational needs of animal families. Make a written or visual
preseniation of the findings.
* Take a fiel¢ trip 10 the zoo to identify habitation patterns among anima! families. Make a
pictorial representaticn of the zoo trip findings.

Make an oral report of the 200 trip findings.
* lnvite a local animal scientist to oresent information on the patterns of animal habitation.
* Have a whole class discussion iczntifying cause and effect patterns of acceptabie and non-
acceptable social behaviors. Make a chart to show the results. Ask children to identity
patterns in their personal behavior which are acceptable and non-acceptable. Mzke personal
coniracts to work on maintaining acceptable behavior and changing non-acceptable behavior.
* Identify patterns in sounds, music, ervironment and speech using a variety of sources.

* ldentify patterns in physical movement.
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* |dentify patterns of seasonal sporis and activities. Make a pictoral representation of the
findings. Present findings to the class.
-Additional projects and activities of interest to individual students or the class generated

during the course of study.

Table 3.5 lists possible lesson plans the teacher may deem
necessary to address provincial goals and objectives of Weeks 1
and 2 - Pattern ldentification. Included in the lesson plan is the
pre-knowledge students require before starting the lesson, goais,
the teaching method and possible lesson extension ideas. The
palance of possible activities, centers and lesson plans can be

found in Appendix C.

Table 3.5
Possible Lesson Plans

Weeks 1 and 2 - Pattern ldentification

Lesson Plan #1
- de

*patterns of traditional fairy tales including setting, characters, magic/enchantment,
problems, corflict resolution, endings.
Goals

*identify patterns in traditional and modern fairy tales.

*compare and contrast the patterns.

*identify patterns and non-patterns in traditional and modern fairy tales.

*identify possible eifects of the patterns and non-patterns.

“identify style patterns of various story teliers.

*identify those style patterns which provide the listener with the most enjoyment.

*enhance and extend co-operative behavior in a discussion.
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Materials Required
*copies of the following fairy tales:
"Cinderella - The Untoid Story™
"Goodnight, Cinderella”
"Cinderella on the Left”
"The Cinderella Show”

"Snow White in New York”

"The Strange Story of the Frog Who Became a Prince”
*copies or videos of the following:
"Snow White and the Seven Dwarfs"
"Cinderelia”

“"The Frog Prince”

*large sheet of paper to chart patterns.

*coloured markers.

Method

* Over the course of ths waeek invite various guests to share traditional and modern fairy
tales with the class. After each reading chart the known patterns of the fairy tale. Make
note of any non-pattercs and the effect they had on the story. List the style patterns of
each reader.

* Have a whole class discussion by comparing and contrasting the identified patterns and
non-patterns in the fairy tales, including the effect the non-patterns have on the story.
Encourage children to state opinions, persuade others to change their point of view, debate
and resolve conflict by using patterns of acceptable behavior.

" Have children develop a survey examining the identified patterns of story telling or
reading. Poll other classes and make a pictoral graph of the results. Compile a chart of good
story telling or reading characteristics. Children choose to work as a group or

independently.

Lesson Extension
*Children write a follow-up thank you letter to invited guests including a constructive
critique of their story telling or reading skills based on the compiled chart.

*Children begin to compile identified patterns of behavior enhancing group discussions into a

resource manual for the ciass.
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Lesson Plan #2
Pre-knowledge

"recognition of the numbers 1 to 100.

Goals
“to identify number patterns.
*to identify the pattern of odd anc even numbers.

*‘to identify the patterns of skip counting by 1's, 2's, 5's and 10's.

Materials Needed

*a blank overhead grid divided into 100 squares, arranged in a 10x10 pattern.
*individual paper copies of the above.

*an overhead projector.

*coloured markers.

Meihod

* Begin by putting the blank grid on the overhead and asking the students to skip count by
1's. On or about the third row ask students if they can identify patterns in odd and even
numoers which would assist them in skip counting by 2's, 5's, and 1u's. Mark the patterns
with differsent coloured markers.

*Students are given the individual grids and asked to fill in 1 to 100 and then use coloured
pencils to identify alternate numeric patterns. This can be as a group or independent

activity. Share results.

Lesson Extension
*Students could examine other number systems for identifiable patterns. Compare and

contrast the resuits.

Lesson Plan #3
Pre-knowledge

*None.

Goals
*Identify patterns in art by artist and time period.
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*Appreciation of the arts.

Materials Needed

A selection of art books.

Method
*Display the work of various artists from different time periods. Ask the students to

identify patterns by artist and time period. Examine colour, style, materials used, framing,

subject matter.

*Compare and contrast the work of the artists and time pericds to identify patterns and

non-patterns.

Lesson Extension
*Research the historical impact society and culture had on the patterns found in the art of

various arnists and their time periods. Make a visual presentation cf the findings. Share the

results.

*Visit a local art gallery and identify the patterns in the current dizplay.
“Invite a local artist to visit with a selection of his/her work. Studenis are encouraged to

identify patterns in the work and ask questions about the why and wherefore of the patterns.

To successfully challenge and maximize the potential ot each
student the teacher must have an almost inexhaustible list of
resources, including guest speakers, kits, videotapes, books,
magazines, field trip destinations, and games. As the theme
unfolds titese resources will change and vary according to the
needs and interests of the students and teacher. Students are
responsibie for accessing and/or suggesting additional resources.
Appendix D contains a partial bibliography of possible resources

for the "Patterns" theme.
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Evaluation

Whole Language and Kaplan's Differentiated Curriculum model
view the process of evalution similarly, that is, to determine the
extent to which the unit goals and objectives are being achieved
and the impact on student prcgress. The goals and objectives of
the unit provide a framework for building an evaluation plan. Both
models utilize a wide variety of evaluation techniques, with the
primary focus on self-evaluation.

Table 3.6 provides a brief overview of the different
evaluation techniques shared by Whole Language and the
differentiated curriculum model. Evaluation examples (Appendix
E) are based on the unit plan "Patterns” but could easily be
adapted to other themes.

Table 3.6

Evaluation Techniques

Self-Evaluation

Both students and teacner continually monitor progress. Students monitor their own
progress, seeking to imprcve areas of strength and weakness. At the conclusion of projects
a self-evaluation form is filled out by the siudent and presented with the finished product to
the teacher. The teacher monitors how students are feeling about their work, determines if
the stucent is working within the goals and objectives of the unit and identifies areas of
interest for future units. Setting realistics goals is an importc- - part of self-evaluation and
must be closely monitored by the teacher. The setting of unat.ainable or unrealistic goals by
teacher or student is counterproductive. The self-evaluation forms are short and simple in
design and cover salient components.

Teacher self-evaluation is aimed primarily at lesson plans, effectiveness of the planned

unit and classroom management. These can take the form of anecdotal comments indicating
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areas of strength and weakness in planned lessons and classroom management and

suggestions for future improvement. The evaluation of the planned unit could be more

formal in format.

Peer Evaluation
Peer evaluation is a most valuable tool as learners often accept the praises and
criticisms of peers before the suggestions of adults. In addition, students bring a fresh
perspective 1o projects and view the project not from a teacher's but a "donr's” point of

view. Peer evaluation on projects can be initiated by the student or teacher. The format is

short and succinct.

Confrrences

Teacher and student regularly schedule conferences to discuss the progress of projects,
general academic progress, classroom behavior, plans for time usage and re-alignment of
goals and ctjectives. Teachers use this opportunity to compliment students on araas of
improvernent, brainstorm and problem solve in areas needing attention and improvement,
aillow students to express personal feelings, re-direct goals and objectives and build trust.
Conferences can be initiated by the student cr teacher at any time. Following the conterence
an anecdotal note is made by the teacher. These areas are used as a springboard at
subsequent conferences. Teachers also use the notes to determine patterns of progress and
probleins n social, emotional, psychological and academic deveiopment. Conferences also
provide oppcrtunity for students and teachers to air grievances and participate in problem
solving seeking resolution. The main purpose of conferencing consistently remains

evaluation of progress and resolution of problems impeding progress.

Checklists

Checkiists can be utilized in various areas including . 2f-evaluation, peer evaluation and
group presentation/participation. Students and teachers use checklists as a quick reference
point. Yes/no, done/not done, included/not included, well done/poorly done and
developed/needs development are possible categories for a checklist. Teachers can utilize
checklists as a quick reference of students’ cognitive and affective development, attainment

of unit goals and objectives and assessm t of group presentation/participation.
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Tests

Tects, standardized and non-standardized can be an excellent diagnostic and avaluative
100!, Teachers must remember tests are one of a number of methods available to gauge
progress and keep the use of testing in perspective. Testing provides teachers with
additional informaticn sometimes unavailable from other evaluation methods. Standardized
testing at the beginning and end of the school year can provide valuable informaticn on
cognitive development. Testing in academic areas can provide ready information on
students' ability 1o work thraugh a heirarchy of cognitive objectives. Pre-and-post testing
in some subject areas arms teachers with useful knowledge on which to base lesson plan
goals, targeting the needs of individuals and the group. Successful understanding of a unit's

goals and objectives can ¢ savaluated.

Rating Scales
Rating sccies are @ quick «d officient evaluation method. Self/peer/teacher evaluation

and the assessment of interesis znd attitudes lend themselives well to this technique.

Anecdotal Records

The keeping of anecdotal records is a valuable tool when assessing student progress.
invaluable is information about home, family, interests, attitudes, etc., positively and
negatively affecting personal and academic growth. Information can be kept in a log boek or

written on index cards and filed. Consistent and accurate record keeping is vital.

Summative Evaluation
Often done in chart form, a summative record of a child's progress through each theme
orovides an overview of cognitive and affective development, accomplishment of

objectives, resources used by the child, activities and products resulting from the study.
Summary

Whole lLanguage is the process which holds or 'glues' together a
classrocm of learners who demonstrate a variety of skills and
talents and which supports the differentiation of the curriculum

for all learners. While a Differentiated Curriculum model



respects all learners and values the skills and abilities they bring
to the learning situation, its main focus is to extend and bridge
basic mental-age knowledc the 'big picture' for a gifted and
talented learner. Whole Language, on the other hand, focuses
primarily on building a firm knowledge base, based (for this
project) on the Manitoba Curricula goals and objectives. In the
areas the gifted and talented learner exhibits exceptional skills
the basic knowledge, taught through the provincial curricular
goals and objectives, may be redundant. The gifted and talented
child needs to iearn new information and knowledge relevant to
his’her mental-age skills and abilities. This is where
synthesization occurs. By differentiating the curriculum the
gifted and talented learner now can take this basic knowledge and
extend his/her skills, bridging the content areas to develop a 'big
picture' and develop new skills and abilities. The gifted and
talented learner continues, with the entire class under the broad
theme of "Patterns” but working and researching projects, most
often, at a different and/or more advanced level. At the
conclusion of the project both the gifted and talented ard non-
gifted and talented deaf children share their learned knowledge
with their classmates, adding to a general classroom information
pool. Simultaneously the academic ne#ds of both groups of deaf
children are met. In areas the gifted and talented child does not
exhibit exceptional talents or skills, he/she fits into the regular
class. Whole Language values and respects all learners and
accommodates their various needs and abilities. Whole Language
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aliows the gifted and talented child to feel comfortable and safe,
assured that his/her academic needs are being met in subject
areas where he/she could be exceptional or not exceptional.

For this prnject flowcharts were constructed to demonstrate
how one curricular area could flow into and out of another:
curricular area and show how the knowledge learned in one
curricular area could act as a bridge to gain entrance into another
curricular area. In Table 3.3 a verbal description outlining this
motion is presented for the "ldentifcation of Patterns” portion of
the unit plan. Throughout this section of the theme, the gifted and
talented learner can move easily between acquiring basic
curricular knowledge or extending this basic knowledge to a
higher understanding. By synthesizing a differentiated curriculum
model with Whole Language the gifted and talented can easily

make this transition.

Chapter Summary

Both the Whole Language Approach and Kaplan's Differentiated
Curriculum mode! value and respect all learners and accommodate
whatever skills, knowledge and abilities ihey bring to the learning
situatien. However, while Whole Language is a generic educational
framework, welcoming and supporting all learners, Kaplan's
Differentiated Curriculum mode! focuses on extending and
stretching the exceptional skills and abilities of the gifted and
talented learners in the classroom.
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The Manitoba Department of Education sets out specific
knowledge and skill goals and objectives in content area
curriculum guides, deeming them chronologically-age appropriate
for the grade level. Whole Language and the Differentiated
Curriculum model take the provincial curriculum goals and
objectives and organize them into themes of interest to students.
Students are taught the curriculum knowledge through a mixture
of activities, lessons, sharing, and projects. Kaplan's model
extends further to differentiate the curriculum to meet the needs
of the gifted and talented learner.

A variety of evaluation techniques are utilized with self-
evaluation ranked as the most important. Students are encouraged
to compete against themselves and strive to reach their personal
best.

S.wdents with a variety of skill and knowledge levels can be
successvui. When a Differentiated Curriculum model is
synthesized with the main themes of Whole Language, the gifted
and talented child has the opportunity to take the basic knowledge
of the curriculum goals and objectives and maximize his/her
potential by extending and adding to a basic knowledge base.
Areas where the gifted and talented child may not have
exceptional skills are accommodated under Whole Language and
the child is given the opportunity to build basic skills along with
other classmates.

The following concluding chapter will examine the educational
considerations for the deaf learner. Strengths, weaknesses and
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recommendations for employing the synthesized unit plan will be
presented. In addition limitations and implications of this study

and suggestions for future research will be presented.
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CHAPTER FOUR
INTEGRATION, SUMMATION AND RECOMMENDATIONS

Methcds of educating deaf learners have been and continue to
be controversial. In the early centuries the deaf were put to death
because of their handicap and it was not until the fifteen century
that educators began tc examine the possiblities of teaching young
deaf learners to read and write. In the ensuing time educators
have battled over the optima: educational methods for the deaf
student, with popular opirion waxing and waning between oral and
manual! methods. These coniroversies continue in t-e field of deaf
education and because so much time has been spent on the
‘communication wars' the area of teaching methodology remains
limited.

In this chapter an overview of this iimited teaching
methodology will be presented. This will serve as background
information as the strengths, weaknesses and recommended
suggestions for impiementation of the synthesized unit plan are
discussed. In the concluding portion of this chapter the
limitations and implications of this study and suggestions for

futher research are presented.

Project Overview
A review of current literature and research pertaining to (1)
the gifted and talented, (2) curriculum development for the gifted

114



and talented, (38) deafness, (4) education of the deaf and (5)
educaticn of deaf gifted and talented learners was presented. A
detailed study of Kaplan's Differentiated Curriculum model and the
Whoie Language Approach was done. Areas of commonality
between the two models were noted. In addition, background
information on the Manitoba Department of Education Curricula
was presented. A six week unit plan for a Grade Three class was
created, synthesizing the Differentiated Curricutum model, Whole
Language and the Grade Three Manitoba Curricula. A portion of the
unit plan was used to illustrate how the goals and objectives from
the Manitoba curricula could be differentiated to meet the needs
of gifted and talented learners, all under the auspices of the
Whole Language approcach. The remainder of the unit plan

= ]

including Manitoba curricular goals and objectives, a flowchart of
the unit, possible activities, centers and lesson plans, a pi.rtial
bibliography and evaluation technique examples were included in
Appendices A, B, C, D,z JZE.

The special and unique challenges the deaf child brings to the
education system were listed. An overview of the considerations
educators must make when teaching deaf children as well as
gifted and talented deaf students was presented. Possible
strengths, weaknesses and recommendations for adaptation of the

synthesized unit plan were discussed.
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Advantages of Synthesizing Whole Language and

Differentiaticn Curriculum

There are many advantages for the gifted and talented deatf
learner when Whole Language is synthesized wiih the
Differentiated Curricuium model The primary advantages deal
with the philosophical and theoreticai similarities between the
two approaches. Both models provide the gifted and ialented deaf
learner with a safe and challenging environment to maximize
his/her gifted potential and at the same time address the needs of
possible language and developrmental delay.

Following are a list of advantages for the gifted and talented
deaf child in a Whole lLarngauge/Differentiated Curricuium
classroom:

(13 The primary strength of utilizing a Differentiated Curriculum
model and Whole Language is the respect given to the individual
student. Each of the learners in the classroom is accepted for
him/herself and emphasis is always pilaced on reaching personal
potentials. Goals and objectives of a theme are differentiated
depending on the strengths and weaknesses of the individual. A
typical classroom of deaf learners often contains one or more
students who have a behavior or learning difficulty (e.g., a
maternal rubelia child). As a result teachers are faced with
classrooms where the skill levels can fluctuate widely. Teachers
are frequentiy stretched to the Iimit implementing programs
meeting the needs of each child. A gifted and talented deaf
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learner in this situation may not receive the attention and
program planning necessary to fulfill his/her potential.
Differentiating the curriculum aliows for the preparation of
studies which can attend to the individual learning needs of all
students. It permits the teacher tc plan an overall theme, which
is of interest to all the children, and differentiates the
curriculum to expand, foster and chailenge each child. Gifted and
talented deaf learners can receive a fair amount of educational
attention along with their classmates.

(2) A top-down learning approach is emphasied in the synthesized
unit plan. Providing the deaf iearner with the 'whole picture' and
progressing to specific points permits students to generalize
large concepts and move towards internalizing individual
components. Students utilizing American Sign Language (ASL)
benefit from the top-down model, as one underlying concept of
American Sign Language is to communicate an overall picture of
discussion topics and narrow towards the specific. The gifted and
talented and non-gifted and talented deaf child can both gain from
the top-down model.

(3) Characteristics of deaf and hearing gifted and talented
learners are similar but not identical. The most specific
difference is that hearing gifted and talented students generally
work above grade level while deaf gifted and talented children
.08t often work cioser to grade level (Whiting, Anderson,& Ward,
1980). The differences in characteristics become less important
when the synthesized unit plan is employed. The gifted and
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talented deaf child is recognized for the characteristics he/she
brings to the learning situation and the goca! of maximizing his’her
potential remains constant. For gifted and talented deaf children
with limited language and/or academic skills this point is
especially important. Both Whole Language and the Differentiated
Curriculum validate the importance of the personal gifted and
talented characteristics which the deaf student brings 0 the
learning situation and provide an outlet to utilize and expand
knowledge.

(4) Differentiated Curriculum provides the gifted and talented
deaf student with a competition-free environment. Whole

Language and the Differentiated Curriculum advocate personal

betterment and not competiticn with others Evaluation

[P R i B

emphasizes maximizing personal potential by fulfilling individual

goals and objectives.

(5) One of the underlying principles of Kaplan's model is that
gifted and talented children remain in the chronological-age
classroom with their peers. Curriculum is differentiated to meet
individual needs and the gifted and talented learner has the
opportunity to develop appropriate social skills with children
his/her own age. The gifted and talented deaf child benefits from
this approach. Often segregated in special schools or classrooms
because of their deafness, there is the added burden of isolation
from peers when excluded due to their special gifts and talents.
For deaf children in a residential school, a setting where classes
are traditionally small, this allows all students to learn together.
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Differentiated Curriculum provides for both the chronoclogical-age
and mental-age growt. of the gifted and talented deaf child with
the minimum amount of segregation.

(6) A synthesized Whole Language and Differentiated Curriculum
mode! allows for the individual programming so necessary for
deaf learners, both gifted and talented and non-gifted and
talented.

(7) Perhaps the greatest strength of synthesizing Whole Language
and Kaplan's D.fferentiated Curriculum model is the the flexibility
it affords both teacher and student. Teachers are free to use the
enactive and iconic methods needed to boost language and
developmental skills of all students and at the same time extend
their lessons to challenge the higher cognitive, analytical and
thinking skills of the gifted and talented child. This flexibility
extends to the gifted and talented child as this synthesized
approach allows him/her to explore areas of special interest
within a supportive and challenging environment.

(8) Both the Whole Language approach and Kaplan's Differentiated
Curriculum underscore the importance of accepting the first
language and culture of the learner. This is paramount as the deaf
child seeks to find his/her niche in the deaf and hearing world,
family and deaf culture as well as deciding on the communication

method best suited to his/her individual needs.



Disadvantages of Synthesizing Whole Language

and Differentiated Curriculum

The disadvantages of synthesizing Whole Language and
Differentiated Curriculum are more 'housekeeping’' problems. None
of the disadvantages listed are insurmountable but rather are
areas administrators and teachers would be wise to attend to
before placing staff in a synthesized program.

Following is a list of possible disadvantages when Whole
Language and Differentiated Curriculum are synthesized:

(1) For the traditional teacher of the deaf, implementing a
differentiated curriculum and Whole Language is a deviation from
the structure of standardized methods of teaching/evaluating and
could possibly be difficult. Accustomed to teaching identical
programs to all students, utilizing evaluation based on graded
tests and perhaps rigid in their perscnal teaching styles,
traditional teachers could be hesitant to implement a program
advocating open-ended learning and self-evaiuation. The
traditional teacher, familiar and comfortable with teacher-
directed classrooms, may experience difficulties sharing the
control of learning, project planning and problem solving with
students.

(2) The inexperienced teacher of the deaf or first time consumer
of Differentiated Curriculum and Whole Language could also
encounter difficulties. Setting realistic goals and objectives and
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establishing curricula scope and sequence is not easy. It could be
difficult to set goals which are boith broad and specific. Juggling
the importance of providing an open-ended learning experience and
zeroing in on small, specific skills could be awkward to manage.
There could also be a tendency to set evaluation goals stressing
written language and product, neglecting verbal, dramatic,
emotional, social and artistic areas. The inexperienced teacher
may also expect the gifted and talented deaf child to spend much
of his/her time peer tutoring. There is danger that the classroom
teacher, impressed by the gifted learner's exceptional skills and
abilities, may expect the learner to become a 'co-teacher’, thus
depriving the gifted and talented deaf student of valuable learning
time and opportunities to expand his/her own skills and abilities.
As differentiation is most often evident in the activities and
projects students undertake, this could be a potential pitfall.

(3) Setting up and implementing a Differentiated Curriculum and
Whole Language classroom is labor- and time-intensive.
Researching and becoming knowledgable about the 'big idea’,
planning, gathering books and materials, arranging for speakers,
activities and fieldtrips, setting goals and objectives,
incorporating provincial curricula, preparing learning centers,
creating a warm but efficient classroom and daily evaluation
require a major committment of time and energy. It could be
estimated that an additional two tc four hours beyond school time
would be necessary based on the average amount of time teachers
now spend preparing for daily classroom activitives. As
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Differentiated Curriculum and Whole Language are child-centered
approaches teachers must also be ready to expand or change
direction as students express interest in related areas of study.
This requires extra time. It could be argued that students become
responsible for some of the planning and implementing. This is
expected as part of the learning process, however, much of the
responsibility lies with the teacher. Some teachers are unable or

unwilling to commit themselves to this time-and labor-intensive

task.

Adaptation Suggestions for Synthesizing

Whole Language and Differentiated Curriculum

When synthesizing Whole Language and Differentiated
Curriculum for the gifted and talented deaf learner a number of
adaptations would be necessary. Many of the adaptations are more
an awareness of possible educational problems when teaching a
class of deaf students.

Following are a number of recommended adaptations to
facilitate the smooth synthesis of Whole Language and
Differentiated Curriculum:

(1) Research has indicated that the average deaf child is language
delayed when compared to hearing children of the same
chronological age (Moores, 1981). When implementing a
differentiated curriculum it would be important to recognize this
fact and make provisions to include ample opportunity for gifted
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and talented deaf learners to expand language skiils.

Incorporating solid language learning in the areas of specific or
general academics could be less challenging than in athletics,
drama or visual arts. The opportunities to build language learning
into the latter areas couid be more difficult as the language
acquisition opportunities may not be as easily accessed as in
general or specific academic areas. Educators of gifted and
talented children must be cognizant of this need and build
opportunities to enhance and expand both written and verbal
language.

(2) Differentiated Curriculum recognizes the natura! language of
all gifted and talented learners and validates the importance of
the student's chosen language. However, the issue of first or
natural language for the Deaf continues to be unresolved by
educators. Controversy over oral, aural-oral and the different
sign languages continues. Manitoba law recognizes American Sign
Language as the first language of the Deaf but not all other
provinces, at this time, have followed Manitoba's example.
Educators implementing a differentiated curriculum for the gifted
and talented deaf child must be aware of the controversy while
valuing the chosen first language which the individual child
brings to the learning situation. Gifted and talented deaf children
must be free to utilize their language of choice and be respected
for this decision.

(3) One of the basic teaching methods in deaf education is the
extensive use of visual aids and a 'hands-on' approach to learning.
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A differentiated curriculum and Whole Language recommends that
learning should be relevant and interesting to the individual. By
combining visual aids and 'hands-on' teaching techniques the
teacher of the gifted and talented deaf learner provides the
opportunity to understand and internalize relevant and interesting
learning experiences. Although the gifted and talented deaf
student has more highly advanced cognitive skills there still
remains the problem of a language delay. The use of visual and
'hands-on' materials gives the gifted learner all possible clues to
language acquisition and academic success.

4. Careful selection of classroom teachers for the gifted and
talented deaf child is recommended. Teaching style, positive
attitude towards new and innovative teaching methods and ideas,
personal and professional flexibility, sound knowledge of learning
theories, self-motivation, warm and caring personality and an all-
encompassing curiosity would be included in the basic criteria for
selecting a classroom teacher for a program dealing with gifted

and talented deaf students.
Concluding Remarks

Current literature and research surrounding the gifted and
talented, gifted and talented curriculum development, deafness,
Kaplan's Differentiated curriculum model, the Whole Language
Approach and the Manitoba curricula have all been highlighted.
Within this amount of information it could be easy to lose sight of

124



the main cbjective of this pruject: Is there value in impigmenting
Kaplan's Differentiated Curriculum model with a deaf gifted and
talented population? The purpose of these concluding remarks is
to address this question.

Yes, there is value when implementing a differentiated
curriculum with a deaf gifted and talented population. In this
project Kaplan's Differentiated Curriculum model is synthesized
with the Whole Language approach. The underlying principle of
both models is a respect for the individual learner. Maximizing
the learning potential of each child is the common goal. When
Whole Language is utilized in the classroom the focus centers
around curricular goals and objectives. Learners are taught the
material which the provincial guidelines outline as
chronologicaily-age appropriate material. However, wnen the
Differentiated Curriculum model is synthesized with Whole
Language the curricular goals and objectives are extended past
respecting and valuing the individual learner and focus on the
degree and dimension of the child's exceptional talenis.
Differentiated Curriculum places value on the characteristics and
traits which have identified a child as gifted and talented and
differentiates the curriculum to the degree and dimension
necessary to facilitate successful learning and academic growth
for that gifted and talented learner. The Whole Language approach
accepts each learner and theoretically strives to assist each child
in reaching his/her potential. However, in practice in the
everyday classrocm Whole Language cannot hope to successfully
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meet tne needs of all learners (Goodman, Goodman, & Hood, 1989).
Within the Differentiated Curricuium framework gifted and
talented learners are valued for their exceptionality and programs
are planned to take into consideration the degree and dimensions
of the child's exceptional gifts and talents.

Can a Differentiated Curriculum be stretched to fit both the
deaf gifted and talented child's exceptional skills and talents and
cope with language/communication delays? The function of the
Differentiated Curriculum mode! is to differentiate the
curriculum to challenge the exceptional potential of gll gifted and
talented learners as well as address those needs of the studert
that are not exceptional. Within this frameword the special
language/communications delays of the gifted and talented deaf
student can be facilitated along with challenging his/her
exceptional gifts and talents (Kaplan, 1989). Within a
differentiated curriculum the language/communication delays can
receive attention simultaneously within a curriculum which is
designed to challenge the exceptional characteristics and traits of
the deaf gifted and talented learner. Whole Language supports ihe
deaf gifted and talented child as he/she attends to attaining
chronological-age information while the differentiated curriculum
mode! focuses on the mental-age knowledge and skills. Those
characteristics and traits indigenous to a deaf gifted and talented
population are valued as well as the characteristics and traits

both deaf and hearing gifted and talented children share.
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As cone of the basic principles of a differentiated curriculum is
to accept and respect the child's first (or chosen) language, the
deaf child can be confident in using whichever language is most
comfortable to him/her (Kaplan, 1985, videotape). This alsc
defuses the educational problem of 'the best language of
instruction (e.g., ASL, oral, Total Communication, etc.) for the deaf
learner’

In addition, a differentiated curriculum is designed to fit in
witt. the pedagogical techniques and methods which best meet the
needs of the individual learner. Thus teaching methods and
techniques, such as an hands-on approach and visual learning,
recognized and practiced in deaf education can be enhanced for the
deaf gifted and talented student. This also applies 10 Kaplan's
(1977) model utilization of a top-down learning method.
Beginning with the 'big picture', knowledge is filtered down
through an evaluation/synthesis process, instead of being
presented in fragmented pieces to the child who is then expected
to fit the knowledge together into a meaningful relationship. The
latier. bottom-up learning. is a common teaching practise with
hearing children where evaluation/synthesis is suspended until
children have a large knowledge base. However, top-down learning
is an accepted and practised method of teaching in deaf education.
Research (Moores, 1982) indicates that deaf children assimilate
concepts more easily if they clearly understand the 'big picture’

and evaluate the component parts from the general to the specific.
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Kapian's Differentiated Curricuium model provides the
necessary flexibility to meet t- = special ard unique problems that
the gifted and ialented deaf child brings to the learning situation.
At the same time educators are provided with the latitude to use
teaching practices kn- ~vn to be successful with all deaf children
and differentiate the curriculum to provide meaningful

programming for the gifted and talented deaf learner.

Limitations

The synthesized unit plan was an exercise in blending the
Whele Language Approach, Kaplan's Differentiated Curriculum
mode!l and the Manitoba Curricula ‘or Grade Three. Further
refinement, adaptation, research and tesung would be necessary
before the plan could be ready to utilize in the classroom. In order
to implement the synthesized unit plan in the classroom it would
be necessary ito know the group dynamics of the students and
teacher, the specific gifts and talents of the deaf learner in the
class, any possible disabilities or problems of the students, and
the accepted teaching method (e.g.. Total Communication) in the
school. The possible activities and lesson pians, etc. would have
to be expanded to meet the needs and interests of the specific
students in the classroom, and a teacher chosen open to
experimenting with these approaches and models. Oniy with
specific information about the school, students and teachers could

the synthesized unit plan be adequately prepared for actual use.



The unit plan produced in this paper is based on genera:
information.

In addition, the synthesized unit plan is limited to the
segregated population of gifted and talented deaf learners.
Differing results cculd occur if the unit plan were to bpe
implemented in an integrated situation or with gifted and

talented hearing students.

Implications

Professicrals in deaf educauon acknowledge the presence of
gifted and talented deaf learners in their school populations
(Galiaudet Universily, 1583, Texas Schoo!l focr the Deal, 188C;
Yewchuk, Bibby, & Fraser, 1989). However, a review of the
literature has indicated that the terms ‘gifted and talented' and
‘deaf' have been, until this century, almost mutually exclusive.
None of the provinces repcrt, at this time, curricula specifically
developed for the benefit of gifted and talented deaf students.
This information draws attention to the fact that gifted and
talented deaf learners in Canada have had, and continue to have,
little opportunity to realize their potential nor have they received
a fair share of educational time and funding. Kaplan (1989)
pointed out that gifted and talented students need only receive the
same attention educators take for granted that 'regular’ or special
needs children will rece.ve, to refine the skills necessary to
liberate their special gifts and talents. Until schools and school
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boards recognize the need for special programming and planning,
with a full compliment of personnel and funding, gified and
talented deaf students will continue to be under-educated.

Many of the models of curriculum design targeted for gifted
and taiented children are not based on sound theories and
principles of pedagogy (Kaplan, 1889) nor are they always
appropriate for adaptation to deaf education (Moores, 1982).
Teachers of the deaf, who have recognized the need for
intervention with gifted and talented students, are often at a loss
when choosing programs which adequately meet the needs of
students. This 'hit and miss' method of choosing an intervention
approach for the gifted and talented deaf student can cause
irreparable damage as learners miss ihe opporwunity 10 maximize
their exceptional skills and talents. There is a need 1o develop
curricula specifically foer gifted and talented deaf iearners, based
on sound pedagogy and apprcpriate for their specific
characteristics.

Lists of characteristics describing gifted and talented hearing
children are abundant. Lists of characteristics describing gifted
and talented deaf children are less abundant (Yewchuk & Bibby,
1988). The limited research avaiiable indicates spill-over
characteristics shared by hearing and deaf students, however,
recent studies (Bibby, in progress) are beginning to identify
characieristics inherent in the gifted and talented deaf learner.
Future appropriaie curricula design is contingent on identifying

these characteristics.
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Suggestions for Further Research

As the literature has suggested, research and models for
curriculurmn planning for gifted and talented deaf children are
extremeiy limited. This study has served to accentuate the
limited availability of research and literature pertaining to the
overall area of gifted and talent deaf learners and the need for
further investigation in every aspect of this issue.

Gallaudet University and the Texas School for the Deaf have
begun to lay the groundwork in curriculum development and
programming for the gifted and talented deaf learner. Results of
curricuium development anc programming at these two
institutions closely mirror the principles, goals and objectives
Kaplan suggests in the Differentiated Curriculum model. The
Gallaudet and Texas School models are worth replicating, in whole
or in part, with comparable Canadian deaf populations.

In ac. -n, further research is necessary to compile a
comprehensive reseach-based listing of characteristics
indigenous to the gifted and talented deaf child. Limited research
(Bibby. in progress) is being done but this remains a large and
untapped territory. Some research (Yewchuk, Bibby, & Fraser,
1989) indicates that the deaf learner manifests gifts and talents
in a similar manner to his/her hearing counterpart. These include
quick understanding, superior recall, superior vocabulary, ability
to grasp concepts easily, superior reasoning abililty and
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inquisitivity. As Differentiated Curriculum planring and
programming is contingent on the characteristics which identify
the student as being gifted and talented, there continues to be a
need for further study in this area.

Growing directly out of the present study is the opportunity to
apply the planned comprehensive study unit to a classroom
containing gifted and talented deaf learners. It would be
beneficial to implement the presented unit plan, develop further
units and extend the sythesis of Whole Language and

Differentiated Curriculum to different grade levels.

Chapter Summary
Is there value in implementing the Differentiated Curriculum
with a deaf gifted and talented population? The answer to this

question, which is the underlying objective of this study, must be

yes". A differentiated curriculum places value on the
characteristics and traits which identify an individual child as
being gifted and talented and manipulates the curriculum to the
degree and dimension the child needs to be successful. Unlike
Whole Language, which attempts to meet the needs of all children,
Differentiated Curriculum focuses on the exceptional skills and
abilities of the gifted and talented child. The deaf gifted and
talented learner is valued under a differentiated curriculum.
Possible language/communication delays, accepted teaching
methods and pedagogical principles in deaf education, the child's

first or chosen language, and characteristics and traits indigenous
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to the deaf gifted and talented child are all valued and sheltered
under the broad umbrella of a differentiated curriculum. A deaf
gifted and talented child can only succeed with a gifferentiated
curriculum model.

Advantages of synthesizing the Differentiated Curricuium
model with the Whole Language approach outnumber the
weaknesses. These strengths include respect for the individual
learner, acknowledgment of chosen language and culture,
flexibility, and emphasis on personal improvement.

Possible weaknesses of Differentiated Curriculum and Whole
Language are more 'housekeeping' problems. These include the
potential problems of implementation by traditional or
inexperienced teachers and the amount of oreparatien time
necessary.

Suggested recommendations are aimed primarily at adapting
teaching methods to meet the special needs of the deaf child.
Emphasis was placed on visual/hands-on learning and the need for
a language acquisition focus.

During the research of this project it was apparent there is a
lack of programs and curricula, based on sound principles and
foundations, developed for the deaf gifted and talented child.
Further research is also needed in the area of identifying those
characteristics and traits indigenous to the gifted and talented
child. It is suggested that this project, an exercise in adapting
Kaplan's mode! for the deaf gifted and talented, could be used with
an actual class.
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As educators acknowledge the presence of deaf gifted and
tzlented learners in their classrooms and the search for programs
valuing the characteristics and traits of these deaf students
continues, Kaplan's Differentiated Curriculum has great potential

to meet the educational needs of these exceptional students.
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APPENDIX A

Manitoba Department of Education Curriculum SGoals and

Objectives

The goals and objectives of the provincial curricula outline the
information the Manitoba Department of Educations has
established that all children in Grade Three should know. It is the
responsibility of the classroom teacher to ensure that all the
goals and objectives in the curricula are covered in the school
year.

Once a general theme has been chosen the classroom teacher,
sometimes with the assistance of the class, examines the various
curriculum guides and pulls out those goals and objectives which
lend themseives most readily to the theme. A balance must be
struck between listening, speaking, writing and reading
acitivities based on the curricular goals chosen.

Following are listed the curricula goals and objectives taken
from the Manitoba Department of Education guides for the theme

"Patterns".

Language Arts

*

Traditional Literature - Fairy Tales

-identify parts of a traditional story (i.e.: time, setting, use of
contrast, magic objects and/or enchantment, challenge,

resolution, ending)
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-compare and contrast fairy tales from different countries

-compare and contrast traditional (old) fairy tales with modern
fairy tales

-develop sequencing skills through storyteliing and drama
(speaking)

-enhance reading skills through reading for both specific details
and enjoyment

-develop editing skills through writing original fairy tales

-enhance listening and visual skills through attention to
patterns in fairy tales

-enhance creativity and imagination by writing and telling

original fairy tales for enjoyment

Mathematics
* Counting

-counting to 100 by 1's, 2's, 5's, == 10's

-read and write numerals up to .u0
* Number Theory

-identify, reproduce, describe and reverse concrete, physical and
visual patterns

-extend and change concrete, physical and visual patterns

-identify, reproduce and describe a pictorial pattern

-extend a pictorial pattern

-construct, complete and describe patterns using the one
hundred pegboard

-detect or recognize and create patterns
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-recognize patterns for even and odd numbers on the 100 chart

* Geometry

-classify 3-D shapes according to a specific attribute or
characteristic

-identify 3-D shapes in nature

-compare 2-D shapes to show similarities and differences

-show similarities and differences of 2-D shapes in nature

*

Time
-recall and illustrate (a) the divisions of the day, (b) the days of
the week, (c) the months of the year, (d) the concept of yesterday

and today and {e) relate daily, weekly, monthly, yearly patterns in

everyday life.
* Graphing
-gather, record, and illustrate the data by means of (a) concrete

graph, (b) concrete bar graph, (c) pictograph and (d) bar graph

Healith
* Sccial and Emotional Well-Being
-identify ways to promate positive self-concep:

-recognize that there are acceptable and unacceptable ways of
expressing emotion

-identify ways the famiiy assistc members to grow and develop

-recognize e importance of friends and groups

-show interes’ in others

-identify positive ways to react and interact socially

-identify patierns in responding to conflict
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-identify patterns in conflict resolution

ienc
* Interdependency and Interaction among Organisms: Population
-define a population
-observe and identify populations in various environments and
classify them as plant or animal
-define habitation
-match organisi..s to their habitat
-observe a community and identify its various popuiations
-identify the rejationships between popuiations in a community
-predict how the removal of one population in a community

affacts the remaining populations

Sociai  Siudi
* Compare a Manitoba community and a Canadian/world community

-compare community situations (i.e.: climate, physical features,
transportation, celebrations, etc.)

-compare community histories

-compare the similarities and differences among people,
especially with resper- to their basic needs

-compare the diversity in approaches to meeting needs among
people with different cultural backgrounds

-compare the diversity in approaches to meeting needs among

people in significantly different physical envirecnments
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APPENDIX B
Unit Flowcharts

The unit flowcharts are a written description of the
connection and flow between content subject areas/curricular
goals and objectives. As a Whole Language classroom does not
revolve around specifically scheduled classes in Health, Science,
Sccial Studies, Math, etc., it is very important for the classrcom
teacher to know exactly which curricular goals and objectives
will flow smoothly intfo one another, aiwavs building onrn learned
material and knowiedge. One of the underlying principles of Whole
Language is to examine the connectors between the different
disciplines, allowing children to see and understand knowledge as
a whole and not in fragmented particles.

The following flowcharts examine the flow of curricular goals
and objectives of the theme "Patterns". it should be noted that
not only do the subject areas flow together and build knowledge
as an interconnecting image but that the weeks fiow together,
eacn week buiiding and expanding on ihe knowiedge of the
preceding week.

Week 3 Pattern Reproduction and Extension

Students wili continue the study of patterns, extending their
knowledge of identification to reproduction and extensicn. Many
of the learners will have begun this stage as they have become
comfortable with the identification process. They will have
developed their own patterns of identification, internalized them
and proceeded to reproduction and extension.

Learners begin with the general and are asked to reproduce
and extend the patterns in the world arcund them. The identified
patterns in the environment, arts, architecture, nature, literature
and science are reproduced and extended. Students will be asked
in the identification stage to target behaviors acceptable to
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productive problem solving and conflict resolution in a small
group setting.

Because the general goals and objectives of the Manitoba
Curricula were introduced to the children in the first two weeks
of the unit, they are familiar with identifying patterns across the
curriculu~- =1d will now reproduce and extend them. This will be

accoi - 2d through a series of projects, activities, lessons,
field '+ -, and visitor presentations.
Week 4 and 5 Changing and Developing New Patierns

As the unit progresses use of higher cognitive skill
development is necessary. Some children in the class may reach
the reproduction and extension stage from Week 3 and find the
inference and testing necessary to continue on to Week 4 anc 5's
change and development of new patterns very difficult. The
teacher must continue to encourage and work with these slower
students while continuing on with the unit in order to challenge
the other learners in the classrcom. Manitoba Curricula goals and
chjectives concentrate con the identification, reproduction and
extension of patterns.

Problem solving and conflict resolution patterns identifed
earlier in the unit and practised through the latest week of the
unit will be more closely scrutinized and students will begin the
process of testing, changing and developing riew and appropriate
patterns. In additicn, students having difficulty with these new
concepts will not be left to struggle through independent
activities and will have suitable role models. It is important to
validate the contributions made by all students and to accept the
possible changes and new patterns.

Week 6 Conclusion and Wrap-Up
The children are now familiar with identifying, reproducing,
inferring to extend, changing and developing new patterns. For the
most part they are comfortable with manipulating patterns across
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the disciplines. During this week students ihave the opportunity to
return to or initiate projects of interest which time constraints
i aed them from doing earlier in the theme. Or they can use the
time to expand and develop cognitive or affective areas needing
additional learning time. The teacher has, over the past five
weeks, closely evaluated students and now encourages learners tc
expand weak or undeveloped areas.

During this week the children are given further opportunities

to share their findings with other classes, the administration,
parents or the public.
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APPENDIX C

POSSIBLE CENTERS, PROJECTS, ACTIVITIES AND LESSON
PLANS

Once the curricular goals and objectives for the unit have been
chosen and the fiowchart constructed the teacher and students
can brainstorm for possible centers, projects and activities. With
a large number of possiblities the teacher can tailor-make the
unit to meet not only the curricular goals and objectives but the
special interests and needs of the whole class. The teacher can
then plan possible lesson plans and start to assemble necessary
materials.

Following is a list of possible centers, projects, activities and
lesson plans for the theme "Patterns”. As the unit proceeds the
teacher and/or students may wish to change the direction of these
possible choices. The curricular goals must be met but
flexibility is paramount.

Week 3 - Fattern Reproduction and Extension

Possible Centers, Activities_and Projects

* Reproduce the patterns of a traditional or modern fairy tale.
Extend the pattern to include extra gocd and/or evii characters,
added conflict.

* Reproduce the patterns of a traditional or modern fairy tale
using different art mediums to depict the story.

* Invite a gquest story teller or reader to re-tell the story and
extend it with an original twist. Constructively critique the
teller using the enjoyment chart.

* Reproduce and extend patterns using attribute blocks. Make a
pictorial representation of the findings, labelling the different
variety of patterns. Display the pictorial representations.
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* ldentify, reproduce and extend patterns in the classrcom -
architectural, clothing, seating, colours, numbers, timetable,
calendar, behavior.

* Visit a local art and craft shop. Choose the art of one artist and
report how the artist uses reproduced and extended patterns in
his/her work. Reproduce some of the patterns to make the report
more interesting.

* Research the patterns of various art periods. Make a pictorial
display by reproducing the patterns.

* Using the photoes from your city walkabout pretend you are an
architect asked to replace some of the crumbling buildings. The
city wants the original architecture preserved. Reproduce
patterns. Display.

* Examine the calendar for patterns of even and odd numbers, skip
counting patterns. Use a colored marker to mark the reproduction
of the patterns.

* ldentify the characteristic patterns of 3-D origami shapes.
Reproduce the patterns.

* Reproduce traditional or modern fairy tales in the written torm,
illustrating the effects of the presence or non-presence of
patterns.

* Reproduce and extend the patterns of fairy tales from the same
country.

* Read or view modern fairy tales and reproduce and extend the
patterns in setting, themes, characters, problems, confiict
resolution, endings. Use drar:a or mime as the display showcase.
* Invite parents, adminstrators, teachers, authors, friends, etc.,
to read or tell fairy tales. Compare and contrast the style
patterns of the story reader or teller. Practise reproducing and
extending the skills leading to audience enjoyment. Videotape the
results.

* List patterns of behavior leading toc postive self-concept.
Reproduce and extend these patterns in a debate situation.
Evaluate your performance. Make a contract with a friend to help
you improve in weak areas.
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* Invent a new country. Utilize information from the museum or
heritage village to reproduce and extend the patterns of basic
needs. Make a display and share with the class.

* Invite a blind visitor to your class. Prepare and ask questions
targeted at identifying patterns assisting the guest in his/her
lifestyle. Blindfoid yourself and try to reproduce these patterns.
* Reproduce and extend animal habitations in modceiling clay.

* Practise reproducing and extending appropriate confict
resolution and problem solving skills. Make a bookiet to share
with classmates outlining the skills which produce ihe best
results when applied to a small group situation.

* Reproduce and extend patterns in sounds, music, environment
and speech using a variety of sources.

* Reproduce and extend patterns in physical movement.
*Additional projects and activities of interest to individual
students or the class generated during the course of study.

ib! lan

iesson Plan #1

Pre-knowledge

*Patterns of fairy tales including setting, characteristics,

magic/enchantment, conflict, problem solving, endings, themes.

Goals

* Reproduce and extend the patterns of fairy tales.

* Reproduce and extend the patterns of acceptable behavior in

small group discussions.

Materials N

* Chart identifying patterns of traditional fairy tales.

* Large diagram of a hamburger.

* Separate components of the hamburger with extra ‘fillings'.

Method

* Review and reproduce the pattern of fairy tales by comparing

the various parts to the components of the hamburger -setting and

ending by the top and bottom of the bun, characters representated

by the meat and cheese, m:zic/enchantment by the condiments,
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problem(s) by the lettuce and problem resoiution by the tomatoes.
Build a hamburger using a favorite fairy tale.

* Ask students to extend the fairy tale by adding extra ‘fillings'.

* As a class write an extended and orginal fairy tale using the
hamburger method. Use identified patterns of acceptable behavior
to co-operatively write the story.

* Discuss the effects the extended fairy tales have on the
enjoyment of the story.

Lesson_ Extension

* Experiment with different extra ‘fillings' to write an original
fairy tale.

Lesson Plan #2
Pre-knowledge

* Ability to identify and name various patterns using attribute
blocks.

Goals
* To reproduce and extend known patterns using attribute blocks.
* Co-operative learning.
Materials Needed

Attribute blocks.
* Some students may require a solid colourcd mat to differentiate
between the foreground and background.
* Chart of acceptable patterns of behavior in conflict resolution
or problem solving situations.
Method
* Teacher displays patterns using attribute blocks and asks
students to reproduce and extend the pattern.
* When the majority of students are comfortable in reproduction
and extension ask for volunteers to lead the class. Students

reproduce and extend patterns of accepted behavior to resolve
conflict or problem solve.
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Lesson Extension

* Students are invited to set up a file or box of cards depicting
patterns using attribute blocks. Classmates can access the file to
review or challenge themseives on reproduction and extension of
the patterns.

Lessen Plan #3
Pre-knowiedge
* |dentification of patterns in daily, weekly and monthly school
activities.
* Days of the week and months of the year.
Goals
* To produce a classroom calendar by reproducing and extending
the current calendar.
* Utilize co-operative planning and activity skills.
* Reproduce and extend problem solving, conflict resolution and
small group skills.

rigl
* Large sheet of paper.
* Coloured markers.
Method
* Present children with the challenge of drawing up the next
month's classroom calendar. Children to review identification of
co-operative working patterns.
* Brainstorm for the components and tasks necessary to complete
the calendar with inclusion of special activities and events,
birthdays and holidays. Students divide jobs equally among
themselves.
* Set a time limit to complete the project. Monitor progress.
Lesson Extension
* Make a yearly calendar reproducing and extending significant
holidays and birthdates. Reproduce and extend a favorite artist's
portrayal of the seasons. Use a variety of mediums to enhance
each month.
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Weeks 4 and 5 - Changing and Developing New Patterns

ibl nter Proj n iviti
* Use attribute blocks to change and develop new patterns. Ask
classmates to test your patterns.
* Change and develop new patterns for time division. Work the
class timetable into the new pattern.
* Change and develop new patterns in traditional and modern fairy
tales. Depict the changes in a mime, drama, or written form.
Share with classmates.
* Search for chang=d or new patterns in fairy tales from other
countries. Make a chart to show the differences.
* Invite visitors to change or develop new fairy tales and share
with the class.
* Change and/or develop new patterns of behavior leading to
postive self-concept. Make a chart for the classroom. Refer and
practise.
* Compare and contrast the habitational needs of animal
families. Change the pattern of animal characteristics. Ask a
friend to identify an appropriate habitat. Make a model or drawing
of the new animai and habitat.
* Change and develop new patterns in sounds, music, environment
and speech using a variety of sources.
* Change and develop new patterns in physical movement.
* Study historical or modern figures who tested, changed, or
developed new patterns in travel, ant, science, etc.
*Invite a local scientist to describe his/her current work and how
it tests, changes and develops new patterns in their field of study.
* Invite a deaf adult to dessuribe the effects Bi-lingual/Bi-
cultural has in the schools and how lifestyle cultural and
educational patterns have changed and developed because of it.
* invite a researcher to discuss the effects of change and the
possible development of new patterns has on his/her field.
* Additional activities, projects, or centers suggested by
individual studen:s or the class.
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Possible Lesson Plans

lLesson Plan #1

Pre-knowledge

* |dentitication, reproduction and extension skills with attribute
blocks and pictorial representations.

Goals

* Change and develop a new geometric pattern based on known
quilting patterns.

* Work co-operatively to develop pattern.

* Develop fabric art skills.

* Work co-operatively towards project completion.

Materials N

* attribute blocks

white paper

fabric crayons

quilting fabric

* quilting bat

* wool

* scissors, needles, rulers, pencil
* iron

* books of quilting patterns
Method

* Working with attribute blocks, review and reproduce known

quilting patterns.

* Challenge the children to work co-operatively to change and

develop a new and originai pattern (s).

* Transfer the pattern(s) onto fabric squares using fabric crayons.

* Sew the squares together, assemble the quilt with batting and

backing, sew edges and tie with wool.

* Decide as a group the fate of the quilt.

Lesson_ Extension

* Research the history of fabric and chart the patterns in

development. Compare and contrast old and new fabrics. Judge
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the strength, durability and colour of old and new fabric. Chart
your findings and report to the class.

Lesson Plan #2
Pre-knowl

* Identify, reproduce and extend the habitat needs of various
populations.

M rials N

* Books and pictures of various populations and their habitats.
* Large chart paper.

Goals

* |dentify new changes and developments in habitat patterns if
natural habitat is removed or altered.

* |dentify changes in lifestyle if the natural habitat is removed or
altered.

* Improve research skills.

Method

* Review the natural habitation of a variety of animal families.
* Show pictures of major forest fires and animals fleeing their
natural home.

* |dentify changes in habitat and lifestyie patterns as a result of
the fire.

* Provide students with large chart paper and have them depict
pictorially and in the written form the effects of removal or
alteration of habitaticn patterns. Access information from the
school, home or public library and the resource center.

* Students report changed and new patterns to the class.

Lesson Extension

* |dentify the effects on your community if your natural
habitation were altered or changed. Take a survey of ycur
neighbors and depict the results in graph form.

* |dentify the effects on individuals if their natural habitiation is
altered or change. Research the psychological, social and
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emotional elements invioved and how individuals react to changed
habitation patterns.

Lesson Plan #3
Pre-knowledge
* Can identify, reproduce and extend the patterns of basic needs
for various populations.
* |s familiar with the concept of natural catastrophe.
Goals
* Test, change and develop the patterns of basic needs if too much
of one basic need is introduced into an environment.
* Reinforce the pattern of positive large-group problem solving
and conflict resolution.
Materials Needed
* world map
* large sand or water table
* sand, clay, mud, small pieces of vegetation
* large garden watering can
* chart paper and coloured markers
Method
* Review the pattern of basic needs for ali people.
* Review the definition of natural catastrophe.
* |dentity Bangladesh on the map. Use a relief map to construct
the physical features of the country in the sand or water tray.
* Take turns being the natural catastrophe of excess rain and
flooding. Ensure the students understand the flooding is salt
water.
* List the possible effects of the pattern of basic needs by the
introduction of :20 much of one need. Establish how it may alter
the lifestyle of the population. Make a pictorial representation of
the alteration in landscape and a written report on the possible
effects this change in pattern may have on lifestyle.

n_Exiension
* |dentify how other natural disasters may alter or change
patterns in basic needs and the effects it may have on patterns in
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nature, environment, aris, scientific researciy. time. Make a
report of the findings.

Additional Possible Projects ancd Activities
* Modify original fairy tales into a dramea. video presen‘ution,
puppet show, mime.
* Share original writings or adaptations with another class,
school principal, deaf senior citizens group, deaf pre-school
class.
* Volunteer as a peer counsellor. Utilize the patterns ofconflict
resolution and problem solving skills learned in this unit to help a
peer develop needed skills.
* Videotape yourself as a story teller or reader. Seli critique
your skills based on the pattern of enjoyment chart. Practise new
skills and re-video.
* Discuss ways various patterns help and assist us in our daily
lives. List ways change would occur if the patterns were
removed, altered or enforced.
*Additional projects, centers and activities as suggested by the
students and/or teachers as the unit unfolds.
Lesson Plans

Lesson plans for this last week are dependent on need and can
not be anticipated.
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APPENDIX C

POSSIBLE CENTERS. PROJECTS, ACTIVITIES AND LESSON
PLANS

Once the curricular goals and objectives for the unit have been
chiosen and the flowchart constructed the teacher and students
can brainstorm for possible centers, projects and activities. With
a large number of possiblities the teacher can tailor-make the
unit to meet not only the curricular goals and objectives but the
special interests and needs of the whole class. The teacher can
then plan possible lesson plans and start to ascemble necessary
materials.

Foilowing is a list of possible centers, projects, activities and
lesson plans for the theme "Patterns”. As the unit proceeds the
teacher anc. or s-udents may wish to change the direction of these
pcssibie choices The curricular goals must be met but
flexibility is paramcunt.

Week 3 - Pattern Reproduction and Extension

Dossible Centers. Activities and Projects

* Reproduce the patterns of a traditional or modern fairy tale.

Txtend the pattern to include exira good and/or evil characters,
added conflict.

* Rerroduce *he patterns of a traditional or modern fairy tale

using different art mediums to depict the story.

Invite a quest story teiier or read

W

r to re-tell the story and
extend :t with an original twisi. Constructively critigue the
telier using the enjoyment chart.

* Reproduce and extend patterns using attribute blocks. Make 2

pictori: representation of the findings, labelling the ditferent
variety _¢ oatterns. Display the pictorial representativns.



=

Identity. reproduce and extend patterns in the classroom
architectural, cicthing, seating. colours, numbers. timetabie,
calendar, behavior.

* Visit a local art and craft shop. Choose the art of one artist and
report how the artisi uses reproduced and extended patterns in
his/her work. Reproduce some cof the patterns to make the repoert
more interesting.

* Research the patterns of various art periods. Make a pictorial
display by reproducing the patterns.

* Using the photos from your city waikabout pretend ycu are an
architect asked to replace some of the crumbling buildings. The
city wanis the original architeciure preserved. Reproduce
patterns. Display.

~ Examine the calendar for patterns of even and odd numbers, skip
counting patterns. Use a colored marker to mark the reproduction
of the patterns.

-

ldentify the characteristic paiterns of 3-D origami shapes.
Reproduce the patterns.

" Reproduce traditional or modern fairy tales in ine written form,
itlustrating the effects of the presence or non-presence of

patterns.

o

Reproduce and extend the patterns of fairy tales from the same
country.

* Read or view modern fairy tales and reproduce and extend the
patterns in setting, themes, characters, problems. contlict
resolution, endings. Use drama or mime as ihe display showcase.
* Invite parents, adminstrators, teachers. authors, friends. etc..
to read or tell fairy tales. Compare and contrast the style
pauerns of the stwory reader or teiler. Practuse reproducing and
extending the skilis leading to audience enjovment. Videctape the
results.

* List patierns ot behavior leading o postive self-concept.
Reproduce and extend these patterns in a debate situation.
tvaluate your performance. Make a contract with a friend to heip
y- imprcvz in weak areas.
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invent a new couniry. Jiilize information frcm the museum™ or
heritage viliage to reproduce and exiend the patterns of basic
needs. Make a display and share with the ciass.
* Invite a blind visitor to your class. Prepare and ask guestions
targeted at identifying patterns assisting the gueszt in his/her
lifestyle. Blindfold ycurself and try to reproduce these patierns.
* Reproduce and extend animal habitations in modelling clay.
* Practise reproducing and extending appropriate conflict
resolution and problem solving skills. Make a booklet to share
with classmates outlining the skills which produce the best
results when applied to a small group situation.
* Reproduce and extend patterns in sounds, music, environment
and speech using a varietv of cources.
* Reproduce and extznd gntierns in physical movement.
“Additional projects and activities of interest to individua!
students or the ciass generated during the course of study.

Possible Lesson Plans

Lesson Plan #1

Pre-knowledge

*Patterns of fairy tales including setting, characteristics,

magic/enchantment, conflict, problem solving. endings, themes.

Goals

* Reproduce and extend tha patierns of fairy tales.

* Reproduce and extend the patterns of acceptable behavior in

smalli group disCussior, 3.

Mazateriais Nee:

* Chart identifying patterns of traditiona!l fairy tales.

Large diagram of a hamburger.

Separate components of the hamburger with extra ‘fillings’.

Method

* Review and reproduce the pattern of fairy tales by comparing

the various parts to the compcnents of the namburger -setting and

ending by the top and uotitom of tiie bun, characters representated

by the meat and cheesce, magicerichantment by the condiments.
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problem(s) by the letiuce and problem resoiuiion 2y the tomatoes.
Build a hamburger using a favorite fairy tale.

* Ask students to extend the fairy tale by adding extra 'fillings'.

* As a class write an extended and original fairy tale using the
hamburger method. Use identified patterns of acceptable behavicr
to co-operatively write the story.

* Discuss the effects the extended fairy tales have on the
enjoyment of the story.

Lesson Extension

g

Experiment with different extra 'fillings' t© write an orig nal
fairy tale.

Lesson Plan #2
Pre-knowledge

*

Ability to identify and name various patterns using atiribute
blocks.

Goals

* To reproduce and exiend known patierns using attribute blocks.
Co-operative learning.

Materigls Nee

*  Attribute blocks.

* Some students may require @ solid coloured mat to differentiate
between the foreground and background.

" Chart of acceptable patterns of behavior in conflict resolution
or probiem solving situations.

Method

* Teacher displays patterns using atiribute blocks and asks
students to reproduce and extend the pattern.

*

*

When the majority of stucdents are comfortable in reproduction
and extension ask for volunteers 1o lead the class. Students
reproduce and extend patterns of accepted behavior to resclve
conflict or problem solve.
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Lesson Extension

* Students are invited to set up a file or box of cards depicting
patterns usirg attribute blocks. Classmates can access the file 1o
review or cha.'enge themseives on reproduction and exiension of
the patterns.

Lesson Plan #3

Pre-knowledge

* |dentification of patterns in daily, weexly and monthly school
activities.

* Days of the week and months of the year.

Goals

* To produce a classroom calendar by reproducing and extending
the current calendar.

* Utilize co-operative pianning and activity skills.

* Reproduce and extend protlem solving, conflict resolution and
small group skiils.

Materials N

* Large sheet of paper.

Coloured markers.

* Present children with the challenge of drawing up the next
month's classroom calendar. Children tc review identification of
co-operative working patterns.

* Brainstorm for the components and tasks necessary to complete
the calendar with inclusion of special activities ard events,
birthdays and holidays. Students divide jobs equally among
themseives.

* Set a time limit to complete the project. Monitor progress.
Lesson Ex{ension

* Make a yearly calendar reproducing and extending significant
holidays and birthdates. Reproduce and exiend z favorite artist's
portraya! of the seasons. Use a variety of mediums to enhance

each month.
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Weeks 4 and 5 - Changing and Developing Now Patterns

Possible Centers, Projects and_ Activities
T Use atripute biocks 10 change and cdeveiop new patterns. Ask
classmates to test your patterns.

* Change and develop new patterns for time division. Work the
class timetable into the new pattern.
* Change and develop new patterns in traditional and modern fairy
tales. Depict the changes in a mime, drama, or written form.
Share with classmates.
* Search for changed or new par=rns in fairy tales from other
countries. Make a chart to show the differences.

* Invite visitors to change or develop new fairy tales and share
wi*"~ the class.

wnange and/or develop new patterns of behavior leading to
postive self-concept. Make a chart for the classrocm. Refer and
nractise.

* Compare and contrast the habitational needs or animal
families. Change the puitern of animal characteristics. Ask a
friend to identify an appropriate habitat. Make a model or drawing

Sf i°& new anima: and habita
Change and develop new pattierns in sounds, music. environmer..
and speech using a variety of sources.

* Change and develop new patterns ir. physical movement.

* Study historical or medern figures who tested, changed, or
developed new patterns in travel, art, ccience. etc.

“Invite a .ocal scientist to describe his/her current wc:k and how
it tests, changes and deveiops new patte'ns in their field of study.
" Invite a deaf adult to describe the effects Bi-lingual/Bi-
cultural has in the schocls and how i :style, cultural and
educational patterns have changed and developed because of it

" Invite a researcher to discuss the effects of change and the
possible development of new patterns has on his/her field.

* Additional activities, projects, or centers suggested by
individual students or the class.

e

*
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Possible Lesson Plans

tesson Plan #1

Pre-knowledge

* |dentification, reproduction anu extension skills with attribute
blocks and pictorial representations.

Goals

* Change and develop a new geometric paitern based on known
quilting patterns.

* Work co-operatively to deve.op paittern.

* Develop fabric art skills.

* Work co-ozarative: © towards project completion.

Materials 1+ ¢ ded

* attribute  Lochs

white pae

« fabric crayons

quilting fabric

quilting bat

wool

-

scissors, rieedies rulers, pencil

w

iron
* books of quilting patterns
Method
* V. ..ng with attribute blocks, review and reproduce kriown

Gguilting patterns.

* Challenge the children to work co-operatively to change and

develop a new and original pattern (s).

* Transfer the pattern(s) onto fabric squares using fabric crayons.

* Sew the squares together, assembie the quilt with batting and

backing, sew edges and tie with wool.

* Decide as a group the fate of the quilt.

Lesson Extension

* Research the history of fabric and chart the patterns in

development. Compare and cortrast old and new fabrics. Judge
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the strength. durabiiity and colour of old and new fabric. Chart
your findings and report to the class.

Lesson Plan #2

Pre-krowledae

* ldentify, reproduce and extend the habitat needs of vanous
populations.

Materiais Needed

* Books and pictures of various pcpulations and their nabitats.
* Large chart paper.

Goals

* ldentify new changes and developments in hab:tat patterns if
natural habitat is removed or altered.

* ldentify changes in iifestyle if the natura! habitat is emceved or
altered.

* 1mprove research skills.

Msinog

" Review the natural habitation of a variety c¢f animal families.
Show pictures of major forest fires and animals fleeing their

matural homre,

”

*

Identify char¢ ~- in habitat and lfestyle patterns as a result of
the fire.

*

Provide students with large chart paper and have them depict
pictorially and in the written form the effects of removal or
alteration of habitation patterns. Access information frem the
school, home or pu*'ic library and the reso = ce =t
" Students report crunged and new patierns to the class.
Lesson Extension

*

Identify the effects on your community ¥ your natura!
habitation were altered or changed. Take a surve. wi your
rneighbors and depict the results in graph form.

* ldentily the effects on individuale if their natu.cl habitiation s
altered or change. rResearch the psychological, social and



emotional elements invioved and how individuais react toc changed
habitation pafterns.

Lesson Plan #3

Pre-knowledge

* Can identify, reproduce and extend the patterns of basic needs

for various populations.

* |s familiar with the concept of natural catastrophe.

Goals

* Test, change ancd develop the patterns of basic needs if too much

of one pasic need Is introducec nto an environment.

* Reinforce the patiern of positive large-group problem solving

and conflict resoluticn.

M rials N

* werld map

* large sand or water table

* sard. clay, mud, cmall pieces ¢i vegetation

* large garden watering can

* chart paper and coloured markers

Method

* Review the pattern of basic needs for all people.

* Review the definition of natural catastrophe.

* ldentify Bangladesh on the map. Use a relief map to cornstruct

the physical features of the country in the sand or water trav.

* Take turns being the natural catastrophe of excess rain and

iooding. Ensure the students understand the “.ooding is salt

water.

* List the possible effects of the pattern of basic needs by the

introduction of too much of one need. Establish how it may alter

the lifestyle of the population. Make a picterial representation of

the alteration in landscape and a written report on the possible

effects this change in pattern may have on lifestyle.

Lesson Extension

* ldentify how other natural disasters may alter or change

patterns in basic needs and the effects it may have on patterns in
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nature, environment, aris. scieniific research, time. Make a
report of the findings.

Additionai Possible Projects and Activities

" Meodify original fairy tales into a drama. video presentation,
puppet show, mime.

*

Shiare original writings or adaptations with another class,

school principal, deaf senior citizens group dJdeaf pre-school
class.

*

Volunteer as a peer counsellor. Utilize the patterns ofconflict
resolution and problem solving skills learned in this unit to heip a
peer develup needed skills.

* Videotape yourself as a story teller or reader. Se'f critique

your skills based on the patiern of enjoyment chart. Practise new
skills and re-video.

*

Discuss ways various patterns help and assist s in our daily
lives. List ways change would cccur if the patterns were
removed, altered or eniorced.

*Additional projects, centers and activities as suggested by the
students and/or teachers as the unit unfolds.

Lesson Plars

Lesson plans for this last week are dependent on need and can
not be anticipated.



APPENDIX D

Bibliography

Listed below is a partial list of books which could possibly be
utilized for a Patterns theme. Students wculd access further
books, kits and videos from the resource area and home, schools or
public libraries. The bibliography contains materials to entice
and encourage students in selecting areas of interest and
background information necessary for the teacher's lesson
olanning. As the theme unfolds the materiais will change and vary
according to the needs and interests of the students and teacher.
It is not meant as a comprehensive bibliogrephy, but rather an
introduction to the possible books, materials, kits and videoc

available for this theme.

Language Aris

Ahlberg, J. (1986). The Cinderelia show. Markham, Ontario:
Viking Kestrel Press.

Andersen. H. C. (1988). TIhe nightingale. (video). New York:
Jenson Productions.
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Carruth, J. (1975). _The sleeping beauty. New York: Collins &
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Carter. E. (1987). The little mermaid. (kit). Chicaao: Society
or Visual Education.

Clark, B.  (1980). Aladdin & the wonderful lamp.  Chicago:
Universal Education and Visual Arts.
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APPENDIX E
EVALUATION TECHNIQUE EXAMPLES

In both the Whoie Language Approach and the Diiferentiated
Curriculum mode!. evaluation concentrates on self-improvement.
with little formal testing or evaluation being done. Following are
a list of possible evaluatiocn forms writien cspecifically for the
theme "Patterns”. Based on the evaluation techniques outlined in
Chapter 3, the fcrms as developed by the writer, would give the
teacher and student valuable information about prcgress being

made.

Self-Evaluation

Self-Evaluation Form

Name Date
Theme Name of FProject
Yes No

1.1 feel | used my time well

2. 1 used many resources for information

3. | found information on ail my questions

4. Presentation form :___written ___graphs — ____pictoral
____models ____ drama _____video

___other (specify)
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5. | enjoyed or did not enjoy working on this project because

6. Areas | think | did a gcoed jopb are
7. Areas | think | could have improved
8. | would like to find out more about
9. | feel | did: v wvery best _almost my very best
good ou.
10..Additionalccmmnents____ e

Teacher Selif-Evaluation Form

..... Yes No
1. Goals and objectives were clear and easy

to foliow

2. Goals and objectives were realistic

3. Students showed cverall interest in the

theme. — —
4. Students had the opportunity to

develop affective objectives e o



5. Activities, centres and projects encompassed
the full range of cognitive skills.

6. Resources, iield trips and guests were
effective.

7. All students were able to maximize

potential

Comment if answer is no

8. Areas | feel were very effective and well done

were

9. Areas | feel could have been improved were

10. Additional Comments
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Peer Evaluation

Peer Evaluation

2. Areas well done in this project
were_

3. One thing | would change or improve

DS

4. The part of the project | enjoyed the most

was___ e o

5. | would like to work on a project with L
(friend's name)

because e

6. Additional

comments
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Checkiists

Participants

Project

o e —— s —— . — . ——— i s — — —— — e —

1. All members participated eqgually in the
preparation of the presentation.

2. All members participated equally in the
presentation process.

3. Presentation was smooth and well rehearsed.
4. Presenters exhibited understanding of subject

matter.

5. Presentation was attractive and kept the
viewers' interest

@ m e e m e m e me ™ - em e e e e om = om o e .

Group Presentation

—— et e e e — o b ——

e e — — e = —— . ——— e " — e —re e Tt = S
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Tests

Pre-and Post Math Test

Theme: Patterns

Pre-test
Name e
Cate__
1. Reads and writes numerals to 100. ___yes . no
Comments e
2. Concrete patterns. identify ____reproduce _____describe
extend change develop new
pattern
3. Pictorial patterns. identify reproduce describe
extend change develop new
pattern
4. Patterns on the 100 peg board. identify ____create
5. Odd and even numbers patterns. identify reproduce
6. 3-D shapes. knows characteristics _____identifies
7. 2-D shapes. knows characteristics identifies
8. Divisions of the day recall ___illustrates
9. Days of the week recall __ _iYlustrates
10. Months of the year ._____recall __ Hluctrates
11. Yesterday recall ___liustirates
12. Today recall __ _illustrates

Comments
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Post-test

1. Reacs anc writes numera:s 10 100. yES no

Comments

2. Concrete patterns. ___ identify ____reproduce ____describe
____extend ______change ___develop new
patiern
3. Pictorial patterns. __identify ____reproduce ____describe
____extend ____change ____develop new paitern
4. Patterns on the 100 peg board. ___identiry ____create
5. Odd and even numbers patterns. ____identify ____reproduce
6. 3-D shapes. _____knows characteristics _____identifies
7. 2-D shapes. _____knows characteristics _____identifies
8. Divisions of the day _____recall ____iltustrates
9. Days of the week ____recall ____illustrates
10. Months of the year ______recall ____illustrates
11. Yesterday ______recall ___illustrates
12. Tcday ______recail ___ilustrales
Comments
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Rating Scales

Study Attitudes

Name
Date

Rate yourself by circling according to the following:
1 - never 2 - seidom 3 - about half of the time 4 - usually
5 - always

[ am able 10 study well in school.

1. 1 2 3 4 5
2. | am abie to study well at home. 1 2 3 4 5
3. | budget study time between varicus subjects 1 2 3 4 5
4. | have a regular study time at home 12 3 4 5
5. | hand in my assignmenis on time. 12 3 4 5
6. | am easily distracted when | siudy in school 12 3 4 5
7. 1 am easily distracied when | study at home. i 2 3 4 5
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Anecdotal Records

Fvaluation of Student Growth

Theme:

Name Date

A. Areas of Study (Check all that apply)

Language Arts/Humanities Science Speech
Social Studies Art Maihemaltics
Auditory Training Health
Other Other

Beginning Date Ending Date #of days

B. Theme Objectives

M h W
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C. Objectives and Accemplishments
Circle the levels for each theme objeciive. See key beiow the
grid.

Theme Cognitive Affective Attainment
Ohjeciives Objectives Chjgciives ol UbieCiives
1. 1 2 3 4 56 A RBC 12 3 4 5
2. 1 2 3 4 5 o A B C 12 3 4 5
3. 12 3 4 5 6 A B C 12 3 4 5
4. 172 2 4 5 6 A B C 12 3 4 5
5. 1 2 3 4 5 6 A B C 12 3 4 5
Coaqnitive Affective Attainment
QObjectives Objectives f jectiv
1. Knowiedge A. Development of 1. Not at all
interest in topic.
2. Comprehension B. Development of 2. A little
personal relationships.
<. Application C. Development of 3. About half
attitudes towards
social causes.
4. Analysis 4. A great deal
5. Syrthesis 5. Completely

6. Ewvaluation

D. Activities (Briefly list student's accomplishment)

E. Producis (Briefly descr =2 projects, stories, plays, dramas,
etc.)




F. Resources_Used (Reference books, videos, nhuman resources,

etc.)
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