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Abstract
The Enrichment Triad Model (ETM), a model developed by Dr. Joseph Renzulli, is a program for infusing high-end learning strategies into existing educational programs to promote excellence, enhance self-confidence, and nurture creativity in students.  The ETM was developed in the early 1970s as an alternative to the available models for gifted education and it has been transferred to the regular classroom as a model to develop all students’ creative productivity.

The ETM has been implemented in elementary and secondary education, and there have been very few efforts to implement it in higher education. The purpose of this paper is to discuss how the ETM can infuse enriched experiences into all curricular areas at the university level. This paper will present pedagogical and organizational foundations of ETM and a six-step process to integrate the model into university courses. 

The Enrichment Triad Model: Nurturing creative productivity among college students

Challenges of the new century for higher education
It is well accepted that we are in the midst of a social transformation, characterized by an evolution from an industrial society to a post–industrial, knowledge-based society (Drucker, 1994). Almost 40 years ago, Alvin Toffler (1970) predicted this shift and the global changes it would bring in his book, Future Shock.  Today, his predictions ring true: knowledge plays a central role in all spheres of social and economic life.  For those of us in the education community, the hyper-speed at which data and ideas are generated, transmitted, utilized presents a unique challenge.  It is no longer sufficient, in this new society, to produce knowledgeable and erudite students.  Rather, we must produce students who can manipulate, transform and create new knowledge. Universities have to respond to the changes of the new era, not only as a response to market forces, but as part of their responsibility to improve society.

 As James J. Duderstadt states, “We have entered a period of significant change in higher education as our universities attempt to respond to the challenges, opportunities, and responsibilities before them” (2002, p.24). Much of this change will be driven by market forces—by a limited resource base, changing societal needs, new technologies, and new competitors. It is possible to shape and form the markets that will in turn reshape our institutions with appropriate civic purpose. From this perspective, it is important to understand that the most critical challenge facing most institutions will be to develop the capacity for change (Duderstadt, 2002).   

Universities have been asked to assume social responsibility for the problems that affect our nations (UNESCO, 1998). This challenge implies that those universities will generate educational opportunities allowing students to develop their creative productive potential. The hope is that students will use their creative productivity to respond to the challenges and needs of the society.
Unfortunately, professors and instructors in our post-secondary institutions face a myriad of barriers to providing the type of instruction that would equip our students with the skills they need in this new society.  The main purpose of this paper is to discuss the potential use of the Enrichment Triad Model, which was developed to promote higher-order thinking and creativity in younger students to overcoming some of these barriers in higher education. Incorporating the tenets of this model into higher education may give professors the tools necessary to develop high-end learning experiences that will foster students’ interests and motivation, higher order thinking skills, and self-regulated learning. 
Sebastian and Gretel

I became interested in the concept of high-end learning and creative productivity in higher education while working in a school for the gifted in my home country of Columbia.  During my time there I had the privilege of teaching hundreds of exceptional students.  A few however, showed promise above and beyond the rest.  Sebastian was one of the most outstanding students to ever graduate from the school.  He set himself apart with an insatiable thirst for knowledge about everything and anything, from people to places, to theories.  When he left our school to enter college I knew he would involve himself in a multitude of interesting projects and endeavors and looked forward to hearing about all of his new experiences.  However, when I finally received news about Sebastian it was disappointing. 

During Sebastian’s first years in college, he found many of his courses boring.  Although he was often interested in the topics, he had difficulty engaging with the ideas through the many hours of lectures he was forced to attend. When he did become interested in a particular topic, he understandably wanted to learn more about it.  Unfortunately, he often found that this was not possible.  There simply was no time during an average course to develop independent projects and research.  Moreover, although some professors were receptive to his questions and proposals; they could pay only minimal attention to Sebastian.   They had too many students in each course, too much paperwork to do, or too little pedagogical knowledge to understand how to challenge him. As time passed he became disenchanted with his studies.  Over time, he came to understand that he was almost alone in his quest for information. 

Many years later, I met a student named Gretel.  She was studying in the early childhood education program at the university were I worked.  Gretel was one of those frustrating students who seemed to have energy for everything but academic work. Early on in our relationship, I thought that she had learning problems that might explain her poor academic performance.  I was wrong.  She had performed well in high school and her aptitude test scores were also admirable.  Furthermore, I noted that although she did not listen to her professors, she always had thoughtful and innovative answers to their questions.  I thus concluded, as had many of her professors, that Gretel suffered from an attitude problem. It seemed that her sole reason for coming to school was to meet friends and to find a husband. Having made this judgment, I paid her no more attention. 

Two years later, I realized how wrong I had been about Gretel.  One of my best students, Patty, was also Gretel’s best friend.  Speaking to Patty one day, I happened to ask what she thought about Gretel’s lack of interest in class. She told me that for Gretel, college was boring because it lacked challenge for her.  She noted that Gretel had an exceptional imagination and an outstanding ability to teach children. Gretel had even started her own business, teaching thinking skills to children after school. 

Hearing all of this, I realized that we had failed as an educational institution.  We did not have the tools to provide Gretel, Sebastian and countless others with an education that challenged their talents and fostered their creative productivity.  But what were those tools, and how could we incorporate them into pedagogy at the college level?  The answer may lie in a fundamental shift in the way we see the processes of teaching and learning.
Current pedagogical tendencies

In the educational tradition there are two ways to understand the teaching process.  In the first model, instructors are seen as putting something in their students’ minds.  In the second model teachers are seen as pulling out that which already exists in students’ minds (Feldman, 1999). Lois Not (1979/1994) titled the first model “hetero-structured,” because the educational process is developed from outside of the student. The student becomes the object of the educational actions.  The goal of this model is to enlighten and shape the individual.  The epistemological belief behind the hetero-structured approach is that knowledge is transmitted by the teacher to the student. This model is associated with traditional education.

In contrast, Not (1979/1994) called the second model “auto-structured” because it assumes that knowledge is constructed within the student.  In this model, the student is the subject rather than the object of educational actions, with the teacher playing a minimal role in the process. This model is associated with active learning.

Lois Not (1979/1994) comments that these two pedagogical paradigms have remained in conflict with each other since the XVII century.  His solution to the problem is a third pedagogical model that capitalizes on the virtues of both the hetero-structured and the auto-structured model.  He calls this new paradigm the “inter-structured model.”

The inter-structured model, like auto-structured learning, acknowledges that the student is an active learner.  It also acknowledges, however, the role of the instructor as mediator in the educational process.  Vygotsky, cited by Kozulin (2003), identifies mediated learning as a situation in which an adult or more competent peer places him or herself “between” a pupil and his or her environment.  The mediator, as is depicted in figure 1 (at end), then selects, changes, amplifies and interprets objects and processes to facilitate the learning process of the student (Kozulin, 1998).

The epistemological belief that underlies this model is that knowledge is a social construction for which both teacher and student are accountable. Both parties own knowledge and generate new knowledge.  Learning is the product of the interaction between the two processes.  Figure 2 (at end) illustrates the structure of the three pedagogical models.  

Articulation of learning and teaching
Joseph Renzulli (1999a) states that in education there are two learning models similar to the hetero-structured and the auto-structured models: the deductive model and the inductive model.  In the deductive model, the learning process is completely determined beforehand by the professor. As in the hetero-structured model, the role of the teacher is to instruct or transfer the knowledge. The curriculum in this model is fixed and the objectives are content-driven. Knowledge is factual material. The classroom is an artificial environment that facilitates the learning process.  As Renzulli (1999a) notes, the majority of the instruction in our educational systems tend to be deductive.

In contrast, the inductive model assumes that higher order learning occurs in more authentic settings.  As Renzulli (1999a) states that the goal of inductive learning is to produce a product or service, and class structure and all activities are aligned to this goal. The products developed in this model are related to real problems that are meaningful to the student.  Such problems do not have a prescribed single solution; the process of solving them implies the use of authentic methodologies, and is oriented toward real audiences (Renzulli, 1982; Renzulli, 1999b; Renzulli, Reis, & Gentry, 2003) 

As Renzulli (1999a) states in several of his articles, both models are valuable for the overall education process.  Higher educational practices, however, overemphasize deductive methodologies such as lecture and direct instruction.  These types of methodologies rarely engage students because they typically fail to reflect the needs and realities of the students.  Thus, they are perceived as meaningless. Additionally, since these practices tend to be hetero-structured and based in memorization and repetition of information, they seldom propel the development of higher-order knowledge and skills. Worse yet, these practices may be so restrictive, convergent, and repetitive that students’ creative productivity and self-regulation skills actually decrease.

If universities are interested in developing motivation and engagement, more knowledge, higher thinking skills, creative productivity, self-regulated learning skills, and interest in life-long learning in their students, they should include methodologies based in inter-structured models, mediated learning, and a balance between deductive and inductive learning. In other words, higher education should include high-end learning and creative productivity experiences in their curricula as is represented in figure 3 (at end).

It is true that individuals can learn from direct interaction with stimuli, rather than working with a mediator; however, the learning goals of higher education can only be developed if students are exposed to appropriate experiences. Additionally, what takes several years to be learned directly can be learned in a few weeks if a mediator facilitates the process.  In mediated learning, as advocated by the inter-structured model, teacher and student are partners in the learning process.  All models have pros and cons; however, the inter-structured model is well suited to the needs of today’s knowledge-based society.  It reinforces high-quality creative production and fosters self-regulated learning by acknowledging the active role of students as educational subjects. At the same time, it recognizes the significance of teacher intervention by holding the professor partially responsible for student learning. Inter-structured models require commitment and responsibility in the development of the educational process from both educational agents (students and teachers).  
High-end Learning for Higher education
The term High-end, used generally in technology, refers to the best, or the most sophisticated of a class of goods or services.  As Renzulli (1999a) explains, the best way to define high-end learning is in terms of the following four principles. First, since each learner is different, the learning experience should address the abilities, interests, and learning styles of the individual. Second, learning is more effective when students enjoy it. Third, learning is more meaningful and enjoyable when content and process are learned in the context of real problems and lead to the generation of creative products. Finally, some formal instruction may be used in the model, but the ultimate goal of the model is to develop the thinking skills, and the ability to use relevant knowledge that allow student to manifest creative productivity. 

In this model, the educator is the coach, mentor, mediator, and resource guide throughout the learning process, and intentionally exposes the student to experiences that will develop their talents. The teacher does not abandon the student in their learning process. On the contrary, the educator assumes accountability for the role of mediator between the educational experience and the appropriation and development of new knowledge and products. 
Enrichment Triad Model (ETM) and the development of High-end Learning
Developing successful educational innovation implies the systematic introduction of changes to current educational practice. The integration of high-end leaning is not an exception. To incorporate high-end experiences into higher education, it is necessary to create organized processes that guarantee the success of the implementation. The Enrichment Triad Model (ETM) is an organizational model which infuses high-end learning strategies into existing programs to promote excellence, enhance self-confidence, and nurture creativity (Renzulli, 1977).

The ETM was developed in the early 1970s as an alternative to the available models for gifted education and talent development. According to various surveys developed by Mitchel & Speed (cited by Renzulli & Reis, 1985) since the first implementation of ETM, it has been the most widely used enrichment model in the United States and Canada.  The ETM is also a popular enrichment model in many other countries around the world. The ETM was developed with the specific intent of teaching gifted students and due to its success with this population; it has been transferred to the regular classroom as a model to develop all students’ talents and love of learning (see Renzulli, 1994; Renzulli & Reis, 1997) as the authors states in other publication: “Extensive research studies and field tests have shown that the model is easy and inexpensive to implement and that it is highly effective in achieving its goals”, (Renzulli & Reis, 1991, pp. 111).

The ETM has been implemented primarily in elementary and secondary education, and while there has been some transfer of experience into higher education, such as the integration into the honors program at University of Connecticut, the model has not been utilized to its fullest extent in higher education (Tebbs, T., electronic communication April 18 2005).  

ETM consists of three different kinds of interrelated forms of enrichment activities that are integrated as a complement to the regular curriculum as is described in figure 4:

Type I enrichment consists of general exploratory experiences that are designed to expose students to topics and areas of study not ordinarily covered in the regular curriculum. For example, some type I experiences could be conferences of emerging topics in the field or cutting-edge research, field trips or short internships, video presentation among many other activity that allow the students interest to emerge.
Type II enrichment consists of group training in thinking and feeling processes, learning-how-to-learn skills, research and reference skills, and written, oral, and visual communication skills. 
Type III enrichment consists of first-hand projects or investigations intended to solve real problems (Renzulli, 1999b, pp.6).  A problem is real when it meets the following criteria: 

1. A real problem must have a personal frame of reference, since it involves an emotional or affective commitment as well as an intellectual or cognitive one.

2. A real problem does not have an existing or unique solution

3. Calling something a problem does not necessarily make it a real problem for a given person or group.

4. The purpose of pursuing a real problem is to bring about some form of change and/or to contribute something new to the sciences, the arts, or the humanities. (Renzulli, 1982, p149)
Type III enrichment shares many of the virtues and aims of problem-based learning. In fact, Nowak & Plucker  (1999)  cited ETM as an example of a problem based-learning model applied to develop content knowledge and creativity in gifted students.  Additionally, ETM stresses the importance of the use of self-selected problems as part of the creative process, in contrast to most problem based-learning models in which the instructor provides the problems.

Type III enrichment is part of the process in which the students develop their creative potential.  It integrates and goes beyond the problem based-learning model when it is articulated with the other two types of enrichment. The relationship among the three types of enrichment is synergic. Each type of enrichment is part of organized sequences. For example, Type I activities tend to lead to Type II and Type III experiences. Presenting Type III products to other students may provide these students with an excellent Type I experience (Renzulli, 1999b). (See figure 4, at end.)
Research studies have revealed that students tend to initiate projects after being involved in Type I and Type II experiences. Moreover, other studies have shown the effectiveness of Type III experiences to develop self-regulation skills, self-efficacy and creative productivity). Some studies have also shown that students who complete Type III products display positive changes in: personal skills involved in the project, personal characteristics, and decisions related to career choice. Additionally, researchers have found that ETM is an effective strategy to reverse underachievement among highly capable populations of students.  Finally, some studies have demonstrated that there is a relation among the kind of Type III project that students develop and their post secondary career choice (Gubbins, 1995;; Renzulli & Reis, 1994) Although the research on ETM has been developed mostly in elementary and secondary education, it is possible to infer that the positive impact of the model could be transferred effectively to post secondary experiences and to higher education in general.  

There are several ways in which the ETM can be integrated into higher education. For example, it can be included as part of a course, as a special course(s) within a plan of study, or as non-curricular activities offered by academic departments or programs.  In this way, the model can be incorporated into a student’s education at various levels: the professor can use ETM at the course-level; the advisor can use it at study-plan-level, or the program coordinator (or the dean’s office) can use it at the program-level.  Just as it is proposed in the Schoolwide Enrichment Model (Renzulli & Reis, 1997), this flexibility may allow universities and other institutions of higher learning to provide a continuum of services to develop students’ talents.
A six steps process; integrating Enrichment Triad Model in the class program

To integrate the enrichment triad model in the class program, six questions should be answered:
1. Why integrate ETM? Since ETM is designed for specific purposes, it is important to identify the reasons that you have decided to integrate this model in your class. Therefore, the first step is to write a rationale that justifies the use of this model. 

2. What is the purpose of the course? It is necessary to articulate explicitly the goals that you want to achieve by using ETM. Therefore, the second step is to integrate the ETM objectives to the course objectives and identify which population will benefit by the ETM experiences. The use of portfolios will allow you to identify strengths and interests from your students that will allow you to use differentiated instruction and curricular modifications.

3. What are the core content areas of the course?  After you define the purposes of the course, you will have to identify and determine the core contents that students should address to meet these purposes. Also, it is important develop a readiness evaluation to identify which goals and contents are already mastered by individual students so you can compact the curriculum. This will allow you to liberate time in the student’s schedule that will enable them to develop special projects.

4. How will you achieve your goals and purpose? The fourth step is to identify the basic methodology that will be used in the course. Identify and list possible type I, II, and III activities related with the high-end content.

5. What resources will you need? A teacher does not have to know about everything in order to develop students’ talents and creative potential. However, a teacher should be highly able in point the students to resources that will allow them to develop their projects. Therefore, a fifth step would be to identify resources including a list of experts and resource centers that you can offer to the student.

6. How will you evaluate the process?  Since the integration of ETM includes new educational experiences - it is important to identify which of these experiences will be graded and which ones will not. Therefore, the last step is to develop rubrics that will help you to evaluate the regular curriculum, and the enrichment experiences and products.

These six steps are the basis of the integration of ETM in the regular program. However, this process does not finish in the sixth step. On the contrary, the process begins after you have made your way through each of the steps. During the development of the course, the teacher should be monitoring the progress of the students. Also, it will imply that the student could be developing different activities depending on their strengths and interests. Therefore, it is necessary that teachers and students understand the educational process as a joint-responsibility, where teachers mediates a process that is self-propelled by the student.
Some final words:  Why integrate Enrichment Triad Model in post-secondary settings?

To summarize some of the ideas explored in this paper: ETM may be a way to infuse enriched experiences into learning at the university level. These experiences will contribute to students’ motivation, engagement with their program of study, and development of their creative potential. Additionally, the ETM may help to focus students’ career goals by equipping them with valuable skills that will help them to become successful in academic, professional, and personal environments. Moreover, the model may help students develop self-regulated learning skills that will aid in long-term learning goals. This introductory document does not claim to fully explain the Enrichment Triad Model.  Interested professors, advisors, and program coordinators should explore deeply the principles and strategies related to the implementation of ETM, such as curriculum compacting, differentiation, multiple menu model, and total talent portfolio, among others.  Only by so doing will they gain insight into the best methods for incorporating the ETM into higher-education.  

 “The whole art of teaching is only the art of awakening the natural curiosity of young minds for the purpose of satisfying it afterwards”.

Anatole France (1844 - 1924) in The Crime of Sylvestre Bonnard
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Figure 1.
Comparison between Direct and Mediated learning Process
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Figure 2.
Louis Not categories of analysis of pedagogical models
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Figure 3.
Articulation of pedagogical trends and new goals for higher education
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Figure 4.

Enrichment Triad Model

[image: image4.emf] 

Hetero-structured Auto-structured Inter-structured

Mediated Learning Direct learning

Deductive Inductive

•Motivation and engagement

•Higher order knowledge and skills 

•Creative productivity

•Just-in-time Self-regulated learning/ long life 

learning

High end-learning

High end-learning

 



Renzulli, J., & Reis, S. (1997). The schoolwide Enrichment Model; a how-to guide for educational excellence (2nd). Mansfield, CT: Creative Learning Press.  P14 









