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F CREATIVE POTENTIALS
Utah has been a leader both in research on creative talents and in sponsoring and

organizing a series of nine national and international Creativity Research Conferences
among leading researchers on creativity. One hundred different persons wereselected to
present their research on creativity at one or moreofthe nine conferences which averaged
about fifteen researchers per conference. In addition to the large volumes published on
these conferences, ‘‘Clues for Creative Teaching,’’ written by a Utah professor, were the
featured series of ten articles for the full school year in The Intructor magazine, widely
circulated and read in our nation. These research, implementation, and publication
accomplishments have been part of the many subtle underlying reasons whycreativity has
become a frequently used word and concept during the last half of this century. From
this history of searching and researching and implementing creative talents, which
Toynbeecalled the history-makingtalents in his speech in Utah, we are happyto have the
7th World Conference convene here with the theme of ‘‘Expanding Awareness of
Creative Potentials’? worldwide and with the focus on developing gifted, talented, and
creative children. The people in Utah are attending en masse to welcomeother people
from around the world to join in this rich exchange of ideas, methods, and findings to
activate and cultivate more of the full inborn potentials of children, youth, and adults
everywhere. Our conference’s emphasis on creativity is in tune with Thurstone’s early
book, The Vectors of Mind, and with Guilford’s two latest bookstitled Way Beyond the
I.Q. and Creative Talents.
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Calvin W. Taylor — University of Utah

Chairman & Editor, 7th World Conference

Description of the Logo

All people everywhere are endowed by our Creator with particular and individual
talents and gifts. Expanding our awareness ofthesecreative potentials is a vital and noble
endeavor. The graphic symbol of the 7th World Conference on Gifted and Talented
Children unifies a back-to-back pair of 7’s creating a figure of a child, printed in orange
representing neither sex nor race, but all children everywhere. The child figure is
positioned in a background shape of green, representing growth andtheindefinite and
limitless boundaries of creativity.

Timothy C. Sheppard.

Artist & Cover Designer

Ourlogoillustrates that the Orange People on Earth should have equal opportunity

to all other people around the world to grow and develop fully their total creative

resources.

 

President Bush has recently signed a law in the United States of America that the
**1990’s is the Decade of the Brain.’’

By emphasizing Creative Potentials, this new volumeis strongly in tune with making

the ‘*1990’s the Decade of the Brain’’ by searching for and developing in people the great

variety of potentials in their important Brain Talent-Powers.
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THE WORLD COUNCIL FOR GIFTED AND TALENTED CHILDREN

The World Council for Gifted and Talented Children is the overall sponsor
and overseer of the series of World Conferences on Gifted and Talented Children.
The World Council works in association with these conferences which have been
held every two years, the odd-numberedyears, since 1975. The World Council was
officially organized after the first conference had been held. Theseries of nine
World Conferences held to date and with two future sites already committed to be
held in this century are listed below:

Ist — 1975 London 8th — 1989 Sydney
2nd — 1977 San Francisco 9th — 1991 The Hague
3rd — 1979 Jerusalem 10th — 1993 Toronto
4th — 1981 Montreal 11th — 1995

Sth — 1983 Manila 12th — 1997

6th — 1985 Hamburg 13th — 1999
7th — 1987 Salt Lake

EXECUTIVE COMMITTEE MEMBERS
at the time of the 7th (1987) World Conference

A. Harry Passow (U.S.A.), President
Klaus Urban (West Germany), Vice President
Elena Konstat Birman (Mexico), Secretary
Aurora H. Roldan (Philippines), Treasurer

Elizabeth Adesokan (Nigeria)

Ken Imison (Australia)

Norah Maier (Canada)

Dorothy Sisk, Executive Secretary

SECRETARIAT

Dorothy Sisk, Executive Secretary
HMS412, University of South Florida

Tampa, FL 33620

EDITOR, GIFTED INTERNATIONAL
Dorothy Sisk

Membership in the World Council also brings the WORLD GIFTED Newsletter of
the World Council for Gifted and Talented Children plus the GIFTED INTER-
NATIONAL Journal, Trillium Press, Publisher, New York. For further informa-
tion on membership, materials, and other services, please write to:

World Council for Gifted and Talented Children
HMS412, University of South Florida

Tampa, FL 33620
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DEDICATION

To my wife, Dorothy, and our children, Craig, Stephen, and
Nancy and their spouses and families, for their continuing support
and interest and their sustained patience during the project’s full six
years: two years in successfully producing our team’s final proposal
which won the 1987 site; two for organizing and running the 7th
World Conference; and two to produce this new pathcreating book
about valuing, searching for, and tapping tremendous humanpoten-
tials world-wide.

Also dedicated to Robert Frost, in whose footsteps I once stood.
He was the Commencement speaker when his granddaughter, Robin
Fraser, graduated from Eastern Montana College in Billings. Years
later I also gave the Commencement speech there, introduced by
President Stanley Heywood. Afterwards, among others, I had lunch

with President Heywood and with Mayor Willard Fraser ofBillings,

Robert Frost’s son-in-law and Robin’s father.

Whenfaced with taking a less travelled way, some will considerit

less safe and less sound and will take the moretraditional way. This

choice, however, could have them miss invaluable opportunities

along the newer route. Robert Frost treated this phenomenon very
well in ‘‘The Road Not Taken’’:

Two roads diverged in a wood, and I —

I took the oneless travelled by,

And that has madeall the difference.

Robert Frost’s above lines sparked and catalyzed a new, sequen-

tial thought. By using ‘‘path’’ in place of ‘‘road’’ and byrestating

this thought a multitude of times, it finally became expressed as

‘*Pathcreating Rewards’’:

A third path, newly envisioned,

Though not yet blazed —

But once it’s pathcreated,

Twill makeall the difference

Over the second pathless travelled by —
So... this newly created third path

Will double the difference
Overthe first more travelled path.
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PREFACE

Gifted, Talented, Creative, and Leadership programs, such as

those presented in the 7th World Conference, can be viewed in at

least three ways. First, as a collective set of programs, they makea di-

versity of contributions as they work with and develop the children

and youth covered in their programs. Second, many of these pro-

gramsprovideserious new attempts that could be called explorations

and experimentations toward the improvementof education,a gener-

ally officially-unrecognized contribution. And third, as certain pro-

grams innovate and create new paths and processes and thereby dem-

onstrate that they work successfully, such programsare sufficiently

ready and could be implemented into other special programs for

other types of students or even into educational programsforall stu-

dents. In fact the theme of the 4th World Conference in Montreal on

many views of the gifted and talented for the advantage of all

children covers both the second andthird points above.

Unfortunately, such programs have hardly ever or have never

been recognized or supported financially for this second type of con-

tribution or for the third type by funding implementations into new

settings or by rewarding such implantations already accomplished.

Nonetheless, many new and effective ways have been found and used

for students in programs for gifted, talented, creative, and leader-

ship. From the more than 300 billion dollars spent annually for edu-

cation in the United States, funding of even very modest amounts has

generally not yet been obtained for these second and third types of

improved educational accomplishments by programsreportedin this

book.

The story of this 7th World conference began on a July 1983 trip

to New York City (one month before Manila’s 5th World Confer-

ence). Kathy Schell of our city’s Convention Center found the oppor-

tunity to bid to be the site for the 7th (1987) World Conference. Mil-

ton Gold of the World Council’s Secretariat suggested that they

‘‘contact Cal to work with them since he knew aboutand hadpartici-

pated in their series of World Conferences.’’ After being on the pro-
gram at the 2nd (1977) World Conference in San Francisco, I caught

a needed ride to Sacramento with Robert Swain, during which I

learned that he was the chairman of that 2nd conference. We never

dreamed then that we would eventually have that type of experience
in common.
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At the 4th Conf. (1981) in Montreal I attracted Dr. Luis Alberto
Machadoto attend and meet methere. He was the Minister for the
Development of (Total) Intelligence in the Venezuelan President’s
cabinet. Whenwefirst entered the conference hallway, he was imme-
diately recognized by Levcho Zdravchev from Bulgaria and by others
he had metin his worldwide traveling. After Edward de Bono and the
two of us had lunch, de Bonolet Machadogive a speech during part
of his full afternoon session. Zdravchev had his Bulgarian team
videotape Machado(and then me). Bruce Shore andhisstaff, alertly
sensed that Machado wasvery newsworthyandquickly hadreporters
from Montreal, London andelsewherewrite articles about him to the
world.

I had created a Montreal session by recruiting the Canadian
author of The Ulyssean Adult (which Lowell Bennion and I had re-
viewed for Psychology Today) to makea presentation just before
mine. Aurora Roldan, the designated chairperson for the Sth (1983)

Conference in Manila, attended oursession. After the 4th conference

I helped her recruit for her Manila 5th Conference Jean Houston, a

top speakerin the entire conference series. This completes my experi-

ences with the World Council and its Conference series before we dis-

covered the opportunity to bid for the 7th World Conferencesite.

With Kathy Schell, Pete Kutulas, and Virginia Anderson of our

Convention Bureau, westarted to prepare and send proposal infor-

mation to the World Council, but discovered that the Secretariat was

being reorganized and relocated. After that was finished, their final

proposal outline occurred and became available so that wefinally

submitted an official full lengthy proposal the last week in Decem-
ber, 1984.

Later in the Spring of 1985 we received a telegram from President

James Gallagher notifying us that our proposal and city had won the

contest to be thesite for the 7th World Conference. Then President

Chase Peterson of the University of Utah, the required main spon-

soring educational agency, wrote a letter of acceptance to the World

Council for Salt Lake City to be the 7th (1987) World Conference

site. As forthcoming chairman of the 7th (1987) World Conference,I

served as an ex officio member of the World Council Executive Com-

mittee and also made presentation at the 6th (August 1985) World
Conference in Hamburg.

There are four preliminary sections plus this Preface on: (1)

The World Council for Gifted and Talented Children, Inc. (at the

end of the 6th World Conference, Gallagher was replaced as Presi-
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dent by Passow. Both Bitan from Israel and Terrassier from France

went off the Executive Committee and Imison and Maier from Aus-

tralia and Canada replaced them); (2) The 7th World Conference Or-

ganization including Co-Sponsoring Organizations and letters sup-

porting the Proposal for 7th Conference Site (the other

Co-sponsoring Educational Institutions are listed approximately in

the sequence in which they joined this conference organization); (3)

A section on reactions of selected people to the Conference theme

and title of the book; and (4) The Acknowledgements.

Midway between the 6th and 7th World Conferences, a World

Council site visit to Salt Lake City was made in August 1986 by Presi-

dent Harry Passow, by five of the six Executive Committee

Members, and by the Executive Secretary, Dorothy Sisk. The site

visit was thorough in this coverage, the exchanges were helpful to

both the visited andthe visitors, and they deemedusat that advanced

time to be as ready as could be expected to finish planning and run-

ning the 1987 conference.

A tremendous amount of effort then occurred in organizing a

conference, arranging for appropriate locations and specific settings

in the total convention center conference and hotelfacilities and col-

lecting developing and publishingall the sessionsdaily in a very effec-

tive and colorful 88 page conference program. This all occurred

under the three vice-chairmen and the extremely hard working team

of Jeanette Misaka, Sally Todd and Ann Larsen. Such programs

from preceding conferenceshelped in this total project, as ours might

likewise assist future conferences.

In a certain sense, this is a volume of conference proceedings. Ina

larger, more unlimited sense, however, it is a provocative book on

very implementable types of creative, innovative, and inventive im-

provements in education—even undeniable major reforms. Our

post-conference flyer, which announced this forthcoming book,

listed the following educational challenges to improve the personal

growth of all creative, gifted, and talented students around the

world:

1. Give the highest priority to human resources (the greatest re-

sources) over natural resources, knowledge resources, and capi-
tal resources.

2. Needed: Effective educational policies for developing creative

potentials in students.

3. Test for multiple creative-talent potentials before teaching for

creative talents.
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4. Have a change of heart—focus on teaching people instead of
teaching for the knowledge learned, only temporarily, by stu-
dents —andthen letting forgetting reign.

5. Select new types of talent-focused teachers for developing crea-
tive talents and life competencies in all students.

6. To succeed, many dropout-prone and at-risk students need
schooling focused on their talent assets rather than on their
learning-and-returning of knowledge.

7. Select students into Professional Schools much more on whole-

brain and whole-person functioning than on knowledge-testing
and grade-getting.

8. Elected Leaders of Studentbodies and their performances con-

tinue to go unrecognized by G/T programs and by course cre-
dits and grades on official transcripts.

9. Do many High-IQ and High grade-getter students conform to

existing systems so much that they tend to become ‘‘perpe-
tuators of the past’’?

A first goal was that we wanted to put a great emphasis on crea-

tivity in our conference program based upon Utah’s ‘“‘total track

record’’ on creativity. Gina Ginsburg Riggs wrote President Harry

Passowa letter that creativity would be a good emphasis in the next

(7th) World Conference. Passow then suggested that we bring crea-

tivity in as the Theme,but not as part of the conferencetitle. Collec-
tively we worked on the Theme’stitle and its world impacts by em-

phasizing multiple potentials as follows: Expanding Awareness of

Creative Potentials. We also chose this as the book’stitle by adding
Worldwide at the end.

The second goal was to add other new features not highly focused
on in the past. One was to study the students already in

Technical/ Vocational education to see if such programsare primar-
ily calling for high-tech brain-powers needed to go with technical

subject matter and equipment. Only secondarily did we mean that

some academically gifted students should be sent to have technical

courses as enrichment experiences —maybeeven as remedial training

for them to obtain more whole-brain and whole-person development.
There was an emphasis on world-leading inventor presenters

along with descriptions of Young Inventor programs suddenly boom-
ing in U.S. classrooms. Also, whole-brain, whole-person approaches
emerged together with the importance and the need for top priority
of efforts focused upon untapped inner humanresources, including
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developing effective leadership in students. Another emphasis was to

feature future awareness as an antidote to future shock.

A very important concept introduced was to have well-designed

improvements in schooling that will increase wellness and decrease

illness effects on students. Other Utah contributions by world-

leading researchers provided up-to-date progress reports on thearti-

ficial heart work, including their moving now toward developing suc-

cessful Totally Implanted Artificial Hearts (TIAH).

The third goal was to have a Gala session the first afternoon

designed to create a spirited week-long, Rocky-Mountain-High con-

ference full of excitement, cheerfulness and friendliness. We featured
lively children and youth in a music-and-dance stage-show, vocal

and piano musicals, plus a parade of banners. (These are represented

in this book by excellent papers on creativity in music and on creativ-

ity in dance.) A motivational can-doer and do-doer speech was on

climbing the highest mountain across seven continents, plus a special,

inspirational slide show accompanying a Grand Finale.

Conferees told us that they had never seen so many energetic

children and youth as we had on the program andin thehalls per-

forming during breaks throughout the conference. All of these

created a lively, unifying and inspirational week-long climate of

welcomeness.

We encountered many unexpected, troublesome problems that

we never anticipated. Although our team included very experienced

people, throughout our conference we continually had manyexperi-

ences we’d never experienced before.

Weappreciatedall the help given to usto attract the largest single

attendance of the seven world conferences. This moreor less doubled

the attendance at most of the previous conferences except for the 4th

one in Montreal which we exceeded by over 40%. At one time we had

about 1,800 registrants, but with sizable cancellations, our final offi-

cial registration totaled 1,756, including 881 from Utah—Utahns

wereslightly more than half of the total (not counting all the elemen-

tary and secondary students and their parents who brought them).

Utah had 311 moreregistrants than the total number from all the rest

of the United States. There was some attendancefrom all the states in
the U.S.A. except Rhode Island and from all Canadian provinces ex-

cept three quite remote ones. Eighteen states in U.S.A. and three Ca-

nadian provinces each had greater attendance thanall but three other

countries of the 41 total nations.
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Onecancellation was unique. A teacher who had submitted a pro-
posal to be on the program wrote and said that she wantedto cancel
that proposal because she received another proposal which she chose
to accept—a proposal of marriage. Paul Brandwein, a splendid
speaker and a Victor Borge-like pianist-entertainer, cancelled early to
avoid the likelihood of having to cancel later because ofa seriousre-
curring family illness.

Members of our Advisory Board helped to recruit featured speak-

ers. Walter Talbot contributed his wide experience, wisdom, andvi-

sion to our team, along with his own most basic and fundamental

speech. He also recruited two other speakers: Sterling McMurrin and

T.H. (Ted) Bell, both former U.S. Commissioners of Education,

with Bell also having recently been the U.S. Secretary of Education.

McMutrrin’s paper wason ‘‘Talent and the Culture,’’ and Bell’s topic

was ‘‘Needed: Effective Educational Policies for Developing Crea-
tive Potentials in Students.”’

Carol Browning recruited two of the five most featured daily

speakers. They were Dick Bass, founder of Snowbird and the moun-

tain climber speaker in the opening Gala plenary session; and Alwin

Nikolais, highly honored internationally, especially in 1985 and in

1987, for his lifetime contributions to modern dance. He spoke in a

morning plenary session and then was a director with the Ririe-

Woodbury Dance Company in various dancing demonstrations in

the evening. He madethepointthatthe early ‘‘choosing’’ of geniuses

is a tragic burdening to those so chosen andit tells all of the rest that

they are not and will not becomegeniuses.

Vice-Chairman Keith Steck recruited Ned Herrmann to speak and

present creativity slides from the world of business and industry.
Herrmann nowhastherare distinction of being an invited plenary

speaker at successive 7th and 8th World conferences.

Jack Higbee of our Advisory Committee and Bruce Milne of

South Dakota, created probably a first in-the-world strand for

gifted, talented and creative students in Technical/ Vocational

schools and centers. Through Higbee’s leadership, students were

tested at the two Utah Technical (now Community) Colleges and at

Area Vocational Centers for talents in creativity, leadership, aca-

demic, and the arts. Technical College students had scores equal to

typical high school groups. In one Area Vocational Centerhalf of the

students sampled were above average in three or in all four of the

above high-level talent scores. This is noteworthy because a remark-
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able numberof highly multi-talented students were found in a high-

tech Vocational Center. These findingsillustrate that nothing is more

complex, High-Tech, and challenging than the brain— both in its

internal structures and processing and in its external potentials. In

USAthe 1990s will be the ‘‘Decade of the Brain.’’

Benjamin Bloom was recommended by Harry Passow and we

were fortunately able to obtain him as the Thursdayplenary speaker.

The largest single crowd occurred at Bloom’s session in the Sym-

phony Hall (which is practically the same size and seating arrange-

ments as exist in the Kennedy Center’s Symphony Hall).

On Friday, in the late morning, the final plenary (and conference)

session consisted of a distinguished international panel of 12 persons,

responding by ‘‘reporting backwards and looking forwards.’’ These

were Iraj Broomand and James Gallagher (former presidents of the

World Council), D.T.E. Marjoram, Robert Swain, Bruce Shore,

Aurora Roldan, Harald Wagner, (all chairmen or co-chairmen here

in sequence, of previous conferences) plus Erika Landau, Levcho

Zdravchev, Ruth Freeman, Cedric Taylor, and Sylvia Siqueria. The

latter five presented current programs and future prospects in dif-

ferent areas of the world. This final panel plenary session is located at

the end of this book.

John Raven’s remarkable article is immediately before thearticle

on the final plenary session. He says strongly that all nations and

therefore the World is at risk 1f nations don’t develop the talents and

career competencies of their students.

Early in planning our conference we had session on potential

logos. Timothy Sheppard,a visual-designer artist took the challenge

to create our colorful logo for the 7th conferencein ’87. Later, Shep-

pard designed the total cover to this book. His asymmetric arrange-

ment of the logo on the coverrepresents creativeness, the book’s em-

phasis. The artist’s verbal description of the logo is located inside the

front cover, along with our conference’s additional statement about
the logo.

At my 1967 summercreativity workshop, Arnold Toynbee, the

emi.ent British historian, stated that creative talents are the history

making talents in any field of human endeavor. Our conference

theme, including Toynbee’s historic definition of creativity, is pre-

sented on theinside front cover of his book The description of our

theme was concludedas follows:
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Our conference emphasis on creativity is in tune with

Thurstone’s early book, The Vectors of Mind, and with

Guilford’s two latest bookstitled Way Beyond the IO and Cre-
ative Talents.

L.L. Thurstone also developed multiple factor analysis, which led

him andhis wife, Thelma, to use his factor analysis methods to iden-

tify seven ‘‘Primary Mental Abilities.’ These seven were later ex-

tendedin his laboratory by them andtheir graduate students (includ-

ing me) into nearly 30 vectors (abilities) or what I prefer to call

talent-dimensions of the mind.

Thurstone wrote the first mathematical treatment on the vital

topics of Reliability and Validity of Tests. J.P. Guilford also wrote

extensively on psychometric methods. In addition, Guilford stood on

Thurstone’s shoulders by using his multiple factor analysis methods

and by tremendously increasing the numberof ‘‘talent-dimensionsof

the mind.”’

Guilford’s Presidential speech on Creativity at the 1950 Annual

Meeting of the American Psychological Association is the landmark

for the beginning of serious scientific research on creativity during

the second half of this century. Guilford’s Structure Of Jntellect

(SOI) model can alternately be likened to a Periodic Table of the

Mind. The model underwenta series of construction and reconstruc-

tion processes through his remarkableflexibility in conceptualizing

and his marvelousversatility in naming and describing his factors and

slabs.

His SOI model continually expanded and became more and more

complicated as it unfolded onto several two-dimensional pages. But

finally when ‘‘it folded up’’ into a three-dimensional model, it

became moreacceptable (and some apparently felt that it becamein-

creasingly simplified).

Morerecently he expanded his SOI model of 4x5x6 = 120 cells of

Contents x Operations x Products into a new model of 5x6x6 = 180

cells. One change was his splitting of Memory into two factors,

namely, Memory Recording and MemoryRetention. I kept in touch,

on-and-off, and here-and-there, with Dr. Guilford, including visiting

him at home a few times. Consequently, I contacted him early about

being on the World Conference program. Unfortunately, due toill-
nesses, he said he would not be able to travel and join us.
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A month and a half after our 1987 conference ended, I flew to

Los Angeles and phonedto visit him while there. However, his wife

said that it would not be wise because it would be too frustrating for

him in his veryill condition along with his poor hearingto try to have

worthwhile exchanges. Consequently, they were sent a copy of our

program as soon as I returned home,so she could show andexplain

to him the conference theme, and especially how we ended the theme

with his two latest books. Shortly thereafter, he personally composed

and typed a September 28th, 1987 letter to me in which he com-

mended Thurstone asbeing, to him, the greatest scientist in psychol-

ogy. Guilford ended his short letter as follows: ‘‘With youfor a more

creative world.’’ Sadly for us and the world, he died at age 90, two

months later on the Thanksgiving weekend.

Both Thurstone and Guilford were human measurementtheorists

and researchers, as well as implementorsinto practice. Their kinds of

workraise vital questions and open the way toward expanding and

changing the entire nature of the performances and characteristics of

students that should be and can now be developed and measured.

Their works thereby enable and facilitate major reforms and im-

provements in the schooling of students.

They are both mentioned again in my chapter. Very recently an

invitation from Brasilia requests a chapter from me on contributions

of psychology to education. In it I plan to expand considerably the

contributions of Thurstone and Guilford to education.

Before the conference, we were trying to recruit special speakers

without offering any of them an honorarium (but only traveling and

living expenses). We never added a requirement of producing a paper

afterwards, for fear it would deter them from accepting.

Wehadnearly 400 presentations and events on the scheduledpro-

gram and about 775 presenters, nearly 2 presenters per event. Theat-

tendees had a dozen or more presentations from which to choose at

every change of schedule. They thereby experienced having to make

repeated choices between excellent opportunities at each schedule

change.

This meant that from the several hundred sessions with one or

more personsper session on the conference program, an abundance

of papers were submitted by those whosawthe daily Call-for Papers

and took the initiative to meet the Call-for-Papers deadline. This

large advanced set of worthy papers included practically none of the
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speakers we had mostfeatured for gifted and talented. This was also
true for featured speakers we had workedhard to recruit for creativ-
ity and leadership and for futurists, technical / vocational, inventive,
and other fields.

When werecruited many featured speakers in creativity, leader-

ship, and these several other fields, we knew that nearly all of them

could not be scheduled to be most central in the conference program.

However, some of these speakers, less knownto the total audience,

have risen to become morefeatured in mostsections of this book.

Fortunately, we finally recruited and received written papers for

this book from key speakers in nearly all gifted, talented, creative,

leadership, and technical/ vocational areas. This required special ef-

forts, however, because most of these featured speakers werehere for

only a day or two at the most. Almost all of them never saw ourdaily

newsletters in which we announcedthe Callfor Papers. Being so busy

then, we failed to realize until long after the conference had ended,

that many worthy papers were coming in—but not coming in were

papers from the featured speakers.

A supportive moodwastakenforall those who showedtheinitia-

tive to submit a paper, knowing that some of them may be making a

first attempt at publishing, especially ‘‘to the world.’’ A positive ap-

proach was adoptedby notifying these authorstelling all of them that

we would accepttheir paperif they would both revise and rewriteit at

least once, reducing it to a much shorter length which we could af-

ford to publish.

Furthermore, our basic research has indicated that the revision

talent is a very central and vital one, both in communicating and in

creating effectively. This was designed to encourage them to learn to

rewrite, revise and shorten their work rather than risking its being re-

jected. Such an experience of complete rejection may occur on their

work perhaps elsewhere later—and they can then learn to live

through that.

The remaining task was to recruit as many papers as possible

from the people more featured in the program while asking that each

paper be kept to a reasonable length. The outcomeis that this book

now nearly parallels the diversity presented in almost 20 conference

program strands as well as reasonably covering the new ideas and

suggestions for educational improvements presented at the confer-
ence.

Guilford’s ending thoughtin his letter, ‘‘With youfor a morecre-

ative world’’, sparked us to ask others who had given support to our
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conference to write some of their thoughts about the theme of our

conference, as Guilford had done. Amongthese forepages we have

added anothersection on the reaction of a few highly selected other

people to the conference themeandtitle of the book.

After broad generalized statements from a key Senator on the

U.S. Senate Committee on Labor and Human Resources from which

Education obtains federal funding, we next started with the

Thurstones (Mrs. Thurstoneis still alive). Then we added Guilford’s

letter and a letter from Anne Roe of Harvard. Anne did superb

pioneering research work on eminentscientists and was the second

one, right after Guilford, to win the American Psychological Associ-

ation’s Richardson Creativity Award (including a $5,000 cash prize).

Another letter was obtained from Dr. Willem J. Kolff on our

campus, the Father of Artificial Organs and a second-year winner of

the new Japan Prize Award (of about $280,000). He already had

written an acceptance letter to speak, but then won another major

award to be presented in England at the same timeas our conference.

He apologized to us and submitted an excellent letter about the con-

ference theme as a substitute contribution. After these letters from

basic scientists, we have added letters from national and local

government and business leaders and from leaders in education.

The main part of the book has multiple sections that do not flow

in a logical straight line sequence. Instead, the structure has a long

center pole going upwards, with multiple branches as sections with

each branch going out in a different direction while going up the

pole. Each branch breaks out into a multiple dimensional fan shape
of its own to provide the total structure.

In another continuingseries of attempts, wetried to attract nearly

40 widely-known, unusual speakers, not counting the plenary speak-

ers. For many of those on the list of potential speakers, we realized

that we would have a low probability of success. Wefinally ended up

with having contacted nearly 80 people and produced two equal

length lists of people, one list of those who accepted and one of those

who declined. These two lists show how vast an effort was made by

our conference team to obtain the final lengthy list of world-class
featured speakers.

Myoffice spent considerable time especially in trying to reach and

recruit a large majority ofall of those who eventually declined as well

as working on many who accepted. For example, we received two

declining letters a few weeks apart from Bill Cosby. Unfortunately

we were not able to attract Robert Redford, an adopted Utahn busy
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filming in Africa, nor John Naisbitt, our former studentbodypresi-
dent known for Megatrends and for his ‘‘High-Tech and High-
Touch’’ language. We successfully had exchanges with Dr. Raisa
Gorbachev, a university teacher in Moscow, and President Coray
Aquino but neither one was able to accept—and Kris Aquino’s
mother would notlet Kris leave school as her substitute to be on our
program.

With great help from our Ambassador to Japan, Mike Mansfield,

Montana’s former U.S. Senator, we tried to recruit a speech on

Japan’s beginning program on creativity-in-education from Presi-

dent Nakasoneorhis representative, but we never received a positive
reply.

Jonas Salk and Senator Bill Bradley almost decided to come but

eventually other commitments prevailed. Likewise, Edwin Land,

founder, president, and research director of the Polaroid Corpora-

tion and their inventor of Polaroid cameras with rapid and con-

tinually innovative improvements, kept the decision open for months

before declining. Earlier we had quoted oneofhis great insights from
Fortune Magazine, April 1959, as follows:

I find it is very important to work intensively for long hours

when I am beginning to see solutions to a problem. At such

times atavistic competencies seem to come welling up. You are

handling so many variables at a barely consciouslevel that you

can’t afford to be interrupted. If you are, it may take a year to

cover the same ground you could cover otherwise in sixty

hours.

Alexi M. Matjushkin was the first Russian speaker at any of the

seven world conferences, through invaluable help from Frank Barron

and Dorothy Sisk. We also attracted important leading educators

from 40 other nations in most parts of the world.

A bonus of dream-like experiences emerged when an invitation

from Dr. Elizabeth Suzuki of the Suzuki Foundation asked meto

preview our 7th World Conference during May 1987 in South Amer-

ica (myfirst trip below the Equator). Almost immediately after arriv-

ing in Buenos Aires, I gave a stream of speeches to different audi-

ences, with a discerningly bright, Argentinean girl being my

interpreter. We used a successive translation method by myspeaking

aloud briefly, then with her translating aloud. This worked

remarkably well, with each successive speech turning out to be dif-
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ferent because I had time between translations to think and plan

where to go next and what to say. That day, an entirely new flow of

ideas occurred in each successive speech, including at my last Rotary

Club Speechstarting after a 10:30 p.m. dinner and then going on into

the night.

The second day was a large conference, along with other South

American speakers and with audience members from Chile, Para-

guay, Uruguay, and Argentina. After these two full days of speeches,

the assignment for mytranslator, Maria Inez Reser, to work with me

had ended so as she departed, I thanked her for her excellent work.

Later after being returned to my hotel room, I unexpectedly heard

myself whispering ‘‘I have lost my voice.’’ Then I realized that I’d

become a very handicapped personin a foreign land. But what I had

really lost was the Spanish-speaking voice of myeffective listener and

efficient translator.
The next morning, four educators from Montevideo and I

worked in Dr. Battro’s lab where he uses computer approaches to

search for hidden talent assets in brain-damaged persons. That eve-

ning, I flew to Sao Paulo (the largest city in the Southern

Hemisphere) where my former student, Paulo Perisse, had made

contact with Therizinha Fram who had organized a late dinnerdis-

cussion meeting amongseveral Brazilian leaders. The following day,

underthe leadership of Therezinha Fram andSylvia Siqueria, I spoke

to 125 educators from around Brazil. En route home, another former

student, Janet Holland and her husband, met mein Rio de Janeiro

between planes and drove me around mainly at twilight to see that

famoussceniccity.

A disappointment was that a group of U.S.A. developmental psy-

chologists produced a national professionally-honored book, The

Gifted and Talented: Developmental Perspectives. We invited the

two editors of the book and other chapter authors to have one of

them—or someother chapter author(s) —to bring the new contribu-

tions in their developmental psychology book and report them to the

world through our conference. Unfortunately, no great interest in

getting someoneto respondpositively to this opportunity was shown

by any of them.
A more favorable note was that the Talents Unlimited project,

built upon our totem pole concept and which we sparkedinto exis-

tence in Mobile, Alabama, readily qualified to be on the National

Diffusion Network of the U.S. Department of Education. With the
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help of the additional federal funding available in every one of our
states, the Talents Unlimited teaching method was the most widely-
adopted program throughout our nation during the 1987-88
year —and the project has had adoptions in 49 of our SO states.

In the sustained Utah creativity movement we have had manyex-
pert consultants from our region and from afar to contribute earlier
in one or many waysto this movement and creativity conference.
Over one hundred different researchers on creativity have partici-
pated in our nine Utah sponsored research conference series on
creativity. Almost countless others have presented andcontributed in
our 25 or more summer Creativity workshops and Talents Unlimited
Creativity workshops held primarily here but also in California,
Iowa, and Hawaii.

These consultants include U.S. Senators; the main founder and
then director of the Kennedy Centerin the Arts; the Director of our
National Inventor’s Council who invented the Guidance System
which tookthe first astronauts to the moon and which wascrucial in
makinga safe landing there; our nation’s pioneer on Creativity in the
Arts; ‘“‘The Father of the Transistor Revolution,’’ the author of
‘*The Process of Education;’’ the ‘‘Father of Research on Stress;”’

etc. Brief paragraphsof highly important ideas for the world by two
others, Arnold Toybee and Alberto Luis Machado,are reported at
the first of the Final Plenary Panel Session at the end of the book.

As final afterthought, we apologize for not having the fore-

thought to invite the next two chairpersons, Maureen Robinson and

Franz Monksof the 8th & 9th World Conferences in Sydney and in

The Hague,to be the last speakers on the plenary panel to give a brief
preview of the preliminary plans for their conferences.

Also, a tradition started once muchearlier in the conferenceseries
could have beenreinstated at the immediate beginning of our confer-

ence if we had discoveredit earlier. The appropriate representative of

the preceding conference would have opened the new conference on
stage by delivering something appropriate (perhaps like a World

Olympic baton) to the next conference’s leader. This would be an im-

portant signal of the ‘‘change of leadership’”’ together with the con-
tinuity of the conference series.



LETTERS FROM INDIVIDUALS

ON THE 7TH WORLD CONFERENCE THEME

It is a pleasure to congratulate the 7th World Conference on

Gifted, Talented and Creative children on the publishing of the con-

ference proceedings. Its theme, ‘‘Expanding Awareness of Creative

Potentials Worldwide,’’ is also the key to our continued growth not

only in Utah and the nation, but also the world community. I am

pleased to note that this recognition is spreading internationally.

The ideas and energy of each participant in this conference went

into making the 7th World Conference a success. The concepts that

were discussed and expanded upon during the conference and that

have now been put into this book will serve to guide policy makers

around the world.
We must rememberthe importance of unlocking and using crea-

tivity in solving problems. We can notallow ourselves and our coun-

tries to be bound bytraditional ways of measuring academic success

without seriously considering the more important aspects of creativ-

ity and leadership. Each of us knows someone whohasexcelled in

life and made major contributions to his community but was not a

star student by traditional measures.

The great English historian Arnold Toynbee said in a speech in

Utah that creative talents are history-making talents. It is important

that our educational systems recognize that there are manyaspects to

success and that there is yet much to be doneto utilize this untapped

resource.

We must all join together as we approach the next century and

recommit ourselves to harnessing this untapped power ofcreativity

and leadership.

Senator Orrin G. Hatch

U.S. Senate, Washington D.C. 20510-6300
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L.L. (Louis Leon) Thurstone and Thelma Gwinn Thurstone, his
wife, worked closely together as a research team from 1924 until
1952. Both Thurstones had an abiding interest in creativity. Hers was
displayed in her career-long activities dedicated to recognizing and
developing the talents of gifted children in the public schools in
Chicago and elsewhere. She also serves as a trustee of the Jnstitute
for Behavioral Research Jn Creativity (IBRIC), as did J.P. Guilford.

The Psychometric Laboratory at the University of North Caro-
lina at Chapel Hill was founded by Professor L.L. Thurstone in
1952, following his retirement as a Distinguished Professor from the
University of Chicago. After his death in 1955, Dr. Thelma
Thurstone served as Acting Director of the Laboratory for two years.
In 1967, the name of the laboratory became the L.L. Thurstone
Psychometric Laboratory in honor of the founder.

L.L. Thurstone was a talented child who developed into a highly

creative psychologist. As ahigh school student he wonfirst prize in a

geometry competition, thirty dollars, with which he purchased sev-

eral items including a box Kodak which wasthestarting point for a

lifetime of creative photography, his principal hobby.

As an engineering student at Cornell, Thurstone studied machine
design and becameinterested in visual-motor coordination and in the

human learning function. He developed a new design for a motion

picture camera and projector that he demonstrated before Thomas

Edisonin his laboratory at East Orange, New Jersey. Uponhis grad-

uation from Cornell with a degree in mechanical engineering, he ac-

cepted an assistantship in Edison’s laboratory. Thurstonelater noted
that ‘“Thomas Edison seemed to havea startling fluency of ideas,

which often ranged far from the immediate problem. He seemed to

have an absolutely endless array of stories; very few of them werefit

for publication. If problem-solving ability is to be studied scientifi-

cally and experimentally, it would be advisable to includestories of
different kinds of fluency.”’

As a psychologist, L.L. Thurstone made seminal contributions to

intelligence theory, psychometrics and the theory of psychological
measurement, human learning, multiple factor analysis, primary
mental abilities, the measurement of temperament, and the study of

creative talents. The research on temperament and creativity con-

tinued actively after his arrival at UNC at Chapel Hill.
Again, Mrs. Thurstone, Lyle V. Jones, Director, John B. Carroll,

former Director, and other staff members of the L.L. Thurstone
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Psychometric Laboratory applaud and support continuing interests

and activities related to the identification, understanding, and foster-

ing of creative talents.

Letter on L.L. Thurstone by Lyle V. Jones

Director of the L.L. Thurstone Psychometric Laboratory

University of North Carolina at

Chapel Hill, Chapel Hill, NC 27599-3270

Thanksa lot for sending us the account of your monstrous Con-

ference at your University. Your very unusual experiences in han-

dling conferences have showntheir effects.
I was touched by your mentioning me with Thurstone as pioneers

in research on creative talents. You might have also mentioned

Taylor and Carroll, who broke the ice on that line of research.

I have always regarded Thurstone as the greatest scientist in

psychology. Too bad that he did not receive this recognition.
Having passed my 90th milestone, I attend no more conferences.I

keep several doctors going at the UCLA Hospital, which I visited on

three stays last year. You seem to have kept your youthful vigor.

With you for a more creative world.September 28, 1987

J. P. Guilford

509 N. Rexford Drive, Beverly Hills, CA 90210

Thanksfor letting me know more of what you have been upto in

the 7th World Conference. It looks as though you and your team

have been very busy, indeed, and are really getting ahead with more

work oncreativity. Congratulations!

Since I have not been active for someyears, I don’t feel I can con-

tribute anything new to the conference. But I should call your atten-

tion to a book I think persons working on the developmentof crea-
tive minds should find of interest. This is Simple Curiosity, edited by

Leo Laporte and published by the University of California Press.

The contents are the letters written by my husband, George Gaylord

Simpson of Harvard, to his family and particularly to his sister,
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Martha, beginning when he wasin his teens. I don’t need to remind

youthat he was the top manin hisfield of paleontologyin his genera-

tion. Leo discoveredhis letters at the American Philosophical Society

to which Martha had given them, copied and annotated them and

they have madea lovely book. All of G’s professional papers have

gone to the Society.

Leo was doing research for some years, as heis writing a biog-

raphy of my husband. Whenpublished,it will be interesting to com-

pare it with my husband’s autobiography, Concession to the Improb-

able: An Unconventional Autobiography, Yale University Press.

Best wishes for more successes in moving creativity ahead in the
world.

Anne Roe

6653 East Carondelet Drive, Tucson, AZ 85710

Editor’s other suggested readings:

AnneRoe (1953) The making ofa scientist. New York: Dodd, Mead.

Anne Roe (1959) Personal problems and science. In C.W. Taylor

(Ed.) The Third (1959) research conference on the identifica-

tion of creative scientific talent. University of Utah Press, Salt

Lake City, UT 84112. Also in C.W. Taylor and F. Barron

(Eds.) (1963), Scientific creativity. New York: Wiley.

Anne Roe (1972) Maintenance of creative output through the

years. In C.W. Taylor (Ed.) Climate for creativity. Elmsford,

N.Y.: PergamonPress.

Among the Professors of Internal Medicine in the Netherlands

was one who was world famous. His name was connected with a

bilirubin reaction that was used world-wide. When oneof his young

assistants gave him a paper, he would say, ‘‘Mr. so and so—have

you secreted yourarticle? Put it away for six months andthen lookat

it again. It will look quite different to you then.”’

The other professor was Polak Daniels, my chief. He was not
world famous. However, when I went to him with an article on a sub-
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ject that he knew little about, he would study that subject and then

give me the best possible advice. When youfollow the careers of the

internists the two professorshavetrained,the difference in their crea-

tivity is immediately apparent. We need creativity now more than

ever, and we need to impress upon the creative students that they

should express their views and that their voices must be heard orthe

Democratic process will not work.
Manyyearsafter I had created anartificial kidney, I was told that

the United States could never afford to take care ofits citizens in end

stage renal disease. Then a creative man dialyzed himself inside the

Capitol Building in Washington, D.C. A law waspassed that recog-

nized end stage renal disease as a financial catastrophic disease. Since

then, Social Security pays for 80 percent of the costs of this disease.

Then I madeartificial hearts, and I was told that the United

States can never afford to provide artificial hearts for 35,000 to

50,000 people per year.
The more creative minds amongus should clearly express that our

priorities are wrong. SDI (Star Wars) wasinitiated without study,

without consulting the Chiefs of Staff. The science writer in the

White House had four days to advocate it. The Military Industrial

Complex supports SDI out of self-interest. The large defense con-

tractors have subcontractors in every voting district of the United

States. SDI is scientifically unsound, practically unworkable, psycho-

logically dangerous(it invites the first strike from the other side) and

financially catastrophic.

Nowis the time to tell our Congressmen and the new President

where ourpriorities are. The Association of Concerned Scientists has

written a brochure which indicates what questions we should ask our

politicians. There must be a more creative solution to the world’s

problems than vaporization ofusall.

Willem J. Kolff

Dumke Building, University of Utah

Salt Lake City, UT 84112

Physicians for Social Responsibility, 1601 Conn. Ave., N.W., Suite

800, Washington, DC 20009, International Physicians for the Pre-

vention of Nuclear War, Inc., 225 Longwood Avenue, Boston, MA

12115
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It is a pleasure to share in your concern for ‘‘Expanding the

Awareness of Creative Potentials’’ in our gifted, talented, and crea-

tive children. We are united in the conviction that today’s children

are tomorrow’s hope and, with guidance and inspiration, can, in-

deed, be the salvation of our society and world.

In the four decades since the Fulbright Program wasestablished

to foster international understanding our world has also been

traumatized by terrorism. Yet, the vicious inhumanity we have

witnessed brings a concomitant of determination to create a world

free of conflict.

On many fronts—in the Fulbright Program andin such meetings

as your 7th World Conference —wehave taken strong, forward steps

in our journey, and I am convinced that wewill continue to progress

as men and women of good will—human beings of all races and

creeds and nations —travel together in hope.

It is heartening to know that your conference participants recog-

nize that our greatest resource is found in the minds andhearts of our

young people. For above and beyond the good earth andits natural

resources is this magnificent reservoir of brain power found in the

youth of the world whoin a few years will becomethe leaders around

the globe.

This brain power must be harnessedif it is to be truly effective

toward finding solutions to social problems so that we maylive more
harmoniously and productively.

As we approach the dawn of a new century, the signals are clear.

A gigantic task lies ahead. I congratulate you on your concern for the

children whowill plot our future course and on your program to de-

velop to their highest potential those with the special gifts and talents

our world so desperately needs.

I regret that I cannot be with all of you in person. 8/1/87.

Former U.S. Senator J.W. Fulbright

Hogan & Hartson, 815 Connecticut Avenue

Washington D.C. 20006-4072

Letter obtained with the assistance of Michael Fagin.
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The children of this generation face educational challenges and

competition on levels not even imagined only a few years ago.If they

are to succeed in our modern environment,it is imperative that they

learn to utilize their creative talents. I am delighted that the 7th

World Conference on Gifted and Talented Children, held in Salt

Lake City, focused on expanding the creative potential of gifted

children. This is an exciting area for these children personally and a

necessity for educators if future excellence on a state and national

level is to be achieved.
These gifted, talented, and creative individuals are a valuable na-

tional treasure. Great benefits will come to society as a whole as

parents and educators learn to unlock these doorsto creativity. Indi-

vidually, their lives will be enhanced if they live and learn at full

potential.
I salute your efforts and know that the information and shared

ideas that came from the conference will be valuable as both educa-

tors and parentsstrive to help individuals discover, utilize, and enjoy

their creative potential.

Governor Norman H. Bangerter

State of Utah

Salt Lake City, UT 84114

Expanding Awareness of Creative Potentials World-wide, the

theme of the recent 7th World Conference on Gifted and Talented

Children, becamea reality in many ways. Within the state of Utah,

during preparations for the conference, successful collaboration

evolved among the major universities, the Utah State Office of Edu-

cation, vocational/technical schools, advisory organizations, public

school teachers, and talented young students. Collaboration among

these groups produced impressive and creative results as well as new
friendships.

Jeffrey R. Holland

former President of Brigham Young University

Provo, UT 84602
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Salt Lake and Utah were very fortunate to have the ‘‘Expanding

Awareness of Creative Potentials World-wide‘‘ conference held in

Salt Lake City in 1987. It is interesting that our state was selected for

this conference since we have longprided ourselves on creativity, am-

bition, and education.

I have had several people who attendedsessions of the conference

indicate how pleased they were that this world-wide focus on devel-

Oping creative and gifted children was held. There is a concurrence

that this part of our society has been neglected, and in fact, this is a

segment of our population that needs careful nurturing and

assistance. Since the conference I have had the opportunity to secure

articles on the subject and find that the activation and cultivation of

the potentials of exceptional individuals is a fascinating topic.

The Chamber of Commerce is grateful to Calvin Taylor, the

member of the Executive Board andall those who those who worked

not only to bring the conference to Salt Lake City but to makecer-

tain that it was the outstanding success that it appeared to be. You

are great corporate citizens and we appreciate you very much.

Fred S. Ball, President

Salt Lake Area Chamber of Commerce

Salt Lake City, UT 84111

Utah students and educators continue to benefit from the stimu-

lating and insightful sessions of last summer’s 7th World Conference

on Gifted and Talented Children held in Salt Lake City. It would be

difficult to measure, of course, the full impact of this five-day con-

ference on the hearts and minds of hundreds of Utah educators par-

ticipating, but to the extent that creative potential has been unleashed

in teachers it should be multiplied manytimesover in their students.

Utah universities, colleges, and schools enroll thousandsof highly

creative and talented students, and I commend you and yourassoci-

ates for bringing this World Conference to Salt Lake City, where we

were able to interact with educators from around the world con-

cerned with the development of creative talents in students. Our
greatest resource lies in humantalent development, and I am pleased

to see a growing emphasis on promoting the creativity and advance-
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mentof gifted and talented students. It seems to me that a dispropor-

tionate share of our resources have gone toward mainstreaming those

with lesser abilities. While these latter efforts are important in a dem-

ocratic society, and cannot be ignored, the future economicprogress

of this country depends upon discovering and developing the creative

potential not only of every person, but particularly of our brightest

students.
I look forward to reading the published proceedings of this im-

portant conference and wish you continued success in promoting

creative excellence in the future.

Commissioner Wm. Rolfe Kerr

Utah System of Higher Education

355 West North Temple, 3 Triad Center, Suite 550

Salt Lake City, UT 84180-1205

As a participant in the 7th World Conference on gifted, talented,

and creative children, I would like to express appreciation for those

responsible for the theme of the conference, ‘‘Expanding Awareness

of Creative Potentials World-wide.’’ I have had an interest in creativ-

ity for a long time.

That interest was whetted by reading a numberofarticles and

reports. The first articles were penned by Dr. Calvin Taylor of the

University of Utah wherein he demonstrated that there waslittle con-

nection between academic careers of medical doctors andscientists;

that is, academic achievementdid not necessarily predict capacity for

creativity in the lives of these two significant groups. Also, for a

number of years the American College Testing Program focused on

creativity in its annual reports. I read with care each of these reports

from their inception; and based on extensive data, the leaders and re-

searchers at ACT could report a low correlation between academic

achievement and creativity, no matter how defined. These studies

show that we humansare very complex with many dimensions to our
capacities, talents, and general potential.

Too often, we concentrate on those talents which reflect conver-

gent thinking—the capacity to reflect what one has seen, heard, or

read. Not enough premiumis placed on divergent thinking, or capac-
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ity to see the unusual; to conceptualize the novel; to envision what

can be, but has notbeen. Very often at the Bell labs, at NASA,in the

medical andscientific labs of the country, breakthroughs come from

those quarters from whichit is least expected —from individuals who

did not show high potential for academic achievement. And yet

often, these are the very individuals who can see through,across, or

around barriers that are impenetrable to the previously defined high

achievers. The World Conference was an excellent forum within

which to explore the diversity and the wonder of the human mindin

Operation on a grandscale; and high praise needs to be afforded to

those individuals who do not conform to pre-established norms,

norms which themselvesreflect limited imagination and creativity.

Stanford Cazier, President

Utah State University

Logan, UT 84322-1400

It has been our pleasure to participate in a World Conference on

Gifted and Talented Children. Salt Lake Community College is

doing everything possible to cause ourtitle to becomea reality. Our

mission statement refers to our communities and the possibilities of

helping all that desire to expand their capabilities and to reach their

fullest potential. We agree with the Utah State Senate Resolution

wherein they state... . ‘‘creative thinking capacity is a terrible thing

to waste .. .”’ and wherein they also encourage innovative methods

of teaching and reaching the creative and talented individuals.

We’re grateful to those creative individuals who workhard to re-

mind us of the creative talents that are not developed becauseoftra-

ditional methodsof instruction and motivation. We look forward to

being able to participate in new and innovative methodologies

wherein ‘‘ . . . the developmentof creative talents improvesthelike-

lihood of success in the world-of-work.”’

Therefore, may we confirm our support for such creative and

gifted innovators who cause helping relationships to occur. Carl

Rogershas defined a helping-relationship as a ‘‘relationship in which
at least one of the parties has the intention of promoting the growth,

development, maturity, improved functioning, improved coping with
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life of the other . . .”? he continues with ‘‘. . . more appreciationof,

more expression of, more functionaluse of the latent inner resources

of the individual.’’ We are dedicated to helping relationships.

O.D. Carnahan, President

Salt Lake Community College, 4600 South Redwood Road

Salt Lake City, UT 84130

Since becoming a professor, twenty-five years ago, I have become

acutely aware that learning institutions can, like other institutions,

become rigid. In order to get things done we establish rules and

standards and proceduresto facilitate laudable goals. Usually these

systems work. They get people registered, advised, tested, assigned,

evaluated, and eventually credentialed.

There are times though when the systems are insensitive or even

obstructive. I remember one of my faculty colleagues who was a most

productive artist. It is said of him that he did not get along with the

school system. An alert teacher simply let him draw all day. He never

did learn much else. And he never entered a graduate program. Yet

he was exceptional in creativity.

I’m not about to let every objector skip the ‘‘hoops’’ by merely

saying, ‘‘But I’m creative.’’ Nonetheless, I am aware that the

‘‘hoops’’ were not set up with creativity in mind.

Personally, I belong to the school of thought that creativity is

fairly widespread. I grew up thinking the opposite. I surmised that

there were about a dozen great pianists in the world, and about the

same in each field, painting, sculpture, writing, science, etc. I cer-

tainly did not feel there was a chance I could ever create. I’ve

changed my view. Insecurity, discouragement, timidity and routine

can suppress fledgling attempts too easily. It’s a shameto arrive at

age fifty and only then dareto create.

So I applaud refreshing attempts to open the windowsin ourin-

stitutions, to attempt the maverick, to encouragecreative individuals

who need freshness, to nurture talent early, to promote diversity. It
will be a rough, even lonely trail, but it is worth it.

It has been mypleasure, as I have worked throughout the United

States, to often brag about resources of Utah, one of which is Calvin
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W. Taylor, known here as ‘‘Mr. Creativity.’’ And all of us in this

state, as well as many throughoutthe nation, have benefited from his

cogent resources of creativity. We have also benefited because heis

an action-oriented man and has been promoting innovations in edu-

cation to allow creativity to become one of our goals. Too often,

creativity has suffered from bureaucracy and organization.

For twelve years I served as director of an Honors Program and

became keenly interested in gifted and talented work in the public

schools, so I am pleased to be among those who Dr. Taylor consults.

The 7th World Conference on creativity was a landmark for our

state, and we are anxiousto help its impact to continue. I am deeply

concerned that the current mindset of tax rollbacks could undermine

what progress has been madein gifted and talented programsat the

public education level, and in honors programsat the college level.

Weare very much interested in supporting efforts which aim at

flexibility and stimulation for creative people.

Douglas D. Alder, President

Dixie College

St. George, UT 84770

Good times are ahead for education of the gifted, creative, and

talented. This appears to be the year of funding for the ‘‘Gifted and

Talented Students Education Act’’ in both the U.S. House and

Senate. Moneyfor gifted education is not new, but funding an edu-

cational philosophy of multiple intelligences and creative talents in

the making is a very young field requiring different approaches

through continuing research and development. Although now the

likelihood of around $25 million as an annual appropriation is about

the same expenditure allowed for gifted education some twenty years

ago, at least the movementis once again backto national recognition

with federal funding.

It has long been argued that education for the gifted should be by

a differentiated curriculum. But if it is, does this imply that gifted

students would study and know content andskills that others do not?
It has long been mypleathat the gifted, creative, and talented move-

ment serves well for another purposeso it should be separately sup-
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ported as a strongfield-test ground, ultimately to provide better edu-

cation for most other students. Research is needed to find out what

parts of a differentiated approach could be put in force and to what

degree across the curriculum of every school and classroom. We as

yet do not knowthesethings, yet it should be expected educators will

be attempting to find out. The movement, the leaders, the teachers

and students cannot enclose themselves with an isolated format ap-

pearing to others in education as anelitist group.

Wehavebeen there before and have been openly criticized. Cer-

tainly those in this field are distinctive and very important, but

should not attempt going it alone. What is donein gifted classrooms

should certainly be incorporated, to some degree at least, in most

other learning experiences and environments. Even distinctive and

differentiated, we are going to needthehelp ofall the specialists in

education to come up with more anddifferent ideas for better learn-

ing. Answersarestill not known and tremendousresearch efforts are

needed for discovering ways to expandthe potentials of all students;

gifted and creative, normal and average, low and underachieving. As

J.P. Guilford before his untimely death late in 1987 stated in a letter

about the 7th Conference Theme, ‘‘with you for a more creative

world.’’ It is my deepest hope that the World Conferences continue,

and in future years more will become known aboutgifted and crea-

tive potentials across expanding groups of children and adults.

Frank Williams

P.O. Box 1143, Newport, OR 97315

June 11, 1988

Editor’s Note: When on leave as a faculty member in Aeronauti-

cal Engineering, San Jose State University, Frank Williams came to

our campusand obtained his doctorate. While here, he helped me in-

itiate summercreativity workshops and wasco-editor with me (1966)

on Instructional Media and Creativity, a report of the sixth (1964)

Utah Creativity Research Conference. Two of William’s best refer-

ences are: (1) The Cognitive-Affective Interaction Model for Enrich-
ing Gifted Programs (1986) in Joseph S. Renzulli (Ed.). Systems and

Modelsfor Developing Programsfor The Gifted and Talented. Crea-

tive Learning Press, Inc., Mansfield Center, Connecticut 06250; and

(2) A Magic Circle (January/February 1988) G.C.7., pp. 2-5.
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I appreciate the opportunity to comment on the themeofthe 7th
World Conference on Gifted and Talented Children. Being a native
Salt Laker and a University of Utah undergraduate, I worked with
Calvin Taylor —moreat that time on Architectural Psychology than
on Creativity. In August, 1987, a conflict in my schedule unfortu-
nately caused me to miss

a

literally world-class conference on gifted
and creative education (anda visit to my family andrelatives in Salt
Lake).

The Conference theme, ‘‘Expanding Awareness of Creative
Potentials World-wide,’’ is especially meaningful to me. For two
decades, I have been on my soapboaxtelling audiences of college stu-
dents, teachers and parents that the most importantstep in becoming
a morecreative personis increasing ‘‘creativity consciousness’’; i.e.,
increasing awareness of the importanceof creative development for
becoming a more complete, moreself-actualized humanbeing.

Whenoften asked, ‘‘Can creativity be taught, or is one born with
it?” I, of course, answer yes and yes. No amountofcreativity train-
ing will create a Michaelangelo or a Da Vinci, but everyone can learn
to use the creative abilities they already possess. And the most impor-
tant step in using one’s creative abilities is becoming more aware of
one’s Own creative potentials.

To strengthen creativity, my book, Creativity is Forever, most
strongly recommends(1) raising students’ awareness of creativity,
partly by helping them understanding the topic of creativity; (2) in-
volving students in creative activities, such as Future Problem Solv-
ing and Odyssey of the Mind; (3) reinforcing creative traits, such as
confidence, humor, adventurousness, and openness to new experi-

ences; (4) helping students learn to use creative thinking techniques,
which every creatively productive person uses, consciously or un-

consciously; and (5) strengthening creative abilities via classroom ex-

ercise, for example, with brainstorming and ‘‘What would happenif
..2”’ problems.

Congratulations to all of you on a fine conference. You went

right to the heart of what should be a numberone concern of every

G/T program—raising awarenessof creativity.

Gary Davis

University of Wisconsin at Madison

Madison, WI 53715
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New York, New York 10027

Welcoming Remarks to the 7th World Conference

As President of the World Council for Gifted and Talented

Children, Inc., and in their behalf, I want to welcome youto this, our

Seventh World Conference on Gifted and Talented Children. In

1975, under Henry Collis’ leadership, the First World Conference on

Gifted convened in London at which time it was decided that regular

biennial conferences should be held, and that a World Council

should be formed (which officially occurred toward the end of the

Second World Conference in San Francisco, California). Since the

Second Conference, other World Conferences have been held in

Jerusalem, Montreal, Manila, Hamburg, and now, Salt Lake City.

It seems very appropriate that we are meeting in Salt Lake City to

explore the theme, ‘‘Expanding Awareness of Creative Potentials.’’

1. Passow was very active not only as President of the World Council, but also in four other

sessions in the program. Copiesof his other four papers can be obtained from him or from me.

They are: Designing a Global Curriculum;Issues in Evaluating Curriculum for the Gifted and

Talented; Advanced Placement Program and Curriculum for the Gifted; and Educating Gifted

Persons who are Caring and Concerned.
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More than three decades ago, starting in 1955 and continuing into
this decade, nine successive University of Utah sponsored Research
Conferences on ‘‘Creativity’’ were held under the leadership of
Calvin W. Taylor. I have a copy of the volume, Scientific Creativity:
Its Recognition and Development which consisted of papers selected
from the first three Utah conferences. Frank Barron, Benjamin
Bloom, Brewster Ghiselin, and E. Paul Torrance are among the con-
tributors to that volume. Cal Taylor concluded his preface to that
1963 publication by noting:

There has been sufficient demonstration, as illustrated in this
collection of papers, that useful research has been and can be
done on many different aspects of creativity, from the elemen-
tary schoolroom through the universities and into various
research installations and professional activities. In fact, a great
variety of study designs on a wide range of characteristics has
been accomplished in the prediction, and many different at-
tempts have been made in the education and training. Conse-

quently, it can no longer be said that fruitful research cannot

be done on creativity. Instead, there are now manylead to pur-

sue at this relatively early period of serious scientific research

on creativity . . . (Taylor and Barron, 1963, p. xix).

In his foreword to a 1980 publication titled Creativity Research:

International Perspective, edited by M.K. Raina of India’s National

Institute of Education, J.P. Guilford wrote:

This volume provides substantial evidence that there is indeed a

‘‘creativity movement’’ and that it now has nearly world-wide

proportions. This is a hopeful situation, for a world population

of creative problem-solvers should be more productive and

happy as well as more self-confident and more tolerant and,

therefore, more peaceful. It can more readily solve its increas-

ingly complex problems... (p. v).

Amongthe objectives of the World Council for Gifted and Tal-

ented Children, Inc., are these two: ‘‘To initiate, conduct, and sup-

port researchinto the nature of giftedness, talents, creativity, and the

education and development of gifted children; to disseminate
research findings,’’ and ‘*To assemble, for an exchangeof ideas and

experience, people from all over the world interested in the gifted and

talented.’’ Today, we open a world conference during which wewill
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have hundreds of presentations, papers, discussions and exchanges

on giftedness and the nurturing of creative potential from persons

from many different nations. There are some seventeen strands

which run throughout the conference with dozens of sessions sched-

uled within each strand. There are plenary sessions in which major

figures in the field are sharing their research and thinking. In assem-

bling here in Salt Lake City, we are all contributing to fulfilling the

goals of the World Council while extending our owninsights and

understandings of the nurturance ofcreative potentials.

During the week, weall have a rich menu from which to choose

and wewill all have difficulty making our selections. I urge all of

you, in making your choices of which sessions to attend, to keep in

mind the cross-national and international nature of these World

Conferences whichis uniquein thefield of gifted and talented educa-

tion so that you broaden your perspectives. And finally, I urge you to

join the World Council for Gifted and Talented Children so that you

can continue exchanging ideas and experiences with people from all

over the world interested in the gifted and talented.

On behalf of the World Council, I want to thank the Organizing

Committee of the Seventh World Conference for their tremendous

efforts on behalf of gifted persons everywhere. The program whichis

in your handsis the result of two years of tremendouseffort on the

part of the people whom wewill recognize at our Presidential Ban-

quet. Take a moment nowto look at their names so that you will

know whom to thank for the wonderful experience you are going to

have this week.

Again, welcometo this Seventh World Conference on Gifted and

Talented Children. I am sure you will find it as enlightening and re-

warding as the six world conferences which have precededit.

The Presidential Address

J.P. Guilford (1980) has observed that the ‘‘needs for more and

better creative thinking and production were felt more before mid-

century, but it was not until after that point in time that scientific
research and technological developmentreally got off the ground’’

(p.v). Certainly, Guilford’s ‘‘call for increased attention to the sub-

ject and his proposal for a new avenue approachto the study ofthis

area of mental functioning provided one source of impetus toward

the investigations of the nature of creative thinking’’ (p.v.)
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By the mid-1950s, J.P. Guilford, Donald MacKinnon, Calvin
Taylor, E. Paul Torrance, Alex Osborn, Sidney Parnes and others
headed a numberof research and developmentprojects and centers
which studied the nature of ‘“creativity’’ and ways of nurturing and
enhancing it. In 1958, Getzels and Jackson’s application of
Guilford’s ideas on the structure of intellect to what they called the
‘‘highly intelligent and the highly creative adolescents’ caught the at-
tention of educators. Torrance’s work aimed at creating assessment
instruments and materials which would be ‘‘useful in guiding a wide
range of creative talent at all age and educational levels’? was well
underway (1962, p. v). By the early 1960’s, both practitioners andre-
searchers saw a new era opening up with challenges to identify and
nurture creative potential and productive behaviorat all stages of in-
dividual development. Many agreed with MacKinnon (1959) who
stated: ‘Our task as educatorsis not to recognizecreativetalent after
it has cometo expression but, either through ourinsight or through
the use of validated predictors, to discover talent when it is still
potential and to provide the educational climate and environment
that will facilitate its development and expression’ (p. 29).

For those captured by the possibilities of expanding awareness of

creative potentials, the 1960s were heady times. By the early 1960s,

there were those who argued that the research findings concerning
the nature of creativity and creative talents demanded drastic reap-

praisals of all aspects of the teaching and learning processes—
evaluation and assessment procedures, curriculum, teaching strate-

gies, instructional materials, classroom and school organization, and

staff use. While the researchers ‘‘did their thing,’’ school staffs,

teacher training personnel, and others all went to work on teaching

creativity and creative thinking. They downplayedthecriticisms of

those who saw nothing new in these developments, who noted that

creativity, creative process, and creative thinking were well-worn

terms in any teachers lexicon andthatall curriculum guides referred
to the importance of “‘nurturing original thinking’”’ and ‘‘providing
opportunities for creative expression.’’ Writing in 1963 about what

she saw as a tendency to makethe term creativity the shibboleth of

the day, Taba cautioned that ‘‘the dynamics of this phenomenon
(adoption of a theme or wordas a slogan) seem to be produced by the
premature conversion of an idea into a program without sufficient
study of its meaning or educational implications. This method usu-
ally produces crash programs, which inevitably amount to pouring
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old wine into new bottles, merely giving existing programs a new

name’”’ (p. 248.).

Mitra (1980), in the preface to a booktitled Creative Research:

International Perspective, observed:

It is now realized that any system of education in a society

should encouragecreativity so that a society can be saved from

stagnation and the individual also have his own fulfillment.

Thus, we find creativity is entering into the curriculum of a

school as well as in its evaluation. Studies are being made

about the nature of creativity, how it grows, howit can be nur-

tured, what instruction can help its development, how it can be

measured and predicted . . . (p. 1x).

Since the mid-1950s, there has been a tremendousexplosion in the

literature on the nature and nurture of creativity and creative think-

ing. Guilford (1980) points out that: ‘‘Most writings . . . come under

(four) major headings (1) the nature of creative thinking, (2) personal

dispositions related to creativity, (3) external determiners, and (4) ap-

plications’’ (p. vi). Guilford observes that: ‘‘Creativity has always

been associated with the arts—music, painting, designing,literature,

and drama—long beforecreative thinking was well understood” (p.

viii). Even before we understood that ‘‘creativity is related to

problem-solving in general,’’ Guilford notes, we had instituted pro-

grams‘‘to improveskills in inventing and problem-solving, mostly in

industry. Courses of training had been instituted and certain strate-

gies and tactics in creative thinking had been taught’’ (p.vili). Much

of our research and developmentefforts in this area have been aimed

at understanding and nurturing creativity as an integral part of

giftedness.

Reviewing the literature on ‘‘the various dimensionsofcreativity,

its development, the mental processes that characterize it, and the

conditions for cultivating it,’’ Tannenbaum (1983) observed that

‘‘these qualities are universally revered because they represent the

outer reaches of intelligent thought and action, setting humansapart

from all other living creatures’’ (p. 243). Tannenbaum’sreview is or-

ganized around (1) multifacet and unifacet theories of creativity, (2)

creative processes and abilities, (3) assessment of creativity, (4) ful-

filling creative potential, (5) the creative personality, (6) creativity

and mental health. He argues that ‘‘because it denotes rare and

valued accomplishment, creativity may be regarded as synonymous
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with giftedness. For after all, giftedness is reflected in productivity
and performance, both of which arecreative acts, rather than ab-
sorption and retention, which probably depend more heavily on
other mental processes’’ (p. 328).

Tannenbaum observedthat‘‘there is as much conflict and confu-
sion about the meaning ofcreativity as there is about intelligence’’
but that the ‘“‘large body of theory and research on creativity is
valuable in the sense that it has alerted educators of the gifted to
locate children whoare proficient in divergent thinking and to em-
phasize these thought processes in the classroom”? (p. 324).

At each of the World Conferences on Gifted and Talented
Children, there have been reports on various aspects of creativity, in-
dicating that creativity and creative thinking are the focus of consid-
erable interest in countries around the world, developed and develop-
ing, capitalist and socialist. As Raina (1980) putit: ‘“Celebration of
creativity has become ineluctably an international pervasive reality.
Whetherit is considered from the viewpointsofits effects on society,
or as one of the expressions of the humanspirit, creativity stands out
as an activity to be studied, cherished and cultivated”’ (p. xxi). Raina
notes that both advanced countries and third world countries alike
have become more concerned with the study and development of
creativity, with the latters’ survival depending onthecreative vision
encouraged and nurtured. Moreover,

Beyond the local interest, whether individual or national, it is
the increasing recognition by menin all parts of the globe that
our capacity for creative thought and action mayliterally make
all the difference in the world . . . Humancreativity may prove

to be the key to success or failure in man’s quest for knowl-

edge, in his journey beyond the bound of the sure and the

seen, in his exploration of the unknown(p. xxi).

Some three decades ago, the Commission on Human Resources

and Advanced Training (Wolfle, 1954) observedthat:

The nation as a whole profits from the fact that some people

possess the ability to design a dam, to plan an automobile pro-

duction line, to isolate an antibiotic, to conceive an atomic

power plant, to develop high-yield hybrid corn, to compose a
symphony,to settle a labor dispute.

Creative and imaginative and inventive people work neither

alone nor in a vacuum: each builds upon the work ofhis pred-
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ecessors; each is dependent upon industrial workers, mainte-

nance crews, farmers, clerks, and technicians; each is nourished

by a favorable climate, rich natural resources, and a tradition

of freedom and individual initiative...

Since the whole population profits from the work of its

ablest members it would appear to be goodbusiness for the na-

tion to use its brains well, just as it is good business to use well

its forests, its water power, and its minerals. It is more than

good business;it is a great national concern (pp. 1-2).

This condition applies to any nation and anyculture, particularly

those which we describe as under-developed or developing. As

Rousseau (1962) observed about developing African nations,

Though international aid may assist progress, in the final in-

stance it is the people who must desire progress, acquire the

skills and know-how, and apply the back-breaking toil needed

to discover and develop whatever natural resources exist ...

The catalysts of progress are the gifted few in the community,

and their discovery, development, and utilization is the first na-

tional priority. In every under-developed country, potential

Einsteins and Fords are herding cattle or breaking stones. To

turn such men into competent and high-principled leaders of

every kind—teachers, technicians, doctors, scientists, adminis-

trators—is an urgent necessity (p. 328).

Rousseau (1962) noted some time agothat ‘‘throughout Africait

is interesting that though schooling and Westernization tendto alien-

ate the gifted from the community culturally, politically they appear

one’’ (p. 329). How to meetthis ‘‘urgent necessity‘ is a matter com-

plicated by a set of related issues: What kind of balance is appro-

priate between theuse of limited resources for providing as much ed-

ucation for al/ children (the ‘‘masses’’ as described by some sources)

and developing advanced educational opportunities for the relatively

‘<oifted few in the community?’’ Howto identify and nurture creativ-

ity and creative thinking in school systems which hold onto traditions
of rote learning and preparing good examination-takers? How to
create the conditions whereby educationally developed giftedness and

talent will be used for creative problem-solving to meet the urgent

needs of developing nations? Rousseau (1962) stated the challenge

very clearly:
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In every field of human endeavor, cultural differences pervade
performance; in every culture there are many who achieve
useful technical competence in the new ways of life spreading
over the globe, and some who can not only master but enrich
this cosmopolitan culture by significant contributions; nowhere
Should the gifted live and die unnoticed and unused.

In today’s developing world it is both humane and expedi-
ent that all people everywhere should receive unimpeded oppor-
tunities for displaying, developing, and employing their talents
to the full through an education rooted in humanity and
nourished by the local climate (p. 336).

WhatI am arguing is that from a world perspective, expanding
awareness of creative potential is a complex and complicated matter
on which progress hasandis being madebut on which weface formi-
dable hurdlesstill. While the problems of talent spotting and devel-
opment and talent developmentare difficult in so-called developed
societies, they are even more so in developing nations and societies.
Curle (1962) sees even the task of developing identification and selec-
tion procedures as difficult and complex. The task, for example, of
designing tests for ‘‘new countries with different languages, cultural
backgrounds and technologies is one which will take decades’ (p.
534). In the absence of standardizedtests, if reliance is a put on at-
tainment, educatorsare faced with equally difficult decisions. For ex-
ample, Curle (1962) asks:

How can (the educator) compare the attainment of a child with

malaria or hookworm with that of one in good health; of a

child suffering from malnutrition with one whois well fed; of

a child compelled to work long hours with the herds or in the

fields with one who has no obligations outside school; of a

child from anilliterate, traditional, pre-Newtonian background

with one from an educated home? He must know how many

potential geniuses he is allowing to slip through the wide

meshes of his selection-net. Yet evenif he could spot the prod-

igy, how could he provide for him if he were educationally

sub-normal(i.e., an underachiever) (p. 534)?

It is impossible, of course, to explore fully the barriers and facili-
tators of talent development in developing nations since such forces

as nationalism, politics, social class and caste, economics, tribalism
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and tradition, languages, technological development, resources and

many others interact with educational planning and development.I

have not even scratched the surface, of course. And, wecertainly rec-

ognize that there are equally formidable barriers as well as facilitators

to creating awareness of and nurturing creativity in developed socie-

ties as well. It is a truism that most developed societies do better than

most developing societies when it comesto identifying and nurturing

creativity and giftedness butall societies can improve their talent de-

velopment efforts, especially amongst populations which are tradi-

tionally under-represented such as those from impoverished groups

and racial/ethnic minorities.

While the developing nations constitute the majority of the

world’s nations, they are a minority when it comes to research and

development regarding expanding awareness and nurturing of crea-

tive potential. If one is uncertain that creativity has becomeaninter-

national concern, Creativity Research: International Perspective,

edited by M.K. Raina (1980), provides convincing reading. It con-

tains 30 chapters with reports of research andactivity in 17 countries

as well as research summaries. In addition to the United States

which, as usual, produces the largest number of studies, there are

reports dealing with creativity research in countries as diverse as

Japan and the U.S.S.R.; Canada and Czechoslovakia; Britain and

Hungary; Ireland and India; France and Turkey; New Zealand and

the Peoples Republic of China; Israel and Holland; Australia and

Poland.

Raina (1980) found ‘‘the most impressive feature characterizing

the area of creativity is a confluenceof interests andits diversity’’ (p.

xxv). With respect to the developing nations, he notes that they rec-

ognize the ‘‘importance of the massive talent search in the interests of

the conservation and development of human sources and resources

since their problems are different in character and magnitude from

those of developed nations’’ (p. xxii). Raina (1980) concludeshis in-

troduction by noting:

The Western approach to creativity has been mostly objective,

reality-oriented, and intellectualistic. In order to arrive at a
complex understanding of the creative process, the Eastern ap-

proach may also provide an insight and many worthwhile

clues. Perhaps, the Eastern thinkers have more ofintuitive in-

sight, familiarity and association with creative processes, inner
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processes of imagination, contemplation, and intuition. In the
construction of a theory of creativity which can make deeper
inroads into understanding of creative process East-West ap-
proachto creativity will be illuminating (p. Xxix).

From a world perspective, we need to continue and intensify
research efforts which will enhance our understanding of the nature
of creativity and creative thinking as a significant component of
giftedness, of ways by which suchcreative potential is identified so
that opportunities for its development can be maximized, and of
ways to facilitate talent potential becoming realized talent. We need
to subject research and develop efforts to the kinds of synthesis,
analysis andcritique that will enable us to build better paradigms and
structures. We need to explore further the differences in Eastern and
Western approachesto the study ofcreativity so that we can acquire
better insights into its nature and test alternative approachestoits
nurture.

Weneedto inquire, as Vera John-Steiner (1985) putit, into learn-
ing how young persons ‘‘join wonderand skill, intensity and disci-
pline, during the longtrajectories of intellectual and artistic growth”’
and howcreative individuals build ‘‘upon the continuity of human
knowledge while achieving novel insights‘‘ (pp. 205-6). We need to
know more about howto nurturein creative individuals the caring,

compassion, and commitmentso that they will apply their creative
potential to the creative solutions to the problems humankind faces

and not simply ‘‘do their own things.’’ John-Steiner notes that ‘‘Cre-
ativity requires a continuity ofconcern, an intense awareness of one’s

active innerlife combined with sensitivity to the external world’’ (p.

220); how is such intensity nurtured? In an ear in which science and

technology dominate individual and societal existence, how do we ex-

pandthe awarenessof the creative potential of humanists andartists,
those who give expression to values and beauty?

As we cometo understand more about howcreative performance
differs from ordinary performance, about what conditions are con-

ducive to creative performance, and about howtheseare similar and

different in different societies and contexts, we will perhaps be able
better to provide those conditions in schools and other educational
settings. Amabile (1983), for example, suggests:

Conditions that are most conduciveto creativity include condi-

tions free of salient extrinsic constraints on performance, con-

ditions that encourage self-direction, and conditions where in-
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trinsic reasons for engaging in activities is stressed over extrin-

sic reasons. Creative performance is different from ordinary

performance in that it can be undermined by the offer of

reward, the expectation of evaluation, and other social factors

that have traditionally been seen as facilitating performance (p.

208).

In many ways, research and developmentin the area of creativity

parallel efforts in the broader areas of giftedness and talent develop-

ment, as would be expected since they are so closely related. The

research has varied conceptually, qualitatively and theoretically. But

it has resulted in extending ourinsights into the nature and nurture of

creative potential.

At the First World Conference on Gifted for Gifted Children in

1975, I was concernedthat creativity was being viewed as ‘another

educational fad to be forgotten or ignored a decadeor less from’’

then. I concluded then:

It seems to me that if we are to comprehend the educational

implications of research and development on creativity, we

must re-examine our educational purposes in general and our

understanding of what the school must do to nurture diverse

aptitudes and abilities. No healthier prospect could confront us

if a climate for creativity is our true goal. In doing this, foster-

ing creativity among gifted children—and indeed amongall

children—will become an integral and meaningful activity

among educators and parents .. . (Passow, 1976, p. 167).

From an international perspective, we seem to have movedin the

direction of expanding the awarenessof creative potential in a variety

of ways—theoretically and pragmatically.

John-Steiner (1985), quotes from Bronowski’s Ascent ofMan, as

follows:

Knowledge is our destiny. Self-knowledge (an understanding of

man himself) at last bring together the experience of the arts

and the explanations of science, waits ahead of us ... Above

all (knowledge) is a responsibility for the integrity of what we
are, primarily of what weare as ethical creatures.

She concludes: ‘‘Great art and great science are a gift of the indi-

vidual to the society in which he or she is born and with which the

struggling, solitary, triumphant being is inextricably joined’’ (p.
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223). It is more ‘‘gifts’” —creative performances and products in a
variety of socially valuable areas in all societies and nations that we
should seek as educators of the gifted and talented.
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University of Chicago consisted of being a teaching and research as-

sistant to Dael Wolfle—as wise a person as I have ever met. Later he

also became the full-time Executive Secretary of the American Asso-

ciation for the Advancement of Science (AAAS), a remarkable role

for a psychologist to fulfill very effectively overall fields of science.)
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The future of most nationsrests in the talent of their people.It is
essential that we identify early in life the most gifted children and

provide them with the help that will bring all their potential to full

fruition. We typically fail to do this. Our justified preoccupation

with the disadvantaged and handicapped often obscures the great

need of those with special ability. This results in a loss to society as

well as the individual.
Most gifted students do fairly well in school, so their full needs

often do not cometo our attention. Because their problemsare not

so obvious we don’t provide the special programs to nurture their

talents. If education should strive to help each student reachhis full

potential, then gifted students are entitled to have a learning program

that helps them reach the ‘‘outer limits’’ of ability.
Weneedleaders, inventive and creative people, and people who

have powerful intellects who can solve problems and help to push

backthe frontiers of knowledge. This comes from our most gifted in-

dividuals, and to develop them to the utmostis to benefit all of man-

kind.
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Welive today in one globalvillage of international commerce and
trade. Welive in a world of millions whostrive to overcome poverty,
disease, and a miserable life. We live in a world of contracting wealth
and living conditions. To have the goodlife should, of course, be our
aim. This goal will be attained only if we educate our most talented
people and use their creative abilities and energies to better human
life on this planet.

Finally, we must remember that manystudents from low income
and minority homeshavegreat promise that is seldom discovered and
developed. This constitutes a great waste around the world. Too
many very bright and able children live and die without making the
contribution of which they would have been capable. We all know
that the greatest waste of all today is human ability left hidden and
undeveloped.

The big challenge to all of us is to set in motion a more compre-
hensive meansof reachingall the giftedness andcreativity that wastes
away. May weall get new ideas on how tosolvethis big problem is
my hope for this conference.

Let me addthat the conference placed great emphasis on develop-
ing creativity as a crucial element in a program of educating the
gifted. It was clearly indicated that creative potential exists in almost
all students around the world.It is therefore appropriate to namethis
volume ‘‘Expanding Awareness of Creative Potentials Worldwide.’’
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On the Primacy of Total Inner Human Resources

America has reached unparalleled heights in economic andsocial

development, due,in large part, to its public education system. A few

years ago, I had occasion to review several studies which looked at

the economic condition of some nations in the world in relation to

their investment in humanresources. I found that the standard ofliv-

ing enjoyed amongthese countries stoodin direct relationship to the

development of their human resources, not to the development of

their natural resources. I rediscovered that same principle in visiting

several countries in Latin America, more recently.

Those countries which had invested heavily in human develop-

ment through a public education program had a higher standard of

living than those which had not. In fact, with the great demand for

the development of natural resources, particularly in the energy

fields, countries without human resources were dependent upon

foreign talent. Without foreign talent and ingenuity, countries, even
with great reserves of natural resources, would not enjoy their cur-

rent standard ofliving.

I would not, of course, claim that a public education system is the

only developer of humantalent. But I do not knowofa better way to
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develop a country than through a public education program which
reaches outto all people. Economists generally agree that investment
in human resources pays higher dividends than the investment in
capital. The public education system provides greatest opportunity
for the development of humantalents and I believe that in the United
States that investment haspaidoff.

Economic growth through a better educated populace is a worthy
goal in education and would besoif it were the only goal. The Fed-
eral Government has recognized that investment in education is a
good and worthwhile investment. The G.I. Bill is a prime example.
The earning power alone of those educated under the G.I. Bill in-
creased to the point that taxes paid on the increased earnings
returned enough moneyto the Treasury to repay the investment in
just a short time. Our ownstate rehabilitation program demonstrates
the same principle daily.

But setting aside the economic growth, who can estimate the
value of education in increased tolerance and empathy, in educated
mothers and fathers and neighbors, in an enlightened electorate, in
reduced crime, in better and safer communities, in an educatedciti-

zenry in the event of war or other national emergencies, in the fulfill-
ment of personal ambitions, goals, and capacities.

Therefore, our search for humantalents ought to have a higher

priority than our search for natural resources because the de-

velopmentof the latter is fully dependent upon the former.

Likewise, it follows that our search for human talents

should have higher priority than our search for knowledge be-

cause the acquisition of existing knowledge and the production

of new knowledge are both fully dependent upon the former.

Search for Talents and Creativity

Within society in the United States of America, the greatest

achievement and the mostpersistent challengeis the satisfactory edu-

cation of its people. If, however, the schools and society are to carry

onward in that course, the minds of educators need to expand and

their practices need to reflect a continuous search forcreative, inno-

vative, and inventive ideas and directions. When the schools are

being called upon to double their productivity at a time when
financial resources are being halved,it is not fruitful to retrench into

tradition; but, rather,it is the time to strike out boldly and to educate
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the minds and hearts of students to think creatively and innovatively

on their own.
A good education enables people to be free, to explore, to invent,

to see matters in proper perspective and in relationship to the whole

of life. The kind of education most people want and needis the kind

they enjoy getting: that which stretches their mind and allowsthe

thought processes to emerge and develop in new ways. That kind of

education requires creativity and imagination not only in the learner

but in the teacher andin the structure of the system as well.

All people have talents and abilities waiting to be tapped and de-

veloped. Viewed in this manner, people are seen as assets, not as

liabilities. As we survey assets (1) we value them, (2) we want to be

closely identified with them, (3) we seek to develop them to their full

potential, (4) we are jealous of our relationship to them,(5) we pro-

tect them, guard them, and fight for them, (6) werise up in fear and

indignation at the first sign of any threat to them,(7) we treat them

with respect and want the world to know how muchwevalueand ap-

preciate them.

On the other hand, wesee /iabilities in a much different way:(1)

we havelittle use for them, (2) we want no identification with them,

(3) we seek to rid ourselves of them as soon aspossible, (4) we do not

desire any relationship with them, (5) we curse the day we met them

and wefight against them, (6) we rise up in indignation at the thought

of them and threaten those who introduced us to them, (7) we have

no respect for them and we do not want the world to knowofouras-

sociation with them.
Whenstudents, and people in general, are viewedasassets rather

than liabilities, the relationship of teachers and administrators, in-

deed, all of society, to students and with students take on a dimen-

sion that is expansive not confining, productive not burdensome,

creative not restrictive. We need to be creative in our own thinking

and to teach others how to think, not just what to think, so they are

not owned and anchored by things, but their minds are free to soar

and their hearts are free to feel.

Oursearch for talents must be never-ending. Investment in people

— the full development of talents—pays much higher dividends
than investment in capital and in things. The higher standardofliv-

ing among nations of the world, not just economically but

idealistically as well, is directly related to investmentin the develop-

ment of people. It is, therefore, axiomatic that we should direct our
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money and our effort and energy in the search for and the develop-
ment of talents rather than on a search for and the developmentof
greater capital and natural resources, for the latter are directly de-
pendent upon the former.

Ten General Principles to Guide Us in Programs for the
Creative and Gifted and Talented

1. Models of talent and creativity are needed,for thereis little de-
velopment in people when they have no model but themselves to fol-
low.

2, Every person has an innate power for good; an undeveloped
power for good often results in strengthening innate powers in the
opposite direction.

3. Each human being,at any age,will respond to those who show
an interest and unfeigned love.

4. Webuild self-esteem in others when welift; we destroy it when
we trample. Webuild self-esteem in others when they feel wanted and
needed; we destroy it when they feel rejected and unvalued.

5. A person learns most quickly and lastingly that which has
meaning for that person.

6. Individuals differ in all sorts of ways and their differences

must be taken into accountif there is to be a quantum leapin success
in their lives.

7. Homeandschoolare two inseparable influences in a student’s

life. The more closely these two influences can be coordinated, and

the more each one utilizes the resources of the other, the better the
results for the student.

8. Second rate ideas can produce phenomenalresults through

good administration and brilliant ideas can be smothered and even
scuttled through poor administration.

9. The bitterness of poor quality will always outlast the sweetness

of low cost, and that maxim may be applied to relationships with

others as well as to financial matters.

10. People who thinklittle of themselves waste great potential.
Everyone is somebody. Thereis no such thing as an unimportant per-

son.

Editors Note: Kelly Matthews, chief economist for First Security

Corporation in Utah (for which Marriner Eccles and George Eccles

were two of the three principle founders) reported that after World
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Utah State Senate

Resolution

DEVELOPING CREATIVE TALENTS IN STUDENTS RESOLUTION
1988 GENERAL SESSION

S.R. No. 9
Dix H. McMullin, Haven J. Barlow

A RESOLUTION OFTHE SENATE CALLING ON THE EDUCATIONAL SYSTEMS OF THE STATE TO DEVELOP CREATIVE TALENTS

THROUGH APPROPRIATELY TRAINED TEACHERS.

Be it resolved by the Senate of the state of Utah:

WHEREAS, public and higher education should provide students with instruction in not only traditional academics, but also

nontraditional development of creative thinking:

WHEREAS,the development of creative thinking and creative talents builds upon excellence in traditional academics;

WHEREAS,it is possible to teach students to apply their creative talents in the learning process and thereby acquire more

knowledge:

WHEREAS,this classroom approachcosts practically no more, once teachers are properly trained,

WHEREAS, Amold Toynbee, the eminent British historian, indicated in a Utah Creativity Workshop that creative talents have

been and continue to be the history-making talents in any field of human endeavor,

WHEREAS,the 7th World Conference on gifted, talented and creative children was held in 1987 in Sah Lake City with over half of

the attendees being from Utah:

WHEREAS,the conference theme, “Expanding Awareness of Creative Potentials” sets the stage for Ltah to Icad the world in a

resurgence of creativity;

WHEREAS,creative thinking capacity is a terrible thing to waste, such as when students use only typical academic talents in an

overpracticed leaming process;

WHEREAS,exploratory pilot projects that focus on testing for high-level creative talents show that there are a remarkable number
of students in Utah schools with highly-creative brainpower potential:

WHEREAS,development of creative talents improves the likelihood of success in the world-of-work,

WHEREAS, noted educators have focused upon developing creative talents in every student as a solution to social and economic

problems;

WHEREAS,it is the opinion of these educators that development of human talents should be a highcr priority than developmentof
natural resources or capital; and

WHEREAS, a number of educators in Utah are interested in developing creative talents in students within regular classrooms and
ready to pioneer for creative talent development in Utah schools.

NOW, THEREFORE, BE IT RESOLVED that Utah initiate major educational reform by implementing the development of creative
talents in its schools and by establishing creative excellence as a vital teammate with traditional academic excellence.

BE If FURTHER RESOLVEDthat the Senate encourage Utah's universities and colleges to train Utah's foture educators in “teaching-
for-creativity” methods and urge teachers in Utah's public schools to incorporate these methodsin their classrooms.

BE IT FURTHER RESOLVED that Utah's Outcome Based Educational program designate some of its projects as talent-based
projects.

BE IT FURTHER RESOLVED that additional students be tested for creativity, leadership, and academic talents, and for talent in the
arts.

BE If FURTHER RESOLVED that the Senate of the state of Utah recognize the goals of the Utah creativity movement and
encourage those involved to continue their work.     

WarII, Japan was a devastated country in many ways. But in the

subsequent years, Japan has become an economic giant. They ac-

complished this turnaround by maximizing their human resources,

rather than relying on their limited natural resources. Salt Lake Trib-

une, August 28, 1988, p. B2.
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The first two heretofore unpublished sections of Talbot’s writeup
are (1) asummaryofa talk which wasinitially given a decade ago and
which has been used as a handoutin recent years; and (2) a summary
paper written recently to use as a backup page along with thefirst
section which together formed his handout to the audience after his
7th World Conference speech. The third section is the entirely new
summary ofthe final section of his talk. All three sections were ex-
panded in sequence in his official speech.

For recent relevant reactions to the above recommendations on

searching for creative talents, see the Utah State Senate Resolution
(S.R. No. 9) at the end of this paper, calling on the educational

systemsof the state to develop creative talents through appropriately
trained teachers.
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It is wonderful to be here in Salt Lake where I was born and went

through school and met my husband at Westminster College.

This talk today will be about our organization, W.L. Gore & As-

sociates. We have been in business 30 years and wehaveliterally

moved from the basement of our home to the moon.Let mestart by

telling you a little bit about where weare today and then go back and

tell you a little bit about why we think we got where weare.

As you have heard, our business is worldwide. It has a value in

the marketplace today by independent appraisers of over onebillion

1. In 1958 Wilbert L. (Bill) Gore and his wife, Genevieve (Vieve) Gore have been the founders

and full and equal partners and corporate executives of W.L. Gore & Associates, Inc. One of

the many accomplishments of this companyis creating and developing and manufacturing

their invention of Gore-Tex, a material used in medicine, electronics, and outdoor clothing and

equipment. Their slogan undertheir logo is Creative Technologies Worldwide.

Unfortunately, Bill Gore died in the summer of 1986. Since then, Mrs. Gore and her

daughter, Ginger Gore Geovale, gave a gift to fund the new Bill and Vieve Gore School of
Business Building at the Westminster College of Salt Lake City. Chairman Robert F. Weyher

and the Board of Trustees; President Charles H. Dick; the Dean of Business, Charles Ehin;

and all the faculty and students who use this well functioning and beautifully designed building

are very delighted by this great gift from the Gore family to Westminster College. Recently, at

the conclusion of his term of office as chairman, Weyher relinquished his chairmanship to

Ginger Gore Geovale.
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dollars. We are a private enterprise and the companyis 90% owned
by its associates. We are notlisted among Fortune 500 people, but we
have a statistician in our organization whois just wonderful. His
nameis Shanti Mehta. Helikes to play with figures, so he hastried to
place us in the Fortune 500 categories and see just where we would
come out. We have a lot of fun doing this. We are a private com-
pany. If we werelisted as a public company and wewere among For-
tune 500 people in sales, we would be number474 in sales. We would
be listed as number 50 in Fortune 500’s criteria on performance; and
we are number 1 among Fortune 500 companies with regard to aver-
age total returns to investors in the last ten years. This is what makes
it so much fun for us to have Shanti Mehta look at these figures and
put us in some kind of line with public companies. We have a stock
Ownership plan and every associate that has been with us a year
begins receiving four stocks.

It is significant also that we have beenlisted in the Addison Leslie
Publishing Company’s book as one of the 100 best companiesin the
United States to work for.

Today I have called this talk Creative People Worldwide. 1 be-
lieve that our organization is here today because the people who join
our organization have a freedom to reach their creative potential
capabilities.

Manyof our friends thought wewere very foolish when we talked
about and finally decided to leave DuPont Companyandtostart a
business of our own.Bill had a very good job with the DuPont Com-
pany. It was very satisfying to him. We didn’t have any information
on how to market and we didn’t have a productto sell when heleft
DuPont. Wedid havefive children through college. We had a mort-
gage on our house. And we had,if we got everything together,all of
the bonusesthat Bill had received that werestill just paper documents
from DuPont. Everything we could accumulate was about
$90,000.00.

Wereally thought awfully hard about what we should do. We
wanted to dothis although it was a big risk. We had responsibilities
to which we were already committed. Finally one day Bill came up

with the idea andhesaid, ‘‘I have two questions to ask you.’’ It has

turned out that in our company wehave asked ourselves these two

questions on many, many of our new ventures that we are consider-
ing going into. We have to answer ‘yes’ to both questions.

One of the questionsis, ‘‘If we fail, if we try this and it’s an ab-

solute disaster, can we stand it?’’? Well, we had really talked about
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this a lot. And we said, Gee whiz, we are only 45 years old. We have

our family. We are healthy. Bill has dug ditches before and I decided,

well, I could get a job doing dishes. The DuPont Companysaid to

Bill ‘‘we can’t give you your old job back but if you don’t succeed in

this venture, come see us and wewill see if we can find a job for

you.’’ So, to the first question we answered ‘‘yes, we could standit.’’

And the second question was, ‘‘If we succeed, will it be worth

it?’? This is another thing we thought hard about. Wetalked to our

children about it and they all said ‘‘Yes, yes, we are very suppor-

tive.’’ We finally decided that if we didn’t do it, we would be very

sorry. The timing wasright. I think in business, timing is verycritical.

DuPont had developedthepolytetraflouroethylene (PTFE)called

DuPont’s ‘‘Teflon,’’ just at this point. It was ready to be marketed.

Bill perceived that IBM was ready to have a high temperature con-

ductor in some of their new computers and the materials seem to fit

for what we had, so the timing wasright.

On January 1, 1958, Bill and I were having breakfast together. He

wasout of a job and wedecided that we had better go downstairs and

get to work. We had lots of hopes and dreams and wehad lots of

confidence that we would win. So, we went to work downstairs to

start a business using DuPont’s Teflon. Friends and family joined us

in our efforts. They came from all over.

In rereading some of our old writings that we were doing along

the way, I find that we never had a doubt that we would win.It never

entered our heads that we wouldn’t. When Bill left the DuPont com-

pany, they gave him a paper weight and on this paperweightit says,

‘*It doesn’t matter whether you believe you will win. Whether you’ll

succeed or whether you will fail, you’ll be right in either case.’’ We

thought we would,too.

Wehad a two-level house and our houseis built into a hillside so

when westarted, the downstairs was our factory. Upstairs we had six

rooms. As people joined us from across the United States and

around, and as our family joined us to help us get started, our house

gradually filled up. By the time our business was about a year old, we
had 13 people living in the upstairs of our house. We had cots and

beds absolutely everywhere. People were sleeping on the floor in

sleeping bags andthis sort of thing. Everything in the house was used

to start our business including all of the tools in Bill’s shop. We

bought the other secondhand tools from my checkbook —and I’ll
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tell you, it is very hard to write a check on your personal checkbook
for an old rusty tool.

They used all my pans and myjars and mixers. Theydrilled holes
in my pressure cooker. They used myhair dryer. They even took my
curling iron and ruinedit. And my kitchen stove was used in which to
bake raw materials, too. So at night whenall the rest of us would go
to bed, these materials were put into the oven in my kitchen stove and
turned to high temperatures. By morning they would have taken
them out and wecouldall go on with living. It wasn’t very long until
all of the lining from the oven wasfalling out. They drilled holes in
the ceilings and the floors and the walls. Cars were parked all over
the lawn and even myshrubs were driven over. Jt was a disaster!

But the great thing aboutall of this was that every single person
that joined us knew we would besuccessful and every person did
what needed to be done. If the floor needed to be swept, if a meal
needed to be cooked, if a machine neededto bebuilt, it didn’t mat-
ter. Somebody did it and they worked hard and I will tell you, we
worked from morning to night.

From our beginning in Delaware,Bill and I had both belonged to

a lot of organizations, PTA and Lionsandall sorts of different or-

ganizations in town, women’s clubs and so on. We weren’t able to

continue doing anything like that. We dropped absolutely everything

to make this company go because we had a two year time during

which we just had to do everything possible or we felt we would be
out of funds.

Our objective was to earn money andto have fun doingit. Bill

had worked in a lot of companies before this. He enjoyed DuPont

very much and he enjoyed working in a task force at DuPont that

was a lot of fun. But he had worked in other companies, too, and

they weren’t all fun. So he decided if we have a company, we should

have fun doing what we wanted to do and westill do that.

The fun part is the picnics and the Christmas parties we had and

the celebrations we had when weget a patent or discovered some-

thing new or we gota big order. All these things are fun but thereal

fun we have and oneof the things that we enjoy most is our convic-

tion that what we are doing is important. It is important to us,it is

important to our enterprise, and it is important to the people in our
community.

People often ask us how we manage our35 plants around the

world in Scotland, France, Germany, India, Japan, and the United
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States. Our answer is, we don’t manage plants, they manage them-

selves. The way they do that is by following our principles and our

policies.

We have our ownfourprinciples that we have developed. The

first one of these principles, not necessarily the most important, but

one of them is fairness. We absolutely have to be fair. You have to be

fair to your society in which you live, your community. You have to

be fair to your suppliers. You have to be fair to each other and to

your customers. It is absolutely necessary. Unfairness brings resent-

ment, anger and bad feelings. When this happens, it destroys com-

munication and other things, so we absolutely haveto be fair.

Another one of our principles is freedom. By freedom we mean

that each of us will encourage and help each of our fellow associates

to grow in his knowledge and develop in his skills and other poten-

tials. Every innovation that we make,every risk we take, meansthat

maybe wewill fail in that particular thing. If you take a risk, you

might fail, so we have to be very tolerant of mistakes.

Another oneof ourprinciples is one of commitment. Weassoci-

ates make our own commitments and we keep them. No one can

make a commitmentfor us. If someonetells you what to do, you are

being given a command andthere is a lot of difference between a

command and a self commitment.

Last, but not less important, is our responsibility principle which

we call our waterline decision. We think of ourselves as all in the

same boat and all of our associates can drill holes in the side of the

boat above the waterline. A hole below the water line could sink us.

Andanyaction that is a serious risk to our reputation, to our finan-

cial security, or to the future opportunity of our enterprise is a water-

line matter. Any such matter has to be discussed with other associates

whowill join in the risk of that action and if a consensus is not met,

that action should not be taken.

The people who havejoined us and work with usin the leadership

that has developed among the associates is most outstanding.

Leaders develop and emerge naturally within our organization. We

are a lattice structure, a flat structure as opposed to a hierarchical

structure. We havenotitles, no bosses in our company.

My five children and their spouses are all deeply involved in

working for the success of our enterprises. We welcomeall of our as-

sociates to encourage family members to seek employmentwithus.I

asked one of our leaders in our Eastern cluster to get an estimate of
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how many people in our organization have relatives working with us.
Just before I came here, he came back and said he estimates that
about 52% of the people that work with us haverelatives also work-
ing with us.

We have had somegreat dreamsandit is wonderful to think of
what you can possibly do by writing it down, thinking it out and
dreaming aboutit. Bill Gore once said, ‘‘Of all things precious to
mankind, the freedom to dream is the ultimate value’’.

 

A New Nine Minute Slide Show

About What We Do and What We Produce

 

Now,are there any questions?
Q: Mrs. Gore, how do youestablish you salary rates or wage

rates in your company?

A: First, we get surveys at the marketplace, so that we feel we
are comparable to other companies. We work quite hard at this. In
fact, it is one of things on which we workthe hardest. In the different
groups of people that work together, we obtain ratings on the people
in that group, without any salary type of information being made

available. It-is very interesting because when youfinally pull that

rating out and put it on a graph, you find a good matchwith the con-
tribution they are making. You can’t do that over a very short period
of time because sometimes people have bad times and sometimes

people do something very special. However, over maybe a year’s

period oftime,it levels out andit is a very fair way to do it, according
to their contribution.

Q: Whatis the average education level with your employees. Do

you havecollege graduates, a lot of graduates working for you?

A: Whenwestarted out, we just grabbed anybody we could get.

Wehada lot of part-time people becausewereally couldn’t afford to

pay people, so we were getting a lot of part-time people that had

other jobs. But today weuselots of engineers —engineers with other
disciplines if we can get them but we use lots of engineers. As our

companyis using more robotistic processing, we need less people on

the lines, but we are using a lot of engineering people right now.
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Q: Do you think that the education level of your associates has

anything to do with the concept of the work level?

A: Ithink that people who are better educated know whereto

get information. Yes, I think that they know lot of things, they can

go a lot further. We also encourage a lot of education in our com-

pany. If any of the classes that people in Gore wantto take have any-

thing to do with our companyatall, we pay for it. We don’t go out

and try to get people a degree in something that weare notinterested

in, but if what they want has anything to do with our company, we

pay for their education.

QO: Do you encourage stock ownership in your company?

A: Wehavenostock available for sale. It is a private company

and any of the stock that becomes available, we put into our stock

ownership plan andthenit is distributed to all our associates. Let me

add that we don’t have any employees —we only haveassociates.

Q: How would a person go about going to work for Gore and

Associates?
A: Wehavepeople centered in Flagstaff, Arizona, including my

daughter, Ginger Gore Geovale, whois here with me. Maybe she can

tell you about that. Then we have a main center in Newark, Delaware

where people can send in applications and be interviewed. We do

quite a bit of recruiting at colleges.

QO: You are obviously one of the most successful companies

using the lattice type organizational structure. What would be your

opinion as to its negatives, sort of drawbacks?

A: It is very difficult for a person who has worked in a hier-

archical organization to come into a lattice structure because you

have to be very mature. If you have to be told what to do, you just

don’t work out in our organization. You have to see what needs to be

done and you do it. Whatis requiredis a sort of self commitment and

it is also a perception of what needs to be done.

Q: Using your waterline principle, who makesthe decisions,in-

cluding what oceans you sail around?

A: We really haven’t had much of a problem on our waterline

decisions. We did at one time a few years back. We hada big order

and it required silver conductors. The price of silver was skyrock-

eting. Wefigured that if we didn’t have enoughsilver in our plants to

fill the orders, pretty soon we would be having real trouble because

we were just going to be paying more forthesilver that we were get-

ting to manufacture our conductors than we would be able to get
back.
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So a whole bunchof us got together and decided that next Mon-
day, we would buysilver and everybody dreamedin between. We got
together next Monday and boughtsilver. Then theprice started to go
down and it went down, down, down. So that wasn’t a very wise de-
cision, but it shows the way in which we operate, with a consensusof
opinion.

Thank you very much.

Final Commenter: Mrs. Gore, we became aware with what we

see to be one of yoursecrets, which impresses us very much. Oneis

that you are capable of never taking credit for anything. The second

is that you do not understandthe word ‘‘I’’ —you only use the word
6 ‘We’ 3 .

 

Bill Gore wrote that human potential is under-utilized by enter-

prises of society. Leaders can unleash more inherent creativity and

productivity by eliminating the authoritarian aspect of organizations

and by depending on commitmentand natural leadership as control-

ling forces. The simplicity and orderof an authoritarian organization

makeit an almostirresistible temptation. Yet is stifles individual free-

dom and smotherscreative growth. The complexity of enterprise in

today’s scientific-industrial environment makes the task of maximiz-

ing human freedom and potential to be a challenging one. At Gore

Associates, one of our basic principles is to encourage maximum

freedom for each associate person. This has triggered an avalanche

of inventions, innovations, and ways of increasing productivity and
reducing costs.
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Multiple Creative Talent Totem Poles:
Their Uses and Transferability to

Non-Academic Situations

 

Calvin W. Taylor, University of Utah

Darrel Allington, Granite School District, Utah

Beverly Lloyd, Jordan School District, Utah

While I was introducing Brewster Ghiselin of The Creative Pro-

cess (1955) in another of the simultaneous presentations, Darrel

Allington and Beverly Lloyd started this session. One purpose ofthis

chapter is to honor these two teammates who have madeveryvital

contributions to the multiple-talent teaching approach. They were

the two crucial ones in producing the effectiveillustrations of faces in

the talent totem poles which are remembered by so many. These faces

in the totem poles are thereby most central in illustrating the nature

of our testing and teaching programs for Multiple Creative Talents.

Our programsstarted from basic research on creativity followed by

an educational theory founded upon such basic research. Next we

educationally engineered and deliberately designed for students’

potentials, and then we soundly implemented the development of
their potentials into classroom practices.

Weconsider that the Academic Talents demonstrate Traditional

Excellence and yesterday minds by involving the learning of the ‘‘li-

brary of the past.’’ This is in contrast with the Creative Talents

described as “‘the history making talents’’ by Arnold Toynbee, the

eminent British historian (1967). Development of the Creative

Talents produces Creative Excellence that leads to improvements
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which ‘‘make the future!’’ They also produce tomorrow minds that
generate the new-knowledge-part of the library.

Creativity can be described both as a breakawayand as a break-
open-the-way talent. Creative Talents break away from the zar-
rowed-mind andthe lower-level functioning of the Academic Talents
and thereby break open the wayinto the broader and higher-level
functioning of multiple brainpowertalents.

Over the years in ourtalent training program, we have expanded
the number of talent totem poles three times. Before we started

teaching for multiple talents, the Academic Talents were alreadypre-

dominantly used in classrooms. In general, the academictalents call

for learning-and-returning knowledge and passingtests onit.

Presently, the attention to this talent almost swamps classroom
time. However, we nowstrongly believe that the primary teaching

focus on the academic talents should shrink back to allow many

other higher-level talents time to grow and develop. So westarted by
injecting a second broad, complex talent called ‘‘creativity’’ into

both talent testing and talent teaching. This combination yielded two

quite separate types, the first Academic talent totem pole and thesec-

ond Creativity talent totem pole. Research analyses of talents led to

the next expansion—thesplitting of the creative totem pole into five

new sub-components of creative talents. Retaining the academic

talents, we have added the set of five other talents and have used

them for a couple of decades. Thesesix talents in their original se-

quence are: Academic, Productive Thinking, Planning, Communi-
cating, Forecasting, and Decision-Making.

Years ago, Darrel Allington once watched metry to sketch talent-

score profiles of two or more students across points on Series of six

parallel, upward-pointing vectors. As a creative andartistic person,

he produced a sketch in his own wayin his notes which he showed me

afterwards. He had sketched small faces with smiles and frowns

going up and downacrossall the talent totem poles. He therefore was

humanizing instead of merely using ‘‘dehumanizing points’’, as I was

doing in sketching these important profile presentations. !

1. He was also extremely versatile in having filled a tremendousvariety of assignments in his

school district from being expert in running media centers and creating media materials, in
continually being an excellent artist and illustrator, and in successfully training teachersin dif-

ferent subject-matter areas each year for several years. He has generated lots of teaching

materials and a tremendouscollection of cards of ideas on howto teach subject matter and also

howto teach students in multiple talent ways in the training of teachers, such as at my summer

creativity workshops.
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For manyof our earliest implementation years, weillustrated our

program by theoretical round faces sketched on each totem pole. The

faces ranged from the top full-smiling ones to the flat-mouth faces

and downto the full-frowning faces at the bottom. Twice, multiple

talent totem poles with round faces have been a full feature in a pub-

lication. A first was in a June 1969 two-pagearticle in Pace magazine

on ‘*Talents— Waving Good-bye to the Average Man.’’ This excel-

lent title also implies waving good-byeto the idea that thereis a per-

son whois on the top in everything, and good-byeto the out-dated

notion that there is a person whois always on the bottom. Thesec-

ond publication, with a half-page full picture on the cover, was a 145

page National /nstitute of Education (NIE) publication of a national

conference held here and titled, Teaching for Talents and

Gifts— 1978 Status: Developing and Implementing Multiple Talent

Teaching (copies available in my office).

Beverly Lloyd distinguished herself by being the first to place the

faces of live (instead of theoretical) students on the first six talent

totem poles. Her twostudies, first for a Masters project andthe sec-

ond for a doctoral dissertation, are reported below. In multiple talent

classrooms, Beverly Lloyd was more than a teacher by becoming a

teacher-observer and then beyond that into an observer-teacher

through having a very high percentage of classroom time being spent

by students as the active participants. She obtained totem-pole

rankings by herdirect observations of her students-in-action, in turn,

in each talent. In her masters degree project, she taught and observed

student performancesin six talents. She used a double plus (+ +) on

each talent for top performers and awarded 26 + +’s in herclass-

room for the total set of measures. As it turned out, 24 people

received a single + +, one person received two + +’s, and the 26th

person received no + +’s. A total of 96% of her students thereby

earned at least one + +. This wasa fascinating study with remarka-

ble results accomplished before she then did her talent totem pole dis-

sertation described below.

In her doctoral dissertation, Beverly Lloyd (1984) had talent-

trained her second-grade students throughout the year and was the

World-first in placing all of them on thefirst six talent totem poles.

Across the years he has invariably been a most exciting and favorite teacherin the lengthy

sessions he has covered in my workshops.Hehasalso enabled students to photocopy,free, any

and as manyof his cards as they desired on a photocopy machine he had broughtto class.
Somehow in spite of his modest way, we have discovered that he has excelled in many other
things such as being a superb Jazz pianist, an airplane pilot, etc.
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She then followed up andstudied these students through high school.

She analyzed their high school transcripts and found that in obtain-

ing their knowledge grades, they were largely functioning with only

one talent, their academic talent, in high school classrooms (also

showing the use of only a small amount of a second, weak talent).

The students however, were functioning with all 6 talents (that

had been developed in their second grade) when they were fully en-

gaged during high schoolin doing their own extracurricular activities.

This observation argues that the successful cultivation of multiple

talents in regular classrooms produces individuals who retain their

full multi-talentedness which shows up muchlaterin their participa-

tion in extracurricular high schoolactivities.

Academic grades tend to be almost uncorrelated with extracur-

ricular activities. Surprisingly, however, performancesin extracurric-

ular activities not only tend to bring out more whole-brainpower and

whole-person performances but also have considerable success in

predicting who will be the most effective in later careers. In striking

contrast, traditional classroom activities have J/ittle if any predictive

validity for later career and total life performances and accomplish-

ments (Durbin, 1987).

Currently we illustrate our Multiple Talent Teaching by showing

a first set of seven students on the nine Totem Pole Talents in Figure

1. These werelive second grade students when their teacher, Beverly

Lloyd, observed all 28 of them in 4 sets of 7 students functioning on

the first six totem poles. Then she taught most of them again in the

fifth grade and knew them well enough to place them on thelast three

new talents when these talents were later added to the totem poles.

Wefirst rearranged some of the first six totem poles at the left.

Then with invaluable help from Beverly Lloyd? and Sara Waldrop

2. In addition, Beverly pioneered in the starting of three of the five major programscited in

the Congressional Record (10/11/80, pp. S12407-11). She was the primary one whotookthe

first workshop in Jordan District. She then helpedset the stage so that the Bella Vista principal

held the second workshopthere which led to Project Implode,the first major program ofthis

type in the world.
After my first three contacts, she was the main one of the next three persons whovisited

Mobile, Alabamaso that soon thereafter, the Talents Unlimited Project wasinitiated. (While

there she met Carol Schlichter before I did.)
She first presented the picture of the totem pole kids when wespoke in Minneapolis to a

huge audience of school building professional types. This led to her receiving invitations to
return yearly, including meeting people of the New Brighton School District. Then she, with

JoAnn Seghini, helped to write the proposal, leading to Project Reach, with Harry Branes and

Joyce Juntune asthe initial directors.
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these three new talent totem poles were created and all three were

added at the right end, namely: Implementing, Human Relations,

and Discerning Opportunities, making a currenttotal of ninetalents.

 

Receive,
Learn and
Return

PRODUCTIVE DECISION. PLANNING DISCERNING
ACADEMIC THINKING COMMUNICATING FORECASTING MAKING (DESIGNING) IMPLEMENTING RELATIONS OPPORTUNITIES

“©O © fb ©
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FIGURE 1. MULTIPLE TALENTS YIELD HIGH CREATIVE
EXCELLENCE WHEN ALL COLLECTIVELY FUNCTION EFFECTIVELY

Taylor’s Talent Totem Poles — 1984 Extended Version. Copyright © 1984, Calvin W. Taylor

   
 

The multiple talent totem poles show that no oneis found at the

top, or at the bottom, or in the middle across the nine different

talents. Instead, everyone has strengths and weaknesses. The greater

the number of different brainpowertalents that all students learn to

use, the more ‘‘equal’’ the students’ scores will average across the

nine talents. This averaging moves muchcloserto ‘‘egalitarianism,”’

but great individual differences still remain in each separate talent

across the total profiles. Finally, almost all students are potentially

high in at least one of an abundant variety of important talent re-

sources, either within or beyondthefirst nine talents above.

In myclasses of 25 students, by the end of the quarter the class

members become well acquainted with each other and know their

names and manyoftheir talents and other characteristics. They all

learn to function more as whole personsin class. As a by-product of

the class, good humanrelations are being cultivated throughout the

quarter. The last day I have had each of my students nominate from

their fellow students the two who were best on thefirst talent, then
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separately the two best on the secondtalent, and so on through seven
talents. Across 16 undergraduateclasses totaling about 400 students,
I have had 99% be nominated as one of the top two (top 8%) in at
least one or more talents by somefellow students. And peerratings
or peer nominationsof this type are the most effective source for ob-
taining data-and-scores which will best predict future performances.
Probably, the students in my classes have been the only ones who
have beaten Beverly Lloyd in this percentage.

Mystudents are asked by me about comparing what happensin
Other classes vs. in my class during their outside-of-class-time for the
entire quarter. They say that in other classes the teacher gets what the
students call their assigned chore time, but I get their thinking and

their observing time, which usually exceeds their chore time. When

the quarter is over, they close their books and their notebooks and

never see them ever again for their other classes, but thereafter I con-

tinue to get their thinking and their observing time. To friends and to

Others, they talk about their experiences in myclass. They also stop

and talk with my class members wheneverthey see them on campus,

but they hardly know or speak this way on campus with membersof

their other classes.

Wehavejust now reached a fourth way of extending ourtalents,

from the 9 aboveto a new total of 17. Thelast 8 talents (all but the

academictalent) are all very actively-functioning, high-level brainpo-

wer talents. As used herein, the academic talent is a learner-returner

that only functions very traditionally. Whenever a person functions

creatively, he or she has moved away from thetraditional academic

talent into one or more of the other 8 more active totem talents.

Along with the academic talent, however, these other eight talents

can function traditionally within typical traditional patterns. These

other 8 talents can function creatively by breaking away from and

going beyond the traditional patterns and the traditional styles of

functioning into producingcreative patterns andcreative functioning

styles.

For example, planning talents can function effectively within tra-

ditional patterns and can also function beyond those by producing

new, original creative patterns. This means that there are two plan-

ning talents that function differently, namely planning traditionally

vs. planning creatively. Likewise, for implementing traditionally vs.
implementing creatively, etc.

With academic talent being a learner-returnertalent, this makes a

total of 17 different talents, 9 being Talents Functioning Tradition-
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ally plus the last 8 being Talents Functioning Creatively—the highest

goal of talent teaching.

The versatility and effectiveness of students can increase consid-

erably by developing both ways of having their talents function-

ing —andalso in recognizing in which of these two ways others are

functioning. They can thereby increase their repertoire of important

talent-functioning resources. The students can also be practiced and

taught to discern when anotherperson or groupsof personsare react-

ing negatively to thinking-and-functioning of the creative type but

will not be reacting negatively to thinking-and-functioning of a

traditional-patterned type. This could enable some potential juvenile

and adult delinquents to become cautious-and-wise in ‘‘reading and

testing the situation’’ before using their readily available creativity.

They could then try to ‘‘keep their creativity on hold’’ until they have

found an audience that will tolerate and not be strongly hostile to

such creative thoughts and creative ways of functioning. This could

be important experiential training for some potentially highly crea-

tive persons. It is also a tremendous frontiering challenge for

education—especially for those teachers who can learn how to be

successful in effecting such preventative and even remedial training

in the highly creatives.

Testing for Talents in Creativity, Leadership, and The Arts

Wehave initiated a new approach, starting at the grass roots

level, by testing for talents. The purpose is to quickly create an

awareness of the talent potentials of students in a very economical

one-hour testing program. From the computer we next obtain the

four talent scores of broad, high-level types. With the test scores we

are then able to demonstrate the sametypes of things we have found

in our earlier studies from classroom teaching data—which cost

much more and take much longer, even months to obtain.

Atthe grass roots, we typically contact the citizens, primarily the

elected membersof the local districts’ School Board. If they are in-

terested, we propose having a class of students as a sample to be

tested by our Form U Biographical Inventory. This will yield the fol-

lowing four test scores of high-level and high-value talents: (1) Aca-
demic, (2) Creativity, (3) Leadership, and (4) The Arts.

After the test has been taken, a second hour should bespent
another day by having the students look at the test booklet items and
discuss them with each other. Then theyfinally discuss the items with
their teacher, so the teachers can learn from the students’ comments.
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Later, after the test scores become available, the scores are

transformed and recorded on a positive-only feedback form which

reports to each student what his or her two besttalent potentials are

out of the four. Ideally, this same feedback form of positive informa-

tion is also made available to each student’s parents.

This sets the stage so that the teacher has the great opportunity to

discern that the class is full of high potential talent resources, with

each student having a particular pattern of talent strengths. Also at

this stage, the school has obtained a Talent Bank of known talent

potentials for that class. Business and industry can goto their school

looking for future employees of known high-level talent potentials.

Practically nothing quite like this Talent Bank yetexists in any other

class or schoolin their area (or state or nation).

If the teacher of that class wants to teach-for-talents, this can

somehow be managed to occur. Then these students can be talent

taught by a teacher using ‘‘asset-focused type of teaching.’’ That

teacher’s class has then produced a second type, a higher type of

Talent Bank of known-and-developed talent potentials that have

been activated and are functioning in those students. Then business

and industry can seek out and find talented-and-trained students

whom they can later recruit and then utilize in their organization.

Also this teacher can continue to take steps toward becoming a Na-

tionally Certified Talents Unlimited Teacher and Teacher-Trainer.

A table used in earlier projects on data from the classroom teach-

ing approach worksexactly the same for the test score approach. As-

suming complete independence of each of the scores, the following

test score table emerges:

Number of Percent of Students Above

Unrelated Talents Average in at Least One Talent

4 93.8%

3 87.5%

2 75.0%

1 50.0%

In this theoretical treatment, as the chart continues upwards to

moretalents, the percent moves half way upwards to 100% in each

case. However, the talent scores, in reality, approach but are not

completely independent of each other. This produces someslippage

in which the percent of students above average does notrise quite as
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fast as in the theoretical table above. Practically speaking,it takes

three scores to approach the 80% level and six or seven scores to ap-

proach 90%.

If we wantto find at least above average promise in an increasing

number of students, all we have to do is to keep increasing the

numberof sufficiently different talents that we use. This is true both

in testing for talents and in teaching for talents. At the present time

we are using four very broad types of talents in testing and nineless

broad but still highly important talents in teaching students. We

thereby capitalize on the great complexity of students to find real

promise in practically everyone—quite quickly, especially through

testing, but certainly also within a few months through teaching for

talent assets.

Assume that we make the four Form U scoresinto a set of four

talent totem poles, with seven persons on each pole. One person’s

highest score is at the top of the Academic pole and lower on the

other three poles. Another person is at the top of the second pole of

Creativity and can be given special training on that talent. The same

can be donewiththethird person whois at the top of the Leadership

pole and with the fourth person whois at the top of the fourth pole in

The Arts. They can be given schooling opportunities in their area of

greatest potential. Each of the other three persons has one, two, or

three talents in which they are above average.

One generalized solution is to develop the talents of Creativity,

Leadership, and the Arts in all seven of the students. Thefirst stu-

dent who excelled in only the Academic talent, which is the least

related to career andlife activities, probably needs remedial training

in order to save him from being an Academic-type-only. Otherwise

he might proveto be a “‘/ost person,”’ unable to function very effec-

tively beyond schooling, in careers andlife.

Academic Creativity Leadership The Arts
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After drawing the three lines for three people, #1, #4, #6, across

their profiles for four talents, I became aware that I had drawn a pro-

file across numbersjust like I would do on the chalkboard in a meas-

urement or mathematics course.Forthefirst time, I also realized that

in so doing, I had replaced the people with their numbers and thereby

dehumanized those people for the sake of ‘‘clear, compact, time-

efficient teaching.’’ Then, it became apparent that education, just

like business, industry, and government have sometimes done, has

also created some dehumanizing ofpeople.

The thoughtthat flashed then was that one of the great contribu-

tions of Darrel Allington and Beverly Lloyd wasto prevent andcor-

rect the dehumanizing of people which occurs when I draw profiles

across numbers on chalkboards. Darrel and Beverly had wisely used

faces to replace a point, or a number, for a student on eachtest di-

mension. That rehumanizing was doneinitially by using theoretical

faces and later by using real faces of real students on all the totem

poles featured since then. Many people have rememberedthelittle

faces going up and down andhaverealized that this illustration of

faces represents real students, not just geometrical representations of

scores.

A brief study done earlier provides background for us before

reporting a study we have just completed. The first Director of

Research at the National Merit Scholarship Corporation was John

Holland, my teammate in educational research articles and as a pre-

senter at our 4th and Sth Utah Research Conferences on Creativity.

The two of us, with Dr. Albo of our Department of Surgery and Pro

Super-Scout Gil Brandt, later made a panel presentation about high-

level talents needed in different professions (published in Gifted

Child Quarterly, 1985).

Holland told me early and again recently about some Creative

National Merit Scholarships they awarded when a donor submitted

funds for only one year for that purpose. After all the regular

Awardees had beenselected, he then personally pulled out the com-

plete stack of the finalists-but-not-awarded (2nd team) group of ap-

plication folders. He skimmedthroughall of them in about one day

and set aside each one which showedanypositive clues about crea-

tivity. From this much smaller stack, he finally selected the required

number, based upon the amount of creativity scholarship funds

available. They were the ‘‘best of the lot in creativity’’ of the non-
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traditional awardees and these 2nd teamers were then awarded Crea-

tivity National Merit Scholarships. He followed them up the next

school year along with the regular 1st team National Merit Scholar-

ship Awardees. Guess which of the two groups with equal financial

support did better that next year? It was the 2nd team, the creative-

and-academic group who had beenselected on two different bases,

rather that the Ist team, the group who had beenselected essentially

on only their academic talents.

Opportunities arise for me to do similar studies, after having been

the main developer of the fellowship forms and selection procedures

for the National Science Foundation Fellowship Programs, while

working for 2 years at the National Academyof Science. Like in the

case above, we predict in a recent study that those selected on three

different bases will function more effectively and produce greaterac-

complishmentsin their total careers and lives than will those selected

on only one basis.

A White House program on Presidential Scholars is designed to

honorthe highly selected graduating seniors in a nation-wide high

school program. The selection committee mainly looks at the aca-

demic accomplishments (even thoughtheyare also interested in other

assets of candidates).

Final awardees were madeavailable for us to test and determine

their three scores on the Form U Biographical Inventory, namely,

Academic, Creativity, and Leadership Talents (against high school

norms). The ranges of the Percentile Rank scores on the sample

tested were:

Academic Creativity Leadership

Range of Percentile Ranks: 89 to 99 18 to 99 35 to 99

Wethen decided to examine what would happenifall the candi-

dates were given this test upstream, before the final selection de-

cisions were made. From thetotal sampletested, by first selecting the

top half with the highest profile (the highest total of the three scores),

we were able to comparetheir total scores with the total scores for the
remaining bottom half.

This produced the following profiles of average scores and of

ranges of scores for the High and Low groups shownbelow.For the
High group,please note how the bottom of the ranges haveall raised
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considerably upwards and how their average Percentile Rank scores

have increased upwardsinto the 90’s on both Creativity and Leader-

ship and to the ceiling of 99 for their Academic scores.

Academic Creativity Leadership

High Group Average 99 94 98

High Group Range 94 to 99 80 to 99 85 to 99

Low Group Average 98 78 79

Low Group Range 89 to 99 18 to 99 35 to 99

This program, with its large number of nation-wide candidates,

could therefore select all of their final awardees so the bottom of

their ranges would be in the mid 80’s or above onall three scores and

so the average Percentile Rank scores could all be around or above

the mid 90’s. Each Presidential Scholar awardee could be a truly

high-level, three-talented person. This set of three high scores would

provide increased predictive power and more assurance that the

highly selected group of Presidential Scholar awardees will more

likely make future contributions to society—as well as having been

outstanding in their earlier schooling.

Somecolleges and universities are moving in the opposite direc-

tion of narrowing the entrance requirements almosttotally to the ac-

ademic talents (see ‘‘Don’t Dwarf our Brains: Thinking Students’

Lament, Taylor, 1989.) This might be described asselecting the stu-

dents who will best fit the strongly established knowledge-schooling-

pattern rather than creating the ideal personal selection system

designed to select the best possible people for total careers and life

(not merely the best within the present educational system). It has

been said, maybe as arumor,that it took Einstein a couple of years

to recover from the effects of the nature of graduate schooling on

him. Perhapssuch graduate schooling was notwell-designed, but was

ill-designed for an Einstein mind.
The effects of this narrowed-mind selection can show upat least

in the vital research-focused parts of graduate programs. People are

supposed to change almost immediately and becomeresearchers and

producers of future knowledge. This great but unlikely change is

assumed to occur even though students have been rewarded and

selected for years for viewing the past knowledge with great ‘‘awe’’

and thereby being the mostefficient learner-returners of it. Suddenly

they face a nearly 180 degree different type of opportunity (which
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goes against the grain of their lifelong educational programming) by

challenging the past knowledge in order to reform it or by going

beyondit.

The research part of graduate school can also be very painful in

many waysto these selected types of grade-getting students. Perhaps

research goes too much against the graining of nearly all their train-

ing. In a large numberof doctoral research programs, even the ma-

jority of ‘‘successful doctorates’’ never do research again afterall

that expensive graduate research work. It can be said that they never

manage to do research again— or stated more strongly, they manage

never to do research again (see the reference to thefirst invited out-

sider ever to speak on creativity to all Graduate Deansin their annual

convention in our nation, Taylor, 1978).

This is in contrast to a graduate student whoafter spending only a

first week in myresearch activities, openly volunteered ‘‘Whydid I

have to wait so long? Why wasn’t all my schoolinglike this?’’ He has

spentall his career very successfully as a full time researcher. Healso

proved to be an excellent research-designer proposal writer, even for

the Ph.Ds in his Research Center who could not write good pro-
posals.

Students in Japan say that their life in the current schooling is

very unnaturalfor them. To try to compete, in order to equal or beat

Japan in knowledge-focused education, means that our students

would havean ill-designed or even a distorted kind of illness-growth-

and-developmentof their inner humanresources during their school-

ing processes. Instead, we should have schooling well-designed for

every student’s mind to strengthen their wellness and increase their

lifelong effectiveness.

Another type of use of our early testing of people has been to

look for profile patterns of certain types. Fortunately we had the op-

portunity to test a sizable group of people described byus as being

Adult Delinquents. Their average Percentile Rank pattern has caught

a lot of attention and provoked considerable discussion. They might

have become great improvement agents in societies and have been

assets rather than liabilities if their creativeness had been supported

positively into constructive creativity rather than thwarted and
distorted negatively into destructive creativity. Their Percentile Rank

scores (including Educational Orientation showing how fartheyin-

tended to go through school) are presented to stimulate the thinking
of readers.
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Educational

Creativity Leadership Arts Academic Orientation

63 44 48 34 18

Wehavebeen able to derive composite scores on Creative Talents

and on Leadership Talents from the 9 classroom teaching totem

poles. First, we retained the classroom Academic totem pole below

on the left. Then we applied appropriate differential weights to each

of the other classroom totem poles to obtain Creativity Composite

and Leadership Composite scores. In this way wederive a profile of

three scores from classroom data comparable to the first three main

talent scores obtained on the Form U Biographical Inventory. These

yield the following profiles:

Academic Creativity Leadership

Ann Kathy Randy

Diane Randy Ann

Steve Ann Todd

Randy Todd Kathy

Kathy Steve Diane

Todd LindaooLinda
Linda Diane Steve

Treat Students as Thinkers, not Merely Learner-Returners

A quarter of a century ago, a first dissertation of its type by

Hutchinson (1963) was focused initially in Phase I upon fourtypical

classrooms of students in which four separate teachers treated stu-

dents as Learners (learner-returners of knowledge). Then in Phase II

four other parallel classrooms were taught by the same four teachers

so that the students were treated as Thinkers (about knowledge) in

the same knowledge curriculum.

In comparison with the traditional classroom of knowledge-

learner-returners, there was no loss in knowledgetest scores by hav-

ing students learn how to use their thinking brains in working with

the knowledge. However, there were great gains in having students

learn valuable ways in which their brains can think during these
knowledge acquiring sessions. That is, there were great gains in acti-

vating and developing their thinking talents into becoming actualized



Multiple Creative Talent Totem Poles 49

resources, not just potential resources. This thinking talent gain was

an increase over using traditional lower-level, learner-returner pro-

cesses in which all thinking talents are almost eliminated in learning

knowledge. Dr. Guilford wrote a personal letter congratulating

Hutchinson onhis excellent (worldwide) pioneering research work on

learning vs. thinking classrooms.

The outcome wassufficiently positive a quarter of a century ago

that education could have realized, both then andsince, that simply,

definitely, and quickly, the educational system can be improved by

having teachers treat students as thinkers, not merely knowledge-

learner-returners. (In education, whenever anyone uses ‘‘learn’’ or

‘‘learning’’ alone, it is practically certain that they are referring to

learning knowledge—not talents.) Teachers can learn to treat stu-

dents as thinkers with comparatively little training —and with helpful

manuals.

This approach could be restated as having teachers learn how to

treat students as having brains that can think and that can be used as

a better way to acquire and retain knowledge. This is much better

than treating students as having only a tape recorder-type of a low-

level skill (but not by using any high-level brainpower thinking

talents) for merely learning-and-returning knowledge on a test—and

then gradually and continually forgetting most ofit. |

I purchased a picture of an outwardly active thinker which could

be used to illustrate creative persons probing into their external

world. It contrasts with Rodin’s statue which displays an inwardly re-

flecting, contemplating thinker. It seems that both reflecting and in-

quiring persons should be looking backwards into the past with

yesterday minds and be searching forwards into the future with to-

morrow minds.

Wefinally decided to use the picture for which we had a negative

most readily available, so we produced back-to-back pictures of the

outwardly probing thinkers. To do so we hadto flip the negative over

to get the second probing thinker. We thereby changed him from a

backward-probing northpaw to a forward-probing southpaw. After-

wards we realized that we had surprised ourselves by changing the

pictured person from oneside of his brain to the other—from the

left-side, logical-brain person looking backwardsto the right-side,

creative-brain person probing forwards. From this picture, the reader

can also visualize back-to-back, reverse statues of Rodin’sreflective,
contemplative thinker.
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A sensitive and astute new colleague recently educated meto im-

prove my expressions by saying ‘‘Learn to treat students to use both

their heart and their brain as an even better way to gain and retain

knowledge.’’ One poet, as I recall, said that what the heart learns to-

day, the head will learn tomorrow. The reverse of that statement,

‘‘what the brain learns today’’ raises the question of whether the

heart will learn it—or even learn some of it—tomorrow,or ever?

Moving Toward Equalizing Simultaneous KOBE’s and
TOBE’s

In the 1984-5 school year, Utah had two large conferences on an

educational approach called Outcome-Based Education (OBE). Then

in the 1985-6 school year the Utah Legislature and Governor ap-

proved the funding of the new OBEprogram.Veryclearly, this pro-

gram emphasized mastery of knowledgebyall students as the highly-

focused outcome in education. Consequently, this could be called

Knowledge Outcome Based Education (KOBE).

For a long while, our talent-focused approach has also been
outcome-based (also called criterion based). Since development of

talents is our main new outcome, in a parallel way this talent-
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outcome-approach could be called Talent Outcome Based Education

(TOBE).

Putting these together simultaneously, as we have always done,

produces the combination of the TOBE and KOBEapproachin edu-

cation. In this way, there is no need to debate knowledge versus

talents or learning knowledge versus learning to function effectively.

In other words, both types of ignorance, i.e., Knowledge Ignorance

and Talent Ignorance (ignorance of functioning effectively) will be

overcome by a double focused curriculum on Knowledge and

Talents.

Ultimately the highest potential ‘‘people’’ curriculum needs to be

seen as parallel and at least equal in importance to the current knowl-

edge curriculum. Then education will be functioning equally (1) for

developing people and (2) for learning past knowledge resources (in-

cluding the generating of future knowledge resources throughtheef-

fectively functioning creative talents of people).

Schooling’s outcomes can now be based on knowledge in com-

bination with talents, i.e., on a whole set of KOBE-TOBE’s. Thein-

teraction strengthens knowledge acquisition and lengthens the dura-

bility, transferability, and usability of both knowledge andtalents.

Wecan now combine these two outcomes to form the powerful and

lasting KOBE-TOBE combinations.

Improving Education by Developing Whole Brains and Whole
Persons

Our own basic research could be described as measurement

research on important human characteristics. These massive efforts

have involved the development of many valid human measures usu-

ally not psychometrically well-measured heretofore.

Education had not been widely aware that the vital topics of

Reliability and Validity apply to schooling as well as to testing. Edu-

cation is much too enamoredandespecially too hung-up on Reliabil-

ity (precision in repeatability) and is far too little concerned about

giving value to the Transferability (Taylor, 1978) of its schooling and

to the Validity of being focused on a much more ultimate target. If

education andits ‘‘reliable’’ measures of schoolingorits transcripts

cannot predict anything with noticeable validity beyond schooling

into careers and life, then it is very true that education is not in sound

shape, but is extremely vulnerable.
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Though education can give the trivial argument that current

schooling is ‘‘reliably reproducible’’ within itself, this does not

guarantee that there is much transferability or predictability from ed-

ucational schooling measures to functioning in activities beyond for-

mal schooling years both in careers andin life. By these misconcep-

tions and ‘‘fixed ideas’’ of emphasizingreliability and almost utterly

disregarding transfer of training and predictive validity, education

has sadly handicapped andrestricted itself from making any truly

major reforms in its systems.

The way toward major improvement in education is opened by

the fundamental measurement research, measurement theory, and

implementation-into-practice of Thurstone in The Vectors of Mind

(1935, 1947) and of Guilford in his book Way Beyond the IQ (1977).

Collectively their works expandtheentire nature of the performances

and the characteristics that should be and can now be developed and

measured in the schooling of students. In combination,their research

studies have discovered over 100 specific high-level brainpower

talents available for cultivation. These specific talents could also be

implemented into education. They are at a less complex level than the

totem pole talents which in turn are sub-components of the four

Form U highest-level tested talents.

These scientifically measured discoveries certainly illustrate that:

There is nothing more complex and more High-Tech than the brain.

There is also nothing more challenging and morepromisingfor edu-

cational improvements than activating and cultivating the full brain

and its hidden talent-and-energy resources—both in its internal

structuring-and-processing and in its external potentialities.

This all adds up to the policy that the development of the great

economic resources of thinking, producing, and creating brainpower

talents should have higher priority in education and in society than

the knowledge resources or the capital resources or the natural re-

sources. The knowledge resources and the capital resources are both

inert—they have no energy or life whatsoever of their own or on

their own. Theywill just sit there forever unless a human being comes

along and does something to them and with them. The natural re-

sources become most valuable for humans when people, with their

vast inner resources, team up with the natural resources to design

better environments and better worlds for people.
Wecan now cultivate many talents and thus move towarda goal-

fulfillment stage of activating and developing more of the total
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potential resources in a person. The outcome could be more whole-

hearted, more wholebrained, more effectively-functioning, multi-

talented whole persons.

From our majorstudies of practicing physicians, we can picture

an ideal physician-in-practice striving for professional excellence

(Albo and Taylor, 1982). When you cometo his office he worksdili-

gently andefficiently to take away yourillnesses, but definitely not to

take away your thinking powers nor to have you becomeonlya lis-

tener. But he does want you to communicate with him about your

symptoms and your hunchesas to what is wrong. You don’t have to

stop thinking or stop having exchanges and discussions with him

when you walk into his office. When yourillnesses have been taken

away, he will then work further to team with you to discuss un-

necessary amountsof stress and to plan and take action in the feas-

ible ways possible to increase and strengthen your total wellness.

Schooling could wisely follow a similar pattern. Come in and

don’t be afraid. We won’t take away your mind or your confidence

in yourself. We want to help you develop your mind naturally and

fully, while, as a by-product, you are soundly increasing yourself-

esteem. You don’t have to stop thinking or put your mind on ‘hold’

when you walk into our school. Comeandjoin us in a greenhouse-
like climate where natural growth in knowledgeandin thinking exist
together and function productively and where a cooperativespirit of
friendliness, laughter, and wellness abide.

Nowadays in schooling, children can develop toward the ideal
goal ofhumanexcellence. Thisis all in sharp contrast to having them
become programmed to keep their mindpowers undertight discipli-
nary control—thereby directly minimizing and dwarfing their brain
into an oversimplified memory-tape-recording-and-replaying system.
It is much better if young people learn to use their total talent and
energy-generating brain than to have most of it—and the most pow-
erful parts of it—remainlargely lost to them andto their society. For
according to Sam Proctor, ‘‘a mind (or any important part of a
mind)is a terrible thing to waste.’’

Most of our manuals have been onetalent at a time across subject
matter. We are very pleased when Jean Whaley of Lutz, Florida,
wrote a first booklet on the topic of the American Family by using a
warm-up exercise and then ten multi-talent (not single talent) ac-
tivities. She used a numberoftalents per activity varying from two to
seven of the nine talents across the ten activities. These multi-talent
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activities are more lifelike than the single-talent activities, which we

have used to train and launch teachers and students. Whaley, whoat-

tended our World Conference, has continued in the same way of

creating multi-talented activities on other topics—and we are

delighted with her work.

Ourlatest clear but troublesomethinkingis that the development

of the great brainpower resources is not and has practically never

been anyone’s or any organization’s primary focus. Essentially it has

been nobody’s real business. It has practically fallen between the

cracks of all major establishments. However, it could become almost

anybody’s and everybody’s and any organization’s important new

business. We can conceiveof the total brainpower resources as being

economic resources, community development resources, national de-

velopment resources, and world development resources. The brain-

powersare also the greatest potential energy sources-and-resources,

being more important than nuclear energy powers from fission

and/or from fusion. And the discovery and harnessing of nature’s

energy resources have come about only through the talents-and-

energies of the hearts-and-minds of creative people.

From avery soundresearch basis and from very positive findings

on multiple implementation projects, the following results can be ex-

pected from using this multiple talent development approachin class-

rooms. Students become more resourceful after activating their own

potential inner resources and developing them;thereby greatertotal

classroom resources are available. Schooling doesn’t cost any more

onceteachers can develop students’ talents, but double the growth in

students occurs—because growth occurs in both talents and knowl-

edge. Other outcomes are: An unbroken string of positive research

results against traditional comparison classroomsin ten independent

projects scattered across the U.S.A.; a higher concept of student

potentials held by teachers; more student and teachersatisfaction;in-

creased self-esteem in both students and teachers; more individualiz-

ing of education; more teamwork among students; enhanced teach-

ing and development of career and lifelong talents; and increased

wellness and peace-of-mind from the well-designed.
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I profoundly appreciate this opportunity to address a few words

to The World Council for Gifted and Talented Children about The

Creative-Mentors Program. This Program is one of the most impor-

tant activities of the Torrance Center for Creative Studies.

Society desperately needs manydifferent kinds of giftedness and

all of them should be honored and cultivated. Children demonstrat-

ing outstanding promise in all these areas of giftedness are society’s

greatest treasures. Long ago, I chose to be an advocate of the crea-

tively gifted. In almost every field of human achievement,creativity

is a distinguishing characteric of the truly eminent. The possession of

high intelligence, special talent, and high technical skills is not

enough to produce outstanding achievement. But the highly creative

child has an awfully difficult time to survive as a creative person —all

over the world.

The Torrance Center for Creative Studies thought it could best

minister to these creative scholars of the world through the creative

scholars-mentors network. We have given much thoughtto the kind

of help they need most desperately, the kind of help they might give
one another, and the kind of services we might provide.
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Wearealready beginningto identify creative scholars and putting

them in touch with one of the over 100 mentors we have

secured—themselves creative scholars.

A Creative Relationship

I know that possibly the greatest service we could offer them is a

creative relationship—arelationship in which one thing leads to

another. Throughthis relationship we might help them to walk away

from the ‘‘games”’ that others try to impose upon them andplaytheir

own games, using their best abilities, doing the things they love, pur-

suing their dreams.

A Mentor Relationship

Anotherservice would beto help them find andestablish relation-

ships with a mentor. I don’t think we fully understand what a power-

ful thing this can be. Through my22-year longitudinal study of crea-

tive behavior, I (Torrance, 1981, 1984) have demonstrated

statistically that having a mentorincreases significantly chances of
creative achievement.

Counseling Services

Certainly, on the University campus and in our special summer

programs, we can offer them a counseling service. To providethis

service would require a counselor who understandsthe creative per-

son, the creative problem solving process, and the creative relation-
ship.

Special Seminars and Curricula

In our seminars and short courses in summer programs, we would
require a curriculum especially suited to the problems ofthe creative
person. This would include:

1. How to use the Manifesto for Children (Torrance, 1983;
Henderson, Presbury, and Torrance, 1983.

2. Skills of creative negotiating. |
3. Skills of inventing and initiating—and the companionskills of

selling or marketing.
4. How to deal with ridicule and other common problems of

creative children and adults.



58 Creativity, the Neglected History Making Resource

Parent Education Programs

Another service would be the parent education program. This

would include seminars and short courses at the University and else-

where, as well as a correspondence program. Occasionally I receive

follow-up from parents of creative children with whom I have cor-

responded.

Network of Persons Skilled in Helping Creatives

Another important service that might be offered is access to a na-

tional or international network of people skilled in helping creative

children and adults and whoare willing to do so. I believe there is a

need and plenty of people who would form such a network.

Other Creative Talent Networks

We are also looking forward to the opportunities of tapping into

other creative talent networks, such as: PRIME Mentors of Canada

for the Development of Creative Potential organized by Dr. Con-

chita Tan-Willman, Dr. Carolyn Falk’s Falk Foundation in Connect-

icut, The Future Problem Solving Program headed by Dr. Anne

Crabbe, The World Council’s own network of gifted children, and

others.
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Mythsare the biggest barrier that prevents parents from reaching

out and helping their children develop to full capacity. Parents and

classroom teachers alike may even feel that it is wrong for their

children to want to learn more than whatis considered normal. We

may even find teachers, counselors and psychologists blaming

parents for their child’s accelerated learning which then results in

boredom and lack of motivation to accomplish school work.

The most commonmythis that this accelerated learning is harm-

ful to the child. The morehe learns, the more markedare the differ-

ences between the child and his peers. We know the contraryis true.

The more the hunger for learningis satisfied, the happier the child,

and the more readily he will relate to his peers. Emphasis is incor-

rectly placed on the effect, that is, child peer relationship, and not the

cause, or need forthe gifted child to maintain an equally high level of

self esteem as his peers.
This is the irony. Social developmentis stressed, academic ac-

complishmentsare held second in importance. These factors unite to

influence the young adult when it is time to enter college. He may

even reject the idea of entering college outright. At this point every-

bodyis surprised. ‘‘What has happenedto the once gifted child?’’,

we ask. If he does enter college our young adult may drop out be-
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cause he hasnotexercised his skills and capabilities and is unable to
adapt.

In Mexico wefind that the creatively gifted child is often seen as a
problem child who must be frequently sent out of the classroom or
even expelled from school. Teachers don’t seem to care abouttheir
gifts. They go unnoticed. This behavior may be hidden or misinter-
preted by their parents and teachers. Manyare high achievers in one
area and underachievers in others. Importance may wrongly be
placed in roundingout the child’s education by working harder on the
weaker areas. The net result is usually that the child gets tired of
workingso hard on his areas of weakness that he haslittle energyleft
for study, even in his areas of greatest potential. In my opinionthisis
the way weturn off those special talents and makethe child feel that
he is inadequate.

Psychology has becomea big business in Mexico. Counseling of
children with small problems detected by teachers is frequently
turned over to a psychiatrist or psychologist. In this way the teacher
is set free of any responsibility for the emotional development of the
child.

In Spanish the word usedto describe the gifted childis ‘‘Superdo-
tado’’ which when translated means ‘‘supergifted’’. Therefore
‘“Superdotado”’ mayelicit sarcastic laughter among the people who
believe in the myth that gifted children or adults do not commonly
exist.

Manyteachers believe that directing gifted children into special
programsis arisky business. Thereal goal is to makeall children con-
form to the norm. Theyalso believe that by enriching the curriculum
of a minority of children they will accentuate the differences between
the groups.

In the environmentI have described, we see that advanced study
and accelerated learning is actually considered wrong. Emphasis is
placed on high grades whichis after all only a measure of memoriza-
tion skills in some of the subjects studied, without consideration for

the complexity or content of the curriculum. This curriculum is

geared towards conformity to the norm and notthe development of
the individual capacities of the children.

Educating the public to look at the bright (right) side of this crea-

tive potential is a tremendous job. These gifted children must be
cuddled, cradled and led to produce.

These are some of the reasons for my having created the Chil-
dren’s University or (‘‘Universidad de Los Ninos,’’ in Spanish). Its
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nameimplies a school for children at advanced studylevels. It started

out as a special help for gifted students who were misunderstood in

the regular school environment. We offer many subjects that take the

form of workshops, study groups andlabs.It is like a small univer-

sity, but for children. They can study subjects or courses that are

not offered elsewhere. It’s offered for elementary and pre-school

children.

At the ‘‘Universidad de Los Ninos’’ we create a course ofstudy at

a level which will challenge the children’s capacity and developit.

The result of creating this atmosphereis that the child feels comfort-

able to the point of expressing his creativity freely by getting rid of his

inhibitions created by the regular school environment.

At the ‘‘Universidad de Los Ninos’’ we also focus on emotions,

attitudes and values. We help the child develop a positive self concept,

awareness of his personal likes and dislikes. Awareness of himself

and whatit means to be gifted. We build on his communication and

socialization skills. We give him thetools to help him solve problems

creatively and we try to provide valuable experiencesthat the children

will be able to use elsewhere. This becomes a very important part of

our approach to teaching, just as valuable as the academicskills.

Because there is no grade given, the child gets the feeling that

learning can be fun. The child doesn’t get homework or exams,

which create unnecessary pressure. The goals are set high and each

child pursues them trying to dohis best in class.
The students at the ‘‘Universidad de Los Ninos”’ are carefully

selected by several factors: Motivation, creativity, behavioral charac-

teristics, interests in personal specific areas, and a standardized I.Q.

test. Surveys are yearly presentedto all students at the ‘Universidad

de Los Ninos’’. Wekeepfiles of each of the student’s hobbies andin-

terests. The children are separated by ability and interest, not strictly

by age. The division within the schoolis basically beginners, interme-

diate and advanced.

Weagree with what Calvin Taylor says ‘“The children are able to

function well in these adult-like activities.’ At the ‘‘Universidad de

Los Ninos’’ they sometimes seem like small adults, and learn by

themselves.
All the courses have integrated into them field trips, hands on ex-

perience with instruments of measurement and observation. Every

class includes a different experiment.

We are also constantly growing and changing our attitudes

towards the children as we learn from them about the changing needs
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and desires of their inquiring minds. This prevents our program from

ever being static or fixed. If we can satisfy their love and need to

learn, we knowthat the children will grow up prepared to enter our

competitive world with confidence and self-esteem whichwill benefit

them and all whoare privileged to be a part of their lives.

Editor’s Comments: With her help and help from Utah the Form

U Biographical Inventory was translated (and translated back as a

check). She wasthefirst to use this Spanish version on 14 of the stu-

dents in her private school. The results were very heartening to

anyoneinterested in discovering the potentials of students in Spanish

speaking countries. On the four talent scores of Academic, Creativ-

ity, the Arts, and Leadership, 11 of the 14 students had at least one

percentile rank score essentially in the 90’s. 36% were above average

in all four scores and 79% were above average in two or more ofthe

four scores. One student was in the 90th percentile on two talents

with 11 and 17 scores on the other two. Herresults suggest that any

school, state, or nation could do a national search and find a great

variety of talent profiles across the students. In addition high prom-

ise in one or more ofthese talents can be discoveredin a large major-

ity of all students most of whom can finish the biographical inven-
tory in one hour’s testing time.
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Whenlabels such as ‘‘the gifted child’’ or ‘‘the dyslexic child’’

enter educational terminology, two important issues must be faced:

one is the question of definition and the otheris what special provi-

sion one is going to make for those whofit the definition. Experience

has shown that to give a child any label can lead to more problems

than solutions. This is certainly true in the area of the gifted and tal-

ented. Children burdened with the label of ‘‘gifted’’ are faced with a

variety of pressures from home and school and, when they do notlive

up to expectations, they usually have to cope with an unreasonable

sense of failure. This problem has been aggravated by thinking of ac-

ademic excellence and high I.Q. as the main indicators of giftedness,

while at the same time defining giftedness in broad, all-inclusive

terms.

This has meant that in making provision for gifted children the

normal practice has been to withdraw them from the regular class-

room and cater for them as a separate group. In America, William

Bennett, Secretary for Education, noted the following in a report

called ‘‘First lessons’’ (p.61):

Too often today, the education of gifted children is fragmented

in the same waysasis special education —administered in pull-

out classes that provide enrichmentin specialized settings.
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In addition to this problem of fragmentation, Diane Ravitich, in the

Same report, said (p. 61):

What we now teach some children in ‘‘gifted and talented’’

programes was once part of the standard curriculum for aver-

age children in ordinary classes.

This drop in the educational standards in American schools has

led researchers to believe thatit is necessary to solve the current pro-

blems associated with the education ofall children, and that this will

then provide the best foundation for educating those whoare spe-

cially talented and gifted.

In this regard, some recent research, documentedin a bookcalled

Developing Talent in Young People by Benjamin Bloom, draws some

important conclusions:

1. After forty years of intensive research on school learning in

the United States as well as abroad, my major conclusion is: What

any person in the world can learn, almost all persons can learn if pro-

vided with appropriate prior and current conditions of learning (my

emphasis)

2. The middle 95% of school students become very similar in

terms of their measured achievement, learning ability, rate of learn-

ing, and motivation for further learning when provided with

favorable learning conditions. (my emphasis)

What is more, Bloom says, ‘‘. . . we believe that only a small

percentage (10%or less) of talented individuals have progressed far

enough by age 11 or 12 for anyone to make confident predictions

that these (children) would be amongthetop 25 in (their particular)

talent field by the ages of 20 to 30.’’ We should bevery wary,there-

fore, of using the word ‘‘gifted’’ in relation to pupil potential. It

should rather be used to describe actual achievement, especially in

the sense of someone who has made a unique or an outstanding con-
tribution to society.

In formulating a policy for gifted education, it seems that a

school must start from the premise that all children are gifted and

that the school, together with the home, must aim at providing

‘*favorable learning conditions’’ to give each child the best possible

opportunity to discover and develop his own uniquetalents. This is

the environment St. Andrew’s Prep. Schoolis striving to create, one
which is unpressurized, family- rather than produce-oriented so that

pupils of all abilities and all race groups can learn to develop them-
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selves in harmonywith the needs and valuesof other people different

than themselves.

The school’s theoretical base originates from Dr. Joseph Renzul-

li’s ‘“‘Three Rings’’ definition of gifted behavior, which states that

whenintelligence, task commitment and creativity occurat the same

time, we have the makingsof gifted behavior. All people are capable

of demonstrating gifted behavior at different times and in different

activities, so the goal of education should be to encourage children to

function in this manner as frequently as possible. What this means in

practiceis that the schooltries to operateallits activities according to

Renzulli’s Enrichment Triad, which is a description of three types of

enrichment behavior.

Type A: All pupils are exposed to as wide a range of experiences

or fields of study as possible to broaden and stimulate

their interests.

Type B: All pupils are taught specific thinking, learning,

problem-solving and communication skills within the

context of Type A activities.

Type C: Pupils undertake investigative activities and artistic pro-

ductions in which the learner assumestherole of a first-

hand inquirer, thinking, feeling and acting like a practic-

ing professional. These activities would be only for

pupils who demonstrate sincere interest in particular

topics or problems and also who demonstrate sincere in-

terest in particular topics or problems and also show a

willingness to pursue these topics at advanced levels of

involvement.

Whatoneis aiming at is achieving a constant flow of pupils from

one type of behavior to another with Type A and Type activities

providing pupils with enrichment experiences, whereas Type C ac-

tivities extend different groups of children in as many different ac-

tivities as possible.

Side by side with the flexibility of the Enrichment Triad model,

St. Andrew’s Prep’s educational program also takes into accountthe

natural stages of development through whichall children pass. Anes-

sential guide in this regard is a Taxonomy of Knowledge such asthat

of Benjamin Bloom.

It is important for children to be ranging constantly through the

different levels of knowledge so as to develop higher order thinking

skills and to becomeproficient at all levels. Maslow’s Theory of
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Human Needs also provides the basic needs of a child, the self-
actualization process will be hindered. Recent research on the brain
dominanceandindividual learning styles has indicated that the inte-
gration of the four brain functions of thinking, feeling, sensing and
intuition in the learning program leadsto higherlevels of intelligence
and optimum development of human potential.

These, then are the major theoretical structures upon which St.
Andrew’s Prep. formulates its educationalactivities. Central to it, is
the acceptance that giftedness is a variable presentin all people, so it
must be nurtured in everyone. As it usually manifestsitself in a speci-
fic area, and notnecessarily the narrow academic one, pupils are ex-
posed to a wide range of experiences and activities both inside and
outside the regular curriculum. The school then provides the instruc-
tional methods and materials to promote the thinking, decision-
making, sensing and feeling processes. The more thoroughly this can
be done, the more likelihood there is of the children’s discovering
and developing their innate abilities and interests and eventually ex-
hibiting gifted behavior.

On a practical level, this means educating the total personality,
l.e., giving attention to each of the following standards(std):

Intellectual

Physical

Social

Moral

Emotional

Intuitive

St. Andrew’s Prep. has chosen the following nine major areas in

which to foster gifted behavior by creating the ‘‘favorable learning

conditions’’ referred to by Bloom:

Academic Program

Guidance and Counseling

Assessment

Leadership Training

Music, Art and Drama

Outdoor Education

Clubs and Hobbies

Sport
Community Service

The following are examples of some of the programs which have

been implemented to foster gifted education:

D
A
U
R
Y
W
N

SD
C
O
R
P
N
A
Y
M
R
Y
N
S
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A. Across the Standards Grouping

The program offers pupils of different age groups the opportu-

nity to work together in specific interest groups. The options

available to the pupils are grouped according to three levels: Level I

Level I Level II Level II

1 Choir 1 Science 1 Turbo-Maths

2 Art 2 English -English

3 Drama -Afrikaans

4 Problem-Solving

To participate in a Level I activity—Choir, Art, Drama or

Problem-Solving —pupils must demonstrate superiorability, a genu-

ine interest in the subject and a high level of task commitment. Level

Il activities are for pupils with a genuineinterest in the subjects but

who do not necessarily demonstrate superior ability or high task

commitment. The Turbo groups in Level III are for pupils who re-

quire extra assistance to master the basicskills in Mathematics, Eng-

lish and Afrikaans. As far as possible, pupils are able to choosetheir

groups, which then meet for an hour every week.

B. Guidance and Counseling

If a school claims to cater for the individual needs of its

pupils—and those with special talents andabilities usually need more

help than others—a comprehensive guidance and counseling pro-

gram is essential, especially one in which all membersof staff assume

the role of counselors. The more channels of communication in a

school between pupils and adults, the more chancethereis of pupils’

problems being resolved as quickly andas efficiently as possible. The

formal Guidance program, conducted by class teachers during two

lessons each week, is evolving to include the following points:

—includesall pupils

—is individualized

—emphasizes the positive

—promotes growth and change

—involves decision-making

—promotesassertive behavior

—is a team effort

—provided in multiple settings
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Among the best Guidance programs developed so far are the
‘“Game of Life’’ for Std 4, whereby pupils are involved in real-life
decisions related to owning property, buying a house, taking outin-
surance, buying food, and so on; the Decision-Making program for
Std 5 and the Std 6 program which prepares pupils for the transition
from primary school to senior school.

C. Assessment

SO many assessment programsin schools do not give pupils the
opportunity to assess themselves, which then creates the impression
that the assessment is something which always comes from anexter-
nal source. Self-assessment by pupils is also important for teachers,
as it provides them with a valuable insight into how the pupils per-
ceive their own efforts and performance. The following is the assess-
ment form used by both pupils and teachers at St. Andrew’s Prep.
for pupils in Standard 6.

At each assessment date the form is completed by the pupils and
their teachers. Copies are photostated and exchanged, after which
the pupils discuss their assessments individually with their class
teacher. If there are any discrepancies between the pupil’s assessment
andthat of his teacher, the reasons are discussed and dialogue estab-
lished between the pupil and the particular teacher. This method en-
courages pupils to be self-motivated and assertive in resolving their
problems.

Developing the creative potential of pupils is a dynamic process,

one whichis in a constant state of growth, as changes must regularly

take place to maintain and extend the ‘‘favorable learning condi-

tions’’ which are a prerequisite for meeting the needs ofall children.

New programs must be introduced andold onesrevitalized or drop-

ped whenthey are no longer functioning effectively. At St. Andrew’s

Prep. the adoption of a modified form of the Renzulli model has pro-

vided the school with a soundtheoretical framework to implement
these changes. The results have already been dramatic and the school

now caters far more effectively than ever before for the needs ofall
its pupils.
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Within the framework of studying creativity as original problem-

solving, researchers and theorists (Treffinger, Isaksen, & Firestien,

1982) have specified a process which involves the definition of the

problem, the generation of ideas and solutions, the evaluation of

those solutions, and the execution or conversion of ideas into prod-

ucts. Identification of the proper criterion measures for creativity,

however, has been a highly debated issue. The construct validity of

the ideational fluency measures usedto assess creativity has beencrit-

icized. Therefore, researchers have attempted to movecloserto the

examination of real-world creativity by using self-report inventories

of hobbies or extracurricular activities (Milgram and Milgram, 1976),

and/or stringent solution-standard laboratory tasks (Milgram &

Arad, 1981) as criterion measures for the lenient solution-standard

predictor measures.

At the preschool level, both the Treffinger framework (Tref-

finger et al. 1982) and the attempt to approximate real world creativ-

1. The authors wish to acknowledgethe inspiration of Dr. Roberta Milgram,past Director of

the Preschool Creativity Project. The framing of our first model comes largely from the work

and insight of Dr. Milgram.
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ity through self-reports or stringent-solution tasks must be ques-
tioned. Ward (1974) recommended that researchers abandon the
notion of predicting adult accomplishment and accept what we can
measure in young children as creativity. Researchers have indicated
that preschool children have developmentally limited abilities for
hypothesis testing, evaluation, and use of cognitive mediation. This
is clearly evidenced in children’s learningliterature (Stevenson, 1970)
using studies on reversal shifts (Kendler & Kendler, 1959), on trans-
position (Kuenne, 1946), and on probability learning (Weir, 1964).
These researchers demonstrated the distinct differences in cognitive
capabilities between preschoolers and older children, yet few models
of creativity appear to inadequately deal with this developmental
issue. Although someresearchers had argued(e.g., Moran, Sawyers,
Fu, & Milgram, in press; Starkweather, 1964) that the samecriterion
cannot be applied to both youngchildren and adults, a clear distinc-
tion between the creative potential of the preschooler and the creative
behavior of the adult was not madeexplicit. We suggest that, given
the level of evaluation abilities in young children, the focus of crea-
tivity or original problem-solving research at this younger age should
focus on the generation of ideas —the process that precedes evalua-
tion.

Thus, we as define creativity as ‘‘the interpersonal and intraper-

sonal process by means of whichoriginal, high quality, and genuinely
significant products are developed’’, a developmental progressionis

evidenced. For young children,the criterion is originality, for older

children the component of quality (based on self-evaluation) is ad-

ded, and for adults the criterion also includes significance (based on

cultural evaluation). This progression is demonstrated in Figure 1.

Thus, rather than ideational fluency serving as a predictor (as typi-

cally conceived by most researchers), it operates as a criterion
measure for the potential for creative behavior in young children.

In older children and adults, ideational fluency operates more as

a direct predictor of creative behavior. Such a conceptualization, in-

dicates that the variety of factors related to the creative process will

vary in influence as a function of age or context. That is, each of the

major steps identified by Treffinger et al (1982) are influenced by a

variety of factors, including contextual (e.g., curriculum), cognitive
(e.g., curiosity), and personality (e.g., conformity) variables affect-
ing the outcomes. Moreover, the relationship amongandinclusive of

specific variables will change with each stage of development. These
relationships for the young child are detailed in Figure2.
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DEFINITION PROCESS CRITERION AGE

ORIGINAL Ideational Fluency Creative Pre-

(i.e., unusual) Potential school

and

V

HIGH QUALITY Original Solutions Creative School

(i.e., workable) Precurors Age

and

GENUINELY Execution of Creative Adult

SIGNIFICANT Original Products Behavior   
(i.e., contributes

to society)

 

FIGURE 1: DEVELOPMENTAL PROGRESSION OF CREATIVITY
‘‘Creativity is the intrapersonal and interpersonal process by means of which
original, high quality, and genuinely significant products are developed.”’
 

This model is conceived within an ecological (Bronfenbrenner

(1979) framework and allows for the determination of direct and in-

direct effects of multiple variables as well as the relative weights of

these effects via regression and path analyses. Bronfenbrenner’s

(1979) description of microsystems, mesosystems, and macrosystems,

we believe are quite applicable and are entered into the modelas con-

textual and cultural variables. It should be noted, however, that

although werecognize the bidirectionality and interrelationships of

all these factors, for the purpose of simplification of the pictorial

representation, Figure 2 depicts only the uniderectional effects influ-

encing the generation of original responses. We postulate that these

relationships are dynamic and largely directed through contextual
variables. Thus, in any particular context, the personality or cogni-

tive or cultural or biological variables may be expressed in a different

fashion depending on the context.
Wesuggest that the relationships identified for preschool children

will undoubtedly change with age and the developmentof these char-
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acteristics. The model itself is dynamic, in that variables will be
added or deleted as research data is accumulated.It clearly provides a
system appropriate for hypotheses-generation and

_

verification.
Future work should be directed at expanding our understanding of
the applicability of comprehensive theoretical frameworks for crea-
tivity at several stages of development.
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FIGURE 2: DEVELOPMENTAL-ECOLOGICAL MODEL OF CREATIVE
POTENTIAL IN YOUNG CHILDREN
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Creativity constitutes a topic which has been the focus of many

studies and discussions by psychologists and educatorsin the last few

decades. Societal needs of creative individuals were recognized as

well as the role of creativity in the process of changing history and

improving society. A great interest in the characteristics of creative

people is observed, together with an increasing effort to provide con-

ditions which would contribute to its full developmentin the child.

This picture is not true, however, in most underdeveloped coun-

tries, as Brazil, where the creative abilities have been traditionally ig-

nored in the educational context. An emphasis upon authoritarian

methods and rote memory of facts prevails in the schools, with few

opportunities for the deliberate developmentof creative thinking and

problem-solving skills. The educational emphasis is still on ‘‘dead

knowledge’’ as written by Whitehead more than 50 years agoin his

book ‘‘The aims of education’’ (1929), when hestated the need of en-

larging the numberofabilities trained in the schoolsetting.
Besides the emphasis on memoryand reproduction of facts and

concepts, there are several misconceptions about creativity and ways

of implementing it amongteachers.It is believed, for example, that
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creativity occurs in artistic activities only, with the art teacher being

the one responsible for the nurturance of children’s creativity. Crea-

tivity is also visualized as a question of all-or-nothing. Consequently,

every person is seen as creative or non-creative, and most people do

not understandthat creativity is a question of degree, being somein-

dividuals more creative and others less creative. The following state-

ments that are heard frequently from teachersillustrate this belief: *‘I

have absolutely no creativity’’ or ‘‘I do not have any creative stu-

dents in myclass.’’

Theidea that creativity consists in a flash of inspiration which oc-

curs in some individuals without an explainable reason asif it were a

magical touch is also common among elementary school teachers as

well as the belief that creativity depends only on personal factors with

an underestimation of the influence of school and society to the crea-

tive process.

Besides these misconceptions, we observe several obstacles to the

developmentofcreativity in the Brazilian school setting. One of these

obstacles is the content and extent of our curriculum program. In an

analysis of the Brazilian textbooksin the field of science, geography

and history, which have been adopted in our schools, we observe that

it is surprisingly high the quantity of information —dates, names,

concepts and principles—children are supposed to learn during the

school year. The period of time children stay in schoolis also short

(no more than four hoursin the public school). In general, timeis not

enough to cover all the programs. Consequently, rote memory of

facts prevails, with few opportunities to develop exploratory ac-

tivities, to test ideas and to makeuse of the children’ creative poten-

tial.
Another obstacle is the traditional view of teaching, which pre-

dominates in the schoolsetting. Teachingis seen, traditionally, as the

transmission of information, being the teacher’s duty, with the help

of the textbook, the transmission of the knowledge, which consti-

tutes the raw material to be assimilated and learned bythe students.

There is a tendency for the booksto be expositive and informative.

Children are not seen as responsible for the construction of knowl-

edge and the emphasis is in memory and not in comprehension.

Thereis also an exaggerated emphasis on children’s discipline and

‘‘so0d’’ behavior. In order to transmit the required content of the

program, which should be reproducedbythe student, certain charac-

teristics are required from them, such as obedience and attention.
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The ideal student, who is desired by all teachers, is one whois quiet
and attentive; is one who does not question, does notcriticize, does
not suggest alternative ways or new approaches. This model ofstu-
dent is one factor which conducts to the uniformity of behavior,
thinking and expression, repressing divergence and spontaneity.

The knowledge of these misconceptions and blockages to the de-
velopment ofcreativity in the school setting, besides the data ob-
tained in several studies (Alencar, 1976, 1984; Alencar & Rodrigues,
1978) which indicated both teacher’s influence in creative abilities
and the presenceof a psychological environment not favorable to the
developmentof children’s creativity in school, led me to develop a
creativity training program for elementary-school teachers, which
was designed to instruct teachers in techniques and exercises which
might be used in the classroom to foster creative abilities in the stu-
dents as well as to make teachers aware of their own creative thinking
abilities, which most of them ignore.

This program has been conducted in 10 weekly sessions of three
hours each or 15 weekly sessions of 120 minutes each. Different
topics related to creativity and howto nurtureit in the schoolsetting
are discussed in each session, such as the cultural obstacles to the de-
velopmentof creativity and the characteristics of a classroom climate
that favors the creative expression.

In each session, questions are given to the teachers to be answered

individually or in small groups and discussed later by all membersof

the group. Someof these questions are: Whyis it important to foster

favorable conditions to the developmentof creativity? When wesay

that someoneis creative, which are his most important characteris-
tics? In which way can society contribute to foster the creative behav-

ior of its citizens? How can you foster a creative classroom climate?

In some sessions, teachers are requested to develop exercises or

activities which could be used in the classroom to implement some

creative thinking abilities or the strengthening of personality traits

related to creativity. These exercises and activities are typed and dis-

tributed to all teachers, with the suggestion of applying them in their

classroom, bring back children’s responses in a later session.
During the sessions, teachers are given a brief text to take with

them to their schools. These texts constitute a simplified version of

the main topics of the program extracted from the book Psychology

of Creativity (Alencar, 1986).
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Studies (Alencar & Fleith, 1987; Alencar, Fleith & Rodrigues,

1987; Alencar, Fleith, Shimabukuro & Nobre, in press) developed

with this program indicated that it has been successful in helping

teachers to learn the skills which are related to creative thinking and

howto further it in the classroom.It was observed that most teachers

considered the creativity training program very useful to them,in-

forming that changes occurred especially in their teaching methods

and in their students’ perception as a consequenceof its application.

It is the opinion of the author that moretraininglikethis should be

offered to teachers, in order to make them awareoftheir own crea-

tive abilities and ways of favoring the developmentof children’s crea-

tive abilities in various fields, and not only in the arts, as it occurs

nowadays.
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For several hundred years, consideration of complex human
phenomenahasbeen shot through with two contrasting perspectives.
Atthe extremes, this bipolarity can be represented by ‘‘rationalism’’

at the one end and “‘irrationalism”’ at the other (Barrett, 1958). By

rationalism, we mean an approach to knowing which is based on

analysis, linear logical progression of argument, consistency, and ex-

plicitness of steps, all leading to proof. This is the kind of value or

virtue of thinking which has dominated the Western world since the

late renaissance, certainly since the enlightenment, and almosttotally

since the industrial revolution.

In contrast, irrationalism is typically caricatured as emotional,

slovenly, uncoordinated, non-progressive, vague, muddled, leading

to false conclusions, and so on. Actually, irrationalism is properly

none of these things. Irrationalism involves holistic approaches to

understanding, is suspicious of analysis, incorporates affect along

with reason, is concerned with aesthetics, may be non-linear, and is

more interested in understanding and intelligibility than in expli-
citness of proof.

It is true that rationalism has had salutary effect in bringing us
out of complete mystery and bafflement with what we see aroundus.
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Rationalism laid the foundation for what we now know as normal

science, and without rationalism the technology which both serves

and rules us would be impossible. However, coming under the

domination of rationalism has also had costs. We have tended to

focus on the analysis of phenomena, we have come to believe that we

can disassemble a problem,solve bits of it and putit back together

for a full solution. We have cometo believe that if some solution

works for somepart of a problem, more of the same will work for a

larger problem. Our tendency to see things this way is rarely ex-

amined, and examination rarely comes about without the interven-

tion of some kind of cataclysm.

Two such cataclysms have brought ourattention to this kind of

thinking in the past generation. The advent of nuclear power and the

advent of the electronic computer. The early implications of each of

these were very optimistic for most people: Nuclear energy could pro-

vide a dramatic boonforall, and since it had been usedto bring the

end to a war, more of the same might well serve to maintain the

peace. Similarly, the rapid development of the computer during the

1950’s and 1960’s showed that these devices could do manythings

that humans could do,but the devices could do them faster and more

accurately. More hardware and more software, and the machines

would become morelike humans. In somerespects they surely have.

However, we havealready seen that the problems of maintaining

peace may be wholly unlike the problems of ending a war, and more

and morenuclear technology has not brought us any closer to world

peace than wewere before. Similarly, while the computer has grown

to accomplish remarkable things, it has also brought headaches

through depersonalization and the mechanization of human con-

tacts, and perhaps worst of all it has brought us to think of the

humanbeing as a near-computer rather than the computeras a near-

human.

There have been someepisodesof revolt against the rising tide of

rationalism. One such event was the great upsurge of romanticism in

Germanyduring the 1930’s and another, somewhat morebenignrise

in irrationalism, was the hippie movement of the 1960’s. Each of

these was ultimately coopted by or overwhelmed by the dominantra-

tionalist perspective. Within psychology, the dominance of analytical

reductionistic rationalism is evidenced in the way in which analytical

behaviorism simply wiped out the influence of the gestalt and verste-

henist schools of thought for more than fifty years. These latter views
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never really died, but they were certainly under--represented in the
mainstream of psychology and indeed misrepresented by mainstream
historians.

Within psychology, we may be onthe threshold of a new resur-
gence of irrationalism—in the best sense—a resurgence of concern
with human complexity, with the intricacy of interpersonalrelations,
with appreciation of humansandtheir unique talents, capacities, and
powersas whole, intact human beings. This view is challenging the
view that humans can be understood as assemblages of analytically
describable and controllable components. I Suggest that at the
present time, throughout the world, questions are being raised con-
cerning the primacyof the rationalist perspective, especially as it has
been the cornerstone of normalscience andis the foundation ofthe
continuously expanding and continuously threatening impact of
technology. We may cometo the conclusion that the technological
analytical mentality as an approach to understanding human action
is simply not equal to the task.

So I would like to look briefly at the three subjects of mytitle
with the rationalist and irrationalist perspectives in mind.

First of all, intuition has been studied by psychologists almost not
at all. From the dominantrationalist perspective, the phenomenonis
to alarge extent, suspect, but there are definitionsof intuition to suit
every taste. At one extremeis intuition as the acquisition of near-
mystical direct knowledge of absolutes like beauty, truth, knowledge
of God, and so on. Another view is that intuition is an absolutely

fundamental primitive function ofall thinking, which takes an indi-

vidual from sensation to knowing. Further along the spectrum is the

notion of intuition as unconsciousinference, different from ordinary
inference only byits obscurity. Finally, there is the idea of intuition
as a learning or knowingprocessin which oneis totally involved, af-

fectively, as well as intellectually, and which characteristically has a

profound influence on one’s view of the world. This, of course is

only a small sampling (Cf. Bastick, 1982; Westcott, 1968; Wild,
1938).

However,with all these conceptions, there are only two research-

based scholarly books in the entire psychological literature dealing
with intuition. A recent survey (Bastick, 1982) of more than 2% mil-
lion abstracts yielded only 24 psychological studies, and most of

these are from a rationalist perspective. That is, attempts to break the

phenomenoninto its parts, place them in a more-or-less linear rela-
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tionship, and then reconstruct the phenomenonas an assemblage of

more fundamentalactivities.

This rationalistic perspective has led to a resurgence ofinterest in

intuition in the realm of artificial intelligence, that is, attempts to

break the phenomenoninto its parts, place them in a more-or-less

linear relationship, and then reconstruct the phenomenonasan as-

semblage of more fundamentalactivities.

This rationalistic perspective has led to a resurgence of interest in

intuition in the realm ofartificial intelligence, that is, attempts to

produce intuitive or expert systems of problem-solving on a com-

puter base. The computeris, of course, infinitely rational, perform-

ing perfectly explicit computations on perfectly explicit information

with dizzying speed. Computers can reach rational decisions and

solve rational problems that most people can’t. But when it comes to

the final judgments made by human experts, the explicit computa-

tional skills of the computer begin to fail and the humanintuitive

judgments which make genuine humanexperts are beyond them. The

ultimate activity of human judgement maybeofan entirely different

nature than the computational wizardry of the computer. Rationa-

lism hits the wall (Dreyfus and Dreyfus, 1986).

Within the realm of creativity, much the same can besaid.

Psychology ignored the wonders ofcreativity to a very great extent

until 1950 when Guilford (1950) published a call for the study ofthis

important phenomenon.Therationalist approach followed. A great

creativity industry was born, with attempts to analyze the nature of

creative products, the nature of creative processes, the nature of crea-

tive persons, and attempts to identify universal features, principles,

or laws governing the phenomenon. This, of course, was the domi-

nant modeofstudy in psychology and the dominantaspiration-o-to

render the discipline and the phenomenait studied in a fully rationa-

list model.

But one of the most successful areas of study in creativity was

based on inexplicity, intuitive judgments.It utilized judgmentsofar-

chitects in selecting the most creative of their peers (MacKinnon 1964).

The bases for judgement were not explicated, but there was a very

high degree of agreement on who the mostcreative architects were.

These people were then invited to Berkeley and were studied from a

great many different perspectives. What was found wasthat the most

creative architects, however identified, shared some broad general

characteristics—an interest in high-level abstractions, openminded-
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ness, flexibility, independence, willingness to take risks, comfort
with their own unconventionality. In these features, they differed
from a control group of undistinguished architects, but they did not
differ from another group of architects with whom they worked as
colleagues. This latter finding is made much of by Weisberg (1986),
whois verycritical of all the ‘‘general findings’’ which have become
to be believed aboutcreativity. For example, it might well be that the
identified ‘‘creative architects’? are different from their immediated
co-workers primarily in terms of their own PR work or having caught
the crest of fashion. Identified creativity may often be a matter of
having gone beyond the ordinary in ways which are (for the moment)
widely approved. This is certainly the case in those realms where
aesthetic judgment is involved.

But note that the effort was to analyze the individuals into com-
ponents, with the rationalist expectation that the analytical compo-
nents could be conceptually reassembled and the original phenome-
non reconstituted. From this perspective it is possible to identify, in
an assorted group of people, those mostlikely to produce a creative
product. But that is not the same thing as comprehending creativity
in the individual.

So the rationalistic approach to the analysis and psychological
characterization of creativity may provide immediate truths, without
providing much which transcends the immediated. Indeed, Gergen
(1973), has argued that most of the findings of social psychology are
historically contingent, and that today’s truth is not tomorrow’s
truth.

Finally, we come to human freedom, a conception whichhasfas-
cinated mankind for millennia. It is also a conception which strikes
fear in the hearts of psychologists dedicated to a fully rationalist and
determinist universe. It is argued that there is simply no place for free-
dom orindeterminism in humanaction in scientific psychology. This
issue engaged the founding fathers of psychology on bothsides of the
Atlantic. William James opted for a conception of free will and free-
dom in his view of humankind, although he agreed that for a scientific
psychology,it had to be excluded. But he also arguedthat a scientific
psychology as then conceived would be a verylimited discipline in ac-
counting for human action (Viney, 1986). Similarly, Wundt named
his social psychology ‘‘Voluntarism’’, and considered volition a basic
issue for psychology: not a problem to be reasoned away,but one to

be dealt with as a fundamental feature of human behavior. Further,
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there is a continuousline of concern with human freedom and voli-

tion and a concern with the notion that humansact with respect to

the future: They act as much ‘‘.. . in orderto.. .”’ as they do ‘‘be-

cause of. . .’’. Human behavior can be explained as often by reasons

as it can be by causes.

However, in the mainstream of psychology, freedom in human

action has been dealt with asillusion (Lefcourt, 1973), as appearance

(Mandler and Kessen, 1974), as mischievous (Skinner, 1971). The two

main traditions of experimental psychological research on human

freedom havetrivialized human freedom both in conceptualization

and in operationalization. Reactance theory, a research tradition

dating back more than two decades (Brehm and Brehm, 1981), is

founded on the notion that people often believe they have behavioral

options, and when thee options are threatened or eliminated, people

will act so as to re-establish them. Actually, the research studies

rarely investigate this, and instead opt for the more-easily appraised

change (usually an increase) in attractiveness of the threatened op-

tions. The fact that the theory is based on a fundamental human

belief in freedom ofaction is taken to be a simple more-or-less inex-

plicable given, and essentially no attention is paid to the value, util-

ity, or possible truth of this belief. The same can be said of the

studies of human freedom in the tradition of attribution theory

(Harvey, Harris and Lightner, 1979). Here, the same kind of stance iS

taken —people often attribute freedom to their own actions or the

actions of others, and the conditions under which this occurs, and

the consequences of these attributions of freedom are the focus of

study. The logical status of such attributions are not of concern (CF.

Westcott, 1988, ch. 3, 4).

This is true in psychological research on human freedom,inspite

of the fact that human freedom has been a subject of continuous

study in philosophy, history, anthropology, and jurisprudence for as

long as these disciplines have been practiced. The classical approach

of psychology has been to either ignore the matter of volition or to

reduce it to some more primitive, ideally neurophysiological, status

(Kimble & Perlmuter, 1972).

In contrast, a few efforts, including my own, havetried to deal

with human freedom asa genuine feature of being human, and have

explored the conditions of human freedom, the experience of human

freedom, and paradoxes of human freedom. This ubiquitous phe-

nomenon,taken seriously does notlenditself to a fully rationalistic,
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linear, deterministic analysis or understanding. To the extent that
such an understanding is attempted the understanding will be defi-
cient.

I have focused here on three important human phenomena —in-
tuition, creativity, and human freedom, and I have pointed out the
ways in which I think the dominant rationalist perspective on
understanding has truncated our psychological understanding of
these. Weare talking about complex, individualistic, and peculiarly
human functions, and attempts to reduce them tolinear causal chains
of less human and more mechanical functions may not only lead us
away from understanding, but maylead us into fundamentalerror:
the error of believing that moreorbetter of the analytic elements will
ultimately produce the complex phenomenon of which the analytic
elements are a fragment.

To the extent that the psychological study of intuition, creativity
and human freedom havesuffered from a rationalist domination, I
suggest that the study ofcreative, gifted, and talented youth maysuf-
fer from the same kind of bias. I know that there is an established
tradition of qualitative, global research in thefield of education, but
thatit is still marginal. Psychologyfell into muchofits sterility trying
to emulate physics, and educational research is in danger when it em-
ulates this traditional psychology. The phenomena of intuition,
giftedness, creativity, talent, and human freedom are complex, idio-
syncratic, various, and demandstudy ontheir ownlevel rather than
study by reduction to the pale shadowscast by their analytical frag-
ments.
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I'dfirst like to explain that I do not work directly with children,
so I translate from my experience with adults for my understanding
of children’s giftedness and talentedness. I actually work with big
business; with corporations. But corporations, like children, have a
range of potentials, so I’ve translated from corporate high potentials
to gifted and talented children. Included in my data base are many

thousands of human resource professionals, teachers, academics,

school administrators, and also a group of about 4,000 high school

students. But my databaseis primarily corporate America. In terms
of interests, I believe that all of us are kindred spirits. Our common

interests are separated, perhaps, only by language. What I would

now like to do is acquaint you with myspecialized language, whichis

the new language of brain dominancetechnology.

Mystory starts with my own duality, which was the basis of my

interest in creativity and the brain. As a young man,I excelledin sci-

ence and math,but I also was a musical performer. I graduated from

college with a double degree in nuclear physics and music. At the age
of 45, I took up painting and sculpting and over the next 15 years,

created a body of work of some 600 paintings and 100 sculptures. As

I contemplated my own behavior, I wondered whereall that creativ-



Creativity, Learning, and the Specialized Brain 87

ity came from. What wasthis duality betweenscience andthearts in

me? In mypursuit of the answer, I delved into the nature and source

of creativity; and in the process, I ‘‘rediscovered’’ the brain. I

learned that weall have dualities —not just one, but perhaps multiple

dualities. (Think of the options your owninterests have given you,

both when you were young and now.)

In pursuing the nature of creativity and discovering that its source

was the brain,I really cameto grips with whatI thinkis a fundamen-

tal understanding. If the brain truly is the source of creativity (and it

must be), then all human functioningis affected by the waywethink.

People ask, ‘‘Ned, what is your definition of creativity?’’ But I

really want to avoid defining it, because for each of us it has a dif-

ferent meaning. The following statementis as closeas I would like to

come: Amongother things, creativity is the ability to challenge as-

sumptions, recognize patterns, see in new ways, make connections,

take risks, and seize upon a chance. Of course, all these aspects of

creativity come from the brain. The humanbrain is something which

we as aculture, we as acivilization, we as a people, we as individuals,

have not done our homework on. We don’t teach the brain. We

should! Most of us don’t understand it. We needto. It’s important

for us to grasp the overall significance of the brain, because, in point

of fact, every emotion, every thought, dream,act, bodily function of

our waking andsleeping self is ruled by the brain—a vast network of

neutral activity. Most of us know more about our domestic plumbing

or our automobiles than we know aboutthe brain. I’m going to try to

deal with that issue in this article.

Weareliving in a time of explosive new knowledge about brain

functioning. In fact, neuroscientists claim that we have learned more

about the brain in the last decade than welearned throughoutall the

ages that went before. Must of what we havelearned is expressed in

two basic theories about brain specialization.

One of these theories is the left hemisphere/right hemisphere

concept, which emergedin the early 1970s. Thoughthedetails of this

form of specialization are still being discovered, generally the left

hemisphereis specialized for linear, sequential processing, while the

right hemisphere focuses on simultaneous, gestalt operations. Thus

analysis, mathematics, and linguistic structure are all moreefficiently

processed in the left hemisphere while spatial relations, images, and

abstract concepts are more effectively processed in the right

hemisphere. The left brain is the step-by-step, disciplined, rule-
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oriented processor, while the right brain is more of a kaleidoscope of
simultaneousprocessing.

The other major theory of brain specialization is the triune brain
theory. Developed by Paul McLean of the National Institute of
Health, this theory proposes a form ofspecialization not in terms of
two halves of the brain, but rather the successive evolutionary devel-
opmentof majorstructures of the brain starting with the brainstem.
This is the reptilian part of us which is the more autonomic, the more
primitive part. As we further developed in association with other
early human beings, we needed an emotional processing capability so
the limbic system capped that reptilian brain. In addition to emo-
tions, the limbic system deals with form and structure, and very im-
portantly deals with the transformation of information into memory.
This associates emotion closely with information processing. Feelings
now becomea valid andvery significant part of the processing ofin-
formation andoflearning itself. As we further developedin the evo-
lutionary process and became morecivilized, a sophisticated cortex
or “‘thinking cap,’’ developed aroundthe limbic system.It is in this
cerebral cortex that abstract thought takes place. The notion of the
triune brain is successive specialization from the brainstem up.

The Herrmann four quadrant brain dominance model can be
thought of as blendingofleft brain/right brain andtriune brain con-
cepts into a physiological based metaphor of how the humanbrain
works. It is a metaphor which permits us to move beyondthestrict
physiological location of specialized modes, and deal with the brain
system as an abstract concept with, perhaps, more clearly defined
boundaries than neurophysiology allows. We now have a whole brain

model based upon the dichotomized and the triune brain notions.
This model is made up of four separate quadrants: A,B,C, and D.
We havethe logical, analytic, quantitative, fact-based A quadrant,
metaphorically representing the left hemisphere of the cerebral cor-
tex; and we have the planned,organized, detailed, sequential B quad-
rant representing the left half of the limbic system. These two to-

gether make up the left mode thinking processes. Additionally, we
have the emotional, interpersonal, feeling-based, and kinesthetic as-

pects of the C quadrant metaphorically residing in the right half of

the limbic system; andfinally the holistic, intuitive, synthesizing, and
integrating modes of the D quadrant, which is based upontheright

cerebral brain. Taken together, C and D makeuptheright mode.

Thus, we have left and right modes and cerebral and limbic

modes—four different but equal parts of the brain system (Fig. 1).
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One wayof categorizing the four dimensions of the modelis: A-

know it; B-do it; C-sense it; and D-try it. These specialized modes

lead immediately to different learning styles. The A quadrantlearns

by acquiring and quantifying facts, applying analysis and logic,

thinking through, building cases, forming theories. This learning

style is in contrast with the B quadrant which learns by organizing

and structuring concepts, sequencing, evaluating, testing, acquiring

skills through practice. This in turn is quite different from the C

quadrant which listens and shares, integrates, experiences, moves

and feels, harmonizes, and has emotional involvement. The D quad-

rant takes initiative, explores different possibilities, relies on intul-

tion, is interested in self-discovery, constructs concepts, and synthe-

sizes.
The Herrmann Brain Dominance Instrument is based on the

metaphoric model. In interpreting the resulting data, I emphasize

that I do not consider the Herrmann Brain Dominance Instrument to
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be a “‘test.’? That would imply right or wrong or good or bad.
Rather, the instrument is simply a model showing

a

distribution of
mental preferences in the form of a four-quadrantprofile.

I want to differentiate between a preference for certain mentalac-
tivities and the competence to perform thoseactivities. These are two
different things. However, they are strongly linked. Think back for a
moment to when you were in school. Think about the subject that
you did best in—onethat youreally excelled in, a subject that was
easy and fun, one that you were turned on to. Hold that in your mind
and then think about the subject you did the worst in. Now, contem-
plate trying to get a PhD in both.It isn’t that you couldn’t, but you
would obviously achieve your doctorate in one of them sooner, more
easily, and at a higher level of academic attainment.

Though we may function in an area that is not preferred, our
preferences can belike blinders on oureyes, altering our perception.
Imposing such blinders on our view of gifted and talented programs
can have a devastating effect. Picture a person whois examining a
child to determine the child’s degree of talent, and this personis eval-
uating the child through the perceptions imposed by his own domi-
nance pattern. In so doingit’s very possible that he doesn’t see the
whole child. Butit’s on this limited basis that he makes a determina-
tion. A decision based on one’s own dominancewill not necessarily

reflect the child. We end up with somechildren selected correctly,

more who are selected incorrectly, and even more who are not

selected at all. The consequencesare devastating.

Lest you think this just happens when adults evaluate young

people in school, you should be awarethatit occurs with older people

in business as well. In one study involving one of the world’s great

corporations, I comparedthe profiles of five groups of ‘‘high poten-

tials’’ (the corporate version of ‘‘gifted’’) with the profiles of their

sponsoring managers. There was a strong correlation between the

profile of these high potentials and the managers who designated

them as such.Is it possible that we select people in our own image? Is

it possible that others are overlooked because they are different?

In the brain dominance model, we are talking about a group of

specialized languages that deal differently with facts, forms, feelings,

and futures. A famous Abraham Maslow quotesays, ‘‘If your only

tool is a hammer,isn’t it amazing how manythings beginto look like

a nail.’’ I think we should bealert to the fact that ignoring language
differences can be counter-productive.
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It is essential for us to understand that the brain dominance con-

cept deals with personal differences and uniquenesses and not with

good or bad, or right or wrong. As with handedness, mental domi-

nances just are! Weall tend to have these preferences and we should

think of them more as potential sources of competencies than as

problem issues. Our preferences for one mode or another inevitably

lead to preferred thinking styles. For example, the thinking style of

the upper left A quadrantis that of analyst, and of the upper right D

quadrant, that of synthesist. The lower left B quadrant is conser-

vatist. Finally, the humanistic feelings of the C quadrant represent

thinking just as much as the fact-based modes. They are just dif-

ferent approaches. (I hope that we as a people—asa culture—can

begin to understand andacceptthis feeling mode of thinking as equal

to the more cognitive modes.) The combination of analyst and syn-

thesist is pragmatist. The combination of conservatist and humanist

is visceralist.

In building a more comprehensive universe of thinking styles, we

can identify some key concepts as belonging to particular modes:

Commonsenseis in the left mode. Kinesthetic is right mode.Instinc-

tual is visceral. Cognitive is pragmatic. Creative and natural are

whole brain terms.
Using a different language now andthinkingin termsof “‘smart-

ness,’’ it is possible to identify a whole array of concepts, including

factual smartness and visual smartness. Some people have oneorthe

other. Some have both. There is procedural smartness and emotional

smartness. Thereis, or course, intellectual smartness, a gift for which

frequently draws people to academic positions. There is also street

smartness, a commontrait of entrepreneurs. There is organizational

smartness and social smartness; academic, artistic, administrative,

and musical smartness, to name a few. These different types of

smartness have a bearing on ourrole as educators and as persons who

deal with gifted and talented people and those classified as high

potentials.

Mintzberg,in his article, ‘‘Planning on the Left, Managing on the

Right’? (Harvard Business Review, July/ August, 1976), raised the

question, ‘‘Whyis it that some of us are so smart and dull at the same
time; so incredibly capable of certain mental activities and so curi-

ously incapable of other activity for smart people.’’ Weall seem to

have this array of ‘‘smartness’’ and ‘‘dullness.’’ Upon reflection,

that includes me, mystaff, my associates, my wife, my children, and
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my friends. It’s quite normal that we would not be equally smart
across all of the mental functionsavailable to us. Myviewis that half
of being smart is knowing what you’re dumbat. This can be an im-
portant clue to the direction and method of our own developmentas
well as the development of other people.

One of the things I have learned myself is that many of us have
our Ownogresthat prevent us from beingas creative as we would like
to be. For meit was a fearsome dragon guarding the entrance to my
creative castle. But this ogre proved to be just a toy rubber dra-
gon—onethat I, myself, was inflating to monstrous proportions. So
at the sametimeweattemptto reach ourcastle of creativity, we block
the way with our owninternal issues. One of thoseissuesis simply the
difficulty of dealing with being creative in thefirst place. Often there
is resistance every time we attempt to be creative. Sometimes we are
scared by the power of our own imagination. Then wesay, ‘“‘Oh no,
not me. I can’t be creative!’’

Because of their fundamental uniqueness, people have very dif-
ferent views of creativity. One of the things I do in myresearchis to
ask people about the most creative person they have met andbydiag-
nosing their answers, I learn something about their own mentalpref-
erences. If you were to create a logo of yourself, the materials you
chose and how you assembled these materials to represent yourself
would reflect your mental preferences. Our behavior in such tasks
represents Our own creative process in action; and what happensisin-
deed a process, not just a single event.

The creative process involves the whole brain and certain discrete

phasesor steps: interest, preparation, incubation, illumination, and

application. That these five classic steps are the principal characteris-
tics of the creative process has been confirmed in myresearch of

history, from noting creative events during my ownlongassociations
with the General Electric Company and the Stamford (Connecticut)

Art Association, and from observing the way I myself work. Based

on this process, I’ve developed a modelofcreativity involving the

whole brain. Applying the model to a creative task could be described

in this way: Our preparation would start with an accumulation of the

facts. We’d analyze the facts, do somepreliminary organization and

planning, and somelogical processing. We’d further categorize and

organize the materials as they unfolded; we’d process the numbers;

and as we processed them, we might see a concept or a pattern

emerge which in turn might stimulate a sensory response confirming
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that we were on the right tack. We would then verify that response.

As we continued to process in this manner, we would go back and

forth in preparing and verifying, contemplating and sensing, and

along the way, perhaps we may havedrifted off into a daydream

around somevisualization which occurred. This would lead in turn,

to an Aha! of illumination. The gut reaction in response, again,

would bevery positive.
In this simple example of the creative process, I’ve involved the

whole brain. To help describe the process, I’ve cleaned it up. I have

over-organized it to communicate the idea, but of courseit isn’t that

cut and dried; the actual process is quite complicated and very messy.

A good metaphoris ‘‘zigzag lightning’’ in the brain. If we try to

straighten up the process, then wewill likely shut it down. If we avoid

a part of the process, we tend to disable it. When weactively avoid

any aspect of the integrated whole, we turn off our creative process.

Becausecreativity is whole-brained, we must assumethat giftedness

encompasses the whole brain. If we are to serve the interests of the

students, teachers, parents, and administrators, we really have to

change our wayof thinking about the mental aspects of giftedness.

I am constantly re-impressed by the creative capability of people

who never thought of themselves as creative, but who, when facili-

tated into accessing their creativity, clearly are. Importantly, there

appears to be noreal time constraints to limit our ability to do this.It

is as if our creativity is ever-present, awaiting our recognition of its

availability, no matter how old weare.

We must assume that everyoneis capable of being uniquely and

personally creative. Creativity is not a privileged domain for the

select few, but rather a part of life available to all of us. When we

assumethat a personis not creative, and worse, when weteacha per-

son that he or she is not creative, westifle an important part of that

person’s life. When we assumethata child is not gifted or talented,

without first seeking to discover the child’s gifts and talents, westifle

that child’s potential.

In order to better understand the relationship between compe-

tence and preference, I need to differentiate between what I call a
‘‘primary’’ or the strongest preference, a ‘‘secondary which denotes

our intermediate preferences, and a ‘‘tertiary’’ which indicates our

least preference. The tertiary preference is where we experience the

most difficulty, and in some cases even avoid learning. We stay away

from it as opposedto preferring it. Our strongest preferences lead to
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Our greatest competencies and our avoidanceslead to our least com-
petencies. In terms of learning strategy, we should affirm or extend
our preferences. We should reinforce and develop our secondaries
and be stimulated and challenged in our areas of avoidance. I do not
feel that we should let students off the hook (or ourselves for that
matter) in areas that we have not yet accessed or developed. Many of
us do not even knowtheyexist, and so we need to find ways to stimu-
late and challenge them. Competency potential then ranges from
world-class to hopeless. As educators we must understand that as
we moveindividuals into situations out of their area of competence,
we should have different expectations of their ability to learn and
perform.

In big business, werisk this all the time as we movepeople from
job to job, often ignoring the fact that they might have different
preferences that result in a set of competencies more appropriate to
other areas of work. That situation can be very counter-productive to
all concerned. I believe that we can be experts situationally across a

rather wide area of primary and secondary degree to which we can

utilize different modes and quadrants as thesituation requires.

There’s a dangerin being different, not only in school and busi-

ness but also with our own family. On one occasion a fathersaid to

me, ‘‘Let me tell you about my kid, John. I mean we’retalking

weird. We don’t understandthis kid. My wife and I even joke about

the possibility of a mistake being madeat the hospital. We don’t like

the way he looks. We don’t like the music he listens to and we can’t

stand the occupation that he has chosen. Wearefrightened byhis

future. Would you please do a brain dominanceprofile of John and

the rest of the family?’’ Of course I agreed andtheresulting profiles

reveal John’s extremely strong D quadrant preference and therest of

the family’s contrasting A quadrant preference. This situation

became the Weird John Syndrome. Johnis weird because Johnis dif-

ferent; and John is different in an area where differenceis visible

—its visible in hair, dress, friends, and in speech.It’s visible in edu-

cational direction, it’s visible in occupational choice, andit’s visible

in educational direction, it’s visible in occupational choice, andit’s

visible in everyday behavior. To better understand the differences be-

tween John andhis family, I invite you to fantasize about John talk-

ing to his friends about his ‘‘weird family.’’ John’s family is a homo-
geneoustribe; and as a tribe spent,as the fathersaid, 26 years digging
a moat, building a wall, and inventing weaponsto keep John out,all
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because he was different from the family tribe. I like to ask audi-

ences, ‘‘Do you know a Weird John?” ‘‘Are you a weird John?”’

The Weird Johns of this world know aboutthe powerof this model

and the impact of being estranged by simply being different. But the

world needs Weird Johns because they frequently have the

answer—they just often don’t have the best way to convey that

answer.

I have a very strong feeling that most of us have some Weird John

in us and should honor those characteristics because that’s where

much of our creativity comes from and where muchofourability to

deal with innovation and change can come from. Wejoke aboutit in

others and suppressit in ourselves. Paul McCartneysaid, ‘‘I used to

think that anyone doing anything weird was weird. But I suddenly

realized that anyone doing anything weird wasn’t weird atall. It was

the people saying they were weird that were weird.”’

In my past corporate culture, and perhaps yours also, we used to

say, ‘‘You’re flying out of formation again, Cunningham,”’ because

Cunningham looks different and behaves differently. A few years

ago I did a study of 50 people who were described bytheir friends as

‘“the most unique person in mylife.’’ The average profile for this

group of 50 successful but unique people looks very muchlike Weird

John. We must begin to honor differences. Let’s not always cater to

our natural inclination to be homogeneous. That can be very com-

fortable, but can frequently lead to mediocre solutions anddecisions.

Our preference for different modesleads to the use of brain dia-

lects that are equivalent to different languages. Toillustrate, I will

relate a story about the building of our home in North Carolina. Our

architect flew in from Portland, Oregon, to help us design the house.

The building site was on a mountain ridge overlooking a sparkling

lake and surrounded by a ring of mountains. It’s really quite spectac-

ular. On a clear September day, the architect walked out onto the

partially cleared site with sketchbook in hand and looked outat the

lovely scene. He stood there without saying anything for what

seemedlike too long, because I wasreally curious abouthis reaction.

Finally I said ‘‘Well, Lou, what do you think?’’ And Lousaid,

‘“Wow! What aplace to build a home.I could build a cathedral here.

This is a place where you could live forever. Thank you for the op-

portunity to help you design this special place,’’ He then began to

sketch the first few lines. One year later, the builder I had selected

stood in the sameplace. It was another beautiful day in September.I
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just couldn’t resist asking the builder the same question. **Well,
Grover, what do you think?’”’ Grover looked outat the samespectac-
ular scene and said, ‘‘Oh, I’ve see a lot worse than this!”

The builder and the architect were simply coming from two dif-
ferent sets of preferences that led to two different perceptions, ex-
pressed in two different ways, even though they were looking at the
same scene. For many of us, one thing goes in and quite another
comes out. We are simply on different wave lengths from each other.
The variations in our ability to communicate effectively are based
upon either our mentalsimilarities or our differences. Every once ina
while we have this exquisite understanding that comes between best
friends or spouses whereit’s like magic and they understand. Then
we have other experiences that are very different. For example, we
use the word “‘measure’’ with the thoughtthat everyone understands
immediately what we mean; but course they don’t. Some have a

highly precise understanding of it in the A quadrant and some are

perfectly content to approximate it. Others are wanting to senseit,

others are wanting to evaluate it. We say ‘‘plan,’’ and we neverspe-

cify what we mean. Do we meantactical, human,strategic, or finan-

cial? Other people hearit in terms of their own preferences. We say

“‘money,’’ and we might mean we’ve got ways to count, ways to

save, ways to help, or ways to spend,all of which are very different

waysto think about money.Thereis the high tech aspect of quadrant

A and the high touch aspect of quadrant C. MegaTrends says we

better begin to get those together if we’re going to survive in the

future. There are also the high tech aspects of quadrant D and the

high time focus of quadrant B.

Out of these brain dominance concepts developed a model of

what I call whole brain teaching and learning. In the A quadrant, we

deal with rational, cognitive, and quantitative modes. All are impor-

tant and are basically fact-based. In the B quadrant are the or-

ganized, sequential, procedural aspects of learning which, taken to-

gether with A, are the most structured and verbal part of our

processing. In the C quadrantare thefeeling oriented emotional, ex-

pressive, and interpersonal modes which contrast with the controlled

A and B. The D quadrantcontains the visual, conceptual, simultane-

ous aspects. C and D taken together are experiential and nonverbal.
These are four very different modes; and if we as designers and

teachers ignore these differences, the student will simply not under-

stand. The person whois strongly oriented to one particular learning
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modewill tend to find and reject or not process effectively the other

modes. Again, the world as a whole is a composite whole brain, and

sO we must now begin to change our assumptions about the learning

styles of our students to accommodate those whothink in ways dif-

ferent from ourselves and our schools.

Wecan describe training elements in terms of this four quadrant

model. Activities in the A quadrant include analyzing, objectifying,

articulating, and finance training programs. In the B quadrant are

planning, organizing, administrative, and evaluative activities. C

quadrant includes interpersonal, team oriented, and emotive ac-

tivities. In the D quadrant we conceptualize, strategize, design, and

integrate. The four quadrants can also be thought of as A-technical;

B-traditional; C-humanistic; and D-experimental. So if you have

system that is heavily oriented towardsB,it’s going to be traditional

in all its modes. If you try to place experimental activities into a tradi-

tional school mentality, it won’t work. There will be immediate re-

sistance and it simply will not work.

In identifying gifted and talented children, I believe that we’ve

been overselective and have used the wrongcriteria for that selection.

My experience over the past decade of using whole brain teaching

and learning methods provides overwhelming evidence that weall

have latent creative potential that can be accessed and made visible.

‘‘Creativity is the breaking down of walls rather than the building of

skills,’’ realized a young manafter attempting a sculptureforthefirst

time. ‘‘I finally was able to slay the self-created dragon that

prevented me from doing what I had wantedto doall of mylife.”’

We must summonthe courage to attack the inflated dragon that

blocks our personalcreativity.
I’m constantly doing research as I explore my own understanding

and try to push toward new frontiers. My most recent research in-

volved asking 51 human resource experts to describe the master

teachers in their pasts. From the data they gave me,I created a repre-

sentative brain profile. I then asked them to describe the master

learners in their experience. I profiled the learners as I had done the

teachers. The combined results reveal an interesting overlap— both

of them have the same D quadrantorientation. The master teacheris
more A and C oriented and the master learner is more B quadrant

oriented, but the common characteristic of both master teacher and

learner was a preference for school superintendents are opposite to

the master teacher’s and master learner’s profiles. School systems
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could benefit from a leadership mentality that understands the men-
tal preferences of teachers and learners.

Whenteachers say to me, ‘‘Ned, I don’t understand whole brain
teaching. What does it mean?’’ My answeris, ‘‘Most likely, it’s what
you are now doing that works. Take those things that you are now
doing that really seem to work and diagnose them using these con-
cepts, and you will discover that you are using many of these whole
brain ideas.’’

From a pitcher’s point of view, every batter represents a unique
hitter. This being the case, those involved in the design and delivery
of learning need to understand and apply the specialized approaches
that represent the ingredients of the whole brain model. The A quad-
rant responds to formalized, data based content, business oriented
cases, textbooks, program learning, and behavior modification ap-
proaches. The B quadrant respond to thorough planning sequential
order, structure, lectures, organizational and administrative case dis-
cussions. The C quadrantis very different because weare getting into
experiential opportunities, sensory movement, music, people
oriented case discussion, and group interaction. The D quadrant,
again very different, responds to spontaneity, free flow, experiential
activities, experimentation, playfulness, future oriented case discus-
sions, visual displays, aesthetics, individuality, and being involved.
As educators, we have to reconsider how weare designing and deliv-
ering learning if we are going to serve the needs of learners who are
potentially whole-brained and whoareall potentially gifted or tal-
ented.

Whole brain teaching and learningrefers to the brain’s ability to
iterate, that is, to move backandforth in order to take advantage of
the situational applications of the brain’s specialized modes. For ex-

ample, if I asked you to multiply 9 times 12 in your mind, you would

automatically access the quadrantspecialized to do calculations.If I

asked you then to talk about it, you would switch to the quadrant
that is specialized to do that. If I then asked you to visualize this mul-

tiplication process, you would use the quadrantthat is specialized to

do that. In everyday mental process, we move back andforthsitua-
tionally as the occasion demands. AsI deal with key learning points

in a teaching situation, I treat each learning point in as many modes
as possible—frequently all four. During the course of a few days or a
week or even a few hours, I design the delivery so that every key

learning point is addressed in ways appropriate for all four quad-
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rants. The learners must be thought of as a composite whole brain.I

have enough data from enough sources to makethat overall diagno-

sis. Taken as a whole, the world thinks equally in all four of these

modes. |
I have discovered that when working with groups, the creative

capability is significantly higher when the group is heterogeneous

rather than homogeneous. Homogeneous groups are mental tribes

that quickly settle for a convenient, easy answer. Heterogeneous

groupshaveto struggle together to get a better answer. There are lots

of sparks. Sometimes there is pain, but the output of this mixed

group canbesignificantly higher. I would like to suggest the possibil-

ity that each ofusis, in fact, a heterogeneous person within ourself.

Multiple dominancesare notonly possible, but the likelihood is that

each of us possesses can be likened to a heterogeneous team. We have

a four-way team of mental preferences residing in us. That array of

preferences then needs to be understood as the basis of our learning

styles. The ‘‘Three Person Problem’’ is my metaphorforthetruly ef-

fective learning process: The teacher teaches the learner at such a

level of independent understanding that the learner is then able to

teach another learner. That learner then gives evidence that full

understanding has been transferred.

I firmly believe that composite whole brain learning groupsrepre-

sent the ultimate teaching configuration. I realize this imposes an

enormous administrative difficulty on people to assemble such a rare

group, but I attempt to change the organizational culture of the

businesses and schools I work with in order to makethat possible. I

solve that problem by gathering together people who are different

and unique. In effect, I create a participant pool of interested

learners that as a group represent a composite whole brain. This

allows me to pick people in pairs, triads, and communities so that

their similarities and differences provide an opportunity for them to

learn from each other.

I continue to be impressedbythe fact that out of the hundreds of

people that I have trained in this whole brain teaching and learning

concept, not a single one has elected to go back to the traditional

modes. This approach is simply more successful and morefulfilling
for them.

Keep in mind as you contemplate and interpret these ideas that

the right brain invented the left brain. Think aboutthe truth of that.

Wayback when wedidn’t have a need for our modern, sophisticated
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brain. We did not have the need for organization and language and

rational thinking, and then we became‘‘civilized’’ and things began

to change. As we assess the value of the left brain, my advise is:

Don’t leave home without it!? That’s the part of us from which we

derive most of our success in dealing effectively with life in this left

modeculture in which most of uslive.

A little left goes a long way. I say that because that part of our

mental process is so powerful. Ourleft mode deals with fact and with

verbal expression. Words and facts cannot only overwhelm others,

they can engulf us as well. We need to deal equally with other

modes—modes that are nonverbal, very soft, and very different.

Language can build a logical brain, but language logic can disable

an artistic brain. Jerome Bruner has described language acquisition

as the mostsignificantofall life’s learning experiences. It is so signif-

icant that it can block other modes of thinking. When I teach people

how to draw and sculpt, my approachis to disable their language

logic. By disabling their language logic and using only the simplest of

art techniques, a way is provided for the learner to suddenly be able

to “‘see.’’ The dominance of language over nonverbal modessuggests

that we reward children lopsidedly for vocabulary development, pay-

ing insufficient attention to other, nonverbalskills. For example, one

of the accepted hallmarksof giftedness is a precocious vocabulary, so

as we look aroundfor clues of giftedness, a person with an enormous

language capability is considered before another person with less
verbal skills.

IQ tests are not a true measureofintelligence. My personal feel-

ing is that IQ tests are an abomination. They give wrong informa-

tion —either high or low. It’s wrong because it gives you misleading

clues as to what true intelligence is. High IQ scores do not ensure suc-

cess. My experience with business people —with adults with whom I

work—showsthat there is no strong correlation between IQ andsuc-

cess. As a matter of fact, overspecialization can get in the way. A

recent study showedspecialization in advanced business subjects not

common among the top 100 business people. Intelligence is more

than lots of knowledge. It’s also intuition, insight, and inspiration.

Thomas Mann, in The Magic Mountain, summed up our cul-

ture’s view of language: ‘‘Speechis civilization itself. The word, even

the most contradictory word, preserves contact. It is silence which
isolates.’’ A contrasting view is the Sufi proverb that ‘‘words have to



Creativity, Learning, and the Specialized Brain 101

die if humansare to live.’’ That may be an overstatement, but I want

us to begin to understand the powerof language as it compares with

the powerof ideas; and we haveto treat this at a different level than

we havein the past.

Albert Einstein, who was certainly one of the most gifted people

in recent history, was not a strongly language oriented person. He

said that when he examined his own methodsof thought, ‘‘I came to

the conclusion that the gift of fantasy has meant more to me than any

kind of abstract thinking.’’ He wastalking about his preference for

the D quadrant, not the A quadrant. As a matter of fact, those of

you who have researched Einstein know that he didn’t do well in

school. He was basically a poor student. If he had been rigorously

measured on this, he would never have been judged gifted as a child.

Through visualization he dreamed the theory ofrelativity. Some of

us would scoff at this and sayit’s not thinking. Of course it’s think-

ing. It’s just a different kind of thinking, and we needto validate it as

appropriate in our education process. Today, westill punish students

for daydreaming, when in fact, we dream every night every 90

minutes; and we daydream every 90 minutes during our waking

hours, but our culture considers this inappropriate behaviorand fre-

quently says that daydreamingis a waste of time.

Wehave probably not even begun to discover the capabilities of

our brains. As Michael Hutchinson putit, ‘‘It’s as if we’ve been put-

putting about without ever shifting out of first gear, never realizing

that there were higher gears.’’ Many of you are familiar with Howard

Gardner’s book, Frames ofMind, in which he developsthe notion of

multiple intelligences. He argues that a whole array of intelligences

are co-equal, including linguistic, musical, spatial, logical-

mathematical, and body-kinesthetic. I’m going to add a few moreto

that list: the academic and the nonacademic,the tacit and thepracti-

cal.

An important idea in the area of gifted and talented programsis

the notion of ‘‘islandsof brilliance.’’ Islands of brilliance can take on

a number of different modes. They can be language based, musical,

or artistic. They can be mathematically or scientifically oriented.

They can relate to any of our manyintelligences. I believe that all

humanbeings havean island of brilliance. Some of us have more, but

all of us have at least one. Since many of us don’t know what our

islands of brilliancies are, one of the things I do as I try to deal with
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the issue of personal creativity is to help disclose to people, and ac-

cess for them,their islands ofbrilliance, some of which they didn’t
realize they had.

Amongthe techniques I use are biofeedback, visualization, and

drawing. That moment of learning whichall of us as teachers have

witnessed with ourstudents, can inspire a lifetime of achievement. A

young man whosculptedthe handin one of my workshopsfouryears

ago wrote me just a few weeks ago about how the experience changed

his life. What I really taught him was howto see, and seeing is a

transferable skill. He is now doing different work at a different level

in a different way as a result of that experience of sculpting. In the

application of whole brain approaches to education, we don’t teach

people how to draw or sculpt as much as we removethebarriers to

their ability to see. When this happens, it is as wonderful as Ashley

Brillian said: ‘‘Inside every little beam of light a rainbowis sleeping.’’

To the individual, that frequently can represent a personal affirma-

tion, which, to me,is a key to learning. That’s where my workleads

me—affirming people.

No matter what your brain dominanceis, the degree of wholeness

of your mental process is the degree to which youare situational. I

have discovered that even in our secondary areas of mental prefer-

ence, we can be very expert if we use these modessituationally. So we

do not have to have a perfectly balanced profile in order to be whole.

That to me is a message of hope.

As I reflect on the many uniquely different people I know and

work with, I feel a strong personal need to redefine ‘‘normal.’’ I

think many haven’t felt normal, don’t feel normal now, but should

feel normal. No matter how different we are, there are normal people

like us somewhere in the world. The world is a composite whole

brain. There are kindered spirits out there who have mental prefer-

ences very similar to ours. As a group, we would be normal to each

other. In dealing with the issue of normalcy, we have to be much

more inclusive than exclusive. You see, I think creativity is normal. I

think being gifted and talented is normal. It’s normal for us to have

these capabilities. The challenge is for us to find better ways to

release them.
As I summarizethe brain and learning, I see these kinds of major

issues:
1. The brain is specialized.

2. The individual brain is unique.
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3. The brain is situational.

4. Learning is mental

That seems so obvious, but we don’t behave that way. Wedo not

behave, please understand, fellow teachers and educators,as if learn-

ing is mental!

5. Each individual has different learning styles.

6. Learning designs can accommodate individual differences.

7. Delivery of learning can respond to personal uniqueness.

8. Unique people can be made anintegral part of the learning

design.

As a matter of fact, these unique learners become part of the

learning resource because those differences now becomepart of the

way people learn and teach, they teach each other throughtheir dif-

ferences:

9. Learners can be grouped to makelearning moreeffective.

10. Learning through affirmation and discovery can be more

effective, more fulfilling, and last longer.
11. Learning programs that are based on the specialized brains of

the unique participants work to the advantage of everyone, including

the teacheror trainer.
Responses to learning is independent of age in a whole brain

learning design. This is a message of hope. As we growolder, we can

look forward to continued learning capability, in essence until our

brain becomes dysfunctional.
My experiments with this are very conclusive. In working with in-

dividuals ranging in age from eighteen to seventy, I found the learn-

ing response absolutely similar. You cannot discern the difference.
Issues of age simply drop away when you havethe excitementof ex-

periencing a wholebrain learning design. After participating in whole

brain learning experiences, hundreds of gifted and talented adults

(high potentials) have revealed that they now feel normal—noless

unique and special, but finally normal and okay about themselves.

For someof these people,it is the first time they have felt this way in

their adult lives. The understanding of self—the discovering of

self—can be greatly facilitated through whole brain approaches to

learning. It’s never too late for gifts and talents to emerge. Never too

late!
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In treatment of the central matter of this Conference,I will try to

evoke—without sacrifice of theoretical clarity—a vividly tangible

sense of what the creative experience actually is. A powerful poem of

William Butler Yeats demonstrates, dramatically, that creativity is

not limited to the arts and inventive thought alone. Each ofits three

stanzas displays one great individual instance of creative action, ina

medium different from the others. Both the opening stanza and the

concluding one are devoted to celebrated examples: the action of a

soldier, Julius Caesar, and of a painter, Michael Angelo: shapers of

empire and of images.

The second—and midmost—stanza opens an enormous pros-

pect, of central significance but of greater obscurity in its implica-

tions. It pictures a creative agent, a younggirl, at a time long before

mastery of special gifts can make manifest a particular power. I will

read that stanzalast.

1. Writer of poetry, fiction, essays. Founder and Director of the Writers’ Conference of the

University of Utah. His book The Creative Process, in print since 1952, has sold more than

half a million copies.
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Long-Legged Fly

That civilization may notsink,

Its great battle lost,

Quiet the dog, tether the pony

To a distant post;

Our master Caesaris in the tent

Where the mapsare spread,

His eyes fixed upon nothing,

A hand underhis head.

Like a long-legged fly upon the stream

Ais mind moves uponsilence.

That girls at puberty may find

The first Adam in their thought,

Shut the door of the Pope’s chapel,

Keep those children out.

There on that scaffolding reclines

Michael Angelo.

With no more sound than the mice make
His hand movesto andfro.

Like a long-legged fly upon the stream

His mind moves uponsilence.

These two stanzas develop two crucial ideas that are often

overlooked or misconceived and misinterpreted. Theseare,first, the

deep subjectivity of creative impulse, grounded in featureless immen-

sity, and, secondly, the fragility of the mood of widened awarenessin

which all preconceptions are erased and disempowered.

But the choice exemplification of Yeats’ themeis the action of an

adolescent girl, only obliquely identified in the poem: the immature

girl who in adulthood will becomethe central figure in the fall of the

ancient city of Troy—orIlium, as the story is told in the Iliad of

Homer. Clarity will be served if before reading I cite two famous

lines of an Elizabethan drama, The Tragical History of Doctor

Faustus, by Christopher Marlowe. They are spoken by Faustus when

the diabolic Mephistophilis, servant of the Arch-fiend Lucifer, brings

before him the simulacrum of Helen of Troy. Seeing, Faustuscries

out in wonder:

Wasthis the face that launched a thousandships,

And burnt the topless towers of Ilium? —
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Theepithet ‘‘topless’’ means here unequaled: never outtopped by

any other towers on earth.
Nowhere is Yeats’ central stanza, depicting with brilliant effect

an apparently trivial action of a girl:

That the topless towers be burnt

And menrecall that face,

Move most gently if move you must

In this lonely place.
She thinks, part woman,three parts a child,

That nobody looks; herfeet

Practice a tinker shuffle

Picked up ona street.

Like a long-legged fly upon the stream

Her mind moves uponsilence.

Her musing in speechless indulgence of what may seem only idle

transgression of regular deportment, nice behavior of nice girls,

betokens the freedom andscopeshe will bring to ultimate discipline

in that womanhood which will turn the heads of the world.

Poetry well made can exhibit—simultaneously with what is

denoted —great wealth of implication. But it can do so only if it is

voiced with sensitive control of all the sound aflow as speech on the

air. In general, sensitive and skilled control of the medium that em-

bodies the products of creative action is prerequisite for their effect:

not merely for their successful shaping as they are formed, but for

making effectual use of them.

For proof, let us listen to a few characteristic samples of prose

and poetry. First an example of a simplersort, a zestful folk rime in

one dialect of slaves in America— as it was spoken beforetheirliber-

ation and for a while after:

Sinnuh man swingin’ on de gate of Hell,

Sinnuh man swingin’ on de gate of Hell!

De gate clang to—an’ downhefell!

No hidin’ place down dah!

Hallelujah, chillens!
I went to d’ Rock fo’ t’ hide my face:

De Rockreplied

No hidin’ place!

No hidin’ place down dah!
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Any child would feel the dancing art of that poem and the zestofits
drama.

Language put to such full use exhibits concretely a disciplined

psychic action. For a further, more compact and complicated ex-

ample, a famous piece of prose: in English translation, ‘‘I came, I

saw, I conquered,’’ in the original Latin words, ‘‘Veni, vidi, vici.’’

That is laconic—and therefore the more vibrant with implication.

Julius Caesar, master of words and of the world and ofsilence, made

it. To recognize the degree of his mastery—tofeel the force of those

few syllables, one must have had some experience of autonomous

tongue and eye. The knowledge that empowers must be won.

The reader or speaker of language powerfully formed for our

breath must be—asthe inventorof it must be—a shaper of language

to wholehearted purpose. The reader must order sound and syntax

with force and skill—or else he reducesit to rote and rigamarole. So

when weread well-made writing, either to ourselves or to others, as

for instance to children in a classroom or at home,thetest of the text

is the same as the test and token of the reader’s integrity and intelli-

gence: namely, a full and true rendering of every passage.

Let’s take another compelling example: that passagein thefirst

book of John Milton’s Paradise Lost, in which the huge leaderofall

the fallen angels cast down by God onto the flaming floor of Hell

cries out aloud to them to rise upin revolt:

Hecalled so loud that all the hollow deep

Of Hell resounded:— ‘‘Princes, Potentates,

Warriors, the Flower of Heaven—once yours; nowlost,

Reading, we hear not only the mere words of Satan; we hear the long-

drawn noise of their utterance vibrating though all the farthest

reaches of the netherworld. Those reverberations augment the power

of the archfiend’s summons—and make audible the vast enclosure

pronouncing in the mockery of long echoes the sentence of endless

punishment. Those lines resound with knowledge given directly to

the ear, as sheer sound that penetrates ourflesh.

We cannot absolve ourselves from the regulations of the real

universe. Sane human beings do not with impunity maketheir way in

whim or ignorance: they are continually in commerce with their sur-

roundings. The world is their element, the resource they draw on.
The newborn,from thefirst snuffle and cry as he kicksinto the air,is

coming to terms with the world: the terms that it imposes and, inso-
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far as he can manage, the terms that he can impose onit. If he would

constrain the world to serve his need andhis desires, he must accord

himself with natural realities, he must embrace the world that com-

prises him, and move in harmony with its almost infinitely complex

motions. Orelse he will be punished with mortal frustrations.

Creativity in the abstract does not exist. Creativity is our name for

that innovative behavior which delivers body and soul from courses

of ignorant error, from the treadmills of habit, the stasis of custom,

through disclosure of new perspectives and courses of action which

fruitfully bring into play psychic energies never before elicited.

My intent in this brief discussion is not to proffer

definitions—something I have doneelsewhere.It is to show, through

concrete examples, that kind of control of a medium whichis in-

dispensable for mastery of new vistas of insight and of action con-

summate in sentient flesh immergedin the flow and flux of a concrete

world.
The need for a medium,of sufficient substance and susceptible of

exquisite refinement in discriminate use, might be illustrated by

various disciplines of insight and expression: mathematics, or paint-

ing, for instance. I have chosen poetry for special attention, because

of the diversity of its character, as thought and as imagery and sound

and kinesthetic and other sensuous substance susceptible of signifi-

cant ordering in ways appreciable by many. Languageis familiar to

all of us, here. Poetry is a heightening and concentration of language

embodied: consummate in action of very wide andinclusive scope.

Andas such it can stand—and move—inillustration of life in those

moments of fresh intensity that we prize. Charles Darwin, writing of

such moments, quotes a young child’s explanation of ‘‘what was

meant by being in goodspirits’’: ‘*‘ ‘It is laughing, talking, and kiss-

ing.’ ’’ Darwin remarksthat ‘‘It would be difficult to give a truer and

more practical definition’’ of that vital expression of human ener-

gies. It is not a mere slack of contentmentin quiescence such as might

be suggested by the image of acat curled on a cushion in the sun.It is

organic action, in blithe communion. In that vivid state of excite-

ment, as Darwin explains persuasively, ‘‘The brain, stimulated by the

increased flow of blood, reacts on the mental powers: lively ideas

pass more rapidly through the mind, and the affections are
warmed.”’

Poetry by its concentration in rhythmic movementandothersen-

suousexcitations of feeling, images, and ideas can arouse the speaker
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and listener to similar activity, equally benign and intense, though

deeply and almost wholly subjective. But poetry can do so much only

if it is sounded and heard moment by moment, clearly articulated,

with exact modulation. Best for illustration of such effects is poetry

that evokes the very savor of experience: ‘‘simple, sensuous, and pas-

sionate.’’ Here is a short poem so central to humanpassionsthatit

has for centuries moved multitudes:

Western Wind

Western wind, when will thou blow,

The small rain down can rain?

Christ, if my love were in my arms

And I in my bed again!

Saying thusverylittle, it is possible to say nearly everything. Each

reader will speak that poem understress of his own feeling, and in

successive readings may soundit a little differently. But that’s be-

cause poetry, like love, like the heart in the body, lives only in

ceaseless—instant by instant—renewal.

I will read a poem I believe I know howto soundexactly, because

I myself shaped it. It draws on experience I had when I was hunting

rattlesnakes in Arizona, working for a collector who sold live

animals—mainly reptiles—to museums and zoos. Weused to pick

the snakes up by meansof a leather loop we could tighten at the end

of a pole—and so drop them into a sack we carried back to thetrailer

where we stowed them away in cages.

The poem begins with our setting out on the hunt in the cool of

the morning when rattlesnakes are abroad:

The Catch

The track of a broad rattler, dragged over dust at dawn, led us

Across the flats of morning under mesquite and paloverdes,

Path direct as hunger, up to a heaped grace of shade

Rodents had riddled into a hill of galleries. There it ended.

Wedug into dust to take alive a lord of venom, whole

Rope and writhe as thick as a child’s thigh, in halls of his Hell.

But what we found, under a crust crumpling to knives of spades,

Was a path of fury: earth as light and loose as a harrow beds,
Smell of plowland cut and clawed, and darker down in the mound

A sprawling rag of dragon’s pearly armor slubbered with mud.
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The feasting grave trembled. It shook us. We heard the darkness

grunt.

A snout full of snarls, of a hound or a hog, heaved the spade up and

dug under.

But was stopped in its tunneling by the steel, as steel was stopped in

its teeth. It turned

Quick, clawing and snappinguplight, it charged and a chokerrolled

it at pole’s end

A badgerstrap-throttled, flipping like a marlin, battling like a bull on

a gaff

And snoring angertill over his bravery and scuffling the door of a

cage clapped.

Burrowing bearclawsrattled in tin. He tasted wire all round.

He bucked, he bruised the ceiling, lunged at a beam and waseating

oakwood.

But for that ravening he lived unfed and unslaked. His stench was

immense,

His dung was the curved needle ribs of reptiles. He never slept—

Daylong, nightlong. His furious freedom resounded. At starlit dawn

Jaws and claws rasping and thudding thumpof his thunder drummed

once. Long

Silences rang for him, cage-eater greedy of snakes, abroad in the

dawn.

To display and explain all the ways in which in that poem theele-

ments of flowing sound and sense are organized in adaptation of

their forces to make meaning vivid and exact would require hours of

exposition. Brief and merely suggestive discussion of just one aspect

of the structured substance instrumental in control of motion and

meaning as we read must suffice to intimate the nature and function

of a multitude of others. In ‘“The Catch,’’ the rather long lines, of

seven measures each, are proportioned for various effects required in

depicting objects, actions, and perspectives of more than little

diversity. The pour of uninterrupted movementin such a long line

unbroken by punctuation allows for flow of statementin a single ca-
dence, slow or swift, level or undulant, variously adaptable for em-

bodiment even of opposite sorts of action, whether of easy advance

in leisured motion,as ‘‘Across the flats of morning under mesquite

and paloverdes,’’ or of fast rough scuffle and drag to the clap of a
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cage door. The same long line, when brokenin its flow by pauses of

breath, may hesitate or delay, as in that passage pondering what

might be at work below ground: ‘‘The feeding grave trembled. It

shook us. We heard the darkness grunt.’’ Or the pace maybe abrupt,

violent, stab of steel stopped in teeth, ‘‘Quick, clawing and snap-
ping....”’

Noting such obvious facts may remind us that imagination in-

structed by observation of self and world must guide the rendition of

every passage —asit guided its shaping. In a poem well made, noth-

ing is presented for its own sake only. Neglect or distortion of any

element, in the reading, impoverishes and reduces the whole.

Near the start of our century— when I was a small child—there

was a widespread notion that poetry ought to be recited with lively

gestures of hands and arms and bodily posture, with bright glances

about the speaker, and with other such flourishes of histrionic inge-

nuity to enrich and intensify the effect of the mere words. This sort

of recitation was miscalled elocution. Its nearest analogue todayis

the performance of popular music by players and singers bouncing

up and downlike acrobats riding the bed of a dump truck on a rocky

road. Such embellishments are diverting, but if the work being per-

formed is good in its own right, they are asirrelevant as a tapping

foot in the aisle during performance of asymphony. When the music

is well performed the metronome mustbesilenced.

A poem may of course require a quietly regular pace of enuncia-

tion. I will read in illustration a poem written for a special issue of

Poetry magazine that was devotedto protesting the continuing war in

Vietnam. ‘‘This Is Vietnam’’ is a poem of fourteen lines that I

designed to point simultaneously both to its ostensible subject and

beyondit. Its specific subject, the overtly offered matter, is the diver-

sity of horrors inflicted by the worst vice of human beings upon the

whole race of mankind, a vice easily condemned by people who op-

pose war while leaving unexplored those causes of deeper origin and

more general character from which they would too happily exonerate

themselves.

This is Vietnam

Not only death-rattle of armies

Nor the booming, that as yet is at ebb,

Of the tides of fire.

Not only the villages cornered and bumpedoff like vermin,

The cities pouring like bats out of craters at evening.
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Not only the ordure of empire,

Northe skies that gather to contestit,

Nor the always deepening drone of the hatcheries of power.

Not only the franchise of violence,

The fogs of the streetriots,

Argument by uproar,

Suffrages of rubble,

The ballot of the sniper.

Not only the innocent breath that sleeps through the night.

To leave an argumentthus incomplete can incite those who hear

to look further —as the dark of an open door maylure speculation

out of a well-lighted hall. It will do so the more powerfully if the

place already reached and explored has rewarded interest, aroused

strong feelings, curiosity or joy or horror. To that end the poetry

must not be sounded and heard as if it were some item oftrivial

substance in last week’s newspaper. Whateverthe specific subject of

a poem may be, the quickening characteristic of ‘‘high spirits’’ is in-

dispensable for its rendering and reception—even of darkest pas-

sages.
Darwin’s criterion of vitality in subjective life may be compared

with the similar criterion that the designer of the Rorschach test

characterized simply as ‘‘good humor,’’ a designation pointing to

evidences of benignly proportioned powers and tendencies, balance

and scope and flexibility, in the protocol of the subject examined.

Rorschach offered evidence of a different sort than Darwin, but to

much the same effect. Their findings converge precisely on a central

matter of our responsibility for the children whose welfare is our im-

mediate concern. The ‘‘constitutional possibilities for the develop-

ment of talents,’’ Rorschach warned, do not assure development.

Actual developmentof talent requires an arousal of what ‘‘wecall in-

stinct, or will, or libido.’’ Power of spirit and mind is inward in ori-

gin, it is natural, and spontaneous; but it can be suppressed or

mischanneled.

Wewhoare concerned for the growth ofthe gifted, the talented,

the creative child cannot withoutrisk of disaster neglect our responsi-

bility for opening in wide allurement the whole wayof access for the

child’s vital avidities. For they most directly move thechild to fulfill-

ment, in the concrete world of substances susceptible of shaping and
reshaping in enhancementoflife within and round about.
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Someactivities are spontaneousto the degree that they develop
without help. Charles Darwin remarked that ‘‘The art of screaming,
. . . from being of service to infants . . .”’ becomes‘‘finely developed
from the earliest days.’’ But he pointed out that even ‘‘laughing and
weeping,’’ like talking and kissing, have to be acquired, gradually,
through humanconverse.Soit is with the art of speaking poetry, and
the art of hearing it. In effect, these two disciplines are reciprocal,
best imparted together, and early in the life of the child. Children

reared in complete isolation from other human beings never learn
even to speak. Real instances provethat.

The few words I have quoted of Darwin, of Rorschach, and of
poetry in its motion proclaim against all opposition that ourlife is
now. Welive in the act of embrace ofit, substantial, yet forever new

in shape. Children move with the keenest sense of that fact: in the

avid present, active, impatient, wanting the best, trying to seizeit,
unable to wait.

To chasten and curb and halt them may seem necessary: to tame

them. But that way prepares them for mediocrity—or worse. Wild

animals are in happier luck. Thefirst rule their parents coerce them
with is the temptation tolive.

At worst we have made poetryan instrument for improvementof
memory, or of behavior through punishment, through requiring
recall of some passage arbitrarily chosen by a well-meaning

disciplinarian—a mass of wordsto be regurgitated undigested, never

to be returned to. But the errors of oversight and neglect can be

blighting also.

I think of a child, talented in language, with a gift for imagery,

avid for fresh experience, but never offered poetry as moving sound,

never helped toward a hearing of poetry—but madeonly to suffer
from it.

The consequence ofall this argumentis clear. Poetryis a vital re-

source. Therefore one should manage the medium forlife’s sake. It

should neverbe treated as if it were mere message, chopped in chunks
or ticked off on a metronome. Thegreat Japanese master of haiku,

Basho, gave the necessary advice: try it a thousand times on the

tongue. Even if the performance is imperfect, we must bringit alive,

discover how our own wordsenfleshedin their running can open per-

spectives burnished with particular light, quick with meaning in

interplay—overt or implicit, suffused with somevirtue or virtues as

nameless as the fruits of Paradise, as familiar as the sun.
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It is no coincidence that the three authors of this paper bear the

last name Barron. The first author met the second author onenight,

and as she remarkedseveral years later, ‘‘And suddenly there were

five of us.’’ The third author joined thefirst two in the early days of

their association.
They are joined together in another waythat is basic to this au-

thorship, of course. Thefirst authoris a professor of psychology and

aesthetic education; the second authoris a credentialled elementary

school teacher in the arts and frequently teaches classes of mentally

gifted minors; and the third authoris a graduate studentin bothclini-

cal and cognitive psychology (in the Learning Center at Vanderbilt)

and worksin the school system with children who have problems of

adjustment presumably derived from difficulties in learning.

All three of us have contributedto this article in the ways of our

specializations in the general education task announced in ourtitle

today: Creative Children in School and the Saving Grace of Art.

The Creative Child

The discontinutiy implied in the terms child and adult is a very

real one, but it can receive harmful overemphasis. Actually, almost
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all adults who give evidence of creativity in their maturity were also

creative as children. Nor are the personal traits associated with crea-

tivity in these stages of life very different from one another. Creative

people comein all ages, sizes, colors, creeds, and sexes, and within

these various categories they display certain resemblances in style and

in enduringtraits. They are of an independentcast of mind; they are

complex in the sense of allowing experience of all sorts into their

perceptual system rather than shutting out the discordant or contra-

dictory experience in the interest of short-term simplification; they

have intense sensibility, whether of an introverted or extraverted

type; they are intuitive. Such traits have been well established in the

resarch on highly creative individuals carried out in the 1950’s and

1960’s at the University of California in Berkeley.

Moreover, and this is very important, scholastic aptitude alone,

especially of the sort that leads to conventional academic achieve-

ment, plays only a small role in creativity, as voluminous evidence as-

sembled by J.P. Guilford, Calvin W. Taylor, Donald W. MacKin-

non, and E. Paul Torrance has shown.This has serious implications

for the education of the creatively gifted, as we hope to show.

Art in the Schools

Writing underthethetitled, Art in the Service of a Democratic

Education, Nancy Barron completed a Master of Arts thesis at the

University of California, Santa Cruzin which she interviewed numer-

ous principals, teachers, children, and parents about the role they

thought art and creativity should have in the regular school curricu-

lum. In the concluding paragraph in a chaptertitled ‘‘Conversations

with Children,’’ she wrote:

‘‘“The younger the child, the more is art experienced as fun.

This in turn is related to actual time devoted to art in theclass-

room. Art disappears from the classroom by fourth grade in

most elementary schools. The younger children delight in art

and are notself-critical. Art is still play for them and they have

a sense of magic when they create something. Could this be

kept alive by continuing art programs with lesson plans that

give the children new skills and an interest in more difficult

problems? And by making art a part of math, reading, sci-

ence? These questions need to be answered by educational

research and are very important.”’
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One is reminded of Torrance’s well-known finding of a decre-

mentin creativity test scores in fourth grade. Could it be that when

art goes out the window,so does creativity? Or, worse, doesthe crea-

tivity go underground? Andif so, in what form doesit surface? Inde-

pendence of judgmentis closely related to nonconformity, and non-

conformity can easily become that ogre delinquency. And whatrole

doesself-esteem play in the transmogrification of nonconformity and

unconventionality into a genuinely compulsive rule-breaking that in-

evitably locks the individual into combat with the authorities? These

questions have the most profound implications for society today.

Case Study of a ‘‘Problem’’ Child

Whatis a problem child? Try this definition on for size: A prob-

lem child is a child who has a problem,is a problem, andis the prod-

uct of a problem. Very often, a child in a problem situation becomes

a problem and is then a problem for self and others. How to

break into the cycle of feedback in which the problem situation be-

comes potentiated in its tendency to create new and worse problems?

One wayis by individual effort on the part of the school psychologist

(counselor, educational consultant, clinician). It means working with

both the child and the system or situation, meaning in most cases the

school, the teacher, the parents, the child’s peers.

As an example convenient to our present collaboration, we pres-

ent now a report ofa single case by a psychologist (our third author)

working in a school system in Nashville, Tennessee. Her defined role

in this situation was that of a clinical trainee with competencein cog-

nitive psychology and learning disabilities.

The Case of Christopher (as reported by Brigid Barron)

**I came into contact with Christopher because he was referred

for assessmentofeligibility for certification of a learning disability.

The referral originated with a psychologist in private practice (Dr.

Towne). Christopher (an eight-year-old white male) is currently re-

peating the second grade in public school. He is living with his

mother but spends three days a week at the homeof his grand-
parents.

‘‘Christopher’s mother was 16 years old when he wasborn. Be-

cause she was unable to care for Christopher, she gave him to her

parents to take care of. For two yearshelived with his grandparents
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and they in turn sent him to live with his great-grandparents. (This

might be called a four-generation problem!). The great-grandfather

is described as a man of a very violent temper who quite often be-

haved in an ugly, abusive fashion both to his own wife and to his

daughter (the grandmother), as well as to Christopher. When Chris-

topher was five, the great-grandfather slipped on one of Christo-

pher’s toys and brokehis collarbone, andin his rage he threwall the

toys into the trash can and slashed the offendingtoy (a ball) with his

knife. This was but one of many incidents in which thegreat-

grandfather behaved abusively.

‘“When Christopher was six, his great-grandfather became quite

ill with cancer, of which he was soon to die, and Christopher was sent

back to live with his grandparents. He saw his own mother about

once a month. Christopher was brought to Dr. Townebyhis grand-

parents, who were concerned about both his poor school perfor-

manceandhis behavior at home. He washaving frequent tempertan-

trums, in which he would make growling noises, tear curtains off the

walls, etc., etc. He was also quite fearful and refused to go anywhere

in the house by himself. In school, he had failed the second grade (he

was age seven-and-one-half at that time).

‘‘Dr. Towne did a complete evaluation, including a WISC-R,

with Christopher, and recommendedindividual therapy. She madeit

a condition of her beginning therapy, however, that the grandparents

must adopt Christopher legally. But Christopher’s behavior grew

really bad about this time, and the grandparents, who hadin fact

planned to adopt Christopher just as the therapist had insisted,

changed their minds. So therapy was never begun, and Dr. Towne,

who hadobserved somedistractibility on the WISC-Ras well as a sig-

nificantly lower Performance IQ than Verbal IQ (which couldinter-

fere with school performance) requested evaluation by the school.

(Christopher’s Verbal IQ was 140, his Performance IQ 115, with an

overall IQ of 131, on the WISC-R). I was asked by mypracticum su-

pervisor, Mr. Careful, to interview Christopher and to administer an

achievementtest to determineeligibility for certification of a learning

disability. It should be added that his second-grade teacher had

described him on a checklist as ‘‘resenting authority, talking back,

having trouble concentrating, undergoing sudden changes in mood,

having problems with memory, being in conflict with his peers, and

being nervous.”’

Being nervous! And no wonder, the reader may be forgiven for
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exclaiming! Things were certainly looking bad for Christopher. Now

comes the good news, however. Brigid’s report continues:

‘‘On my administration of the recommended achievementtest

(the Woodcock-Johnson) Christopherscored at the 23rd percentile in

Reading. This in conjunction with the IQ discrepancies, meant the

criteria for certification of a learning disability. However, I didn’t

feel good about sending these results forward without moreassess-

ment, as I myself could not see any particular learning disability.

Christopher was extremely cooperative, put out lots of effort, didn’t

have problems concentrating, showed a lot of normal curiosity, and

was eager to get to harder problems. Although his Reading score was

low, he did not seem to have difficulty in perceiving or distinguishing

letters. I talked to Mr. Careful and we decided to continuethe assess-

ment. I did this by asking Christopher to draw pictures, make up

stories, write little poems, and play gameslike ‘‘Three Wishes.’’ Ex-

amples of the verbal assessment productsare given below:

1. Poemsandstories

I don’t know whytheskyis as blueas the sea.

I don’t know whythe sun is yellow.

I don’t know why mycountry is called America.

And I don’t know whyiceis cold.

But I do know you. (1/20/88)

Why does the world look up to me?

Why, whyI say.

The world crumbles on me.

I’m history. (1/27/88)

It was mine and nowit’s his.

Mylife leaned againstit.

I madea fool. (1/27/88)

I stand on a mountain.

China Sings to me. (1/27/88)

Mytree itself died in the death of winter.

It grew back in warm summer.

Myheartbroken was no more heartbroken. (1/27/88)

I seem to be far off but really I’m very close

I seem to be a cherry butreally I’m a rock. (2/3/88)
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My hair is made out of worms.

I chew a boneevery day.

I eat rats for supper.

I play with chewing gum that I see on thestreet. (2/3/88)

The above was accompanied bya picture of a boy with his foot

stuck in chewing gum aboutto be stepped on bya large boot.

Bubble Pipe

One day I was blowing bubbles in my favorite oak tree.

I saw something in the bubbles, I got closer. It was my dreams.

I got sleepy, I fell asleep. I dreamed I was in Labyrynth.

It was very weird. (2/17/88)

Noises in the Tree House

One day I was climbing up to mytree house.

Before I got to the top of the tree house I heard somegiggling.

I climbed the whole way up.

Every time I turned the giggling would stop.

I got closer, I saw troll.

I jumped down.

I found myself in bed.

Everywhere I look I see you.

I’m in the woodsI see you.

I’m in the mountainsI see you.

I’m in the pits I see you.

What am I seeing?

I’m seeing the earth. (3/2/88)

2. Three Wishes (What would you wishfor if you had just three

wishes and you were sure you would get what you wished for?)

Christopher’s wishes:

That my family and friends would neverdie.

That we had lots of money and wecould survive.

To have all of my friends forever and to keep having wishes.

‘*At this point, I became much less worried about Christopher!

These responses took place over several sessions, during which Chris-

tophertook to this new sort of schooling with increasing enthusiasum

and delight.’’
Psychodynamics aside. . . and of course there is much room here

for psychodynamic formulations (emphasis on the simple rather than
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psychodynamic) . . . what Christopheris showing us is a lively imag-

nation, a very original use of language (and not just for an eight-

year-old but for anyone), and strong sense ofself, albeit a troubled

self. In clinical prognostic terms, he has a lot of underlying ego-

strength. Heis a creative child, gifted in the use of language, poetic in

his perceptions. And, of course, in grave trouble. Yet the trouble he

is in is proportionate, it seems, to the hard times he has had in life:

fatherless, almost motherless, rejected, abused, beset by fears, de-

prived of the opportunity to establish easy controls for himself (rules

to go by, without fear or conflict) in a normal family setting. He 1S

certainly certifiable as something . . . but not as a learningdisability!

Whereis there a place for the Christophers of this world? Who can

help them?

Without claiming too much, we can say that the schools’s re-

sponse in the case was ultimately very helpful. Hereis the final para-

graph of Brigid Barron’s report, written near the end of the school

term after several months of weekly meetings with Christopher and

consultations with her supervisor.

‘‘T worked with Chris the remainder of the year. His grades have

gone up to B’s (maintained now through two report cards). He still

has trouble with distractibility in class but his behavior has improved

and heis no longer considered a problem for the teacher. I did some

further testing with him for intellectual abilities near the end of the

term and wewere able to certify him as gifted in the area of mathe-

matics.”’

Anda further note a month later:

‘“Christopher’s ’gifted’ teacher loves him! And at the end of the

school year he tookstill another set of tests in which he scoredat the

top stanine in mathematics, and well above average in reading!”’

The gifted who are lost to themselves and society are tragically

many. Alertness to the potential for giftedness, and resourcefulness

on the part of the school system in finding ways to nurture it when

circumstances threaten to extinguish it, are themselves expressions of

creativeness in education. Amongthe ways, let us say once again for

emphasis, is the opportunity to take part in activities in art, whether

through pictures, or words, or guided imaginative play, or in the

realm of numbers and naturalscience.

After all, without art what are we?
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The sounds of nature have always impressed and affected me.
Being very sensitive to these sounds around meled to my composing
songs as a young person in rural Utah. I used my untrained but
natural talents to do so. I rememberthat as a child, I played for
adults one of the tunes I had composedon violin which I had built

for myself. Muchlater, after I had obtained formal training in musi-
cal composition, I checked back and discovered that in myearliest
works I had been ‘‘in tune’’ naturally with the known principles of

composition. In that way I learned that myearliest musical composi-
tions had been createtd properly.

I especially drew upon these sounds of nature in my famousTril-

ogy. I submitted my Trilogy anonymously (using the pen name of

Nostrebor, my name spelled backwards) to the large international
competition for serious compositions and wonthe Reichold awardof

$25,000; the largest cash award ever won by a composerat that time
(and perhaps ever since considering the current dollar value of that

award). I don’t mind mentioning that it was this dollar sign, not my

Trilogy and other music, which eventually caught the attention of
many Americans and convinced them that I was a top composer.
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Eventually, and perhapsinitially and naturally, my thinking was

in the form of music. Music in my mind wasthe primary nature of

myearlier pre-expressional stages of thought, not merely a case of

music entering in only during the expressional processes in the later

thinking stages. Consequently, I feel that I have had minimal transla-

tional problems in going from my thinking processes to my musical

expressions and compositions. More than once during discussions I

have stated that music was ‘‘often running through myhead,asitis

doing now.’’ I remember that one of the discussants quickly

countered, saying ‘‘tunes often run through myhead, too.’’ Then he

added, ‘‘but the big difference between you and meis that mineare

only old tunes, not new ones as you hear in your head.”’

When asked if the melody in my head is ever in words or are

wordsever involved or attached at all, I replied, ‘‘No, but there are

times when onegets a beautiful wedding of the two such as the com-

bination of the words and music when I composed the music for the

Book of Mormon Oratorio. As soon as the words were ready, the

music was there. I didn’t have to worry about the musicatall.”’

Is education giving due heed and attention to those students

whose most ‘‘natural type of pre-expressional thinking’’ is non-

verbal like mine? Or are there many other possible types of non-

verbal pre-expressional thinking?

Once I had a feeling of tremendousillumination just for a mo-

ment or two. I thought if I could just get this down in someartistic

medium, I could later try to polish and elaborate everything when

there were momentsforreflection. People seize upon theseillumina-

tions and thentry to give them some duration becausethe fleeting,

first impulse can never be given to an audience,only byitself, forit

would be too short. In school, students must be allowed to havecer-

tain periods ofillumination and then reflection in order to deal with

these type of things.
Myopinion is that only an artist would be an ideal teacher of his

type ofart. I could not think of a more ideal type of teacherofanart.

ThereforeI like teaching that way myself—bycreating right from the

start. There’s no reason why teachers shouldn’t. But somehow—I

can’t get away from the fact that we must do this undera certain type

of discipline.

Regarding techniques, I feel one must have masteryofhis craft.

Improvisation is the last thing we do. In a masteryclass, Casals, the
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great Spanishcellist, stated that improvisation, playing a cadenza,re-
quired the greatest control, the greatest knowledge, the greatest disci-
pline, because there you are free. There you need the greatest preci-
sion, the finest type of measurement, and premeditated
measurement, and not merely just how youfeel.

I gave my impressions of works that had been produced by per-
sons who lacked knowledge and mastery of the disciplines and tech-
niques of their field of art. These persons claimed that it was much
better to go ahead without anyinhibitions, just to project whatever
was effective emotionally without any reference. One of them said
that he did this piece of work just for himself. Somesaid, ‘‘That’s the
wayit should be; form is an old fashioned word. It must be abso-
lutely free.’’ To me, it was chaotic.

Memorable Creative Teaching Experiences

One characteristic of an ideal teacher is to think and perform
creatively in the classroom andthus stimulate surprise and curiosity.
Myfirst teaching experience began in the middle of a school year. I
was to teach music to a large group of rowdy students who had just
driven out the latest in a series of teachers. I first went into that class
in late autumn andthe students were deliberately noisy, away from
their desks with some at the windows. I noted that there were no
songbooksandpractically no other teaching facilities except a piano
and a chalkboard.

When faced with this dilemma, I remember that I reacted by
going to the piano.I struck a loud chord, which caught their atten-
tion through surprise, and I asked loudly and promptly, ‘‘What did I
just do? Who can write it on the chalkboard?’’ Through

a

series of
attempts, the students finally wrote the chord accurately. Then I
struck another chord which they addedto thefirst one on the chalk-
board. Soon ‘‘we’’ had composeda full line of music which they con-
tinued to record on the board. Next I had them singit. By then they
had forgotten their troublemaking andthe disciplinary problem had
vanished through my continuously using this type of creative teach-
ing.

Later, in the year I helped them compose a new school song,

which they proudly sang at halftime during a basketball game. This

surprised their opponents for it replaced the usual rowdy behavior

between the schools at the halftime break. I later handled the three
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toughest boys by having them help me compose a special song dedi-

cated to their farm animals and they thereby became mylifelong bud-

dies. Through these unexpected but appropriate approaches, I stimu-

lated and retained their curiosity and interest. I have wondered

whether many other teachers do this often in their classes.

Other Thoughts on Creative Processes and Products

Music offers many opportunities for a person to become

creative —not only for the composer but for the performingartist as

well. A gifted artist will interpret a standard composition in such a

way that the work takes on a rich, new meaning. A conductor who

responds to the message of an importantscore will lead his musicians

in such a way that their playing is authoritative, yet vital, fresh and

exciting. Creation, or at least re-creation, is occurring constantly in

the performance of both old and new works.

Often, creativity in music is a shared experience. A composer will

add his talents to those of a poet in writing a song, or it may be the

other way about. In the creation of operas, ballets, musical com-

edies, and other dramatic works, several people may be involved.

One maywrite the story, another the dialogue, and someoneelse the

lyrics. One composer maywrite the tunes, which are harmonized and

arranged by another, and a third one may orchestrate the produc-

tion. However, when onespeaksof creativity in music,it is generally

felt that this refers to the construction of a composition by someone

with talent and ability.

‘‘A composer should compose just the right amount—not too

much and not too little.’’ This is one of my frequent statements

which builds a wholesome linkage between the creative arts and the

performing arts. The composer should create enough structure for

the performing artists to be able to grasp and use. However, he must

not create too muchstructureor else hewill limit severely how much

creativeness, involvement, and other personal style and characteris-

tics that the performing artists can put into it to produce a creative,

rather than a mechanical performance with an optimum degree of

structure. The resultant can be to have a masterpiece effect upon the

audience.

A striking feature of a masterpiece is that it tends to be self pre-

serving, self perpetuating, and self propelling. In other words, its im-

pact on at least a few key people is that they wantto preserveit for
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themselves so that they can repeatedly re-experience its effects. They

also want others elsewhere andat other times to be enriched through

sensing and experiencing the masterpiece.

There are strong relations between mathematics and music. Tech-

niques exist for reducing a musical composition into a one page

graphical (geometric) representation which can then be analyzed to

tell whether it is a masterpiece or if it lacks having all the necessary

characteristics, in what aspects didit fall short of attaining such sta-

tus. Composers can and many do use ‘‘mathematical’’ techniquesin
their composing. They can check backon their product by geometrical

analysis methods to determine its weak points and to revise their

composing so that it may attain a higherlevel in all respects. I have

used these graphical techniques in my composing as soon as I became

acquainted with them. This could becomea fascinating area for ex-

perts in measurement research. Researchers can learn a great deal to

gain vital insights into this criterion measurement approach to musi-

cal compositions. Such finding could perhaps also lead toward being

generalizable to other arts and even to other high-level human prod-

ucts and performances. Regretfully, this has generally not yet been

done by experts in constructing new measures and approaches.

There is a great need to emphasize the importance of reproduc-

ing, publishing, and publicizing a masterpiece, thus helpingit andits

creator become more rapidly renowned. One reason why the musial

worksof the Russians are widely known andacceptedis that the Rus-

sians have done so by most effectively publishing their composers’
works.

In about 80 A.D., the famous Greekcritic, Longinus, stated the

following: ‘‘Whatis rightly great will bear close examination, attract

us with anirresistible fascination, and imprint itself deeply in our

memories. Consider a workfully and genuinely excellent only whenit

pleases all types of men in all ages. When men of different occupa-

tions, habits, ideals, and agesall agree that a workis excellent, such a

unanimity of opinion on the part of diverse critics secures strong and

unshakable confidence in the object they admire.’’ Any musical com-

position is assured of an enduringlife if it fulfills the foregoing re-

quirement by Longinus given in his ‘‘On the Sublime’’ (Gilbert,

1940).

Though some composers and musicians feel otherwise, I am very

impressed with the great variety of types of music including popular

types and the great quantity of production of popular songs each
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year. To me, the amountof music in different forms being played on

new and continually improved equipment that are sold in vast

numbers nowadaysis truly amazing.

Repeatedly, I have told people of my great concern aboutthere-

markable folk and other kinds of music that has emerged from

almost each and every island group throughout the world.I fear that

these gems in music may be on the move toward becoming ‘‘en-

dangered species.’ Somehow, and in various forms, all of these

music pieces and instruments emerging from different types of

islands and from different isolated groups on the continents should

be captured and logged into at least a few if not manylibraries

around the world. In that way, they will not get lost through being

recorded for all generations to enjoy and to use as springboardsin

creating further music of that type. Or they may be combined with

other types to create whole new combinations of music types never

yet composed and appreciated.

In 1965 with Calvin Taylor, I became a co-founder and trustee of

the Institute for Behavioral Research in Creativity (IBRIC). Then I

awakened more fully to the importance of creativity to all people.

After this discovery, I gradually realized that I had three major mis-

sionsin life, namely, (1) my continuing to sustain my own composing

at a high level, which was always myfirst professional priority; (2)

my functioning as chairman of the LDS Church Music Committee

(10 of my songs are in one of the book of Hymnsin my church); and

(3) mytelling others and wanting to tell the world about the impor-

tance ofcreativity in allfields and to help all people discover and turn

on their own potential creativeness.

REFERENCES
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I have always had a deep respect for childhood. Early in my pro-

fessional studies I realized that, in the name of dance, much damage

was being done to young bodies and false values were being fostered

in immature minds. The child was being denied the true beauty of

youth. Through dance as an art form, I gradually learned to teach

manybasic truths to the child and in doing so developed a philosophy

that has grown to be one of my most treasured possessions.

During the past few years a great deal of time, thought, investiga-

tion, and study has been expended throughout the world to try to

find ways to measure and discover more about this elusive quality

called creativity. Martha Graham, a great choreographer and

teacher, maintains that ‘‘All of us are born with genius, but some

only keep it a few seconds.’’ I have alwaysrealized that there is crea-

tive energy in all human beings. Our particular purpose asteachersis

to open avenuesthat will encourage children to question, to investi-

gate, to solve problems in more than one way,and to attack prob-

lems at hand with zest, which encourages us to go beyond that which
is easy. This is a teacher’s responsibility.
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Teaching for creativity starts with imagination and ideas. Most

children are filled with both, especially ideas . . . ideas that they are

eager to express, ideas that they must express if they are to live fully

as children, then as adults. To a child anything seems possible. His

world is filled with fantasy, which is frequently dimmed whenwe,as

parents, teachers and friends turn downthelights in the child’strea-

sure house of imagination. There is none more quick thanthe child to

realize whether or not you offer sincere warmth, understanding, and

interest. Only when rapportis established will he unlock the many

doors of his heart and allow you to share your treasures with

him—andhis with you.
The key to guiding the child to self-fulfillment lies in taking those

moments which involve thinking and feeling and exploring creative

experiences. When one has the true interest of the child at heart,

there is a constant search to open new channels which will increase

his awareness of the world and give deeper meaning to his everyday

life.

One day a beautiful five-year-old greeted me with a special

sparkle in her eyes. ‘‘Miss Virginia, I discovered the ’backwards

going skip’ and I’ll teach it to you’’. What joy there was in that mo-

ment when we went skipping backwards together! Now you may

think this was a very simple thing, but let up pause for a moment and

ponderits true worth. For this child the discovery that she had the co-

ordination to skip backwards was a new moment; nothing just like it

had ever happenedin herlife.

I could havesaid, ‘‘Oh, everybody can skip backwards’’, and the

spark that could ignite further discovery might have been crushed.

Part of the richness of adult-child relationships is developed by the

adult’s ability to see through the eyes of a child.

The creative force must not be permitted to wasteitself. It must

be directed, given time to develop, given stimulation, but in its

growth there must be a creative person to guide it. Working ima-

ginatively with people does not mean ‘‘today wewill listen to this

music and follow whatever it suggests. ‘“Take these paints and paper

to draw anything we want.’’ Take this set of blocks to build whatever

comes to mind. ‘‘Many people misconstrue the word ‘‘creativity’’.
To be free to think, to see, to explore, to fully use one’s imagination

requires great discipline, order and organization, plus habit. There

must be constant urging of the mind and bodyto reach outin new di-
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rections, to find more than one wayto solve a problem so that within
the structure of each venture undertaken, a child will search for
knowledge, understanding, and truth with persistence.
A first grade class was given an opportunity for a delightful crea-

tive experience. Each wasto select a leaf that seemed to have a partic-
ularly pleasing shape. Onelittle boy was curious about the many

shapes he found in leaves and encouragedhis family to go with him

on a walk to help him find just exactly the leaf he was looking for.

How delighted he was to find a large oak leaf that seemed to have a

special coloring, a real perfection in his eyes. Proudly he took his leaf

to school and entered into the project enthusiastically. The children

wereto use the leaf as the body of an imaginary child and add a head,

two arms, and two legs. What fun they had. The onelittle boy took

a longer time to finish his child than was allotted, and when the

teacher cameto investigate why he wastaking so long, she discovered
that he had added a cap in one hand and an umbrella in the other
hand —‘‘Just in case it rained’’.

With a pair of scissors in hand she quickly picked up his paper

and clipped off the added cap and umbrella. Needless to say it took

weeks before this same child dared to investigate, for he was embar-

rassed in front of his classmates and his teacher had disapproved,
thus killing his enthusiasm for some time.

I shall never forget the day a seven year old cameto class with a

troubled look on her face. ‘‘My tooth,it keeps pushing and pushing

and it hurts all the time.’’ The question flashed in my mind: ‘‘Could I

help this child understand, through dance, this very puzzling inci-

dent?’’ The class gathered for a discussion about seeds as they burst
through their jackets, chickens as they hatch, and a pupaasit

emerges from the cocoon. With this key idea as the focal point, we
curled up as small as we could to discover many ways to push with

our shoulders, with our feet, with our backs, with our heads, until

finally we broke through a make-believe-barrier. Then our bodies

began to stretch and open up as fully as possible, our minds and

bodies understanding the tremendousprinciple of growth.

Ideas give us wings. The idea is the hinge upon which dance

swings, andit is the idea that dictates the movementpatterns chosen.

So manytimes a song, a poem,astory, atrip, and even a problem in

arithmetic can have so much more meaning when understood
through movement.

There is a great deal of truth to the statement, ‘‘AlIl God’s Chil-

lin’s Got Wings,’’ but far too often those wingsare clipped by us,as
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adults, before they have known the joy of soaring. Children need

beautyin their lives. They need to be excited about the discovery of a

fresh way to hear sounds,to see, to think. I try to guide children to

discover their own potential in movement by encouraging them to go

beyond that which is easy; by enhancing their awareness and knowl-

edge of the tremendous powerof rhythm; by discovering the joy of

clean line in movement; by helping them to move with ease andagil-

ity, balance and control; and by encouraging them to composepat-

terns based on the principles of composition.

Tappingcreativity through structured exploration and improvisa-

tion, children have found beauty, beauty that comes from believing

in Self. As these experiences take place, a child is spreading his roots

in fertile soil while his wings are beginning to grow.’

1. Editors note: Viktor Lowenfeld, a tremendous consultant and world leader in art educa-

tion, repeatedly stated that he never believed or felt that he was just teaching creativity in the

arts but that he was always teaching creativity through the arts. Virginia Tannerhasalso said

the same thing manytimesthat she was not teaching creativity in dance but that she wasteach-

ing creativity through dance.
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By its very nature the creative in dance emerges through the

Kinaesthetic; from the essence of our imaginative working through

the whole consciousness of mind and soul;

The choreographer shapes the material using images that are

pushed to the surface from the unconsciousbytheintuitive process

of the life of the imagination; ideas are transformed into revelations

or visions, very different from the first glimmers of inspiration;

Thecreative artists brings into being something that has notpre-

viously existed; demanding the commitment of intense labor; the

creative effort being the result of response to an inner need; for many

the act of creation has a deep emotional base and an equally deep

spiritual felt experience.

The creator in dance speaks throughthecreative consciousness to

others; the ideas becoming visible through the forms of move-

ment —the living motion—the instrument, the human body, needs

to be sensitive, responsive to interpret the meaning and expressions

that are to be communicated with skill and understanding —ex-

pressive material; the gifted in dance develop this kinetic

sense —awareness of the body andits parts —in movement—bones,

muscles, nerves, breath—the framework of the body structure for
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communicating through the physicality of the dance; self-discipline

in achieving technical skills through a special training in the vocabu-

lary of the dance; experiencing the sensation of poweras the muscles

prepare the body for the flight of elevation—of leaping, jumping;

central through the poise of the body in balance; within the capacity

of human movementonelearns flexibility, coordination, control, for

the rhythmic responses, movement elaboration and dynamic range;

The gifted and talented who experience the learning and knowing

of body movement trust and understand its forms of expression,

depth of communicative power; the gifted youngster in danceis able

to identify through the response of the instrument, the body; the

levels and sensations of rhythm, design, gesture and dynamics;

Through the discipline and freedom of the learning processesin

dance one develops a heightened awareness to the rich, fluent and

varied language of movement —its capacities —myriads of potential

movements;

With long leaps of the imagination the gifted and talented need

outlets for the transcendence of the ordinary self—to seek original-

ity, invention, generating a response to the world in which theylive;

transmitting their inner creative energies into a new outerreality;

Gifted and talented children in dance needto release the creative

imagination, translating their perceptions into movement images;

They need outlets for a personal affirmation of their physical, in-

tellectual, emotional, spiritual and creative faculties; constructive ex-

pressiveness; the expansion of the personality.

Through music, aesthetic sensitivities are enlivened; the relation-

ship of dance creativity to poetry, drama, painting, nature and the

environment, flow into increased awareness. . the stretching of the

creative potential.

Opportunity is needed to realize this potential; the superior abili-

ties and highly developed level of interest in creativity must never be

stifled. There needs to be a stimulating programmethat challenges

creative talent allowing the imagination scope to discover, invent, ex-

plore in a conducive atmosphere; the imagination determines howef-

fectively we can use ourcreative gifts; not only the mindbutthespiri-

tual values of the soul, guiding using a constructive way rather than
in a negative approach.

Those who engage in the creative experience need careful nurtur-

ing allowing them to explore and experiment with confidence,self-

esteem; a stream of consciousnessthat leads a gifted andtalented stu-
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dent into what D.H. Lawrence described as ’a kindled state of

consciousness’.

The young are not less capable of expressing ideas of enlivening

and perceptive interests than adults—they have an enormouscapac-

ity to question, to express viewpoints, to wonder... .

They need teachers who will draw out their creative expression,

stimulating curiosity, originality, spontaneity, flexibility in working

creatively; promoting innovative aliveness for an interaction with

others, a communication to those aroundus.

The gifted individual needs a gifted teacher; involving the child to

coordinate their physical ability with images, movement, patterns of

space and time; improvisational discoveries.

Create the opportunity for the child to use their own ideas

through imaginative endeavour—a direct expression through indi-

vidual or group expression through dance movement; infuse the

material with a new twist so that new ways of creative action can be

discovered.

Gifted teachers allow the child to use the essence of imagination

to the fullest extent —to be discriminating and selective in the quality

of work, a critical perception and evaluation of the product.

By skillful sensitive direction children must be encouraged to

create and exhibit their own artistic dance works; discovering in

themselves creative resources; a spirit of inquiry and a free flow of

imaginative ideas; space and time to expand, to be free from

pressure to conform to the stereotype. Not imitative—but a genuine

sensitive attempt to present their own insights and experience.

What is needed is excellence in the teaching of dance to gifted

children, recognition and development of their abilities and oppor-

tunities to develop at a faster rate.

Each creative experience is an added dimension in discovery .. .

resources that one was not aware of—in oneself; . . . of saving crea-

tive ability . . . of acknowledging the creative potential . . . of devel-

oping a perspective through imagination that allows us ‘to see’ in a

new way... ourselves and others.

.. . to becomea creatively educated individual interested in the

creative process, the creative spirit

. . resolving ideas through dance andits creative element.

My program was concerned with the understanding and explora-

tion of movement through creativity in dance;
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The theme of my presentation was ‘Flight of the Imagina-

tion’ —focusing on the aim of the Conference— ‘Expanding Aware-

ness of Creative Potentials’ —

The processis a flexible one concerned with the body, the strong-

est and at the same time the most fragile of instruments; and the

workings of the imagination. To find ways through an expressive ki-

netic vocabulary which brings fresh, original meaning to content so
that it says something to us.

My dancers were from the Children’s Dance Theatre from the

Virginia Tanner Theatre School of Creative Dance affiliated with the

University of Utah—about twenty young dancers aged between ten
and eighteen years participated.

Their years of dance study provided mewith a groupofcreatively
aware individuals, technically skilled in the modern dance —sensitive
to improvisation, invention and creativity, reaching into their sub-
conscious for imaginative ways of moving the body ... unusual

answers to my need to unfold by creative material from my
imagination —all translated through the medium of dance—The
dancers were so responsive that I was able to draw out from them

movement possibilities that were both creative and kinetically
intelligent—

By my methods and approachesto the creativity of the dancer I

could release individual and group reactions, awareness, expanding

their creative potential . . . thus sensitizing the imagination . . . they
had the courage to invent.

Spatial designs; improvisational themes; the use of props; the de-

veloping and performing of my creative compositions, ‘Floss’ and

‘Mangrove’ gave full scope andrealization to their creative power.
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The early childhood environmentis one setting wherethe creative

and cognitive potential of children can be nurtured. Rather than im-

plementing traditional methods of teaching such as worksheets and

drills, early childhood educators should focus on how children learn

as a guide in developing appropriate curricula (Kami, 1985). At the

Child and Family Development Center at the University of Utah, an

early childhood curriculum based on creative thinking skills has been

developed. Our main emphasis in the program is that children in their

formative preschool years are creative and talented young people

with great potential. It is our philosophy that with a supportive envi-

ronment children can develop skills in areas in which they show

potential. Without stimulation of the physical and social environ-

ments even a child’s biologically based abilities are unlikely to de-

velop (Albert, 1980). Creative expression at later stages in the life

cycle can often be dependent on early success in creative endeavers

(Torrance, 1962). Nurturing environments are essential in the devel-

opmentof creative potential. This is an overview of the physical and
social components of our model program which was developed to

embrace these views of the environment.
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Consistent with the ecological framework of interacting environ-

ments (Wright & Herrin, 1987), we provide children with creative

learning experiences in a physical environmenttailored to the needs

of youngpotentially talented children. The center emphasizes the cre-

ative ability inherent in all children. The basic premise of the pro-

gram is that each child is creative and talented in somearea. The ob-

jective of the program is to explore the areas in which a child displays

ability. This goal is achieved by providing young children with crea-

tive learning experiences in a variety of talent areas. This multiple

talent model is based on Howard Gardner’s (1983) theory of multiple

intelligences. Gardneridentified seven areas of intelligence each with

its own unique dimensions. The seven domains ofcreative ability in

our program that parallel his theory are: language ability, musical-

rhythmic ability, intellectual ability, spacial and design ability, body

coordination ability, artistic ability, and personal leadership ability.

Creative experiences are designed in each of these areas to facili-

tate the development of ability in these domains. Children have op-

portunities to participate in activities in these seven areas of creative

talent on a daily basis. Most of the classroom experiences center on

free choice activities where the focus is on promotingthe child’s inde-

pendence and curiosity. At other times the children are involved in

group experiences to reinforce the concepts emphasized during the

day. For example, one day in the Center when our curriculum focus

wasinsects children were involvedin various activities such as observ-

ing insects they brought for an ‘‘insect zoo,’’ learning about osmosis

while creating butterfly wings with absorbent paper and colored

water, writing insect stories, acting out ‘‘The Very Hungry Caterpil-

lar,’’ classifying insects, and during group time emerging from paper

cocoons. Children in our environmentlearn through discovery rather

than passive participation.

Unlike many‘‘gifted’’ programs where the focusis on developing

cognitive skills (i.e., reading, math), in our view children with other

abilities are equally as talented. The artistically talented child is

viewed as being just as ‘‘gifted‘‘ as the child with exceptional math

ability. This is one way we have attempted to overcomea strong cul-

tural bias that intellectual skills are superior to other types of abilities
(Albert, 1980).

Inherent in this perspective is the importance of creative thinking.

According to Gardner (1983) being creative in any of theintelligence
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areas is the highestlevel of functioning. Consistent with this orienta-

tion, we use creative thinking activities throughout the curriculum to

cultivate areas of creative talent. For example, in enhancing music

awareness, children might be engaged in an activity where theyillus-

trate the rhythm in their names. This exercise in creative thinking

helps them become moreattuned to the rhythm and soundsin daily

language.

Many people limit their view of creativity to an artistic product

but creativity is really a way of thinking. Creativity can be simply

defined as the ability to perceive situations or problems from new

and different perspectives. Creativity is not a rare or unique ability

attributed to a few butis an ability we all possess that can be devel-

oped (Torrance, 1962). The following componentsofcreativity (e.g.,

Guilford, 1977) are integral parts to our curriculum:fluency- to pro-

duce numerousideas, flexibility - to come up with variations on a fa-

miliar idea, elaboration - to expand on ideas, sensitivity - to sense

problems and solutions, originality - to create unique responses. In

our program daily activities based on these componentsare designed

to expand children’s thinking abilities.

Although many of the creative thinking exercises expand

children’s imaginations, a large part of the curriculum is devoted to

problem solving situations (sensitivity). Given our rapidly changing

environment in terms of technical and social changes, we feel that

creative problem solving is not a ‘‘frill’’ in the curriculum but an im-

portant survival skill (Toffler, 1980).

Because we believe that children are intrinsically motivated to

learn, anothercritical component in our early childhood environ-

mentis trust in the learner (Montessori, 1964; Piaget, 1972). Children

in our program make choices about their learning. An appropriate

environment for young children is one in which they are allowed to

make decisions (Kamii, 1985). Children are engaged in ‘‘free choice”’

activities for the largest percentage of time in our program. Often an

environment such as the one in our Center, where children are ac-

tively making choices, is misinterpreted as one in which children are

‘‘just playing.’? Unfortunately, many adults have to be convinced

that learning can be fun and that children can learn through play. We

view play as a nonthreatening, non-competitive, and a vital teaching

tool in the curriculum. Play provides children with an opportunity to

explore their world in a very natural way. Children’s active explora-

tion in self-directed play forms the basis of our curriculum. Children
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are enthusiastic about their learning when things are of interest and

personally meaningful to them (Piaget, 1972).

Finally, a major key in this model program is the involvement of

the family in the developmentof their child’s creative ability (Bloom,

1985). To achieve our program objectives a strong home-schoolrela-

tionship is essential (Moore, 1982; Wright, 1987). Webelieve theef-

fects of our program will be short term if the nurturing of creative

abilities is limited to our early childhood program. Parents need to

take a special interest and have a commitment to develop their child’s

abilities and talents for long term effects (Albert, 1980; Bloom,

1985). Families are the catalyst and the cornerstonesin this creative

program. They need to encourage originality and exploration at
home.

In conclusion, research indicates that creativity peaks during the

preschool years (Torrance, 1963) and that creative abilities not nur-

tured during this time can become moredifficult to express later. As

Taylor (1984) emphasizes schools are too often concerned with the

developmentof a few cognitive skills (i.e., reading, writing) often at

the expense of other areas of development(i.e., music, art). Children

possess many talents and abilities that represent a rich source of

human potential. When educational experiences of children do not

focus on nurturing these abilities, society loses an important re-

source. Programs with an emphasis on creative thinking and talent

development, are essential for the future. We have no idea what the

twenty-first century is going to hold for our children; creative abili-

ties may be the key to adapting to the future andall the changesthat
it will bring.
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The title of my lecture could be the following: I’m going to speak

about an educational experiment. The key problem is the very same

both in practice and pedagogical research: If talent exists, why isn’t

there any (I mean at schools). And if it doesn’t exist, why doesit

nevertheless work? Whatis the integration good for? Whatis the role

of language andhistory in the integrative model?

In our country it is a serious problem in the ‘‘uniform school

system’’ the same content isn’t integrated into a unit. Our subjects

are totally separated and not connectedto each other.It is very harm-

ful. It is a barrier and not a benefit for talent. There are three kinds

of ‘‘medicine’’ that could curethis illness of schools: Modernization,

self-direction of communities and integration.

I don’t think that the solution is a ‘‘deschooling society.’’ Quite

the opposite:it is rather socializing schools that is needed, which uses

talent, not for discrimination, but for everyone’s improvement. By

our term this is the basic reform. Heaping up desperating informa-
tion is not what is needed. First the abilities should be improved so

that talent could work. This is a new, integrative educational model.

A new Thomas Jefferson would also be necessary so that the

‘Declaration of Independence of Nowadays Education’’ could be

born. It should be declared that talent is an imminent, independent
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value that can’t depend on daily political interests, societal advan-

tages, disadvantages, can’t serve egoistic aims, only the inherent es-

sence of mankind: the love.

In Hungarian, the word ‘‘education’’ has a precise meaning. Ety-

mologically it derives from the word growing or to make something

grow. A child gets a good education if his abilities (talent) propor-

tionally grow. Growth can’t be acquired by the autocrat violence of

old-style schools. It isn’t a commandthat makes the grain of wheat

grow.It is the genetic program, and on the other hand,it is the good

gardener who ensures watering, good soil and sunshine. That’s why

life grows. (In old Hungarian language the ‘‘wheat’’ was called

‘‘life.’’)

In the teleology of education the cause of growth Is the talent. (As

a genetic program, as a possibility, ability.) Its conditionsare the fa-

cilitating human community andtransferring love. Its purposeis cog-

nition and amore and moreperfect level of it. In French the word for

‘‘cognition’’ (connaissance) consists of two parts. If we literally

translate it, it means ‘‘co-birth.’’ That’s the primary condition of

cognition. Co-birth is nearly the same as that of education ‘‘bioceno-

cis’? (life community). In a real communitythere is no unfair differ-

entiation. In real education, talent can’t be the colonizer of spirit and

can’t be a cause for segregation. Geniuses exist, but neither of them

can be an aristocrat, colonist with privileges. We agree with Irving

Taylor, who stated that a basic level of creative ability is innate in

each person. The Hungarian composer, Zoltan Kodaly stated that

‘‘there is no tone-deaf child.’’ He supposed that everybody has musi-

cal talent. (Of course there are several types.) Talent means the sen-

sitivity of observation besides ability and capacity. And it can be

taught and developed. That’s why we can’t accept that there are *‘un-

talented’’ persons.
When considering the question of talent, the problem of value

and evaluation can’t be avoided. According to Bela Bartok, a beauti-

ful folk-song can have the same value as a symphony of Mozart.

Whatfollows from it? Thefact that talent is relative and absolute at

the same time. Its vital condition is democracy of evaluation.

Our Educational Experiment as an Alternative to Integration

When westarted our work fourteen years ago, first of all we

made two problems unambiguous. The problem showed: something

lacks (as Nicolas Hartman stated it: ‘‘the problem is the knowledge



Integration ofAesthetic-artistic Education 145

of the unknown’’). In vain did we prepare a new experimental pro-

gram of a subject (drawing) according to the most modern concepts.

The other subjects destroyed what we had built up in one subject.

Then werealized that the children don’t use their organs of senses

separately. Seeing, hearing and moving are not separated, but they

go on simultaneously. When wehad established the integration of the

four subjects, we found that motion reinforced visual thinking,

visuality helped musical sensitivity and it facilitated linguistic, liter-

ary sense of phrasing.

Since then we have plannedthis transfer-effect on purpose. And

we asked those questions again that previously seemed to be evident.

If talent is an inherentability, which kindofit, at what age shouldit

be facilitated? Do either too much control or limitless liberalism in

teaching prevent the optimum development of talent? Can the emo-

tional, intellectual, volitional and religious ability of a child

‘directly’? be formed in accordance with the psychology (which

always touchesrelations) that can provide help? When are conven-

tions andcliches useful in artistic self-expression and when do they

hinder the talent’s growth? Caneveryartistic expression be taught as

a language—by the example of generative grammar? Is there such a

commontheoryofrelativity of arts which establishes synthesising the

connection of creation and time? Is there a commonlanguage of mu-

sical, visual, literary and kinetic creativity? If there is a universal lan-

guage of arts, are the ‘‘mother-tongues’’ for local cultures? What’s

the role of analogyin artistic education? When is abstraction neces-

sary and whenis association useful?

Where are the barriers of self-expression? What’s the optimum

proportionof instinctive and conscious creation? When is communal

education important and when is autonomouslearning preferable?

Can the talent be immoral? Can the cultural disadvantage be an ad-

vantage? Does children’s art exist? Can the interdependenceof ‘‘on-

togenesis’’ and ‘“philogenesis’’ be foundin children’s artistic expres-

sion? What’s the difference between aesthetic and artistic education?

Andthe last one: can an experimentbe successful in a school whichis

determined by rigid state system —if there isn’t a similar way of
reform-experimentin the society (state) itself?

Language as Precondition of Creativity and Synthesis of Time

There is an old Greek word: didaxis. It means the unit of teach-
ing, upbringing, educating. Since we convey our thoughts by a
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system of symbols, and we communicate with our whole behavior,it

seems to be apparent that the didaxis (which is a teaching-like trans-

mission including bringing-up) is always linguistic education. In our

experiment we taught every kind of artistic expression as a language

(as a system of rules), the ‘‘language of music,’’ the “‘language of

motion,”’ etc.
We consciously searched for a common dictionary of the lan-

guages of creativity, we analyzed the whole environmentas a lan-

guage. The symbols of subcultures, the negative aesthetic quality of

everyday life and the perfect works of art were all natural as a lan-

guage. An example: contrary of aristocratic, sentimental nurture,

our teaching concernsreality, not only beauty. We analyzed the un-

finished, imperfect, and deformed objects too. Wearestriving to ac-

quire knowledgeof truth. And we don’t wantspiritual immunedefi-

ciency. Children’s everydaylife isn’t full of pieces of art. What they

see at the street-corners, on the subway isn’t Michelangelo’s David,

but many alcoholics, sorrowful people, and much garbage. We had

similar problems with teaching the history of arts. In the old-style

schools the prehistoric arts always comefirst, then the Greeks follow

and ‘‘if you grow up, my kid, we will learn about the modernarts

too.’’ We don’t teach like this, in our experiment. But through the

unit of synchronyand diachrony. Shortly: the starting point forus1s

always the culture of our age. Then we make acquaintance with his-

torical styles and processes, but at the end of the analysis we return

back to our age, which is well-known to children. It is always the

‘“‘know’’ that should be compared to. And when we analyze, what

Hamlet was like, we have to look at what culture was in China and

Mexico at the same time. What was the English literature like when

Monet painted? What poems werewritten in Eastern Europe (which is

famousforits poetry) in the golden age of the Indian culture? We try

to have the children understand the interdependencies of the whole in

these cross-sections of time andin the horizontal and vertical artistic

analyses. Using the words of a Hungarian philosopher, Valeria

Dienes, it is what wecall ‘‘synthesis of time.’’ Welive in it. Not only

in time, but in creation as well. Children create much more than they

speak about creativity. But these aspects are interdependent.

Critics of Self-Expression: Autodidaxy, Therapy of Creation

Answering the question if talent can be immoral I can say yes and

no. Of course, talent can be used for good and badthings. Ascreativ-
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ity can be returned against mankind too. We didn’t give possibility to

limitless self-expression in our experimentin spite of the big tempta-

tion. (In the past, our old-style schools were so rigid and autocratic

that our first step was to get rid of inhibitions.) But we took care of

proportions. Rudolph Arnheim said of this question in his ‘‘Art and

Visual Perception‘‘: ‘‘Self-expression pushes the topic into back-

ground and makesit needless. This method proposes to pour out

what wefeel in a projective way. Our methodis quite the opposite,it

requires us to concentrate our power of organizing actively on that

expression which wefind in the world of ours.’’

I would like to stress the importance of analogical way of think-

ing. Making comparisonsall the time, finding the common and di-

verse features—these were our basic principles. Children are very

good at associations. We have always encouraged it with somere-

striction of leading them on somelevel of abstraction. We have given

each student the key of his own education (autodidaxy) in his hand.

Later, many children don’t have the opportunity for organized (insti-

tutional) education. They need autonomouslearning.(I cite the book

of one of the best experts on this question: ‘‘A Future for Lifelong

Education’’ from Ettore Gelpi, UNESCO, 1979.) And, with a simile,

a greater expert I can refer to Auntie Mary, a country scrubwoman

whose wordsI like to quote: ‘‘My dear, everybodycarries the medi-

cine of their own illnesses in themselves .. . Everybody learns by

their own trouble.’’ Auntie Mary was right, and now weare the ther-

apeutic appliance of integrative artistic education. It is well-know

that many mentally unhealthy people live among us whoare in a dis-

advantageous position. For them, creativity can be a way of recovery

as it has been proved by several Eastern European examples, mostly

by that of Poland. If conditions are given, everybodyis able to cure

themselves. Conditions can of course be ensured by the existing

human community. Our experiment involvedlittle groups of leisure

and summer camps which madeevery participant discover their own

talent by the safety of love. (Their initiator was a sociologist named

Istvan Kamaras and many young writers, underthetitle of ‘‘Camps

for young writers.’’) These campsreinforceself-recognition and con-

nections in the same waythat artistic workshops, clubs of people

having common workor the more and more popularreligious ‘‘basic

communities’’ in Easter Europe do. During our worksin the camps

for young writers, I listened phrasing it in the following way: ‘‘It is

necessary forthe talent to work, because if somebody doesn’t makeit



148 Creativity in the Arts

work, and he doesn’t give the others what hehas,hegetsill from the

withheld power.’’ Howto give is what should be taught. It needs no

comment. That was the ‘‘theology’’ and therapy of talent, in our

little experiment. Or the art of the faith.
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The cultivation of talent is an immense task that has so many

facets and complicating relations that even to discussit seriously can

involve us in a rather discouraging confusion. A comprehensive

treatment of it must involve biological, psychological, social,

economic, political, moral, and spiritual factors. Interrelating the

analysis of these to achieve anything like a solution to the complex

problem of identifying and developingtalentis like tackling a gigan-

tic jigsaw puzzle without the advantage of a picture of the whole.

Obviously much has been andis being doneto critically examine

particular elements or pieces of this puzzle, but it seems to methat

the background of the whole picture deserves moreattention than it

ordinarily receives. I refer to what might be called the genuine excel-

lence. I do not mean that we don’t talk and write about ‘‘excellence’’

a great deal and workseriously to achieve it. But something of basic

importancestill seems to elude us and frustrate much ofoureffort.

In the United States, at least, I believe this something is a deep-seated

satisfaction that is ingrained in ourculture like a demonic powerthat
so far has successfully resisted every attempt by the exorcists, those

whoare serious advocates of excellence and are willing to engage in

quite radical efforts to achieve their ends.
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It is now quite generally held, contrary to the early tradition in

metaphysics, theology, and psychology, that there is no fixed human

nature that is to be manipulated by the techniques of education in the

pursuit of specific purposes. Rather, the self is a growing, creative,

dynamic congeries of genetic impulses affected by the impact of

countless internal and external forces that shape the character of the

person and determinehis or her attitudes and actions. The individual

person is in large measure a product of the culture, that vast inter-

relation of values, beliefs, attitudes, ways of knowing, techniques of

synthesis and analysis, dispositions, feelings, and modes of action

that in various ways shape not only the character of the individual but

as well the structure and quality of the social order, or social disorder.

My comments on this subject will grossly oversimplify this im-

mensely complicated matter. In one sense, we can describe two

widely divergent kinds of culture which have contrasting political,

economic, and other social characters: totalitarian culture, which

locates purpose and value primarily in the total whole; and demo-

cratic culture, for which value and purpose are identified first in the

individual person and only secondarily in the corporate society.

There is, of course, a large middle ground between the extremes, and

a variety of socio-political systems have occupied this ground. In

every culture there are both strengths and weaknessesin the matter of

the cultivation of talent. The strength of a totalitarian society lies in

its closed police state and in its regimentation and exploitation of the

individual, the subordination of his interests to the purposes of the

social order, the shaping ofhis abilities to fit the goals of his leaders,

usually the geo-political integrity of the state and its military power.

Here the educational establishment is fashioned to support a system

that not only subordinates, but actually sacrifices the individual in

the interest of what is theoretically considered to be a higher good.

Of course, the practice never fully conforms to the theory, and the

theory is indifferent to the facts.

The crowning evil of a totalitarian culture, the failure to place su-

preme value in the individual person,is all too evident. My interest

here is not to argue against the totalitarian societies, which are their

own worst enemies, but to identify the factors in a democratic cul-

ture, in particular the culture of the United States, which thwart our

purposes and frustrate our best efforts to fully cultivate the creative
talent that lies latent everywhere. In this matter we usually point to

the schools to give blame for failures and credit for successes, and
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this obviously makes a certain amountof sense, or to the homes and

family, and this probably makes even more sense. But the location of

such causesis not as simple as either school or home.It is the culture

itself. Of course, the school and homeare expressionsof the culture

and are basic factors in the culture. But they are not the whole of

the culture, which includes a great complex of tradition, morals, re-

ligion, political and economic attitudes and action, and a thousand

other things that together determine the nature and quality of the

social structure andare the chief determinants of the character of the
individual person.

Now my main thesis is the simple complaint that a democratic

culture, notwithstanding its obvious strengths and virtues, suffers

from a very serious moral deficiency: the constant threat of addiction

to mediocrity. I am herereferring especially to the culture of the

United States, a nation of great possibilities, great achievements, and
great failures. It is not necessary to look very far for the evidencesof
failure. They are all around us and are a constant embarrassmentto
us, reminding us of our moral defects as individuals and ourfalli-
bilism as a society. The thing that concerns mein considering the im-
portance of creative talent is our penchant for mediocrity—not

simply the fact that at far too manypoints our performanceis medi-

ocre, is far less than excellent, but rather that we seem to have an

almost inordinate affection for mediocrity. Not everyone, of course,

and no oneall the time. But probablyall of us someof the time and
most of us much of the time. But with all of its faults, I am 100 per
cent in favor of democracy becauseits faults are far outweighed by
its virtues. I find Plato’s estimate of democracy, which he con-
demned as a bad form of government, rather overdone. Of democ-
racy, Plato, who was oneofthe chief intellectual fountainheads of
totalitarianism, said,

‘‘No one who has not seen it would believe what life is like in
a democracy. In a democracy even the she horses and the she
asses walk up and down the center of the street with all the
rights and dignities of free men. Andall things are just ready
to burst with liberty.”’

This is a humorouscaricature, but here Plato pointed up the basic
problem with democracy—the reconciliation of freedom and
equality. We need not agree with Plato or with the remarkably per-
ceptive description oflife in America by Alexis de Toqueville, who
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wrote in the nineteenth century that Americans love freedom and

they love equality. But they love equality so much that to ensure

equality they are willing to sacrifice freedom. We need notagree with

their judgments, but the statements of Plato and de Toqueville

should at least be disquieting for us, reminding us that there are fun-

damental problems in our world that will not go away quietly and

may not go awayat all. We face the difficult task of achieving the

just relationship of freedom to equality that is essential to our ideal

of democracy, butit is a task that may be impossible. Our failure to

fully determine what we mean by‘‘freedom’’ and ‘‘equality’’ for our

culture and to achieve those social arrangements that these require

are obviously contributors to our penchant for mediocrity and our

apparent inability to adequately identify and fully cultivate the crea-

tive talent possessed by our people, talent that all too often lies unno-

ticed and lost.
Now I think it would be quite impossible to overstate the necessity

for freedom in the effort to achieve excellence. Intellectual andartis-

tic talent resides in individual persons whoare mosteffective working

aloneor in close association with others in small groups. Unless there

is genuine freedom, the physical and mental functions essential to

creativity —acute perceptiveness, imagination, intuitive ability to

grasp the universalin the particular, the aptitude for simile and meta-

phor,the intellectual power to construct hypotheses andto infer their

implications, and other and related capabilities—cannot pull to-

gether in the creative process, to say nothing of the necessity for the

free expression and interchange of attitudes and ideas.

Our freedoms have been wonthrough centuries of struggle in the

arenas of force, oppression, aspiration, and hope. There are free-

doms from and freedoms for. The cultivation of creative talent re-

quires a large measure of both. Freedom from political oppression

and social coercion, from ignorance and want, from suspicion and

sabotage, freedom from the dominance of both minorities and ma-

jorities. And freedom to be a dissident among the orthodox,the free-

dom to think independently and to speak andwrite freely, the free-

dom to be genuinely an individual, a unique and autonomousperson.

The term ‘‘equality’’ has many meanings, both evident and sub-

tle, meanings which relate to circumstances which are constantly

changing and which are therefore themselves subject to continual

variation and refinement. The obvious and commonplace proposi-

tion that human beingsare in their natural endowments remarkably
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different and unequal but that equality in a democratic society means

equality of opportunity is at best just the elementary beginning of the

discussion on the meaning of equality, a discussion that for a long

time to comewill demandthebest thought of our best thinkers. The

achievement of the equality that guarantees that every personis re-

garded as an endin him orherself andis treated accordinglyis clearly

an ideal and practical goal that defines the meaning of a democratic

society.
My concern here is that our passion for equality, expressed at

times in a gross, undiscriminating, and insensitive fashion, some-

times almost as a mass hysteria, can generate an egalitarian mentality

that can disregard individual differences andresult in the willful sup-

pression of superior ability and genuine creative talent. At times this

has been so severe that we seem even to be embarrassed by authentic

excellence in our midst. Our egalitarian attitudes can be so extreme

that we even avoid a positive use of the word‘‘elite,’’ failing to dis-

tinguish, for instance, an elite of intellectual or artistic attainment

from an elite of birth with a prominent family lineage, failing to re-

member that the American Constitution, which we are celebrating

this year, was the productof an elite group of statesmen who had in

their political insights and executive talents risen well above the abili-

ties of the general public. I don’t mean that all of us commit this

error, but enough of us to carry much ofthe weight of public opinion

and determine the course of public action.

A comprehensive catalogue of whatever in our culture exhibits

our disdain or neglect of excellence or superior achievement andis

evidence of our propensity for mediocrity would be most embarrass-

ing to us. Consider for a momentthe at worst immoral andat bestin-

sipid character of much that appears on commercialtelevision.It is

there because the people want it. If the generality of our people

wanted better stuff on TV, they wouldgetit. There is plenty of talent

around just waiting to be tapped—witness the high quality of much

that appears on BBC andon ourpublic television, as well as, too in-

frequently, on our commercial networks.

Or to take another example of our slavery to mediocrity, consider

the quality of our statesmanship, a word that should be used with
great care when referring to our public officials at all levels of

government. Today the best chance of being elected to public office

in the United States is to come across well on television during the

endless boredom of our electoral campaigns. Few persons of superb
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talent for leadership are willing to subject themselves to this expen-
sive and often ludicrous sideshow, knowing that not their abilities
but their profiles and the tone of their voices are what count with an
alarming segment ofthe electorate. We have seen howtelevision can
make national heroes of demagogues even while disclosing corrup-
tion in high places. All because the majority of TV viewers are cap-
able of being morepassionate than rational.

There is no point in continuing this dreary list of such obvious
evidences of our general lack of discriminating judgment and appre-
ciation of quality. We are notall guilty all of the time, but most of us

are guilty someof the time.It is, of course, a matter of the irration-
ality and indiscriminate passion of the masses. But the masses are
always with us, because we are the masses. |

Now whataboutthe schools, which in a democracyare intended

to raise the intellectual, aesthetic, and moral cultivation of the masses

to an ever higherlevel, always in pursuit of a general excellence? On

this I have only one comment:It is that we have the kind of schools

that we want. Wesay,of course, that we wantschools of the highest

possible quality. But what we say we want and whatwereally want

are two different things. What we really want is what we are willing

to commit our resources to. Those communities that really want out-

standing schools and make the necessary commitment have outstand-
ing schools. Most of us seem to besatisfied if the schools perform

well as 9-to-3 custodial institutions. We pay ourteachers good custo-

dial wages. What might we have if great teachers were valued as

highly as athletes of moderate ability, or low-level executives, or even

questionably talented entertainers? In education, as a rule, weget
what we payfor.

Now,of course, against any litany of failure and near failure we

can point to the great achievements of modern culture, and these are

very great indeed. Science and technologylead the list. There is no

need here to dwell on these as they are entirely familiar. Scientific

knowledge in somefields has reached unimaginable heights, and the

resultant technology, as evidenced in our instruments of automation

and cybernation, is almost frightening in its prospects. Enormous

populations can now live together, communicate, and enjoy plea-

sures entirely unknownin earlier centuries. And if by the grace of

statesmanship and mutual fear we escape the holocaust of total ex-

tinction which so ominously threatens us, there is no telling what

great rewards the future may bring.
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Will it bring increasing happiness and personalsatisfaction to the

millions? Or will the world groan even more under the weight of

overpopulation, the mindless poisoning of nature, and the destruc-

tion of its resources. Will the increased millions starve while the ca-

pacity to feed them lies idle? Will freedom be extended to those who

are now deniedit, or will the power of despots destroy the freedoms

that have been won at such great costs? Will the masses of human

beings find satisfaction in some kind of interesting, creative voca-

tion, or will the very technology which is now our great achievement

reduce them to machines within a gigantic social mechanism where

efficiency destroys spontaneity and authority and bureaucracy de-

stroy freedom?

Thelist of questions could go on and on. A few decades ago they

would not be asked,or at least would not seem pertinent, for ourcul-

ture was imbued with the deceptive faith in an inevitable progress

which captured the mind of Europe and America during the centuries

prior to the First World War. There was a kind of blind faith that

ultimately all is well in the universe, that we are on theside of righ-

teousness and righteousness must eventually prevail. Cruel events

have destroyed that faith, and we now must face the fact that our

culture and civilization could fail, that even without war its great

achievements could come crushing down,that its supreme ideal of

the worth of the individual person, fashioned out of centuries of

failure and success, frustration and hope, and faith and aspiration,

might dissolve from the acids of our own sensate materialism.

So when weraise questions on the worth of high ability and

talent, of the absolute necessity now for intellectual, artistic, and

moral innovation, adventure, and creative enterprise, it is a matter

not only for the fulfillment of the individual’s potential, of society’s

responsibility of the person of uncommon competence.It is also a

matter of that person’s responsibilities to the society and culture of

which he is a part and which has nurtured him,a society and culture

which appearto be approaching their summit but which may soon be

approaching the precarious borders of decline and disintegration.

Where is the talent for moral and spiritual leadership that can

reverse the trend of moral deterioration that infects our society to-

day? The talent for statesmanship that can ensure the internal

strength of our nations and lead them to reasonable compromises

and cooperation? That can stem the tide of crime that reaches from

the highest industrial and financial offices of the land to the evil
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panderers of pornography? Whowill rescue the religion of the gen-

eral populace from the irrationalism, superstition, and commer-

cialism to which it has fallen prey?

We knowfull well that potentially there is great talent, remark-

able ability, for all of these tasks. It is lying all around us, waiting to

be identified and supported with recognition, encouragement, and

whatever instrumentalities are necessary to bring it to fruition. I have

the impression that the knowledge and techniques requisite for effec-

tively achieving these ends are becoming more and more available,

but at best it is a task of discouraging proportions. Certainly the end

will not even be approached until the majority of our people are gen-

uinely committed to the pursuit of excellence. It is obvious that a

converted minority, though necessary, is not enough. In a democracy

minorities can have a powerful influence, but in this matter the ma-

jority is essential. And we are far from claiming a majority. The

generality seem still to be content with mediocrity.

It is a strange irony that at the very moment of history when hu-

maneidealism places unprecedented worth on the individual person,

the individual faces such ominous threats from so many directions

—alienation from governmental authority which becomes increas-

ingly distant and unapproachable; the frustrating effect of both pub-

lic and corporate bureaucracy; the mind-destroying impact of a

constant barrage of advertising; alienation from work and vocation

through mechanization, automation, and cybernation; the endlessin-

trusions upon and invasions of privacy that issue from public and

private institutions. To preserve the quality of personallife is becom-

ing at the same time more and more important and more and more

difficult.

Uncommontalent is often found in dissidents and nonconform-

ists, and the independenceof their thought and attitudes must be en-

couraged, but there is no virtue in uncontrolled and irresponsible in-

dividuality. The creative process should ultimately be subject to a

large measure of rationality, and the worth of its issue should be

judged ultimately in public terms. There are notruths, for instance,

which in somestrange sense belong to a single individual. There is no

virtue in simple idiosyncracy and eccentricity. The primary function

of the schools is to generate a passion for knowledge and cultivate ra-

tional thought and behavior. However many a person is endowed

with exceptional intellectual and artistic talents, he or she must be

disciplined by knowledge and reason.
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I must confess that my comments have expressed a quite deep-

seated pessimism with which I am infected. Nevertheless, I am fully

aware of the great things that are being accomplished in ourtime.

Certainly there has been no culture in the past with a higher idealism

and aspiration. And no culture compares with ours in its scientific

and technological achievement, or its material advances,orits viable

possibilities for the future. Whether ours has surpassed or even

equalled some other cultures in the spiritual, moral, and aesthetic

quality of life is, it seems to me, a serious question. Over several

millennia great civilizations have come and gone; cultures haverisen,

flourished, and then moved from thestage of history and there is no

reason to believe that ours will be an exception. Already in the pres-

ence of high achievementthere are threatening signs of the possibility

of decline. Even without nuclear annihilation, we may be on our way

out.

But if there are no guarantees for our future, as I am sure there

are not, we at least can believe that if the future is not fated for us, at

least it is not set inexorably against us, for history is open ended, and

in our freedom for thought and action we determineits course. In the

preservation for the general public, probably far more than we can

even estimate. But unless we succeed on largescale to identify and

cultivate that exceptional ability and talent that all too often goes

unrecognized and neglected but can be found in every stratum of our

society, we may not have that margin of excellence that will make the

difference between achieving greater strength and lasting power for

the future and suffering the eventual deterioration that has been the

fate of so manycivilizations of the past.
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In this research we located persons who had already attained a

very high level of talent development and performance. Then we

retroactively studied their relevant life histories and have then con-

cerned ourselves with an attempt to find commonfeatures within the

particular talent areas of music and art, swimming and tennis, and

mathematics and science. In this way we have aimedto find generali-

zations about talent development, nearly all of which might tran-

scend the individuals we interviewed as well as the talent fields we

studied. We hopethis will provide a good indication of what might

be found to be commonfeatures across the entire range of talent

fields.

Talent developmentis initially viewed by the youngchild as play

and recreational. This is followed by a long sequence oflearning ac-

tivities that involve high standards, much time, and great deal of

hard work. Finally, there are special learning experiences that

strengthen dedication to an activity that eventually becomes a com-

bination of work and play—an avocation, a calling, or a lifelong

career.
The home environment developed the work ethic and the impor-

tance of the individual’s doing one’s best at all times. This ethic was

initially applied to mostactivities in the home andthe school. Later,
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this ethic was most directly related to learning and participation in

the chosen talent field.
Each group ofparents strongly encouraged their children’s devel-

opmentin a particularly highly approved talent field and gave much

less support to other possible talent fields and activities.

No one reachedthelimits of learning in a talent field on his or her

own. Families and teachers were crucial at every point along the way

to excellence. The role of the home changedgreatly over time, as did

the qualities of the teaching and the qualifications of the teachers.

Whatthe families and the teachersdo at different times and how they

do it clearly sets the stage for exceptional learning in eachtalentfield.

Clear evidence of achievement and progress over more than a

decade of increasingly complex and difficult types of learning was

necessary to maintain commitment to a particular talent field.

THE EARLY YEARS

Finding a Beginning Teacher

As we have pointed out, the Olympic swimmers, the concertpian-

ists, and the research mathematicians, came from families that were

especially interested in sports, music, or intellectual activity, respec-

tively. As young children they had already learned something about

the field from parents, older siblings, or friends of the family. Most

of the swimmers had already learned to swim before this period,

many of the pianists could pick out a tune on the piano or read notes

and play them in the home(usually helped to do this by a member of

the family), and many of the mathematicians had already done small

projects that emphasized science or related topics and had heard and

participated in home discussions aboutintellectual activity.

A beginning regular teacher began to give the pianists lessons by

an average age of six, the swimmersgot their first systematic lessons

in competitive swimming by an average ageof eight, and the mathe-

maticians were introduced to mathematics in junior or senior high

school. Typically the initial lessons were given in swimming and

piano for about an hour each week, while the mathematics was
taught about four hours each week. All of the lessons included in-
struction on specific points and observations of the learners’ per-

formance (or work) with frequent correction. In addition somelearn-

ing tasks (or homework) wereassigned to be practiced and perfected
before the next lesson.
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THE MIDDLE YEARS

Finding a New Teacher

Most of our talented individuals had very good experiences with

their initial teacher(s), and many of them had developed a very com-

fortable relationship with them. However, after a numberof years

during which they had maderelatively good progress in the talent

field, or when someone thought that the child could make even

greater progress if anew and moreexpert teacher was chosen. At this

point the parents began thesearch for the best teacher available in the

area. While thefirst teachers typically lived in the neighborhood, the

second teacher rarely did. During the search for the second teachers,

experts and other informants were consulted to determine what ex-

pertise was necessary at this stage. A short list was compiled of the

teachers who could satisfy these requirements. Frequently, the initial

teacher participated in the selection process.

Typically, the second teacher had a good reputation for develop-

ing talent in the field, lived some distance from the student’s home,

charged much morefor the lessons, and was careful in selecting the

students he or she would teach. In most cases there was an audition

or tryout before the student was selected. The teacher sought evi-

dence of the student’s capabilities to date, the seriousness of his or

her intentions in the field, and the evidence that there wasa strong in-

terest in the talent field.

In the case of the pianists, the new teachers were regarded as

being very good or even outstanding. Each was recognized as one of

the best teachers in the geographical area and washighly respected in

music circles. In some cases the new teacher wasalso recognized as a

good concert pianist. In all cases the teacher expected much more

from the young pianist than had the previous teacher.

In the case of the swimmers, the new teacher was usually a coach

at a major swimming poolin the area and had a very good reputation

of training outstanding swimmers. The swimming teamstheytrained

were usually among the most successful in the geographical area.

Here also, the teacher expected a great deal from the young

swimmers — more than had been expected or demandedby previous

teachers.

In the case of the mathematicians, the new teachers were usually

connected with a college or university department of mathematics. In
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many cases, these math teachers also taught advanced or graduate

courses in mathematics and after a short time encouraged the under-

graduate student to enroll in their graduate courses in mathematics.

Frequently, the student had been referred to them byfriendsorcol-

leagues they respected.

THE LATER YEARS

Finding a New Teacher

During the middle years, the talented individuals had become

relatively successful in their field under the guidance andinstruction

of an outstanding teacher. The successso far andtheir strong interest

in the talent field led the talented individuals, their parents, their

teachers, and other experts in the field to begin a plan for further in-

struction for them under a master teacher. A great deal of time and

effort and many expert informants were consulted to determine

which of several possible teachers (or schools) would be most appro-

priate for the talented individual.

It should be noted that there are only a small number of master

teachers in the country in a particular talent field— perhaps about

eight to ten in each field. Some of these teachers have gained a repu-

tation for their role in developing young concert pianists. Others are

knownfor their coaching of Olympic swimmers, while still others are

noted as the teachers of remarkable research mathematicians. A

great deal of information is usually available about these master

teachers, their record for successful talent development of their stu-

dents, and their personal characteristics—at least from the key

people in each talent field.

These master teachers are very careful in selecting the advanced

students with whom they will work. Gaining acceptance from them

usually requires a great deal of correspondence and support from

previous teachers and other experts in the field. Typically, much ef-

fort was expendedbythe student and othersin orderto get an inter-

view, audition, or tryout with the master teacher. These meetings

were planned with even greater care and preparation than the stu-
dents had previously made for the major public events in which they

had participated.

The master teacher’s willingness to accept the individual as an ad-

vanced student conveyed the expectation that the student could go
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far in the talent field. However, this was conditional on the student’s

giving himself or herself fully to the instruction and the teacher’s de-

mands for perfection. Both students and teachers speak of this as

‘‘putting oneself in the hands of the teacher without reservation.”’

Whatever initial expectations were communicated to the student at

the beginning of the relationship, these expectations and demands

were constantly raised until they were at a point where the student

was expected to do virtually all that was humanly possible—and in

some cases this was greater than any other human had donebefore.

This was especially ture of the Olympic swimmers, who were ex-

pected to exceed records beyond that ever previously accomplished

by any humanbeing. So, too, was it true of the mathematicians, who

were expected to solve problems that had never been solved before.

Editor’s Note: Bloom’s pioneering work on talent developmentis

very provocative and has openedanentire newfield of investigation.

From his methods and findingsthere are already manyleads of a va-

riety of kinds for researchers and other investigators to grasp and

launch their own studies thereby expanding the findings and insights

many fold in this newly openedfield. To me, that’s an excellent indi-

cator that his work has certainly moved the frontiers ahead.
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It is with excitement and enthusiasm that I report to you of the

development of Creativity and Multi-Talent Teaching at Bella Vista

Elementary School in Salt Lake City, Utah. Manyyears ago,the fa-

cility at Bella Vista became involved in Project Implode to develop

curriculum to implement the research of Calvin W. Taylor at the

University of Utah in Multi-Talent Teaching. These are talents re-

quired if one is to succeed in the world of work: Creativity, (includ-

ing Productive Thinking), Planning, Decision Making, Forecasting

and Communication. Although Creativity has been only one of the

talents, we discovered that we could foster and develop Creativity

across the curriculum and within each talent area by teaching Pro-

ductive Thinking as a process and method to be always used.

With intense effort and active interaction between teachers, we

probed, explored and developed curriculum with this new approach.

As a direct result students also became more involved with their

learning and became ‘‘can do’’ students. The teachers were well

developed and expandedin their thinking and becamefacilitators of
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learning and talent developers, not just dispensers of knowledge.

Handin hand, teachers and students expandedtheir abilities and in-

creased their successes.

Parents also became excited and involved. They wanted to

becometalent developers at home. As a result, our teachers wrote a

Manualfor Parents to use.

This was an exciting period of time for all who were involved. The

exchanges between teachers increased to such a degree that faculty

room conversations actually became meaningful and productive.

Ideas were shared, developed and expanded to meet the needs of

teachers and students. Teachers discovered that as their teaching

approach changed, the students becameactive participants in their

own learning; that the quality of their work increased; and as their

talents developed, their academic skills increased hand in glove in a

spiral upward.

Underthe Principal’s leadership, almostall of the faculty were in-

volved in Project Implode, but to varying degrees. A stalwart core of

six teachers arose from the group and formed a writing team. They

were imbued with the idea of exchanging their successes by sharing

the curriculum and approachesthey had developed. Asa result, these

teachers wrote Igniting Creative Potential, a research-based manual

to help other teachers to creatively teach the talent areas and Produc-

tive Thinking in the classroom.

During this developmental stage, every day in the classroom was

exciting. Our students were constantly doing remarkable things so we

were excited in the classroom. We were frequently demonstrating

with our students before sustained streams of important guests who

were quite vocal in their praise. The intellectual exchanges with

guests would energize us, resulting in a surprisingly long period of

high levels of production.

Wealso ran workshopsfor teachers from Miamito St. Louis to
Hawaii. We always knew that we learned as much from eachinterac-

tion with other teachers as we did when we taught our ownstudents.

So each experience was enriching and rewarding.

At the heightofall this activity, the core group becamedissolved,

leaving an unfortunate hiatus. The principal and two teachers moved

into the district office; a teacher quit to have a family; one member

died; and one member dropped out. This left only myself of the core

group at Bella Vista. It soon became apparent that the loss of the
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leader plus several key teachers almost spelled the death knell for the

project.
It became profoundly clear that it was difficult for someone to

suddenly find himself or herself at the helm of a school with a project

already in place fostering a teaching philosophy and methodsthat he

or she didn’t understand and yet be expected to promote and perpe-

tuate it. For example, one new principal supported Creativity as long

as it was expressed in dance. The other complicating factor emerged

from the replacement of faculty with new teachers. Although some

faculty members werestill imbued with enthusiasm and a willingness

to train new teachers, with the passing of time it becameincreasingly

moredifficult. Only a principal dedicated to the philosophy of Multi-

Talented Teaching could ensure the continual progress in the school.

Fortunately and incredibly, Multi-Talent Teaching can still be

found at Bella Vista. A few of the original total set of teachers are

still on the faculty. Under the scopeof the district’s Gifted and Tal-

ented Program, we have monthly meetings for each teacher to share

ideas and activities completed in the classroom. The kindergarten

through the third grade share as a group, and the fourth grade

through the sixth grade share as another group.A particulartalentis

assigned for each month’s sharing. This interaction fosters further

developmentin the classroom.

As for me, I’m a stalwart believer. I have never wavered from the

course. I could and would never doless than mybest for my children.

Certainly I would be cheating students if I didn’t develop their high-

level talents, in addition to their academic skills. Since I know that

Multi-Talented Teaching is clearly a method of teaching which can be

used throughoutthe curriculum, why would I settle for less? Besides,

without having thinking and productive students I would be bored to

tears.

A bit of missionary resides within me. I still wish to spread the

news of Multi-Talent Teaching as well as to educate the students of

Utah to respect the pre-historical sites of mankind within theirstate.

Combining my zeal for both, I have just written two booklets

available at the Jordan School District on the Prehistory of Utah for

4th and 7th grades. Each book hasa set of Multi-Talent activities for
students to complete. Already the books are being sold throughout

the state and are in their third printing. Now I am accomplishing

both goals.
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I must add that I directly credit my success as a teacher to Calvin

Taylor and his research. He has been my mentor, my supporter and

due to him mylife together with the lives of my students have been

exciting in the classroom.” ”

1. All who know Mary Ann’s worksalute her for having functioned marvelously in full-time

and full-hearted service to all her students. Longer than any other teacher in the World, she has

developed a scientifically based approach of teaching and cultivating multiple talents in all of
her students.

2. One of her admirers, for example, is a Vice President and philosopher in our university,

whovisited her classroom briefly; instead, however he chose to stay on and on. Later he gave

the invited banquet speech at a statewide CEC meeting in Evanston, Wyoming.His entire fas-

cinating speech was on his chosentitle: ‘‘An Afternoon in Mary Ann Zimmerman’s Class-

room.’’ Afterwards, when she and I went up to greet him, he was completely surprised that

Mrs. Zimmerman had been in the audience throughout his speech.

3. Editor’s Note: Mrs. Zimmerman brought her 25 fifth graders to 25 of my undergraduate

students and seated all 50 of them in a mixture on the floor. When she taughtthe total group,

my students were very shocked that they were clearly skunked by the speed and quantity of the

thinking responsesof the youngsters. This included the numberoflittle hands quickly going up

and then down and up again instantly. Our videotapes clearly show the large margin oftheir

victory and their readiness to volunteer ‘‘to be the next teacher’’ while mine stayed glued to the

floor. The next day our students unanimously said that they never wanted to be gradedagainst

5th graders in multi-talent functioning activities. Ours did win once, with a response accompa-

nied by full laughter. When a fifth grader, taking a turn as teacher, asked ‘‘what is meant by
forecasting?’’ My student (a few days later disclosed to be a radio disc jockey) replied by his
body and arm gestures ‘‘showing four fisherman in a row casting.”’
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Both creativity and high academic achievement are furthered by

the same general environmental influences—encouragement, ex-

ample, and educational facilities. But at their highest levels the influ-

ences which benefit these two aspects of intellectual functioning are

not identical—at times may even be contradictory. Whereas creativ-

ity needs emotional freedom to flower, high academic achievement

needs emotions to be held in check.

The Study— Overview

The Gulbenkian Follow-up Study, ten years after the original

study of gifted children and their controls, has investigated 81% of

the original sample, and found a continuation of earlier environmen-

tal influences in the young people, now aged between 14 and 23. In

particular, their style of upbringing and education was seen to be

related to their academic achievements and their creative behavior
(Freeman, 1985).

The major aim of the follow-up was to point to the often subtle

matters which can affect the development of the children’s potential

abilities, as well as their satisfaction in life.
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What Gives You the Greatest Pleasure ?

At times, academic research can be hard, unproductive work. But

then a revelation, which was quite unexpected,lights up a whole new

area. My question—What gives you the greatest pleasure? —had

been designed simply as a pleasant way of roundingoff an interview

of many hours with the young people.

But, in fact, the responses wereso distinct that it was possible to

make a comparative study between those who chose achievementas

their greatest pleasure—the achievers—and those who tooktheir

greatest pleasure in creativity —thecreatives. It proved to be an im-

portant indicator of outlook and motivation, which could be

measured against such matters as scholastic success.

The sample’s answer: What gives you the greatest pleasure?

Relationships 37%

Achievement 24%

A mixture of things 23%

Creative / aesthetic activities 7%

Nature 5%

Physical activities 4%

Statistically, these comparisons can only be taken as indicators,

because to compare these two groups of respondents the numbersof

subjects becamerather small - 41 achievers and 11 creatives. Indeed,

what a small numberof the 169 subjects had foundtheir majorsatis-

faction in creativity.
However, the numerical size of the sample was somewhat miti-

gated by the mannerof investigation. The interviews had been con-

ducted in a case study manner, andin fact, all the results below were

Statistically significant (less than 5%, using mostly chi squares).

Hencebothstatistical data and verbatim reports have been used in a

complementary mannerto provide a roundedpicture.

The Young People Themselves

Gender:greatestpersonalpleasure : Girls Boys

Achievement 5% 93%

Creativity : 73% 27%

The achievers and the creatives were diametrically split between

boys and girls. Most of the achievers were boys and mostofthe crea-
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tives were girls. Was their choice of pleasure due to learned sex-roles,

or innate differences?
It certainly made a difference in their exam results:

Gender: A-levels at gradeA : Girls Boys

1A : 10.0 1.8

2 As 6.7 9.2

3 As : 5.0 11.0

There are two public examinations in Britain, the O-level, taken

at about 16 yrs, and the A-level, at about 18 yrs. Thoughthegirls had

actually acquired more passes at O-level, and a similar numberat A-

levels as the boys, they were considerably less successful in

grades —boys obtained twice as many A gradesat A-level.

A numberofgirls spoke about being discouraged from aimingfor

the very top by their teachers, some of whom pointedgirls of the

highest intelligence and obvious intellectual ability to college and

polytechnic rather than university.
Mary: The teachers thought that nursing would be very good for

me, but I didn’t want to be a nurse. After I’d entered for a national

Biology prize, and my study of the earthworm was runner-up, even-

tually they agreed that I could apply for university, though they made

me change mychoices. If I had just been given a tiny amountof en-

couragement, I could have donea lot better, instead of wasting my

energies fighting them.
Arts vs. science: Where earning a living is important —science Is

the thing. The idea was popular with parentsthat if you study science

you can always pick up arts subjects, almost as hobbies, but thatif

you choosearts subjects, the sciences would remain closed to you for

ever. Not onegirl in this sample had gone to university from a mixed-

sex comprehensive school, but to colleges of different sorts. Of the 17

boys who went from comprehensive —all went to study science. Girls

from single-sex schools, however, did go on to university in the right

proportions.

To Parents— Which is More Important in Education?

Science 51.1% Arts 8.3% Neither 39.6%

The messageis clear —gifted girls, particularly in a broad, com-

prehensive type of education, seem to need more support from

teachers if they are to achieve their potentials, especially in science.
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Emotion: Achievers had the highest hostility scores of any group
in the whole sample—but 91% of the creatives didn’t manage a
single score on the hostility range. Achievers also had the highest

peer-maladaptiveness scores of any group—whereagain the creatives

scored nil. Overall, the achievers clearly had moredifficulty in coping

with emotion andrelationships. In the interviews is was largely the
high achievers who had been depressed.

The aesthetes also felt themselves to be more empathetic—twice

as frequently as the achievers.

Relating to Others: Achievement implies some competition, if

only with oneself. It could be that the competitive element in the am-

bition to achieve runs counter to formation ofclose relationships, es-

pecially with age peers.

Relationships : Achievers Creatives

Myintelligence is unattractive : 63% 9%

Olderfriends : 17% —

I talk alot 20% 46%

Both the achievers and the creatives had identical intelligence

scores, but perceived them quite differently. The achievers saw their

high intelligence as an aspect of themselves which other people would

not like, while the creatives largely disregarded it. The differences

were clearly in self-concept, not in ability.

The creatives were much more communicative and, to the inter-

viewer, livelier and more fun.

Cognition: There were some cognitive differences. The achievers

claimed significantly more often that they had better memories which

specialized in facts: indeed, they appeared to be very good at assem-

bling and reproducing information. The aesthetes claimed better

visual memories, which they relied on more in examinations.

Age: Thesatisfaction in creative endeavour which the achievers

had hadin their childhoods, began to fall off as they reached 18, and

in fact by 20 none of them claimedit. The rest of the sample, includ-

ing the creatives, kept a fairly steady satisfaction in creativity as they

grew up.

Leisure: The achievers actually had a greater variety of spare time

activities than the creatives, but relatively fewer of them were creative

ones. For example, they watched a wider range of TV and played
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moresport, but less frequently wrote poetry. The achievers who had

been accelerated, however, did not take part in as much sport. The

aesthetes had significantly greater perseverancein their owninterests,

and did seem to be more autonomousin their choice.

Leisure : Achievers Creatives

Docreative things outside school 61% 91%

Watchserious TV : 24% 46%

Education

Do you like school? Thecreatively inclined children in this sample

were less happy with their schools than the academically motivated.

They considered school in a different way from the

achievers —thinking up significantly far more ways in whichit could

be changed for the better, as they saw it. Far more of the creatives

had serious problemsat school.

It looked as thoughthe creatively inclined had muchgreaterdiffi-

culty in fitting in with the system—or the system wasinsufficiently

flexible to cope with them. Perhapsthis was why theydidless well in

their exams.

Liked school : Achievers Creatives

Didn’t like it : 10% 36%

Liked schoolasit was 24% —

Want 2 or more changes 24% 55%

Had a formal problem 5% 19%

Careers advice: The creatives discomfort in the system also

showed in their dissatisfaction with their careers advice, though the

more conforming achievers had much feweroverall vocational prob-

lems.

Careers advice adequate? : Achievers Creatives

No 34% 82%

The vast majority of creatives were unhappy about what they had

experienced as career advice from school. This was often because

they wanted to tread a less conventional path than the high achievers.



174 Talents

Curriculum: Many of the selective schools are, by their nature,

high powered and academic, and the pupils often described in heart-

felt detail how they suffered from the abuse of academicvaluesthere.

Some said they felt like ciphers in the official system, a situation

which could only leadto sterile thinking, and ultimately to more of

the samekind of instruction, rather than education. They would have

liked the schools to allow them some easing off from examination

pressure, and to have show some concern for the pupils’ own values

and interests. Creativity at such schools was often mentioned as

being stifled.

Carl: ‘‘Formalized education stops your creativity’’

Being at selective, high powered schools did, however, improve

the pupil’s exam results.

Homes

There were significant differences in parental attitudes between

the high achievers and the more creative young people.

Culture: Culturally, the general ambience and decorof the crea-

tive’s homes was more carefully considered, and there was a wider

range of books around, than in those of the achievers. But, the big

cultural difference between the homes of the achievers and the crea-

tives was in the quality of music. The creatives had a much more

serious level of music at home, and were far morelikely to sit and

listen as a family, and almost never used it as background. Overall,

the creative children came from homes which gave them more

aesthetic example and support. The achievement orientated pupils

came from homes where achievement, especially in science, took

precedence overartistic appreciation.

The Two Types of Young People

The achievers: Those who took their greatest pleasure from

achievement were overwhelmingly male. They were morelikely to be

introverted, with an efficient method of studying, and a firm control

of gratification. The youth accepted the goals and authority of the

academic institution which were reinforced by higher teacher esteem

and support. He orshealso carried this attitude over into non-school

authority systems andleisure pursuits.
Martin—An example of a dedicated achiever: Sadly, Martin’s ac-

ademic successes, such as his first class honors degree, turned to dust
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as he got them, so that he needed to go on for more. At twenty-one,

and in the first year of his PhD, he was worried that he wouldn’t be

able to keep up the pace. He found it impossible to envisage the

future, and could not even muster some youthful optimism. He had

always worked very comprehensively. Even at school, he’d read

widely about the area, writing notes to summarize it over and over

again, as he said, ‘‘umpteen times’’, until he understood the concept

behind it.
He seemed, however, to have cut down on his feelings towards

other people, moving himself further and further towardsthe stereo-

type of the backroomscientist, poring down microscopesby day, and

returning alone to his room at night. Yet he never ever took any steps

to alleviate the pain of his sorrow, pulling himself deeper and deeper

into the mire.
Martin: ‘‘I don’t really want to know my teachers, because I

don’t think it works as well if I did. I just want the instruction. I

don’t read newspapers; they’re boring. I’m not interested in politics

or anything like that, nor music. It’s possible that myscientific edu-

cation has inhibited my imagination.

To be quite honest, I don’t know whetherit’s false modesty, but

can’t actually give you twoattractive points about me.If people like

me I don’t understand why. Nobody’s ever told me anything about

myself anyway. I give up veryeasily in social life. I never concentrate

totally on what people say, or think about what they’re saying. It’s

like I watch them talking, but I won’t be takingit in. I’ll probably be

thinking about the person that’s saying it, but not what they’re say-

ing. I’m selfish and a bit of a snob as well. And I know I’m negative.

It is not so much that I’m different, but I feel alienated. Maybe I’m

too sensitive. It’s quite a while since I felt angry; I feel disillusioned,

and I’ve given up wondering why I’m here, because it just depresses

me.”’

The creatives: Those who tooktheir greatest pleasure from crea-

tive activity were mostly girls. They were less ambitious, less success-

ful in high examination grades, and often seen by teachersasless in-

tellectually able than they actually were. But they were more

thoughtful and questioning about the world.

Bridget—an example of a creative: A young poet,

Bridget foundit difficult to fit into any of her schools, but even-

tually emerged with sufficiently good marks to get to university to

study art history.
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At nine Bridget had played the recorder and wanted to be a musi-
cian. She loved reading and wrote poetry. She described herself as
‘‘somewhataloof’’ (her words) from her class-mates’ world of pop
culture. Her mother said then that she’d had problemsat school,
where her teachers thought she might need remedial help.

Bridget’s Mother: ‘‘Her handwriting is just appalling. She’s
always had difficulty with it. Now she types a lot of her stuff
up—when she has to write quickly and underpressure it just goes.
She also findsit very difficult with drawing and painting. Her needle-
work was a disaster, and we had to go tothe schoollots of times
about it. They thought she was being difficult. She used to come
home shaking, really distressed because she couldn’t cope with
needles.

The school sent her to the child guidance clinic and got her

assessed. They said her IQ wasat gifted level, but the gap between
her co-ordination, her manipulation, and her bodily spatial aware-
ness was absolutely awful.

Atfirst, for her, school was total panic and despair. It used to be

a nightmare, and in the end wetook her out of junior school and

tutored her at home for a couple of terms.

Whensheonly got a C for English Literature O-level, the teacher

wrote in her report that she’s probably written right out of the topic

and gone on to something quite different, which is a bit too

sophisticated for that level. They just don’t want that sort of answer
and they have to mark her down.”’’

Conclusions

The dilemma for educationalists is that when children are selected

for moreintense, highly structured academic programmesbyvirtue

of their ability to pass examination hurdles, developmentofthe play-

ful, creative approach to their work and general outlook maybe posi-

tively discouraged by the school, and becomestunted.

If pupils have a drive to be expressive and to think for themselves,

it is likely that they will be particularly distressed by a school’srigid

structure, where teachers are unable, or unwilling, to cope with indi-

viduals. It is impossible to ask of pupils that they show creative be-

havior, and yet not display some reaction against the system and
some difference from their fellows.

The majority of young people in the sample felt the need of

teachers who would work with them, rather than for them; teachers
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who were as concerned with the structure of learning and the pupil’s

ability to cope as the passing on of information. The brightest

described (in their own words) how such matters as self-confidence,

perceptual difficulties and personal relationships, were as important

in their education as the often excellently taught mastery of skills and

knowledge. But for most it was a pipe dream.

It is the very essence of pupils’ gifted or creative behavior whichis

at risk through conformity to social desirability in the classroom.It is

a sensitive area in which, not only is their potential contribution too

easily diminished, but pupils who feel obliged to subdue their own

personalities in that way mayalso find their self-concept damaged.

An environmentin which the exceptionally able child can prosper

all round must be balanced; implying enough time with other people

to make goodsocial relationships, developing interests outside study

areas, and taking part in school and other community activities.

What has been seen to happen to these gifted young people needs

recognition, and the will of parents and teachers to make sure that

the non-examinableside of their pupils lives is adequately promoted.
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This paper will describe a comprehensive, three-year research

evaluation of Jordan SchoolDistrict’s gifted and talented (G/T) pro-

gram, which included a Renzulli pull-out program at the elementary

level and a magnet program at elementary and middle schoollevels.

In the Renzulli program, students were pulled out of their regular

classrooms to meet with a program teacher. This program was

designed to provide students with talent-developmentactivities and

in-depth study opportunities as well as provide the regular classroom

teacher with assistance in multiple-talent curriculum development

and planning.In the third year of the evaluation study, there were 14

schools with talent pools for third grade and higher.

The magnet elementary accelerated learner (AL) program wases-

tablished to meet the unique needs of students wholearn at a faster

rate and who would profit from a varied curriculum and accelerated

learning. The program was housedas totally self- contained unit

within a normal elementary school where there was space available.

The AL program provides a combination of acceleration and enrich-

ment. All AL students were encouraged to explore subject areas of



Evaluation Report ofJordan School District’s Programs 179

particular interest to them and to do so in a moresophisticated fash-

ion than is typical of school activities.
The balance of this report is organized around four topics that

were crucial to the project. The first section will address pull-out pro-

gram implementation issues from a ‘‘management of change’’ per-

spective; growing pains for this kind of project will be briefly

described. Second, student selection will be discussed in terms of

equity, efficiency, and effectiveness. The third section will describe

how teaching strategies were monitored with a questionnaire to pro-

vide teachers with feedback on howthestudentsperceivedtheir class-

room activities. Finally, the fourth section will report program out-

comes that were measured during the course of the project.

Implementation Issues

Implementation of the Gifted and Talented Program has been a

complex process involving parents, regular teachers, teachers of the

gifted, principals, central office staff and even thestate legislature.

Readiness was a key issue as was community perception of the pro-

gram as being for all children and not just for an elite group of stu-

dents.

Parent Involvement

A parent ad hoc committee was formed. The committee makes

recommendations to the administration and has been involved in

community and school level workshopsfor those interested in pro-

grams for the gifted. Many parent groups have worked with the ad

hoc committee and then moved to work at their local schoollevel.

Parent interest is the greatest motivation for school change. Each

school has a volunteer program through which parents can contrib-

ute their strengths and help in the development of educational pro-

grams. A school level enrichment committee catalogs parent interests

and skills and contacts parents whose abilities will complement par-

ticular studies and activities.

A handbook, Program Development for Accelerated Learners,

was developed to help each schoolassessactivities which would help
them implement programsforthe gifted. This handbook wasa guide

for the implementation of the Renzulli Revolving Door Model.

Regular staff members and people in the community who were

not prepared for the program resisted the implementation process.
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All stereotypical attitudes prevailed (e.g., such programsareelitist, if

students are gifted they get what they need on their own,etc.).

G/T Resource Teacher Activities

Major problems occurred as a result of a lack of common goals

and expectations. A major activity of the resource teachers during

the summer of 1987 has been the development of a program opera-

tions manual. This manual will be used to help teachers develop pro-

grams consistent with other schools, yet specialized for the specific

characteristics of their local school community. Items addressed in-

clude working with identified students as well as with regular class-

room teachers to help them better meet the needs of students in main-

stream settings.

Administrative Support

District administration will continue to support those schools im-

plementing programs with some funding for inservice training of

teachers. A workshop for principals and faculties has been devel-

oped. This workshopwill help the school focus on the management

of change. Manystrategies and materials will be available to a school

staff looking at program development and implementation.

Implementation is most successful when based upon community

and school readiness. District support and coordination are necessary

if programs are to succeed. University training which is field-based

seems to have the greatest impact in building teacher skills and com-
mitment. While fundingis critical and seemsto help schools focus on

the needs of the gifted, commitment of the school staff and the com-

munity to recognize the needs of the atypical student seems to be the

most important factor.

Student Selection

The research addressed these questions: 1) Were selection

measuresrelated to program goals? 2) Did each measure improve the

overall validity? and 3) Did key constituents accept the new proce-

dures? The goals were to makethe selection processes less labor in-

tensive, more objective, and more valid for predicting student per-
formance in each program.
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The main goals of the magnet program were academic accelera-

tion and independent student projects. The new selection procedures

addressed these goals by using student achievementtest scores; a stu-

dent questionnaire on academic self-concept, autonomy, and inde-

pendent development; and teacherratings of student planning, moti-

vation, and overall suitability. These sources of information were

combinedinto a final composite score, which wasfirst used in May

1985.

To assess the validity of the new selection measures, magnet pro-

gram teachers in 1985-1986 rated the suitability of program students

selected by the above procedures. These criterion data indicated that

of the 127 kids selected into the program, 13% were rated as not

belonging in the program, 17% were marginal-to-OK, and there-

maining 70% were suited to the program. However, the number of

applicants per placement had been very different from grade to

grade. Where selectivity had been high (that is, many applicants),

only 4% of program students were rated as not belonging versus 83%

rated as definitely belonging; whereselectivity had been almost nil,

23% were rated as not belonging versus 54% rated as definitely

belonging. After correcting for restriction of range in the group of

students selected for the program,correlational analyses showed that

the final composite score (on which decisions were made) wascorre-

lated 0.62 with the criterion measure—strongly confirming the effec-

tiveness of the selection procedures.

The main goals of the pull-out program were academic enrich-

ment and development of thinking skills. To address these goals, se-

lection was based on student achievementtest scores, teacher ratings

of students’ personal characteristics (independence, effective use of

time, self-discipline, etc.), and higher level thinking measures (such

as creativity, decision- making, etc.). Information within these three

categories was converted to rankings which were then equally

weighted to producea final selection ranking,first used in September
1986.

To assess the validity of this method of selecting pull-out stu-

dents, pull-out program teachers in 1986-1987 rated the suitability of

students selected for the Talent Pool, using a 5- point scale almost
identical to that used with the magnet evaluation. These criterion

data were collected from three schools, for 389 students in grades 2

through 6. Of the 144 students selected for the pull-out program
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using this procedure, 126 were subsequently rated as definitely be-

longing in the program. Only 12% were rated as not belonging in the

program. After correcting for restriction of range in the groupof stu-

dents selected for the program, correlational analyses showed that

the final selection ranking of students was correlated .73 with the cri-

terion measure—an impressively strong indication of validity. Also,

each of the three main types of measures (achievementtests, teacher

ratings, and tests of thinking skills) were significant contributors in

their own right to the valid selections.

Feedback from the local program schools has been uniformly

positive, indicating very high levels of teacher and program staff ac-

ceptance of these new pull-out selection procedures. Anecdotal ac-

counts indicate that the new procedure is much faster, easier, and

more defensible than methods previously used.

Major implications of this research are that G/Tselection should

not be based solely on achievementtest scores and that measurement

is needed to develop student histories in all program goal

areas —especially for those which go beyond traditional academic

content.

Monitoring Teaching Strategies

The Educational Process Questionnaire (EPQ) wasusedto collect

information about the use of certain classroom activities and teach-

ing strategies. The information was collected directly from students

who described the nature and extent of selected teaching activities.

The measures in the EPQ include Reinforcement of Self-Concept,

Academic Learning Time, Feedback, Expectations, and Develop-

ment of Multiple Talents. There were two applications of the instru-

ment: 1) to monitor the extent of treatment in various kinds of

research and evaluation studies, and 2) to provide feedback to teach-

ers and thus guide their developmentin the use of selected teaching

strategies.

The EPQ wasoriginally constructed to monitor the implementa-

tion of talent development activities in a multiple talent teaching

project (Taylor, Stevenson, Ellison & Fox, 1973). The results in-

dicated student performancein talent areas (planning,creativity, out

of school activities, etc.) was significantly related to the level of talent

developmentactivities in the classroom.
In the Jordan application, a refined EPQ was administered to 74

experimental and control classroom groups (N = 1694, grades 3-6)
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across 11 schools. On this sample, information was also available

from the Student Activities Survey (SAS), an instrument custom

designed to assess student performance and accomplishments both

within and outside of school with the following scales: Independent

Development(self-initiated learning outside of the classroom), Peer

Relations (level of interpersonal and social skills), Aspirations

(interest in and knowledge of adult occupational activities), Educa-

tional Orientation (interest in academic achievement), Enjoymentof

School(the extent to which school is perceived as interesting and en-

joyable), and Accomplishments (levels of competence achieved in

areas such as computeruse, leadership, science, literary composition,

etc.).

Reinforcement of Self-Concept and Development of Multiple

Talents both had very strong positive relationships (classroom level

correlations) with all six SAS scores (r from .42 to .60). Reinforce-

ment of Self-Concept was especially strongly related to Accomplish-

ments, Enjoyment of School, and Peer Relations (rs = .55, .54, and

.51). Development of Multiple Talents was especially strongly related

to Accomplishments and Enjoyment of School (7s = .60 and .52).

Academic Learning Time was strongly related to Educational Orien-

tation, Aspirations, and Enjoyment of School(rs ranging from .40 to

.49). These correlations clearly suggest that classroom educational

practices were important determinants of a range of student out-

comes.
Overall, the results indicated that the gifted programs were effec-

tive only where students had a more intense exposure to effective

teaching processes measured by the EPQ.Theyalso indicated that

teachers differed in the extent to which they used the EPQ-assessed

teaching strategies. In particular, these strategies were much more

likely to be used by program teachers in Renzulli and Magnet

schools. No differences were found between regular teachers in pro-

gram and control classrooms. Thesefindings strongly indicate a need

to pay more attention to program implementation. A general plan

with decentralized responsibility for implementation was not enough.

Without some form of evaluation to monitor the treatment effect,

difficulties can arise. An important implication of this research is
that teachers can improvetheir impact on students byincreasing their

use of talent developmentactivities in the classroom. Furthermore,

the EPQ facilitates this improvement by providing feedback on the

current level of such practices.
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Program Outcomes

A wide range of possible program impacts was examined: aca-

demic achievement, talent (higher level thinking) development, ac-

complishments, enjoyment of school, social relations, etc. The Stu-

dent Activities Survey (SAS) was administered to approximately

1,800 students in grades 3-6 of program and non- program schools to

assess Independent Development, Peer Relations, Aspirations, Edu-

cational Orientation, Enjoyment of School, and Accomplishments.

Regular students in pull-out program schools were not greatly af-

fected by the program. Talent Pool students (in high-implementation

pull-out program schools only) had significantly greater Accomplish-

ments and Enjoyment of School. Students in the AL program had

impressively high scores on all six SAS scales, in each case signifi-

cantly higher than scores from both thegifted controls and the high-

implementation Talent Pool students. Classroom educational prac-

tices were important determinants of a range of student outcomes

and, in light of the EPQ differences found between program ele-

ments, apparently are a key ingredient in program success.

Talent tests assessing Communications, Creativity, Decision

Making, Forecasting, and Planning were administered to 88 Talent

Pool students, 100 regular program schoolstudents, 97 gifted con-

trols, and 104 control students,all in grade 4. The gifted students in

Talent Pools of pull-out program schools had higherlevels of think-

ing skills compared to ‘‘gifted’’ students in non- program schools.

Regular students in pull-out program schools did not have higher

levels of thinking skills compared to control students, indicating fur-

ther diffusion is appropriate to influence the development of these
students.

Becauseall gifted students (whether benefiting from a program or

not) scored extremely high on regular achievementtests, above-level

achievementtests were administered to 296 program andgifted con-

trol students in grades 2 and 5. The results indicated that G/T pro-

grams boosted students’ scores on above-level achievementtests. The

effect occurred mainly in the earlier grades, and was muchlarger for

AL students (who were exposed to a much larger treatment effect)

than for pull-out Talent Pool students.

The wide range of positive results indicates an impressive achieve-
ment for G/T activities. Still, effective impacts were only observed in

those schools where program activities were implemented in a thor-
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ough manner, indicating that the success of such programs depends

heavily upon management and implementation procedures.

This research project has shown that programsand practices do

makea difference. Appropriate programs can have impact onthe de-

velopmentofthe gifted child as well as on the program optionsforall

children. The most critical changes occur in settings where problem

solving or multiple talent skills are taught. With increased problem

solving abilities, students are better able to be self-directed learners.

A school-wide team approach is necessary if the benefits are to be

realized. It is the school-team approach which facilitates change and

program development and implementation.
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This study was conducted as an educational partnership between

Cottonwood Heights Elementary School, Jordan School District, and

the College of Education in Brigham Young University. The purpose

was to formulate and evaluate a prototype Learn-Teach inservice

model of higher level thinking skills, for teachers in the field, ‘“The

Talented Resource Model for Educational Excellence Using Renzulli

Management’’. The study was funded under a Gifted and Talented

Partnership research grant and responded to previous research.

Purpose, Variable, and Subjects of the Study

It was the purpose of the study to compare talent pool and non-

talent pool student change in multiple talents and educational process

perceptions when the program of Learn/Teach Inservice and

Formative Student Feedback was implemented in a gifted and

talented pilot educational school. This study involved all of the

students, their parents, and all of the teachers in the Cottonwood

Heights Elementary School, for a total of 720 students and 29

teachers for Inservice and formative feedback.
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Multivariate analysis (MANOVA) comparedfive multiple talents:

planning, decision making, forecasting, creativity, and communica-

tion post-tests. Of 23 talent pool students and 67 non-talent poolstu-

dents of the experimental, all fourth graders were used. This sample

facilitated comparison with the Jordan School District post-test

results of fourth grader students in other G/T Renzulli schools

(Total N 173, Talent Pool n 81) and regular schools (Total N 196,

Talent Pool n 81). The number of experimental participants on the

educational perceptions test (EPQ) of Cottonwood Heights was

larger due to the involvementof fourth, fifth, and sixth grade stu-

dents. All 314 students from Cottonwood Heights were compared to

all fourth, fifth, and sixth grade students in the other G/T schools

spread throughout the district. The third part evaluator (IBRIC)

helped choose the three schools to be compared based on the

similarity of schools.

Methods and Procedures

This investigation was a valuative case study of teachers’ efforts

to increase levels of higher thinking skills for students. The method

educators developed to teach higher thinking skills was to

learn/ teach multiple talents and receive feedback from their students

on their educational process perceptions of methodology needed to

teach multiple talents.
The inservice methods and procedures were comprised of:

(1) Learn / Teaching the various multiple talents (ImplodeI, 1971;

Taylor, 1984) to teachers with assistance of a university partner, dis-

trict and evaluation help, principal leadership, and program teacher

as mentorto provide feedbackto teachers and workasan “‘assister’’.

Teaching and learning multiple talents and the identifying processes

that are needed for teaching multiple talents were the goals.

The Renzulli Management (Renzulli & Reis, 1985) of Type I, or

gaining ideas and information, was used with six formal one-hour

presentations. These classes were team-taught by the university part-

ner, the principal, and talents resource coordinator. Type II, or prac-

tice and skill building through teaching, was done with the talented

resource coordinator spending one or two hours per month modeling

in classrooms, one hour per week of teachers teaching their students

using Jordan District multiple talent materials, with team-teaching

and coordination sessions as desired. Type III, or Bright Ideas and
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sharing creative products was done in formal inservice sessions as

teachers took turns sharing what had workedfor them,at gradelevel

team meetings as university partner and talented resource coordina-

tor met with each teacher team, on bulletin boards and publications

where students successes were displayed, and at evaluations as
teacher met with principal.

(2) Formative Student Feedback was the systematic method of

feedback from students to their teachers in respective classes by the

use of the Educational Process Questionnaire. These feedback assess-

ments from students to teachers were given three times during the

school year. Teachers met with talented resource coordinator to

receive EPQ feedback information and have goal-setting and plan-

ning sessions. Multiple talent pretest information was also given to

program teachers so they could plan their curriculum from evaluat-

ing their student’s strengths and weaknessesin various multiple talent

areas. EPQ feedback assessments from students were given byre-

source coordinator to teachers following the Novemberpretest, and

again at the end of January from the interim EPQ test. Thefinal

feedback was reported on each gradelevel and as talent pool/non-

talent pool in the school. The principal received the combined IBRIC

report as formative feedback indicating strengths and weaknesses for

total school improvement.

Evaluation Methods and Procedures

The general approach of the study emphasized comparing change

or differences on multiple talents and educational processes needed

to teach them. Identifying, describing, and analyzing differences

were the methods used for comparing change in talent pool/non-

talent pool students.

Post-test data were collected following the inservice program in

the experimental school. The post-test data on multiple talents were

compared with total groups of Renzulli gifted and talented school

groups. Talent test comparisons were analyzed with 4th grade groups

becauseall multiple talents test in 1986 were from 4th grade students.

Comparisons of student EPQ responses were made from post-tests

with 4th, 5th, and 6th gradetotal intact groups of students in three

other gifted and talented pilot program schools in Jordan School Dis-

trict. Comparisonsof pretest / post-test student EPQ responsediffer-
ences were also made within the school. MANOVA,Multiple t-tests,
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MANCOVAand Newman-Keuls tests were used for data analysis of

the various comparison groups. All data were collected with the

assistance or by IBRIC. All tests were computer checked with the

assistance of IBRIC trained personnel. All the statistical analysis was

analyzed on SASusing Univac at Brigham Young University by the

statistical analyst of the Education Department.

Multiple Talent Findings

Question 1: The first question asked was to what extent did 4th grade

talent pool and non-talent pool students in experimental and control

schools change in multiple talents?

There weresignificant differences in student meanscoresin talent

pool and non-talent pool in experimental and control schools. The

experimental school students in talent pool weresignificantly higher

on most scales than were any other groups. Non-talent pool students

were similar to talent pool students in program school on somescales

and significantly higher on somescales. Only on forecasting were ex-

perimental non-planning poolstudents lower thantalent pool control

groups.
Planning: Results indicated students learned to plan according to

their developmental level when they were taughtskills. Talent pool

students in the experiment school weresignificantly higher than any

other group in planning. Talent pool students in the control program

had planningscores that were not significantly lower than talent pool

or non-talent pool students of the experimental school.

Decision making: Studentsin the special program of learning and

teaching multiple talents learned to make decisions and ask relevant

questions. This skill, seemed to be dependenton individual develop-

ment levels as far as individual learning was concerned.

Forecasting: All groups of talent pool students in special pro-

grams did well on the forecasting talent. Non-talent pool experimen-

tal students showednosignificant difference from talent pool in con-

trol schools. It is apparent that teaching assists in this talent because

experimental talent pool students scored highest and non-talent pool

experimental students outscored regular gifted students. Talent pool

students in the experimental school scored higherin forecasting than
other groups. Non-talent pool experimental groups scored signifi-

cantly higher than other non-talent pool groups andas high as talent

pool groups on categories of responses.
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Creativity: This talent result was of special interest to the authors

because talent pool students are often chosenpartially for their crea-

tivity scores. Non-talent pool students in an inservice program of

learning multiple talents scored higher than their bright contempo-

raries. Creativity scores for talent pool and non-talent pool students

in the experimental school were similar to scores of talent pool stu-

dents in program schools, but significantly higher than other groups.

Talent pool students in non-program school did not score higherin

creativity than random controls or non-talent pool students.

Communication: This test involved the ability to name synonyms

of various words. It was necessary to understand the concept of

multi-meanings of words to score high on categories. Since non-

talent pool students in the experimental school scored higher than

any comparison group except the experimentaltalent pool group, itis

obvious that they learned language use. The analysis of this commu-

nication gave the most convincing evidencethat all students can learn

thinking skills. Talent pool students in the experimental school

scored higher in communication than other groups. Non-talent pool

students in the experimental school showednosignificant difference

in communication skills from talent pool students in gifted and tal-

ented program schools. They were, however, significantly higher

than other groups.

Question 2. The second question asked to what extent grades4,5,

and 6 talent pool/non-talent pool students in the program school

change when comparedwith similar students in other schools, in per-

ceiving changesin their teacher’s methodology for teaching multiple

talents?

The most significant finding from students on educational pro-

cess perception wasthat students can indeed perceive what is happen-

ing in their educational program. Onestudent’s perception may not

be the sameas other students. It may not be the same perception as

their teacher, but students can and do perceive change in teacher

methodology. This finding was especially evident on multiple talents.

This concrete and instructional teacher methodology must include

strategies, discussions, and specific models. This made it relatively

easy for students to perceive the methodology change. Based on the

findings of the study andthe review ofliterature, it was concluded

that:
1. All students can learn higher thinking skills with multiple

talents. The skills of planning, decision-making, forecasting, creativ-
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ity, and communication will be learned and built along with other ed-

ucational learning processes if a program of Learn/Teach inservice

with Feedback is implemented.
2. A gifted and talented partnership program of Learn/Tech In-

service and Formative Students Feedback facilitates the learning of

higher thinking skills and multiple talents. Teachers can learn and

teach the process and skills to themselves and their students.

3. Formative feedback is an integral part of the learning /teach-

ing process. There needsto be a systematic process of receiving feed-

back from students as to their perceptions of the learning process and

what is happening for them.
4. Student’s perceptions of their learning seemsto act as a cata-

lyst to learning and facilitates both the teaching process for the

teacher and the learning for the student.

5. Learning will take place when people plan, implement, and

evaluated their processes. Involvement of all educators in the inser-

vice program assisted in the learning and changethat took place on

multiple talents and perceptions needed to teach them.

6. Students do perceive what is happening with teacher’s

methods of teaching. They do see changes in methodology. Abilities

to perceive subtle differences such as amounts of feedback are devel-

opmental and the most mature students tend to perceive these

changesfirst.

7. Multiple talent teaching requires teachers to change and

becomelearners. Higher thinking can be learned and taught through

a cooperative teacher inservice program of learn/teach multiple

talents using Renzulli Management of Type I, Type II, and TypeIII,

and feedbackof the learning processto facilitate the learning change.

8. Learning of higher thinking through multiple talents needs the

premises of criterion teaching, learning, and testing. Teach the con-

cept, test the concept, and receive feedback on the concept.

BIBLIOGRAPHY

Clark, D.C. and Others (1985) Perceived origins of teaching behavior.

Journal of Teacher Education, 36:6 49-53.

Embley, P.T. (1987) Learn/Teach Inservice and Formative Student Feed-

back: Educational Change with Multiple Talents. Unpublished

Doctoral Dissertation, Provo, Utah, Brigham Young University.



192 Talents

Goodlad, J.I. (1984) A Place Called School: Prospectus of the Future. New

York: McGraw-Hill 236.

Guest, C.W., Keith, K.L., & Ellison, R.L. (1986) Second Year Evaluation

of Jordan School District’s Gifted Programs: Renzulli and Acceler-

ated Learners. Salt Lake City, Institute for Behavioral Research in

Creativity.

Institute for Behavioral Research in Creativity (IBRIC) (1981) The Manage-

ment Self Improvement System (MSIS) handbook for Supervisors.

Salt Lake City: IBRIC.

Implode I (1971) Taylor, Lloyd, Seghini, Stevenson, & Ellison. Unpub-

lished document 1570 So. 1100 East Salt Lake City.

Renzulli, J.S. & Reis, S.M. (1985) The School wide Enrichment Model:

A Comprehensive Plan for Educational Excellence. Mansfield Center

Connecticut. Creative Learning Press.

Taylor, C.W. (1984) Developing creative excellence in students: A neglected

history-making ingredient which would keep our nation from being

at risk. Gifted Child Quarterly 28:3 Summen 108.



ARTICLE 26
 

Webbing and the
Communication Process

 

Kathy Lynn Balsamo, Editorial Consultant

3293 Claydor Drive, Dayton, Ohio 45431

Although learning is our primary objective in all of education, the

evaluation, utilization, application, and the communication of that

learning is one of the more global and wholistic goals of Gifted and

Talented Education.
Webbing,clustering or concept mapping,is a vital and dynamic

component of the communication process. We do not lack ideas;

they are situated within our brain’s right hemisphere. What we need

is a vehicle for tapping that richness. Webbing presents a framework

for the brain’s right hemisphere. It allows fantasy and imagination,

language rhythms, patterns, associations and metaphors to emerge in

an organizational frameworkto then be explained, elaborated upon,

connected, clarified, edited, refined, revised and applied bytheleft

hemisphere.
Although the left hemisphere mayresist the path of the web, with

practice, this technique can be used for technical writing and speak-

ing, administrative program planning, teacher organization ofinter-

disciplinary programs, activities and products, and provision for

unique learning styles.
And how does webbing occur?

Like the spider’s web, the circular center of the web focuses and

entices the learner to enter the framework. But unlike the intentions
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of the spider, it is the silk threads or connectors that become the

emerging activity, encouraging the learner’s right hemisphere

through its random frameworkto elaborate and connectin all its di-

rections the central concept, problem, or goal.

The webbing begins with simple brainstorming techniques. Many

of the creativity components (fluency, flexibility, elaboration, origi-

nality and risk taking) and SCAMPERtechniques (substitution,

combination, adaptation, modification, putting to other usage, elab-

Oration, and rearrangement) are utilized even for the more technical

products. At some point in the brainstorming process the right

hemisphere experiences an ‘‘aha’’ at which time a purposeful direc-

tion of thought is taken over by the left hemisphere. The learner is

then led to sequencing and connecting between ideas, movesto sen-

tence structuring, and ends in paragraph formation. Informal

research by Rico shows that spelling and grammatical errors and

poor usage lessen when using this technique because the student be-

comes moreinvolved in the whole than in each ofits technical parts.

The process of webbing of concepts and connectorsstimulates the

flow of thoughts to produce a written, verbal, abstract or concrete

product. Organizing concepts in this manneris a viable alternative to

outlining. Right brain dominant learners are surely benefactors of

the webbing process.

Whetherloosely structured for brainstorming and verbal and non

verbal descriptive communication or more tightly structured for in-

formative or narrative communication, webbing initiates and pro-

vides not only a framework for the organization of learned concepts

but for experiences yet to be undertaken.
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During 1987, Elizabeth Suzuki was very active, along with

recruited assistants, in initiating, organizing, conducting, and report-

ing a series of different Talented Children Conferences throughout

Argentina. Persons from other South American nations were among

the speakers and attenders of some of these meetings which are

described briefly below.

In April, a conference for talented children, the 13th Conference

Fair of the Book, was held in BuenosAires. A total of 60 people at-

tended and participated in this conference.

In May, another Buenos Aires conference was designated as an

International South American Conference, was designed to preview

the 7th World Conference for Gifted and Talented Children to be

held from August 3-7 in Salt Lake City, Utah, USA. Five speakers

were invited and 400 personsattended and participated from Argen-

tina, Uruguay, Paraguay, Peru, and Chile. The speakers were: Jarpa

Salgado (Chile), Olga Blinder (Paraguay), Antonio Battro and Eliza-
beth Suzuki (both from Argentina), and Calvin Taylor, (Chairman

of the 7th World Conference, with his travel and expenses financed

by the Suzuki Foundation). In June, this International Conference

was reported in the Daily Chronicle Commercial in Buenos Aires.
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Later in October, the Suzuki Foundation produced 500 copies of the

proceedings of this International South American Conference and

distributed them widely and freely.

Another Talented Child Conference titled the 3rd World Con-

gress of the Isolated Child was held during August in Argentina

under Dr. Suzuki’s direction.

In September, a Conference on Talented Children with 120 par-

ticipants was held at Rio Gallagos in the Province of Santa Cruz.

Suzuki was also interviewed about the conference by radio in Rio

Gallego (which is way south, even beyond Viedma,the new capital of

Argentina).
Another Argentinian Conference on Talented Children was held

in October way upstream from Buenos Aires on the Parana Riverat

the city of Parana in the Province of Entre Rios’. While there, Dr.

Suzuki was interviewed by radio and also interviewed by the daily

Parana newspaper. The Daily Commercial Chronicle in Buenos Aires

also reported this Parana Conference in October.

In October, Dr. Suzuki worked in Montevideo, the capital of

Uruguay, whichis directly across the huge Buenos Aires harbor, the

second busiest harborin all the Americas. While in Montevideo she

was also interviewed on radio and on T.V. Cablevision about her

many activities for and with talented children in Argetina.

1. Point Iguazu, the three corner point where Argentina, Brazil, and Paraguay meet,is further

up the Parana River wherethe Iguazu River runs into the Parana. Very near this point, on the
border between Argentina and Brazil and almost in Paraguay, is probably the most beautiful

and colorful multiple waterfalls of all. No matter what the spelling is, the Iguazu (Iguasu)Falls

astonish and enthrall all sightseers. When Eleanor Roosevelt first saw these South American

Falls, she exclaimed, ‘‘poor Niagara!’’
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There are three principles which govern the program foridentifi-

cation of gifted and talented children. These principles are:
1. Early identification of the gifted child.
2. The use of a variety of techniques to identify the gifted

and talented.

3. These techniques should be used over a relatively long

period of time.

Early Identification: The third grade in the elementary school has

been chosen as the grade in whichthescreening stage of the program

begins, because the child would have spent two years in the school.

This period should be sufficient to have at least a preliminary idea

about his or her achievement. Tests of intelligence also tend to be

morereliable after the age of seven years.

Techniques ofIdentification: The Renzulli concept of three over-

lapping rings representing ‘above average abilities,’ ‘task commit-

ment,’ and ‘creativity’ has been adopted with some modifications.
For the initial screening stage ‘task commitment’ has been replaced

by ‘high school achievement.’ Althoughit is important to recognize

that non-intellectual traits are important factors in identifying the

gifted and talented, this step has been postponedto later stage in
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the program. Accordingly the Kuwait model for screening the gifted

and talented may beillustrated as follows:

High High

Mental Achievement

Abilities   Creativity

FIGURE1.

Creativity

Figure 1 - A three ring model for the identification of the gifted

and talented in Kuwait. Othercriteria will also be used at different

stages in the program. Theseare:

1. Special ability as manifested in special capacities,

2. Nonintellective factors such as dedication to a chosen

field of productivity or performance, and,

3. Environmental factors arising from home, school and

community conditions.

Stages of Identification: The identification period of gifted and

talented children extends over four years. This period has been

broken into two stages, the screening stage and the follow-upstage.

The latter stage is actually a stage of gathering more information

about the gifted and talented. Accordingly, the follow-up stage may

be thought of as a stage of selecting the gifted and talented for the

special educational program.
Instruments Used for Screening and Selection: Table 1 sum-

marizes the techniques and instruments that will be used in the

screening and follow-up stages.

Program Implementation

The program outlined above has been implemented in Kuwait

starting with the academic year 1986/87. This program should last

for four years which constitute both the screening and follow-up

stages.
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The Screening Stage

The first year: The third grade has been chosen as thestarting

point in the program. Thefirst step in the identification process was

to get lists of the top ten children in each class at the end of these-

 

INDICATORS OF GIFTEDNESS AND TALENT
 

 

 

 

 

SOURCE

Mental Non-

Achievement Abilities Creativity Intell.

CHILDREN Achievement General Mental Torrance Academic

Tests Ability Test Tests of Self-concept

School Non-Language Creative Ach. Motiv.

Grades Thinking

WISK-K Question.

Self Nomination Form Self Nomination Form

Interviews

TEACHERS Teachers Teachers Nomination Teachers

Rating Form Rating

Scale Scale

Grades

PEERS Peer Nomination Form Sociogram

PARENTS Social Form
 

TABLE 1: INDICATORS OF GIFTEDNESS, SOURCES OF INFORMATION
AND INSTRUMENTS
 

 

 

 

Sex No. of Gifted Children Percent

Boys 1682 10.54

Girls 1728 10.83

Total 3410 10.70

 

TABLE 2: NUMBER AND PERCENTAGE OF ACADEMICALLY GIFTED
CHILDREN AT THE BEGINNING OF THIRD GRADE(1986/87)
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cond gradein the previous year. Special formsthat indicate the name

of the child, his or her birth date, number of years spent in each of

the first and second grades, his or her grades in the different school

subjects, were sent to all public schools in Kuwait. The total number

of the top ten children in each class in the second grade amounted to

9630 (4780 boys and 4850 girls). This number constituted about 30%

of the total numberof children in that grade. Certain criteria of ex-

cellence were applied, and a newlist of academically gifted children

was prepared. Table 2 shows the numbers and percentages of these

children.

Table 2 indicates that the number of academically gifted children was

about 11 percent of the total school population in the third grade in

1986/87.

Administering IQ Tests: Two group intelligence tests were ad-

ministered to the pool of gifted children. These were:

1. The General Mental Ability Test, and,

2. The Non-Language Test.

Theresults indicated that the numberof children who obtained an IQ

of 125 and above were 450 boys and 363 girls (26.74% and 21.01% of

the academically gifted children respectively).

The second year: This step will take place in the academic year

1987/88 while the nominated children are in the fourth grade. The

WISC-K (The Kuwait-Wechsler Intelligence Scale for Children) will

be given during the period from September to December, 1987. From

February of 1988 till the end of April, 1988, the Torrance Tests of

Creative Thinking will be given.

Thefollow-up stage: This stage will take three years. This means

that the second year of the screening stage and the first year of the
follow-up stage over-lap.

Thefirst year: Beginning with this year an enriching program will

be effected. This program constitutes primarily of activities which are

designed to complimentthe current curriculum. This program should

continue until the identification period ends.

The second year: Besides the enrichment program, other instru-

ments of identification will be administered. The achievement moti-

vation questionnaire and the academicself-concept scale will be ad-
ministered to the children. The teachers and peers will also be given

their respective nomination forms. The teachers will also complete
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the rating scale designed for them. Social workers will begin to com-

plete the social interview forms by interviewing the parents and chil-

dren. It is expected that these interviews will continue until

Novemberof the following year.

The third year: The enrichment program will continuein the third

and last year of the program. The rest of the instruments will be

given. By the end of this year a method of weighing the scores yielded

by the different instruments should be developed. The resulting

weights will be used to select the final list of gifted and talented
children.



ARTICLE29
 

Multiple Talent Development:
Higher Education Applications in

Consumer Sciences and Merchandising

 

Barbara L. Stewart

Human Development and Consumer Sciences

University of Houston

Houston, Texas 77004

I would like to talk with you today about experiences I have had

utilizing multiple talent theory. Many of you foundas I did that the

idea of Man as a multiple talented being and learner madesense.

About 1977 I was introduced to the work of Calvin W. Taylorat

the University of Utah. To review in simplest terms, Taylor originally

classified talents into six categories: academic, creativity (productive

thinking), planning, communicating, forecasting, and decision mak-

ing. He later expandedthatlist by adding implementing, humanrela-

tions, and discerning opportunities (Taylor, 1973 and 1986).

Myfirst experience with multiple talent teaching wasin a Califor-

nia community college. As a young professional I found myself a bit

overwhelmedbythe diversity of experience of the communitycollege

student body. Enrolled in Family Income ManagementI found 18-

year-olds with practically no income managementexperience and 70-

year-olds with a lifetime of highly successful managementandinvest-

ment. To meet this diversity of experience and ability I looked to

multiple talent teaching.
Thenext application was instruction of a one-credit orientation to

careers in fashion and interiors merchandising. Again, the problem
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was student diversity. Because the course was new, freshmen and

seniors alike enrolled. Thus not only was I to deal with diverse career

goals and personal characteristics but also great variance in profes-

sional preparation.
The solution was multiple talent teaching. Organizationally, the

course wassimilar to the family income managementcourse although

simpler because it was only onecredit. It consisted of orienting, norm

setting, contracting, executing and grading.

The third example wasat the University of Houston. As acompo-

nent of a seniorlevel course in retail promotion I decided to make an

assignment which would allow students to utilize their multiple

talents. To be brief, in organization it can again be describedasori-

enting, contracting, executing, and evaluating. As before, over-

whelmingly the comments were favorable. But even more rewarding

was that I could see personal growth occurin students through such

activities as shadowing professionals, conducting interviews, and

participating in hands-on experiences.
The fourth application of multiple talent theory is drawn from a

research project. From educational theory to practical application in

the consumer marketplace was an easy step. The focus of the

research wasretail newspaper advertisements.
Since one of the documented functions of retail advertising is to

educate the consumerit seemed logical to investigate whether a speci-

fic set of retail advertisements interacted with consumers’ multiple

talents. Or thought of in another way—Werethe advertisers through

their advertisements utilizing consumers’ multiple talents to reach

consumers through as many personal channels as possible?

Research has shownthatrepetition of advertising messages gener-

ally increases favorable action. My thought as supported by educa-

tional research was that by being received through multiple channels

that an advertising message could be strengthened.

The research design was content analysis. Advertisements of a

large retail department store chain were utilized. A sample of ads

published in a Houston metropolitan newspaper during a one month

period were selected. Sixty ads were evaluated by a seven-member

research panel. Additionally a 10 percent sample or 6 of the 60 ads

were randomly selected for evaluation by 34 senior level university

students with training in retail promotion.

Each research team, the 7 member panel and the 34 seniors util-

ized a short questionnaire which was developed by the panel and
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pretested using a one weekseries of ads published by a competing

department store chain.

The composite meansfor the responses from each of the two eval-

uation teamsillustrates a pattern of talent interaction. Ranked mean

scores of the data generated by the responses of the 7 member

research panel to the 60 ads published during the month showed

planning to be the most utilized talent followed in order by aca-

demice, discerning, decision making, productive thinking, imple-

menting, planning, forecasting, and human relations talents (see

Table 1).

 

  

COMPOSITE MEANS: 60 ADS COMPOSITE MEANS: 6 ADS

Talent Mean Talent Mean

PLANNING 1.59 PLANNING 2.18

ACADEMIC 2.06 ACADEMIC 2.32

DISCERNING 2.09 DISCERNING 2.40

DECISION MAKING 2.18 DECISION MAKING 2.52

PRODUCTIVE THINKING 2.27 FORECASTING 2.68

IMPLEMENTING 3.51 PRODUCTIVE THINKING 3.35

FORECASTING 3.85 IMPLEMENTING 3.54

HUMAN RELATIONS 4.19 HUMAN RELATIONS 4.06

*Response values were 1-5. A low numerical meanreflects talent interaction.

 

TABLE1. TABLE2.
 

Nearly identical were the means produced through analysis of the

subsample by the 34 senior retail promotion students. For those six

ads, planning was utilized most followed by academic, discerning,

decision making, forecasting, productive thinking, implementing,

and humanrelations talents (See Table 2). Only the position of fore-

casting differed in the two rankings.

Much work remains to be done. However, these preliminary find-

ings suggest that although the selected ads did have the potential to

interact with several of a consumer’s multiple talents a rich opportu-
nity remains yet untappedforretailers to develop appeals capable of

interacting with the full range of consumers’ multiple talents.



Multiple Talent Development 205

For me the underlying principles of multiple talent theory make

practical sense. As multifaceted individuals functioning in a complex

society we require the use of all available personal resources.

Whether in ourroles as educators, researchers, or individuals, we can

enhance the quality of life by facilitating the expansion of multiple

talents.
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Identification of Talent through Enriched Provision

Undoubtedly there are gifted children who demonstrate very early

in their development that they need a differentiated curriculum; that

is acurriculum that provides an appropriate pace, depth and breadth

of learning for them which is different from that needed by most

other children. However, many educators argue that a considerable

number of children cannot demonstrate ‘‘gifted behavior’’ because

their environments have precluded the opportunities needed for them

to discover their capabilities and talents. Moreover, current thinking

on the nature of intelligence (Campione et al, 1984, Flavell 1985,

Sternberg 1985, 1986) indicate that given the optimumlearning envi-

ronment, many children, hitherto unrecognized, become capable of

manifesting ‘‘gifted behavior’’. As educators, therefore, the empha-

sis should be on providing an enriched curriculum for all children.

With an educational aim of enrichmentfor all pupils then it becomes

quite defensible to discuss the need for greater individualization and

consequently differentiation for those children who need extension
of the normal curriculum.

Too frequently, when we talk about meeting the needs of gifted

children we discuss curriculum enrichment thereby implying that
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only a few selected children need learning experiencesthat are satisfy-

ing, relevant and personally enriching. Perhaps a more equitable ap-

proach would be to aim to provide a broad base of learning experi-

ences which encourage all children to demonstrate gifted behavior.

As and when they demonstrate such behavior —the educators pro-

vides extension in whatever way and for whatever duration is appro-

priate for those children.

In this way we provide a framework which encourages continuous

identification; which allows for children to grow and change and

which negates the traditional view that intelligence is easily quanti-

fiable and moreorless static after early childhood.

Fig. 1 shows the web of inter-relationship wherebyidentification;

enrichment and extension are interwoven and form an integral aim

for the whole school curriculum.
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With reference to the concept ‘‘intelligence’’, the traditional view has

been that ‘‘intelligence’’ is revealed by high performance on tasks

which demandhighlevel vocabulary, predictive thinking andabilities

which underlie conventional school success. In fact, the traditional,

psychometric intelligence tasks are largely ‘‘middle-class’’ based and

were specially designed to predict school success. On such tasks, a

child cannot demonstrate his/her capacity for learning in an opti-

mum environment, nor can s/he be creative and original since the

test answers are specific, requiring the ‘‘one right solution’’. A sensi-

tive child needs to have a relationship with the teacher and the peer-

group in which s/hefeels safe and can take risks with thoughts and

ideas. A deprived or underprivileged child must first bridge the gap in

his/her learning and skills before s/he can demonstrate high level

ability.

An Enriched Curriculum for All Children

There is no better statement of the aims of education for all

children than that of the Warnock report (1978) which states that:

‘‘the process of education should firstly, enlarge a child’s

knowledge, experience and imaginative understanding, and thus

his awareness of moral values and capacity for enjoyment; and

secondly should enable him to enter the world after formal ed-

ucation is Over as an active participant in society and a respon-

sible contributor to it, capable of achieving as much indepen-

dence as possible.”’

Implied throughout this statement is the understanding that the

aim of education is to promote the growth and maximum develop-

ment of the learner. The aim is future-oriented, process-based and

implies most certainly that the learner is active participant, and is

constantly changing. The child systematically develops skills and be-

comes an independent autonomouslearner. The child learns how to

learn; knows how and whereto find out; develops skills of problem-

posing and problem-solving.

The child becomes aware of his/her uniqueness together with

social commitment; grows in affective awareness as well as intellec-

tual strength; in spiritual as well as physical domains;in intuitive as
well as logical and analytical capacity. The child knowshowto plan

and organize, has a repertoire of performance and communication
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skills, can evaluate his or her own endeavors and monitor personal

progress and development. One can argue that a process-based cur-

riculum is applicable to any content areas, but obviously, if the con-

tent has immediate relevance to the child, the processes being deve-

loped are vitally integrated into the child’s current experience and

knowledge. There is abundant evidence that skills, understanding

and attitudes do not transfer from one context to another unless the

child sees the relevance and application. Frequently teachers do not

enable children to integrate, make connections, see overall patterns.

Education is compartmentalized and fragmented. The learning does

not promote the development of the whole child but seeks to give the

child a sequence of ‘‘tricks’’ that form a disparate collection of ac-

tivities.

An enriching curriculum is an enabling curriculum which pro-

vides the child with skills that are effective in the sense of giving the

child power of action. In contrast, a disabling curriculum is content-

based with the teacher as a source of knowledge and the pupils as

passive listeners and followers: pupils are assessed on what knowl-

edge they rememberrather than on the effective application of skills

they have mastered.

Surveys conducted by the Department of Education and Science

(U.K.) (1978/7 1979) found that children were unduly engagedin rote

learning, the mechanical filling in of fact-based worksheets and the

copying of notes compiled by the teacher—a disabling, inert curricu-

lum.

Within the enriched skills-based curriculum lie opportunities for

pupils to work in greater pace, depth and breadth. If all pupils are

systematically taught to apply a problem-solving procedure, for ex-

ample, then teachers and pupils can vary the demandofthe task and

consequently the challenges to the pupil. The knowledge base of the

task automatically changes as the thinking task changes. Within the

following framework the teacher can promote efficient, systematic

and differentiated rates of learning.

A Systematic Framework for Problem-Solving

— Stating the problem clearly and unambiguously.

— Knowing how and where to find out as much about the pro-
blem as possible.

— Generating ideas for possible solutions.
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— Deciding on the best idea for solving the problem.
— Putting the solution to thetest.
— Evaluating the success of the solution and their efficiency as

problem-solvers.

— Communicating solutions to others.

Linked with the problem-solving frameworkis the project inquiry

framework. Again the teacher and pupil can vary the demand of the

task according to each pupil’s current level of functioning. Far too

frequently the ‘‘project’’ approach degenerates into extensive copy-

ing from books, with the production of immaculate drawings and

neat writing. Favorite projects include: ‘‘Birds’’, ‘‘Horses’’, ‘‘Trans-

port’, ‘‘Rockets’’ and ‘‘Fashions’’! The inquiry aspect is non-

existent and pupils become mechanicaland passive ‘‘knowledgelift-

ers’’. However, the ‘‘project’’ approach can be a vehicle through

which pupils gain first hand experience, make genuine inquiry and

actively develop, in a systematic way, a frameworkthat allows them

to rigorously pursue independent study. One can suggest three major

stages of skills development.

Before pupils even begin a project they need to ask questions such

as:

— Whattopic shall we choose and why?

— What questions are possible?

— What do we knowalready?

— What must wefind out?

Then comes the planning and doing stage with questions such as:

— Whocan weask?

— Where can wefind out?

— What should we record and how?

— How wegot what we need?

The final stage is of utmost importance and requires the pupils to

evaluate their learning and to monitor their progress by asking ques-

tions such as:

— What have we learned discovered?

— Howwell did we do?

— How could we improvenext time?
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Both the problem-solving framework and the project-inquiry

framework require additional skills which the teacher gradually in-

troduces into the pupil’s repertoire of learning skills. There is no hier-

archical order but the teacher systematically builds in an increasingly

embracingspiral of skills as the pupil gains mastery. These additional

skills include:

— high level reading and comprehensionskills

— communication and recording skills

— information finding skills

(adapted from Schools Council Bulletin 9)

The Role of the Teacher

Undoubtedly, the developmentof a process/ skills-based curricu-

lum requires teachers whoare themselves competent and independent

learners and who have a personal and accessible repertoire of such

skills! Equally important is the teacher’s acceptance of her primary

role as organizer, facilitator, catalyst and guide. In addition, she has

to model an approachto learning in which current knowledgeis nei-

ther finite, nor conclusive; in which she demonstrates a searching for

new answers and possibilities. This modelling is most dynamically

evident through the quality of her questioning, and it is through her

questioning techniques that she provides extension opportunities for

those pupils who need to work in greater depth and breadth.

In conclusion, the writer is arguing for an enriched curriculum for

all pupils within which teachers actively promote the demonstration

of gifted behavior and provide opportunities for differentiated learn-

ing within a skills and process based approachto learning. Too often

gifted pupils receive their ‘‘enrichment’’ for an hour aday or adaya

week. For the rest of the time they are not supposed to begifted! Too

often schools have ‘‘cut-off points’’ on an I.Q. scale which separates

the gifted from the non-gifted—assuming that intellectual develop-

mentis static. Too often the classroom teacher absolves herself from

any responsibility for the gifted child —1it becomesthe sole responsi-

bility of the ‘‘gifted’’ teacher.

Providing an enriched curriculum forall pupils does not preclude
‘‘extra’’ activities for those who demonstrate their need for such, but

the enriched provision provides a sounder and moreethical base for

differentiation and extension.
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David Simmons, Martha Siggard, Chris Guest, Kevin Pearson,

Jacque Morgan, Arch Madsen, and James Peterson

The above panel members asked: Are leaders of the future—a

goal that educators claim they produce —emerging more from stu-

dents who participate in studentbodyelections andin student govern-

ment than from students who neverparticipate in student governing

activities at any level? How valuable to students are leadership expe-

riences, including the ability to make decisions and the process of

critical and creative thinking, in comparison to formal classroom ed-

ucation?

These questions and others were explored in a panel session at the

7th World Conferencefor gifted, talented, and creative children. The

participants were formerelected student leaders along with one crea-

tive organizational founder from the business community in Utah.

Martha Siggard was a former University of Utah Studentbody
Vice-President when Paige Paulsen was the President. After 6 years

of employment, she left her position at A.T. and T. Information

Systems as the Executive Assistant to the Vice President of Sales in

Los Angeles. Returning then to raise her children in Utah, she was re-

cently nominated andelected President of the Young Alumni Associ-
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ation of the University of Utah (the first woman to hold that Young
Alumniposition). She said she learned some very important things
from her student governmentinvolvement, and manyofthose things
were applicable in her professional career and now in her Young
Alumni work.

The leadership training she received through her involvement in
student government was transferable and valuable as she went to
work in the business world. This is because in the student govern-
ment, things have to get done and goals are accomplished with and
through other people. The business world is the same way. Learning
to delegate, to hire talented people, to manage a budget and work
with administrators were key lessons in the student leadership ex-
perience—lessons that were not obtained in the formal classrooms.

To her, typical current educationis necessary, but she saysit defi-
nitely needs to be supplemented. Siggard said her finance degree was
very valuable when she went on to pursueher career in marketing and
financial operations, ‘‘But the core of my job was doing those things
(marketing and financial operations) through people, involving crea-

tivity and thinking and delegating and knowing the interpersonal

skills —these were the pivotal points in being successful in business.”’
Business is much more advancedthan universities in that point of

view. The world of business already recognizes the importance of

those skills. At one point in her Mountain Bell career, Siggard was

responsible for hiring sales and technical staff. She successfully faced

difficult personnel problems with employees much older than she

was. Her formal background was useful, but what really mattered

was her measure of extracurricular involvement, unidentifiable
problem-solving and decision-making skills, and the ability to crea-

tively think through andsolvesituations.

Siggard is an advocate of supplementing the formal educational
process with instruction and supervision which promotescreativity.
Statistics, economics, and other types of training are important in

any type of business. ‘‘But to be truly successful and really shine in a

sea of peers, it’s going to be the individual who can think and do the

crucial creative and critical thinking.”’
David Simmons, a former studentbodypresident of the Univer-

sity of Utah and an MBAgraduate of Harvard Business School, with
recent experiences in managing a sizable new multifaceted business

organization, offered further insight. He said that the education

system hasits flaws because the majority of institutions provide only
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for traditional education (professor lecture, vast note-taking, and

formal exams). Simmonssaid there are other flaws in education in

terms ofits value in reallife, except for its importance on a resume to

prove that someoneis formally educated. He valuesthe discipline he

experienced in high school, and somewhatin college, but beyond

that, his formal educational experiences have hadlittle real-life value.

Simmonssaid he has learned more from starting his own business in

high school and from being involved in college student government

than he ever did in the classroom.‘‘I really perceived it in that order

and in that kind of priority because of what I was looking for while I

was learning.’’

His education at Harvard was akin to a technical school curricu-

lum. The courses are non-traditional and are taughtwith case studies

rather than booksor lectures. The instructors serve more as modera-

tors than as typical professors. Simmonsdefinesit this way: ‘‘It’s the

only classroom educational experience I’ve had to date that really in-

volves me because I learned something aside from howto score well

on a test and how tosit in class and take notes. I learned how to

think.’’ Although Simmons was not trying to downplay his under-

graduate experience, he felt he gained more in that environment—

eight hours a day at Harvard, comparedto almost ‘‘notatall’’ at the

college level.

Siggard has taken some courses which employ the Harvard

method, andsaid the thing that kept her striving wasthe fact that the

tools (books, notes, lecture) weren’t handedto her. ‘‘I knew I had to

shine and if I didn’t know howto approachit, the eight hours a day

were spent finding out what I needed to do. So I was learning how to

learn what and how to do, instead of being in classes where I was

handed information and asked to regurgitate it at the appropriate

time.’’ Siggard said her studentbody leadership experiencehelped her

in those Harvard-type classroom situations.

Learning how to think on yourfeet and think creatively is some-

thing crucial in educational experiencesas well as in business. As Sig-

gard said, in her former business position, she would hire people with

the ability to solve problemscreatively and those with the talents to

look at a situation and see many possibilities.

Broad, extracurricular experience is important to the college stu-

dent, especially when entering the work force. There one finds that

the Executive Recruiting companies evaluate potential employees by

examining the nature of extracurricular involvement, as opposed to
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merely reviewing formal educational backgrounds. Siggard believes
that many organizationsbasetheir decisions to employan individual
upon leadership skills and other extracurricularactivities and not just
on formal education.

While working about six years ago as a summertrainee in the
U.S. Department of Education in Washington, D.C., Simmons com-
pleted a survey concerning leadership and course credit. At thattime,
he found that only two or three of the hundred largest universities in
the nation offered course credit for studentbody leadership experi-
ences. One wasthe University of Utah. ‘‘It was a very small percen-

tage of universities that recognized any kind of credit or value for

that kind of leadership experience,’’ he said. He also noted that half

a decade ago,the largest amount ofmoney per yearfor which a stu-

dentbody leader was responsiblefor spending (appropriately and ac-

countably) was over $1.2 million dollars. Such highly responsible ex-

periences in leadership should be of great interest to G/T program
leaders and researchers.

Chris Guest, former studentbody president of the University of

Winnipeg in Canada and also a memberofits Board of Regents said

his leadership experiences in Canada werea little different. Being a

studentbody president could be compared to being a union leader,

Guest said. Much of the responsibility was articulating student view-

points and taking care of their needs and meeting people. Although

the Canadian and American methods of student governmentslightly

differ, leadership experienceis not offered for course credit at Winni-

peg.

Siggard said, ‘‘I think the administration of any group, even a

high schoolor junior high school, should recognize leadership oppor-

tunities as a credible source of learning and compensateit, evaluate

it, grade it, supervise it, encourageit, facilitate it, and perpetuateit.’’

Kevin Pearson, another former studentbody president, majored

in the College of Business and noted a few yearslater that in the busi-

ness world, promising personsare sentoff to training programs with

almost the sametitles as used in the multiple-talent totem poles. He

became aware that this training could occur to undergraduates in

schools of business in preparation for their careers and that he was

repeatedly using practically all of these talents throughout his one-
year term as studentbodypresident.

One other observation was that students in finance courses play

the stock market with artificial money and receive excellent course



Performances ofStudentbody Leaders Remain Unrecognized 219

credit for this academic (laboratory-like) experience that had long

been acceptable for transcript credit. In contrast, studentbody

leaders at his university, until very recently, had never received any

course credit for being responsible for administering and spending

about two-thirds of a million dollars per year.

Jacque Morgan,the black studentbodypresidentthis past year at

the University of Utah, reinforced the notion that experiences gained

outside the classroom can often be more rewarding thansessions in a

classroom. Looking back at her collegiate history, she said that she

had had rather frustrating experiences her freshman year. She at-

tended classes and did not get involved in any extracurricular ac-

tivities or challenging campuslectures or political sessions.

In classes, she was oblivious to almost anything aboutthe stu-

dents sitting next to her, including a foreigner, a senior citizen, or

even to her professor’s remarkable background. Shefelt that she was

a pitiful example of a running UTEsfan. She felt empty,left out and

knew that there should be more for her at this campus.

Later, she realized that a college experience can mean morethan

just learning about reading, writing and arithmetic and that class-

room time is valuable, but that experience gained outside classrooms

can be just as enriching and meaningful.

After surviving the primaries and then winningtheelection asstu-

dentbody president, she learned how to manage a huge studentbody

budget, to work with manydifferent types of people, and mostofall,

she learned an incredible amount about her own strengths and

weaknesses. She was able to encounter many of the 25,000 students

of diverse cultures, backgrounds, philosophies, personalities and

ideas. The administration, while sometimes caught in bureaucratic

complexities, are sensitive and responsive to students’ concerns and

needs.

With exposure to varying academic,social, and political realms of

university life, her time outside of the classroom has been spentwell

and will continue to be. The type of classrooms she likes best are

those that present stimulating ideas and information and thenlet her

have and take time to mull these things over in her mind,as her best

way of learning.

She feels that she can now do well in any administrative job while

now completing her few remaining undergraduate requirements. She

has been elected this new schoolyear as the student representative on

the State Board of Regents. She has developed new goals and stan-
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dards and has made fresh personal commitments to help others
whenevershe can.

This past year has prepared her for whatever her immediate tasks
are to be —and hasgiven her courageto dareto explorethe possibili-
ties of the distant future. She savors how muchthe people who have
entered herlife this past year have meantto her. All of these comfort-
able feelings help to ease her anxiety as she continues on her way.

The panel participants seemed agreed that studentbodyleadership
experience is valuable and should be validated with course credit.
They also said that the ability to solve problems using creative and
critical thinking processes should be valued at least as much as good
marks on knowledgetests or the ability to take good notes. Higher
education, and all education, might do well to emphasize these areas
and to offer transcript credit recognition for excelling in studentbody
leadership accomplishments.

The panel also had cometo realize that some nations in the world
do not welcome and do not hold studentbody elections. This means
that nations could be divided into two groups: those that hold stu-
dentbody elections and those that definitely do not hold such elec-
tions.

The next two contributors, Arch Madsen and James Peterson,

only had formal education through high school. However, they were

both granted Honorary Doctorates for their career accomplishments
and contributions asleaders.

Arch Madsen, the founder, President, and now Chairman of the

Board of the Bonneville International Corporation (with corporate

offices in its Broadcast House in Salt Lake City), said that much of

his leadership experiences came about by discerning and taking op-

portunities and byhis ability to think creatively and educate himself.

Madsen didn’t have the chance to further his formal education be-

cause, at that time, the Depression wasin full swing. He hadto ‘‘face
reality’? instead.

Stemming from his interest in amateur radio in high school,

Madsen affiliated with the Army Amateur Reserve System. He

joined the Signal Corps, which was responsible for the communica-
tions program in the Civilian Conservation Corps (CCC).It was that

experience, Madsen said, that taught him to educate himself and to
seize every opportunity to learn and develop himself.

He respondedvery positively recently when he saw that the talent

of Discerning Opportunities had been added as the ninth and cur-
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rently last talent in the multiple-talent totem poles. He then spent

considerable time stating that this talent had described the story of

his life. No one else seemed to understand why he was goinginall

these different ways in succession, none of which were on orthodox

career or existing pathways in the world of work. Others wondered

and pondered negatively about these heretofore unknown career

paths. He said, modestly, that many of the opportunities to which he

responded came about by chance andthat luck played somepartat

the time. —However, he reported that he had definitely discerned

these unusual opportunities as creating the best succession of paths

for his future.

Madsen remainedin the radio broadcasting business, even though

whentelevision hit, he was advised to get out of radio. He didn’t be-

lieve, as the New York advertising experts did, that television would

cause radio to become obsolete. He was able to go to New York and

participate in the rebuilding of radio broadcasting. ‘‘It’s anything

but dead now,”’’ he says.

It could be said that Madsen ‘‘earned an on-the-job doctorate’’

while working in New York. His job, which was about 60-80 hours a

week, consisted of traveling more than 100,000 miles and visiting

nearly every radio station in the country. He would meet with the

broadcasters and management or ownership of the stations to con-

tinue the rebuilding of radio.

Hesaid his ability to think creatively has been, and continues to

be a valuable tool in his successes. He defines critical thinking as

basically analyzing a situation, looking around and learning as much

as possible about it, and then trying to make a forecast and prepare

for what will happen in the future.

Someof that foresight paid off for him. Back when radio was still

overshadowedbytelevision, he bought six radio and twotelevision

stations. These gradually developed into Bonneville International,

which boasts an internationally acclaimedtelevision station network.

Madsen purchased FM radio stations because he knew AM frequen-

cies were technically inferior. ‘‘I guess it could all be summed up in

this area of just doing somecritical thinking and trying to analyze

where you are and what could happen and exploring the possibili-

ties.”’

A new area Madsen has been pioneering is teletext. In 1976,

Madsen was in Canberra, Australia and met Sir Charles Curren who

was then head of the BBC. Athis invitation Madsen visited London
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and gothisfirst glimpse ofteletext, a service with the ability to trans-
mit 50,000 words a minutein print that can be called up onto a basic
television screen. With the help of the British, Madsen brought the
service to the United States. Again, Madsen used his creative and
critical thinking abilities to realize teletext to be a medium of the
future and to visualize its possibilities.

Madsen said similar things of his business. ‘‘This broadcasting
station is one of the leading stations in the United States, if not the
leader in broadcast journalism, and is so recognized. That’s due to
finding qualified people and encouraging them and helping them to
develop all they can, giving them broad experience.”’

James Peterson, another remarkable leader (who was out ofstate
and unable to cometo the panel), wasselected earlier this decade out
of Kennecott Copper in Utah to become Acting President of West-
minster College in Salt Lake City to help this private college outofits

great financial difficulties. His previous background included having

excellent grades in elementary school and poorgrades through high

school graduation, after which he worked on several jobs. He

becamea leaderof his unionin his early twenties and worked up to a

top managementlevel. In his first appearance and specchat the col-

lege, he told the students that if one wants to go to college, one

should do ‘‘as I am doing, by starting as Acting President.’’ He had

what it took to makethe college ship move upward toward being sea-

worthy and bythen, the college, through a nationalselection search,

had found the best possible qualified person, both educationally and

administratively, to replace him as the official President.

Within two years, both the college and the highly selected new

president ‘‘had ulcers and parted company.’’ At that time, ‘‘big

Jim’’ Peterson wasrecalled to be the official College President. This

time, he had whatit took to get the college completely out of the red

and solidly surviving. He succeeded in doing so because ofhis leader-

ship qualities and ways of functioning independently even though he

had never been a higher-education level student.

Aninteresting description of his case is that he had skipped from

high school completely over undergraduate college to become suc-

cessful as an Acting President and then the official President.
Through successfully filling those positions, he skipped completely
over all graduate work by being awarded two honorary doctorates
for all his career accomplishments including his presidential leader-

ship qualities that emerged as needed at his college. His leadership
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was vital to the college’s recovery after traditionally well-qualified

presidents, according to academia, had previously failed in that chal-

lenging task.

Editor’s Comments: In separate years, Madsen and Peterson were each awarded an honorary

doctoral degree by our university. When Peterson’s namewas submitted, the awarding com-

mittee members were all completely caught by surprise because none of them would have

thought of him. But after reading about and discussing his remarkable contributions, they then

voted unanimously for him to receive this highest award.

Another relevant case is one in which that year’s Studentbody President of a high school, a

senior girl, was completely unrecognized in the program conducted by the Senior Class

President at her High School Graduation.
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A First Statewide Search

for Recognizing Top Entrepreneurs

in High Schools

 

Maurice Capson, Seldon Young, and Robert Hill

Young Entrepreneur Project of the Utah State Office of Education

Salt Lake City, Utah, USA, 84111

Throughthe vision of economicleaders at the state level in Utah,

it was decided to give recognition to other types of awarded persons

in addition to scholars in school, to students in the arts and vocational

fields, and to those whoexcelin athletic events. Some debating oc-

curred as to other types and the idea of searching for and rewarding

young entrepreneurs was chosen as an important type in producing

new ventures outside of schooling during their years in school. These

new ventures and these experiences in entrepreneuring could con-

tinue into the future beyond schooling years and havepositive effect

on the future of the students and on their community and society.

Fortunately, Seldon Young, as a very successful entrepreneur

himself, donated $10,000 as the single award forfirst place for the
initial year. Across the entire state of Utah, over 60 students were

nominated on an entrepreneuring rather than on a schooling basis.

Amongthefinalists, judges selected Robert Hill as the recipient of a

$10,000 award as thefirst 1986-7 school year of the program.

Maurice Capson briefly explained this program at the opening

of a large 7th World Conference Plenary Session and introduced
Seldon Young. Then in a replay of the awarding session a few weeks

earlier, Seldon Young handed Robert Hill the first prize check of
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$10,000. In top talented style for a high school senior, Rob Hill spoke

briefly to the large audience and recommendedthat theytry to insti-

tute a similar entrepreneur high school award program in their part

of the world. This short 5 minute awarding session created surprise

and awein the total audience.

Editor’s Note: Since then Rob took a reading course on creativity

from methat 1987 Fall quarter as he entered our university from high

school. He wrote two papers: ‘‘On the 1990’s Becoming the Era of

the Entrepreneur’’ and ‘‘On The Marketing of Creative Teaching.’’

He also took the Form U Biographical Inventory and 5 ofhis 6 scores

were in the 90th percentile rank range. The only one that was lower

on Educational Orientation in which he did not see that he might

need to go all the way up the ladder through graduate school since he

wasalready earning a goodliving in his outside business (whichhere-

cently sold so he could start a second new and different business).

Two othercases are noteworthy. Oneis the story of Craig Embley

who wasjudged bythe system in early elementary school as learning

disabled and his teacher openly called him the dummyin the room

before the whole class. Thereafter he sought revenge by not fitting

the system, but by learning to use all his full highest level brain

powers to function in classrooms. So he later became the valedic-

torian of our university. He also topped his law school thereby

receiving $5,000 at graduation and $6,000 for signing up with a top

international law firm (see the article by Embleyet al, pp. 10-13, in

Gifted International, vol. V, No. 2, 1988).

At my summer(1988) Talents Unlimited Creativity Workshop,

Wade Geary, a high school senior who had justgraduated, wasa fea-

tured speaker. While keeping his required formal schooling goingin-

cluding Advanced Placement Courses, he had worked hours on the

side on self assignments on which he had been so successful that he

became a most impressive ‘‘Young Researcher-and-Inventor.’’ He

had entered several international competitions and had wonfirst

places, the largest for $10,000 and others, collectively for a total of

$20,000 to that year’s graduation date. He had already produced a

marvelous demonstration in his own lab —probably the first photo-

graphin history—ofa live muscle cell and a live nervecell, function-
ing together side-by-side, outside of a living organism!
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Inventions As An
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Being the first speaker after lunch is a very hazardous business

anywhere in the United States, except in the State of Utah. Dry laws

do have some advantages.

I believe that inventions are important both from a practical and

a cultural point of view. I also believe that for a nation such as ours

there are only three ways by which it can improve its average stan-

dard ofliving.

The first is to rob another Nation. This has been classical way

which is now going out of fashion. The second is to have enough

natural resourcesto sell and thereby raise its own standard ofliving.

This is not possible for us. A third wayis to increase our productiv-

ity, that is our efficiency, so that for every hour of production or

services we produce more andbetter output. This has been ourtradi-

tional method but now is not doing well at all.

The best way to increase our productivity is, of course, by means

of inventions and when I talk of inventions I have to mention pa-

tents. The first patent system was invented in Venice in 1474. Since
that time almost all of the nations of the World have adopted similar

systems, including the Communist Countries.

I would like now to tell you about some of my inventions, not

necessarily the important ones but the ones I consider fun. Let me
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start with the first. My patent attorney, at one time in the late 50’s,

asked me to design for him a gadget that would tell him whetherhis

telephone rang in his absence, so that he could call his answering

service to get the messages. I suggested that he take a microphone, an

amplifier, a latching relay and some other equipmentto dothis. He

pointed out that this was not very bright of me. Being an engineer, he

could do that without me. He wanted something ‘‘simple and inex-

pensive.’’ This, of course, is much moredifficult. After some think-

ing I suddenly remembered a toy I saw when I was 11. I had just

cometo the United States and was helping my uncle assembleandsell

toys in his store on 125th Street. One of the toys was a cardboard

box, shaped like a doghouse, into which you carefully pushed cellu-

loid dog and when you yelled ‘‘Rex’’ or clapped your handsit

jumpedout of the box. A verylight piece of brass rested against these

two wires. When the box vibrated due to sound, the contact broke

for an instant and the magnetreleased the dog. I went home, took a

cigar box, arranged a light contact under the cover, used a neonlight,

and a coupleof resistors, and arranged things so that when the con-

tact broke, the neon light lit. When the contactclosed, the neonlight

stayed lit because that is the virtue of the correct circuitry and a neon

light. I brought the device to my attorney and he putit on his desk.

Weaskedthe operator to ring the telephone. Thelight lit and both of

us were happy. When I got home I had an immediate call from him

and he again berated me as an engineer. He complained that he

couldn’t sneeze, couldn’t close the desk, couldn’t close the door.

Whenhedid this, the light lit. We put a time delay into the mecha-

nism and fixed this problem. My attorney wentto the patent office

and found the patent on this toy dog. It was issued in 1918. My de-

scription matched exactly the description in the patent.

I cite this as an example of what the brain must do to invent. It

looks through its large memory and some 30 years after the event

recalls the picture and a description of a mechanism that it has stored

in its depth. It certainly was not done by looking up an index. There

are manyreasonsfor this. For example, I spoke only Russian in 1921.

Myindex would have had to be translated into English. This is out of
the question.

This story has a sequel. Someyears later I was talking about in-

ventions before a technical society and someoneasked meif I could

give an example of an invention where I was conscious of the mental

process. I started to talk about a toy dog and a manin the audience

said “‘Rex.’’ I said, ‘“That is correct. When did youlast see the toy?’’
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The mansaid, ‘‘I had this toy some 56 years ago.”’ I said, ‘‘How did

it work?’’ Hesaid, ‘‘It had a loose contact on the back of the box.’’

The secondstory I wantto tell is about my invention of the mag-

netic disk memory. In 1948 the Bureau of Standards was involved

with some people in the development and purchase of computers. I

was talking to a man whowasin charge of the ENIAC Machine at

the Aberdeen Proving Grounds. He wanteda large capacity memory

with reasonably quick access time. So I invented a system using 20’

diameter thin aluminum disks, coated on both sides with magnetic

material. This alone was notdifficult because of my work on phono-

graphs I knew that magnetic recording can be done on disks. The

thing thatis original is that I cut a pie-shaped sector out of each disk

and I could mount perhaps one thousanddisks on a single spindle, no

more than a foot or two long. The cutout sectors would arrange

themselves into a trough through which the magnetic heads could

travel. When the heads were stopped at a particular disk, that disk

could be turned through the heads and bothsides of the disk could be

read. In this way, in essence, I built a book that could be read

without opening the pages. If, for example, there were printing on

both sides of the disk, one could read that printing as the disk slowly

turned. We built a model, but the machine was never used. Among

other reasonsit was a little too early in the art. Even though we could

record one million bits on a 20’’ disk, many people felt that a thou-

sand disks for recording one billion bits was of no use because

‘‘nobody needs that much information for storage.’’ You haveto re-

member that this was 1948. Today, on a 3’’ disk one can store 16 mil-

lion bits, and the 3”’ disk would fit into the bearing hole of the 20’’

disk.
Anotherinventionin the field of information storage that I would

like to mention is the idea of using multi-level microfiche. If one

takes a set of photographsof printing, for example, and spaces them

about 1/16 of an inch apart and arranges them as a single block of

information, one can focus a projection lens or a microscope viewer

on a particular level of such a device without seeing any of the others.

I have here such a model. I have a patent on this system of reading

three-dimensional storage but I don’t knowif it has ever been used.

People who work with microscopes are familiar with the fact the
depth of the field of a microscope is so short that they can see one

layer of a transparent material without seeing any of the others.
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Sometimes one invents to win a bet. One such exampleis the story

of my invention of a justifying typewriter. When I worked at the

Bureau of Standards early in the War, some time in 1943, working

with me wasa verybrilliant mathematician, by the name of David

Gilbard. He is now Professor of Math at Stanford. At that time his

wife was working as asecretary in the Department of Commerce. She

complained that she had to type everything twice to get thelines justi-

fied on both sides. She would first type on a conventional typewriter,

then she would go to a Varitype machine wherethe pitch is adjustable

and retype eachline very carefully so that the lines would comeoutof

equal length. In my immodest way I suggested that it should be pos-

sible to design a typewriter that, without any second printing, would

makeall lines equal in length. My friend, the mathematician, imme-

diately bet me a quarter that this cannot be done. He, of course,

assumed that as you type you putthe stuff on paper. If you dothis,

he would be right. What I thought of was to have a machine which

has a disk with a complete alphabet on it for each character that

could be put on the paper. On an 8 inchline this would requireper-

haps80 such thin disks. As one types, each disk would berotated and

stopped at a particular position so that the right character would be

facing the page. Whena line wasfinished, but before it could be put

on paper, these disks could be squeezed together, if they had springs

between them, or spread with wedges to makethe line have a fixed

length. Then the whole line could be impressed on the paper at one

time. It is usually easier to do this by hitting the paper from the back

side. I won the quarter bet, went to the Patent Office the next day to

see if this idea was new and I found that they had a whole subclass

called Justifying Drum Printers. They had springs and wedges, and

every idea I had thought of, and manyideas I had not thought of.

This did not surprise me.

Some of you mayhavenoticed that I’m wearing two watches. I’m

doing this to tell of another of my inventions. In 1945 my wife gave

me a present of a mechanical watch. Like all watches, this one did

not keep perfect time. I unscrewed the back, moved the lever which

sets the rate in the right direction and put the cover back on again.

After a few such settings the watch ran correctly. It then began to
drift in another direction, and being like everybodyelse, I cursed.

But being an inventor I decided to do something aboutthis. So, I in-

vented the self-regulating watch. You in the audience maytry to do
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this now. A gentlemanin the audiencesuggests that I couple theset-

ting of the handsto the rate regulating lever so that when I move the

hands forward the watch speeds up. If I move the hands back, the

watch slows down. This is correct. The next problem that aroseis:

What does one do when onegoes from Washington to Salt Lake City

and changes the time by two hours? Again, someonein the audience

suggests that a correction of more that 15 minutes should produce no

rate change. This is also correct. There are many such things I did

and for nine years nobody wanted to use this because they said

watches are ‘‘good enough.’’ Even though myinvention was correct

and simple it ‘‘really was not necessary.’’ But the automobile indus-

try was experimenting with my magnetic particle clutch and they

liked the idea of an automatic clock regulator for cars and they asked

the clock industry to produce it. Finally, it was produced andit was

used in American cars for some 20 years. In wrist watches the auto-

matic regulator was a dismal failure, however. Benrus did incorpo-

rate it. I was supposed to get 10 cents royalty on each watch so pro-

duced. The customers that were buying watches did not like to hear

that there was a regulator because they assumedthat there was some-

thing wrong with the watch.It actually hurt sales. The invention was

discontinued as far as wrist watches are concerned. It was successful

in automobile clocks. Technically it was perfectly satisfactory in wrist

watches also, except the psychology was wrong.

I would like nowto tell you about another one of my what I con-

sider good inventions. This was my automatic headlight dimmer. I

have to start by asking the audience if anybody can venture a guessas

to when thefirst television system was invented. The answeris thatit

was done by Carey, a telegraph operator, in Boston in 1860. He sug-

gested that a mosaic of photocells could be connected by a large

number of wires to a mosaic of lights, and when the photocells saw

an imagethe lights would reproduce it. The scanning system that we

know today—that is the line-by-line scan—was invented by a Pole

named Nipkowin approximately 1895. He suggested that a disk, now

called a Nipkow disk, would be provided with a spiralset of holes. It

would run in front of a single photocell and thereby divide the image

into little dots that would be transmitted line by line. A single wire

could run to a suitable light, and the light again would be behind

another Nipkow disk synchronized with thefirst so that the variation

of light intensity would reproduce these dots, again line-by-line.

Thus, the image would be producedat a distant point. Nipkow in his
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patent, which was issued in Germany,by the way,pointed out that he

needed a fast photocell and a fast light to do this. He did not have

these but the principal was clear. It was not until many years later

that cathode ray scanners were put at work and were fast enough to

produce the moderntelevision system. I knew about the Nipkow disk

scanner and so I invented a new headlight dimmer. The onesold at

that time by General Motors simply had a photocell and a lens. Mine

used a scanning system and did not respondto total light but only to

bright spots. I received a basic patent on this and demonstratedit to

the three auto companies. All of them complimented the device and

megreatly, but all felt that the extra dollar that the scanning system

costs made it too expensive. This was approximately in the late

1950’s. Today, the dimmer can be made without a Nipkow disk by

using an array of photocells, but my patents have expired a long time

ago.

Oneof the interesting problems that arose in connection with the

headlight dimmerwasthat the automobile would occasionally seeits

own lights reflected in a mirror. This would happen whenthe car was

going around acurve andsaw brightreflecting sign. I solved this by

arranging things so that when the car did see its ownlights reflected

in a mirror it would dim its lights, but if the other lights that it saw

(the reflected lights) went down at the sameinstant, the device knew

that the lights seen were reflections and immediately raised its own

lights. All that would notice if you were very attentive, wasa flick of

the lights. The lights would stay up again and slowly recover their

sensitivity. By that time you have passed the curve and you never saw

the flick again. I have a patent on this feature also. Another problem

that arose was that going uphill the device would occasionally see

street lights and would think they were headlights. The trick was to

design a system so that it could distinguish between headlights and

street lights even though the intensities were the same, the position

were the same, and everything else was the same. A manin the audi-

ence suggests that this can be donebecausethestreet lights are oper-

ated by alternating current and they havea flicker rate of 120 cycles

per second. Automobile headlights are operated by direct current and
have noflicker. A simple tuned circuit could easily detect the flicker
rate. This is correct, and my headlight dimmer did havethis provi-

sion. The patent was issued on this feature also. This typifies the
problem that arises with an invention. Subsequent problems force
you to invent improvements and so, instead of having one patent on
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a thing like a headlight dimmer, you end up with something like a

dozen various modifications and improvements.

An invention which was never used but of which I am rather

proud arose from the fact that Robert Berks, the sculptor who did

the head of the Kennedy in the Kennedy Center and many other

famousstatues, asked meto design a machine that could cut statues

out of very large pieces of metal. The problem wasthis, you have a

machine standing on this floor with an arm projecting out of it for

some 20 feet, and from the end of this arm projects another arm,at

right angles, that carries the cutting tool. One could control such a

device by scanning a sculpture model madeofclay. This is not partic-

ularly difficult. The problem is to keep this long arm with weights on

its end from sagging. I solved this by assuming that the whole thing

can be done underwater. A large tank could contain the machine and

the statue and everything else. The arm would be made neutrally

buoyant. This would have not only the effect of keeping the arm

from sagging, but it would also keep downthe vibrations, it could

control the temperature of the whole system to be constant, andit

could also provide suction for taking awaythe chips of the grinding

particles as the metal was cut. I never built the machine, but it would

have been fun to do so.

Sometime in the early 50’s, I begin to think of machines that

could read print. I built such a machine at the National Bureau of

Standards in 1954. I believe it still is on display in the Museum of

American History of the Smithsonian Institution in Washington. The

machine scanned a character, compared it to the characters in its

memory and decided with which character in the memory the un-

knowncharacter madethe best match. In other words, it didn’t say a

character A was an A because of certain features. It compared the A

to the complete alphabet from A to Z and produced voltages that

were indicative of the match with each character. Then it looked at

all the voltages and said the A comparesto the A in the memorybet-

ter than it does to any other. This enabled the machine to read not

only perfect characters but characters that were seriously defective.

In other words, say the A is only 60% A, but this is a higher percen-

tage than any other comparison. This principle of ‘“‘best match’’ is

used in most character reading machines today and in manyotherde-

vices such as voice recognition machines.

In building reading machinesit was recognized very early that de-

signing specially shaped characters and special fonts made the ma-
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chines cheaper and morereliable then trying to make machinesthat

read fonts never designed for machine usage. You see such charac-

ters, for example, at the bottom of your bank checks, or in the shapes

that are used on credit cards.

Some time after building the machine, I was talking about what

could be done to automate the Post Office. The reaction from the

Post Office was very negative. The workers were afraid of losing

their jobs. The management did not want automation because they

were moreinterested in the patronage after each election. Reducing

the number of employees was far from their desires. Eventually, of

course, many of these things changed. Years later my company did

develop letter sorting equipment that is used by the Post Office today.
Anotherinvention that arose out of that work was based on thefact

that letters in these machines are picked up by vacuum andplaced in

front of an operator who then operates a keyboard that controls the

sorting of the mail. Sometimes the letters are fed through a reading

machine that reads the mail and the sorting is done automatically. I

began to wonder whetherit is possible to pick up heavy objects by a

small vacuum cup,as for example, in sorting parcel post. One hasto

use a small vacuum cup because the packages may vary from only a

few inches to something that is quite large. The problem was: Can a

one square inch vacuum cup pick up very heavy objects? I’ll try this

on the audience and have somedifficulty. The solution is that one

can do this if one pressurizes the Post Office building. If, for ex-

ample, I pressurized this lecture room to 100 poundsper square inch,

I could pick up heavy objects, except that the ceiling would comeoff,

the walls will fall apart, we would have to enter and leave the room

through pressurizing and depressurizing chambers. All sorts of in-

teresting problems would occur, but at least one could pick up heavy
objects.

After I thought of this I began to think if there was any use for
this idea which started as a joke. The answeris Yes! There are uses
for what I call ‘‘high vacuum.’’ One could useit to straighten out the
bent body of an automobile. One could put the car into a chamber
that could be pressurized to say, 1,000 lbs per square inch. A prop-
erly shaped mold could be put against the dented doorofthe car, the
space between the mold and the door could bereleased to outsideair
and the pressure on the inside of the door would straighten it out to
makeit fit the mold. At 1,000 pounds per squareinch a square foot
of damage wouldreceive 144,000 pounds, or roughly 72 tons. I also
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built a small machine where the whole machine waspressurized so we

could use thin vacuum lines to pick up very small objects. The ma-

chine workedbeautifully. A 100 pound vacuum is somethingto see.

In working for the Post Office, one of the things that one should

consider is that in designing any machine to operate with objects, if

possible the objects should be designed for the machine. When one

designs a stapling gun, one does not want to pick up randomly

shaped staples loosely lying in a box. One designs thestaples for the

gun. This is a philosophy our Post Office doesn’t want to learn. This

was my approach in designing a language to be recognized by ma-

chine. Voice recognition is useful in handling objects where a person

picks up a packageandtells the machine how tosort it when he or she

feeds the package into the machine. It would be nice if the machine

did not have to recognize English words as spoken by the average

person and whosevoice changes during the day because of fatigue or

whatever. I began to think that a special language can be designed

which a machine could recognize easily. All one needsis ten wordsto

define the ten numerals. One could do several things. One could use

words from different languages, words which are verydifferent from

each other. Finally, one could design a special language for machine

use. It could consist of only three sounds. The soundS, because that

is a simple high-frequencyhiss, the sound of a B or T whichareclear

because of their suddenness. Finally the sound like an O or an A

which are moreorless continuous sound waves. A machineto recog-

nize these three sounds could be built today for perhaps no more

than $100. This means that one could use words like AT, SAT, TA,

AS, and so on. All one would have to memorizeis ten such wordsfor

the ten numerals. The Post Office was shocked. They would not con-

sider this. This was not English. They thoughtit was ridiculous even

though perhapshalf of the people who sort mail in somecities speak

no English at all. But that is another matter.
In my discussion of the magnetic disk file, or the reading ma-

chine, or other inventions, it becomes obvious that oneof the things

one would like to do as an inventor is to invent things before the

human race recognizes the need for the device. People sometimes

think that one invents to answer a problem, but by the time a prob-

lem is recognized, many people answerit. Thetrick is, of course, to

recognize that TV would be a nice thing to do, long before anyone

thinksit is possible or knows why they wouldlike to have it. One also

recognizes that when an invention is made before its time, whatever
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that means, it is bound to be met without enthusiasm because the

human race is exposed to so much newtrashinart, politics, religion,

economics and in technology. The humanrace has developeda sort

of ‘‘I’m from Missouri’’ attitude. Business people are afraid of the

financial risk and the variousdifficulties of producing new products.

Even thoughan invention is technically sound, the models work, the

experts agreeit is a good idea, it does not mean that the invention can

be sold. The humanraceis a low passfilter that is afraid of sudden

changes.
The moreI study inventions, the more I become convincedthat

they are never created logically. The really good inventions,the really

startling ones, are done by a process whichis very similar to that of

the creation of any new object in any art form. Theartist takes old

ideas, ideas that are known, and puts them together in a new way.

The new way is not arrived logically. The logic is a post-mortem

thing. Once the new ideasclick together and look good, then logic

can decide whether the new combination will ‘‘work.’’ One then can

decide whetherit is worth pursuing.

Many people object when I say this. They think there is a basic

logic to creativity. I suggest that you try to think of a basic logic for

writing poetry, or of a basic logic for writing great music. The de-

cision, later, as to whether the new combination is good or not de-

pends on culture, training and experience. When wethinkofthe in-

vention (combination) first or the logic later, we realize the

importance of a good education. One has to have manyideas, in

many fields, that can be combined. Then one has to have enough

technical training and culture to decide whether the idea is feasible

and whetherit is important and whetherit is beautiful. This cannot

be done without great education and this brings meto a pointthatI

wouldlike to stress aboveall else. Today, our education, particularly

in science, is miserable. I suggest as a basic step to correct the trouble

is to double ortriple the salaries of our teachers. I know that I shall

immediately get the reaction saying this alone will not do it. Nothing

alone will do it. But if we don’t do this, we shall not have good

teachers and if we don’t have goodteachersto inspire our kids, noth-

ing else will work. Our invention productivity is low not because we

suddenly becamestupid, but because the climate is wrong. We havea

climate for great tennis, for great basketball, for great baseball. The

South Americans and Europeans have a climate for good soccer. Our

climate for scientific achievement, particularly in applied science, is
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miserable. The result is that the Japanese are nowgetting ten timesas
many patents per person as we do. This is deplorable. People say

‘Well, they don’t win as many Nobel Prizes.’’ This is correct, but

this is a temporarysituation. Just as we built our economy on Euro-

pean science, they are building their economy based on ourscience.

But as soon as they make enough moneysothat the dollar or yenis

not of overriding importance, they will permit their great scientists to

have enough freedom to workin basic science and the Nobel Prizes

will start flowing to the Japanese and to others. One must recognize

that to do basic science the scientist must have freedom to do things

which are not necessarily economically important. One doesnottell

an Einstein that his theory of relativity must have a pay-off in one

year, or that the study of black holes in space today must produce

some private profit. Scientists like to do work which no oneelse

 
Jacob Rabinow demonstrating his Magnetic Particle Clutch (removed from a
Renault automobile). The device mounted on a stand behind the Renault clutch is

the first model of the invention made andis at the National Bureau of Standards in

Washington, D.C.
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thinks important, and they must have enough freedom to do what I

call ‘‘bootleg work.’’ I have had the privilege not authorized and my

bosses had enough wisdom to look the other way. There is a Rabinow

Law,I believe it is Number7, that says ‘‘Anything you doillegally,

you doefficiently.’’ I do not have to explain the reasons why.

The best general article on creativity that I have ever read was

written by William Shockley, one of the Nobel Prize winners for the

transistor. See the IRE Magazine for March, 1952. (IRE stands for

Institute of Radio Engineers.) The article touched on many impor-

tant aspects of invention. Amongothers was that in most human en-

deavors people are not very different, but in creativity, in output of

books, poetry, paintings, music and invention, the difference be-

tween the best and the average is very great. He explains this by

mathematical combinational logic and I recommendthat if you are
interested in the basic science of creativity, you look up thearticle.

While I do say that inventions in the United States are not doing

as well as they should, I do not mean to say that inventors should

stop inventing. First, of course, we should invent for the pure fun

and excitement of doing so, but there are practical advantages. One

does get honors, one doesget a higher salary when oneis an inventor,

one can select better jobs and finally, when one does havea job, one

can have some freedom to do little bit of work whichis not author-

ized. All of these advantages are quite real and now andthen onein-

vents something which actually makes a profit. Many of our com-

panies have been based on the fact that some inventors have opened

up their own corporations and a few havehit it rich.
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Project XL is grand national partnershipinitiated to foster Inven-

tive Thinking Talents in our nation’s schools. Inventive Thinking in-

cludescritical thinking, creative thinking, and problem solvingskills.

These thinking skills are the new tools needed to build a strong foun-

dation for tomorrow in this age of rapidly changing technology.

They must be taught along with the ‘‘basics’’ as we know

them—Reading, Writing, and Arithmetic. Creative thinking ability

has always been considered as an essential element of the arts but

seldom has it been recognized as essential to our scientific and tech-
nological development.

Why would the United States Patent and Trademark Office de-

velop an educational outreach program to encourage the develop-
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ment andproliferation of programs that will teach our young people

to think? The answeris simple.

The number of United States Patents issued to foreign nationals

is rising at an alarming rate. Less than 20 years ago, foreign nationals

were granted only 20%of the numberof U.S.Patents issued. Today,

that number has more than doubled. The implication of thisis all too

clear. Maintaining our position as a world technological leader will

be an uphill fight. It will take renewed dedication onthe part of every

American ... Rejuvenated spirit throughout every sector of our

economy ... A reliance on the reserve strength that has always

brought us through every nationalcrisis.

To maintain our technological edge we will have to work harder,

and wewill have to work better. We will have to look once again to

that ol’ Yankee Ingenuity. We will have to ensure the strength andvi-

ability of those American systems that foster inventiveness and in-

vestment . . . To do all we can to encourage those of you whoare to-

day’s creative thinkers and problem-solvers. But manybelieve that,

for the long term, this won’t be enough.

Ensuring that the arrival of the 21st Century will find Americans

still at the front of the pack or at the head of the class requiresus,to-

day, to find, motivate, and nurture those who will build our future.

Weneed not look very far. The architects of tomorrow’s world

are right in our own backyard. Our schools and playgrounds are

filled with potential Edisons, Carvers, Marconis, Bells, and

Whitneys —but, unfortunately, their potential may not be recogniz-

able under our present systems of education.

Studies indicate that the education America’s young people are

receiving today does not measure up to that of their counterparts

abroad —andas a result, they frequently perform poorly in interna-

tional competition, especially against children in other industrialized

nations. Worsestill, some say we are raising a new generation of

Americans whowill be scientifically and technologically illiterate.

It is time that we add a big ‘‘T’’ for Thinking to help our young

people prepare for the world of tomorrow by focusing on Inventive

Thinking Talent with those who will invent tomorrow.

Project XL is an immediate responseto this need.It is an oppor-

tunity for all of us to take part in ensuring a sound and prosperous

future for America. Simply stated, Project XL is designed to encour-

age the development of programsthat will teach our youth to use in-

ventive thinking and problem solving skills.
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Project XL will help studentsatall levels to realize their potential
by nurturing their critical and creative thinking abilities as they pre-
pare to meet the challenges of an increasingly complex and com-
petitive world. Secondary benefits from Project XL are that young
people everywhere, their parents, their teachers and their com-
munities, will gain a raised awareness of the importance of technol-
ogy to the progress of society and to the strength of our domestic
economy. The Project XL partnership began with the Commis-
sioner’s Education Roundtable, designed to draw uponthetalents of
public andprivate sector leaders to establish and implement the Pro-
ject XL goals and objectives. Education, business, government, and
and professional and community organizations have come together
to ensure its success. Project XL exploded into a galaxy of bright
ideas that are being implemented by enthusiastic educators across the
United States.

Curriculum developmentis a major Project XL initiative. An in-

itial productis the Inventive Thinking Curriculum Project—a curric-

ulum guide appropriate for all grade levels and subject areas. The In-

ventive Thinking Curriculum Project introduces the teachers and

students to inventive thinking and problem solving techniques.

Through critical and creative thinking and problem solving, ideas

becomereality as the studentlearnsto identify and create solutions to

everyday problems. They then illustrate their ideas and create a pro-

totype or modelin orderto visualize their solution—to make it come

to life. Students learn to draw upon outside resources. Parents,

family members, teachers and community members support the stu-

dent and often assist with model-makingefforts.

With the Inventive Thinking Curriculum Project, educators can

develop individualized study courses to suit their students. The Com-

missioner’s Roundtable has produced additional tools to help those

educators broaden and enrich their individual programs. For ex-

ample, the Project XL Inventive Thinking Resource Directory pro-

vides comprehensive listings of: Current programs to teach critical

and creative thinking, Patent Law Associations, Patent Depository

Libraries, Inventor Organizations, and more.It also includes a roster

of speakers andlecturers from all over the country who wantto share

their expertise on the topics of creativity, invention, and problem
solving.

When students are asked to solve a problem, they must draw

upon previous knowledge,skills, and experience. They also recognize
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areas where they must acquire new knowledgein order to address or

understand the problem. This information, including newly acquired

knowledge, must then be applied, synthesized, and evaluated. This

problem solving activity leads students to the very highest level of

thinking skill. The Inventive Thinking Project is a springboard for

capturing the imagination, interest and creativity that each of us has

within our reach.

Project XL fosters and promotesprivate sector curriculum devel-

opment, as well. With the encouragement of Project XL, a high

school level credit-bearing course called ‘‘Creativity and Innova-

tion,’’ is now being piloted in New York State. Project XL hasdis-

covered imaginative programsat a numberof universities across the

country and has brought together the professors who established

those programs to exchange ideas and share expertise and experi-

ences.

Within the Scientific Library of the Patent and Trademark Of-

fice, an impressive collection of literature has been assembled. This

collection is called the Inventive Thinking Resource Center. The

‘“center’’ includes books, games, videotapes, and other materials on

the subjects of creativity, thinking skills, innovation, and inven-

tion —all donated to the Center by publishers and authors through-

out America.

Educators and others interested in creativity are free to borrow

these material for preview...and to become aware ofthe exciting re-

sources now available on this relatively new focus in education.

Through modern communication techniques, a computerizedlisting

of these materials can be electronically delivered virtually instantly to

any library in the country, and booksortapes can be shipped under

the inter-library loan system.

Project XL provides opportunities for educators to attend work-

shops, conferences and inservice education sessions to learn about

the teaching of inventive thinking and problem solving. The Patent

and Trademark Office has participated in hundreds of workshops,

school demonstrations, regional, state, and local conferences. Most

recently, a team of professionals from the Patent and Trademark

Office presented lectures across the state of Oregon for the Christa

McAuliffe Fellowship Invention and Creativity Conference.

How Americais to survive and compete in the future 1slikely to

depend upon our most precious natural resource, our school

children. Project XL is for educators whose task it is to shape the
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minds of those who inherit tomorrow and for you who will draw
upon those mindsfor the creation and proliferation of new technol-
ogy. Join the Project XL ‘“‘starfleet’’ by encouraging young people
everywhere to develop anduse theircritical and creative thinking and
problem solving skills to unleash the Inventive Thinking Talent
potential that is within each of us.

Abraham Lincoln said, ‘‘A child is a person whois goingto carry
on what you havestated .. . he will assume control of yourcities,
States, and nations . . . the fate of humanityis in a child’s hands.’’

For more information on Project XL, please request ‘‘ The Inven-
tive Thinking Project’’ a 46 page booklet (by Canedo, Kelly, and
Korzelius) by writing to: Project XL, United States Department of
Commerce, Patent and Trademark Office, Washington, D.C.
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Working with gifted and talented youngsters raises many ques-

tions and presents many challenges to those who are responsible for

their education and development. Parents, teachers, administrators,

counselors, and other important educational agents are concerned

with providing the best possible programs, determining the mostef-

fective ways of implementing instruction, and seeking answersto of-

fering meaningful direction and guidance. Considering the superior

abilities and resource assets usually characteristic of gifted children

one might be easily mislead into believing that such youngsters need

less overt consideration and adult assistance than their average peer

counterparts.

Needless to say this is far from the reality of the situation. As

research and past experience have indicated, the educational, emo-

tional, and social needs of gifted children are many and varied. In

fact the multiplicity and diversity of their needs is one of the major

problemsto be dealt with both on the part of those developing gifted

programsas well as those directly responsible for the delivery of edu-
cational services. It is frustrating and frequently overwhelming for
any one individual to be a total composite of abilities and skills suffi-

cient to satisfy the demands of someof these children.

Nowhereis this felt more acutely than in the case of the parents of

gifted children and the teachers working with them. The implication
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is that existing programs must endeavor to be multi-faceted and
multi-dimensional. Focal to the success of any program orset of edu-
cational services are the teachers who work directly with the gifted
pupils. It is necessary that teachers be matched extensions of these
programs. Whatthen determines success in working with the gifted?
Whatis the teacher’s role and what are the specific and unique di-
mensions of this role? What makesfor pupils’ academic success and
personal growth? These are someof the questions that will be delib-
erated in this paper.

The role one assumes andthe identity one establishes in a given
situation is influenced by many things. Most often among these is
one’s presenting attitude towards the situation and towards those
with whom onewill be involved with in frequent and close interac-
tion. For these reasonsit is essential that in the case of teachers work-

ing with gifted youngsters that there be positive and accepting atti-
tudes on their part towards these children.

There are manyexisting stereotypesof the gifted, describing them

as bookish, eccentric, authority-challenging, in need of constant

stimulation, etc. As is the case with manystereotypes, all or none of

the descriptions may be true. The importance hereis that the teacher
not hold to such stereotypes but be open minded and free of un-

founded anxiety. The teachers muchbepositive about these children

and self assured enough regarding their own ‘‘teaching giftedness’’
that they will be sufficiently secure to establish a healthy teacher

identity and assumea strong teacherrole. It is essential as well that

teachers be aware of the demands placed upon them bythe unique

needs of these exceptional learners and havesufficient insight so that

their expectations of them will be realistic.

There is no doubt that working with a group of gifted pupils can

be a challenging and difficult task. However, this is generally true in

situations such as this one where provision must be madeto provide

for a wide range and spread of learning differences; in ability, pace of

learning and pupil interests. While gifted pupils share similarities
with other groups of exceptional learners there are, however, certain

subtle differences unique to working with the gifted. These differ-

ences must be accounted for and certain adaptions made, especially
by teachers seeking to offer the educational maximum.

One of the major problemsfaced by teachersof the gifted is a cer-
tain confusion regarding their instructional role. Somesee it as that

of a spectator and the teaching task as one of networking educational
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cross currents as competitive learners vie, one with another. In situa-

tions such as these, pupils are in control and the teacher is found

standing almost completely outside, looking in as if he/she were tan-

gent to the group. In classroomssuch as these, teachers are placed in

the frenzied and stressful position of monitoring as it were, a whirl-

wind gathering momentum, rather than teaching.

On the other hand there are those cases where teachersfeel at a

loss and wonder what exactly is to be taught, if anything. They view

the gifted child almost as a finished product, very accomplished,

almost completely able to instruct themselves and primarily in need

of enrichment and embellishment. They do not view the child as in-

structionally needy but rather as requiring proper exposure and

directed enrichment opportunities. Teachers holding thinking pat-

terns such as these see their role as one of addingto alreadyexisting

layers of learned facts and skills. They see themselves as passive pro-

viders of occasional instruction and more often, of resource

materials.

This second position like thefirst, is suggestive of teacher passiv-

ity. What then you mightaskis the active role? What teachinginter-

actions are called for that will provide instructional feeding and en-

richment and at the same time permit the kind of freedom and

expansion needed by children possessing rich inner potential?

First and foremost gifted children need a teacher! A strong, active

teacher is needed, one who will maintain a central position in the

teaching-learning process. A close look at this role indicates that

while traditionally similar there are some suggested differences. It is

proposed that a major difference be the inclusion of a catalytic com-

ponent. This catalytic teaching componentis one whichis founded in

the process knownas ‘‘catalysis.’’ An apt description of this process

may be found in Webster’s definition: ‘‘catalysis—a loosening,

release, acceleration of a reaction’’. The teacherin this case is to be

the one establishing the environment and promoting the process

described as ‘‘catalysis’’.

The role is that of a catalytic agent, the moving force in bringing

about ‘‘catalysis’’. The process in question ‘‘catalysis,’’ which may

be described further as an action or reaction between two or more
persons or forces provoked or precipitated by a separate agent or

force, is what essentially becomes the teaching-learning process. At

the heart of this process, the igniting element bringing about change

is the teacher. Sheis not only vital but indispensable. Herrole is cen-
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tral and an important one requiring keen insight, flexibility, sponta-
neity, and academic preparedness.

The demandsplaced upon the teacher assumingsuch a role begins

with the need for a clear and precise summaryof the potential thatis

in the classroom—the catalytic’s field. Careful evaluation and as-

sessment much be madeby the teacher regarding the specific and per-

sonal assets of the learners. Effort must be made by the teacher to

process this information in her own mindso that she can draw upon

it quickly when needed. She must know furthermore, when to quietly

step back and let pupil energy alone, permitting necessary interac-

tions to build up and develop. She must beever vigilant and astute in

the timing of her interventions.

Knowing whentofacilitate the catalysis is perhaps the mostdiffi-

cultpart ofthe teacher’s role. Also importantis the quality, quantity,

and duration of teacher input. Whether it be the teacher acting as

facilitater between teacher and pupil, peer and peer, or pupil with re-

source materials, teacher input must be carefully weighed so as to be

in right proportion to what is called for by both the situation at the

time and the learner(s) in question. We see once again and realize

once more the critical and dynamicrole of the teacher whoas a cata-

lyst holds the igniting element permitting a process of learning to take

place, a process whichis both teacher directed and pupil self-directed

at the same time.

While some time has been devoted to looking at the process,

‘‘catalysis’’, and the processor, the teacher as catalytic agent, we can-

not overlook giving consideration to the learning environment. Since

process does not take place in a vacuum,consideration must be given

and time spentin preparation of a suitable learning environment.It is

essential that the classroom be free-based enough to permit for cir-

culation, movement, exchange, and experimentation with ideas,

people and resources. For teachers to catalyze effectively they must

have available to them opportunities to engage in a variety of trans-

actions. They must be free to speed up reaction, produce a reaction,

provoke, precipitate, inspire, transform, or significantly activate

pupils and the energy forces surrounding them.

The teacher must be able to move through the learning environ-

ment easily enough to step in and loosen what is becoming toosolid,

as may be the case where a gifted youngster becomes obsessed in one
direction losing perspective and balance. She must be able to move

quickly to give a necessary nudge or to push the right button to
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release necessary mental energy whenthereis a stop gap andlearning

isn’t flowing readily or to stop it if it overflows to a point of diluting.

She must feel a certain freedom to generate from within herself when

things are at a standstill. Underlying her thinking and basic to her

approachis the desire and goalto activate the child with out destroy-

ing, inhibiting, or diminishing his/her potentials.

Those teachers who would aspire to be catalysts will find them-

selves experiencing the most exciting and rewarding of teaching expe-

riences. The catalytic contribution is the most generous gift a teacher

can give a pupil, the gift of independence andthe ability to know

when and howto help one’s self. The gifted and talented especially

have tremendous resources that they must be made aware of and

learn to appreciate and to use in order to benefit themselves and

others.
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Forthe last twenty years there has been largeinterest in children

and young people of outstanding abilities. This is confirmed by the

many books,articles, and scientific conferences on the subject. Much

less attention has been paid to interpersonal attractiveness of stu-

dents with various abilities and differential school achievement.

Since I wanted, in a sense,to fill the blank space, the subject of my

article is the interpersonal attractiveness of students with various

school achievements.

This research concerned 132 students of a secondary school in Pa-

bianice—a town of 70 thousand inhabitants. The students were

about 18 years old. Sixty one percent of them came from educated

families, 32% from the working class, and 7% were the children of

farmers. Thirty-two students had high achievement, 59 had average,

and 41 had a low level of achievement. The average marksofthestu-

dents with the highest achievement were between 4.5 and 5. The next

group had scores between 3 and 3.5, and the group with the lowest

marks had the average of 2.5. It must be added here that the lowest

score in Plane is 2, and the highest is 5. Art subjects were not take
into consideration while counting the average for the last two years.
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As to the number of the students with various interpersonal

achievements, there were 43 students with higher level at attrac-

tiveness, 42 with the average level and 47 who weretheleast attrac-

tive (see Table 1).

 

SOCIOMETRIC STATUS OF THE STUDENTS

 

 

The level of number of

achievements high average low students

High 9 10 13 32

Average 14 21 24 59

Low 20 11 10 41

Together 43 42 47 132
 

TABLE 1: THE ACHIEVEMENTS IN SCHOOL AND THE SOCIOMETRIC
STATUS OF THE STUDENTS
 

After comparing the students with different school achievements

of interpersonal of attractiveness, there appeared to be groupsofstu-

dents. The largest group consists of the students with average scores

and low interpersonal attractiveness 24%/, whereas the smallest

group consists of the students with the highest scores and high inter-

personal attractiveness /9 persons or 6.81% /. The number of the

students with the low scores and low interpersonal attractiveness is

similar /10 persons, or 7.57%. Special attention should be paid to

the fact that 20 persons/15% out of 132 tested students have high in-

terpersonal attractiveness in spite of the low scores. That meansthat

almost half of the students with low scores have high sociometric sta-

tus. Thus, the average students are the most attractive in interper-

sonal relations. This fact is confirmed by the lookingat the arithmeti-

cal mean of the number of votes won by each of the tested groups.

The mean for the students with high scores was 3.9; for the students

with average marks was 4.7, and for the students with low

marks—6.2. It is easy to observe a tendency towards an increasing

level of interpersonal attractiveness with decreasing level of achieve-
ments in learning.
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It is worth noting what students are the most and the least popular
in the class. Among students who had not been given any votes, there

were 5 high level, two of the low, and one of the average level of

scores. It is also worth noting that all of 5 students of the high level

who had not been given any votes belonged to the best in the tested

group of 132 students. The conclusion form this data is that the high

scores have a negative influence on the level of interpersonal attrac-

tiveness. According to this research, the best students are the least

popular ones. This is shown bythefact that none of the students with

good scores weregiven the largest numberofvotes, therefore none of

them can be regarded as the so-called ‘‘sociometric star’’.

There were 13 students who were given more than 9 votes, 5 of

them with average scores and 8 with low marks. A small predomi-

nanceof the attractiveness of the students with low scores can be ob-
served.

Summingup,it should be stated that the high scores of a student

causes his low interpersonal attractiveness, whereas the low scores
causes much higherattractiveness.

The Relations Between Similar Achievements in Learning and
Different Ones, and the Interpersonal Attitudes of Students

In order to investigate whether the similarities between the school

achievement of the students have any influence on their attitudes

towards the friends, we have considered the number of sociometric

votes which had been given by each groupto students with the same

similar, and different scores.

It can be seen from the chart (Table 2) that the tested students pre-

fer friends with a similar level of achievement. This tendency is more

characteristic for students with average and low achievements. The

students with high scores also appreciate their friends with average

achievements.

To be convincedof the truth of the above statement, it was neces-

sary to look at the mean of numbersof given votes. In order to do so

we had to count the average numberof votes given by each groupto

each of 131 friends. It turned out that the mean of the students with

high scores is 1.21, for the students with averagescores is 2.23, and

for the worst students it is 1.55. By multiplying all the means by the

correspondent numbers of students of certain levels of achievements,

we were given the average quantities. In this way we hadthe theoreti-
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| VOTES FOR THE FRIENDS WITH VARIOUS SCORES

Thelevel

 

 

of scores high average low votes together

High 69 67 24 160

Average 41 176 78 295

Low 15 37 153 205

Total amount 125 280 255 660
 

TABLE 2: THE NUMBER OF SOCIOMETRIC VOTES GIVEN TO THE
FRIENDS FROM THE SAME CLASS
 

 

 

Scores high average low

High +77 — 5 — §2

Average — 42 + 33 —14

Low —70 — 59 + 139

 

TABLE 3: THE DIFFERENCES BETWEEN THE REAL AND
THEORETICAL NUMBER OF VOTES IN PERCENTS.
 

cal average numbers of votes for each of the three tested groups.

These data are shown in percents.
It can be seen from the Table 3 that the good students have given

77% of votes more than the mean to peers with the samelevel of

achievements. It proves that we have to do with the numberof posi-

tive attitudes much higher than average. Good students have given

5% votes less than the theoretical mean for friends with average

scores. However, this difference is not statistically important. We

can state that the percent of the positive attitudes of the good stu-

dents to the average oneis similar.

On the other hand, the students with low scores had been given

52% votesless than the theoretical mean. when generalizing, the best

students have morepositive attitudes to friends with the samelevel of

achievement, the average number to the average students and the

least to the worst students.
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Asit is seen in Table 3, the average students have given the good

students 42% votes less than the mean, for the worst students, 14%

less, and for the students with the same scores 33% votes more than

the theoretical mean. Thus, average students have the most positive

attitudes, toward friends with the samelevel of achievement.

The worst students have given 39% votes more than the mean for

the student with the same level of achievement. Fifty-nine percent

votes less for the average students, and 70% less for the best stu-

dents. Thus a very strong connection can be seen here. In case of the

convergence of the levels of scores, there are more positive attitudes

than it would be seen from a theoretical display. The discussed group

have fewer positive attitudes than the theoretical numberto the stu-

dents at a similar level of achievement or with the higher scores. On

such a basis it can be stated that the convergence of achievementin

learning causes in that case the increasing numberofpositive inter-

personalattitudes.

The numberof positive attitudes to the students with different, as

well as similar achievementsis low, andit is the lowest in case of the

large difference in scores.

The fewest positive attitudes can be seen between the best and the

worst students, and vice versa. In that case we can speak about the

mutual low interpersonal attractiveness.

Summing up, it can be concluded that similarities between

achievements of students have the most advantageous influence on

their mutual positive attitudes, whereas the differences have the least

advantageous influence.
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Interest in identifying and developing leadership ability has been

of considerable concern since the early efforts of Plato and Aristotle.

Currently, this interest is growing as evidenced by a numberofar-

ticles and books on the topic (Passow, 1982; Gallagher, 1983; Addi-

son, 1984; Feldhusen, 1986; Sisk, 1985, 1986; Sisk & Rosselli, 1987).

Leadership was included in the 1972 U.S. official definition as an

area of giftedness, yet leadership can still be described as the new kid

on the educational block, even though the need for leadersis recog-

nized by most people. Time magazine ran a lead article on the need

for leaders in 1979 and again in 1984 ran a follow-uparticle entitled

‘‘The Cry for Leaders.’’ That cry must be heard and leadership must

be developedif global society is to survive with positive human con-

ditions.
In an effort to identify and develop leadership, a Centre for Crea-

tivity, Innovation and Leadership has beenestablished at the Univer-

sity of South Florida in the U.S. to support leadership training of

children, youth and adults. The Centre, established in 1981, is cur-

rently sponsored bystate funds and private funds. The Centre offers

leadership training for educators, business, professional individuals
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and others throughout the United States and in a numberofforeign

countries, notably Brazil, Bulgaria, Canada, Germany,Israel, Por-

tugal, the Philippines and Mexico.In addition, two summerresiden-

tial leadership programs are offered for middle school and high

school youth, as well as a summer day program for 4-14 year olds.

Defining Leadership

In examining definitions of leadership, one conclusion that can be

made is that there are almost as many definitions of leadership as

there are persons who define the concept. Definitions include:

Leadership is the process of influencing the activities of an

individual or group in efforts toward goal achievement. (Her-

shey & Blanchard, 1969)

Leadership is the ability to see a course of action that

others miss and then follow it with persistence. (Senator Bill

Bradley, D. New Jersey)

Leadership is the process of influencing the actions of indi-

viduals, groups and organizations. (Joe Olmstead, Office of
Naval Research)

Although the definitions differ, there are some commonalities

such as leadership involves influencing others in individual or group

efforts and requires skills of persistence, forecasting, problem-

solving and action.

The variety of definitions derive from three major theories of

leadership: 1) trait, 2) leadership style, and 3) situational which are

useful in better understanding the concept of leadership, and in de-

veloping programs in identifying and developing leadership.

Trait Theory

Gifted programs that conceptualize leadership as specific behav-

iors or traits often use task roles in group dynamicactivities as identi-

fication and screening devices and as aids in programming activities.

Examplesof task roles include: informationopinion giver, informa-

tion/opinion seeker, initiator, synthesizer, organizer, clarifier, re-

corder, summarizer and energizer. Renzulli, Hartman and Callahan

(1971) list other behavioral characteristics to identify leadership such

as psycho-social skill, cognitive/academic skills and personality

characteristics. These leadership traits are similar to those identified
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by American Telephone and Telegraph (AT&T): organization and

planningskills, high energy level, creativity, wide range of interests,

human relation skills, oral communication skills, needs for advance-

ment or achievement, resistance to stress, higher energy level andtol-

erance for uncertainty.

It is important to remember that these characteristics are con-

sidered normative and any oneindividual may well be gifted in lead-

ership and not possess all of the traits or behaviors.

Whenthetrait theory is the framework for planning and develop-

ing leadership programs, an individual profile based on personality

inventories such as the California Personality Inventory, the Minne-

sota Multi-Phasic Inventory, the Myers-Briggs Type Indicators and

the Edwards Personal Preference Schedule maybe used. Information

from these instruments can provide a multiple assessment profile to

complementthe trait history.

Leadership Style

Whenleadership style is used as a theoretical base for leadership

program development, the classic types of leadership style are em-

phasized: 1) democratic, 2) Laissez-faire and 3) autocratic. Often-

times behaviors in students that indicate democratic leadership thatis

autocratic, notably in athletics and social clubs, should also be in-

cluded.
Whenthe theoretical framework for gifted programsis leadership

style, then a behavior oriented measurementis usually obtained by

using informal and formal observational checklists. The Leader Be-

havior Description Questionnaire developed by Stogdill and Coonsis

an example of an instrumentto assess leadership style and anotherat-

titudinal measurement is the Fundamental Interpersonal Relation

Orientation-Behavior (FIRO-B): both are used in many leadership

development programs. The FIRO-B is based on the notion thatall

humaninteraction is divided into three categories: inclusion, control

and affection.

Situational Theory

Situational theory views leadership as developing in appropriately

called for situations. An example of how situational theory can be

used to plan and develop leadership is the Executive Internship pro-

gram developed in the early 1970’s by Sharlene Hirsch, and funded
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by the now extant federal Office of the Gifted and Talented. The
program hasbeen replicated in over twenty-five states. In the Execu-
tive Intern program, students were placed with key decision makers
in the arts, media, sciences, business, and in government. Students
were able to experience leadershipin real settings and develop mentor
relationships with their placement sponsors.

The format for the executive intern program included four days
on the job site in which students experienced organizational leader-
ship with their individual mentors and a fifth day devoted to semi-
nars for management, decision-making and administration. Hirsch
utilized the Harvard Business School case study method anddirected
students to identify similarities and differences in observed leadership
styles.

The identification procedure for the Executive Intern program in-
cluded the gathering of a profile of information on each student’s
maturity, academics, past leadership accomplishment and teacher
recommendations. In addition, each student and sponsor/mentor
was interviewed and wheneverpossible students and mentorsselected
one another. |

Another way to assess situational leadership is the Hersey and
Blanchard Leader Effectiveness and Adaptability Description Ques-
tionnaire (LEAD) whichassesses the individual’s perception of his or
her predominantleadership style in terms of task behaviorand rela-
tionship behavior. Lastly, one can assess situational leadership by es-
tablishing small group situations and observing the interaction ofin-
dividuals, and this subjective information can supplement the data
from LEAD.

The Executive Intern program headquarters has been relocated in
Orlando, Florida where many new programsare beinginitiated.

Leadership Program Commonalities

In reviewing variousleadership programs (Passow, 1982; Parker,

1983; Gallagher, 1983; Feldhusen, 1986; Sisk & Shallcross, 1986) sev-

eral program commonalities emerge. Most programs explore the

meaning of leadership, examineleadership styles, encourage students

to experience leadership, to become aware of their own strengths and
weaknesses and to evaluate their potential as leaders.
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Sisk and Shallcross (1986) report that in their examination of

great leaders, leadership qualities fall into two categories, communi-

cation skills and problemsolving, and these qualities are applied in

real-life situations.

Parker at Southwestern University in Louisiana identified four

components in her leadership training model: cognition, interper-

sonal communication, problem solving and decision making. She

defines cognition as going beyond facts to training in cognitive pro-

cesses involving exploration of a variety of cognitive areas, and spe-

cialization resulting from exposure to a broad conceptual base and

investigative skill training. Problem solving includes problem percep-

tion, definition, incubation, creative thinking, evaluation and imple-

mentation, and interpersonal communication includes self-

realization, concern for others, cooperation and conflict resolution.

Lastly, decision making is defined as including values clarification

and active strategies such as role playing and simulation.

Leadership Training for the Future

Working with both educators of the gifted and students who are

gifted, the staff of the CCIL have noted that some individuals are

moregifted in predicting than others and that this capacity can be im-

proved with training. Through specific training students and teachers

can learn to predict and shapetheir future. To build on this phenom-

enon, the staff has developed leadership training with a futures com-

ponent. As students manipulate present and past information, they

learn to look backward and to look ahead, to develop forecasting

skills to shape their lives. This notion is based on the psychological

construct theory of Kelly who stressed that man has an active mind to

shape life by predicting and testing hypotheses of probable and pos-

sible futures.

A Model Program for Developing Curriculum for Leadership

A model program for Developing Curriculum for Leadership was

funded by the Turner Broadcasting System during the summer of

1985 and continued in 1986 and 1987 understates and private spon-

sorship. The CCIL planned, developed and field tested curriculum

for students gifted in leadership. The model focused on: 1) selected
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characteristics of students gifted in leadership, 2) selected strategies
which had proved effective with students gifted in leadership, 3)
selected teaching models, and 4) selected key concepts.

Gifted students possess unique characteristics and needs that
cause them to behavein certain predictable patterns of behaviors and
these patterns can becomeclues to ways teachers can plan to best
meet their educational needs. Manyteaching strategies become com-
plementary to the characteristics of the gifted and many do not. In
addition, the use of teaching models encouragesteachers to plan for
activities that include a variety of levels of thinking and behavior.
Models such as the Guilford, Bloom, Renzulli and Taylor enable
teachers to makea deliberate decision to develop learning experiences
for specific talents or levels of thinking.

The last component of the modelis that of key concepts. The use

of key concepts has been stressed by any number of educatorsin

gifted education including Kaplan (1974), Maker (1982), and Sisk

(1987), and an early proponent of key concepts was Bruner (1960).

Examples of key concepts include landasthe basis oflife, power, the

need for celebration and creative expression and countless other

broad themes or generic ideas.

The key concepts used in the summerleadership program in 1985,

1986 and 1987 are selected from the Portrait of America Series

(Turner Broadcasting System). The series focuses on each state and

territory in America through the words and deeds of its leaders,

stressing the notion of man’s interaction with the environment. The

format used in planning curriculum is illustrated by the following

lesson based on segment 1 of the Oklahomatape. The interest stimu-

lated by the tapes is expanded by using a variety of strategies and

selected models. The following lesson is based on the Renzulli

Enrichment Triad Model and focuses on the key concepts of values

interacting with lifestyles, and the family.

STATE: Oklahoma (Segment #1)

MODEL: Renzulli Enrichment Triad

SUBJECT: Social Studies

KEY CONCEPTS: Values Interacting with Lifestyle and the Family

RESOURCES: Videotape on Oklahoma, VCR and Television,

Newspapers

INSTRUCTIONAL OBJECTIVES: To have students focus on per-

sonal values.

To develop skills in making comparisons and value judgments.
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To participate in the investigation of real life situations.

IDENTIFIED LEADERSHIP NEEDS AND/OR CHARACTER-

ISTICS: |

Independent, self-directed, wide range of interests, sensitive,

critical

STRATEGIES ... PROCEDURAL LESSON PLAN ...

Self-Awareness Activity

Boundary Breakers:

(Enrichment I: Exploratory)

1. What trait do you most admire in an individual?

2. If you could live anywhere in this world, where would you

choose tolive?

3. What would youlike to be doing 15 years from now?

Tell students you are going to show them a videotape on Okla-

homa that focuses on lifestyles and the values of people who

have chosen a particular way of life. Ask them to consider

which lifestyle characteristics appeal to them.

Higherlevel

After viewing, discuss:

(Enrichment II: Thinking and feeling)

1. How doeshistory effect the traits of a group of people?

2. Do you think there are significant differences between the

Oklahomanand the New Yorker or Floridian? Why?

(Divergent thinking and organization)

3. Why do you supposethe narrator says the meat cleaver shape
of Oklahomais appropriate?

(Divergent thinking and organization)

4. Whatinfluences contribute to the character of an individual?

5. What do we mean when wesay a particular experience ‘‘builds

character?’”’

6. Is it possible that some people actually lack character? Why?

7. How did the ‘Dust Bowl’’ of the mid-thirties and the Depres-

sion affect the character of the Oklahoman?

Ask students to contribute to a (Cognition list of characteristics
that and memory describe the Hitch family.

(Cognition and memory and responding.)

Ask students to contribute to list of characteristics that

describe the Parsons family.
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Higher Level

In what waysare the Hitches and Parsonsalike? In what ways are

the Hitches and Parsons different?

(Convergent thinking and organization)

Have students write a paragraph comparing thelifestyles of the

Hitch and Parsons families. In their comparisons they should write

objectively with no value judgments aboutthelifestyles.

(Convergent production and organization)

FOLLOW UP ACTIVITY:

Nowthat you have learned to compare, you are ready to take the

next step and make value judgments. Begin by formulating a value

question.

Ex. If I wanted to choose a lifestyle that would provide the greatest

opportunityfor achieving happiness andsuccess, what characteristics

would thatlifestyle have? List yourcriteria for a happy and success-

ful lifestyle. Once you haveestablished yourcriteria, judge anylife-

style against that criteria.

(Divergent thinking and characterization)

Group Dynamics

In small groupsestablish 8 criteria for a happy andsuccessfullife.

(Divergent prodution and characterization)

Now, in 15 minutes, arrive at a group decision. Next, judge the

Hitch family and Parsons family lifestyles against this criteria. On

the basis of the criteria, choose the lifestyle that would afford the

greatest opportunity for happiness and success.

(Evaluation and characterization)

Share with the rest of the class your criteria for a happy and

successful lifestyle and your value judgment of the two families’

lifestyles.

EXTENDED OPTIONAL PROJECTS:

It is ten years from now and youclose youreyes and visualize you

are on your own.

(Enrichment III: Individual investigations of real problems)
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Futuristics, Visualization

1. Write a one to two page paper describing your lifestyle. In-

clude a description of yourlife’s work, your standard ofliving, what

you do for fun and relaxation, where you live, and yourplans for the

future.

Creative Problem Solving

2. Makeup a budget to show how you spend your money. Docu-

ment your expenditures with newspaperclippings. (You will have to

pretend inflation has been controlled, and goods and services cost the

same that they do today.) Include a menu for the week and a shop-

ping list along with the costs. You will use these figures to estimate a

monthly food bill. Display your clippings in some creative fashion.

EVALUATION PROCEDURES:

Comparisons are evaluated on the basis of format, content, and

use of conventional language and mechanics.

Discussions and small group activities are evaluated on the basis

of level of participation as observed by teacher.

Projects are evaluated on the basis of student’s involvement (Did

he/shereally get into the assignment?), creativity, attention to detail,

and use of conventional language and mechanics.

Fifty demonstration lessons were planned, developed and field

tested in 1985 with elementary, middle school and high school stu-

dents. These lessons and the theoretical framework for developing

them are available from Turner Broadcasting System underthetitle

Children of Promise: Developing Leadership, Turner Broadcasting

Systems, Atlanta, Georgia.

In lessons such as ‘‘Today’s Leaders’’ and ‘‘At Your Finger

Tips’’ the content of lessons deals with issues and concepts related to

the study of leadership. Once students become familiar with leader-

ship theory, they can be encouragedto seek other class opportunities

to apply their knowledge.

Today’s Leaders

Characteristics: Questioning attitude, Independent, Achievers

Strategies: Higher Level Thinking, Higher Level Questioning
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Model: Bloom’s Cognitive Taxonomy

Key Concept: Leadership and Community Structure
Level: Secondary

Content Area: Language Arts, Drama

Boundary Breaker: What do you do for ‘‘Mental Stretching?’’
Activity:

1. In examining someofthe leaders in oursociety today, can you

identify some of the pressures that surround them? (Knowledge)

Which ones do you feel are the strongest pressures? Are any of these

pressures ones which you have experienced?

2. What do you think is meantbythe following statement: (Com-

prehension) ‘‘Even at its worst, leadership—frequently demanding,

chaotic, frustrating, tiring, and unappreciated is never boring. For

most leaders this escape from boredomis the ultimate fix’’ (David

Campbell, 1985). Do you agree with this statement? (Evaluation)

3. What methods do you use to reducethestress of a demanding

and chaotic schedule? Which of these could you uselater in life when

stress begins to build up? (Application)

4. The following rules of thumb were given by financial expert

Richard Hughes during a college lecture on negotiating:

A. Do your research and be better informed than the peo-

ple with whom youare dealing.

B. Recognize that people have egos and give them accepta-

ble reasons for switching to your viewpoint.

C. Try to understand what is important to the other side by

roleplaying their point of view.

In what ways could you apply these rules to situations in your

life? (Application)

5. Use a copy of today’s newspaper and identify 5 examples of

people in leadership situations dealing with problems. Determine

whether their actions are successful in defusing the problem. (Analy-

Sis)

6. Examinethelist of leadership roles that have been identified

by Henry Mitzberg in his studies of Chief Executive Officers.

Interpersonal Roles: Leader, Liaiason, Figurehead

Informational Roles: Monitor, Disseminator, Spokesperson

Decision Roles: Entrepreneur, Resource Allocator, Disturbance

Handler, Negotiator
Circle the ones that you feel describe your current roles. Are any

of the roles more important than others? (Evaluation) Describea sit-
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uation in your own future that might require a combination of these

roles. (Analysis and Synthesis) Use your daily newspapertoidentify

examples of these roles.
7. Using the leaders identified from the newspaper, complete the

following chart relying on past clippings and mediapieces:

Name of Leader — Cause of Stress — Stress Relievers

Extenders:
Select a known methodofstress reduction that is new to you and

explore it in depth. Try using the method for a period of time and

report on the results to your classmates.

At Your Fingertips

Characteristics: Wide Variety of Interest, Questioning Attitude, De-

cision Making, Serious Minded

Strategies: Self Awareness, Higher Level Questioning

Model: Renzulli’s Enrichment Triad

Key Concept: Man’s Need for Managing Information

Level: Secondary

Content Area: Language Arts

Boundary Breaker: In whatfield do you predict you might become a

leader in the future?
Activity: Using yourlocal public library or university library, identify

the journals that you would probably be reading, the professional or-

ganizations which you would probably be joining, and the work-

shops that you would probably be attending in a career in your

future. (Level One) From yourinvestigation, share with yourclass-

mates the namesof the various journals and organizations, the bene-

fits and the costs, as well as some new information regarding your

field. (Level Two) As a class, design a brochurelisting the journals

described by your classmates to share with teachers, parents, and

professionals in order to start a collection of donated back issues.

Maintain a section of a class bulletin board for current developments

or items of interest that are described in the journals you are moni-

toring. Encourage your classmates to leave questions in an envelope

on the board with enoughtime to research the answers. (Level Three)

Extenders:

Students may want to find out if there are professional

meetings in the community that they can attend and share these

experiences with their classmates. (Level One)

Students can be given a typical budget of a beginning pro-
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fessional and asked to prioritize memberships and subscriptions

to fit that budget. (Level Two)

At this point some of the students may benefit from men-

torships and opportunities to work with leaders from various

fields. (Level Three)

Leadership Training for the Future Program

The Centre for Creativity, Innovation and Leadership (CCIL)

sponsors a two-week program for high school students from June 14-

June 26 and for middle school students July 13-July 24. Criteria for

eligibility include demonstrated leadership qualities by accomplish-

ment, letters of recommendation and essays, and whenever feasible

students can demonstrate interest in leadership developmentin a per-

sonal interview. This interview is not feasible when the students are

from out of state or from out of the country: howeverthe interview

may be conducted onsite by selected individuals.

The summer leadership program offers students opportunities to

develop and use leadership skills to examine problems and issues

resulting from technological growth. With recognized leaders from

the University of South Florida and the greater Tampa Bay com-

munity, the students develop skills in three major strands: 1) leader-

ship, 2) futures and 3) creative problem solving.

Specific suggestions that CCIL uses to enhance the effects of

leadership training are:

1. develop an atmosphere in which students feel free to discuss

and express themselves;

2. develop a sense of shared interests and problemsanda climate

of mutual respect and understanding amongstudents in which eachis

willing to help and be helped by the others;

3. adapt the training program to meet the needs andinterests of

all students in a particular group;

4. develop a problemsolving orientation toward difficulties of

leadership;

5. clarify the training goals, what students will accomplish

through seminars, discussion and practice;

6. understand internal forces for and against change, also under-

stand external forces for and against change; and
7. acquire and practice new skills which analysis of the leadership

situation shows are most needed.
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Students work andinteract with resident counselors and teachers

who havereceivedprior training in the Centre for Creativity, Innova-

tion and Leadership. Independent study and small group work are

encouraged andthe students are encouraged and the students receive

personal counseling to develop their leadership abilities. The residen-

tial nature of the program facilitates peer interaction and serves to

develop the individual student’s leadership.

Student goals that they work to improveinclude the following:

being liked and respected by other students;

being able to influence others to work toward goals;

being able to influence others to be leaders;

being able to take charge of a group;

being able to judge the ability of others;

being able to solve problems and help others improve;

being looked up to by others;

being worthy of jobs;

9. being able to sense what others want and help them accom-

plish it;

10. being enthusiastic and able to accomplish goals.

The CCIL leadership program is based on the rationale that lead-

ership in the future will require special skills appropriate to the tech-

nological trends and needs of society.

The Sisk model for curriculum developmentfor leadershipis used

and curriculum content is developed cooperatively by teachers /-

counselors/staff of the CCIL, and the students. Resource people

from the community provide assistance to the staff, conduct semi-

nars and serve as mentors to the students. Several instruments are

used to evaluate the program suchas the Scales for Rating Behavioral

Characteristics of Superior Students (the Leadership Characteristics

section) (Renzulli & Hartman, 1971) as a pre- and post-test measure,

along with the Sisk Leadership Scale. In addition, the Loye (1983)in-

ventory which examines students’ attitudes toward the future, is ad-

ministered as a pre- and post-test assessment to provide feedback on

individual and group growth.

The leadership program has been funded through a number of

souices, the State of Florida, the Turner Broadcasting System, and
the Edyth Bush Charitable Foundation. The cost per student is

$350.00 which includes housing and board on the campusof the Uni-

versity of South Florida where students live in suites, with four stu-

dents sharing two rooms and a bath. The program is limited to 45
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students for the two week period. Students who are interested can

write to Dorothy Sisk, Director of the Centre for Creativity, Innova-

tion and Leadership, HumanServices Building, Room 469, Univer-

sity of South Florida, Tampa, Florida, 33620 orcall (813) 974-3638

for more information.

Teachers whoare interested in participating in the summerleader-

ship training program can select amongthese courses offered during

the four-week period including Nature and Needs ofthe Gifted, Edu-

cational Strategies for the Gifted, and Guidance and Counseling of

the Gifted. Tuition is approximately $150.00 per course for the state

of Florida residents and $600 for out of state/country. Interested

teachers or counselors can also contact the CCIL.

The challenge for leadership developmentis here, the opportunity

and time for action is now. Advocates for education of the gifted

must step forward and become involved and committed in develop-

ing leadership in our students and in ourselves.
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The future is not up for debate.

The future is the result of the activities of 5 billion human beings

interacting with natural laws, and can bepredicted with a high degree

of accuracy.
Forecasters of the future practice an art form that uses scientific

principles for a brush andstatistics for paint. They are artists, be-

cause they look beyond the theorems and numbers for a deeper

understanding and a humaninterpretation of their findings.

The Predictability of Life

The greatest hindrance to improving forecasting abilities is the

overwhelming belief—even among people who call themselves

futurists —that ‘‘of course you can’t forecast the future, but .. .”’

This statement is so overused that most people haven’t noticed that

the ‘‘but’’ disqualifies the statement and makesit useless. In fact, we

can forecast the future. Life is based on a very complicated but
largely unconscious series of predictions that we take for granted.

For example, when we wake upin the morning, wetake for granted

that the floor will hold us up, that breakfast will sustain us till lunch.

If we could not makethese predictions, we could not survive.
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These predictions depend on the fact that life operates according

to natural laws. For example, a basic law of physics states that every

action will result in an equal and opposite reaction. This principle is

reflected in economics as the law of supply and demand. When most

of the public believes that the stock marketwill go up,it will react by

going down. Whenthe public panics andsells, the eager specialists

and short-sellers absorb all the dumped shares and the marketstarts

to rise again. Similarly, the oil shortage stimulates conservation of

oil, the search for and discovery of alternative sources of energy, and

increased exploration so that eventually a glut results. People usually

ignore the power of these basic laws.

Another basic law is that no two objects can occupy the same

space at the sametime. Similarly, no two events can occupy the same

momentin time. The stock market can go up or down or remain un-

changed, but it cannot do all three at once. The United States will

either come to terms of some kind with the Soviet Union, orit will

not. We cannot be both at peace and at war at the same time. All

futurists have to explore the possible alternatives to our future. This

is the theorizing stage. But those who report only the possible alter-

natives leave their task unfinished. They are only offering alternative

scenarios in the hope that one or anotherwill hit the mark. They can-

not forecast which of dozens will be accurate.

All education is basically the learning these laws of nature. We

may learn about actions and reactions through informallife experi-

ence or through a formal science, which studiesrelations in the physi-

cal world or in society that are constant enough to enable us to pre-

dict the result of a given situation each timeit is repeated. The role of

the futurist will be vastly simplified when the public begins to recog-

nize the operation of these laws.

Five Billion Conspiracies

Forecasting the futureis like analyzing the work of an extremely

complex, constantly running machine, madeof5 billion parts, each

of which thinks and feels separately. The future may also be imag-

ined as a great river composedof 5 billion molecules of water. Each

part or molecule has a mind of its own. Some mayact in unison for a

commongoal. Others may work against one another. Forecasters can

also think of the future as the creation of the world’s 5 billion inhabi-

tants —each of them planning ahead —miuinutes, hours, days, years.



Futurific: Your Antidote to Future Shock 271

Most of them plan to improve their own or their family’s lot inlife.

Many join cooperative ventures —social, economic, political, reli-

gious, or professional groups—and plan for the future of that ven-

ture and their future within it. The combined plans ofall these bil-

lions of individuals work to create the future.

Some people, who have opposing goals, cancel out one another’s

plans. Some never reach their goals, and others go far beyond what

they had hopedto achieve. So the future is not necessarily what each

of us wants it to be; rather our plans are affected by the plans of

others. Imagine everyone in the world playing at a huge tug-of-war.

A small flag indicates the middle point where the 5 billion ropes con-

verge. To forecast the future we have to track the flag as it moves

over the midpoint between the contestants, not the individuals tug-

ging in the ropes.

Forecasting the actions of an individual, while difficult, is pos-

sible. That is what social studiesis all about. But forecasting the ac-

tions of a group, or better yet, a mob or a societyis relatively easy.

As a rule of thumb,it is most important to realize that when a

substantial amount of money or powerchanges hands,it is the result

of carefully planned and executed action. Unplanned changes in the

possession of money or powerare the exception, not the rule.

Someplansfail to reach their objectives, and some maytakea cir-

cuitous route to achieve them, but they are plans nonetheless. A sta-

tistical study of the past without a consideration of the plans in the

works to solve problems or bring about a desired outcomeis not

enough to give us a correct forecast.

The Prophets of Our Era

Futurists are the prophets of our era. they have no other business

than to refine their methods of forecasting to bring into sharper

focus the view of life ahead.

The future is, and the role of the futurist is to identify what the

future will be, not what it should or should not be. Manipulating

findings to ‘‘predict’’ a certain outcome is fraudulent. Unfortu-

nately, few people will pay for a forecast that does not agree with

their own view or support their own plan. Most people hire fore-

casters to tell them what they wantto hear. If they are paid to fore-

cast an organization’s progress, they tend just to pacify their em-

ployer with statistical confirmation of his or her preconceived
notions.
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The only way to have a good,that is, an accurate, forecast is to

Start with a forecaster whois not financially, emotionally or legally

tied in with the results of the forecast. A true artist does not ask the

public whatit is willing to pay for, but completes a work to the best

of his or her ability, offers it to the public, and hopes for a buyer.

Similarly, a good forecaster does not usehis or her predictions to en-

sure his or her financial survival.

Forecasting on orderis as effective as digging for diamonds in a

New York City sidewalk. As in diamond mining, forecasters must

first find the propersite; the place where changeis imminent. Unless

forecasters look at places where the future is taking shape, they will

not find the interactions of people and events that lead to a correct

forecast. Next they haveto sift through and eliminate irrelevant facts

and unlikely scenarios. They must also eliminate from consideration

the activities of people who are not initiating change but reacting to

the actions of others. Also to be disregarded are minor events. Many

tragic spots around the world, as sad as they are to the people in-

volved, are not significant on a global scale. Only after we eliminate

all the false leads can we concentrate on the few genuineleads, likely

scenarios, and global events that will yield accurate predictions.

Forecasting is Big Business

Imagine driving down a road in a car with a blacked-out wind-

shield and only a rear-view mirror to give you a clue to where you are

going. That is what we have been doing, but we are beginningto real-

ize that this rear-mirror approach to forecasting is no longer ap-

plicable in a society that is speeding down pitted highways at

breakneck speeds. Governments, corporations, and individuals rec-

ognize the need for a correct view of the road ahead, correct not in

terms of right or wrong, but in terms of accuracy. Thusforecastingis

becoming big business.

Because so much forecasting depends on whatthe person hiring

the forecaster wants to hear, misinformation is also big business. In

somesituations, consultants simply ignore unwelcomefacts in order

to please an employer. Magazines, newspapers, radio, and television

are all involved in bringing forth ever more frequent news of the

world, but the most significant facts are often hidden under moun-

tains of information. Misinformation can also result from faulty
techniques and data. The controversial report of the Club of Rome
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on limits to economic growth misguided the world becauseit relied

on simplistic modeling and incorrect statistics.

Anotherreason for the prevalence of misinformationis that there

is so much moneyat stake. Unless people are ‘‘convinced’’ that the

stock marketwill rise, they will not buy, while others must be °‘con-

vinced’’ that the market will fall or they will not sell.

The most established method of forecasting is the Delphi method.

The Delphi methodis nothing but a survey of so-called experts in a

given field, who, with their combined opinions, supposedly give a

correct view of the road ahead. These experts, unfortunately, are

political beings, who, just like the general public, have been carefully

programmedbytheir political gurus and opinion makers to respond

to a given question by rote. Some ‘‘experts’’ will reject everything

that is endorsed by the Reagan administration, no matter how good.

Otherswill endorse every idea from that quarter, no matter how bad.

Some‘‘experts’’ are optimists, others are pessimists, and most allow

their feelings to color their view of the road ahead. Also, there are

those who are good at forecasting and those whoare not. Theresult

is that a Delphi study suffers from the samefaults as the average pub-

lic opinion survey. It reflects all the ingrained biases of the particular

industry with which the forecaster is allied, along with the general

biases and ‘‘accepted truths’’ of the times.
Evenif a forecast is accurate,if the forecast is too far afield from

the well prepared and generally accepted view of the public, it will

fall on deaf ears. No matter howrightit is, the message will not sink

in. The work of Herman Kahn, one of the most accurate futurists,

was buried in criticism. The engineer who saw disaster ahead for the

space shuttle was thoughtto be a troublemaker and was ignored. The

Ethiopians who forecast economic andsocial disaster following the

overthrow of Emperor Haile Selassie were drowned outor killed.

A Difficult Art

The futureis like a river, ever moving forward. Any forecast must

be ‘‘soft’’ because there is no static point. The past affects the future

but does not necessarily determineit, so the accurate forecaster can-
not simply look back at the past. Neither can heor she consider only

one dimension of a situation or be a specialist. A good forecaster

must be a generalist able to emphathize with all the participants.

There is, therefore, no more difficult art than forecasting.



274 Futurists, Tomorrow Minds, Artificial Hearts, and Other Life-Lengtheners

Consider for example, the future in relation to the Soviet Union.

To understand the behavior of the Soviets, it is not important to

study the shepherds on the steppes, butit is important to identify the

key players in the powerstructure. But that alone is not enough; the

forecaster has to observe people at the samelevel of powerin all the

nations whose behavioraffects or is affected by the Soviets. Also im-

portant is an understanding of world economic and banking rela-

tions. The Soviet glasnost openness came close on the heels of the

settlement with British banks regarding the czarist bonds. Thatisstill

not enough, for one must see internal economic forces at work and

also the population growthrates of the different peoples within and

outside the Soviet Union. Global changesin labor laws, sanitary con-

ditions, technology, transportation, and communication all must be

studied to obtain a clear idea of the direction the Soviets will take.

None of the present developments are accidental—they are pur-

poseful actions to change the world or reactions to change in the

world. Although the present contest between the two great experi-

ments—a market-driven economy and a centrally controlled

economy —is resulting in victory for the market economy, neither

one is pure and without an admixture of elements from the other,

and such impurities must be considered.

Moreover, forecasters should be awareofthe plansof key figures

and must learn to evaluate their own possible effect on discovered

plan, for a forecast can change the outcomeof a plan and thus make

the forecast invalid. Some forecasters purposely use this powerto in-

terfere with a plan and alter what they regard as an undesirable out-

come. Butif they use forecasting in this way, they are themselves par-

ticipants in the plan or counterplan, and thus cannot be unbiased
forecasters.

Statistics are important in understanding the future, of course,

but forecasting requires more detective work than uncovering

numbers. Thepieces of the puzzle are all mixed up in a large box of

Statistics. There is no picture of the finished puzzle to guide one and

often no colors to distinguish one piece from another. Thedifficulty

of the task is best understood whenwerealize that the puzzle is four-

dimensional. It was not meant to be assembled until the final mo-

ment when a plan is complete and can no longer beinterfered with.

Time adds the fourth dimension required to assemble the constant
flow of pieces into a coherentpicture.

Once the research is done and the pieces of the puzzle are as-

sembled, the picture appears. Surprises are eliminated, and the road
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ahead is clearly seen. The resolution of the puzzle eliminates future

shock, which is, after all, only the sudden appearance of the unex-

pected.

Looking Ahead

Leaders in the United States recognize that we are living in a

period of great change and must change our outlook accordingly.

Former Secretary of State Cyrus R. Vancestated that ‘‘Most Ameri-

cans now recognize that we alone cannotdictate events. This recogni-

tion is not a sign of America’s decline.It is a sign of growing Ameri-

can maturity in a complex world.’’ Zbigniew Brzezinski, President

Jimmy Carter’s assistant for national security, said that the ‘‘World

is experiencing a global political awakening without precedent andat

the same time undergoing a redistribution of economic andpolitical

power.’’ Developing nations of the Third World have been and are

being decontrolled and allowed to decide their own fate. They can

play with a full hand in the card game knownas the world market-

place.
Not since the founding of the United States have we seen such a

magnificent human engineering project as the creation of a political

and economic entity known as Europe, yet most people are not even

awareof it. This single development, whichis surely gaining momen-

tum, will have the most profound impact on the future peaceful coex-

istence of the world powers. The developmentof such a world power,

superseding the nations of Europe, with the cooperation of the other

great powers is unprecedented. Indeed, borders in many places are

disappearing and countries are reuniting. After years of political and

military strife, Vietnam is a unified country. North and South Korea

will also be reunited as well as East and West Germany,with the dif-

ference being that Germany will then exist as a part of a larger

Europe. Colonial boundaries in Africa are being adjusted to match

the interests of the present majority of inhabitants.

In addition to European nations, other large groups of nations

are forming economic units to pool their resources to allow them to

play a more important role in international trade. Canada, the
United States, and Mexico; the Southeast Asian countries; and even

Latin American, Middle Eastern and African nations are moving in

this direction. Most people, however, are so occupied with looking at

particular problems that they do not see the larger picture. They

notice localized wars, yet more people are living in peace with one
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another than ever before. Most Americanscry about health costs, yet

life expectancy has never been so high. They blame the government

for unemployment, yet never have so many people had jobs. They

worry about relatively small trade imbalances, while the overall

amount of trade expands at a phenomenalrate.

People basically see what they want to see, but that does not

change the reality of the future. Just as the tree falling in a forest

makes the air vibrate regardless of whether there is someone whose

ear perceives the vibration as noise, so the reality of the future exists

even if there is non one present to observeit.

A Forecast for Poland

Let us review why FUTURIFIC magazine was so successful in

forecasting the future of Poland, the fulcrum for East/West rela-

tions, while others were so far off the mark.

Winston Churchill once said that government’s role is deciding

how much ofthe future to allow. In Poland the governmentis cer-

tainly measuring out the future with a teaspoon, but changeis never-

theless taking place. When we reported on Poland’s future, we fo-

cused on the key people involved like Wojciech Jaruzelski, Yuri V.

Andropov, Ronald Reagan, Pope John Paul, and certain inter-

national bankers. Poland’s future hasfirst taken form in these men’s

minds.

Once the government decided how much ofthe futureto allow,

the public and the press did no morethanreact to that decision. The

improvement in Poland’s situation, beginning in 1981 occurred be-

cause Jaruzelski, with the aid of the bankers, the tolerance of Andro-

pov, and the support of Reagan and the Pope, instituted a new

liberalization that permitted more individual liberty. The press

gained morelatitude to debate internal issues, although its union was

disbanded. The legal system began to redress wrongs, although it has

a long way to go. A multiparty system began to develop. The Com-

munist Party lost members and status. Thousands of its members

were charged with corruption and dropped from positions of patron-

age.

In encouraging liberalization, Jaruzelski also made the Polish

economy moreefficient, better managed, andless corrupt. It was re-
built according to a market-driven model designed by the 148

member nations of the International Monetary Fund (IMF). Fac-
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tories that were a financial drain on the government were closed.

Many companies were granted the privilege of self-management. In

a denationalization program, individuals were encouraged to take

over ownership of money-losing enterprises from the government.

Three and a half million farmers now own 50 percent of the arable

land.

Thus the government gained the approval of the IMF, which

loaned Poland large sums of money ( in comparison with other East

Bloc nations).

Before the decade is out, Poland will show economic strength un-

dreamed of by most observers. Western banks rescheduled Poland’s

debt, under IMFsupervision, helping Poland compete again in the

international marketplace. Poland will eventually become a member

of the European Common Market and will gradually strengthen its

ties to an ever healthier world economy that is based on solid

economic foundations instead of political considerations.

Since revolutions and bloodshed usually do not occur when op-

pression is greatest but when controlis relaxed and dissent runs ram-

pant, Jaruzelski has been careful to keep these changes under con-

trol. He declared martial law in 1981 because experience in Hungary,

Czechoslovakia, and earlier in Poland showed that people used to the

classic Communist system’s cradle-to-grave care would noteasily ac-

cept the rigors of the market system, evenif it, in the long run, meant

greater freedom. The action of the government was well planned.

Troops were trained for crowd control and martial law announce-

ments were printed in advance in the Soviet Union. Thereis no evi-

dence that anyone was mistreated, although accidental clashes did

occur. No death sentences were imposed. Food shortages were re-

ported, but there were no complaints of hunger.

Martial law also discouraged a possible Soviet invasion. Although

Poland could not match a surprise Soviet attack, its mobilized forces

were a deterrent. The CIA reported that the Soviets would have

needed 40 divisions to suppress a fully mobilized Poland; only 27

were available.

FUTURIFIC magazine further realized the close connection be-

tween developments in Poland and those in the Soviet Union.
Andropov’s role in the liberalization process was to do nothing.

That is, to make sure that nothing happenedto upset the Polish test

case—which after all is his ‘‘dress rehearsal’? for the eventual

economic conversion of the Soviet Union, which Andropov wanted
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to achieve without bloodshed. By this time it was obvious that the

Russian Revolution was over and it was time to get downto the busi-

ness of life. Andropov knew this. He had seen it in Hungary. If the

Polish test was successful, possibly the Soviet Union could do the

same. That was andis the only hope for the Soviet Union, whose in-

ternal problems are so immensethat only a radical transformation

can saveit.

The Pope’s role, as a guest of the Polish governmentin 1983, was

to serve the needsof his host (i.e. to pacify the people). He was the

channel through which they poured outtheir last optimistic passion

before getting down to the work of rebuilding their economy.

President Reagan, in continuing to maintain economic sanctions

against Poland, helped it avoid continued expansion of its debt. He

also served as a scapegoat for Jaruzelski to blame for the closed fac-

tories. Cancelling LOT’s landing rights in New York saved money

for Poland by eliminating a money losing run for the airline. Not

allowing Polish boats to fish in U.S. waters made them fish closer to

home, thus saving costly fuel. In the meantime, the U.S. government

guaranteed payments of interest on the Polish debt.

In the light of these developments, the tension between East and

West over Poland seemed manufactured. When welookedat the dol-

lar value of trade between the Soviet Union and the United States,

the chart was very smooth; we could not see wherethe Polish ‘‘cri-

sis’’ started. Futurists realize that the battle is not between conflicting

political systems but between efficiency versus inefficiency.

In 1981 FUTURIFIC magazine declared: ‘‘Poland: A Dress Re-

hearsal for Russia’? —andthe times have provedit right.

A Futurist’s View

I am a futurist. As founder and editor of the 13-year-old, not-for-

profit monthly magazine called FUTURIFIC,I strive to see trends

and relationships in human affairs before other do. I focus on per-

ceiving life ahead, refining the methodology of forecasting, increas-

ing accuracy, and presenting my findings to interest people.

FUTURIFICis the only journal that presents the world not as we

would like it to be but the wayit will be. As muchaspossible,it pro-

vides an unbiased approach to examining people, places, things,
ideas, and motives as they werein the past and astheyare today.It

researches in depth and extrapolates from current knowledge for the

purpose of forecasting the future. Its scope is unlimited.
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As editors and writers we are realists. We know that forecasting

the future is possible through scientific methods and attention to

detail. We look at all sides of an issue—projecting, extending, and

expanding the results in order to furnish our readers with guidance.

Wenevergive conflicting reports, always striving to identify a clear

path. FUTURIFICis reporting from the frontiers of human develop-

ment, providing readers with a strong antidote to future shock. We

do not strive to change the world with our insights, but to provide a

tool for our readers to use as theysee fit. FUTURIFICis the founda-

tion for optimism.
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In Search ofExcellence broughtinstant success to authors Peters

and Watterman (1982). In the beginning of their book, they provided

a litany of unusual efforts on the part of average employees, of prod-

uct champions who believe so strongly in their ideas that they takeit

on themselves to damn the bureaucracy and maneuvertheir projects

through the organization and out to the customer. Theytell about

little teams of people going to extraordinary lengths to get results,

and of small competitive bands of ingenious people inventing new

products and new processes. They concludedthat quality and service

were the hallmarks of these top performing companies. Excellent

companies demand excellent performance from every employee. In-

tensity of effort is another attribute of the entire corporation as is

also their ability to manage ambiguity and paradox.

Many readers probably missed a critical feature of Peters and

Waterman’s workthey defined excellence as ‘‘continuously inno-

vative’’. Continuously creating new products and processes obvi-

ously distinguishes those who producefor thefuture from those who

produce for the present.
Organizations who constantly search for new ways to solve prob-

lems. who constantly come up with new products and new processes,
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are the ones that contribute most to progress in the world. Only when

a companyrelaxes and ‘‘coasts’’ on its good market position with a

once-fine-product will it end up selling off plants and equipment in

an effort to generate cash andstay alive. The list of companies that

sat still without improving their electromechanical products, but only

watched electronics come to the front, is both long and sad. In con-

trast, viable organizations are able to continually sustain the creative

efforts with which they started—andthis can be true of people, too.

Let me illustrate the problems. ‘‘On December 7th, 1941, an

enemy of the United States killed about 2800 humanbeings. Yester-

day in America, wekilled 4000 individuals! Today wewill kill 4000!

And, tomorrow, we will kill another 4000!’’ This statement was

made by Mr. Bradford Butler, retired Chairman of Proctor &

Gamble. This mass murder happens when children whoareill-

prepared for school get thrown into an environment unsuited to

whatever talents and skills they have working for them. Theyrebel

and end up ‘“‘on the street’’, eventually costing everyone huge

amounts of money.

At the same time, in another way, severe damage is probably

done to about 3.5 million people each year. This group represents the

numberof new hires each year whosetalents are not identified or are

not being developed—or whoare not given the opportunity to exer-

cise the talents that they already have available working for them.

They becomedisenchanted with a job and then separate from that

job either physically or psychologically. They look for a new job, or

becomediscontented at best. The loss to America is staggering from

such turnover or malfunctioning on the job. The turmoil in the world

today is compelling evidence that we need to capture and maximize

the talents of all our people, especially the young ones.

Most of the research conducted by our organization indicatesthat

a company can expect gains of about 25%in productivity from test

selected employees over and above non-test selected workers. John

Hunter (1983) showed that if all companies that were using the

GATBtests of the United States Employment Services (USES) had

used them properly, the savings for that total group of companiesat

that time would be over80 billion dollars. Think of it! Our national

debt could be erased in a couple of decadesorless just by proper se-

lection and developmentofpeople. This would be true not only if the

above group of companies but also many other organizations in our

nation, were using all of the up-to-date scientifically-best talent test-
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ing and talent teaching methods. (Editor’s note from Walter Talbot:

And the people so well selected-and-developed into functioning very

effectively would never let the nation get into debt again!)

It has been said that without imagination and creativity, a coun-

try cannot survive. Creativity is not for a chosen few, but could be

for all those who choose to try. Furthermore,since there are multiple

talent components in creativity, there must be a vast untappedtalent

pool available to us if we simply look for talents in that total talent

pool and then put them to good use.

The problem for business is simply that when wegoto look for

those huge resources, we cannot identify them from school records,

and sometimes not from work records. Recent graduates knowtheir

academic standing, and everyoneis aware of the importance of grade

point average whenstaying in the school system and wanting to pass

to the next higher grade. But academic talent is not creativity, nor

decision-making, nor any of the other seven talents in the multiple

talent totem poles. Academic talent has little to do with success in

later life, while creative talents and leadership talents and other

human relationship talents show a nice relationship to success in a

career. Unless business uses some special tests, they cannot syste-

matically tap these hidden resources. Without such talent informa-

tion, they have to trust to luck. That makes staffing chancey.

The real value of proper selection of job applicants has never

been fully appreciated. Our organization, Human Resources /nterna-

tional (HRI), has long offered selection testing to all of the 80 Pella

Windowdistributors in the U.S. Weserve only about 10 percent of

the total of such organizations and have helped select only slightly

more than 10 percent of all salesmen. But, in the group receiving

awards for excellence in sales effort, our selectees represent 83 per-

cent of the total.

An informal survey among a small group of companies in Ohio

showed that few if any are known to useselection tests of creative

ability. Some consulting organizations probably have something a

little bit like these tests available for their clients. But, obviously,

business is not capitalizing on opportunities available to them, for

there are many usefultests to help predict who could be continuously

innovative.
HRIhas alwaystested for creative talents as a part of our regular

screening and assessment processes. Summarizing what we find as

our ‘‘ideal’’ employee, regardless of the particular job or the organi-
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zation, yields a picture of someone quite like L.M. Terman’s descrip-

tion of the non-intellectual qualities of creative people—namely Ini-

tiative, enthusiasm, industry,reliability, better relations with school

mates, less anxiety, independence, non-conforming behavior, confi-

dence,etc.
At HRI, we have tests that can measure each one of these

qualities independently. We havebuilt tests that measure the creative

aptitudes of fluency of ideas as well as problem recognition ability.

Finally, in addition to the above, we measure intellectual curiosity

and leadership. We have found that the top managers whose com-

panies produce for the future have exactly these qualities—as do

their companies.
The University of Utah has developed over manyyears, selection

instrumentsthat identify reliably and with predictability, people who

have leadership skills, are creative, have artistic talents, and are high

academically. Problemsare introduced whenthese four are known to

be separate, and that success in one does not show anyreal pattern of

relationships to success in the other. With such selection techniques,

however, one can find multiple talented people who are good in more

than one area.
The problem in industry is to locate and employ people who have

the creative talents necessary and can contribute to the sustained

growth and life-lengthening of an employer’s organization. The

problem of a consultant providing management with human resource

services is the same—itis critical to be able to identify the talentedin-

dividualin the first place.
Business has no wayto lookat recent graduates andtell if they are

goodleaders, if they have creative talents, or if they have learned the

human relations talents so necessary in business. School grades in-

dicate only academic success—a small part of the selection problem.

In fact, the multiple talented students often feel bottled up in school,

and they may end up leaving early without having had the opportu-

nity to discover and showtheir talents.
The goal of most recent graduates is expressed as ‘‘to get a good

education and prepare oneself for the ‘real world’.’’ It is very appar-

ent that many of them sense that academic success does not assure

occupational success. Thus the need for schooling in leadership,

human relations, and other areas, such as continuously innovating

and creating new products and processes, is felt by many. Students

lose confidence when turned out of school without practical experi-
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ence and withlittle feelings of being able to function more fully and

effectively. They can pass knowledgetests, but they cannotget along

well with their peers. They know about contingency leadership, but

cannotplan a set of tasks that involves a group and a goal with a time
table.

Managers at IBM are being exposedto the leadership process by

watching the full length movie, Twelve O’Clock High. They must

analyze the leadership style of Gregory Peck andfive otherofficers.

Their analysis is compared with the consensus of military experts.

What could educators do along similar lines? Why should anyone

wait till recent graduates are out for 10 years before this kind of exer-

cise is a required learning?

Leadership has to be taught with a hands-on and brains-on ap-

proach. Let students interview other students and then make judg-

ments about the attributes of the interviewee. Have well developed

standardsas criteria against which to evaluate performance. Teach-
ing electricity to youngsters is promoted by a hands on approach,

using light bulbs, one cell batteries, and so on.

Managers, and everyone, in fact, have to be able to appreciate

whattalents an individual might possess. They then haveto be able to

utilize those talents to full advantage and thereby maximize the devel-

opmentand utilization of individual’s potentials.

The biggest problem for educators in today’s schoolwill be in try-

ing to teach students ‘‘non-conformity’’ as an attribute of creativity

that is non-intellectual. How do you teach non-conformity in a

system that runs on rules—on conformity? And teaching a student

how to be demandingand toughis anathema to mostprofessors. The

skilled manager in continuously innovative organizations has a real

sense for encouraging non-conformity without losing control, and

also knows just how demandinghe can be without causing unwanted

side effects, such as turnover among valued employees. It is the

teaching of new types of knowledge and methodsthat is strange for

educators.

Problemsstill remain. Cleveland area schools are discontinuing

‘‘pull out’’ programs for G/T students for lack of funding by the

state. A fine Cleveland suburb is just now beginning to address the

problem ofcreativity in its high school. And, so far as is known, only

a handful of businesses have evertried to identify gifted and talented
people using creativity tests. Teachers at my conference speech

volunteered that there seem to be few school systems organized to

discover students’ real talents and to nurture them.
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America is not capitalizing on what wereally could now achieve.

Other countries, I presume, are equally slow to utilize the latest state-

of-the-art approaches.

In summary,the challenge of wisely staffing a business organiza-

tion involves the measurement of multiple talents, the prediction of

success, and the placement of individuals into positions that enable

these multiple talents to be useful. Businesses can easily identify the

academically talented student, but cannot look to school records to

determine if the student has creative ability, leadership skills, or

humanrelations skills —all of which are different from academic ap-

titude, but all are essential in business.

Success is more a function of motivation and leadership than of

the ability to pass knowledgetests. Schools have to take a stronger

position in teaching these essential abilities, and in capitalizing on

creative imagination found in many students. All students are strong

in one or moretalents and our responsibility is to identify them and

to maximize the understanding and developmentof their potentials.

Businesses that are wanting to be ahead in producing for the future

should find, develop, andutilize these talented students fully by hav-

ing them help the businesses becomeincreasingly effective in continu-

ously innovating and creating new processes and new products.

Current planning for many school systems in the U. S. empha-

sizes math andsciencein an effort to regain lost groundto high tech-

nology productivity in other countries. Since creative scientific talent

could come from all segments of the academic spectrum, these

schools are overlooking a great talent pool. They move, regretably,

on a path whose manifest destiny, except in academics, is mediocrity.

Manyschools need to do almost a 180 degree turn andfocus on crea-

tivity, leadership, and other talents as well as academics. We have

systemsfor early identification of multiple talents as well as curricula

designed to maximize the development of these talents. There is a

compelling need to implement these available, up-to-date programs

now if we are to make the businesses and industries and their

workers, in our country as well as in other countries, become contin-

uously innovative and creative.
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Education for the future faces a dilemma: we are preparing stu-

dents for something that does not yet exist, yet if we do not get stu-

dents to contemplate the future asrealistically as possible, they will

see the future as something over which they have no control—a fear-

ful unknown.If our gifted and talented students are to contribute to

social and cultural evolution, a sense of their power to effect change
is crucial to our survival.

Experiencing Future Shock. According to Toffler (1970), a victim

of future shock has his senses continually bombarded,is subjected to

an overload of information, and is under constant pressure to make

decisions, which force him to operate beyondhis ability to adapt. He

is bewildered by constant change in the social, technological and

physical environment. A recent national survey of American

children’s visions of the future (sample of about 140,000 students of

all ages) showed that they are fearful about the future of both the
U.S.A. and the world (Johnson, 1987). Despite this, these students

were positive about their own personal futures—and about overcom-
ing cultural and racial barriers. In all these concernsis the notion that
the future is predetermined and weare merevictimshelpless to pre-
vent disaster—a ‘‘doomsday’’ view offate.
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Developing a Futures Perspective. In contrast, the view that we

are constantly creating the future, by the choices we makein the pres-

ent, frees the individual from being a victim of fate—weareinstru-

ments of change. Courses in futuristics have this as their aim:

‘‘Futuristics is the systematic study by basically rational or em-

pirical means of the possible alternative futures of human soci-

eties and the special problems and opportunities relating to

those futures’’ (Kaufman, 1976,p.232).

Components of a Futures Curriculum

1. Interdisciplinary Trend Analysis.

In the real world, problems do not comein discrete content areas

and with the constant growth of knowledge in an information envi-

ronment, the content-based curriculum becomes redundant. Content

should be centered around trends—observable regularities or pat-

terns that emergein the social and physical world through forecast-

ing. Trends can be grouped into three areas: technological (electron-

ics, communications, robotics, computerization); biological (genetic

engineering); and sociological (population, resources, relationships).

The essence is multidisciplinary and problem-centered (a method

used in the Purdue Three-Stage Enrichment Model (Feldhusen and

Kolloff,1978).

2. Skills of Forecasting the Future.

The manyskills that have been identified as relevant for forecast-

ing the future are currently in use in gifted education— in particular,

simulations and scenarios. The central objective of forecasting is to

understand change and develop ideas of alternative futures. Taylor’s

Multiple Talents Model includes forecasting, defined as ‘“To make a

variety of predictions about the possible causes and/or effects of

various phenomena’’. (See the last section on Forecasting Skills.)

3. Experience of Being a Creative Producer

If students are to develop a sense of power to effect change and

have an impact on the world, they need to investigate real problems.

They need to learn the specific methodologies used in the real world

and then put these into action in solving problemsfor real audiences.
in the Schoolwide Enrichment Model (Renaulli and Reis, 1986) stu-

dents can explore interdisciplinary trends (‘‘Type I activities’’); can

practice methodological and thinking skills, including forecasting

(‘‘Type II activities’’); and can complete independent investigations
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of real problemsinto creative productivity (‘‘Type III activities’’).

4. An Active Self— Master of Fate.

A perception that one is a victim of circumstances controlled by

external forces (grades, authorities, rewards, forces, fate) induces

futures shock. A perception that one is master of one’s fate, a pro-

ductive creator of changing circumstances, implies internal self-

control. The Integrated Education Model (Clark, 1986) is concerned

with developing an internal locus of control, that the human func-

tions of thinking, feeling, sensation and intuition are integrated in a

‘‘brain compatible curriculum’’. In a discussion of the ‘‘forecasting

brain’’, Loye, 1984, states:

‘“Which would be the best forecaster? Obviously the thinker.

However, the very best forecasting would not be done by any

‘‘nure’’ type. Rather, it would be done by an intuiting-

thinking-feeling-and sensing individual, or by a group contain-

ing the right mix of such kinds of minds.’’ (p. 67)

Types of Programmesin Action

Options for programming could include:

— Skill Training in techniques of forecasting, decision-making

(such as Talents Unlimited Programme).

— Mini-Courses in future studies (such as Milford Futurology).

— Integrating forecasting techniques into specific subject areas.

— Problem-Solving Programs such as the Future Problem-Solving

Programme which aims to develop teamwork, enlargement and

enrichment of images of the future and interdisciplinary think-

ing in an interscholastic international Bowl Torrance, 1979).

— Intensive Vacation Schools that include the components above,

(such as the ‘‘Futuristic School’’ below).

— Networks of Students negotiating future problems (such as the

‘‘Futurenex’’ programme below).

— Correspondence with clubs and societies concerning the future

(such as the World Future Society).

Complete Curriculum in Futuristics

1. The Futuristic School.

This is an intensive vacation school within the context of a com-

prehensive programme for gifted, talented and creative students

(from an option of over 60 enrichment, acceleration and skill-based
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courses offer annually by the Schmerenbeck Educational Center,

University of the Witwatergrand, South Africa). This programmein-

tegrates the scenario with problem-solving, trend analysis, creative

productivity and an environment conductive to an internal locus of

control and intuitive responses. To facilitate trend exploration, con-

tent covers 6 areas: technology; the physical environment; the natural

environment; the built environment; anatomy and the mind; andself

and society. The trends are explored in special sessions daily with

visits to research units (Nuclear Physics, Personnel Research, Medi-

cal Research, Electricity Supply Commission, etc.) Co-ordinators

assist with several daily problem-solving sessions allowing students to

develop skills, forecast possible futures, and generate ideas for crea-

tive products. Student products include inventions, reports, dramatic

presentations, video production —ways that the students communi-

cate their findings to the group. Students evaluate their own develop-

ment formatively in the context of the programme, and also their

own products. Qualitative evaluations (records and observations) of

the programme has shownits effectiveness in developing a futures

perspective. Further information is needed on the long-term impact

of such a programmeplusthe transfer of skills.

2. Forecasting Network of Students.

This programme, ‘‘Futurenex’’, is a network of students who

forecast possible futures. The Network Communications Centeris

located at the Schmerenbeck Educational Center. On a self-study

basis, students are trained in use of the forecasting skills while being

exposed to current trends about a range of topics relevant to possible

futures (Stage One). They then develop speculative questions which

are circulated within the network, and using a problem-solvingstrat-

egy, they complete activities generated by other students (Stage

Two). They are then paired with another student (contact either per-

sonally, telephonically, electronically or by mail) and negotiate

strategies for solving problems and develop their own investigations

(Stage Three) into creative products for real audiences (Stage Four).

At each stage activities are completed and feedback is given both to

the participant and the whole network. Researchis currently evaluat-

ing Futurenex.

Asstated in the orientation booklet, the aims of the programme

may be seen as objectives of all education for the future: ‘“The pur-
pose of Futurenex as a learning programmeisto:
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— set up a network of students for real problem-solving

— train you in thinking skills for forecasting the future

— get you to be positive about your own ideas and actions

— get you to useall the information sources around you

— make you independent and responsible for your own learning

— help you to judge your own progress

— teach you howto solve problemsin the real world

— help you to speculate about what futures are possible

— develop an image of the future that is enriched and accurate.’

(Eriksson, 1987,p.3)

Skills for Forecasting the Future

1. Trend Extrapolation.

On the basis of prior occurrence predictions of future changes are

made assuming variables will continue.

2. Systems Analysis.

This examines an entire system by gathering data to identify its com-

ponent parts; understand howit all functions; forecast possible oc-

currences due to changing circumstances. (Such as a transport

system; the circulatory system; waste disposal system.)

3. Simulations.

On the basis on information about how a model operates, simula-

tions allow the student to role-play being in the situation itself. Ex-

perimentation and exploration of ideas, alternative choices of action,

and consequences of such action can be experimented withoutreal

dangers. Elements of the real situation should be present so that

choices have relevance to the real world and skills carry over into real

actions. (Such as simulating the operation of a small coastalvillage

under the threat of urban development.)

4. Cross-Impact Matrix.
This takes any topic or problem and identifies the many forces
operating on it that must be considered. Havinglisted thesevertically
and repeated majorareas horizontally, thereby forming a matrix, the
interaction/impact of one force on anothercan be studied. (Such as
designing a house: rooms;services; functions; heating;light; interior
decor; access; etc.)

5. Future’s Wheel.

At the center on a large page is placed the trend or problem or
change (such as “‘increasing slums’’, ‘‘wasted resources’’, ‘‘disused
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transport’’, ‘‘health hazards’’, ‘‘crowding of the suburbs’’). Each of

these spokes can then form the center of another futures wheel with

further alternative consequences.

6. Decision Tree. A decision tree examines alternatives in the ex-

ploring of a problem in terms of yes/no responses. The tree contin-

ues to expand from each yes statement, pointing to further choices

resulting from previous ones.

e.g. Vacation? Yes: Away? Yes. Inland? No. Coastal? Yes.

Camping? No. Boat house? Yes.

7. Delphi Technique.

This is a technique of obtaining group opinion andthe consensus of

experts in a field on possible trends and consequences, without per-

sonalities influencing the outcomes.It is conducted anonymously in 4

‘*rounds’’ conducted through the mail by questionnaire:

a: What is expected to happen? List alternatives.

b: When will each alternative happen? Is this desirable?

c: Average responses of all participants are given, and where

respondents deviate from this, they are asked to clarify/ justify

their ideas.

d: Refinement where respondents were asked to evaluate dif-

fering opinions where a consensus has not been reached. Multi-

ple possibilities are identified.

This technique differs form an opinion poll in that ‘‘experts’’ are the

participants and the aim is to reach consensus aboutalternatives pos-

sible futures within a specified area of exploration.

8. Future Scenarios.

This involves students in writing a story, play or description of the

future at a projected momentin time, with the view to describing the

changesthat have already taken place to reach that time. The vision

of a possible future are clarified with consequences. (Such as ‘‘You

wake up from a daydream in the year 2020. You have been drifting

off during an important assignment at work. You begin to review

your own abilities, how you cameto be in this important position.

Describe your thoughts and the nature of your mission.’’)
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‘Previously, men studied the past to shed light on the present, I have

turned the time-mirror around, convinced that a coherent image of

the future can also shower us with valuable insights into today.”’

Alvin Toffler, Future Shock, 1970

We live the present within the context of our future image

(Plante, 1975) and inescapably, tomorrow’s world is being shaped by

today’s decisions (Whaley, 1984)—decisions that could either limit

or enlarge the resources and the possibilities for survival.

Axiomatically, our present-day society is ill-prepared for the

future. Its systems of education are unequal to the task of assisting

the young to cope successfully with the ever-increasing and changing

complex problems of the future. Michael (1968) asserts that this

stems from an educational system which has always reflected the

values of the past. He advocates that teachers discard their passive,

impartial, neutral roles and provide students with a plurality of view-

points. The major problem Glines (1980) adds has been that schools

have focused on efficiency; educators have not been educators but
have been schoolmen and schoolwomen. Learning must be equated

with the study of societal problems and possibilities (Theobald,
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1968). Going one step further, Fuller (1968) indicates in Utopia or

Oblivion that the way to survival is to take the responsibility for

one’s future. To leave the important decisions for others to makeis

tantamountto the choice for oblivion. Each person must become a

futurist, and must take part in creating a desired future for society

(Glines, 1980). The creation of the future is a possibility that requires

knowledge, imagination and perseverance (Theobald, 1948). Our in-

escapable task, therefore, is to radically change the means by which

people are being educated and whatthey are learning. Oneofthefirst

measures to take to accomplish this effectively is by gauging the pulse

of where our students are at in terms of their present visions of the

future.

This particular investigation was undertaken to determine the

views of the future by adolescents and to look into somefactors that

may influence them. Specifically, it is a comparative study of gifted

and nongifted male and female adolescents’ images of their own

future and their conception of the future of their country (Canada)

and the world to ascertain the extent to which theyare able to see the

relationships between their own lives and events in the rest of the

world. This could provide us some guidelines in terms of how we may

be able to assist young people perceive and deal with the present to

shape a better and more preferable future.

METHOD

Subjects (N = 1339) consist of 666 gifted (males = 335; females

= 331) and 673 nongifted (males = 317; females = 356) adolescents

whoare attending grades9 to 12 in nine different secondary schools.

Gifted I (N = 225) attends a special urban school for the academi-

cally gifted (selected on the basis of academic achievementand verbal

and mathematical skills reflected in their special entrance examina-

tion and personal interview); Gifted II (N = 4ll) attends three urban

secondary schools that offer special classes for the gifted (selected on

the basis of intellectual achievement, creativity and task commit-

ment); Nongifted I (N = 432) attends two urban secondaryschools;

and Nongifted II (N = 241) attends three nonurban secondary

schools. They filled out anonymously Johnson and Wagschal’s 47-

item questionnaire, The Future, (1986) which was modifiedslightly to

fit the Canadian scene (e.g. President was changed to Prime Minis-

ter; state was changed to province; and the like). The survey was
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divided into three categories of questions: the students’ own future in

Canada, the future of Canada, and the future of the world. The

future was defined: ‘‘when youare as old as your parents are now.”’

Item responses were tabulated, translated into percentages and

sometimesinto ranks as well, and presented in tables to compare sub-

jects by grades and sex within each group betweenthegifted and non-

gifted groups. The two kinds of special schools for the gifted were

initially compared to determine the particular impact of the course

on thinking that the special school provides to its students; the two

groups of nongifted students were compared to determine the pos-

sible influence of urban versus nonurbanliving on their visions of the
future. Preliminary data analysis showed no particular consistent

and/or substantial differences across grade levels and between

subgroups within each group. For this reason, data were con-

solidated into two groups (gifted and nongifted) of males and

females for more convenient comparative analysis.

FINDINGS AND DISCUSSION

What emerges quite clearly in this investigation is the overwhelm-

ing similarity of the future visions of gifted and nongifted adolescents

regardless of sex. As a whole, the subjects expect to live in paradise

amidst hell. While they envision a very bright future for themselves,

inversely, they view a dark scenario unfolding for their country and

the rest of the world, with the exception of some evidence on chang-

ing sex roles; better race relations; cure for cancer; commonality of

replacement of human organs; and ease of international travel. The

vast discrepancy between subjects’ images of their personal futures

and their conception of the larger society within which they will live

out their individual futures is a shocking finding but not an entirely

surprising one. Wagschal and Johnson (1986) consistently found in

years of study that there is no relationship between these two views of

the future of students of different ages (from elementary to post-

secondary schools). Students’ future views, in their studies, range

from the most pessimistic projections of environmental degradation

to the most technologically optimistic fantasies of a computerized

utopia. However, when it comes to their personal futures, their ex-

pectations tend to be generally conservative and optimistic, bearing

no relationship to the larger futures they have predicted. Contrary to

expectation,in this investigation the gifted follow a similar pattern of
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predictions as the nongifted; the difference noted on someitemsis

merely in degree not in direction.

The youths’ expectations and preferences of things to happen in

the future in Canada and in the world appear very sensible and

realistic (quite close to those shared bythegifted in the 1983 interna-

tional study conducted by Torrance) — a far cry from their expecta-

tions for their own personal futures which look fantasy-filled and un-

reasonable vis a vis their predictions on the larger society. On the

other hand, they appeared unable to see the relationship between the

impact of their own decisions on their personal lives and the impact

of the decisions of governmentleaders and otherson larger issues. A

striking majority predicts that their own choices will be most impor-

tant in deciding their own future lives, while at the same time a sub-

stantial proportion feel that choices made by others, particularly

governmentleaders, will be most important in deciding what Canada

and the world will be like in the future. Evidently, the subjects sepa-

rate events, issues, and problems on a globallevel from their personal

futures implying that their personal world is impenetrable and in-

vulnerable to the events surrounding it. This lack of sense of inter-

relatedness of large-scale events and one’s ownpersonallife may be

attributed moreto affective rather than cognitive dysfunction consid-

ering that the young children and the adults in Wagschal and

Johnson’s studies as well as the gifted and the nongifted adolescents

in this study tend to respondin similar manner. Further, the thinking

course taken by one groupofgifted did not seem to show anysignifi-

cant impact on their responses in comparison with the other gifted

group that had not undergone the sameenriched experience.
It appears logical to conclude that the failure to see the relation-

ships between world and personal events is not so much because they
can’t as much as because they won’t (unconsciously). It is muchless
anxiety-arousing to make gloomy predictions about others than >
about oneself as Wagschal and Johnson had also emphasized. To be
able to carry on the normalactivities in life, it seems necessary to don
the robe of omnipotence —a feeling of indestructibility, an immunity
or invulnerability to catastrophes—an in-built mental health mecha-
nism to keep people venturing and daring. This may be associated
with a kind of egocentrism in which the person believes
himself/herself to be the centre of the universe—thespecial person
who could defy injuries, illness, aging and even death. Wesee the dy-
namics of such psychological phenomenonin full force during child-
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hood and adolescence and somewhat even during adulthood. We

also note its operation among physicians who unconsciously believe

their immunity to disease: the belief that it can’t happen to them, the

omnipotent healer. Sometimes the denial is carried on right in the

face of contrary reality. This defense mechanism is usually toned

down as we comecloser to mortality in muchlater age.

The crucial question is: How can weprovide youths with ways

and meansof coping constructively and productively with the present

and the future within a wide range of possibilities? A natural and log-

ical implication for educationis the inclusion and/or the integration

of future studies in the school curriculum.

It is strongly advocated here that such futures studies should con-

sider far more seriously than was afforded in the past the develop-

ment of the affective domain.

Considering that a person’s educational andsocial developmentis

heavily contingent upon his/her ‘‘fugure-focused role-image’’ (S-

inger, 1974), it is vital that such projected image of oneself into the

future be perceived positively and clearly. Whatever, however, and

whenever we embark on future studies with children, youth and

adults it may be fruitful to consider what Tan-Willman (1977) had

proposed as a holistic and humanistic model in education which

touches upon the development of what she calls the Four C’s in

Education—Consciousness, Competencies, Confidence and Con-

science. Such balanced approach should enhancea realistic and opti-

mistic outlook just as it should contribute to more effective means of

meeting the future. Positive images of the future are powerful and

magnetic, driving us on and energizing to give us the necessary

courage andwill to take importantinitiatives (Torrance et. al, 1987)

and motivating us toward realizing those expectations.

The assumption that the understanding of what may occur, when,

and with whatforce andeffects will influence positively the decisions

and events of today is a very optimistic one and is probably tenable.

There is a paucity of research, however, to support that future stu-

dies result in better decision-making and a brighter future. There are

hardly studies to substantiate this contention that the investigators

are aware of and neither ones to support that as a result of future

studies improvein their ability to see the interrelationships of things

just as the coursein thinking that one groupof gifted adolescents was

exposed to did not yield significant difference between the two

groups of gifted subjects in this study. Needless to say, research is
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much needed to demonstrate the effects of the study of the future.It

should prove very interesting, furthermore, to determine how other

cultures compare with North American findings, and to explore the

factors that influence different cultures’ images of the future.
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Since 1984, Gifted Education Resources of the University of Col-

orado at Colorado Springs, Colorado (USA), and the Colorado

Springs newspaper, the Gazette-Telegraph, have co-sponsored a Sce-

nario Writing Project with the aim of helping build young people’s

awareness of and confidence in our collective potential to build a

better future. Through education and business cooperation, young

people are asked to expandtheir creative potential through imagin-

ing, dreaming, and writing about the future. The Scenario Writing

Project has several goals:

1) To promote positive images of the future among youth

2) To expand and develop the innate creativity young people pos-

SESS

3) To improve the writing and thinking skills of youth

4) To provide youth with a significant adult audience with which

to share their views of the future

A scenario is a tool utilized by futurists to describe possible

futures. Scenarios afford glimpses of possible tomorrows. Theinitial

aim of the Scenario Writing Project was to help young people begin
to think about, examine, and express their views of the future. The

first theme was ‘‘Images of the Pikes Peak Region: 2001.’’ The
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theme and contest rules were widely advertised in the newspaper

throughout the fall months and by special packets of information

sent to schools.

More than 200 young people entered the first Scenario Writing

Project in 1984. The four first-place winning scenarios wereprinted,

each in its entirety, on the front page of one of the sections of the

newspaper. The essays were generally excellent as measured by such

criteria as imagination, creativity, and composition. Students defi-

nitely were considering the future. The images projected, however,

were overwhelmingly negative. Students described nightmarish

images of future landscapes dominated by pollution-choked skies.

Totalitarian rulers governed people whose very thoughts were con-

trolled. In some writings, only nuclear wastelands remained of what

had once been beautiful terrain. These were certainly not the kinds of

images which foster healthy thinking about the expansion of creative

potential! Indeed, such thinking may well be creative crippling.

People preoccupied with gloom and doom are not in position to first

note, and then seize opportunities for creative problem solving and

hopeful innovation.

In the second year, the issue of positivism relative to the future

needed a special push; thus the theme forthe secondyearof the proj-

ect became ‘‘Welcome To The Future: It Is Going To Be A Great

Place To Be.’’ The numberof entrants more than doubled in the sec-

ond year to 500, and a new event was purposefully added. The top

100 entries were identified and all of the 100 young writers were in-

vited to a special Honors Convocation to hear a special message of

hope for the future given by NASA Astronaut Lacy Veach. The addi-

tion of the Honors Convocation has served at least two functions.

First, it provides a vehicle which allows for more students to be truly

honored as part of the Scenario Writing Project. Secondly, it brings

together bright, talented young people with a significant adult who

provides youth with a positive, upbeat, hopeful message about the

future. The Honors convocation celebrates the future by accentuat-
ing the positive.

The third year’s topic attempted to give students a strong sense of

ownership in the future by emphasizing their inventive contributions.
The theme was ‘‘Invention: The Heartbeat of Tomorrow.’’ The

numberof students entering the project doubled to more than 1,000

entrants, grades K through 12. Sophisticated, creative, and mature

thinking was required as students had to first imagine inventions
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which would improve the world of the future, and then describe how

the world would be impacted positively by their inventions. Students

did not limit themselves to technological inventions. Some ‘‘in-

vented’’ new waystosettle international disputes or wrote about new

medical procedures and innovations in education. Many included

schematics with their essays, and a few even submitted photographs

of prototypes of inventions they had built. A display of the drawings

and prototypes was included at a special reception following the

Honors Convocation. the Honors Convocation speaker wasa local

scientist-inventor-magician-educator whotalked about the magic and

wonderin science and invention.

In celebration of the Bicentennial of the Constitution of the

United States of America, the theme of the fourth Scenario Writing

Project will be ‘1988-2088: America’s Third Century of Dreams,

Hopes, and Freedom.”’ It has been useful to change the theme each

year. The first theme sufficed to start youth thinking about the

future, in general. The second theme accentuated the positive prom-

ise the future holds for developing humanpotential. The third helped

young people focus on specific and deliberate uses of their own crea-

tivity to expand the goodness and benefits of our collective futures,

and the fourth theme asks students to build upon their heritage in

creating better tomorrows. Each theme appears to create an interest

and excitement in an entirely new segment of the student population

than previous themes. New opportunities for locating and expanding

student potential occur each year.

Several benefits have accrued in the communityas a result of the

Scenario Writing Project. The project is an opportunity for educa-

tion and business to work together in a cooperative venture support-

ing talented youth. Because the newspaperhasa circulation of more

than 100,000 and provides front-page coverage of the winning sce-

narios and the Honors Convocation, the amountof free publicity for

gifted and talented education is staggering. Further, the newspaper

runs the nearly full-page advertisement announcingthe contest on as

many as thirty separate days during the fall monthsleading upto the

contest deadline. Education simply cannot buy the kind of public re-

lations benefit the Scenario Writing Project annually creates. Each

year citizens not directly connected with education share positive

commentsrelative to their amazement at both the talent and visions

of the young people whose scenarios are prominently displayed in the

newspaper. Resource teachers for the gifted as well as regular class-
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room teachers have begun to makethe Scenario Writing Project both

an optional long-term assignment and a teaching tool. Science, social

studies, and English teachers have joined forces to teach special

multi-disciplinary, future-focused units based on Scenario Project

themesutilizing both print resources and local experts on a variety of

futures-oriented technologies and issues.
The project promotes healthy images of the future among our

youth. Witness some of the comments from participants:

The project helped me think of the problems we have that can

be solved.

I believe the scenario project allows young people to evaluate

the future and better plan for their later lives.

Using a theme concerning the future makes us use our imagina-

tions more.

I liked the project because it taught me I can do thingsif I try.

You have a whole city of kids thinking hard about the future rather

than watching TV, and that’s an accomplishment! Of course, the big-

gest payoff of the Scenario Writing Project is that young people are

using time to constructively find ways to expand their own creative

potential in order to build a better world for tomorrow.It has been

said that what one person can imagine and envision, another can

build. If we help youth first dream about and imagine better tomor-

rows, we havetakenthefirst huge step toward unleashing the poten-

tial which will make such promises become our futurerealities.
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Using Computer Approaches
in Searching for Hidden Talent Assets

in Brain Damaged Persons

 

Antonio M.Battro

Centro de Compartacion Clinica

Buenos Aires, Argentina

The use of computers as ‘‘informational prosthesis’’ provides a

new approach for the search and education of hidden talents in the

case of disabled people. In our Clinical Computing Center of Buenos

Aires we have gathered some experience concerning different waysto

detect and improve the potential of a damaged brain.

Cerebral palsy is a good example. Weintroduce the patient and

his family to a new culture, the computer culture. This approach can

change a whole life, because many important functions that were im-

possible before, like writing, drawing, communicating, program-

ming, can be available after a training period. Westress the need to

start this computer education asearly as possible, but even with some

cerebral palsy adults we obtained goodresults.

We don’t know what kind of changes might this technique intro-

duce in the neuronal processes of the damaged brain. Perhapsin the

near future, some new technology will identify these neuronal

changes. But, as a matter of fact, we already detect several significant

behavioral changes. To begin with,thereis a striking improvementin

the motor control of the hand on the keyboard. High motivation and
good results are essential to this new kind of ‘‘computer rehabilita-

tion.’’ Also the span of attention improves many times, the emo-
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tional attitude towards the error changes, there is no fear in the pro-

cess of program-debugging or in the use of the word processor. Most

impressive is the acquisition of new abilities in the domainofthearts,

drawing, painting, and music. For the deaf and the voice impaired

the use of computer communications via modem opensnewpossibili-

ties for education and work. One of the cerebral palsy adults has

written a book, a novel, with the help of a computer. Anotheruses a

word processorin his new job, a young manis nowpracticing with

his computer at homein orderto finish his secondary studies. All of

them are discovering hidden, and perhaps unknown,talents that

were inhibited by severe motor and language impairments. The com-

puter is the required instrument to bridge the gap.
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Improved Artificial Hearts
For People Through Creative Research

 

Don B. Olsen, Director

Institute for Biomedical Engineering

University of Utah, Salt Lake City, Utah U.S.A.

The Institute for Biomedical Engineering (IBE) was underthe di-

rection of Dr. Willem J. Kolff from 1967 to early 1986. Dr. Kolff

founded and pioneeredthefirst artificial kidney capable of preserv-

ing the life of patients without kidneys. He applied the sameinsights

and tenacity towards the development of blood pumpsthat would be

adequate to replace the natural hearts of animals and that would

eventually be adaptable to man. The term transplant, by convention,

implies the replacement of a non-functioning organ by anotherbio-

logic organ from a donor. Jmplantation implies the surgical place-

ment of a man-madedevice designed to supplementor replace a mal-

functioning organ.

Experimental animals always played a very important role in Dr.

Kolff’s research. In 1967 and 1968, Dr. Clifford Kwan-Gett at-

tempted to keep sheep alive after their natural hearts were removed

and artificial hearts were attached and implanted into their chests.

All of these animals died soon after surgery. Dr. Don B. Olsen, a

veterinarian, was employed as a consultant to the Artificial Heart

Program in an effort to get surviving animals. Indeed, he found that
calves were a far superior experimental animal, and soon calves with

artificial hearts were living for a significant time after surgery in Dr.

Kolff’s laboratory.
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Dr. Olsen joined Dr. Kolff in 1972, and in 1973, wasthe first sur-

geon on the Total Artificial Heart (TAH) Implantation Team. These

devices were pneumatically powered, requiring air tubes exiting the

animal and connectedto large external driving consoles. One calf had

lived only seven days to this point, and in early 1973, a calf was kept

alive 13 days. That same year, the World War II Army barracks

buildings, used for research on the University of Utah campus,

burned down. The Artificial Heart Research Laboratory was moved

to the recently vacated old St. Marks Hospital, located off of the

University of Utah campus.

In 1974 a calf was sustained for 94 days, implanted with

pneumatically poweredartificial heart, a world record that remained

until 1976. Surgical techniques were developed and standardized,

permitting a large amount of very solid scientific information to be

gathered and allowing the device itself, rather than the successes of

the surgery, to be critically evaluated.

One innovative surgical technique preserved the natural aortic

valve and pulmonaryartery valve in situ, after excising the natural

heart and suturing in and implanting theartificial heart. The first calf

in this series lived four months. With the new, improved and stand-

ardized operative procedures, experiments could be designedtocriti-

cally evaluate materials based upon their nonthrombogenicsurfaces,

as well as design and performance characteristics. This successful

standardization introduced the concept of science into what waspre-

viously conceived of as a gadgeteering exercise. The vast amountof

information obtained from these animal experiments permitted the

engineers to gain knowledge of how to fabricate polyurethane

materials and design a superiorartificial heart.

Healthy calves supported on a TAH werestudied after the admin-

istration of a wide variety of cardiovascular agents, where this model

permitted separation of the cardiac agents from the vascular effects

of these drugs. The IBE demonstrated that the administration of

digitalis resulted in a 5% to 10% increase in cardiac output, although

to that time, many believed that digitalis effected only the myocar-

dium of the natural heart. The IBE also demonstrated that there were

improved hemodynamics based upon the action of digitalis on the

blood vessels themselves while using a calf implanted with a TAH.

Studies were conducted on the TAHrecipient’s (calf) response to

exercise. The IBE demonstrated that a calf on the pneumatically

powered TAH,with a fixed heart rate, would have anincreased car-

diac output while exercising on the treadmill. The increased output
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was achieved by an increased stroke volume, and resulted in as high
as a 15% to 25% increase in cardiac output. It was apparent that nu-
merous types of experiments could now be conducted on the very
healthy andstable artificial-heart-supportedcalf.

In 1969 Dr. Denton Cooley put a pneumatically poweredartificial
heart in a patient (Mr. Karp), who lived 69 hours on the TAH while a
suitable natural heart for cardiac transplantation was located. Unfor-
tunately, the patient died of lung infection 9 days post cardiac
transplantation.

This pointed to one possible use of an implanted, pneumatically
poweredartificial heart used as a temporary bridge, wherelarge air
tubes were required exiting the body and attached to the external
heart driver. The patient would be supported by the implanted TAH
while a suitable donor heart could be located for the subsequentcar-
diac transplant surgery. It was believed that the first group ofpa-
tients to receive the pneumatically poweredartificial heart might
have the TAH used as a temporary emergency implantation while
awaiting heart transplantation.

The IBE did a series of experiments on twin calvesat the Artificial
Heart Research Laboratory wherein onecalf in a pair of twins would
receive an artificial heart, later the artificial heart would be removed
and the heart from the other twin transplanted into the originalcalf.

One such experiment was conducted using a male calf (Charley) and

his dizygote twin female calf (Diane). An artificial heart was placed

in Charley while saving the natural outflow valves, and he was main-

tained for 74 days with the TAH implanted. Duringthis time Charley

exercised on the treadmill, and all blood chemistries, hemodynamics,
etc. were compared with the normal experimental variations foundin

similar samplings from his twin sister, Diane.

After 74 days, when Charley weighed 225 pounds, the artificial

heart was removed and Diane’s heart was transplanted into Charley.

Charley grew normally, becoming too large for the facilities of the

Artificial Heart Research Laboratory. Being a registered Holstein

bull, he was placed in a commercial dairy herd as the herdsire. Three

years and three monthsafter transplantation of Diane’s heart into

Charley’s chest, he was butchered for beef. His weight had increased
from 225 pounds at transplantation to 1,875 pounds. His
transplanted heart, even without nerves, had grownin perfect con-
cert with his body growth. More important, Charley sired 55 calves.
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Charley required no anti-rejection therapy, since he was a dizy-

gotic, chimeric twin, whosetissues are a perfect match. This experi-

ment clearly demonstrated that natural hearts could be transplanted

into infants. Also, that the transplanted heart would respondtocir-

culating growth hormones from the pituitary gland, to grow in per-

fect harmony with somatic or body growth. Also demonstrated was

that the pneumatic TAH was appropriate when used as a temporary

emergency bridge to cardiac transplantation.

Dr. Denton Cooley did his secondartificial heart implantation in

a patient in Houston Texas in 1981, as we at the University of Utah

were gearing up to put theartificial heart in the human.Theinitialre-

quest to the /nstitutional Review Board (IRB) wasto usetheartificial

heart as a bridge. However, Dr. DeVries and the University of Utah

Artificial Heart Team were denied this possibility by the IRB and the

Food and Drug Administration (FDA), and were informedthat only

patients without the possibility of natural heart transplantation could

be utilized for a series of seven permanently implantedartificial heart

recipients.

With full approval of the IRB and FDA,the artificial heart was

permanently implanted in Dr. Barney Clark in December, 1982 at the

University of Utah. This landmark surgery was performed by an im-

plantation team with years of training and experience implanting the

TAHin calves. The team consisted of Dr. William DeVries, Dr. Lyle

Joyce, and Dr. Don B. Olsen. Subsequently, three more patients

received the artificial heart on a permanentbasis in the Humana Hos-

pital in Louisville, Kentucky, one living 630 days. A fifth patient, a

man in Sweden, received a permanent implantation.

The Artificial Heart Research Laboratory of the IBE at the Uni-

versity of Utah then became the center for training clinical teams

from throughout the world in the skills needed to implant and moni-

tor the artificial-heart-recipient patients. The first successful bridge

to transplantation in humans was done in August 29, 1985 by Dr.

Jack Copeland at the University of Arizona at Tucson. Mr. Drum-

mond, the patient, was maintained on a TAH for nine days andis

alive and manages a grocery store in Arizona at present.

To date, there have been approximately 165 humansreceiving ar-

tificial hearts throughout the world. Surgeries were performedin the

following countries: United States of America, Canada, England,

Sweden, West Germany, France, Spain, Austria, Turkey,
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Czechoslovakia, and the Soviet Union. A total of ten different

pneumatically powered devices have been used as a TAH. The JAR-

VIK heart, developed at the University of Utah and sold by Symbion,

Inc., was used in 131 of those patients. This Symbion heart was used

in 125 patients bridging to transplantation. Of these, 88 were actually

transplanted (37 died while on the device), and 66% lived longer than

30 days and were released from the hospital.

The pneumatically powered artificial heart continues to receive

wide acceptance in the treatment of end-stage cardiac disease. At the

present time, we researchers are moving into PhaseII of the Artificial

Heart Development Program, which includes an_ electrically

powered, 7Jotally Jmplanted Artificial Heart (TIAH) sufficient to

sustain life for up to five years. The TIAH will have an internal bat-

tery system and telemetry capabilities to transfer power and informa-

tion into and out of the body without wires or tubes. This power

transmission and diagnostic and control information crosses the in-

tact skin, similar to an automatic garage doorcontrol.

There are four funded programsin the United States developing

similar devices, including Pennsylvania State University at Hershey,

Abiomed Corporation in Boston with the Texas Heart Institute as a

subcontractor, the Cleveland Clinic foundation with Nimbus Corpo-

ration as the industrial partner, and also the University of Utah.

These four contracts cover a 69 month period of time and amountto

a little over $22 million. The goal of the program is to have a device

for clinical readiness and testing at the end of the contracted period.

This TIAH developmentpresents a large challenge to the researchers

and the Institute for Biomedical Engineering approachesthis chal-

lenge with a high level of optimism.

The research animal has in the past, and will in the future, con-

tinue to play a paramountrole in the development of blood pumps,

both for ventricular assist devices and as total implanted artificial

hearts. There is no other way to adequately evaluate the ultimate per-

formance of blood pumpsexceptin thereal-life situation.

The Cardiology Advisory Council to the National Heart, Blood

and Lung Institute has estimated that 35,000 people in the United

States who suffer from cardiomyopathy could be saved every year by

heart replacement. At maximum, only 5,000 natural-heart donors

would be made available for this patient population. Last year
(1987), only 1,470 donor hearts were harvested for cardiac transplan-

tation. There is no hope for the remaining numberofpatients withir-

reversible cardiomyopathy except the TIAH.
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The American Heart Association estimates that 530,000 Ameri-

cans will have a heart attack this year. Of those patients, 260,000 will

die in the hospital. The balancewill either recoveror die in transit to

the hospital. Now,it is not conceivable that all 260,000 Americansin

oneyear are ideal candidates for the TIAH. However, manyof these

patients are in their young, productive years, only in their fifties or

even forties. When these patients have excellent health and normal

functioning organ systems without other limiting diseases, it is pos-

sible that the availability of a TIAH on shelvesin the surgery room of

hospitals across the United States alone could be used to save and ex-

tend the lives of some of these hundreds of thousands of patients

every year. It is conceivable that the recipient of the mechanical

TIAH,like many of the recipients of the natural transplanted heart,

will return to the work force and their families, extending their pro-

ductive role in society while contributing to a significant extension of

mankind’s life span.



ARTICLE 45
 

The Artificial Heart and
Dr. Barney Clark: In Retrospect,

Including an Increase-in-Wellness Chart

 

Larry Hastings

Dartmouth University Medical School

Six years have passed since the first permanentartificial heart re-

placement surgery in Salt Lake City, Utah in 1982. Though the years

have passed, the impact this single procedure has had on medicine

and the public’s medical awarenessis still felt today. There have been

over one hundredartificial heart implantations since that date and

remarkably, as you read this, you can safely assume that several

people are living on theartificial heart and many, many morealive

today because of theartificial heart.

The replacement of Dr. Barney Clark’s failing natural heart on

December 2, 1982 with the Jarvik-7 Total Artificial Heart (TAH)

proved to be an historic and scientific event not because it was the

first total heart replacement procedure (which it wasn’t) but because

it gave the public and thescientific community a reason to recognize

the plausibility of non-traditional medical interventions. Prior to

this, little attention had been given to biomechanical innovations and

even less attention had been given to the implications of using an ex-

perimental device to treat an appropriately informed and consenting

patient. The repercussions and implications of this procedure has led
Congressional debates, Food and Drug Administration (FDA) hear-

ings and hours of media coverage. Every person was required to ad-

dress his or her own feelings about the new age in medicine.It is not
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my intention here to delve unnecessarily into the medical ethical con-

troversy of human experimentation except to point out that one of

the lasting benefits of this historic procedure was to force the world

to identify, address, and provide answersto issues of safe clinical in-
vestigations.

The research effort that led to this device being used in theclinical

‘‘arena’’ has spanned over two decades. Drs. Kolff and Akutsu im-
planted an artificial heart in a dog at the Cleveland Clinic in Cleve-
land, Ohio in 1957. Subsequently, over $200 million in federal grants
have been spent to support research of total heart replacement de-
vices at centers throughout the USA.

Federally funded artificial heart research began at the University
of Utah in 1967 when Dr. Kolff moved his research team from the
Cleveland Clinic. Later, Robert K. Jarvik in the 1970’s designed the
Jarvik series of artificial hearts underthe direction of Dr. Kolff by in-
corporating the innovations of his predecessors into his own unique
device. In 1978, Jarvik designed the J-7 artificial heart specifically to
benefit patients—not for research data gathering purposes and long
term animal implantation.Its size and stroke volume (the maximum
volumeof blood that can beejected in one heart ‘‘beat’? — 100 ml in
the J-7 compared to 150 mlin the research J-5) were significantly
smaller than that of the standard research heart. The blood inflow
and outflow ports were designedto fit in the human rather than the
calf or sheep.

In spite of these technical advances in Utah, Dr. Denton Cooley
of the Texas Heart Institute is given credit for the first and second
clinical TAH procedures when he implanted the artificial heart in
1969 and 1981. These artificial hearts were designed by Drs. Liotta
and Akutsu respectively. Cooley knew these patients could not sur-
vive with their own failing hearts and could not, because of their con-
dition, wait for a suitable transplant donor heart. Unfortunately,
even though these patients were kept alive for up to 64 hours on the
TAH, each died from complications following the transplantation.

This procedure, in which anartificial heart is used to sustain a pa-
tient until a suitable donor heart is available for transplantation,is
called a bridge-to-transplant. It is a procedure that has been ap-
proved for a limited number ofhospital institutions today but at the
time Dr. Cooley performed his historic operations and at the time of
Dr. Barney Clark’s implantation it was not an approved therapy and
not condoned by the FDA.In light ofthis, in 1979, Dr. William
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DeVries and the investigators at the Departments of Biomedical En-

gineering and Surgery at the University of Utah madethe decision to

gain approval from the FDAbeforeusingtheartificial heart in a pa-

tient.
Federal guidelines dictate that a medical device must be approved

for an Investigational Device Exemption (IDE) beforeclinical experi-

mentation can begin. This is a provision that protects the rights of the

patient and reduces the possibility of a device that has not been

thoroughly tested of being used on humans. The FDAprovides that

before a medical device will be approved for clinical experimentation

it must: 1) be proven safe, effective, and be beneficial to the patientit

is meant to treat (through extensive animal and mockcirculation

stimulation research); 2) it must include an human experimentation

protocol that will prove to the FDA that every effort will be made

throughout the clinical study to record as much data as possible

without reducing the quality of the patient’s care; 3) the device and

the experimental protocol must be approved for use by the hospital

Institutional Review Board (IRB) wherethestudywill take place; and

4) a consent form must be written that clearly explains to the patient

and the patient’s family all of the complications that may occur as a

result of the procedure.

Preparations to address these concerns for the Jarvik-7 began in

1979 at the University of Utah. The process was very slow becauseit

required reviewing years of animal medical records and included

many submissions andrevisions of the protocol. FDA approval was

not granted until September, 1981—ironically, less than a month

after the second Cooley implantation at the Texas Heart Institute.

Due to the inherent high risks of the procedure, the FDA deter-

mined theartificial heart to be a last resort in medical treatment and

as such could not be used in a patient if any other approved therapy

was available. The approved therapies included transplantation

which meant that the first FDA condoned TAH implantation could

not be in a patient who waseligible for a heart transplant. Thefirst

(and ultimately the second through fourth) TAH patients could not

be bridge-to-transplant procedures and therefore these were con-

sidered permanent implantations. These limitations madethepatient

selection process lengthy and difficult. Many patients were evaluated

prior to Dr. Barney Clark but none metthesestrict criteria.

In mid 1981, Barney Clark becameinterested in the artificial heart

because he was suffering from a type of slow congestive heart failure
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that was not responding to conventional medical treatment. Knowing

that because of his advanced age (60) he was not a transplant candi-

date, Dr. Clark pursued his interest in the TAH by making arrange-

ments to meet with Dr. DeVries. At the time of his first interview

with Dr. DeVries, Dr. Clark was not a candidate for the TAH be-

cause his lifestyle was not totally impaired by his failing heart—he

wasstill able to walk around freely even though it was necessary for

him to rest frequently.
DeVries satiated Barney’s desire to be well informed by showing

him the research facility at the old St. Marks Hospital and let him

watch part of an implantation surgery in a calf. Most of us at the

research facility were fascinated by his interest in the program butdid

not take him seriously as a candidate simply becausehe wasstill able

to visit and walk throughthe facility. He was not sick enough to ben-

efit from a device that would mean being ‘‘tethered’’ to a machine

for the rest of his life. |

Unfortunately, in the short months that followed, his condition

rapidly worsened and as so often happensin congestive heart failure,

tasks as simple as sitting up in bed made him short of breath. Dr.

Clark’s condition deteriorated so rapidly that his doctors were cer-

tain that he could not live more than a week. DeVries was contacted

and Dr. Clark was flown from his home just outside of Seattle,

Washington to Salt Lake City, Utah.

A multitude of tests ranging from psychological to blood to car-

diac (heart) function were performedin the days immediately follow-

ing his arrival to Salt Lake City. The purpose of these tests were

multifaceted. As part of the scientific protocol it was necessary to

assess his ‘‘baseline’’ condition so that it would be possible later to

evaluate the performance of the artificial heart. It was also critical

from a medical point of view to determine if Dr. Clark was a compli-

ant patient (willing to participate in the medical treatment that would

return him to health) and to determine that his failing heart would in-

deed not respond to already approved medical therapies.

The consent form (an eight page document) waspresented to Dr.

Clark and his wife, Una Loy, who together had the immenserespon-

sibility of putting into perspective the scientific nature of the impend-

ing procedure, the inevitable media coverage, the potential risk of

failure, the likelihood of a compromisedlifestyle at best, and the un-

deniable burden of being catapulted into uncharted experimental

medicine. As with all patients with serious illnesses who have to
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weigh the pros and cons of medical therapy, it must have been ex-

tremely difficult to make this decision without feeling driven by the

urgency of Barney’s condition. Dr. Barney Clark, I believe, was

driven by a desire to make one last contribution to his fellow

man—hesigned the consent form one evening and then again fol-

lowing a day of reflection, which was required by the protocol.

The surgery was scheduled for 7:00 a.m. December2, 1982. How-

ever, during the evening his condition worsened. Emergency surgery

wasstarted at 10:30 p.m. DecemberIst. Dr. Clark’s failing heart was

removed; the Jarvik-7 was sewnin its place and at approximately 4

a.m. was started. The entire operation took eight and a half

hours— over twice as long as a standard research animalsurgery.

The post operative course was tortuousanddifficult. There were

many exhilarating highs and as many plummeting lows. Thefirst rec-

ognizable benefit of the artificial heart was the improved blood cir-

culation to Dr. Clark’s arms and legs. Whenthe natural heart begins

to fail, the body tries to protect the most important organs(brain,

liver, kidneys, etc.) by giving these areas more blood and reducing

the volumeof blood that normally goes to less important bodyparts.

Barney’s feet were quite ‘‘blue’’ in appearanceasa result of this pro-

cess. Immediately following the implanting of the J-7, Dr. Clark’s

feet began to return to a normal pink because the blood wasfinally

being pumpedthere by the new heart. This was a remarkable phe-

nomenonto see. All other experience in artificial heart implantation

wasin healthy research animals —the TAHwasfinally being used for

therapeutic purposes! Another triumph occurred whenhewasable to

walk while on the TAH and to do mild exercise.

Dr. Barney Clark lived for 112 days on theartificial heart. Unfor-

tunately, many of the potential risks of the procedure were realized

during these days. It was necessary to return to the operating room

three times after the initial operation: once to repair a pulmonary

‘“bleb’’ or hole in the lung that was causing air to leak into the chest

(day 3), then again to replace a ventricle in which one of the mechani-

cal heart valves had broken (day 13), and then finally to repair a very

persistent nose bleed (day 48). This last surgery would normally not

be necessary, but Dr. Clark was being given anticoagulants to pre-

vent the blood from clotting because of the artificial surfaces of the

new heart. Other complications were: acute and chronic kidneyfail-

ure, a generalized seizure of unknownorigin, aspiration pneumonia,

and other bleeding and clotting irregularities.



The Artificial Heart and Dr. Barney Clark 317

Even though each of these complicationsis in itself life threaten-

ing, the most serious was aspiration pneumonia becauseit started a

chain of events that ultimately led to Dr. Clark’s death. The aspira-

tion pneumonia arose from a bout with a flu virus, producing

vomiting and diarrhea on post-implantation day 91. Treating the

pneumonia required, along with other therapy, very powerful anti-

biotics. A possible complication of this antibiotic therapy is kidney

failure and a serious type of intestinal infection called pseudomem-

branouscolitis. Both of these occurred in this situation. Sometimes

whenthe body attempts to fight off a serious infection like this it will

dilate all of the blood vessels to allow as much blood as possible to

circulate through the infected areas. If the blood vessels are dilated

maximally, then the heart has no pressure to pumpagainst and as a

result the blood no longercirculates and does notreturn to the heart.

If the vascular tone cannot be reversed through medication then the

patient sometimes dies from insufficient cardiac output. This phe-

nomenonis called septic shock andit is the ultimate event that caused

Dr. Clark’s death. The artificial heart will pump blood if there is

blood returning to it. But, just like the natural heart —it cannot

pump bloodif there is no blood to pump—asin the case of septic
shock.

Since this historic one, in Kentucky there have been three perma-

nent artificial heart implantations (William Schroeder, Murray

Hayden, and Jack Burcham). Two of them lived far longer than Dr.

Clark and all of them, courageousin their own right and in their own

way, gained strength and hope from the dedication and courage of

Dr. Barney Clark. However, perhaps more importantly is the ground

work that waslaid by this procedure toward the bridge-to-transplant

artificial heart use. Today, only Dr. DeVries is permitted to perform

permanent TAH implantations, but nearly twenty surgeons around

the world are trained to implant the TAH temporarily while the pa-

tient (who would have died otherwise) waits for a donor heart.

Appendix: Two Wellness-Illness Charts and a

Gain-in-Wellness Chart on Barney Clark

Calvin W. Taylor and Wm. Lawrence Hastings

Joseph Matarazzo, the main editor of Behavioral Health: A

Handbook of Health Enhancement and Disease Prevention, invited

Taylor to write what proved in the Handbookto be Chapter8, Pro-
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moting Health Strengthening and Wellness Through Environmental

Variables. Taylor had the idea and hopedto include a wellness-illness

chart in that chapter, but not until the galley-proof stage did he dis-

cover a possible source of data to fill in the empty framework for

such a chart. He contacted Hastings who had run thetechnical equip-

ment as soon as the Barney Clark operation was completed and who

was very receptive and helpful. Together the two of them set up a

draft of three charts on Barney Clark, one for the first day when Dr.

Clark was so ill that the artificial heart implantation surgery was

started several hours before scheduled; a second chart on his best day

after implantation and a third chart on his /ast day. The chart wasto

show measures across 13 indicators of degrees of wellness-illness.

After they had crudely estimated what the charts would looklike,

Hastings submitted them to Drs. William C. DeVries and Lyle D.

Joyce, the two highly-trained surgeons on the case. These three

charts in final form, includingtitles of the 13 indicators of wellness-

illness plus nearly two pages of text, became attached to Taylor’s

Chapter 8 as the Appendix, titled: ‘‘“The Artificial Heart Period in

Dr. Barney Clark’s Life.’’ Dr. DeVries is the first author and the

other three are co-authors. This was the only chart on health

(wellness) enhancement in the total Behavioral Health Handbook

containing over 80 chapters.

On thefinal-day of Barney Clark’s extended life the chart showed

that the lungs and kidneys, which were both quite ill before he came

to Utah for the operation, and the condition of his blood vessels plus

the almost complete reduction of cardiac output pulled him down-

ward, off the chart to death. After the death, the artificial heart,

which wasstill functioning well, had to be turned off.

Many monthslater the idea emerged to plot a chart on the J/n-

crease in Wellness: upwards from 0; or no change (remaining at 0); or

loss in wellness downwards from 0. This wellness chart would be

across each of the 13 types of physical and behavioral changes from

the first-day chart to the best-day chart. The two charts are shownin

Figure 1. Alongside them to the rightis the new chart, oneofthefirst

of its kind ever showing an increaseor loss in wellness across a variety

of wellness dimensions. In this case there was only a one step down-

wardfor a loss in talking (TAK), only one no change in Other /nter-

nal Organs (OIO), and a wellness gain from 1 to 8 points across the

other 11 points in the profiled chart.
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FIGURE 1. THE FIRST AND BEST DAY CHARTS ON BARNEY CLARK
WITH AN ARTIFICIAL HEART PLUS A THIRD CHART ON HIS
OVERALL WELLNESS GAIN BETWEENHIS FIRST DAY AND HIS
BEST DAY
 

This is a remarkable total gain, based primarily, of course, from
the replacement of his dying natural heart with the implantedartifi-
cial heart. The three greatest gains were in the condition and func-
tioning of the vascular system (VAS), the change of hearts (HRT)
and the Cardio-Output (CAO), with the other 8 gains being 1 or 2
points upwards from 0 on the wellness chart. This overall gain in the
wellness chart illustrates quite simply andclearly to the generalpublic
the positive short-range effects from the oneparticular ‘‘delivery of
health process’’ on a patient’s condition.

Editorial Comments: Dr. Joyce, the second surgeon, moved to
Minnesota not too long after Dr. Clark died, to continuehis career in
surgery. Recently, he was the surgeon whoimplanted the 100thartifi-
cial heart in the world.

No one was more importantin theartificial heart program than
the world pioneer, Dr. Willem Kolff, the Father of Artificial Organs.
The other three most key different contributors to the Barney Clark
case were Dr. DeVries, the main surgeon, Dr. Jarvik, the
designer/ developer of the artificial heart used, and Larry Hastings,
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responsible for the successful functioning of the outside equipment

keeping the inner artificial heart operating appropriately and opti-

mally. Of these three, only Dr. DeVries was successful in being ac-

cepted into a medical school in the USA. Together, the other two

were rejected at least 5 times in trying to get into a USA medical

school, with Dr. Jarvik finally being accepted into a medical school

in Italy—but eventually completing his medical training in the USA.

This was obviously of great interest to the Utah research team which

studied physicians-in-practice, led by the Dean of Medicine, Philip B.

Price and Calvin W. Taylor (1971).

Immediately after Barney Clark was functioning onhis artificial

heart, Larry Hastings, having no real precedent to follow, stayed

awake for three full days-and-nights. He thereby made sure that

enough blood was being pumpedto keep Barney Clark alive and not

too much blood and pressure was occurring to burst the patient’s

blood vessels which, previous to the first day operation, had been

rapidly degenerating.

Larry Hastings continued working in this medical center area

with Dr. Kolff, with Dr. Jarvik and with Dr. Olson at his animal

heart-implantation laboratory before the Barney Clark case. He then

accompanied Dr. DeVries to Kentuckyto assist on other threeartifi-

cial heart patients there and also traveled widely in many countries to

train and help personsin his high tech part of operating the outside

equipmentin theartificial heart system. He then returned to continue

to work in medical research projects around ouruniversity including

at the adjacent University Research Park. He has been accepted to

the Medical School at Dartmouth,starting this 1988 Autumn. Hede-

serves three big cheers for his excellent past accomplishments and

toward his future in medical school and as a physician.
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ARTICLE 46
 

Motivating One’s Self To Be Active:
To Participate Is To Live—
Passive Spectators Only Exist

 

Dick Bass

Founder of Snowbird, Utah

My first subtopic will be three fundamental beliefs that have
shaped myattitude toward life. Then I will explain why and how I
started high altitude climbing in myfifties, with some description of
my summit day on Everest, a little over two years ago on April 30,
1985. [ll finish with a number of perspectives which my four-year
mountaineering career reinforced as well as taught me, and which
have helped me downhereat loweraltitudes not only to survive, but
to thrive as well—at least psychically and physically.

First, and most important, we need to develop

a

spiritual faith at
the innermost point of reference in our being. If I only have my
limited physical strength and mental ability to rely on, I will often
‘run out of gas and cometo the end of myrope,’’ but if I have a bot-
tomless reservoir of spiritual faith, I have cometo find that no loadis
too heavyortrial too great for me to hang in there. Believe me, no
matter what degree or number of disappointments, hard knocks,
even tragedies, you have had to endure to date, more andgreater
ones lie ahead, without any remaining strength from yourself or
friends. That’s when you will realize and admit there is an infinite
spiritual awareness you have to believe in and draw on. Unfortu-
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nately, it often takes a dire circumstance for manyofusto start be-

lieving.
So, how have I developed myspiritual faith? Basically, by believ-

ing that Iam achild of God’s creation, that I’m here to show mylove

and appreciation to Him forthe blessing oflife by striving to under-

stand and fill as best I can the niche for which He made me.

Second, we need to win and maintain ourself-respect by using the

strength of our spiritual faith to always keep working at suchattri-

butes as integrity and decency,initiative and will-power, courage and

humility. And we can’t practice these qualities while sitting with our

arms folded, waiting for the world to come to us and lamenting our

state in life. It takes curiosity and enthusiasm, optimism andcertainly

a sense of humorto stay energized, to keep trying, to continue grow-

ing—in short, to live.

Third, no matter how muchspiritual faith and self-respect weat-

tain for ourselves, it really doesn’t fulfill us unless we share with our

fellow man—andbythat I mean share not only our material posses-

sions, but even more important, our strengths, our talents, our

love—in short, our whole being. ‘‘What we give, we have; what we

keep, we lose.’’ Think about it—if we feel we have to keep our

‘‘things’’ and talents just for ourselves, we become possessed by

them, even enslaved. But when wegive them,wehave hadthe knowl-

edge and appreciation of them, enjoyed their true essence without

losing our spiritual freedom or values.
It only takes a casual perusal of our daily papersto see oneillus-

tration after another of how people havesold their self-respect, their

freedom,their souls because of obsession with material gain and ac-

cumulation—andthe tragedy that hasresulted.

Let me now give you a highlighted background of why and how a

low-lander from Texas started being a high altitude expedition

climber in his 51st year, which was only five years ago.

I was born in Tulsa, Oklahoma,raised in Dallas, Texas. I had an

English teacher in grade school named Mary Coleman, a female

‘Mr. Chips’’ if you will, who had the marvelousability to makeliter-

ature and poetry comealive and captivate the interest of not only the

girls in her classes, but the rough-and-tumble boys as well. At the

time, I thought I would grow upto be a high school English teacher,

a Chips reincarnate, and ‘‘have thousands of children’”’ whom I

would imbue with the wonder and beauty andloveof life which she

imparted.
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On departing for college in September, 1964, I wasstill full of this

youthful idealism. Pragmatism and materialism intervened, however,

and in my secondyearat Yale I gave up my English major for one in

Geology. (I had been very careful in choosing my father, who was an

independent oil man, so I turned away from the cloistered halls of

academeto the asphalt jungle of the market place.)

Backtracking for a moment, when I was 9 and 10 yearsold I read

several bookswritten in the 1920’s and 30’s by a romantic explorer,

Richard Halliburton. They were full of adventurous travel and es-

capadesin all corners of the world. In the summer of 1949, between

my junior and seniorcollege years, I climbed my first mountain, the

Matterhorn, with a guide but without any prior experience. Hallibur-

ton had doneit in 1921, and I figured if a Princeton graduate from

Memphis, Tennessee without any prior experience could, then a Yale

from Dallas, Texas could also. In 1951, while a naval officer on the

U.S.S. Essex in task force 77 during the Korean war,I again followed

Halliburton by climbing Fujiyama in the late fall. Just a very long

hike in the summer, but like Halliburton, I did it when it was covered

with snow and ice—and that made a tremendousdifference.

After naval service and having been exposed to snow skiing in

New Englandduringcollege, I started going to Aspen, Colorado,for

my vacations in the winters of the remaining 1950’s. That led to my

being at Vail in 1962, and then to my becoming the developer of
Snowbird in 1969.

Snowbird immediately required all my time, energy, money, and

nervous system, sO my main recreational avocation became my main

business vocation. Although I wasdefinitely an accomplishedskier, I

had not done any moreclimbing since Fijiyama until 1979, when I

took my four grown children (two sons and twin daughters) on five-
month adventure odyssey around the world. Three of them hadjust
finished college. Since I had been divorced five years earlier and the
girls had gone with their mother and the boyshadstayed with me, I
wanted to have a big togethernessforall of us before they wenttheir
separate ways. With packs on our backs, I wantedusto test our dar-
ing and stamina and to learn morefully that we are a human family
on spaceship earth—that although we havedifferent languages, re-
ligions, and customs, weall have the samebasic natures with hopes
and fears, joys and sorrows, and that people have a high degree of
human warmth and decency.

The trip exceeded my fondest dreams as we climbed mountains
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like the Matterhorn, Olympus, Fujiyama, swam 2!2 miles across the

hellespont (or dardenelles), jogged and scrambled for 31 miles over

the original mountainous route of Phidippides from Marathon to

Athens when he brought the message of victory over the Persians in

490 B.C., scuba-dived as deep as 240 feet off Sharm el Sheik at the

south end of the Sinai Peninsula, hiked the rain forest of the Milford

Track in New Zealand and many other adventuresas we also toured

and became much better acquainted with the history, culture andre-

ligions of southern Europe, the Balkans, Turkey, Greece, Egypt,

Palestine, India, China, Japan, New Zealand, Polynesia, and

Hawaii.

I discovered these physical, adventurous giant leaps into the un-

known gave methe opportunity to go for something,stretch myself

and build myself-respect and self-confidence in a short time frame.

My psychic wounds and diminished sense of self-worth, stemming

from my divorce and extreme financial pressures of the 1970’s be-

cause of Snowbird, were healed. As always, the ‘‘teacher’’ learned

even more than the ‘‘students,’’ and I came home two days before

my 50th birthday with a renewed sense of self-respect and self-

confidence, and the determination to continue such character build-

ing and enlightening experiences.

I told my children I had spentthe first half of my life concen-

trating on the ‘‘have-to’s’’ and the ‘‘shoulds,’’ but for the second

half I was going to emphasize more the ‘‘want-to’s.’’ I would be

responsible, of course, but I wasn’t going to be shackled by my

former tendencies and yardsticks. I was going to get off “‘Mammon’s

treadmill’’ at least once a year, no matter how cluttered my desk and

full my schedule, or how many important deals I had brewing—or

even how much money I owed —and take on some adventurous

physical challenges and/or some educational, entertaining tour. As

an ancient once said, ‘‘He who does not know the world, does not

know his place in it.”’
In July, 1980, I married a lively lady named Marian Martin whois

with me today. In addition, in November, 1980, at the first Snowbird

10-year employee award dinner, I had an experience that not only

stimulated my second-half-of-life attitude, but resulted in testing me

to a degree I had never experienced or thoughtpossible.
A 29-year-old girl named Marty Hoey, whom I did not know

other than by name and position (she was head of the Snowbird

safety patrol), was frowning at me as I recounted my 1979 family ad-
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venture odyssey to a group of Snowbird employees. I was about 20

minutes into my dramatic monologue when one employeeaskedif I

knew that Marty wasthe only female guide on Rainier and McKinley.

Welcoming the opportunity to try and overcome her obvious pique

towards me, I said as friendly as I could that I wouldlike to climb

McKinley and would she be my guide. Without breaking her scowl,

She icily replied, ‘‘Bass, your hot air won’t get you up that moun-
tain.’’ In the true sense of the phrase, she had thrown down the
gauntlet. I felt I could do anything she could do;I just didn’t realize
at the time that I would be taking on Superwoman. Andthat’s what
started my high-altitude expedition climbing career.

There is not enough timeto relate in detail what followed, but
suffice it to say that 6 months later in May, 1981, Marty, my four
children, four other Snowbird employees and myself were off to
climb McKinley. Marty had needled me unmercifully about my lack
of conditioning during this period, and I kept trying to explain to her
that Snowbird financial pressures kept me so much on the go and
tired-out that I simply could not do the training she demanded. She
told me as weleft, ‘‘Bass, there is no way you’re going to climb
McKinley with your lack of preparation. I’ll take you with us, but
you are not going to jeopardize the others’ chances. When I decide
you’ve goneas far as you should, you will have to ‘camp’ by yourself
and wait for us to return. and there will be no appeal.”’

I rememberfeeling scared and inadequate as I started up the Ka-
hiltna Glacier on skis, bent over with 70 pounds on mybackandpull-
ing a 35-poundsled. It now fully impacted me that this was a major
climb,a giant leap into the unknownthat made the 1979 odysseypale
by comparison, but I had such a ‘‘mad on’’ of determination not to
let Marty have any excuse to ‘‘camp’’ me onthesidelines that she
could haveliterally stuck a knife into me and I wouldn’t have winced
or cried aloud. Twelve days later, after more discomfort and agony
than I can express, I stood on the summit of McKinley at 20.320 feet
in -37 degree temperature. The sense of accomplishment made me
feel fantastic.

I arrived back at our high camp at 17,200 feet on thefirst rope
team around 10:00 p.m. The others with me immediately dove for
their sleeping bags, but I stayed up melting snow into hot water for
soup and drinks—and waiting for Marty to arrive with the slowest
group which she was shepherding down. Hoey waddled over to me in
her bulky downclothing (it was now -45 degrees) pecked me on the
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cheek and said, ‘‘Bass, I don’t believe you, you’re an animal’’ —her

mountaineering jargon for the supreme pat on the back.

Then I said, ‘‘and one more thing which you’ll probably scoff at

just as you have my McKinley goal for the past 6 months: I had a

great idea coming down from the summit.’’ ‘‘What’s that?”’ “‘Since I

have now climbed McKinley, I’d like to climb the highest mountain

on each of the other six continents.’’ Marty paused, then said as

forcefully as she could muster strength for, ‘‘Gosh,that’s a fantastic

idea. I’m not going to scoff at you; in fact, I’d like to go too.”’

McKinley not only taught me basic mountaineering skills such as

how to use my ice axe, crampons, jumars, karabiners and ropes,

along with setting up camps cooking, what to eat and drink and when

to wear different types of clothing, but also I found I wasparticularly

well-suited for high altitude. Without any jogging, swimminglaps, or

pumpingiron, I had a resting pulse of 41, blood pressure of 102 over

63, 25% larger lung capacity than normal(typical of a large mouth),

and evidently made red blood cells (hemoglobin) very readily.

The main thing I learned, though, is that the mental attitude is

just as importantas all the preceding put together. And here J dis-

covered I had a secret weapon—my poetry. Because of Miss Cole-

man’s influence in my childhood, I knew

a

lot of poems byheart. I

found that by reciting them to myself as I trudged along, I could get

my mindoff the physical discomfort of screaming lungs and burning

thighs, the mental frustration and doubts, even fears. 1 soon learned

to fit apoem to the occasion —extended, entertaining, narrative ones

for long pulls on gentle slopes, shorter more inspiring ones for the

steep grades where I had to put my whole beinginto ‘‘grandma,”’ the

lowest gear I had. In a sense, I hypnotized myself with these poems

and after periods of time I would ‘‘come to,”’ having covered long

distances withoutrealizing it and without having to contend with any

negative thoughts —the most draining, debilitating influence we can

succumb to—whether on a mountain,in the valley, or on the plains.

Right now, five years later, I would probablybestill only talking

about climbing the other continental highs except for the unbeliev-

able coincidence of meeting Frank Wells that August of 1981. He was

the president of Warner Brothers, but had dreamed since climbing

Kilimanjaro in 1955 of being the first to make the highest mountain

on each continent. With my having independently come up with the

same ambition 26 years later, we shook hands and agreed that we

wouldtry to climb the seven summits in 1983. He would quit his job

and I would play hooky.
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Again, I must jump over many amazing and amusing incidents,

but let me say that Frank’s career (from summa cum laude and Phi

Beta Kappain college, Review Editor and Order of the Coif, through

an outstanding legal career to the presidency first of Warner Bros.,
and now Disney) were also instrumental in his handling most of the
planning for our four ‘‘practice’’ climbs in the remainder of 1981 and
1982, and then the big campaign for 1983. Frank did not succeed on
any of the practice climbs becauseheis physically very unsuited, but
he demonstrated in 1983 the greatest example imaginable of how
sheer desire can overcomeall oddsas hefinally succeededin climbing
six of the seven, failing like myself only on Everest due mainly to high
winds.

Marty Hoey waskilled on our 1982 ‘‘practice’’ climb in Tibet,
and although she wasnot with us in ’83 in reallife, it was certainly
her spirit that was always out in front leading me on, looking over
her shoulder with a big smile, calling me an ‘‘animal’’ and giving me
a *‘thumbs up’’ wheneverI wasreally ‘‘at the end of my rope.”’

I went back to Everest without Frank in the 1984 post-monsoon

period from mid-August to early November. My two American com-

panions, David Breashers and Gary Neptune,and I were helping the

Nepal police with a very much needed,andhistorically first, cleaning

expedition. However, for over two months we were never permitted

to climb higher than Camp2 at 21,600 feet due to political restraints

by someofficials at Katmandu. Suffice it to say, we were pawnsin an
Asian political chess game. Upon returning to the United States,
David Breashers, knowing some of the Norwegians whohadtheper-

mit for the same Nepalese South col route the next spring of 1985,

contacted them and negotiated a contract by which the two of us

could join their team anduse their route after they had completed
their summit attempts.

The Norwegian team arrived in Nepal in late February. David
Breashers left the U.S. on March 13 and I went over on March 25.
The Norweginas had the strongest Sherpa team ever assembled and
they succeeded in placing seven team members and seven Sherpas on
top in record time, the last group making it on April 29. David and I
and our Sherpa, Ang Phurba, madeit the next day on April 30.

Before leaving Everest, I wantto briefly describe a little bit of my
summit day. Weleft our high camp at 26,200 feet at 2 a.m. It was
pitch black, with just enough hazeto hidethestars, and luckily with
no wind. David Breashers told me we wouldn’t rope-up because he
didn’t think we could arrest one anotherif either started slipping off
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the steep side-slopes or knife-like ridges. It was very icy and rocky,

and frankly I didn’t have any confidence in my proficiency, but I had

come too far to even consider quitting.
Seven hourslater, I was just below the 28,750-foot south summit,

whichis a little over a half mile before the ultimate summit at 29,028

feet, on a narrow ridge as hard as billiard ball; my cramponsandice

axe wouldn’t bite into the surface and I knew ifI started sliding the

least bit it was 7,000 feet of vertical down the Nepalese side to myleft

and over 8,000 feet on the Tibetan side to my right before I would

come to a stop.

I was seized with the biggest negative thought of all—the imme-

diate fear for my life—and I was mentally paralyzed to a point

beyond relief from any poems, aphorisms or inspiring

thoughts—even the often-used words of my wife which she hadtold

me just before myfirst Everest trip of 1982— ‘‘Never let your guard

down; remember how much you have to come hometo;and I love

you.”’
And you know whatflashed through my mind? ‘‘Bass, you stupid

jerk, this is the most ridiculous thing you’ve ever done. You’ve made

a lot of giant leaps into the unknownbefore, but this one takes the

cake.”’
I started laughing at the incongruity of it all— here I am going for

the highest point on the earth, at 55, without proper conditioning or

acclimatization, to say nothing of my inadequate mountaineering ex-

perience, since this was myfirst time to be unropedin such a precari-

ous place in my four-year climbing career. But the absurdity, the

humorofit all kept me going as my laughter broke the fear chain.

Reflect on it. How could I laugh? Because it was ridiculous and

because I had transcended any concerns about lenders, regulators,

divorce, disappointments, physical discomfort or the myriad other

things we spend so much of our time fretting and being anxious

about. In a sense Jfelt freedfrom all that human bondage and bag-

gage.
Naturally, I couldn’t be very analytical or philosophical at the

moment because mysurvival instinct demanded I concentrated every-

thing I had on each step and movementthat followed. But in looking

back, I truly believe thatall of the similar type things that happened

to me that day and which are covered in a recently published book

called Seven Summits were God’s way of reaching me, preparing me
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for what lies ahead in my life’s work—which is to complete at
Snowbird over the next 15 to 20 years a center for human under-
standing, dedicated to the development of a body, mind, and
spirit—a renaissance center if you will.

In the past, I’ve fretted and fumed as muchas anyone here; and
that’s what caused anxiety, which by definition is unresolvedstress,
the biggest contributor to heart attacks, ulcers and nervous break-
downs.I have morestress now than every before in mylife, but I can
controlit from turning into anxiety even when I go to bed by remind-
ing myself of Everest and saying, ‘‘Bass, you’re alive! And where
there’s life, there’s hope. Get yourrest, you can continue tomorrow.
But no moreofthat gut-grinding, rolling and tossing anymore.’’

So, what has all this meant to me? Primarily I definitely have a
greater appreciation for the blessing oflife and greater spiritual and
philosophical strength to take the pressures and hardshipsinstride.I
truly feel the ‘‘secondfifty’’ can and should bethebest half oflife.
Some of the perspectives which I’m sure will help makeit that way
are:

1. ““We can achieve whatever we can conceive.’’ In other words,
we can do anything, if we have the faith and want to and/or have to
strongly enough.

2. What the mindwills, the body follows. We don’t just have a
‘*second wind’’ or ‘‘third wind,’’ we have almost unlimited winds.
Even whenthingsget so bad physically and/or mentally that I don’t
have the ability to ‘‘reason’’ myself into a good attitude, I use uplift-
ing, inspiring, humorous poems and aphorisms as a reflexive, posi-
tive ‘‘quickfix.”’’

3. It’s not so important what happens to us as much asouratti-
tude about what happens.I call it ‘‘mental‘‘ jujitsu, by which I mean
we can convert adversity into a blessing if we accept the fact that we
are not supposed to enjoy the ‘‘unpleasant, difficult?’ things; we
learn from them, and that’s how we develop ourspiritual faith, self-
respect and self-confidence, which gives us ourtrue, lasting joy.

4. It is actually good to have a lot of problems, because that way
nothing gets blown out of proportion.

5. “‘If we never stop, we can’t get stuck.’’ Mountain climbingis
basically putting one foot in front of the other until you getthere. In
the final analysis, that’s what life is all about.

6. ‘What we gain too easily, we esteem too lightly.’’
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7. “You're not a champion’till you come up off the mat.”’

8. To participate is to live; spectators only exist.’

9, Never worry about being embarrassed, but guard constantly

against doing things that make you ashamed. Too many people are

afraid to try new things because they feel they will not do well, but we

can’t learn the nature without taking on new exposures. Even if we

don’t succeed to the degree or the schedule we desire, each new at-

tempt positions us further along the learning curve of life. On the

other hand, if we do things that cause us to be ashamed, weare di-

minishing ourself-respect and as I said before, next to our spiritual

faith, that is our most vital valuable possession.

Another way to put it is—Theonly real ‘‘failure”’ is Omission;

both the omission of my trying at all and, even much worse, the

omission of integrity and decency in the things we dotry because then

we becomean active forceofill. I ‘‘failed’’ (as people usually use the

word) three times on Everest, but I didn’t stop trying, and thosefail-

ures gave me the necessary mental strength and experience to finally

makeit on the fourth try, with less than half the acclimatization time

that anyoneelse has had before, to say nothing of my lack of condi-

tioning or climbing proficiency.

10. Andlastly, probably my favorite and most meaningful quote

which I feel best sums up everything I’ve wanted to convey: “‘the

great use of a life is to spend it for something which outlasts it.’’

So, let’s assume wego for it, we hang in there and we finally suc-

ceed. The way I look at it, we shouldn’t get puffed up about our-

selves, we’re only a medium through which God’s will is being

manifested.

1. Lengthy lectures, TV programs, and TV ads can and do produce in audiences some part-

time passive spectators andlisteners. However, classes and other programscan be redesigned

to turn manyin an audienceinto active, lively participants most of the time. People on their

own can even break out of “traditional passive spectating ruts’? and motivate themselves to

become very active participating-spectators, even super-spectators who are very muchalive.

(See reprints of ‘‘Golf—The Super Spectating Sport’? by Calvin W. Taylor, Keith P.

Henschen, James R. Ewers, Clark Swisher, and Dan Sachau. Available in Taylor’s office in

Bldg. #505, University of Utah, Salt Lake City, Utah 84112.)
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Introduction

In 1899, the Norwegian dramatist Henrick Ibsen, then 71 years
old, wrote and published the last of his plays, When the Dead
Awaken. Theplay is centered around the wealthy and famous sculp-
tor, Professor Arnold Rubek, whois described as having done noth-
ing but routine busts of affluent people since completing his ac-
knowledged masterpiece 20 years previously. Thetitle of the playis
metaphorical not only of Ibsen’s theme, whetherlife itself is
recoverablein the later years, but also of a rather poignantsituation
in the author’s ownlife. Ibsen had tried to resume composinglyric
poetry in his later years, but found these special powers exhausted.
He also meant to write additional plays, but a stroke immobilized
him. Peter Watts, a discerning commentator on Ibsen, remarked on
the strange prophecy in Peer Gynt, written in Ibsen’s youth, of a re-
proach to Peer:

Weare songs,

you should have sungus.

A thousand times

you curbed and suppressed us.
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In the depths of your heart

we havelain and waited...

Wewerenevercalled forth—

now we poison yourvoice.

The curious myth that lyric poetry can be written only by the

young is countered by many older poets, the most notable example

being Thomas Hardy whotriumphantly turned solely to poetry from

his late 50s until his death at 87. In otherarts, similar paradoxesexist:

for example, Rossini’s failure to produce other than a Stabat Mater

for nearly 40 years after William Tell is usually cited as an example of

the exhaustion of creative powers, whereas Franz Liszt continued to

break new ground as a harmonic innovatorin his early 70s.

These creators were people of genius and are cited because the

famousillustrate some of the central concerns and puzzles ofcreativ-

ity in adulthood. Do creative powers seem to wither and die during

the life journey? If creative powersare ‘‘lost,’’ can they be regained?

Why do somecreative people have the virtuosity to enter new fields

or companion fields? More important than these questions, how do

we recognize creative powersin adulthood,and howisit possible that

many years may pass beforethese are actualized? Is it possible that

one may actualize lesser powers and neglect richer talents? These

questions promptus to look at the meaning of creativity.

A Definition of Creativity

It is useful to come to grips with a working definition of whatis

meant bycreativity. I have used the following definition in the past:

Creativity is the process by which a man or woman employs

both the conscious and the unconscious domains of the mind

and self to combine already existing materials ... of many

kinds into fresh combinations which in some degree, small or

great, cause significant changes in the self system of the person

concerned, or which significantly alter the environment sur-

rounding the person, whether the environmental changeis mi-

nuscule or enormous.

One useful addition to this definition is the concept suggested by

Seidel (1966) in The Crisis of Creativity. Seidel is at pains to distin-

guish between creation and simply recreation, and between creative

activities and hobbies. Repeatedly, he uses the phrase, ‘‘the passion-
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ate interest of dedication,’’ something to differentiate between a
child’s delightful but nonetheless pseudocreativity and an adult’s cre-
ativity (pp. 134-140). Without somethinglike Seidel’s reasoning, the
significance of creative acts and processes can belost in a sea of ac-
tivities, trivialities, and banalities.

When oneshifts the focus away from the creative act of process
to what mightbecalled ‘‘creative personhood,’ new perspectives can
be gained. Formed in working with whatI call “‘Ulyssean Adults,’’
my approachisto creativity as a widely-ranging human phenomenon
and not simply among famouscreative people.

Qualities of Creative Personhood

Despite my wide-range view, it is from the famous, or at least
from amongtheclearly identifiable creative adults in our society that
we gain what wecan of the concepts ofthe creative personality. Cer-
tain characteristics of creative personhood have appeared so persist-
ently in research studies (Taylor and Holland, 1964) that we can
describe some undisputed qualities: typically good, but not
necessarily high, intelligence; openness to experience; tolerance of
ambiguity and uncertainty; imaginative use of disorder; the wisedis-
cipline of order; self-sufficiency; the capacity for ‘“‘the intuitive
mode’’ (Ornstein, 1974); the (w)holistic capacity for ““peak experi-
ences’’ (Maslow, 1964); traits of divergency (Torrance, 1962) and
also unconventiality; sensitivity to problems; fluency in thinking,
l.e., fertility (Guilford, 1964, 1977); powerful motivation, drive and
industry (Taylor, 1972); ability to see the not seen, to synthesize more
and richer ideas, to fantasize morerichly; possibly to be psycho-
dynamically more complex (Barron, 1963); and to have a heightened
sense of awareness and of wonder (Fromm, 1970).

I would addto this list the power of the will and the capacity to
exploit imaginatively the elements in the environmentthat both pro-
moteandinhibit the creative life. The discussion of these qualities of
the “‘famous’’ creative personality, taken in the abstract, fosters the
problem that the famous may seem removed from the world of “‘or-
dinary people,’’ those adults who I prefer to describe as ‘“private
adults’’ insofar as the world is concerned. The characteristics of crea-
tive personhood operate as if on a rheostat, burning from bright to
dim among individuals, and even more importantly, burning with
various radiances within many adults as individuals. Accepting this
concept, we may then consider with more confidence and more
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universality the discovery and recovery of creative powers of adults

during their life journey.

The Failure to Discover and Recover

Actually, the discovery, assessment, and actualization of talent

remains oneof the great fields of failure in the human scene. Wher-

ever else among the adult population we may look for unactualized

talents, we can at least logically expect to find the human tragedy of

lost or undiscovered creativity more prevalent among older people

whose formative years were passed among narrow Or aborted school-

ing, confined social scenes, and stunting and constricting occupa-

tions. We seem to be on firm ground, furthermore, when we extend

this hypothesis about age to the realm ofsocial class; there is rich evi-

dence in the life passage studies of scholars (Williams & Wirths, 1965;

Reichard, Livson & Petersen, 1962) that ego-coping powers and the

power to extend the repertoire of interest and explorationsin thelife

journey of the self are often weakened by the constricted environ-

ments of unromantic poverty and impoverished education. However,

we have barely set out the guidelines when imagesalso arise of the de-

structive effects of suffocating upper class moresorthe rigid life pat-

terns of those adults whom J.E. Marcia (1966) has aptly termed

‘‘Foreclosed Adults.’’

Foreclosed Adults: Mourners and Seekers

Here we consider those adults who in middle and later years

mourn the apparent paralysis or demise of their creative powers or

continue to seek their own creative self-actualization. The mourners

and the seekers are the people for whom this discussion has special

relevance and resonance.

The Mourners

The mourning process has at least three forms: mourning for

powers never identified; mourning for powers never actualized;

mourning for powers actualized but blocked or in progressive de-

cline. All of these states of loss clearly involve much wider processes

of self-developmentandself-actualization. A phrase used to describe

the work of a notable creative person whoin later years produced an

inferior work is, ‘‘This showed a falling-off of powers.’ Many
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assume that the phrase meansa decline ofintrinsic creative powers.
On reflection, this seems to be a very inadequate, even naive, view of
the situation.

Before one can acceptthis view, three substantial questions must
be investigated.

1. How docreative powers cross with humaninterests and Satis-
factions? Cases abound wherecreative talent existed for a certain ac-
tivity, but the interest of the potential creator did not: witness the
physician turned novelist, or the German scholar turned painter.
Often the talent or gift harnesses and drives creative power; often
some life intersection rouses interest, which then awakens sleeping
creative potential. The reverse process acts to immobilize or silence
talent. One formidable theory why the highly creative cease to create
in their middle or later years is that many becomecaptives of high
corporate, academic, or foundation posts. In the arts, interests also
may change ordie out. In the cases of Handel and Walter Scott, it
was not their creative powers in their fields that died, but their
markets; with new fields, new audiences, and resumption of power-
ful interests, their creative energies were renewed.

2. How doesthe actualization of creative powersintersect and in-
teract with what adult life and learning theory sociologists term ‘‘en-
vironmental press,’’ and what Robert Butler (1967) called the mul-
tiplex theory? Butler referred to ‘‘influences other than chronological
aging per se whichfacilitate or inhibit creativity,’ for example, phys-
ical disease, personalloss, sociocultural conditions, personality struc-
ture, and position on the chronologyoflife stages. When I asked 30
adults aged 60 to 80 who had begun adventuresin theartslate in life
why they had delayed so long,the first reason was being occupied
with otherlife duties.

3. How arecreative powers affected by the counterforce or the
facilitation of the ego and the mysterious hidden forces of the per-
sonal self? There are examples of the potentially gifted actor who
never opens his career because of disabling shyness; the creative in-
ventor who abandonshis work because of poverty. How far was the
failure to actualize their powers the failure of the ego to cope with
certain inherent weaknesses in the self-system?

The answers to these questions are difficult, but the questions
need to be kept in mind so that observers of the creative process will
not place an undueload ontherise, fall, birth, and seeming extinc-
tion of the creative powers themselves.
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The Seekers

For many adults, notably those I call ‘‘seekers’’ or specially-

concerned adults, it is a matter of vital importance that their creativ-

ity should be recognized and actualized. For them, the semantics of

certain aspects of the creative processarecritical. That is, when some

talk about ‘‘peaks’’ of creativity, about being at ‘‘the height of his or

her powers,’’ and aboutthe ‘‘falling-off”’ of powers,it is important

to know whether oneis talking about intrinsic creativity, the influ-

ences of environmental press, or dynamic growth as against the de-

fenses and defeats of the ego as pilot and manager. In other words,

whatroles do habit, interest, confidence, and anxiety play in the dis-

covery, maintenance, seeming loss, and recovery of the adult’s crea-

tive powers across the life journey?

The Five Myths of Aging

The issues raised by these questions are very complex. The one of

greatest concern to the seekers and mournersis, do the creative

powers of individuals decline across the years? Examined in depth,

this issue brings in other essential arenas ofcreativelife. It also serves

as a reminderof the widely extended mythologyof aging: 1) the myth

of inevitable senility, 2) the myth of inevitable sexual impotence, 3)

the myth of inevitable rigidifying of the complex of attitudes, 4) the

myth of inevitable decline in learning power, and 5) the myth of in-

evitable decline of the creative powers. The danger of the myths,all

of which contain elements of truth, is that they may becomeself-

fulfilling prophecies for great numbers of people whoforeclose their

life systems to the radiance ofliving and loving, to the adventures of

learning, and to the self-renewing exploits of the creativelife.

Components of the Creative Process

The investigation of creativity and of the creative processesis a

noble subject, and it is formidable in its complexity and variety.

However, in the maze of interpretations and speculations about the

creative process in the past 50 years, there are two major compo-

nents. One is the function of the conscious mind, treated wholisti-

cally by Ornstein (1972) in The Psychology of Consciousness. The

other is the function of the unconscious mind, upon which Arthur

Koestler (1964) has lavished so much attention.

The role of the conscious mind in the creative process, which is
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seen conspicuously in certain exercises in what Alex Osborn usefully
called ‘‘applied imagination,’’ and in the problem-solving preoccu-
pations of Edward de Bono and Moishe Rubinstein, raises inevitably
the role of intelligence and creativity. The continued ability to learn
well, that is, not only in the sense of being open to experience, but to
learn, to grow, andto learn again from these experiences, suggest
that the sustained powers of the human mindis an important contrib-
utor to sustained creative potentiality. If this is so,it is imperative to
know whether, as a rule, there is a falling-off of cognitive and in-
tellectual capability as adults progress through the life journey.

The Power of the Conscious Mind

Wehavestrong evidence, notably from carefully conducted lon-
gitudinal studies of aging adults, that for great numbers of men and
women, a decline in learning power does not occur. Theorists and
scholars in learning theory no longer consider David Wechsler’s fine
but limited studies (1981) of the functioning of intelligence in adult-
hood as other than important reporting of certain aspects of the
field. An abundanceofevidenceis available (McLeish, 1976) of sus-
tained powers of the conscious mind amongthose adults who choose
to keep their mindsactive and seeking.

The Power of the Unconscious Mind

Asfor the unconscious mind, that reservoir of fantasy and of the
germination and fusion of imaginativeideas,it is unlikely to suppose
that whatever the resources of the unconscious mind in an individual,
it somehowloses potency as the years progress —unless, as with the
consciousintelligence, nonuse in creative play and work, a settled
torpor, boredom, dullness, or a wholly immobilizing neurosis or
psychosis could diminish or shrink the capacity to use the imaginative
powers. If sensory experiences and innumberable life encounters and
communications are constantly enriching the reservoir of memories,
concepts, emotions, and ideas of the unconscious, the passage of
time should increase this immense integrator and generator of the ap-
plied imagination.

Records of the Creative Process

A valuable longitudinal technique for reporting therise, fall, or
steady state of special-field creative talent already exists in the inten-
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sive study of the whole life of the creative adult. With the exception

of the creative person himself or herself, no truer, more comprehen-

sive panoramaof the whole course of an individual’s creative powers

can be found than from the objective and dedicated personal biogra-

pher.

It is a pity that in place of such deep and comprehensivestudies of

creativity in action that we continue to be presented with unexamined

replays of Lehman’s Age and Achievement (1953), in which massive

statistical runs derived from publication or issuance dates of sup-

posed paramount masterpieces were used to arrive at the conclusion

that creativity peaked in the early 30s, closely followed by a second

peakin the later 30s, and declined across the later years. In my book,

The Ulyssean Adult (1976), I have dealt at some length with Lehman

and associates and what I consider their well-intentioned and ardu-

ous, but superficial and culturally jejune study. Not the least of their

problems was attempting to equate the creative summit of an individ-

ual with a single highest peak performance. A small but revealing

study of my own showedthe extraordinary creative power far in the

late years of 125 notedscientists.

No one denies that creative powers, or at least production

powers, of many people decline across the life journey, but itis a

giant leap to contend that all creativity declines with age. In 1956

Lehman modified his views, as a result of criticism (see Wayne Den-

nis, 1972), to ‘“‘it is not age but the factors that accompany

age’’—which simply returns us to the five myths about aging re-

ferred to earlier. The fact is that the key to grasping the relationship

between aging and creative powerslies not with the mechanical exer-

cises of Lehmanetal., but with an agglomeration of humanistic stu-

dies of creativity at work in the whole life progress of talented and

productive people —studies that include the invaluable insights of the

creators themselves.

Recovering/Revitalizing Creativity

The ultimate question is not whether creative powerssteadily di-

minish and die from the end of the third decade on, but rather how

men and women can maintain and maximize and, in cases where

creative powers have largely fallen into disuse, recover them and

through them revitalize their lives.
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The complexity of the subjectis awesome,yet it seems possible to
cite a series of personal or environmental conditions that may nur-
ture and sustain creative powers and production:

1. Give oneself permission. Many times messengers from the do-
mains of new ideas and fresh experiences may knock on the doors of
our consciousness. If the doors are kept firmly closed through fear,
prejudice, or other routines and habits of foreclosed adults mandated
from the past, then new creative works,inventions, strategies, or in-
terpersonal transformations may never be brought into existence.

2. Allow oneself the time. Time mayaffect for good orill the
release of, first, the general creativity of a specific field, and second,
the potentials of individual creative people. In thefirst case, as Seidel
(1966, p. 5) suggests,

the very time required to cope with the continued and continu-
ing expansion of knowledgein all directions may reach a point
of diminishing returns that can approach the absolute zero of
mental paralysis, even of intellectual despair.

In the second case, the pressure upon andtrivialization of time in
personallife may well destroy a necessary condition of successfullife
that I have termed ‘‘creative poise.’’? Such a condition is essentially
within the control of the individual adult.

Fifty years ago, Alfred North Whitehead remindedus ofan inval-
uable concept of time, the concept of the Sacred Present. As human
actors, we are often obsessed with the failures and replayings of the
past and, on the other hand, absorbed in worries about the future,
while all the while the Sacred Present, in which we should live, is
passing from us. It is a valuable component of actualizing creativity
through the adult years to work at whateveris our creative task in the
Sacred Present; this is a learnable art.

3. Turn seemingly adversesituations to account. Certainly in the
arts, losses in love, pain, fear, illness, loneliness, and feelings of fra-
gility and impermanence havebeen used byseeker and creator poets,
painters, sculptors, etc. The ability to make use of seemingly negative
situationsclearly is not simply something inborn,butis learnable as a
life art by the coping ego, or beyondthat, by the self, as Jung often
and elegantly definedit.

4. Apply the imagination. Various techniques can stimulate in-
terest and generate fresh breakthroughsin problem-solving and in
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original thinking. Mind-storming is one technique; others involvedi-

vergent or ‘‘lateral thinking’’ as opposed to ‘‘vertical thinking’’ (de

Bono, 1982), the imaginative application of fantasy and metaphor

e.g., Parnes (1966), Torrance (1961), unpracticed and disused tech-

niques in the processes of combining, adapting, multiplying, magni-

fying, and the reverse of these, eliminating, reversing, and substitut-

ing. Strategies of combination, of the kaleidoscopic approach to

fresh images and channels, can revive interests, help break inertia,

and generate renewed ventures.

A humanistic exercise relating directly to the uniqueness of the

person practicing it is the keeping of a personal reflective journal.

Such a journal is not simply a record of life events; the word ‘‘reflec-

tive’’ is the key, to which one mightwell add the word “‘selective.’’ It

is a self-awakening, self-actualizing exercise with potential for greater

creative self-realization to write cogently about selected happenings,

ideas, and people in one’s life; about insights and wisdom perhaps

otherwise lost all too quickly; about glimpses of nature and human

nature; about the human comedy and the human condition.

5. Apply the will. Perhaps the most powerful of all components

for the processes that will cause the creatively seemingly dead or fore-

closed to awaken is the action of the will. While the great Italian

psychoanalyst Roberto Assagioli noted that the will is able to

‘champerthe intuitive function,’’ he also wrote that

it can create and keep clear the channel of communication

along which the intuitive impressions descend. It does this by

imposing a temporary check on the distracting activities of the

other psychological functions.

Assagioli raised the issue of the power or weakness of the will in

the success or failure of creative exploits throughout the adult life

journey. Thewill allows sustaining concentration and maylead to the

maintenance, recovery, and growth of the innate creative powers.

I note with wonder,in closing, that I have not once referred to the

Ulyssean Concept as such, summedup in the Creed of the Ulyssean

Society:

As a Companion of THE ULYSSEAN SOCIETY, I am com-

mitted to the noble concept and the provable fact that men and

women in the middle and later years can, if they choose to do

so, richly maintain the powers to produce, to learn, and to

create, until the very end ofthe life journey.
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The concept, however, is inherent throughoutthis paper. Manycon-
cepts, regarding later age creativity and what I have described as the
Ulyssean life from age 50 on, have remarkable parallels, although
one can be Ulyssean without being especially creative, and one can be
creative without being especially Ulyssean. A great joy andgoalis to
be both.
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World First: |
Technical-Vocational Education

and the Creative Student

 

Bruce G. Milne, The University of South Dakota
Jack C. Higbee, Utah Vocational Council

For the first time in the history of the World Council for Gifted
and Talented Children, a technical-vocational strand was includedin
their biennial conference. Bruce Milne, from the University of South
Dakota, was the chair of this strand. He was assisted by Jack C.
Higbee, Executive Director of the Utah Vocational Council, with en-
couragement from the World Conference chairman.

The technical-vocational strand was focused on the concept that
technical-vocational education has a place for those students who are
not too interested in regular academic programs. But, technical-
vocational educationis also a viable option for the highly gifted and
creative. Technical-vocational education needs the highly creative
students, and we foundthat many of the highly creative students
need andseek out technical-vocational education. We can help build
the image of technical-vocational education by pushing this concept
and thereby encouraging morestudents to pursue this option as they
continue their schooling.

Some 44 people attendedall or part of the sessions during the two
days this technical-vocational strand was conducted.

The presenters for the technical-vocational strand andtheir sub-
jects were as follows:
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Bruce G. Milne, Professor, Educational Psychology, The Univer-

sity of South Dakota — ‘Developing Creative Talents in the Older

Student.”’

Donald Maley, Chairman, Dept. of Industrial Technology, Uni-

versity of Maryland — ‘‘Research and Experimentation: A Program

for the Gifted Talented and Creative in Technical Education.”’

Lanny Hassell, Exec. Director, Arkansas Vocational Council —

‘“Why Not the Total Person?’’

John Felthusen, Department of Education, Purdue University -

Indiana — ‘Developing and Using Vocational Talent Rating

Scales.’’

Richard Maxfield, Member, Board for Vocational Ed., State of

Utah — ‘‘Preparing a Creative and Productive Work Force.’’

James C. Durkin, Owner, Creative Learning Systems, Inc., San

Diego, California

Peter Johnson, Exec. Director, Illinois Vocational Council —

‘‘Experience-Based Career Education for Gifted and Talented Stu-

dents.”’

Ronald Fredrickson, University of Massachusetts — ‘‘Aiding

Multi-talented High School Students to Make Career Choices.’’

Calvin W. Taylor, Professor, University of Utah — ‘‘Basic

Research in Locating and Developing Multiple Talents in All Stu-

dents.”’

Felice Kaufman, Lexington, Kentucky (Recently with the Univer-

sity of New Orleans) — ‘‘Career Choices and Challenges.’’

Panel: Rupert Evans, Professor Emeritus, University of Illinois.

Subject: ‘‘Does Technical-Vocational Education Have a Place for

Gifted, Talented and Creative Students?”’

C. Brent Wallis, Director, Ogden-Weber Area Vocational Center

Joyce Winterton, Executive Director, National Vocational Coun-

cil

David Gailey, Utah State Office of Education

In general, everyone who made a presentation, plus those attend-

ing as audience members felt that this initial technical-vocational

strand was a success, even having some unexpected, very positive

findings. They also urge that this type of strand be continued, even

expanded,in all future world conferences in this series.

It was the consensusof those whoparticipated that the technical-

vocational phase of this conference was a real success and that many
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talented and creative students will find a comfortable place in
technical-vocational education.

Some of the conclusions from the meeting were as follows:
1. For some 10 years, considerable effort throughout the nation

has been devoted toward providing technical-vocational oppor-
tunities for gifted and creative students. Bruce Milne, from the Uni-
versity of South Dakota, has done considerable workin this field, as
has John Feldhusen, from Purdue University.

2. John Feldhusen has developeda series of rating scales to be
used by technical teachers in determining creative talents in several
vocational areas, including trade and industry, office occupations,
and vocational agriculture.

3. There was consensus among the group that academictalentis
only one talent which people have — and eventhis talent is broken
downinto several areas such as word comprehension, wordfluency,
mathematical ability, etc. Students have multiple talents which are
very useful to them in the world of work. These include talents in re-
lating to people, leadership talents, and the ability to take complex
ideas and develop them into something useful.

4. Most of the presenters emphasized that we must apply the
multi-talent concept in our teaching and we mustrecognizethat stu-
dents are multi-talented, not just academically talented.

Several papers provided by individual presenters are included in
the proceedings as examples of some ofthe research being done and
efforts being made by educators and others involved with technical-
vocational education as it relates to creative and talented students.
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Creative Students and

Technical-Vocational Education

 

Jack C. Higbee, Utah Vocational Advisory Council, and

Calvin W. Taylor, University of Utah

Salt Lake City, Utah

Utah Job Service reports that most of the new and replacement

jobs in Utah during the next decade will require technical-vocational

education type of preparation. More specifically, there will be more

jobs (almost two-to-one) that require post-secondary technical-

vocational education preparation than there will be jobs that require

a B.S. degree or more.

The primary focus of the education system in our state is to pre-

pare high school students to go on to college, and at the college level,

to obtain a B.S. degree. This educational focus meets the needs of a

minority of Utah students, less than 25-50 percent, depending on

which level you are reviewing.

Less than 50 percent of Utah students in the ninth grade will go

on for further education beyond high school. Twenty-two percent

drop out before they receive a diploma, and another 28-30 percent

secure a high school diploma and seek no further education, at least

not immediately.

Of those students (approximately 50 percent) who go on for fur-—

ther higher education training, some 50 percent drop out before they .

start their second year. Some of those who drop out mayreenter the -

system, but at the most, only 25 percent of the students in our high
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schools go on to receive a B.S. degree. Again, then, the primary
focus of high school is to prepare students to go to college and the
primary focus of college is to prepare students to get a B.S. degree.
As a result, we have fairly large numbers of students competing for
jobs that require a B.S. degree or more and wehavetoo few students
preparing for jobs in the technical-vocational education area—that
is, jobs that require someskills training but less than a B.S. degree.

One of the primary reasons for this mismatchis that technical-
vocational education does not have the positive image it needs and

deserves. Most educators and manyparentsstill feel that technical-

vocational education is for those students who cannot succeed in a

regular academic program. As a result, many highly talented and

creative students whom weneed asskilled workersin the future are

reluctant to choose a technical-vocational path. Yet, highly talented

and creative skilled craftsmen and technicians are as important as

highly skilled engineers and other professionals.

In our view, Utah’s industrial growth potential will be dormantif

modifications are not made in our approachto preparing people for

the skilled jobs in the technical-vocational area. Yes, technical-

vocational education is for those students who havehadlittle success

in typical academic-type programs. Technical-vocational education is

also for the highly talented and creative.

During 1986, a small group consisting of Calvin Taylor from the

University of Utah, Judd Morgan from Utah Technical CollegeSalt

Lake, Charles Losh from the State Office of Vocational Education

and Jack Higbee from the State Vocational Council met to discuss

steps we could take to determine if there are creative students cur-

rently involved with technical-vocational education. We discussed

the possibility of a research project using a Biographical Inventory

Form U developed by the /nstitute for Behavioral Research Jn Crea-

tivity (IBRIC) to locate creative talents among technical-vocational
education students.

Our plans were to complete the project and to report on the

results at the 7th World conference for the gifted, talented and crea-

tive in Salt Lake City in mid-August, 1987. Representatives from all

over the world, as well as from every state in the Union would be in

attendance and we wanted to report something of significance to

relate the skills and talents of the gifted, talented and creative to the

large numberof students whoare involved with technical-vocational
education in ourstate.
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Frankly, our goal was to help build the image of technical-

vocational education by letting the world know that even though

manytechnical-vocational students do notfit the mold of the typical

high academicachiever, they are creative, productive individuals who

can make a major contribution to our society, especially as a skilled

part of the work force.

It was our view that business and industry would be the major

benefactors if we could accomplish something in this area, because

they would have available as prospective employees a larger pool of

skilled, highly motivated people.

Wewanted to do some basic research to identify the creative, pro-

ductive thinking, leadership and other non-academic talents among

technical-vocational students. We wanted to administer a highly-

validated test (actually, a biographical information instrument) to

some 2,000 vocational students currently studying at a local high

school, at two area vocational centers and at the two technicalcol-

leges in our state. We would relate the results of this testing effort to

other data available concerning these students. These other data

could include ACT scores, GPAs and other pertinent information.

Our hypothesis was that many technical-vocational students are

as gifted, talented and creative as any other students within the edu-

cation system, but they often do not have high scoresin the typical

academic areas. Because the current education system places so much

emphasis on academic achievement, these students often suffer from

a poorself-image —being led to believe that the only true success in

life comes through academic excellence. We felt that these highly cre-

ative technical-vocational students have as much, and in manycases,

more to contribute to our industrial society then do the usual

academic-type students.

Ouroverall objective was to validate this hypothesis to seeifit is

true.

A decision was made to administer the biographical inventory to

150 students at South High School, 125 at Davis Area Vocational

Center, 155 at Ogden-Weber Area Vocational Center, 445 at Salt

Lake Community College, and 425 at Utah Valley Community Col-

lege. Up to and through 1986-87, the latter two were called Technical

Colleges and their names were changed to Community Colleges in

1987-88.
At the high school, we worked throughthe principal and used the

highly validated Form U.At the area technical-vocational centers, we



Creative Students and Technical-VocationalEducation 35]

worked throughthe center directors, as well as someone involved in
guidance, and at the two community colleges, we worked through the
directors of the assessment centers.
A decision was made that someof the items in the Form U were

not suitably wordedfor use at the community college level, so, work-
ing with the directors at the two community colleges, we developed a
new form referred to as Form CC (Community College). To develop
form CC, it was necessary to modify some ofthe questions from
Form U,to delete some and to add others. It was felt that Form CC
had face validity and was approximately the same as form U (as the
number of modifications, changes, additions and deletions were
relatively minor). It takes about one hour to complete the form.

After providing someinstruction to the test giver at each of the
institutions and having them read throughtheinstruction form ac-
companying the biographical inventory for Form U,the test (Form
CC) wasactually administered by the staff at these locations.

The completed forms were then returned to the supervisory
group. The forms were then turned over to IBRICfor scoring. Costs
for the booklets and the computer scoring were paid by the Utah
Technical-Vocational Council. The scoring key was the samefor the
two forms.

Ourinitial test group included 150 students from South High
School, a high school which was closing forever at the end of the
1986-87 school year. We practiced the testing process and did initial
work on a feedback report which gives only good newsto eachstu-
dent tested of their greatest potential talent areas.

In Table 1, the results for one Community College show that 80
percent of the 445 students were above average on at least one of
these four talent scores of Academic, Creativity, Arts Potential and
Leadership. This is a gain of 34 percent of the results only for the
Academic Talent. A total of 88 percent of this sample are above aver-
age on one or moreof these six Form U scores. A total of 57 percent
of this sample scored as being seven percent above average of how far
they intend to go up the academic ladder.

This Technical College, therefore, has a high percentage of their
students being above average on performanceof the four important
talent scores and an even higher percentage of their students above
average on at least one ofthe total set of six form U scores. The aver-
age was that students were above average on approximately half of
the four talent scores and above average on approximately half of the
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PERCENT ABOVE AVERAGE ON PERCENT ABOVE AVERAGE ON

FIRST FOUR SCORES ALL SIX SCORES

Y% Cumulative % Cumulative

4 scores 15% 15% 6 scores 11% 11%

3 scores 19% 34% 5 scores 15% 26%
4 scores 14% 40%

2 scores 27% 61% 4 scores 16% 56%

1 score 19% 80% 2 scores 19% 75%

0 scores 20% 100% 1 score 13% 88%

0 scores 12% 100%

 

TABLE 1: RESULTS ON FORM CC BIOGRAPHICAL INVENTORY

SCORES OF 445 SALT LAKE TECH COLLEGE STUDENTS(SPRING 1987)
 

six Form U scores. All the results in this first table support the

idea that there is a good pool of high-level talented students in this

college.
Table 2 was produced by combining the samples of the two Utah

Technical Colleges. It showed that the total sample of 870 students

was about average or above average on all of the six Form U scores

except for Leadership. There is no evidence that there is a below aver-

age group goingfrom high schools to Technical Colleges in Utah ex-

cept for Leadership. These are not below average students, collec-

tively, in Academic or Creativity or Vocational Maturity or

Educational Orientation (but are also above average of persistence in

staying through school beyond high school).

 

Talent Percentile Rank

Academic 49

Creativity 53

Arts 48

Leadership 37

Voc. Maturity 63

Ed. Orientation 56

 

TABLE 2: A Report of Scores of the Two Combined College Samples
(N = 870) on Form CCBiographical Inventories, When Compared to
Standardized Norms on Form U for 10-12th Grade High School Students.
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We then tested two samples at our state’s Area Vocational
Centers. These centers have high school students, returnees to com-
plete a diploma, returnees to relaunch into improved career oppor-
tunities, etc.

 

TABLE3:

PERCENT OF STUDENTS ABOVE AVERAGE —
50 PERCENTILE RANK CUT-OFF INTO +’S AND 0’S

 

 
 

 

 

 

(N = 155)

= oi > =
vy £ ro y & ca Y o& ca= > re = 2 pe = 2 pemM a3) i i Poe ea)
QA tf n Q QA «<< n Q QR tf n Q
S 2: Sze: Sez §<6 <« & <o<¢ 4 <o<44

4 pluses 30% 47 2 pluses 20% 31 1 plus 15+ % 23

+ + + + 47 + + 0 0 7 + 0 0 O 3

3 pluses 20% 32

+ + + 0 6 + 0O + 0 5 0 + 0O 0 8

+ + 0 + 8 + 0 O + 2 0 O + 0 10

+ 0 + + 0 0 + + 0 8 0 0 0 + 2

O + + + 18 0 + 0 + 2

0 pluses 15 — % 22

0 O + + 7 0 0 0 0 22

Cumulative

N % Downwards

4 pluses 47 30% 30%

3 pluses 32 20% 50%

2 pluses 31 20% 70%

1 plus 23 15+ % 85 + %

0 pluses 22 15-—% 100%
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The extremely exciting, high-score results were found at Ogden-

Weber Area Vocational Center, as seen in Table 3. We hopea disser-

tation or other follow-up study can be undertaken to discover why

such high multi-talented people were found going into and through

that center. One strong hunchis that these people with high multi-

talent potentials were seeking schooling of a hands-on and especially

a brains-on experiencecalling for using powerful thinking and crea-

tive brain processes.

A total 30 percent of the sample were above average in all four

high-level talents, whereas less than 15 percent were below average on

all four talents. This is an extremely unusually rich vein of talents to

befound anywherein high schoolorcollege or university levels. Fifty

percent were above average in three or four of these talents.

These results give the emphasis that we hoped would emerge in

Tech/Voc programs, namely, that persons with talents other than

academic and some even with academic talents are not really in-

terested in trying or wantingto try to fit a knowledge-focused, highly

academic talents way of acquiring and returning knowledge. The

functioning powers of their brains attract them to go to other types

of schooling, such as Technical-Vocational schooling. These findings

were worth all the testing we did. We suspect that higher education

institutions, especially four-year colleges and universities, have not

yet ever thought of recruiting creative people from such sources. The

next challengeis to find a workable solution that would provide each

incoming student at both the Community (Technical) Colleges and

the Area Vocational Centers with awareness training of their multi-

talent potentials, after having tested them for the four majortalent

scores obtained from Form U. The final challenge is to be able,

somehow, to activate and develop their talent potentials with

multiple-talent focused teaching approaches by nationally-certified

Talents Unlimited teachers in Utah.
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Teaching The Gifted And Talented
Through Technology Education

 

Donald Maley, Department of Industrial,
Technological and Occupational Education

University of Maryland

Scholarship does not reside in a subject. The study of a subject
becomesalive, an adventure in research, an experience in dis-
covery, a scholarly pursuit, if the teacher has the insight and
understanding to makeit so.

—Vernon Anderson

This opening statement by Vernon E. Andersonis the central
theme around whichthis discussion will take shape and form. This
presentation is based on several important and highly relevant
hypotheses. These are:

1. That the areas dealt with in vocational education can be an ad-
venture in research, an experience in discovery, and a scholarly pur-
suit.

2. That the areas dealt with in vocational education can provide
programs that would challenge and benefit the gifted and talented.

3. That the environmentofthe respective areas of vocational ed-
ucation provide uniquesettings for a diversity of meaningful experi-
ences that would be valuable in the education of the gifted and tal-
ented.
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As a vocational educator who has had responsibility for a number

of service areas in vocational education, the value of such educa-

tional experiences for all levels of students has been quite ob-

vious—if the teacher has the insights and understanding to makeit

SO.

The discussion that follows will deal with a nationally and inter-

nationally known program in one of the service areas of vocational

education. That service areais industrial arts / technology education.

The program is called Research and Experimentation (R&E) in in-

dustrial arts/technology education.It is a program that has attracted the

gifted and talented students who normally would not haveelected to

take such an offering. The program has been operated at the junior

high school as well as the senior high schoollevels. It is a program

that could find considerable value in the other vocational service

areas of home economics,agriculture, trades and industry, andtech-

nical education. It is a program based on the processes of learning to

learn, problem solving, inquiry, synthesis and analysis, as well as

strong involvementin verbal and written communication.It also is a

program that bears a strong relationship with the present and future

societies wherein researchis and will be a dominant factor in national

and international progress.

Briefly stated, in order to establish a context for the discussion

that follows, the Research and Experimentation program in industrial

arts/technology education is a student-centered program. It is an

elective offering that has been attractive to the gifted and talented

students. The students conduct one or more research projects that

are of their own selection. The research procedures are consistent

with acceptable practices carried out by researchers in industry and

other agencies. The central focus is on the nature and quality of the

processes by which the individual arrives at the solutions or answers

he/shegets.It is a laboratory oriented research and experimentation

program complete with written reports, constructionalactivities, and

seminars.

The presentation of the research and experimentation program in

industrial arts/technology education will proceed through a number

of important dimensions associated with its conduct and develop-

ment. These dimensions are: a concept of giftedness; the nature of

the gifted; the role of the teacher; the qualities of the teacher; the

nature of the program; reactions to the program; and the appro-

priateness of the program.
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A Concept of Giftedness that Reaches Out to
Many Dimensions of the Quality

The nature of giftedness takes on many forms. Some ofthese are
very narrow and restrictive, thus eliminating many useful and
valuable talents from consideration.

This program utilizes a broad perspective of gifted and talented

similar to that expressed by Kilpatrick and Witty.

William H. Kilpatrick (1962) described the natureof gifted in the

following manner: ‘‘. . . the term ’gifted’ must include not only the

intellectually gifted, but all who show promisein music,thearts, cre-

ative writing, dramatics, mechanical skills, and social leadership.
...(p. 43)

The nature and scope of giftedness was the subject of an investi-

gation by another prominentperson in the area of humancapability.

Dr. Paul Witty (1961), after an extensive review of a wide range of

findings and opinions on the nature of the gifted pupil, concluded

that giftedness should ‘‘. . . include any pupil whose performance,in

a potentially valuable line of humanactivity, is consistently or repeat-

edly remarkable. This definition is being increasingly accepted.’’ (p.
36)

Thus, it is apparent undereither of the above definitions by rec-

ognized authorities that there are many opportunities for vocational

education program areasto be involved with the gifted and talented.

The Nature and Characteristics of
The Gifted Individual

It is important that any program of education (gifted or non-

gifted) take into consideration the nature and characteristics of the

learner. This idea is fundamental to good program design and in-

structional strategy development.

The research and experimentation program in Industrial

Arts/Technology Education started with the characteristics and

qualities of the students for whom the program wastoserve.

Torrance (1965) listed ten characteristics of the productive, crea-

tive person as identified by a panel of experts. These characteristics

are curiosity, independence in judgment, becoming absorbed and

preoccupied with tasks, intuitiveness, persistence, unwillingness to

accept things on meresay-so, willingness to take risks, and unwilling-

ness to accept the judgments of authorities (p. 17). Torrance further
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stated that ‘‘. . . This fact should give teachers of gifted children spe-

cial cause for reassessing their values and goals in teaching such

children.’’ (p. 17)

Getzels (1954) identified the distinctive characteristics of the

‘fable learner’’ as follows:

1. He has greater curiosity and is not content with mere rote repe-

tition.
2. He is more exploratory andis likely to want to go beyond the

limits of a particular problem or the arbitrary restrictions of a partic-

ular lesson unit.

3. He is more autonomousandis likely to want to work out

problems independently.

4. Heis moreabstract in his thinking andis likely to want to gen-

eralize from particulars to principles.

5. He is morecreative andis likely to be impelled to add some-

thing original or imaginative of his own to a given problem orclass-

room project. (p. 21)

As a result of study of the nature and characteristics of the stu-

dents the program was intendedto serve, a series of activities were

designed into the R & E program that would take advantageorutilize

the qualities of — independenceof thinking,curiosity, independence

of judgment, intuitiveness, persistence, autonomy, independence

of action, unwillingness to accept judgments of others, and risk tak-

ing.

The actual observed behaviors of the students involved in the pro-

gram over a number of years and in a numberof schools have borne

out the fact that they do in fact, manifest such qualities and charac-

teristics.

The Qualities and Characteristics of the
R. and E. Teacher

The R & E program in Industrial Arts / Technology Educationre-

quires a teacher with some unique qualities and characteristics. Ob-

servation overseveral years of a numberof highly successful teachers

with this kind of a program has revealed that such personnel must—

1. have faith in the intelligence of youth.

2. view education as an organismic process and not a splintered

series of atomistic exercises.
3. conceive his/her role as one of stimulation, guidance, evalua-

tion, and facilitation.
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4. exemplify in his/her discussions and interactions with stu-
dents an attitude that will stimulate new levels of refinement in the
student’s procedures, research and reporting.

5. be up-to-date on technological and current events.

6. be broad in his/her perspectives with respect of the kinds and

formsof research a student may pursue.
7. develop a mode of thinking that is positive in the approach to

problems. This is directly opposite from the mannerof thinking that

searches for reasons why something should not be done.

8. place procedure, inquiry and discovery above the production
of things and the memorization of isolated facts.

9. have a secure feeling while dealing with students of high ability

who are working with advancedlevels of information that may be

beyond the teacher’s level of knowledge.

10. be willing to seek assistance from other teachers as well as
members of the broader community.

The teacheris the pivotal point in the R & E program. Experience

over a period of thirty-five years has madeit obviously clear that the

teacher can make or break the program. It has been shownthat in

several instances where there were good teachers operating fine pro-

grams and then the teacher would moveor be promoted,the program

would fail under another teacher who replaced him/her. The school,

the environmentandthestudents were substantially the same. It was

the teacher who wasthe principal variable in the loss of the pro-
grams.

The Role of the Teacher is Critical In the
R. and E. Program’s Success

The way that the instructor functions in his/her teaching role is
of prime importance.

The teacher functions as a manager of the educational processes

in the R & E program. As a manager, the teacherserves as a stimula-

tor, —always encouraging the best performance from every student.
This role is to develop and promote a positive self-concept on the
part of the student.

As a manager of education, the teacher makesthings possible and
promotes an attitude as well as an environment that enables the stu-
dents to carry out their research. Onepartofthis role is to assist the
students in their resourcefulness as they reach out beyond the school,
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or even the community, to secure information or equipmentvital to

the success of their project.

The teacher’s guidance role in this context is largely indivi-

dualized assistance that is given the student with respect to proper

procedures and format for the conduct of the research. Someofthis

guidance may come as a form of questions raised by the teacher in

order to sharpen the direction or focus of the student’s work.

Theevaluation role is one of helping the student refine and clarify

various dimensions of the work being done.It also is an effort to help

the student assess the appropriateness, accuracy and effectiveness of

his/her work.

The good teacher of R & Eis constantly aware that his/herrole is

not to provide answers, but to assist the student in their being able to

develop the processes for getting the information.

The Environment of the Technology Laboratory is a
Key Factor

The environmentin which the R & E program takesplaceiscriti-

cal to the effectiveness of the effort. The presence of a broad rangeof

shaping, forming and constructing equipment adds an important di-

mension to this environment. Additional equipmentthatis useful in

testing, measuring and evaluating materials and processes, as well as

performance, contribute to this unique environment. The labora-

tories usually are equippedwith the facilities of air pressure, vacuum,

additional ventilation, a range of electrical potential (A.C. and

D.C.), water and drainage.

Seminarfacilities are normally included in the R & E environment

as an integral part of the laboratory or as an adjoining area.

One other dimension of the environment of the R & E program is

the personnel componentin whichthe studentfinds him orherself in

the presence of other students engagedin research. Theinterpersonal

interaction by students pursuing a variety of researches contributes

enormously to an atmospherethat is both stimulating and challeng-

ing.

An additional component of the environment for R & E programs

consist of the total school in which it takes place. The physical as well

as the personnel resources of the total school provide a potential en-
vironment that is invaluable for the pursuit of such a program.
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Community Involvement Is A Major Elementin the
R. & E. Program’s Effectiveness

A major premise fundamentalto an effective program in R & E is

the extent to which the community beyond the school is used. The

basic concept is that the school becomesthe base of operations out

from which the linkages to the community are extended. These link-

ages or connectionsare extended to individual authorities, organiza-

tions, companies, colleges and universities. The broader community

becomesa source of consultation, information, materials, and equip-

ment. There are occasions when industries or organizations in the

community may actually be a place where certain elements of a stu-

dent’s project may be constructed or tested.

Another very important use of the community is the influence

support that one can get for the R & E program. Community backing

can be a major factor in the expansion and improvementof such an

educational endeavor. One dimension of strong community support

that has been very helpful has come from the parents of the students

in the program.

The R & E Program is Experience-Based
Individualized Instruction

The R & E program can best be described by series of single

statements related to specific dimensions of the design of the experi-

ence.

The over-all goal of the R & E program is to provide an educa-

tional experience that would challenge the gifted and talented stu-

dent; that would be centered on individual interests; that would

blend the concrete with the abstract; that would promote the individ-

ual’s development in the areas of problem solving, inquiry, learning

to learn, communications, and decision making; and that would pro-

vide for a concrete experience in self exploration. See page 362 for a

model research sequence used in the program (Maley, 1986).

The structure and processes involved in the program include the
following:

1. It is an elective program generally starting at the ninth grade,

but may, with modifications, be conductedin earlier grades,astesti-

fied to by persons workingat thoselevels.
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2. The early sessions of the program include such activities as the

following:

a.Discussion on the goals and objectives of the experience.

b.Presentation of requirements, i.e., each student would be

expected to conduct one or moreresearch projects of their own

choosing.

c.Presentation of research procedures and elements.

d.Discussion of the nature of the written report.

e.Discussion and emphasis on safety in all aspects of the

students efforts.

fDiscussions on the nature and range of research problems

the student mayelect to pursue.

g.Discussion and presentation of the facilities and materials

available to the student.

3. The student selects a problem that he/she wouldlike to pur-

sue.
4. The student develops the problem presentation using standard

research procedures and terminology. The elements or statements of

problem, purpose, hypotheses, assumptions, limitations, procedure

and terminology are formulated and developed.

a.Background study and investigation is conducted.

b.Apparatus and necessary test samples are constructed.

c.The research is conducted taking into account such items

as pilot runs, instrumentation, checks for reliability and valid-

ity, and organizing the data.

d.An analysis is made of the data in order to state the find-

ings.

e.Conclusions are drawn with respect to the stated

hypotheses.

f.Recommendations are drawn regarding the outcomes as

well as implications for further study.

5. Seminars are held on a regular basis in order to provide a

system wherebythe students may learn about the research being con-

ducted by others in the class. The following statements describe the

nature and function of the seminars.

a.The seminars are conducted by the students and each is

under the leadership of a student whoserves as a chairperson.

b.The seminars have a structured agenda designed to get

optimum participation on the part of each student.

c.The students are encouraged to assist each other with

problems they may be encountering.
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d.The seminars provide an opportunity for the students to

challenge each other with respect to procedures, data and con-

clusions.
e.The seminars are frequently the occasions when visitors

from the school, other schools, and the community come to

observe bright young people discuss their work.

6. A written report is drawn up by each student for every

research he/she has conducted. The format of this report is similar

to that used in formal research presentations at the graduate and

post-graduatelevels.

7. The final phase of the program involves an analysis and dis-

cussion of what has been learned and goals that have been achieved.

Parental and Student Reactions Have Been Most Favorable

The R & E program in Industrial Arts/ Technology Education has

won a great deal of attention as well as praise from all who have had

the opportunity to observe it or participate in this unique educational

experience.

The initial conduct of the program at Montgomery Hills Junior

High School (Montgomery County, Maryland) in 1959, created some

confusion in the minds of the parents of students in the class. They

had expected their children would be carrying out the usual construc-

tional activities. The research and experimentation program involved

a different kind of project. It also involved a different form of in-

volvement on the part of the student. However, this confusion was

completely eliminated when the parents attended a back-to-school

night where they received a thorough explanation of the course. The

reaction was immediately favorable and has continued to be so with

parents of the many students who have gone throughoutthe course.

Surveys were conducted of the parents from time to time to get

their reactions to the program. The following are some oftheir com-

ments about the program.

e ‘‘We are more than pleased with (sans name) year in I.A.R.L.

Wethink it was and is an excellent opportunity to turn young

minds loose to follow where they will. We endorse it highly.’”’

e ‘I like this approach to education (not confined to Industrial

Arts) and wish it were used generally.”’
e ‘‘It has been a wonderful experience for (sans name) and we

are deeply appreciative of the help and guidance he has gotten
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here. He has talked about it and has been encouraged in his

school work in general because of it. We feel that it has been

an influence of great value.’’

e ‘The program contributes positively to the growth and devel-

opment of boys, as it provides the opportunity to do something

creative for which recognition and satisfaction are possible.

Oursincere thanks for this opportunity afforded to our son.’’

There are several important points madeby the parents of the stu-

dents in the program, such as: . . . an excellent opportunity to turn

young mindsloose; . . . has been encouraged in his school work in

general because ofit; . . . contributes positively to the growth and

development; and... . it provides opportunity to somethingcreative

for which recognition and satisfaction are possible.

The students have expressed their very favorable comments on a

numberof occasions. The following are some statements from them.

e ‘*This is what makes school worthwhile.’’

e ‘*This is why I cometo school.’’

e ‘*The research and experimentation program helps me in my

other school subjects.’’

When one of the young researchers was asked why he knew so

much abouthis subject, he replied, ‘‘I read everything I get my hand

on.”’

During the Summer of 1984, a special two-week program was

conducted in the Department of Industrial, Technological and Oc-

cupational Education at the University of Maryland, College Park.

This was a research and experimentation program in industrial

arts/technology education for a special group of 12 gifted and tal-

ented students in grades 9, 10 and 11. Each of the ten working days

was crammedwith research activities, speakers, field trips, seminars

and a broad range of constructional activities. Each of the students

carried out a complete research project, including writing a report.

The students’ comments during thelast session of this two-week

program wereasfollows:

e helped me realize how much funit is to work with tools and
test equipment

program should be in every schoolacross the nation

it makes learning fun

will do mybest to get the program in my school

feel proud of myself for what I accomplished at the University
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the program is a worthwhile learning experience

recommend you involve more students in the program

more time be alloted for this program

thoroughly enjoyed being a participant in the program

had a great time

program would be very instrumental in the school system

allows students to combine different skills

learn about something the student wants to learn

program should be offered to the average student too

if you do it next year, I’d love to doit again

thank you for this experience

thanks for the privilege to participate in the program

thanks for providing us with this wonderful program

believe me, I will try to motivate Mr. ________ (teacher at

his school).

enjoyed the well organized program

thanks for two weeksI?ll never forget

Other themes or comments included:

expression of appreciation for being in the program

being able to select their own problem for study

being permitted to work on their own

used equipment I never used before

experiencing education that was fun

an enjoyable and enriching experience, although a short one

this Summerthe best I ever had

helped meto prepare for college

teaching me to research on my own

how to document a report

Another form of feedback has come from former students who

are now professional and successful people in a variety of careers.

They are quick to attest to the value of the program of research and

experimentation in industrial arts/technology education.

The program represents a modelthat puts educational theory into

practice. It is based on the finest of theories regarding the adaptation

of teaching to the individual needs of the student. It is a program of

relevance in an age or period in which research is a dominant factor

in change as well as in progress. Perhaps mostsignificant ofall, it

starts with the qualities and characteristics of the learner and then ap-
plies specific strategies to achieve appropriate goals for education in

the present society.
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The numerousservice areas associated with vocational education

are fertile fields for such a program. The breadth andscopeof poten-

tials for challenges to bright and gifted students in vocational educa-

tion are endless. The problem of implementation centers around the

issues Of perspective, imagination, and desire to carry out such a pro-
gram.
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The Use of Technology

in Working with Gifted Children

 

Marilia Ancona Lopez, Director

Centro Educacional Objetivo

San Paulo, S.P., Brazil 01405

In 1973 Prof. Joao Carlos Di Genio, from Centro Educacional

Objetivo, becameinterested in working with a certain group of stu-

dents whose outstanding performance had showed him that those

students needed special treatment. Before he started recommending,

always in their academic program, he decided to check on whatother

countries were doing abouttheir gifted children. After coordinating

several visits to different countries, the work done in Israel under

Prof. Erika Landau’s supervision was chosen as a sample of what

takes place in a developing country with characteristics similar to

Brazil’s.

Thefirst step of implementing a new approach at Centro Educa-

cional Objetivo was to take the most gifted students out of their usual

groups and put them togetherin a special group. The objective was to

provide them with the kind of development that could be compatible

with their needs. This experiment did not proveto be efficient. The

students showed a lot of competitive feelings about each other and

they also felt like outsiders in their own school. It was decided to

offer enrichment programs based on each student’s needs and in-

terests. At first, they were special programsthat could supply the stu-
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dents with a lot more information than they gotin their regular cur-
riculum.

Those first experimental steps showedthat there wasstill a lot to

learn and to do about working with gifted children. A team of psy-

chologists and school teachers was formed and the work with gifted

students started taking up a more definitive shape.

In August, 1986, the Centro Educacional Objetivo promoted a

Seminar on Gifted children, in order to raise questions and bring up a

deeper discussion about the matter among people working in the

same field. We invited some international specialists: Prof. Joan

Freeman from the Manchester University, England; Prof. Dorothy

Sisk from the University of South Florida, United States; and Prof.
Erika Landau from the University of Tel-Aviv, Israel; as well as rep-

resentatives of the state educational institutions in Brazil.

The results of the Seminar were fantastic. It raised interest in all

kinds of people, from specialists to students and their families. This

showedusthat there is a lot of potential to be explored in this area in

Brazil and we are only just beginning.

The technological aspect of the work wasalso considered at this

point. Several professionals from Objetivo were sent to Israel,

France, Bulgaria and the United States, in order to update our tech-

nological resources.

The next step was then to design the identifying model of the as-

sessment for gifted children and to organize advanced programs. The

identifying model that was developed consists of a detailed screening

of all the students in the school. There are almost 80,000 studentsat

Objetivo all over Brazil. We started working unit by unit. We con-

sidered the results of intelligence tests and teacher’s evaluation cards.

After this screening, the selected students were given a psycholog-

ical check-up andsent to a family orientation program. This psycho-

logical check-up and family orientation program can be offered to

people from other schools as well.

The advanced programs offered at present consist of courses on:

(1) Microelectronics, (2) Robotics, (3) Computation, and (4) Arts.

1. In the Microelectronics course, the students work with plates
which are Microcomputers with limited memory capability. These

plates can be programmed and they show the students how a com-

puter works. Several situations of the children’s everydaylife are re-
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produced at the laboratory, such as: electrical appliances, traffic

lights, etc. These simulators are built by the children themselves with

standardized pieces which permit several setting strategies. The

simulators are then linked to the plates that have already been pro-

grammed bythe students.
2. The Robotics course teaches students how to build robots with

the same standardized dovetail pieces. The robot’s projects are made

initially by drawing or wood and paper models, and then they are

programmed through the computer in order to perform taskslinked

to everydaylife activities.

3. In terms of Computation, the students are taught artificial in-

telligence programming courses through Logo language and the nec-

essary foundation for the use of computers in several areas.

4. The Arts classes go from simple practical activities, with

materials like ink, paper, glue, etc., to more sophisticated products

through our computer.

All these courses are given to small groups of children from 7

years of age on. Theteacher’s attitude about the course is a very in-

formal one; they play the role of a monitor more than that of a

teacher.

The school is also opened to groups of older students who fre-

quently get together, motivated by some experimentthat they are de-

veloping. This was the case with some engineering students who

designed and built a little airplane.

On August 12 to 14, the C.P.T. Objetivo is organizing a new

Seminar on gifted children, at Maksoud Plaza, Sao Paulo.

Information about this work can be obtained in Sao Paulo, Brazil

from Prof. Marilia Ancona Lopez or Prof. Almir Brandao by

telephoning 289-0971.
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Bruce G. Milne
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Vermillion, South Dakota

In 1977, I directed a nationwide program through the U.S. Office

of Education which brought together representatives from Voca-

tional Education, Guidance/ Counseling, and Gifted Education in

five regional conferences. Each state andterritory sent five represent-

atives to one of these conferences to launch the Vocational Educa-

tion of the Gifted program. Since that time, much has been done in

research, publications, and program development throughout the na-

tion. Now it is time to bring our theme and advancements to the

world audience of educators of the gifted.

There are those in our nation whoare reluctant to encourage

highly capable, gifted students into such educational alternatives.

Manystill see vocational preparation as an alternative for the average

andless capable student. Yet, the future of our nation’s business,in-

dustry, agriculture and general advancements in scientific/ tech-

nical/ high technical pursuits depends upon getting the more highly

capable persons into the action arena as early as possible. Many of
our vocational and technical educational institutions provide excel-

lent training to give our most capable students this opportunity.

Manygifted and high ability youngsters are enrolled or have received

superior vocational/technical opportunity. Many gifted and high
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ability youngsters are enrolled or have received superior voca-

tional/technical preparation from such institutions and are imme-

diately employed in highly demanding positions in business, indus-

try, health care services, public services, and many other related

fields.

It behooves us all not to dabble in this excellent opportunity to

remove some of the public bias against strict career preparation

which counsels, guides, and encourages gifted students into only aca-

demic preparation. With adequate support, the American and world

delegates will be confronted with the power andfeasibility of giving

students encouragement to take a serious look at preparation pro-

grams whichwill allow them early entry into productive fields of em-

ployment through vocational/technical training.

Let me emphasize that the following are my conclusions after

many years of lookingat the gifted talented / creative students in re-

lation to vocational education:

e Vocational/ Technical Education is a viable alternative for

Gifted / Talented / Creative students at the post secondarylevel.

e Vocational/Technical Education institutions in the United

States attract and prepare many high ability students each year

in their respective programs; generally, however, the student

enters vocational/technical preparation ‘‘against the grain’’ of

parent, counselor, and peer pressure to succeed in solely aca-
demic pursuits.

e Many high school students of high ability and/or gifted and

talented students are ‘‘counseled out’’ of vocational /technical

preparation by parents, teachers and guidance people largely in

favor of four-year baccalaureate schooling.

e Internationally, many educational systems require a matricula-

tion examination at about the 6th or 8th years. If the achieve-

ment score is not suitable, the student is taken out of the aca-

demic track and placed in a vocational track which subse-

quently places lower ability (academically) students in the

‘‘lesser’’ option—vocational preparation.

e Many vocational/technical preparation courses are sufficiently

challenging that they demand a superior student to fulfill the
rigorous requirements.
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Manygifted and talented students often find themselves unable

to attend four-year baccalaureate degree institutions, even with

scholarships and minimal financial aid. Vocational/technical

preparation work lasting two years orless allows the student to

enter employment earlier and at higher salaries, in addition to

fulfilling the skill needs of business and industry.

The public, including educators, is basically uninformed as to

the program quality in our vocational/technical/high technical

preparation institutions. Widespread awareness efforts are

needed to removethe old ‘‘shop‘‘ and ‘‘practical arts’’ image

of programs tailored to service the average or less capable stu-

dent. This is universal in nature.
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Rating Scales for the
Identification of Vocational Talents

 

John F. Feldhusen

Mike Sayler

Purdue University Gifted Education Resource Institute

The Purdue Vocational Talent Scales

The four scales of this battery are designed for talent identifica-

tion in secondary vocational classes. An appropriate scale should be

completed for each student whom a teacher feels is talented in the

particular vocational area. If a student has taken classes from several

teachers in an area, the several teachers should each complete one of
the rating scales.

These scales are based on the assumption that the best way to

identify talent is to observe student performance and to make judg-

ments about the quality of the performance. Teachers completing

these scales are urged to recall specific instances of behaviors which

are relevant to each rating item. In the absence of behavioral evi-

dence the teacher should rate the item as uncertain.

Each student whois nominated and rated by one or more teachers

should rate him or herself with the same scale and the self rating

should be included in the packet of talent identification material for

the student.

Students who score 50 or higher as rated by oneteacheror as an

average among two or more teachers should beselected for assign-
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ment to the school’s talent pool. For each such identified student a
growth plan should be prepared by a committee of vocational
teachers suggesting appropriate future classes for the student, other

in-schoolactivities, out-of-school projects and activities, and special

activities or adaptations which should be madein teachingthe stu-
dent in vocational classes.

These proceduresfor identification of vocationally talented youth

and instructional activities which are provided for them should all be

viewed as a part of the school’s total gifted and talented program.

Similar identification of talent should be carried out inthe arts and

academic areas using the Scales for Rating The Behavioral Character-
istics of Superior Students (Renzulli et al. 1976).

These scales are based on systematic research in which vocational
teachers’ judgments and information from literature reviews were
combinedto write scale items. Vocational teachers then reviewedall

items and judged their appropriateness and clarity. The results are

presented in the thesis of Jill Dayton (1986, Purdue University), in a

technical report available from the authors, and in a contentvalidity

report attached to this copy of the scales.

Research Draft developed by

Purdue Gifted Education Resource Institute

West Lafayette, Indiana

VOCATIONAL AGRICULTURE TALENT IDENTIFICATION SCALE

NAMEOFTEACHER

DATE GRADE

NAME OF STUDENT

GPA IN VOCATIONAL AGRICULTURE CLASSES

TOTAL SCORE ON THE SCALE

 

 

 

 

 

READ EACH STATEMENT AND RATE THE STUDENT ACCORDING TO

THE FOLLOWINGSCALE:

5 — Strongly Agree 3 — Uncertain 1 — Strongly Disagree

4 — Agree 2 — Disagree

1. Shows great mechanical skills in use of tools and equipment.

2. Showscreativity in adapting or modifying designs or plans when necessary.
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Is able to stick with a project andsee it through to completion.

. Showsgreat interest in new techniques and methods.

. Exhibits leadership in shop activities / organizations.

. Is able to develop the design for a project.

. Asks appropriate or insightful questions to clarify a task or project.

. Comes up with good, high-level ideas for a project or for agricultural prob-

. Is viewed by other students as showing talents in agriculture classes.

10.

11.

12.

13.

14.

15.

Learns and applies new skills, techniques, or procedures rapidly andeasily.

Makes good judgments or evaluations.

Is able to present ideas about a project clearly and effectively.

Understands new ideas and concepts quickly andeasily.

Seems to have a lot of ideas.

Is enthusiastic in all or most class activities.

BUSINESS AND OFFICE TALENT IDENTIFICATION SCALE

NAMEOFTEACHER

DATE GRADE

NAME OF STUDENT

GPA IN VOCATIONAL AGRICULTURE CLASSES

TOTAL SCORE ON THE SCALE

 

 

 

 

 

READ EACH STATEMENT AND RATE THE STUDENT ACCORDING TO

THE FOLLOWINGSCALE:

5 — Strongly Agree 3 — Uncertain 1 — Strongly Disagree

4 — Agree 2 — Disagree

O
o
O
n
N
N

b
h
W
N

= . Showsgreatskill in organizing data and information.

. Showscreativity in solving problems or designing reports.

. Is able to stick with a project and see it through to completion.

. Showsgreat interest in new material, new procedures, new projects.

. Exhibits leadership in class activities / organizations.

. Is able to develop a design for a project.

. Asks appropriate or insightful questions to clarify a task or project.

. Comes up with good, high-level ideas for a project.

. Is viewed by other students as showing talent in business and office classes.
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10.

11.

12.

13.

14.

15.

NAME OF TEACHER

DATE

NAME OF STUDENT

GPA IN VOCATIONAL AGRICULTURE CLASSES

TOTAL SCORE ON THE SCALE

Learns and applies new skills, techniques, or methods rapidly and easily.

Makes good judgments or evaluations.

Is able to present ideas about a problem or project clearly and effectively.

Understands new ideas and concepts quickly andeasily.

Seems to have lot of ideas.

Is enthusiastic in all or most class activities.

HOME ECONOMICS TALENT IDENTIFICATION SCALE

 

GRADE 
 

 

 

 

READ EACH STATEMENT AND RATE THE STUDENT ACCORDING TO

THE FOLLOWING SCALE:

5 — Strongly Agree 3 — Uncertain 1 — Strongly Disagree

4 — Agree 2 — Disagree

S
N
A
Y
E
Y
Y
D Showsgreatskills in use of equipment / materials.

Showscreativity in adapting or modifying designs or plans when necessary.

Is able to stick with a project and see it through to completion.

Showsgreat interest in new techniques and methods.

Exhibits leadership in group projects / organizations.

Is able to develop a design for a project.

Asks appropriate or insightful questions to clarify a task or project.

Comesup with good, high-level ideas for a project or for proceduresin sewing

and cooking.

9.

10.

11.

12.

13.

14.

15.

Is viewed by other students as showing talent in home economics.

Learns and applies new skills, techniques, or methods rapidly andeasily.

Makes good judgments or evaluations.

Is able to present ideas about a problem or project clearly and effectively.

Understands new ideas and concepts quickly andeasily.

Seems to have a lot ofideas.

Is enthusiastic in all or most class activities.
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TRADE AND INDUSTRIAL TALENT IDENTIFICATION SCALE

NAMEOFTEACHER

DATE GRADE

NAMEOF STUDENT

GPA IN VOCATIONAL AGRICULTURE CLASSES

TOTAL SCORE ON THE SCALE

 

 

 

 

 

READ EACH STATEMENT AND RATE THE STUDENT ACCORDING TO

THE FOLLOWING SCALE:

5 — Strongly Agree 3 — Uncertain 1 — Strongly Disagree

4 — Agree 2 — Disagree

. Shows great mechanical skills in use of tools and equipment.

. Showscreativity in adapting or modifying designs or plans when necessary.

. Is able to stick with a project and see it through to completion.

Showsgreat interest in new techniques and methods.

Exhibits leadership in shop activities / organizations.

Is able to develop the design for a project.

Asks appropriate or insightful questions to clarify a task or project.

Comes up with good, high-level ideas for a project or for shop procedures.

Is viewed by other students as showing talents in trade and industrial educa-C
O
N
D
A
R
W
N

tion.

10. Learns and applies new skills, techniques, or procedures rapidly andeasily.

11. Makes good judgments or evaluations.

12. Is able to present ideas about a project clearly and effectively.

13. Understands new ideas and concepts quickly and easily.

14. Seems to have a lot of ideas.

15. Is enthusiastic in all or most class activities.

CONTENT VALIDITY

Items in each scale were reviewed by vocational teachers for their

appropriatenessin identifying talented students. They were also rated

with regards to their clarity. The ranges of response were:

Appropriateness Clarity

1. Very inappropriate 1. Very unclear

2. Inappropriate 2. Unclear
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3. Appropriate

4. Very appropriate

3. Clear

4. Very clear

DK Don’t know or have never

observed

Agricultural

Appropriateness Clarity

N =7 7

X = 3.15 3.19

SD = .83 .88

Business and Office

Appropriateness Clarity

N = 30 30

X = 3.24 3.33

SD = 1.01 91

Home Economics

Appropriateness Clarity

N = 28 28

X = 3.55 3.44

SD = .86 1.03

Trade and Industrial

Appropriateness Clarity

N = 24 24

X = 3.15 3.26

SD = 1.05 1.03
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The topic of thinking skills instruction is a familiar one to educa-

tors of the gifted because the most persistent emphasis on teaching

higher thinking skills has been reflected in literature regarding educa-

tion of highly able students. The names of widely used teaching-

learning models, such as Bloom’s (1956) Taxonomy, Guilford’s

(1956) Structure of the Intellect Model, and Taylor’s (1967) Multiple

Talent Approach to Teaching strike familiar notes. New national

reports on student abilities have led to the mobilization of new forces

for the teaching of thinking to a// students. This national emphasis

on teachingall students to think creatively and critically fits in well

with intiatives in gifted education to treat certain kinds of enrichment

as appropriateto all students; but we have ‘‘miles to go and promises

to keep’’ in terms of providing effective thinking skills instruction.

This paper will summarize some of the majorissues in effective

thinking skills instruction and suggest some promising leads to solu-
tions. The role of Talents Unlimited, a model which was designed to

develop multiple types of high level talents and which has provided

leadership in thinking skills instruction will be described in the con-

text of issues discussed.
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There are at least three major topics which researchers use to

focus discussion about obstacles and solutions to effective thinking

skills instruction: (a) defining thinking skills, (b) teaching thinking

skills, and (c) evaluating thinking skills. The following sections sum-

marize some majorissues for each topic.

Defining Thinking Skills

Researchers in thinking skills instruction agree that some defini-

tion of skills is necessary but the level of precision in defining skills is

still open to debate. Beyer (1984a) argued that lack of clarification

about what ‘‘thinking’’ meansin termsof specific skills has led edu-

cators to inconsistent efforts in helping students improvetheir think-

ing; further, he said that the diverse terms weuse to refer to the same

skills is confusing to students. Beyer (1984b) recommendedthe clear

identification of a core of thinking skills with precise definitions of

the procedural components of each skill, a task which he suggested

builds on the taxonomic approach provided by Bloom andhis col-
leagues.

Writers such as Sadler and Whimbey (1985) argued that tax-

onomic approaches maybreakskills into such discrete units that they

work against the student’s total intellectual functioning. They sug-

gested that effective thinking skills instruction is more than ‘‘quietly
performing discrete behavior’’ (p. 200); rather, they emphasized a

holistic approach to thinking with the teaching of skills embeddedin

active communication about whatever problem solving methodsstu-

dents chooseto use; this communication emphasis focuses on helping

students become question-raisers, on encouragingthe articulation of

students’ thinking, and on providing a great deal of feedback to stu-
dents about their thinking.

Teaching Thinking Skills

Thereis little disagreement that thinking skills should be taught

but the literature reflects differing viewpoints with regard to how in-

struction is implemented. Manywriters agree with Beyer (1984a) that

teachers spendless time on specific instruction in using certain think-

ing skills and more time in putting studentsin situations that require

them to perform that skill to the best of their ability. Even when

teachers consistently use certain thinking skills models to ask ques-
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tions at different levels of cognitive ability, they often do not move

past the asking stage to actual instruction in the execution ofskills.

Although researchers may disagree on how thinking skills should

be defined, there is strong agreementthat effective thinking skills in-

struction must account for systematic use of skills in all content

areas. Sternberg (1985) pointed out that the underlying assumption

of this position is that ability to use skills in one subject area does not

guarantee success inapplying the sameskills in another content area.

While a few proponentsof thinking skills instruction propose a sepa-

rate course in the teaching of thinking, most writers disagree;

Bereiter (1984) suggested that such an approach may guarantee that

thinkingskills instruction will continue to be regarded asa frill in the

school program.

Beyer (1984a) pointed out that many school programshaverelied

on textbooks to provide guidance in what thinking skills will be ad-

dressed and howtheywill be taught. This approach tends to empha-

size the quantity of skills students may be introduced to andthe net

result is often skills overload. In this approach students may have no

more than one or two formal encounters with any oneskill. Research

indicates that learning a skill to any significant level of competence

requires more than one encounter. This is particularly important

when considering the higher order cognitive skills that educators of

the gifted give so muchattentionto.It is unlikely that students will

use creative and critical thinking skills independently or spontane-

ously without sufficient practice over a period of time.

Evaluating Thinking Skills

Much work remainsto be donein addressing thoroughly the topic

of thinking skills evaluation. A major point of concern is the issue of

testing isolated thinking skills versus testing sequences of cognitive

operations. Beyer (1984a) identified this concern as stemming largely

from a problem of conceptual inadequacy—1l.e., a failure to ac-

knowledge that basic processes such ascritical thinking or problem

solving involves sets of skills and that testing isolated skills is inade-

quate in assessing these broader cognitive processes. Further, our

reliance on standardized tests to assess thinking skills has revealed

another flaw: that professionals who develop tests of thinking skills

often do not share with the teachers whoprovideinstruction in think-
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ing skills descriptions or models of skills that they use in constructing

test items. Without such sharing, thinking skills instruction in the

classroom is bound toresult in inconsistent, random effort.

Costa (1984) suggested that effective assessment of thinking skills

instruction must go beyond standardized, norm-referenced tests. He

outlined an alternative involving keeping anecdotal records ofstu-

dent performance based on observation of certain behaviors: (a) per-

severing when solution to a problem is not immediately apparent; (b)

decreasing impulsivity; (c) flexibility in thinking; (d) using metacog-

nitive skills; (e) problem posing,as well as problem solving; (f) trans-

ference beyond a specific learning situation; (g) precision of lan-

guage; and (h) enjoyment of problem solving. His recommendations

are based on the belief that product assessment should be not what

answers the student knows but how the student behaves when he or

she doesn’t know.

The Talents Unlimited Modelfor Teaching Thinking Skills

Talents Unlimited (TU) is a teaching-learning model for thinking

skills instruction; it represents a classroom level, research-based im-

plementation of the Multiple Talent Approach to Learning (Taylor,

1967). The model features four major components: (a) a description

of specific skill components in productive thinking, decision making,

planning, forecasting, and communication; (b) model instructional

materials which demonstrate the function of the talent skills in en-

hancing academic learning; (c) an inservice training program to assist

teachers in the recognition and nurturing of students’ thinking abili-

ties; and (d) an evaluation system for the assessment of student devel-

opment in thinking skills. The following sectionsillustrate how the

TU model addresses some ofthe issues raised by researchers of think-
ing skills instruction.

Defining Thinking Skills

The TU model specifically defines sets of skills which make up

each talent or broad thinkingability (see Figure 1). These definitiions

are intendedto be instructionally useful in that they focus on obser-

vable behaviors. The overlapping or linking of one set of skills with

another is recognized and encouraged. For example, students who
use productive thinking to generate a set of possible topics for a
survey are encouraged to move on to decision making to narrow the
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field of alternatives, and then, to planning to work outthe details for
subsequent implementation. This model of thinking skills is con-
sidered to be dynamic and interactive.

Teaching Thinking Skills

One of the major tenets of the TU modelis that students should

be actively involved in efforts to improvetheir thinking skills. An im-

portant part of that involvement is teaching the model—i.e., mak-

ing youngsters aware of what multiple talent development is and how

the TU model works. Theinitial effort to teach the model involves

the use of a bulletin board or display of some kind as a vehicle for a

brief and simple explanation of the concept that people have different

kinds of ‘‘smarts’’ or talents; the discussion of the different kinds of

smarts or talents is accompanied by models of people using theskills

of the various talents.

Helping students understand the function of each of the multiple

talents and learn the specific skills that make each of the talent

clusters operational is further strengthened by the use of Kid Talk

charts (see Figure 1). Kid Talk represents monthsof effort in working

with students during the initial research and development period to

simplify and refine the operational definitions of the talent clusters

with language that students could understand and use. Thesestrate-

gies are an importantpart of the developmental process of transfer of

skills, i.e., being able to use skills independently in contexts different

from the ones in which skills were learned originally.

Oneaspectof the rationale for instructing teachers in the stematic

use of specific skill component cues for each of the talent clusters is

related to evaluation of student performance. Whenteachers under-

stand and usespecific skill componentsin their instruction, they are
morelikely to identify those skills when they occurin students’ per-

formance andthey are able to differentiate students who are making

progress in thinking and those whoare not.

In the TU model, teachers are encouraged to provide students

with models of the various talent clusters. Teachers use their own

creative and critical thinking efforts as a personal model for students.

For example, when a teacher explains a project she wants the class to

undertake, she can also describe how she used her decision making

talent to select the project. This kind of ‘‘thinking aloud’’ serves as a

model for the skills being taught to students. In much the same way,



388 Reforms in G/Tand Other Educational Programs

teachers encourage peer modeling. In the discussion following the use

of a talent cluster, the teacher asks the students to describe aloud the

way they use a particular skill or the strategy they employed to get

through a difficult place in the activity (e.g., how to shift into

another category or viewpoint). When students are encouraged to

think about their own thinking, metacognitive abilities are being

tapped.
In the review of issues in teaching thinking skills, insufficient

practice of selected skills and isolation of skills from one another and

from subject matter were identified as major concerns. The TU

model is based on the concept of developmental growth of students’

thinking skills. Many of the classroom examples provided in the

training model detail the differentiation and variation of the thinking

skills instruction (Schlichter, 1986). The initial research results on the

TU project reflected the need for long-term instruction beforesignifi-

cant results can be attained. Most adoptions of this thinking skills

model provide a minimum of two years of systematic guided prac-

tice.

One of the concepts that emerged quickly during the early devel-

opment of the TU model wasthat students vary in their use of certain

talent skills across subject areas. Apparently, students’ preferences

and aptitudes for certain subject areas interact to some extent with

their skill in using the talent clusters. Based on that observation, plus

the goal of demonstrating to students the usefulness of the talent

clusters in all areas of academic study, activities were written and im-

plemented so that all subject areas were tapped byeachtalent cluster

with approximately equal frequency. Talent Activity Packet (1974),

as well as curricula developed by adopters of the TU model, reflect

the integration of talent instruction in all subject areas.

The TU model can be useful in a variety of ways to teachersin

programs for gifted students. Like many other teaching-learning

models designed to enhance higher order cognitive and affective

skills, this instructional model can be implemented as a support

system in assisting gifted students as they uncover and solve problems

of interest to them. Specifically, the talent thinking skills can be fo-

cused to assist students in developint inquiry skills needed to pursue

the investigation of a problem or the developmentof a special pro-

duct, and they can be used to help students develop the skills neces-

sary for organizing and managing the implementation of such ac-

tivities.
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Evaluating Thinking Skills

The TU model employs both formal and informal measures to

assess student growth in thinking skills. The Criterion Referenced

Tests of Talents (1974) is a battery of 10 measures developed by the

project staff and a university research team to assess changes ex-

hibited by students in each oftheir talent areas. Equivalent formsare

available for both elementary and secondary students; tests must be

handscored bytrained evaluators.

Teachers whoare trained in the TU model learn to assess student

talent development informally through observation of specific be-

haviors keyed to the 19 skills reflected in Figure 1. Simple procedures

for ‘‘eyeballing’’ the results of lessons employing talent skills allow

the teachers to compare students within class groups; this kind of

daily awareness of student progress assists in refining instruction in

specific thinking skills for individuals and small groups of students.

 

FIGURE 1. KID TALK

Productive Thinking

1. Think of MANYideas.

2. Think of VARIEDideas.

3. Think of UNUSUALideas.

4. ADD TOyourideas to make them better.

Forecasting
1. Make many, varied PREDICTIONSabout a situation.

Communication

1. Give many, varied SINGLE WORDS TO DESCRIBE SOMETHING.

2. Give many, varied SINGLE WORDS TO DESCRIBE FEELINGS.

3. Think of many, varied THINGS THAT ARE LIKE ANOTHERIN A SPECIAL

WAY.

4. Let others know that YOU UNDERSTAND HOW THEYFEEL.

5. Make a network of ideas using many, varied, COMPLETE THOUGHTS.

6. Tell your feelings, thoughts, and needs WITHOUT USING WORDS.

Planning

1. Tell WHATyouare going to plan so someoneelse will know what yourprojectis.

2. Tell all of the MATERIALS AND EQUIPMENTyouwill need for your project.

3. Tell, in order, all of the STEPS NEEDEDto complete the project.

4. Tell the varied PROBLEMSthat could keep you from completing this project.
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Decision Making

1. Think of many, varied things you could do. ALTERNATIVES

2. Think morecarefully about each alternative. CRITERIA

3. Choose one alternative you think is the best. DECISION

4. Give many, varied reasons for your choice. REASONS

 

Summary

Research oneffective thinking skills instruction reflects some dis-

agreement on thelevel of precision in defining skills; but there is gen-

eral consensus on the importance of systematic guided practice of

skills and on the integration of skills with a variety of content areas.

Issues in the evaluation of thinking skills focus on the need for more

communication between test developers and teachers and for the use

of both formal and informal measures of thinking skills develop-

ment.

The Talents Unlimited model effectively addresses many of the

issues in thinking skills instruction. Its emphasis on student involve-

ment in the use of specific skill language and in communication

about the application of skills in all content areas demonstrates the

importance of direct instruction in thinking skills. This model has

special promise for schoolwide enrichment efforts as a vehicle for

teaching students ofall ability levels to think creatively andcritically

and for providing highly able students with specific tools of inquiry

for independentinvestigation.
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Myreport starts from when I wasthefirst Director of Personnel

at NASA, which wascreated as an out growth from its predecessor

organization, NACA (National Advisory Committee on Aeronau-

tics), I had a major responsibility of selecting scientists and engineers

and thefirst sets of astronauts during NASA’sinitial growth period.

My NASAexperiences lasted for over twenty years.

Next I directed a Personnel Research Program in the Smith

Richardson Foundation in Greensboro, North Carolina, which ex-

pended over a million and one-half dollars with excellent results and

productivity. One of our contributions was providing starting-grant

funding for the Jnstitute for Behavioral Research in Creativity

(IBRIC) in Salt Lake City. Another contribution was to fund a five

year creativity-researcher awardee program (one awardee/ year) in

the American Psychological Association (APA). The first year

awardee was J.P. Guilford of USC, whose 1950 APA Presidential

Speech on Creativity has been the mid-century landmark for initiat-

ing serious scientific research on creativity. We also held national

research conference on biographical inventories as predictors of later

career performances (Henry, 1965) and on criteria for research and

for research application in management, leadership, and creativity

(Henry, 1967).
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Since then, as a national consultant with an organization of my
own, I have called for the developmentof a National Talent Bank for
the great talent resources in our population and for Educationto take
advantage of the National Talent Bankby selecting and developing

the high-level brainpower talents needed nationally by business, in-

dustry, government, and education. Another approach I emphasize
is that schooling should be transformed into apprentice training for

students to learn to function morefully and effectively by developing

moreof the essential characteristics needed for successfullife careers.

The first section of my report is on developing both criteria of

creativity and newtesting measuresforthe selection of high level per-

sonnel. The second section covers my beliefs of what’s wrong with

the present education system. The last section indicates the direction
in which education should be changed.

Creativity in the Selection of Personnel in NACA/NASA

During World War II, the story was that if Einstein had been

working for the U.S. Government, the most he could have attained

would have been just one or two steps above the entrance federal

salary level. In his work he didn’t supervise anybodyandhis job had

none of the characteristics that counted for going up the well-defined

government salary ladder. There was a crying need to provide two-

ladders-up by adding a secondsalary ladder all the way up. Then,

without being a supervisor, an individual scientist making highly

creative contributions could go to the top pay-scale withoutall these

other supervisory responsibilities and accompanying attributes.

We knewthat we had to do something aboutidentifying a highly

creative research product and to describe it in a way that the United

States Civil Service would recognize it for pay and for other pur-

poses. That was quite an assignment! We asked hundredsofscien-

tists: ‘“What is a highly creative product, and how could you

characterize it or describe it? How do you recognize a creative contri-

bution when yousee it?’’ For example,I remember one very young

scientist who said, ‘‘Well, a creative solution is one that is not obvi-

ous but is correct.”’

As westudied all the comments that scientists had given, we
noticed numerous examples of top contributions which we con-

sidered to be highly creative products. To us, some products offered

as examples proved to be useful narrowly, and only for one particu-
lar problem, but didn’t seem to help in solving any other problems.
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In contrast, the highly creative contributions that we particularly

noticed not only resolved the single problem in question but were

useful in providing help in answering other problemsas well.

Wederived a principle that the wider the range of problems that

the solution helped solve or was applicable to—the morecreative the

product wasconsidered to be. This came to be knownas the breadth

of applicability principle, namely, that the broader the applicability

of the particular product, the morecreative it is — and conversely.

No one had,at least up to that time, conceptualized the idea that a

realistic way to identify a creative individual is by his products.

While it seems like an oversimplified type of definition, we have

found that it holds up very well, at least in the R & D workin the

physical sciences. Einstein’s special relativity theory is probably one

of the most creative contributions. It has a very broad application, as

I understand it, and underlies almost all physical and chemical

phenomena. Therefore, it has a very broad breadth of applicability.

This principle of applicability breadth works pretty well—well

enough that we were successful in clearing a salary path all the way to

the top of the pay scale for scientists who worked creatively but

alone.

So here was our chance to improve ourstaffifwe couldfindsome

method of identifying creative people at the level of college gradua-

tion. There is not much chance in manyfields for an individual to

make any creative contribution at the undergraduate level.

By going into the military camps, we found and selected some

4,000 persons who had appropriate degrees, took them out of uni-

form, and put them into a NACA laboratory for the remainderof the

war. Since most of thesepeople were not carrying transcripts around

in theirpockets, their grades did not generally becomeinvolved in the

selection process. This proved to be particularly fortunate. So we had

an unusual opportunity about three or four years after the war to

study the relation of grades to research success. The scientists had

spent three to four years of their careers at NACA andthey had hada

chance to survive and prove themselves, or not, as scientists.

We workedto obtain the college transcript of all the journeymen

level researchers at one of our large research centers. We wanted to

know what was the relationship between grades and career perfor-

mances in our organizations. We found a zero correlation (.06) be-

tween college grades (ranging from 4.00 downwardto several persons

with GPA’s less than 2.00). Yet these latter persons averaged as well

in their level of research accomplishmentsas all the remainder of the
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sample who had GPA’s above 2.00 (see the Table 3 in Taylor, Smith,
and Ghiselin, 1963). It was very apparent that we were getting as
many creative people from the bottom quarter of the college class as
we were from the top quarter.

Later in the 1950’s, Hughes Aircraft made a fairly large study of
the college grades of its research scientists, with larger samples than
ours. They found no relationship whatsoever between college grades
and occupational success of research scientists. Furthermore they
evaluated the colleges; they gave more weight to MIT grades than to
Podunkgrades, and theystill found no relationship whatsoever. On
the promise of secrecy, I have seen three or four other unpublished
studies and they all come out the same way—norelationship whatso-
ever. These results have been well-kept secrets—knownpractically
only to those businesses and industries that have donesuchstudies.
But they have kept these results secret to avoid upsetting their rela-
tions with the well-established educationalinstitutions in the nation.

This situation of minimal or no relationships between schooling
and careers also occur in graduate schools, in professional schools, in
prestigious colleges and universities, and in non-prestigious colleges
and universities. Along the same vein, when thezero results found in
the two organizations above werereported to a gathering of educa-
tors on the west coast, an audience member commented that within

the educational establishment, those findings of zero relations must
be the best-kept secret of all within education!!!

The day may now havearrived whenthese secrets should be told
openly and widely, from both sides. This would set the stage for im-
proving the academic programsto increase greatly the correlations
between the nature of education’s schooling and the nature of world-
of-work careers. Wellness between the educational staff members
and the student clients whom they serve would be improved as would
the relations between applicants-for-work and personnel interviewers
and selectors in businesses and industries also be improved.

Ed Henry of Standard Oil said that it is a waste of time to do any
morestudies trying to find an important, significant relationship be-
tween college grades and anything occupational. John Stalnaker, the
founder and president of the National Merit Scholarship program,
said, ‘“The traditional measuresof scholastic aptitude are oflittle or
no value in predicting creativity.’’

Because of these many findings and forces in education, there is
widespread discrimination against the 75% of the population who
have moderate or low grades and thus are denied access to educa-
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tional opportunities. Such individuals are denied entry into scientific

and other professions and are also excluded from most positions of

leadership in this country.

The results from occupational selection practices present a sad

picture. Our most extensively used selection methods in education

don’t validate—and even education itself doesn’t validate beyond

itself.

The nation spends more money on education and selection than

any other one thing and education is apparently unrelated to any-

thing in the real world. The defensiveness of education and of oc-

cupational selection experts is: ‘‘So maybe they don’t work very well

but we have no alternative other than to continue to use what weare

doing until something better comes along. Afterall, the nation has

resorted to drawing numbersfor military draft selection.”’

The question has now become, can we do better than chance or

random numbers in making ourselection decisions in education and

occupations? At least chance and random numbersare unbiased and

do not discriminate unfairly against minorities and subgroups.

Using Biographical Data as a Predictive Device.

The principle underlying the use of biographical data as predic-

tors is that past behavioris the best predictor of future behavior. Bio-

graphical type of scores are almost always better predictors of the

future than a combination of traditional measures. A Biographical

Inventoryis a collection of multiple choice items which allow individ-

uals to describe themselves in termsof their past life history. Most of

the items deal with the person’s past actions but someareinterest or

value judgments.
The Utah team that used biographical inventory scorestotestall

NASAscientists and engineers had processed hundreds of biographi-

cal items to finally end up with the 150 items which worked best. By

using an alternative-item analysis, a key is made based on the item

choices which differentiate high criterion performers from low cri-

terion performers. A summaryreportof this type of research on bio-

graphical inventories is presented in Science by Taylor and Ellison

(1967). Biographical inventories have improved prediction of job

performance over chance by as much as 40 percent.

From these results and other biographical studies two clear con-

clusions can be reached:
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Conclusion No. 1. Biographical inventories for occupationalper-
formancecriteria do validate and at the same time do notdiscrimi-
nate against the culturally and educationally deprived groups.

Conclusion No. 2. Talents are distributed evenly among all
groups ofpersons regardless of race, sex, color, or incomelevel.

So here is a selection methodology which provides a very substan-
tial improvement over chance selection and does not discriminate
against minorities (Ellison et al., 1972; Ellison and Fox, 1973; Elli-
son et al., 1973; and Fox 1972).

NASAis keenly aware of the value of announcingtheir spin-offs
back-to-Earth from their efforts out in Space. An unbiased private
concern knownforits evaluation of organizational accomplishments
did an independent evaluation of NASA’s spin-offs-to-Earth. The
winning program was NASA’s Communication Satellites which en-
able the transmission of information from one part of the world
through NASA’sspacesatellite to wider regions back to the Earth
almost instantaneously. The winner of second place was given to the
Utah biographical studies of NASA’s nation-widescientists. This led
to the identification of morecreative scientists from otherscientists,
and thereby increased the scientific insights about creative people.

It is up to other organizations to develop and validate their own
selection measures. This is a better prediction than that achieved by

compliance with the requirements of equal employment opportunity.
You also better seek help on the performance measurement problem

or you won’t be able to achieve the reasonablerelationship required.
The biggest problem in establishing this relationship is not with de-
veloping the prediction instrument, especially a biographical inven-
tory. Your most pressing needfirst is to find out how to validly and
reliably obtain criterion measures of products and/or perfor-
mances—and then you can build your biographical inventory and
score it to produce valid predictions of the criterion measures of
products and/or performances.

What is Wrong with the Present Traditional System in Educa-
tion?

Academic Talent has been foundto have no relationship with the
level of occupational success after college. The present educational
system is based on the false premise that the amount of knowledge a
person has oncelearnedis related to adult performance and achieve-
ment.
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The overwhelming emphasis in education on the pure acquisition

of existing knowledge negates independent thinking and creativity in

students. If the present educational system were specifically designed

to stamp out inquiry andcreativity, a better job could not have been

done.

The system by which students are selected to advance through

school andinto college is based almost exclusively on academictalent

and intelligence measures, both of which are essentially unrelated to

adult achievement. Creative talents and leadership talents are also

unrelated to academic talents.

As a result of this heavy emphasis on academic talent in educa-

tion, students in the bottom 75% of academic talent have little

chance to complete college and therefore almost no chance to enter

the professions and most positions of leadership.

Thusseventy-five percent of our persons with creative and leader-

ship talents are denied accessto the professions and to mostpositions

of leadership.

Myresearch in NASA and in the Foundation has now madeit

possible to make early identification of the non-academic talents

such as creativity, leadership and others. The identification of these

real life talents now makesit possible to retain in the educational

system those students with real life talents. Such clear identification

also provides a basis for adapting education to the enhancement of

these traditional non-educationaltalents.

The research has also demonstrated that the poor and deprived

have aptitudes and talents in the same measure as those who are

wealthy, academically talented, and have had educational and cul-

tural advantages. The presently used academic and intelligence

measures discriminate unfairly against the educationally and cultur-

ally deprived.
The broadest and most cruel discrimination by the educational

system is against the great majority of students who do not happen to

have or care to use their academic ability which is meaningless-to-

careers.

In direct contrast to present beliefs and practices,real life abilities

seem to be distributed evenly, regardless of race, creed, nationality,

color, sex, or social origin.

Future Directions for Education.

Most of the persons presently in education will never accomplish

these changes. Creativity characteristically goes against whatis gener-
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ally believed, so teachers, supervisors, and parents should encourage
or at least tolerate contrary proposals.

Inquiry should be the basis of the educational process, not the
learning of facts. Research has demonstrated that the inquiry ap-
proach to education actually results in more fact learning than does
the present system. Especially at the college level, the educational
process should be a work-study combination of activities—much
more of an apprentice type of experiential way of developing stu-
dents to develop their inner potentials. More emphasis should be

placed on acquiring the tools and skills needed in occupations such as

reading, writing, and arithmetic. Auxiliary skills such as typing, com-

puter operation, andstatistics should be emphasized.

The faculty should be experienced occupational practitioners
preferably working in their occupation part-time and being faculty
part-time.

Students should be evaluated on their work products, not on how

much information he or she has (temporarily) learned.

Students should be self-taught as muchas possible.

The acquisition of knowledge should be accomplished by self-
teaching techniques.

The college student should have freedom of choice on what he or

she wants to work on and what help is needed from the faculty. The

same concepts of work-study described at the college level should be

extended downward into the secondary and primary education.
So never say you were nevertold.
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ARTICLE 56
 

Do Professional Schools Select
Those Who Would Be the Best

in Their Professions? Definitely Not!

 

Dominic Albo, Jr., William Gay, Patrick Bray,
and Douglas E. ‘‘Clipper’’ Jones!

A panel of fourinsightful and relevant research-informed profes-
sionals discussed the tremendously important question ‘‘Do profes-
sional schools select those who wouldbethebestin their professions?
They all agreed that the answeris ‘‘Definitely Not!’’ They eachre-
ported and then discussed the unresolved issues in this unsolved area
among themselves and with the audience. The panel consisted of four
physicians; the first three are medical faculty members and the fourth
one, Clipper Jones, adds his report below. He coversthe selection
and educational effects, including pressures for grades, on the lives
of premedical and medical students, and also on their lives during
their residency years where they are physicians-in-training. Not often
do those running schools know much about whatis really happening

1. The first three were from the University of Utah School of Medicine, They were Dr. Albo,
Associate Dean of Medicine, and a key researcher on the major Utah research studies of the
performance of physicians-in-training and of physicians-in-practice in their careers; Dr. Gay,
Chairman of the Department of Surgery and leader of the very effective Utah Heart
Transplant Team; and Dr. Bray, Professor in Pediatrics and Neurology. The fourth member
was Dr. Jones, an elected studentbody leader during medical school who had finished his
residency training just before the 1987 conference.
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to the students in that schooling, so it is worth reading andlistening

to what Clipper Jones has to say.

In general all four professional persons were quite well ac-

quainted with the overall findings from selection research into aca-

demic professional schools across a variety of professions. This in-

cludes the relationships between both current selection methods and

grades in professional schools with later professional performances

of persons in professional careers.

Whenthe answer came out from the panel as Definitely Not, this

then means that people being selected into professional schools will

become someof the best, some of the most average and some of the

worstprofessionals. (For evidence on this point, see the Referencesat

the end of the paper by Clipper Jones.) So let the buyer-person orthe

buyer-organization beware!!

People in practically all professions essentially join the profession

upon graduating from their professional school.It is troublesomeif a

motley group instead of a highly effective group of relevantly

selected persons with appropriate attitudes and capabilities are enter-

ing the professions each year. So by graduating a motley group and

sending them into the profession, such professional schools are

cheating their profession, and in turn, their profession will be cheat-

ing its clients.

This is definitely not a healthy nor a wellness situation for many,

many people.It is certainly notfor all those selected to becomepro-

fessionals who do nof¢ turn out to be amongthe best professionals in

practice and not for their clients. Noris it a wellness situation forall

those applicants who would have become amongthebest in profes-

sional practice but who were not accepted into medical school—nor

for all the clients whom they would have served.

One approach emerging in this conference is to develop more of

the total brainpower and more of the whole person during the K

through 12 years. Likewise, the professional schools could recom-

mend strongly to their pre-professional training sources to develop

more whole-brain and whole-persons. In that way applicants can be

selected on functioning talents and personal attributes that are more

relevant to professional careers. This would be quite sound even if

the professional schools remain largely focused on havingtheir stu-

dents learn library knowledge by using their academic talents instead

of professional-practitioner talents.
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THE EFFECTS OF GRADE PRESSURES ON THE
TRAINING OF PHYSICIANS
Douglas E. (Clipper) Jones

Decatur County General Hospital

Parsons, Tennessee

Having just completed my3 yearsof residencytraining in Internal
Medicine at the Illinois Masonic Medical Center in Chicago, I’ve
been asked to dust off my not too distant memories of medical school
and of residency experiences and to share them with you. (I suppose
entering a professional school represents to parents a somehow wor-

thy accomplishment and aspiration for their child.)

What are mycredentials to be before you, teachers—whocanin-

fluence a child more than anyone except their parents, many of

whom have earned doctorates by research rather than by enduring

four years of professional school. I have published no research. I

have no children. No onehas ever labeled meas ‘‘gifted.”’

Basically, I survived. I survived the pre-medical years and the ad-

missions process to the medical school I attended; I survived four

gruelling years during medical school; and I have survived and com-

pleted my residency. And while I was surviving, I thought, I noticed,
and I questioned.

While vice president of my medical school class, I was concerned
about the pressure for grades that felt so oppressive. We had onesui-

cide attempt that I knew about plus other rumors. A reference to

Price and Taylor’s work at Utah caught myattention in an issue of

Psychology Today that pre-medical and medical school grades as

well as MCATscorescorrelate zero (.00) with multiple measures of

physician performance. This led to letters between me and Taylor,

and then followed by Taylor’s visit to meet with key school adminis-
trators and student leaders at my medical school. He provided confir-

mationby his research of the ‘‘intuitive’’ feelings of our medical stu-

dents that grades on timed, multiple choice tests should not be the

ultimate criteria in deciding whether or not a medical student should
graduate from medical school and becomea physician.

 

Editors Note: In our initial exchanges by mail and by telephone,

‘*Clipper’’ Jones caught myattention so strongly with his challenging

issue that when I was consulting at a nearbycity I managedtovisit his
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medical school to discuss his issues with key medical school adminis-

trators and elected medical school studentbody leaders. Theirs was

one of the comparatively few medical schoolsthat werestill dropping

students out of medical school and therefore out of becoming a phy-

sician with poor academic performances, i.e., poor medical school

grades. At that session the studentbodyleaders said to administrators

that you will be doing any students with poor medical school grades a

favor to have them seek anothercareer if you have evidencethattheir

low school grades will predict that they will not become good physi-

cians. But if such grades have no predictive validity and do not fore-

tell that low grades predict validly that they will be become poorphy-

sicians, then you have no basis for discontinuing any of them by

dropping them outof medical schooltraining and out of becoming a

physician.
 

That issue could and should be a real challenge to administrators

of professional schools and the nature of their selection and educa-

tional programs which determine the quality of the people they pro-

duce and graduate to join the profession. This could and should be

most true for any professional schools in any field who flunk people

from their profession solely for low grades after they have already

selected them into their professional school.

Admissions Processes

The emphasis on gradescan best be seen in the admissions process

into medical school. Can anyone enter medical school? Before the

golden age of medicine, pretty much anyone whofinishedcollege and

wanted to care for the sick could gain entrance. Only the motivated

would put up with the years of training required. Then, after such

discoveries as penicillin, medicine in our nation entered its ‘‘golden

age.’’ (I use the word golden with all its connotations.) With the new

prospect of wealth added to prestige, familial approval, and job sat-

isfaction, many more began feeling motivated to endure the 7 to 10

years of post-college training—and the number of applications

soared.
How does a committee select who,out of this pile of applications,

gets selected, and then face the hard feelings both of disappointed ap-

plicants and of any of their colleagues whose sons or daughters were

turned down? And perhaps even occasionally face law suits? Letters
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of recommendation? Theyusually reflect the skill of the letter writer,
and the fact that the student could be likeable. We used to know who
were the good recommendation letter writers and we would be espe-
cially nice and attentive in their classes. It was a game.

Interviews, perhaps? They prove someonecan sustain a good first
impression for fifteen minutes. Our pre-med advisor would rehearse
us, even uSing videotaping. It is a learnable skill, but doesit predict
quality of performance as a physician? I think not. Possibly one’s
‘“‘curriculum of life?’’ Published research probably does indicate
future performancein this research arena. When welearnedthat the
committee considered a record of volunteer work in a health care
field as a good factor, we all went out and did volunteer work. Our
pre-med advisor even helped us find openings. She was proud of her
record of consistently high percentages of her students accepted to
medical school. No,our recordsofactivities merely reflected our de-
termination to jump through whatever hoops wereset before us.

Well, how about pre-medical grades? Here in front of the admin-

istration committee wasa yearly pile of applications with goodletters

of recommendations, good records, good notes from twoorthree in-

terviews. How to decide? If they list the students by their grade aver-

age (or by the intimidating term oftheir ‘‘composite score’’) then the

committee begins to have a handle on the problem. No longerare the

subjective impressions, with the subsequent self-doubts there to

haunt. This is more defensible to colleagues. Grades provide a way

out of a tough predicamentof selecting not who gets in, but who gets

turned away. (Instead of such heavy weights on grades I’d almost
rather see them use lottery.)

Quality Control in Medical School

I hope this gives you increased insights into the dynamics of how

and why grades have reached such prominencein selection into medi-

cal school. To me professional schools might try to select more per-

sons whoas professionals will have a ‘‘Heart for Service.”’

A direct extension of this emphasis on gradesis their use for qual-

ity control once in medical school. I was surprised to find that the

process of tight quality control, once we were admitted into the

‘Great Fraternity,’’ did not stop. As a consequence, the cutthroat

pre-medpressures and attitudes were notlaid aside once we hadsur-

vived the weeding process of admissions. But once I was in medical
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school, my fraternal memories are of a handful of us trying to keep

each other awake duringthe late night studying, and of our celebrat-

ing the survival of each exam at regular six week intervals. But only

those of us who survived celebrated.

I saw good people twoyears into medical school, with accumulat-

ing time andtuition debts invested, who were asked to leave. Were

they dismissed because they lacked compassion? Or were they

unethical? Was it because they couldn’t think, couldn’t analyze or

problem solve? They had obviously done acceptably on the MCAT

national admissions exam. No, they had failed a skill we called the

ability to ‘‘sponge up and regurgitate.’’ Admittedly, that is a handy

skill in present schooling. But is it essential for a professional in prac-

tice? A research investigator trying to cover a large volumeoflitera-

ture review would usethis prior to forming a question for his latest

research project. It helps in covering thick textbooks and in wading

through journals. However, I’ve yet to see a patient with multiple

choices appearing on his abdomenas I examine him. J think we lost

some good future doctors who were flunked out during those first

two years of medical school.

Gradepressure did accomplish two things. It brought our second

year national board scores up, which increasedourstate legislature’s

approval and funding. Secondly, it motivated us to study harder than

ever before.

We needed that. We had beentrained during pre-medto study for

fear and for survival. Rarely did we read to ‘‘become a good doctor”’

or from enjoyment of discovering the mysteries of life. Our motiva-

tions were to survive.

Howwill this affect our desire to keep abreast of the new medical

developments of the future? Once the pressure to pass knowledge

examsis gone, will we suddenly become‘‘professionally‘‘ motivated?

In a few years I’ll be able to answer that for my ownlife. Right now,I

can merely hope so. Quality control on the front end may well be

driving the final quality as professionals in the opposite direction.

Motivation!

Effects of the Present Approach

Myexpertise on these issues consists of what I have experienced.I
have seen the admissions and quality control processes select for cer-

tain types of people, especially the good grade makers, who can learn
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in detail and perform on exams(increasingly multiple guess, rather
than essay).

I have also seen how thesepressures select for behavior, especially
in the still malleable freshman/sophomore personality. The cut-
throat attitude toward grades is scary. That someone would want an
honorable goal so badly as to actually destroy a fellow student’s
chemistry experiment by secretly adding a handful of chemicals, or
hiding another’s book,to ensure a higher grade for himself, is a sad
thought, but a juicy piece of gossip. A rare occurrence, certainly,

but a potent seasoning spreading a flavor to all who hear. Maybe
only oneincident a semester, but all begin thinking ‘‘I must fend for

myself, no one else can be trusted.’’ ‘‘Should I help this person who

is asking for help in understanding the material? It will just hurt

me.’’ ‘‘Should I help?’’ This rationalization is especially attractive
whenthe student is busy and underpressure. (And imagine the para-

noia whena lab experimentfails, or all your fruit flies die.) ‘‘I’m so

busy, should I help?’’

The end product is a group of survivors, who will persevere, re-

gardless of the cost: studying, avoiding social involvement, avoiding
student government involvement, avoiding involvement in com-

munity program opportunities, such as Big Brothers, Young Life,

student leadership positions, tutoring disadvantaged children, etc.
**There just isn’t the time. I have to study.”’

My point is that this process and its pressures seem counter-

productive. The research alluded to by Dr. Bray on the panel suggests
that those who are most involved in voluntary programs, such as

those just mentioned above, are the ones who are mostlikely to

becomethe ‘‘movers and shakers’’ —the ones whowill have an influ-
ence on the world around them.

The Professional Importance of a ‘‘Heart for Service’’

When Taylor invited me to a conference on the Gifted and Tal-

ented, I didn’t quite know what to think. If I had been invited to

speak on diabetes or emphysema, I would be much more comfort-

able. While focusing on the words gifted and talented I happened to
watch Shirley MacLaine’s story entitled Out on a Limb. An impres-

sive story —for here a rather unique gift or talent is being developed

to its full potential. To avoid offending any New Ageproponents,I’Il

leave my comments to that. A few weeks later, I saw Mother
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Theresa’s life story. This changed my perspective. Not known as a

particularly gifted child, she has gone on to help more people than

probably anyone in this room.

The wordgifted must includetheability to give, to care. It cannot

just be academic or musical skills. The scripture ‘‘to whom muchis

given shall much be required’’ provides a good perspective. Develop-

ment of potentials must be with the goal of serving others, the ability

to emotionally care and find ways to meet needs, sometimes finding

new and innovative ways to meet needs never previously attacked.

However, still at the center, more than just a sense of self-

achievement, should be a heart for service.

Wetake the oath of Hippocrates at the close of medical school.

Then it is somewhat forgotten; not directly violated, but rather,

buried in our busylives, failing to enter into our day to day thoughts.

Mensuch as Dr. Livingston or Dr. Burkitt in Africa—where are they

today? Admittedly, Africa has changed, but so have the pressures on

the selection of future physicians.

These pressures go against those with a heart for service. Those

who give too much time to such volunteer work pay a price in terms

of time spent away from studying, resulting in damageto the all im-

portant ‘‘grade point average.’’ Those who want to serve but whose

studies preclude such activities can feel frustrated. They can then

becomecalloused to deal with the frustration. Those whofinally gain

a heart for service late in their training or ever afterwards may have

gained an advantage; but these persons are usually in their thirties,

facing pressures to raise a family, somewhat set in their ways. These

factors go against effective change at that stage oflife.

My Residency Experience

In my residency training it was commonto see physicians who

rushed to get through their rounds. Those who had that extra com-

passion, often seen late at the hospital, sometimes torn between pa-

tients and marital pressures, stood out by comparison. However,

they were generally ‘‘overshadowed’’ by those who could quote the

recent journal articles or make the wisest (or otherwise entertaining)

remarks at conferences or bedsides. Imagine considering a physician

being ‘‘slow’’ as a negative attribute. Marcus Welby would certainly

fail as a role model. Strange! Imagine hearing of a surgery chiefresi-

dent bragging of the commitment and dedication required at her pro-



Do Professional Schools Select Those Who WouldBe the Best 409

gram by claiming that by the end oftheir secondyear,all of the mar-
ried residents were divorced. Strange, sad perspectives.

I don’t mean to sound too negative. Most physicians are dedi-
cated, hard-working professionals who care for their patients and
want to get them well. However, strange attitudes emerge whenser-
vice as the central goal is replaced by a focus on somethingelse for
minutes, hours, or years.

I saw this most clearly in my ownlife when, a year and a half ago,
I madethe diagnosis of cancer that others had missed. (Someoneelse
would have madethe diagnosis in a day or two, I’m sure.) AnywayI
was elated! I had solved the puzzle. I was a good clinician. I had
achieved something. Elated. Then I wasat the bedside whenthe pa-
tient was told he had cancer. Being proud of myself clashed head-on
with sympathy for whom weasyet could offer no help. Strangeatti-
tudes when a heart for service isn’t central.

Solutions

I frown oncriticizing when constructive suggestionsare lacking.I

wish I had more tangible valid programsof selection and training to

implement. I merely have my impressionsof the process of becoming

a physician in the 1980’s. Other professions could perhaps outdo the

horror stories. The sample of medical school faculty here on the

panel has shown, through this conference and through previous

research, rare insights into the problems. Those of you who are Utah

taxpayers can perhaps encourage further research in validating (or

disproving) such impressionsas this. I’m unaware of similar work in

Illinois and Tennessee at present (and would welcome enlightenment

in the matter).

I would propose two general directions. First, let us generally en-

courage those seeking to find a better selection process for profes-

sional schools, ways to predict and select, as well as produce good

physicians (or other professionals) by trying to define and refine our

image of what makes a good physician or other professionals.

Secondly, until that has been accomplished, consider ascertaining

the minimum standards and abilities of absorbing and comprehend-

ing medical sciences to survive medical school and perform safely as a
physician. Then consider something like a lottery for those who meet

these acceptable standards. This would avoid the stigma of being

‘not quite good enough to get in,’’ where goodrefers to skills in-
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volved in obtaining high grades. This would decrease the pressures

leading to cutthroat attitudes in the late formative years. This might

allow good physicians to matriculate into the profession, where good

includes the heart for service.

As the ‘‘golden age’’ of medicine drawsto

a

close, this problem

maycorrect itself as the number of applicants drop and motivation

perhaps becomes morealtruistic. But what we learn here will be ap-

plicable as an approachto the ‘‘golden age’’ of MBA, engineering, or

whatever is ascending.

Perhaps, also, we can then concentrate on how to encourage the

development of a heart for service, in a rather self-centered world.

Thank you for hearing my thoughts. I hope, aboveall, that

should I be blessed with children, they will somehow be influenced in

a good direction by your efforts here this week and by the book of

proceedings to be published afterwards.
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A Plan For Identifying And Maximizing
Children’s Best Abilities

 

Arnold B. Skromme (ASAEFellow), Consultant

2605-31st Street, Moline, Illinois 61265

Can you imagine an engineer having enough nerveto stand here

before you this morning and making manystrong and unusualstate-

ments concerning needed reformsin education. Let mealso say that

One must know about andbelieve in the facts stated below before

understanding how to improve our system of education.

1. Academic IQ (AIQ) and Creative IQ (CIQ) are quite unre-

lated, almost essentially unrelated. Only about 5% of the students

you nowselect to enter your Gifted Children’s Program now belong

in your program! That is, only high CIQ students should be admitted

after they have been tested for and have already foundthat they have

a high CIQ creativity.

2. ‘‘The Only People Who Have Substantially Improved Our

Lifestyle, Since 1790, Have Been The Inventing Scientists’’.

(a) Skrommestudied these 12 Qualities of Life in 1790 (of

the very wealthy) as regards to; ‘‘Music, Opera, Architecture,

Foods, Theater, Poetry, Literature, Ballet, Clothing, Furniture,

Paintings and Sculpture’’, and found that these elements of

our lifestyle have shownlittle improvement since 1790, the year
that the first U.S. legislation on patenting occurred. This was

before the U.S. Patent Office was officially created in 1802 in

the Department of State, transferred to the Department of In-
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terior in 1849 and finally to the Department of Commerce in

1925.
(b) The only people who have greatly contributed to the gi-

gantic increase in our standard of living since our patent legis-

lation started in 1790, have been the inventors and a few in-

venting scientists! It has not been the Bakers & Candlestick

Makers, or the Teachers & Preachers, or the Writers & Dancers

or the Tailors & Sculptors!

(c) Practically all improvements in our Quality of life have

come from inventions of machines, chemicals, medicines,

transportation methods, electricity and electronics, etc.

3.Neither do they need a high AIQ, but they must have a deep

knowledgeoftheir subject, and a very high CIQ. Theverybest inven-

tors, of course, are those with scores of over 130 in both CIQ and

AIQ.

(a) By interviewing and studying inventors, I found that

many great inventors had only an eighth grade education or

less: Edison (1,019 patents), Le Tourneau (over 300), Lundell

(over 200). Lately, many others have quit college to invent, in-

cluding Steven Wozniak, inventor of the Apple Computer.

(b) Einstein studied little in his general courses. He usually

skipped classes outside of his major interest in physics and

math, using others’ notes to obtain a passing grade. For this

reason, he was not permitted to study for his Ph.D. Later, by

going elsewhere, he earned a doctorate at the University of

Zurich. He did not even memorize his own telephone number,

not wanting to fill his brain cells with information stored else-

where.

(c) Practically everything taught today is history ... look-

ing backwards. That is needed up to grades 8, but not much

beyond.

4. **People With High AIQ Make Themselves Rich’’.

‘‘People With High CIQ Make The World Richer’’.

(a) Read Dr. Terman’s famous work, ‘‘1,528 Little Ge-

niuses and How They Grew.’’ These students were studied

throughout their lifetimes ... they all had IQ’s of over 135,

some over 180! However, they were not tested for their creative

ability, which naturally turned out on the average to be just
slightly above average. When they were surveyed later in life,

these ‘1,528 Little Geniuses’? had obtained a grand total of
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only 235 patents, less than the total number of inventions per
person, for many inventors with 8th grade or less years of
schooling.

However, Terman’s students ‘‘made themselves rich’’. . .
their average income wasover four times the national average!
And, 77 of them werelisted in ‘‘American Men and Womenin
Science, and 33 were listed (inventors and seldom given any
such recognition, and are often looked down upon by those
with high AIQ’s!)

(b) Inventors (with high CIQ), have patent protection for

only 17 years, after which the world can use their ideas ‘‘for
free.”’

5. Current Traditional Gifted children’s Programs only select

more Terman students who make themselves rich, and dolittle to

make the world richer! Our extra ‘‘Gifted’’ tax money should be
spent only on students who will make the world richer.

6. ‘‘Public Laws should be Passed Prohibiting any Public Money

to be Spent to Hire Researchers with a CIQ of less Than 130’...
Billions will be saved!

(a) Today, out of 100 researchers, only a small amount

have a CIQ of 130, because they have been selected almost

solely on grades and on intelligence IQ score. To me,all re-

searchers, not just a small percent, should have a CIQ of over

130.

(b) the country that does this first and quickest, will not

have to worry about competition from other countries.
(c) We need Search Departments, not Re-Search Depart-

ments.

7. ‘“One Can Select Creative Students Just About as Well by De-

termining Who Can Throwa Baseball the Farthest as One Can by Se-

lecting the Student With the Highest Grades ... or AIQ’’. Dr.

Frank Newman, now President of the Education Commission of the

States (of U.S.A.) has found 13 studies that show:

(a) Grades and IQ do not predict who will be successful in

creative work. Calvin Taylor has been a leader in this research.
Newman’s bookis: ‘‘Higher Education & the American Resur-
gence’’.

(b) Grades and IQ do not predict leadership. Dr. Charles
Tutt, Dean of the General Motors Institute, also found that of

the top 9 GM executives, 3 were from the top of their class, 3
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from the middle, and 3 from the bottom oftheir class. He con-

tinued researching, and found that in their 39 executives, 13

were similarly found in each group!

(c) In fact, grades and IQ only predict how well you will do

the next years in school and how well you will do in work that

requires the same skills as used in school, like the non-

administrative work in occupations such as accounting and

research in law, history, etc.

8. ‘‘Our Present Education System, in Many Ways, Hurts More

Students Than It Helps.”’

(a) Today, as shown by Meeker and Taylor, only 20%of

the students graduate from High School with feelings of confi-

dence (those who have received A or B averages). The other

80% (with grades of C+ to D & FB), leave school with neutral

or inferiority feelings ... for 12 years every report card and

every test paper has poundedtheir inferiority into their minds,

because they have been graded on only onetype of intelligence.

This is wrong! Someday the future Valedictorians should be

those with the highest CIQ’s, not AIQ’s!

9. We need an all new system of grading and education for our

children, to identify and improve ALL of our students’ abilities...

not just their AIQ (Academic IQ). Such a new system is presented

herein, based on the excellent early research done by Calvin Taylor,

chairman of this world-wide conference, and by Darrel Allington and

J.P. Guilford. This plan gives over 85% of our children a feeling of

confidence.

10. ‘‘Therefore, To Us It Is Apparent That A Reliable Test For

Creativity Is Needed Immediately.’’ (Editor’s Note: apparently they

are unawarethatat least one thoroughly developed, valid test for cre-

ativity already exists.)— —otherwise, we have no wayto identify cre-

ative students at age 10, so we can help cultivate them andgreatly in-

crease our supply of inventors . . . and other creative people.

University of Iowa Research—Dr. Nicholas Colangelo

understands this urgent need, and he is developing such test

by testing only proven creative people ... 35 great inventors

... 20 from Skromme’s book and 15 from other industries, in-

cluding 4 from the National Inventor’s Hall of Fame.

Skromme’s inventors contributed over $14,000, and this work

is now in its second year. More funds are desperately needed.

11. Our Education System May Reduce Our Students’ Creativity

And Increase Their Dogmatism.
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Iowa State University Research—Dr. Donald Schuster
wants to determine if dogmatism increased and to what degree,
if any by our education, and how to improve our system.
Research is barely underway, but funds must be obtained soon
for this 15 year program.
12. We need to advise our students of their Best Eight Abilities

(or talents) by age 10, and urge them to begin to select a career.

These discoveries above madeit evidentto us that:

1. We are selecting our designers, our research scientists and our

Gifted Children on the WRONGbasis . . . we are using their AIQ

(grades), whereas we should be using their CIQ to select such impor-
tant people.

2. Thus, thousands of ourscientists and design engineers are not

qualified to conduct research! Laws need to be passed to prevent the

continuance of our poor current practices. Dr. Paul Torrance dis-

covered the same thing in his ‘‘Sad, Sad Frances’’ story.

* * * * * * * * * * * *

I thought and re-thought about this situation in education. To

me, it seemed that nobody had been successful in having anyreally

new and goodideas adopted extremely widely throughout U.S. edu-

cation in the past 30 years or more!I therefore decided to attack this

situation from a different angle, by pretending to be a Personnel

Manager!

Whyshould schools use a different grading and evaluation system

than the personnel directors use when they eventually hire these stu-

dents .. . isn’t this silly? Most educatorsstill believe, as some have

done for 2,000 years, that the students with the highest grades will

always earn the most money,fill the top jobs and will always do the

world the most good. . . . we all know thatis not true! It is time to

change!

So, I sat down as if I were a Personnel Manager and listed the

things I would like to see in a student’s report card to help me decide

whom to hire. After much erasing, I ended up withthis list of eight
abilities.

1. AlIQ—the knowledgetest scores and grades the students who
are now applicants received.

2. ClQ—Creativity—the most important type of intelligence.

3. DIQ—Manual dexterity, such as carpentry, musical instru-
ment, sculpting, auto mechanic, dentistry, etc.
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4. EIQ—Empathy, one’s ability to understand thoughts and

feelings of people, and even the‘‘feelings’’ of machines, as inventors

do so well.
5. 11Q—Interest IQ. We must consider a student’s preferences.

Weshould thereforetest all students at about the age of 10 to learn

their interests, and test them again each year.

6. JIQ— Judgment, commonsense. This is similar to Meeker’s

Evaluation, Convergent and Divergent Thinking, and to Taylor’s

Decision Making & Planning.

7. MIQ—Motivation.

8. PIQ—Personality—How well people like you, trust you and

respect you, and how well you can influence others.

If we test students at age 10 forall eight of their abilities and

repeat this (re-testing) study every school year thereafter, they will

greatly increase their self-confidence. This is because 85% or more

will have a score of B or better in their best ability.

Nowlet’s step back and considerthis list of abilities.

FIRST, does it make the personnel manager happy?— certainly

think so. They will have 8 scoresto use in analyzing a person instead

of one. I plan to sendthislist to at least a dozen personnel managers

in the next few monthsto get their opinions.

SECOND,will it make the students happy?—Whentheyfind out

that over 85% of them will receive a grade of B or better in one of

these abilities, they ar bound to be pleased. Furthermore, they will

soon understand weare trying to help them plan their careers. We are

starting a great humanistic movement here, not just an educational

movement...we are going to treat students in a democratic way, not

force them all into a common mold, as communists do.

I felt so depressed one day whenthinking about all the wonderful

children who had excellent scores in Personalities, or Empathy, or

Judgementor in Creativity, but who felt inferior because they did not

have top grades, that I told a group:

‘‘Our education system hurts more people than it helps!”’

THIRD,will it make the teacher happy?—Well at first I suppose

most teachers will throw up their hands andsay it is too complicated

and we don’t havetests for it. However, once they understand the

full program, I think the teachers will be happy, because they are

now going to make morestudents happy, and mold them into better

people. The students will tend to drive themselves, once they select a

career or occupation. I have talked to a lot of teachers whoare sick
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and tired of our current education system. They know that the stu-
dents whoget the highest grades don’t always earn the most money
and do the best for the world.

FOURTH,have we madethe college entrance supervisor happy?
—well, that is going to take a lot of work —right nowit is so easy for
them —all they have to do is to look at onelittle 3 digit figure, the

SAT score. They are going to be upset when we hammerat them to

drop their current requirements for admittance, and admit manystu-

dents who have only a C-grade average or SATscore, providing they

have high gradesin other abilities.
I visited one great engineering school and tried to get them too

adopt new coursesin creative engineering, physics, chemistry andbi-

ology. Everything wasfine until I told them they would have to admit

some students with knowledge grades of C or below, providing they

ranked in the top 1 out of 500 in creativity. It didn’t take the school

long to tell me ‘‘No‘‘!

Editor’s Note: Due to length restrictions the following list is

answeredin anotherarticle by the sametitle (Skromme,1988, J/linois

Council for the Gifted Journal, Volume 7, pgs. 42-45):

Now—How Do WeImplement This Program?

Nine Benefits From This New Program. Who Will Be TheFirst In

The World To Test This New Plan Of Education?

New University Curriculums Are Needed.

New University Curriculums For Creative Students.

Andthelast two sections are: Someday. . . This Will. Skromme

is also writing a book to be published, hopefully soon,titled: Crea-

tive Students are God’s Neglected Children.

Editor’s Note: Several years ago we met with a very wealthy president of an

internationally known organization wholiked the idea of a College for the

Creatively Talented as identified by high scores on our Creativity

Biographical Inventory. He committed moneyin six figures for each of

three years. However, the small state university designated as an experi-

mental university failed to live up to the organizational and ideal concept

that they envisioned and they neverreceived their funds for the second and
third years.)
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Concerned With World Issues?

 

Annemarie Roeper

Roeper Review

Bloomfield Hills, Michigan

Gifted education has comeofage. It has becomelegitimate andit

is here to stay. This conference, the Seventh World Conference,

bears the most obvious witness to this. I have been able to follow the

gifted education movementsince its infancy.It can be proudofitself.

It was difficult for the educational community and the general public

to accept the fact that the gifted have special needs. Retarded and

handicapped children obviously need help, but ‘‘the gifted are over-

privileged by nature’’ was the general opinion.

It took great dedication by many people to makethe needs of the

gifted visible. So many obstacles had to be overcome: How do we

identify gifted? Who are they? What are their educational needs?

Howdothey differ? How can one provide for them? The next ques-

tion was to accommodatethecreative child within the concept of the

gifted and a latecomerafter that was that the gifted are also emotion-

ally different from others. At this point, psychologists, counselors

and psychiatrists began to become knowledgeable aboutthegifted.

The needs of the gifted in different social economic groups,different

ethnic groups, different countries becameevident.
Through the World Organization, needs of the gifted all over the

world becamevisible and recognizable. From the general public came



ShouldEducators ofthe G/TBe More Concerned with World Issues? 419

the concern with elitism, the concern that helping the gifted was
undemocratic. Then for a while part of the driving force for gifted
education was that the gifted were seen as the greatest resource for a
country. This was followed by recognition that it was the civil right
of the gifted as it was the civil right of every child to have their educa-
tional needs fulfilled. I believe that even though thereis still much
left to be done, gifted child education is now being recognized as part
of the educational scene. To reach this point it was required to look

inside, concentrate on achieving these different goals. They were

achieved through lively debate, research, articles, conferences, etc.

Nowthe time has come to open a newarea of debate, to begin

research in a different direction by adding and emphasizing a dif-

ferent area in conferences and meetings and publications. This area

of becoming now concerned with world issues may possibly be the
most difficult of all.

One of the well known characteristics of the gifted is their enor-

mous sense of justice. Gifted children are questioners, keen

observers, logical thinkers. They will notice inequities, unfairness,
double standards, and will question instances and experiencesof that

sort of thing with passion. Often they feel helpless and powerless to

make an impact and they suffer deeply from this fact. They will

notice these kinds of problems in family and community and the

worldin general. They worry aboutthe injustices of the world. They

worry about peace, about the bomb,about their future, about the

environment, about all the problems that they encounter. But as a

rule, we do not help or support them in their quest for coping with

these issues.

Debate on ethical questionsis actually taboo in manyparts of the

educational community;or if not taboo,it’s being avoided. The edu-

cational community keepsitself in splendid isolation. It’s afraid of

being criticized if it ventures into these areas. It’s afraid of being ac-

cused of entering politics. So in reality, children are left alone in their

struggle with these concerns. In an atmosphere where the environ-

ment is open to questions of small and large justice in the world,itis

amazing how these concerns are forthcoming from the children at

every opportunity. In open discussion groups at our school in
Michigan,thefirst thing that the children would begin to talk about,

starting at the age of nine or ten, would betheir concern for parents
that can’t give up smoking whenit’s known that smokingcreates
lung cancer, etc., etc.
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In mostinstitutions, however, the atmosphere conveysa different

type of emphasis. A different type of behavioris seen as acceptable,

not the questioning one, but the one that unquestioningly accepts the

status quo, the onethatsticks to the rules no matter whether they are

fair or not fair, the one that does not question whether the rules are

fair to women or minorities, etc.

Establishments convey to the children that they are not expected

to rock the boat, that they are not expected to question the hierarchy,

that they are to be obedient either because that is seen as good behav-

ior or becauseit is seen as impossible to changebythe adults. In this

case, often a subculture develops, especially amongthe gifted. They

learn how to beat the system. They learn how to get aroundthe rules.

They learn how to impress the adults in the way that they know that

the adults want to be impressed. This then makesethical considera-

tions not emphasized. Theywill do these things for personal gain. In

fact, they learn that might makes right and to think in any other way

is being an idealist living in the clouds, not being downtoearth. I

must makeit clear here that, of course, I am not speaking of every-

body and every school. But I am speaking of a majority. I am speak-

ing of what I have observed and seen and read and heard from

children.

As a rule thereis little or no debate on such questions as: Should

decisions be made onthe basis of personal goals? When does obedi-

ence stop being ethical? Is the majority always ethically right? Is team

spirit always the final deciding factor? What is loyalty? Is it always

ethically right? Does the end justify the means? In what other in-

stances would this be the case? On what basic principles do we base

our large and small decisions? In fact, how do we make decisions?

Do wegive them the information of the small problemsin their direct

environment and the large problems of the world? Do they have op-

portunities to look at them from all sides, to think about them? Do

we give them the opportunity to take responsibility for them in some

way?

Here I would like to stress that I am saying not that we should

provide them with answers to these questions, to influence them in

terms of our own convictions with dogmatic answers. But the main

thing is that these areas should be open to debate and question, that

there would be a forum in curriculum, classes, opportunities, empha-

sis on the importance, as part of their education, to focus on these

types of issues. We needto give them the opportunity to think about
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whattheir role in the world would be. What impact could they make
and what impact do they want to make? What impact does the world
have on their lives? They need the tools to make an impact on their
own destiny and the ever expanding inter-relatedness of the destiny
of everybody on theplanet.

Whyis this so important? For a numberofreasons. First because
we’re neglecting an important need within our gifted children and
within all children; and secondly because the individual does not
grow up in isolation; education does not exist in isolation. We are
part of an overall network of relationships and interdependencies.
Children need to understand this fact and learn how to live with it

both because of their own needs and because of what they asgifted
haveto offer.

They are growing up in a world beset with problems created by

both constructive and destructive technical advances. They will be

called upon to makeethical decisions in whatever career they will

choose. Whetherit is a decision about mercy killing or when a person

is legally dead, a decision aboutabortion, about world hunger, about

world peace, decisions about the problemsof the environment. These

considerations are important for education everywhere in the world

and for every child. They are all going to be touchedbyit in different
ways—especially the gifted.

I believe that there is probably a basic set of world problems,
world issues, world interdependence which influence each country,

each person in a different way; that children in developing countries
meet with concerns that children in our nation cannot even imagine.
Andyet, in all countries it will be gifted people who will make an im-

pact and maybeable to bring about change. And it may even be the

gifted young people who can learn abouteach other and be of help to

each other.

But in order for this to happen, we must admit to ourselves that

our recognizing and supporting giftedness as well as giftedness in

itself is not enough. We must admit to ourselves that giftednessis nei-

ther a virtue nora vice, but that the gifted have the enormouspoten-

tial to be more of each than the average person. They can be the ones

whowill have the capacity to save this world; and they will also have
the capacity to destroy it. We hear about both the valiant efforts and

the destructiveness every day in the media and the annals of business

politics and crime. When welook at the people involved in the de-

structive area, we find that those who are the most destructive are
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both intellectual or creative giants and ethical morons. They have

been given the educational opportunities to consider, to learn the

technology, to learn the facts; but they have not been given the same

opportunity to consider the ethics.

In this sense we the educators of the gifted bear a great worldwide

responsibility. We can participate in educating people who have the

intellectual and ethical capacity to understand and unravel the prob-

lems of the world. We can also participate in educating people who

have the capacity to destroy it because their intellectual capacity is

not supported by ethical capacity. I believe we have an enormousre-

sponsibility in that we need to focus on this and recognize it, even

though it may bring us into certain conflicts, even though it may de-

mand some courage from us.

Before we can try to work with our gifted children in this respect,

it seems to me that a precondition is that each and everyoneof us

who are educators of the gifted, or educators of others, or even

human beings must make a decision in terms of our ownethical obli-

gations toward the world. One of the reasons whyethical education

does not play a role within the daily program of schools is becauseit

doesn’t play a role within the daily lives of us as adults, because we

are so concerned with living that we often do not think about how to

live. It is for these reasons that I am hoping that we can find ways to

focus on ethical and world issues andto giveall students a large space

in future meetings, in research and debate, in the classroom,and that

we do the same ourselves in our ownlives.
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Students Questioning Students (SQS)
A Technique to Invite
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Judith S. Engel

Bronx, New York

Overview of Conference Presentation

1. What is SQSall about?

2. An algebra problem and possible questions a student might

ask his/her peers aboutit

3. Types of questions asked

4. Advantages of SQS to students and to teachers

5. Creating an environment conducive to learning

6. Implementation of SQS

7. and then your questionsall in 30 minutes

Let us look at the equation x + 2 = 5. Will you please jot down or

think about questions a student might ask about the solution of the

equation, if he/she were presenting it to the class? What questions

do you think a student might ask? The essence of SQSis: students

question their peers about the problemsthey are presenting, instead
of merely explaining the problems oneafter the other.

The question is: how can SQSbeusedto teach talented students
the required content in a mannerthat developscritical thinkingskills,
allows for imagination, and improves student self-concept, while

bringing about healthy social relationships? When youleavethis ses-
sion, you will be able to answer that important question.
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A fundamental principle in education is that students learn best

when theyactively participate in the learning process, that is, when

they are part of the action in the classroom. Students are part of the

action indeed whentheyquestion their friends, they become moreat-

tentive listeners to the lesson. Students are encouraged to listen as

though their best friends were speaking.

In 1981, it was reported in a New York Timesarticle that psychol-

ogists Jean Piaget and Jerome Brunerstated that discovery teaching

should help children to discover what is in their own mindsrather

than, to quote Dr. Bruner, ‘‘what is out there.’’ To achievethis, stu-

dents must learn to think. And with SQS, they formulate conceptsin

their minds, see relationships of information, and verbalize their

thinking.

Philosophy of SQS

Mortimer Adler, in his book, The Paideia Proposal, (Macmillan

Publishing Co., New York, 1982) states: ‘‘All genuine learningis ac-

tive, not passive. It involves the use of the mind, not just the

memory. It is a process of discovery, in which the student is the main

agent, not the teacher.’’ This philosophy underlies the philosophy of

SQS. Theteacheris the catalyst in large and small group discussions.

Questioning

In questioning, students must try to relate different aspects of a

topic in order to ask intelligent questions. Each question a student

asks hasa level of difficulty. Gifted students ask more original ques-

tions, some not even thought of by the teacher during the lesson. For

example, the trigonometric identity, sin 2x=2sinx cosx, was pre-

sented to the class by a student. He asked his peers the question,

‘Why can’t we divide both sides of the equation by 2?’’ Although I

have taughttrigonometry more than 15 years, I have never posed that

question to my students: Additionally, the questioner might stump

the class at first; the class is, therefore, further challenged. Some-

times the questioner gives a hint. Sometimes the questioner rewords

the question, thusclarifying his / her knowledge andthat of the class.

Now I would like to ask you a question. Which numberis neither

positive nor negative? Of course, the numberis ‘‘zero.’’ Did anyone

not hear the question? There are numerous questions having the

answer ‘‘zero.’’-For example, a question might be: What number
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may not be used as a divisor? You can think of others. Yousee, if a
student does not hear the question and hears the answer only, he/she
learns nothing. But if the student answers the question ina complete
sentence and uses the key wordsof the question, he/she brings about
continuity of thought and the student not hearing the question learns
something.

Types of Questions Asked

What types of questions do students ask in their various classes?
The students use adverbs such as: why, what, where, when, how.

During the school year, I model questions using such verbsas:

discuss, demonstrate, show, summarize, agree or disagree, supposeit

were. Thestudents gradually demonstrate high-level thinking skills in

Originating thought-provoking questions by using this ‘‘vocabu-

lary.’’ the questioner can exhibit inventiveness and a high degree of

originality in the formation of questions. the questioner andtheclass
are stimulated to think critically and analyze subject material

logically. Their minds are highly challenged. ‘‘Recent studies have

found that the predominant use of higher-level questions during in-

struction has a positive affect on student achievement. Questions
help students understand content. Students whouse questioning also

learn more subject matter than students who do not’’ (Walsh, D.:

‘Socrates in the Classroom: Strategies for enhancing Critical

Thinking,’’ American Educator, Summer 19835).

SQS enhances the learning process since the questioner must be

able to determine if the student response is correct. The questioner

must know well the aspect of the topic he/she is questioning. While

an incorrect responseis being given other studentslisten attentively,

and the questioner calls on another student to rectify the error. It

might be necessaryforstill other students to pitch in to bring about a

correction. Lively discussions of quality can develop. Thusthereis a

student-student-student interaction whichis the foundation of SQS.

Formulation of Questions

The students are encouraged to originate questions about their
homeworkproblems as they do them and to write them down. Never-
theless, the questioning is casual and sometimes the grammatical
errors are quite creative. Sometimes the questioner makes a mistake,
which can openly be pointed outin form ofthe class. I strive to make
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my classroom

a

stress-free, cooperative learning environment where

questions and answers can be risked and where there is no need for

embarrassment.

Benefits of SOS to Students

1. Not only do the students gain confidence in participating in

the ‘‘action of learning,’’ but also confidence in talking with their

peers.
2. A social attitude is created among the students. The students

introduce the next speaker by name. This procedure helps students

become acquainted with each other.

3. Astudent reported: ‘‘Since the class is a friendly environment,

the student feels safe, alert and willing.’’

4. Still another student: ‘‘There is not only personal accomplish-

ment in having a successful student-student exchange, but there is

also group effort to want to learn and understand together.”’

5. The students learn how to correct each other’s mistakes diplo-

matically.

6. An on-task, social, educational atmosphere is created.

Benefits of SOS to the Teacher

SQS provides positive feedback to the teacher of the students’

understanding of the subject. Importantly, the teacher learns from

the students. To quote Anna in Anna andthe King of Siam: ‘‘If you

are a teacher, by your pupils you will be taught.’’ I imbue mystu-

dents with the idea that each oneis a teacher and that I am a student

too.

Creating an Environment Conducive to Learning

It is important to create a comfortable classroom climate to bring

about an easy and successful implementation of SQS. At the begin-

ning of the school year, I decorate my roomattractively and regularly

have a bouquet of flowers on my desk. I discuss mathephobia(fear

of doing mathematics) with my students and have them write a math

autobiography, which explainstheir like or dislike of the subject and

any fears they may have when confronted with mathematics.
Dr. Sidney Simon of Boston University, Boston, MA., USA,in-

troduced me to the term ‘‘IALAC.”’ (I am lovable and capable.) Stu-

dents are imbued with the idea that they are all lovable and capable
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and that they must believe in themselves. I ask the students what it
means‘‘to realize one’s potential.’’ Immediately, I start to imbue the
students with Norman Vincent Peale’s statement, ‘‘You can if you
think you can.’’ We discuss a commitmentto excellence. Throughout
the year, I demonstrate my positive expectation of my students. We
discuss responsibility, integrity and initiative. Also respect for each
other. I explain that I show the samerespect and courtesy to the lady
whocleans the brass in our school as to our principal.

Early in the school year, we discuss active listening. For example,
students are required to face the speaker and beready to explain in
their own words what they havejust heard.It is rewarding to observe
how students quickly catch each others’ errors because they have ac-
tively listened.

In addition, I introduce the conceptof ‘‘creative tension’’ (credit
to Jane Martin, director, Staff Development, St. Louis, Mo., USA),
by stressing the importance of each studentbeing highly motivated to
learn. We discuss ways in which students can be involved. Students
are encouraged to be enthusiastic, on their toes, and ready to share
their ideas.

The above approach, which takes 4 or 5 class periods of 40
minutes each,sets the stage for SQS.

SQSis introduced during the first homework review in Septem-
ber. I would say to the class, ‘‘Weare all avid readers. We can read
what is written on the blackboard. I would like you, Ken, (who put
the problem on the blackboard), to ask questions of your classmates
about your problem, instead of reading and explaining the problem
yourself.’’ Further instruction in the formulation of questions an in
the implementation of SQS would begive the following days.

Implementation of SOS

Perhapsit is easiest to initiate SQS at the beginning of the school
year. Let me add that, although this conference focuses on the gifted
and talented, I feel that SQS can absolutely be used to great advan-
tage with all studentsat all levels.

Suppose I were teaching the commutative axiom of multiplica-
tion.

Given: 2x 4 = 4x 2, I would first ask the students the question,
‘What do wecall the numbers multiplied together in a multiplication
example?’’ Hopefully a student would answer in a complete sen-
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tence, ‘‘The numbers multiplied together in a multiplication example

are called factors.’’ I would explain the purpose of answering a ques-

tion in a complete sentence and using the key wordsof the question.

That student would call on another to repeat the answerto see if

he/she is actively listening. Students would be encouraged to ask a

second question about the factors in the equation. The question

could be: ‘‘What changes when we apply the commutative axiom of

multiplication?’’ The student offering that question would call on

another student for the answer. I would again stress complete sen-

tences. The student responding would answer, ‘‘When weapply the

commutative axiom of multiplication, the order of the factors

changes.”’

‘Suppose it were’’ questions are popular with the students. I

would suggest that we ask a ‘‘suppose it were’’ question about our

equation. An alert student would ask, ‘‘What axiom are we applying

if the equation were 2 X 4 = 2 X 4?”’ He/she wouldcall on a student

for the answer. (This question with the answer given would reinforce

material taught the preceding day.) A student would answer: ‘‘if the

equation were 2 X 4 = 2 X 4, we would be applying the reflexive

axiom of equality.’’ Students are encouraged to call on non-

volunteers, so that all the students are involved in the ‘‘action of

learning.”’

As the year progresses, instruction in asking questions is not

always necessary. Students listen attentively to my questions and to

those of their peers and seem to proceed naturally to originate their

own questions. I feel that children are naturally curious and will ask

questions. Andit is questioningthatI believe is the heart of teaching!

Concluding Remarks

I can only see positive aspects of the use of SQS. My students

report to me without exception that my class has more student in-

volvement than any mathematics class they have ever experienced. A

statement from the first edition of William W. Purkey’s book, /n-

venting School Success: A Self-Concept Approach to Teaching and

Learning (Wadsworth Publishing Co., Belmont, California, USA,

1978) sums up the intrinsic value of the use of SQS. The statement

follows: When students are invited to assert themselvesin socially ac-

ceptable ways in the classroom,their feelings about themselves and

their abilities are likely to improve along with their academic per-

formance. |
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Former students Kimmi and Einar (1983) had the following to say
about SQSin their evaluations of their courses with me:
Kimmi: I feel that SQS is a method that should be used in

every classroom across the nation ... (First Kimmi
wrote “‘in every classroom in the world,’’ but she
crossed the phrase out, evidently becoming more con-
servative, on second thought!)

Einar: SQS should be used in every subject to promote
greater academic results...

I have notas yet had the opportunitytotest scientifically whether
SQOS

1. stimulates student thinking
2. enhancesthe rate of learning
3. affects the quality of discussion and,in addition, providesper-

sonal andsocial benefits for students. I do hope to test SQS during
the new school year.

Lastly, I should like to quote from Albert Einstein: “The impor-
tant thing is not to stop questioning.’’

Thank you very muchfor giving me the opportunity to share SQS
with you.
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I am reporting an experiment in which I becamethe teacher of 36

14-year-olds in a 9th grade U.S. History class two months into the

school year. Many ofthe students did notlike school and had done

poorly. A handout previously prepared wasdistributed to the stu-

dents the first day that I was their teacher. They began to look

through it. First, they were to put down their name; second, the

grade they hopedto receive; third, what they would like to learn. At

this point they were to turn to page 2 and lookat the list of topics.

There were 60. Fourth, they were to make a plan of how to learn

what they had chosen to learn. On page 3 were sample plans. Fifth,

they were to decide how the grade for their study would be decided.

Page 4 had some examples: oral or written reports, reports to myself

or the class as a whole. There now arose some questions and discus-

sion. It was pointed out that the history class would consist of each of

them doing what they had planned. I, of course, would be helping

them at every step. Yes, they could work with other students on a

topic. What if one of the 60 topics didn’t interest them? Then we

would add to the list. What would they like to add? What did they

have in mind? Yes, they could go to the library. No, a topic didn’t
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have to be a standard history topic. A few students could not decide

on a topic the first day. They were to think aboutit that night.

The next day a film had been scheduled by the regular teacher. He

asked if I wanted to use it. I said, ‘‘Yes.’’ It was a portrayal of the

United States Constitutional Convention. The next day as class

began, I told the students I wanted to show them the first few

minutes of the film. I’d then stop it and see how many would like to

see the rest of the film. This was done and when I asked by a show of

hands how many wantedtosee the rest of the film, only one hand

went up. I then pushed the projector over into a small side room, had

the girl who had raised her hand accompany me, and turnedit back

on with a wall serving as a screen.

The method wasto have each student begin a study of history at a

point of high interest and then to have enoughflexibility in how they

could go about it to allow for a variety of approaches. Any student

can be a gifted student if the curriculum andinstruction is organized

in response to each student’s needs andinterest. Gifted students gen-

erally have a very responsive and stimulating home environment

which puts them ahead oftheir peers academically, intellectually and

socially. The ‘‘ungifted’’ need a similar opportunity.

An educational revolution is upon us. One of the most im-

portant events of this peaceful but profound revolution is our

dawning discovery that the child is born comprehensively com-

petent and coordinate, capable of treating with large quantities

of data and families of variables right from thestart.

Every well-born child is originally geniused, but is swiftly

de-geniused by unwitting humans and/or physically un-

favorable environmental factors. ‘‘Bright’’ children are those

less traumatized. (R. Buchminster Fuller on Education, Univer-

sity of Massachusetts Press, Amherst, 1979 p. 86.)

After there has been somesuccessful individual study, there can

be somereporting of the study back to other students, thus increasing

the learning ofall.

After the girl finished watching the film, I met with her briefly

and asked her whatshe liked about the film. She said ‘‘The clothes
they were wearing!’’ Her dream wasto one day be a fashion designer.

I asked her about studying the history of American fashions. How

did that sound to her? Also, what aboutdress styles and dress codes?
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Should there be such, and in the schoolshe was attending? Should an

individual have the right to wear what they want or don’t want?

What about nudists? Should people be able to go about nudeif they

wished? She agreed to take upthe topic of clothing in history, U.S.

History, and to consider some of the questions posed.

A group of eight boys who had been most unwilling to learn

history and were constant discipline problems turned out to all be

friends and wereall, together, into the making of model airplanes,it

mostly amounted to putting together kits that they purchased. They

had not liked any of the 60 topics, but becamevery excited when the

topic of the history of aircraft was suggested. They could also bring

their models and work on them at school. In fact, we would set aside

a small 10’ X 12’ room for them. The eight boys were soon comingto

class as early as possible and leaving as late as possible.

Again, the idea was to begin with anything a student would find

intrinsically motivating; makeit as close as possible to the intended

curriculum; and have them develop ‘‘scholarly’’ skills with those

skills becoming more sophisticated as time went on. Then, from time

to time, have more and moreof the students report and share with

the other students what they werelearning.

For example. A few daysafter the modelairplane boys hadset to
workI asked them if they’d be willing to take sometime in the future
and tell me why they were interested in airplanes and what wassoin-

teresting about them. They said ‘‘Sure,’’ if I wanted to invited the

regular teacher?’’ the boys said. About half of the other students said

they would like to be present. When the day cametheeight students

had huge planesall over the classroom from theceiling priorto class.

At the front of the room they had placed additional planes com-

pletely covering a long table. Half the class, the other teacher, a stu-

dent teacher and myself gathered in front of the table. The 8 boys

were seated in a row behindthetable.

After we were assembled, the students looked at me fordirection.

I told them to just proceed in any way andin any order they wished.

After a little hesitation, one of them picked up a box that a model

had comein and read what was written on the side of the box. The

plane was a German Messerschmitt. After a momentofsilence the

boy picked up another box and read what was onits side. It was a

British Spitfire. What the boys read had pointed out that the planes
were W.W.II fighter planes, and that the German plane wasbetter

than the British plane. At this point I raised my hand andsaid,‘‘Is
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that really true? The Messerschmittwas a better plane than the Spit-

fire? if that was so, then why did Germanylose the war?’’ These boys

looked at each other, smiled and then one of them begantotell us

why Germanylost the war. I was startled with what I was hearing.

What I was hearing I had not learned until I was an upperdivision

student at the university. I turned and lookedat the regular teacher.

His face had a look of disbelief on it. It was hard for him to reconcile

what he was hearing with these boys’ earlier disinterest in history. I

said to the boys, ‘‘Where did you learn this?’’ One boy reached be-

hind him, picked up a book,held it up for us to see and said, ‘‘From

this.’’ The book was, Airbattles of World War IT. I said, ‘‘Where did

you get that book?’’ Hesaid, ‘‘From the university.’’ The junior

high library had little information on aircraft. A friend who was a

university student had gotten the book for them plus two others which

the boy reached back, picked up and showedus. These boyswereget-

ting together at one another’s homesafter school and working on the

models. Since they could dothis as their history study topic they had

also gotten books to learn more aboutthe history of aircraft. At the

various homes one would read from a book out loud while the others

worked on the models.
The foregoing is not foreign to how people truly learn. If the

schools will create appropriate environments,it will be possible for

not only the gifted and talented, butall children to realize morefully

their potential.

‘‘The Power of their (prodigious) talent is awesome; yet it

should be a reminder that proclivities are realized as talent only

through the arrangement of conditions that identify, engage,

sustain, and fuel its development.’’ (David Henry Feldman,

Nature’s Gambit, 1986, p. XI)
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As gifted children are not a separate species, but are in fact

children with gifted characteristics, they are prone to the same prob-

lems and difficulties encountered while maturing as are all children.

However, giftedness can result in problems which are unique to

gifted children, and which therefore require special solutions. The

purposes of this paper is to outline some of these problems, and to

provide somepractical suggestions for parents and educators which

can help prevent them or, if necessary to solve them.

Problems of Gifted Children

Terman’s monumental studies of gifted personality traits (Ter-

man, 1951) strongly indicated that gifted children experience fewer

emotional problems than do the non-gifted. While thereis still some

controversy over these results, several personality traits unique to the

gifted have been identified by recent researchers which should result

in the impairment of the gifted child’s emotional stability or of the
child’s educational attainment. Thus, even if Terman’s results in-

dicate that most gifted children are emotionally more stable, there

are personality factors inherent to gifted children that can create

emotional problems undercertain circumstances.
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Along with personality traits which can result in difficulties for

gifted children, there are also educational problems that are unique

to this group, such as boredom resulting from unchallenging curric-

ula and underachievement.

Prevention of Emotional and Academic Problems

There are several factors involved in preventing the development

of problemsin gifted children. Oneof these is the early identification

of giftedness in the child. The earlier the natureofthe gifts are recog-

nized, the sooner the parent or educator can gather information on

the characteristics to be expected with this type of child. Knowledge

of characteristics will prevent misunderstandings and conflicts which

can result from a lack of information. Many booksare nowavailable

for both parents and educators (Gogel, 1984) which help in the iden-

tification and understanding of gifted and talented children.

A second important factor in the prevention of problems is the

development of an effective communication system between adults

and their gifted children. The children quickly learn that they are dif-

ferent from their peers in many ways, and will need to check these

differences out with adults. If they cannot communicate with adults

near to them they will begin to consider themselvesto be ‘‘weird”’ or

‘“‘different’’, and again their self-esteem will suffer. One method of

enhancing communicationis by avoiding ‘‘killer statements’’ (Webb,

Meckstroth and Tolan, 1982) such as ‘‘If you’re so smart whycan’t

you rememberto take out the garbage’’. These statements tend to de-

mean the child’s gifts and to cut off communication with the adult.

Supporting and participating in the child’s interests is another key

method of maintaining an effective communication system. If the

gifted child develops a strong interest in computers, for example,

then it is vital that the parent have at least a rudimentary knowledge

so that the topic can be discussed. Listening and attending skills

become extremely important as well as it is often impossible to keep

up with the knowledgeof the gifted child in all areas. As peers will

often refuseto listen to a gifted child expound at length on a complex

topic, it is vital that parents and teachers learn to do so.

The use of humorwith gifted children is also an effective method

of preventing problems. Learning to make humorous comments

about the gifted child’s idosyncrasies, rather than getting angry

about them usually helps to build rapport and avoids an argument. A

comment such as ‘‘Could you perhaps beam yourself back from
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whatever planet you are now exploring long enough to make your

bed?’”’ will be much more effective than berating the child for

repeated forgetfulness. As gifted children often have well developed

senses of humor, this approach will help greatly in establishing rap-

port and thus preventing conflict.

A further method of preventing the development of emotional

problems in the gifted involves the implementation of an effective

system of discipline. the gifted have the same needsfordiscipline as

have all children, and should not be treated as being different or

**special’’. They require a clear set of rules to follow and conse-

quences for breaking them in orderto feel secure and loved. The only

difference in discipline for gifted children is that explanations of

reasonsfor rules will be necessary more often due to their intellectual

curiosity. While they may be more mature intellectually, this should

not be interpreted as indicating that gifted children are equally as

mature emotionally. If problems appear to be developing in the rela-.

tionship, dueto rebellion or withdrawal, it is often a good technique

to have the gifted child write out their list of grievances, as most

children are often reluctant to directly discuss such matters with their

parents. The parent can then readthe list and discuss the problems

when the time seems appropriate. The superior mentalability of the

gifted chid, combined with their lack of experience in life, can often

cause them to create serious problems where only minoronesexist.

This technique will serve to clear the air and relieve the pressure on
the child.

Emotional problems can also develop from difficulties en-

countered in the classroom. Ostracism by age-mates, an unstimu-

lating curriculum,or unrealistic expectations by parents or teachers,

can create unbearable tension in gifted children, which can then in-

terfere with their ability to learn. Parents must be awareof the poten-

tial for these problems to develop, and must therefore carefully fol-

low their child’s educational progress. While most teachers are caring

and well-trained, they are responsible for the education of the large

numbers of children in their classrooms and can therefore miss the

development of problems. This is especially true for the very quiet

child. Thus, it is particularly important for the parents of gifted

children to monitor their child’s educational progress as a greater

potential exists for the development of educational and emotional

problems in this group. Gogel, McCumsey, and Hewett (1985) have



The Problems ofGifted Children: Some Solutions 437

shownthat parental persistence is the key factor in working success-

fully with schools to facilitate learning in their gifted progeny.

Remediation of Problems in Gifted Children

Once problemsare recognizedit is imperative that steps be taken

immediately in order that the gifted child’s potential be fully realized.

In severe cases of emotional problems, as is often found in older

children whosedifficulties have gone unrecognized or untreated for a

numberof years, counseling is indicated. It is the author’s experience

that the most effective counseling techniques for gifted children are

either Rational Emotive Therapy (Ellis, 1962) to help change the

child’s faulty belief system, or Cognitive Behavior Therapy

(Meichenbaum, 1977) to change the internal dialogue whichis caus-

ing the problems. For example, the perfectionistic child sets stan-

dards that are so high that, even with the gifts possessed, these stan-

dards that are so high that, even with the gifts possessed, these

standards cannot be reached, resulting in feelings of worthlessness

and negative self-talk. The counselor must help thechild to see that

the goals are coming from within, so that they can be modified to a

morerealistic level.

Bibliotherapy (Frasier and McCannon, 1981) can be very useful

for younger children who do not understand what it means to be

gifted, or who run into problems associated with their giftedness.

These children usually realize that they are different but sometimes

construe this to be a negative quality. Obtaining such booksas ‘‘The

Gifted Kids Survival Guide’’ (Galbraith, 1983), or books specifically

on the problem topic, and then discussing them with the child once

they have been read, will often alleviate the worries, and prevent the

development of more serious problems.

If there are several children within a school whoare experiencing

problems that result form giftedness, it is often useful to use group

counseling techniques. Such groups not only provide a forum where

common problemsandtheir solutions can be discussed, but they are

also highly effective in providing true peers for gifted students.
It is the experience of the author that, as Terman found, more

gifted children matureto healthy, stable successful adults. However,

when problemsdo develop,the superior analytical skills of the gifted

child combined with the relative lack of emotional maturity found in
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all children can result in problems more severe than might develop in a

less gifted child. It is critically important then for parents and educa-

tors of the gifted or suspected gifted to gather as much information

as possible and to carefully monitor the emotional and educational

developmentof these children if they are to reach their potential and

make the contributions to society of which they are capable.
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Who are You? said the Caterpillar. This was not an encourag-

ing opening for a conversation. Alice replied rather shyly, ‘‘I-I

hardly know, Sir, just at present- at least I know who I was

when I got up this morning, but I think I must have been

changed several times since then (Carroll, in Gardner, 1960, p.

67).

Manyresearchers have concluded that self-concept plays an im-

portant role in developing and manifesting exceptional potential

(Barron, 1963; Helson, 1971; Mackinnon, 1965; Terman, 1954).

However, research findings among school-aged gifted samples are

equivocal.

The bulk of recent studies suggest that a majority of high intellect

children show similar self-concept and/or self-esteem when com-

pared to their average intellect peers (Lehman & Erdwins, 1981;

Tidwell, 1980). Janos, Fung and Robinson (1985) have pointed out
that the literature is not consistent, and that high intellect children

sometimes compare unfavorably with average children. Enhanced

self-esteem has been observed in gifted children enrolled in special

programs (Karnes & Wherry, 1981; Kollof & Feldhusen, 1984; Mad-

dux, Scheiber & Bass, 1982). In contrast, several researchers havere-
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ported diminishedself-concept or self-esteem among program partic-

ipants (Coleman & Fults, 1982, 1985; Rogers, 1979).

More recently, researchers have focused on self-perceptions of

the gifted label. Janos, Fung and Robinson (1985) targeted highly in-

tellectually gifted children who reported feeling ‘‘different,’’ and

found that they were more likely to manifest lower self-concept

scores. The writers concluded that these children neededhelp in gain-

ing a balanced view of their own self-worth.

In the above studies, one message is clear: identification and

placement in special education programs impacts gifted students.

However, findings are somewhat contradictory, and merely descrip-

tive. None has attempted to reverse negative self-concept changes

through systematic treatment.

Several popular gifted child education programming models ad-

vocate helping bright students understandtheir abilities (Betts, 1986;

Feldhusen & Robinson, 1986; Tannenbaum, 1986) or supportive

counseling services (Clifford, Runions & Smyth, 1986; Renzulli &

Reis, 1986).

These models are largely conceptual, however, and do notinclude

empirical data to support the impact of the affective programming

dimension on students’ self-concept. Given the possible negative im-

pact of special programming on students at anylevel, a systematic

approach might havesignificant import.

Methodology

Several studies were undertaken to develop and field test

materials designed to teach students about the meaningof giftedness.

In particular, the writers noticed that none of the studies reviewed ex-

plored their data for potential interactions amongself-concept, grade

in school and numberof years of membership in a program for gifted

students, although research confirmed that monitored students’ self-

concept dropped upon initial program placement, and rose over

time, particularly when services were discontinued (Coleman & Fults,

1985; Rogers, 1979). We hypothesized that there might be an interac-

tion amongthese variables. We speculated also that there might be a

‘*y’’ shaped relationship betweenself-concept scores and duration of

program membership, and possibly a suppressor effect for program
membership and gradein school.

Sample. Thirteen school districts, representing ten states, com-

pleted this phase of the research project. Participants in the study
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consisted of 215 gifted students (103 boys and 112 girls) in grades two

through eight, although the majority were fourth through sixth

graders. Duration of program membership ranged from zero (stu-

dents in their first year) to six: half of the sample werein their first or

second year. Because all students were participants in part-time pro-

grams, the individual rather than the class was considered the unit of

analysis.

Treatment. The experimental treatment, delivered by teachers

trained in gifted/talented child education, consisted of a nine topic

unit of study about giftedness. Its three phase model was: knowl-

edge, to teach students systematically about their abilities; se/f-

awareness, to apply information aboutabilities to one’s life and ex-

periences; and empowerment, to help students to act effectively (and

in accordance with insights generated in phases one and two) in

future social and academicsituations. It was based, also, on Bruner’s

(1969) four principles for enhancing affective development: stimula-

tion, playfulness, identification and freedom from excessive drive.

Session topics and preliminary field test results have been described

elsewhere in detail (Culross & Jenkins-Friedman, in press, Jenkins-

Freidman & Anderson, 1985).

Instrumentation. The eighty-item Piers-Harris Children’s Self-

Concept Scale (The Way I Feel About Myself) was employed to

assess self-perceptions. It yields a global profile which can be broken

down into six clusters: Behavior, Intellectual and School Status,

Physical Attributes, Anxiety, Popularity, and Happiness and Satis-

faction (Piers & Harris, 1969).

Data Collection and Analysis

Self-concept and attitudinal data were collected prior to and upon

completion of the treatment. Pretest and posttest scores on the Piers-

Harris were used in a regression analysis comparingtherelative ef-

fects of several variables of interest hypothesizedto be related to dif-

ferences in self-concept. The predictor variables were: (1) grade in

school (GRADE); (2) gender (SEX); (3) numberof years of enroll-

ment in a gifted education program (YEARS); and(4) interactions
among the abovevariables.

Seven analyses were conducted.In thefirst, the posttest total score
was used as the criterion variable, with subsequent analyses employ-

ing each ofthesix cluster scores as the criterion. Thus, the particular

posttest score was predicted from the parallel pretest score in com-
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bination with the main andinteraction effects for SEX, GRADE and

YEARS.

Instead of formulating the question as one of observed differ-

ences over time, this model madeit possible to control for the rela-

tionship of the pretest to the posttest. It also allowed us to determine

the additional contributions of the three independent variables,

singly and in combination.

Results and Discussion

Results of the regression analysesfell into a pattern not previously

found by other researchers. As expected, the pretest scores accounted

for a large proportion of the variance in posttest scores. However,

significant increments to the explained variance were added byinter-

actions of other variables. For example, the SEX x YEARSinterac-

tion was a significant predictor of global self-concept (F1,199 =

10.62). It was also a significant predictor of the following cluster

scores: Intellectual and School Status (F1,199 = 12.83), Physical Ap-

pearance and Attributes (F1,199 = 6.02), Anxiety (F1,199 = 14.33)

and Happiness and Satisfaction (F1,199 = 26.91). In Table 1, asum-

mary of the variance explained by particular predictorsis listed, in-

cluding the increments added by the SEX x YEARSinteraction.

 

TABLE 1: PREDICTION OF GLOBAL AND CLUSTER PIERS-HARRIS
SELF-CONCEPT SCORES VARIABLE

Variable Variance Explained and Increment Added and

F-ratio: Full Model F-ratio: SEX x YEARS

Total Self Concept 47% 25.19* 2.5% 10.62*

Cluster 1 (a) 25% 9.69* (b)

Cluster 2 47% 24.80* 2.9% 12.28*

Cluster 3 47% 25.27* 1.4% 6.02*

Cluster 4 44% 22.57* 3.2% 14.33*

Cluster 5 55% 35.54* (c)

Clsuter 6 36% 12.18* 4.0% 26.91*
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(a) 1: Behavior; 2: Intellectual and SchoolStatus;3: Physical Attributes; 4: Anxiety;

5: Popularity; 6: Happiness and Satisfaction

(b) YEARSaddeda significant but very small increment (F1,202 = 3.93, .5%).

(c) No significant main effects or interactions. Solutions of the prediction equation

revealed that for girls (code =1), self-concept scores increased with the numberof

years of program participation. In contrast, boys’ scores, although initially high,

decreasedslightly over time.

Further examination of the YEARS x SEX interaction revealed

that both sexes evidenced aninitial self-concept drop in the first two

years following placement. Girls’ self-concept then rose significantly,

dropped slightly in the fourth year, then rose again. In contrast,

boys’ scores remained relatively stable after an initial (slight) drop,

then plunged an average of seven points in the fourth year beforeris-

ing again. However, these results should be qualified: for both

groups, there were only a few students who had participated in pro-

grams for more than four years. Other factors, such as test-wiseness

or social desirability, could have inflated their scores.

Conclusions

The writers do not believe that program participation had a nega-

tive impact on boys. It might be that boys had an unrealistically in-

flated self-concept prior to being identified for gifted education pro-

gramming. A possible scenario is that over time these boys (who were

exposed to the experimental treatment) became morerealistic in their

self-perceptions.

The changes amongthegirls were also interesting, particularly the

reversal of the downward trend of their self-concept scores. Given

the propensity for girls to drop out of gifted education programs in

the higher grades, these data hint at avenues for reducing those

trends. The quadratic effect for program membership, while re-

stricted due to a limited sample size, should be investigated further.

Of course, this model does not permit attributing self-concept

changes to the experimental treatment. However, the possibilities are

intriguing. Furthermore,it might be possible to use these data to sup-

port the importance of special programming, given the literature

cited earlier relative to the positive link between self-concept and

later life achievement.
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A Choice Between Competing Definitions

There is substantial evidence that modern education and other
segments ofthe society stifle individual development by communicat-
ing a narrow,restricted and mystical view ofcreativity. By mystical, I
mean obscure, baffling, mysterious, inexplicable and incomprehen-
sible. In spite of significant exceptions by some educators, much of
the literature and far too many of our young people conceptualize
creativity as a trait limited to a few special, gifted, and talented indi-
viduals. I do not believe this is true. We seem to have rejected an
older, more broadly defined view of creativity and replaced it with a
narrow part of that older definition —the mystical part. The result is
less clarity and greater confusion. Researchers announced a decade
ago that noneof the theoretical accounts of creativity appeared to ex-
plain adequately its nature or provide for it to be measured.' Our
understanding has increased little since then.

The Ancient Meaning of Create

The ancient definition of ‘‘creating’’ is illustrated by the Hebrew
word barah, as used in Genesis, chapter one, verse one: ‘‘In the be-
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ginning Godcreated (barah) the heavens and the earth’’ —commonly

meanthe organized existing elements for some purpose.” Before the

20th century, creating was generally perceived as making; it was or-

dinary, natural, common, widely practiced, expected, and easily

understood. ‘‘Creating’’ in this sense was expected of everyone. In

fact, in those prespecialization eras, if one did not develop a fairly

wide repertoire of creative responses,life quickly becameless enjoy-

able and much moreinsecure. A loaf of bread, a basket, a tool, a

shoe, whatever, was very much an individual creation. These skills

were widely dispersed and carefully perpetuated.

Man wasconsidered the offspring of God—created in his image

and likeness. He was to become like his Father in heaven.* As God

created by organizing things out of existing elements for some pur-

pose, so should man. Creativity was an inherent aspect of his very be-

ing. The limits may have seemed boundless, but they were not re-

stricted to the mystical. Jesus, the great teacher of Israel, voiced this

philosophyin his statement: ‘‘The son can do nothing of himself, but

whathe seeth the Father do.’’* Following some pattern toward a pre-

determined end was acceptable; it was not viewed as noncreative be-

havior.

This ancient notion of creativity, viewed from man’s perspective,

did have a mystical dimension to it. Man’s ways were not God’s

ways. He did not understand all that God understood. Abraham,

Jacob, and Moses marvelled at the power and wisdom of God. They

did not always understand his mighty works; such were a mystery

unless God provided explanations. But in their own human steward-

ship, these patriarchs were very comfortable learning to becomelike

God. Creativity for the ancients was a continuum. Creating consisted

of organizing existing elements for some purpose: Planning and

harvesting, building and preserving, singing and dancing, adoring

and reverencing. Only that which God gave to them without explana-

tion, which they could not comprehend, was mystical.

A New Definition of Creativity

A modernperception of creativity has recently come to dominate

both professional education and the arts. The new definition equates
creativity with the development of new, novel, strange, different,

spontaneous, unusual or even bizarre products and actions. As J. C.

Gowanet al. observed in 1967:
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Creativity is a word which has recently been taken over by sci-
ence from religion (and) it is almost impossible to discoverit in
a dictionary or encyclopedia more than a decade old. It is a
new concept, recently attributed to the personality of man, and
still fraught with some mythical connotations.°

This new definition of creativity tends to beelitist and mystical in
nature. And for that reason educators should avoid perpetuatingthis
narrow view ofcreativity.It is restrictive, often debilitating to the in-
dividual, and may add confusion and inefficient complexity to the
educational enterprise.

Limitations of the New Definition

I became concerned about the definition of creativity several
years ago while teaching courses on the subject to prospective
teachers. Frequently, I began the first class period by asking students
to suggest words they considered to be descriptors or indicators of
creativity. Consistently, the reported list was dominated by terms
such as new, unusual, unique, strange, different, and novel. After
reaching a tentative agreementon the definition of creativity, I would
ask the students to indicate, by an uplifted hand, how many saw
themselvesas creative individuals. The response wasconsistent: Only
a few (usually 10 to 20 percent) of the twenty-five to thirty-five stu-
dents would respondin the affirmative. Intimidation washigh, confi-
dence low, and self-esteem questionable. Confusion was evident.

In a way, it seemsironic that a secular world would adopta mysti-
cal foundation for one of its most admired phenomenon.Yettheevi-
dence abounds. Somewriters freely acknowledge that the ‘‘popular
stereotype sometimes confuses the creative genius with the emotion-
ally disturbed.’’® Or, as the editors of the Colorado Symposium of
1962 argued, ‘‘the study ofcreativity need notlimit itself to the emi-
nent, the extraordinary; (nevertheless) if we include ‘everyday crea-
tivity’ in our study, we maybe in danger of making our conception of
it meaningless.’’’

This type of thinking only perpetuates the mystical stereotype.It

seems to prevail in spite of counterthrusts, such as J. P. Guilford’s

position that creativity can be understood and explained, and similar
research findingslike those of Calvin Taylor and Paul Torrance. The

entanglement of creative activity with the mystical has been solidly

retained in the modern definition. Focus on the exceptional has been
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so alluring that it has obscured the universal distribution of the abil-

ity to create and the diverse expression of creativity in the individual.
Educators, it seems, are better served by the ancient definition

which holds that creativity is simply the act oforganizing existing ele-

mentsfor somepurpose—a definition largely ignored and sometimes

ridiculed by contemporary society. This older definition, while in-

cluding the ability to originate the new and different, emphasizes the

value of developing skills and products that promote the ordinary,

natural, common,widely practiced, expected, and easily understood.

It is also a perspective much more friendly to the kind of research we

are capable of conducting. And equally important, it is view that

properly perceived is simply an extension of the basic curriculum.

Accurately envisioned, the structure and function of the general cur-

riculum constitute a vital and exciting approach to fostering creativ-

ity as a human resource. It is an approach that complements the

focus of the SUNY-Oswego experiment.’

Creativity as an Expression of the Curriculum

Recognizing the primary components of the basic school curricu-

lum validated the perspective on creativity proposed in this paper.

For more than a century, American educators have been attempting

to refine the objectives of public school curriculum. These purposes

can now be reduced to four fundamental components, mostclearly

evident in their practice in the elementary classroom: (1) language

and the expressive arts, (2) mathematics, (3) science, and (4) social

studies. Each of these componentsrepresents a specific type of think-

ing—a set of glasses, if you will, through which each person per-

ceives different aspects of the world. The assumptionis that all our

sets of glasses are necessary if a person is to maximize his or her per-

sonal understanding, effectiveness, and satisfaction.

The distinction between these respective components can be rec-

ognized in the performance patter of most elementary school

teachers. For example, it is commonpractice to divide up the school

day into these four areas. A teachertells her students, ‘‘Put away

your reading books and get out your math books,’’ or announces,
*“‘Now weare going to doscience.’’ At secondarylevels, although the

four segments of the curriculum pie are sub-divided into smaller

slices, the objective remains the same: prepare students to see the

world around them by equipping them with these four special in-
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tellectual instruments. If any of the foursets of glasses are missing or

defective, then students will be handicapped. Students will be unable

to see and understand what otherwise might have sustained and im-
proved their lives.

The Value of Language and the Expressive Arts

Each of the four tools has its own unique characteristics, its own

conceptual emphasis, purpose, evaluative criterion and declaration.

The mechanism underlying Language and the Arts, for example,

equips the individual to make personal, interpretive judgments.

Properly fitted glasses in this area help individuals evaluate whatis

satisfying and dissatisfying, beautiful and ugly, according to

aesthetic guidelines. It is a subjective approach to uncertaining and

communicating feelings. Language and the expressive arts are means

to this end. Prose, poetry, art, dance, and music are specific ex-

amples of subject matter.

The Value of Mathematics

Mathematics trains a student to use the power of Logical deduc-

tive thought. This instrument enables the person to validate and

invalidate based on principles of internal consistency. With these

glasses an individual can qualify and measure. Students learn to con-

trol and utilize matter by addressing it in terms of symbolic numbers

and conceptual principles. They learn that 3-2=1, and they affirm

the internal consistency of their knowledge by demonstrating that

2+1=3. Confidence is assured by the balance of the equation and

the order that sustains the principles. The capacity to dissect the

world with the language of numbers allows man to perceive order in

nature and to makegreater use of this natural order.

The Value of Science

Study of the subject called science, is a way to develop the stu-

dent’s capacity to use empirical incitive thought. The elementary

teacher whodirects her students to plant a bean in a papercupofsoil

and observe the consequencesas sunlight and moisture are suppliedis

fitting these students with anotherset of glasses. She is teaching them
how to confirm or disconfirm guesses about what might happen. She

is equipping them with the methodology of prediction based on
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manifestations of natural law. She is providing them a tool by which

they can access their physical environment through understanding

both its discrete and complementary functions.

The Value of Social Studies

The hours spend discussing social studies is the educational op-

tometrist’s attempt to fit each student with a fourthset of glasses that

will bring into focus another dimension oflife. The ability to recog-

nize and assess norms and values is the desired goal. Expertise in

social science allows people to understand what is normal and not

normal, and what different peoples consider desirable and undesir-

able. It its mature form, this mode of thought is buttressed by the

language of statistics, which allows a student to communicate

another form of prediction.

The Four Objectives of Teaching

Essentially, all that any teacher ever does can be reducedtofitting

students with one or moreofthese four sets of glasses. These respec-

tive modes of learning each reveal a different dimension oflife, just

as the 35 mm camera, X-ray machine, radar instruments, and sonar

devices are each designed to help us capture different dimensions of

existence. When one cuts away the huge curricular wardrobe, one can

see that these four mechanismsconstitute the basic frame of educa-

tion.

Traditionally, elementary teachers are expected to have someex-

pertise in all four areas. Their task is to help the students (1) find sat-

isfaction through language and the expressive arts by combining

skills and acquired aesthetic sensitivity, (2) use the instrument of

numbers to validate deductively the application of theorems that

have internal consistency, (3) experience the inductive empirical

search for confirmation based on predictability, and (4) discover nor-

mative action through observation andstatistical prediction. Second-

ary teachers are usually specialists who spend all their time working

with only one or two sets of these glasses. When the teacher does not
possess these instruments, or when his or her vision is impaired by

lenses with flaws and defects, studentsarelikely to suffer. Concepts

such as core curriculum and general education, are intended to pre-

vent such difficulties, but they are not always successful.
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Creativity and the Four Curriculum Components

The relationship between creativity and the four curriculum com-

ponents becomesclear as one examines (1) the subjective evaluative

nature of the mechanismsthat underlies language and the expressive

arts, (2) the convergent nature of logical deductive thought in mathe-

matics, (3) the divergent nature of empirical inductive thoughtin sci-

ence, and (4) the objective evaluative nature of normative/valuative

thought in social studies. When viewed from this perspective, the

fundamental mechanisms (knowledge structures) underlying the

regular school curriculum clearly are nothing more than the primary

elements of creative thought —convergent, divergent and evaluative

thought and action. Organizing existing elements, symbolically or

empirically, is the mainstay of proficiency in each of the four seg-
ments of the regular curriculum,just as it is in exercising of the very

capacities which constitute the substance of creativity.’

NOTES
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On accountability for educational progress, let me attempt to do

three things. First, let me make some general comments about educa-

tional reform and howthe difficult process of implementing reforms

is affecting education in our nation. Second, I would like to describe

the accountability effort in South Carolina. I will explain why I be-

lieve that it works so effectively and what the forces are that make

this happen. And third, I would like to share several lessons I have

learned that relate to the movement of making learning and teaching

better in the United States.

I believe that most states have already enacted into legislation

more educational reforms that they can support financially. Given

the current state of our economy, J believe that in coming years the

principal efforts in public education will have to be related to whatis

already enacted into law. Very few new initiatives will take place

unless the economies of manystates improvesubstantially. As an ex-
ample, thosestates that have, or are serious about developing, career
ladders will probably continue to support them at variouslevels, but

I doubt that any new measures in states that do not already have

careers will be enacted into law.
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However, new measureswill occur in higher education. The new

wave of reform is now in higher education rather than in public edu-

cation. I think that legislators and governors would do well to ex-

amine higher education as an area for reform andlet the reform ef-

fort in the public schools be concentrated on implementing what has

already been agreed to bystate legislatures and boards of education.

The second general observation I should makeis that reform is

maintained by a stable coalition of individuals and organizations

dedicated to reform. For the most part, during the early Eighties,leg-

islative bodies worked very closely with governors to put together a

coalition to support educational reform. That coalition included not

only the elected officials of the state and educational leaders, butit

also included the private sector. The private sector involvement was

very helpful in getting needed financial support. I think all of us rec-

ognize that the most powerful influence on legislative matters relat-

ing to taxation comes from the business and industrial world.

Businesses usually account for half or more of state taxes. Their sup-

port andtheir interest in educational reform is needed. That support

coalition in many states is beginning to break up. As a prime ex-

ample, I would cite California, where the governorandthestate su-

perintendent are in open warfare, the coalition has broken up, and

people are choosing sides. There are two reasons that support by a

coalition breaks up: priorities cannot be established and funds are

insufficient to support the entire program. We did this in South

Carolina when we found there wasn’t enough moneyforthe building

program. People began to takesides to support the building program

or teacher incentives. That kind of situation causes the coalition to

break up. A secondreason that coalitions break up has to do with a

changein key leadership in thelegislature, department of education,

or governor’s office. For example, whenthe coalition is held together

by a governor andlegislators who are committed to that particular

effort and a new governor and/or newlegislative leaders comein,

that offers a possibility for the coalition to break up.

Fortunately, in most sates the previous efforts have been so in-

tense and so widely supported that new governors have had verylittle

choice but to stay on the bandwagon. Certainly not always with the
same fervor and with the same commitmentto the total reform pack-

age as previous governors, but nevertheless, the new governors have
not disavowed the school reform effort.

The third general observation is that results are becoming far
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more important than activities or counting of numbers. People are

beginning to say, ‘‘We don’t really want to know what the

methodology is or what you’re doing. What we want to know, as

they say in the private sector, is the bottom line:”’

Are students improving their academic achievement?

Are the dropout rates decreasing?

Is attendance increasing? Are there more students whoare suc-

ceeding in college?

Reporting data which simply show that 12,000 teachers have been

trained or 8,000 individuals have participated in a workshophas very

little relevance to the quality of education. People are saying, ‘‘We

want to knowtheresults.’’ Results are more important than how

many students or teachers have participated in a service.

Let me shift to the establishment and early operation of the

Division of Public Accountability in South Carolina. I believe very

strongly that the Division of Public Accountability in the

Department of Education was important in accomplishing several

things. WhenI wasinterviewed by the governor, by the private sector

oversight committee that was created by the Education Improvement

Act, and by the state superintendent, they indicated that the Division

of Public Accountability was to protect the integrity of the Education

Improvement Act; that South Carolina was serious about

implementing the reforms. They wanted to be assured that the law

was maintained as it was written. As you know,legislation can be

watered down or the meaning changed from the intent after the

legislature has passed it.

A part of my job wasalso to beat the drumsfor quality education

and for improving education; to go throughout the state with the

message that education was going to improve in South Carolina.

That was an important part of the Division’s work —to help people

capturethe vision that had been created by the governorandthe task

forces.

I was asked to establish a program to validate compliance with the

Education Improvement Act so that we could show thelegislature

that there were individuals who were accountable for each item in the

law. We used a ‘‘perjury system’’ to validate that every item in the

law was in fact implemented. Persons had to sign off and declare
through a process of perjury that they had actuallyput into opera-

tions the requirements of the law.
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Onceeach year I also was to document forthe legislature that the

benefits were worth the cost. Each year we produceda report indicat-

ing the benefits. Throughout the process there were items that would

not have been as well done as they were withoutthe intense oversight

and without the work of the Division of Public Accountability. Many

of these items were never shared publicly, but were internal debates

that occurred between the agencies and the Division of Public Ac-

countability. These are very sensitive items and I use some of them

only to illustrate the accountability procedure and not to becritical.

But I want to share with you what I believe were important measures

that came out of the law and were implemented becauseof the strong

position of the Division of Public Accountability.

WhenI first went to South Carolina in October of 1984, one of

myfirst meetings was with a legislator who mentioned that there was

a provision in the law related to affirmative action. Up to that point

nothing had been done to implementthat provision of the law. I be-

lieve that this provision should have been implemented immediately,

because most of the employment opportunities occurred in August

and September. When I met internally with the departmentleaders,

they did not have a particularly forceful position on that provision of

the law. But very soon thereafter, the State Board of Education

quickly passed the regulations related to affirmative action and com-

plied with the law asrapidly as possible.

The seconddifficult item was a provision in the law that provided

equity for all children. At first I was told that the computer could not

give us this kind of information. But of course, the computer will do

whatever youtell it to. Through the Division we designed and devel-

oped a program whereall data could be reported by quartiles so that

we could see howthe children in each quartile were doing. And the

fact is that the bottom quartile has made the most gains. I do not be-

lieve that the data would have been reported by quartiles had it not

been for the insistence of the Division that the law required it and

that equity could only be shownbyreporting the data by quartile.

The third item dealt with the structure of the research. Rather

than cross-sectional data, we believe that longitudinal data are essen-
tial. The children ought to be tracked from year to year, looking at

the same children rather than different children—comparing the

second grade children when they get to third grade to see what the

gains are. That again became a computer problem that weresolved.
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All data now are reported on the basis of longitudinal data, which

gives a much better picture of how children are improving.

The item where the Division encountered the greatest reluctance

was the provision in the law that encouraged our schooldistricts to

build partnerships with the private sector. We had to build a founda-

tion. We had to build adopt-a-school and volunteer programs. The

law was very strong in wanting to implement partnerships with the

private sector. There was a great reluctance by the educational

agencies to get the private sector involved in local school affairs. The

belief was that businesses would beinterfering, that they didn’t know

what they were doing, that maybe they ought to be spending their

time with criminal justice or some other area. But nevertheless, the

law required the implementation of business partnerships. We had a

very able individual in the Department of Education who did a mas-

terful job in getting the private sector involved with the school com-

munities and, I think, with beneficial effects.

Oneof the differences of opinion that arose was whetherthe Divi-

sion of Public Accountability should be disbanded after the three-

year period. I was told that the Division would be established for

three years, after which I would return to Salt Lake City. At the end

of the three years it became obvious that the Division should be

continued. The Department did not want to continue the Division,

but with the help of the governor and legislators the Division was

kept for an additional three years. There is a new deputy andthe Di-

vision still exists. My feeling is that the Division of Public Accounta-

bility will be in existence for a long period of time becauseit serves a

useful purpose. Jt increases the feeling of confidence that the law is

being implemented appropriately and that the benefits are being ex-

amined morecritically.
So what are the lessons that I have learned? I have learned that

public confidence is directly related to specific educational improve-

ments. Public confidenceis not related to rhetoric: ‘“We are working

harder.’’ ‘‘We are putting in more hours.’’ ‘‘We are doing things

better than we did before.’’ Public confidence is related to specific

achievements.
When South Carolina can say that for the first time in the history

of the state, children are achieving above national norms on norm-

referenced tests, that makes South Carolina citizens feel that the

reform effort has accomplished something. When South Carolina

can state that its students have made more improvementin the SAT,

both verbal and math,in the last four years than those in any other
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state in the nation, that is meaningful to people. If we could say that

we haveincreased the ability of our children and young people to go

to college and stay in college and finish, that would be meaningful to

people.

In 1983, the governor’s office took a poll of South Carolinaciti-

zens’ attitudes toward public education. The question was, ‘*Do you

believe that South Carolina has good schools?”’ Thirty-five percent

said yes. That is a rather low public confidence level. But in 1986,

given the same question, 55 percent of the people of South Carolina

said, ‘‘Yes, we have goodschools.’’ It is now above 65%.

The Division of Public Accountability conducted many of those

polls and also put together the accumulation of the data on the

results so that the legislature, the governor, the public, the press

would all have specifics about the results we were getting from the ex-

penditures we were making. As an example, one of the most cost-

beneficial programs in the South Carolina law was the Early Child-

hood Education section. With a small expenditure of money, a

dramatic increase occurred in the numberof children who were ready

for kindergarten. It was not a big program, but the cost benefits of

that program were enormous. You could essentially look at this pro-

gram andsay, ‘‘If you spend this money, you will get these results.’”’

_ There were other programs that were not as cost-beneficial. For

instance, the Staff Development Program, from mypoint of view,

has never producedthe benefits that were intended becausethereis a

confusion between staff development and teacher evaluation. State

provisions which are viewed as calling for teacher evaluation are in

fact staff development. As a result, the staff development practices

do not produce the benefits that should be expected given thecost.

The second lesson that I have learned is that the actions of the

governor are absolutely critical. The governor’s office is the center-

piece of any reform action. It takes the governor’s astute political

and humanrelationsskills to keep the coalition together. In working

with the state of whom havedifferent interests —it is extremely im-

portant to have someone whocan hold that coalition together. When

differences arise, the governor can moderate and can do whatis nec-

essary to get people to stick with the program. When reform has
worked exceedingly well, there is a sense of unity exerted by the gov-

ernor’s office that holds the reform together.

The next lesson that I have learned, and for meit is probably the

most important lesson ofall, is that the private sector and the busi-

ness community are friends of education —universally. As superin-
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tendent I supported heavy involvement in the Salt Lake City schools

by the business community —participating with the Chamber of

Commerce, meeting with the Economic Development Board, and

doing manythings to entice the business community into partner-

ships with education. I submit to you that this is not acommonprac-

tice in the nation.

There are many school people whoare afraid of the business com-

munity, who believe that the business community is out to hurt the

public schools. If that feeling exists, it is not the feeling that is in the

private sector; it is a feeling that exists in the public sector. I have per-

sonally never had any experience with any private sector leaders who

are out to get a superintendentor to hurt the public schools. I think

they have learned a lesson that good schools are good for business.

When you have education as a high priority you have people who

want to live in that area, people who wantto start businesses and be

active in that community. It is not a matter of political parties. The

chief business leaders who have made a difference in education in

South Carolina care less about the politics of South Carolina. I am

convinced that they want good schools in South Carolina. They sup-

ported Governor Riley’s efforts to implement the Educational Im-

provement Act and they will support Governor Campbell’s efforts to

implement the Act because they believe good schools are good for

business.

The final lesson I have learned is oversight is serious business.

Oversight is needed because agencies of the government will not

reform themselves voluntarily. Effective accountability can only exist

through third-party intervention. I think that agencies of government

have a tendency to serve themselves rather than the clients they were

established to serve. It is extremely important that the individual who

heads an accountability program have certain kinds of conditions.

Ideally you should have an accountability program headed-up by an

individual who doesn’t need the job. If I were dependenton the job,

then I might agree to somethings that I should not. Also you need

support of the private sector and of legislative leaders, so that you

don’t feel out in left field all the time. I think once the accountability

portion of any agency is controlled by that agency the chances for

abuse are far greater than if the accountability program is an

independent process.

But, when oversight is established, too often people look uponit

as aperfunctoryactivity. Ifyou are going to have oversight, you have
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to put effort into it and workatit. I realize that legislators have a lot

of priorities and a lot of things to do, but oversight demandsinvolve-

ment. You haveto read the reports; you have to study the data; you

have to becomeinvolved and attend the meetings. If you are going to

have oversight, it has to have integrity. Legislators have to partici-

pate. You have to be able to demand the appropriate reports. And

the accountability director should report directly to the legislative

oversight committee to ensurea direct line of accountability from the

law that was enacted by thelegislators.

I believe that today you and I have the power,the authority, the

know-how, and all of the pedagogy that we need to haveeffective

schools in all of our states. I don’t think we need a lot moreresearch.

It is more a matter of will and desire to do so thanit is any other con-

dition. Moneyis important, but moneyis not the principal basis on

which schools are improved. Theprincipal basis on which schools are

improvedis a will of thepeople to do it. In this country we no longer

can have the luxury of undereducating our children. We can no

longer permit a third of the student population to achieve below

grade level. We cannot afford it economically; we cannotafford it on

talent.

If educational reform efforts do not succeed, it probably will be

due more to the lack of emphasis on accountability and oversight

than anything else. I hopethat all of you would consider that as you

go about your businessto try to establish whatever is appropriate in

your particular state. Certainly the South Carolina model can’t be

duplicated in every state, although it works very effectively in South

Carolina.

Each of you must devise somestructure that will produce the in-

formation that will enable you to say, ‘‘We spent a million dollars

and wegot this result. We spent $50 million and wegotthis result.”’

You will need to knowthis so that you can makeintelligent decisions

about the allocation of resources at a time whenthereare other kinds

of needs. There are otherstate priorities, but education will continue

to be one of the main items on your agenda. Your involvementin re-

quiring, and supporting, accountability will be a key to how well

your state educational reformsreally work.
Things I learned as former Deputy Superintendent, South Caro-

lina State Department of Education:

1. Most students (as well as adults) have more talents than are

ever identified or utilized.
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2. Students who are identified as talented make the most gains

after being so identified.

3. There are far more talented people than ever identified as tal-

ented.

4. Organizations do not reform themselves voluntarily.

5. Students who are treated as having certain talents develop

those talents.

6. Accountability improves the quality of an agency and the per-

formance of the people within the agency.

7. Accountability creates greater opportunities for people to ex-

press their talents.
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Context: The history of UK research studies through Bridges,

Tempest, Ogilvie, Hitchfield, Pringle, Kerry, Painter, Freeman,

Wallace-Adams, Maltby, Leyden and others overthe last 10 or more

years has been tending away from general high ability studies to spe-

cific giftedness ones and from examination of the 2%to a view that

we should be studying more like the top 10%.

The Oxford Project: This was funded by DESin two parts.It was

the first major DESstudyin this field apart from the HMI one 1975-

77.
The grant holder and overall supervisor was Dr. H. Judge; Prin-

ciple researchers were Dr. K. Postlethwaite and Dr. C. Denton,

Chairman Steering Committee Mr. D.T.T. Marjoram.

Part 1 September 1980: Aimed to identify top 10%, Including

gifted .5-1.0%, of 3rd year secondary pupils in each of English,

Maths, Physics, French in 11 Oxfordshire compehensives.

Twosuccessive 3rd year groups of pupils (2400 Yr 1 & 1500 Yr2)

were studied.

Main Research Questions:

Howeffective were teachersat identifying?

How effective were checklists?
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What were characteristics of pupils identified by teachers and

those missed?

Design: Criterion for assessing ability was performance at ’0’

level. In each subject teacher-selected top 10% in terms of ’0’ level

potential was compared with top 10%bytest.

Data collected on 3rd Yr. pupils in a previous study was com-

bined with their subsequent‘0’ level results by using multiple regres-

sion analysis.

This produced 4 prediction equations (one for each subject) from

which ‘0’ level success could be predicted from 3rd Yr. data.

In this study, identical tests were used and from theresults ‘0’

level potential was predicted. Precise estimates of possible test errors

were calculated. |

These assessments were compared with teacher assessment-based

lists of top 10% in each subject.

The match between test & teacher lists was studied. Teachersin-

terviewed.

Teachers in half the schools (randomly chosen) were asked to use

checklists to guide a second round of identification. Teachers in

other schools did a second roundofidentification without checklists.

Second round of identification took place a term later. Results of

checklist /non-checklist based identification were compared.

In the second year a replication of the main investigation was car-
ried out.

A more detailed study of maths checklists was made.

A personal construct study was used to find pupil characteristics
to which teachers weresensitive.

Research Instruments

Differential Aptitude Test (measure of ability)

NFER Research Test SF7 (measureof attitude)

NFER Research Test SF4 (measure of creativity)

Findings

Prediction Equations: In Eng & French equations, Language

usage was a primeelement.

In Maths equation— numerical ability

In Physics equation —mechanical reasoning
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Subject Specific Nature of Identification

Ofall pupils nominated in top 10% in at least one subject:

12% received 4 nominations

45% received 1 nomination

(Figs for test based identification were 15%, 40%)

This would suggest many pupils of high ability in 1 subject would

be overlooked by overall measures of ability.

The Top 5%: These turned out to be randomly distributed across

all schools.

The Effectiveness of Teacher Identification

% of pupils nominated by teachers also on test-basedlist

Eng French Phys Math

65 51 45 61

Whenpossible test error was taken into account, agreement %s

became:

88 64 70 84

This suggests good teacher/test match in Eng and Math, but

teacher error exists in French and Physics.

Subsequent rounds confirmed these figures.

Effectiveness of Checklists

On first round on evidence of effectiveness.

On second round, some improvementin Physics

In maths, classroom observation of checklist use revealed that

teachers had problemsin spotting characteristics on thelist.

Characteristics of Teacher/Identified Pupils

Language usage in Eng; general ability in Phys (greater accuracy

of E/ts)

Sex (bias towardsgirls in 5 schools) in French.

Eng/ Math teachers sensitive to subject specific skill. Fr/ Phys

teachers moresensitive to attitude.

Favorable attitude scores correlated with teacher selecting esp in
F&P Part 2 Jan 83—Sept 86.

Main Research Question:

Whatis the effect of classroom-based enrichment?
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Design

8 Comprehensives (2 single-sex) took part:

5 produced control and target groups in consecutive years (no
enrichmentin first year, enrichment in second year)

3 piloted enrichment materials for the first year.

59 classes and teachers involved.

Research groups selected from 3rd year pupils (1314).

Subjects studied were Math, Eng, Physics.

Identification

Teachers of these subjects nominated top 20%in 3rd yearclasses.

These were given a battery of APU subject specific tests, attitude

and interest tests. They were observed systematically by staff and re-

searchers. Top 10% in each subject were thenselected.

Sametests were used again for the 2nd cohort.

Research Instruments

Ability tests were designed to produce a subject specific, process

oriented profile for each pupil together with attitude interest scores.

In addition, interviews with teachers and pupils took place; pupils

kept diaries; work sampling techniques were used.

Enrichment Materials

All existing materials were examined.

In the end, materials used according to:

a) being related to core curriculum of each subject

b) incorporation of challenges across the range of

process variables

c) challenges at the higher level of Bloom’s taxonomy

d) contained problem solving elements

In English a large selection of topics/pamphlets was made

available

In Maths a large number of projects, harder problems etc.

available in

In Physics-centered more on club/homeactivity

Subject specific features in each subject were examined:

Maths Handling information, strategies, generalizing, proving
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Eng

Phys

Findings

Maths

English

Physics

Attitudes

Most able

Teachers

Pupils

Overall

469

Organization, style, grammar conventions, ortho-

graphic conventions, Attitude to self motivated

writing, reading choice /enthusiasm /width

Using symbols, using apparatus, measuring, observ-

ing, interpreting data designing and performing inves-

tigations.

Improvements in strategies, methods of solution, gen-

eralizing.

Self motivated writing improved; range of reading in-

creased; more enthusiasm for reading.

General improvement in categories of experimental

design.

Heightened interest. No detectable carry over to hob-

bies or career aspirations.

No detectable differences of effect between top 10%

and top 1%.

Welcomed the materials. Found difficulty over admin-

istration and finding time. Thought INSET essential.

Felt enrichment needed to start sooner. Preferred

short problems to long-term projects. Felt 1 year’s en-

richment insufficient exposure to produce really mea-

surable effects.

Felt they should not have had to do normal home-

work plus enrichment. They felt overloaded.

Need for coherent school policies. Need for clear

agreement on ‘enrichment’.

International Research Conference at Lady Margaret
Hal Oxford with Minister ofEducation

For a week the Oxford and comparable research worldwide was

presented and discussed. 100 observers and delegates came from

LEAs, Universities, Colleges and schools including distinguishedvisi-

tors from USA,Israel, West Germany, South Africa.

The conclusions of this conference were as follows:

1. Need for Coordinating Agency or Centre in UK.

2. Need for further research to inform INSET, IT, methodology

and school management.
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3. Need for follow-up studies of different types of enrichment.

4. Need for study of most effective parental and community sup-

port.

5. Need for national guidance and leadership on Curriculum Dif-

ferentiation.

6. Need to follow-up someof the existing pupil groups.

7. Study of enrichment in eg French and CDT

8. Study of focused enrichment on a group of 9-11 year olds.
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A Second Course in Scientific Problem Solving Using FORTRAN

is taught at Brigham Young University for science and engineering

students. Students design their course using a personal stewardship

plan. The structure and format of the course is supportive to gifted

and talented curriculum.
Thecentral themeof the courseis scientific software development

using top-downdesign with step-wise refinement, correct logic devel-

opment, structured programming skills, module development and

good program documentation andstyle. The course includes: 1) class

instruction, 2) student designed software, and, 3) student interaction

and self management.
Near the end of the school term a stewardship interview is con-

ducted between student and instructor wherein the students’ per-

formanceis evaluateed relative to their written objectives.

Introduction

Students of varying backgroundsoften enroll in classes whereall

participants are given the sameinstruction, assignments and exams.

Student achievementis typically measuredrelative to the entire class

or group of classes rather than according to the student’s individual
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performance. Student achievement is commonly evaluated with only

one objective measure such as true/false, multiple choice, or short

answer completion, thus greatly limiting the perspective of student

learning.

Because of time and curriculum considerations, students are typi-

cally kept in an educational lock-step with little allowance for indi-

vidual thinking styles, backgrounds or motivation. In addition, the

skill acquisition rate is commonly time-set the sameforall. Seldom is

consideration given to individual agency and stewardship wherein a

student is allowed personal responsibility for selecting and utilizing

learning activities within their personal control. The commonlearn-

ing model is often ‘onesize fits all,’ with every student pressed into

the same academic mold. In order for one to becomeself sufficient,

independent and personally productive, one needs to gain experience

administering and managing ones own time, energy, responsibilities

and resources. This is central to the philosophy of individual

stewardship and essential to programsfor the gifted and talented.

A steward has been defined in Webster’s New Collegiate Diction-

ary (1) as ‘‘an administrator, or ...a manager.’’ Stewardshipis

therefore the administration or management of those things in one’s

life for which one is legitimately responsible.

In aclassroom,it is important that the teacher’s and the students’

stewardships be clearly understood by one another. It is also impor-

tant that students be given the freedom to manageactivities within

their own stewardships. A wise leader once suggested that whenever

one has supervision or direction over another person’s life a good

plan to follow is to ‘‘teach correct principles, and let them govern

themselves.’ (2) The Five Stewardship Principles or Five Principles

of Supervision were developed to implement that admonishment:

1. Teachers teach correct principles. (Rules, expectations, and

objectives must be reasonable and consistant. From a physical sci-

ence point of view, this means that the validity of all rules are experi-

mentally verifiable.)

2. Students set their own classroom goals in harmony with cor-

rect principles taught by their teacher.

3. Teachers prepare themselves to be a source of help and to be

available to give help to their students. |

4. Students ask for help whenit is needed; teacher responds by
providing assistance.
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5. Students give an accounting of their stewardship (They report

their activities and share their successes).

Description of Course

Computer Science 231, at Brigham Young University (BYU),is

designed to provide the student with advanced skills in using the

FORTRAN programming language to develop quality scientific

computer software of maximum value with a minimal investment of

time. The course assists students to develop good programming

methodology including structured programmingskills, top-down

design, composite module development, and step-wise algorithm

refinement. A key objective is the generation of reliable software

which is error-free from logic inception, error-free even after exten-

sive modification, and software which can be easily understood and

modified by a technical peer.

The course is structured around the Five Stewardship principles

with students receiving personal responsibility for selecting and utiliz-

ing learning activities under their own control. Thefirst student as-

signment is to prepare and submit an Individualized Education Pro-

gram (IEP). This document describes each task that the student

proposes to undertake during the semester and defines the point

value of each. Figure 1 is a copy of the IEP form eachstudentutilizes

to define these tasks. The instructor or teaching assistant (TA) util-

izes this form to record achievementscores for each student.

As maybeseenin Figure 1, the IEP contract includes IEP prepa-

ration, class preparation, attendance and participation, a program

notebook,selected software skill development problems, a team pro-

ject and class presentation, and an individual project and class pres-

entation. For tasks with point values varying from zero to a maxi-

mum value, students mayselect a value within the provided range of

values, and record this value underthe heading ‘‘point value.’’ Tasks

with a single specified point value are recommendedforall students.

Less than half of the 100 total points which each studentselects, rep-

resent the same tasks for each student. Other IEP tasksare individu-

ally selected by each person. As work is completed and submitted to
the course TA for grading, a score value is entered corresponding to

the IEP item in the column ‘‘score and date completed.’’ The last

class responsibility is to attend a stewardship interview with the
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FIGURE1 CS 231 INDIVIDUALIZED EDUCATION PROGRAM (IEP) FORM

(Please submit two copies prior to 1 February 1987. Changes may be made with the

consent of the course TA until 1 March 1987.)

Name

Phone

Select from the following to obtain a total point value of 100.

Description Points Point Date Score & Date

Possible Value Due Completed

IEP Preparation and

approval 3 JAN

Payroll 0-7.5 1SFEB

Selected Text problems 0-30 ISMAR

Spaghetti 3 JAN

Calendar 5 FEB

Team Project

& Presentation 0-25 6APR

Literature review

& report 0-10 MAR

Individual Project

& Presentation 0-40 6APR

Program Notebook 3 6APR

Class Preparation 10 6APR

Attendance 10 6APR

Participation

& Presentations 5 6APR

Attend Stewardship In-

terview 3 6APR

Total Score & Grade

Approval and Date:

Note: 1) Late = -10% per day until -50%

2) Payroll, Spaghetti & Calendar are names of programming projects.
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course instructor wherein the student’s performance for the entire

course is compared to his or her IEP course design. A student per-

formance rating (grade) is computed at this time. At the end ofthis

interview, after the grade has been computed, the student is asked

what went well in the course and what suggestions he or she may have

to improve it. Class instruction and interaction sessions consist of

discussion of software developmentprinciples and applications, with

students having significant responsibility for discussion preparation

and groupinteraction. Student acquisition of a commitmentto prac-

tice good software developmentskills is also an importantclass inter-

action goal.
The laboratory consists of preparation of software for the solu-

tion of problems from the tasks listed in the Individual Education

Program [IEP]. Copies of (class discussion) overhead transparencies

are used as a Set of class notes and may be purchased by each student

at the beginning of the semester. Help sessions and software evalua-

tion services are provided by teaching assistants (mentors). The labo-

ratory consists of two rooms containing IBM 3277 terminals to an

NAS9000 main-frame computer. The FORTRANcompiler is WAT-

FOR77, obtained from WATCOMProducts Inc. in Waterloo, On-

tario, Canada. The softwarefile editor is interactive and the program

execution is batch. Program editing, file maintenance, program exe-

cution, and viewing and printing output results are all controlled

from the students’ terminals. Assessment of background FORTRAN

syntax skills is determined through the use of computer-graded

exams taken in the campustesting center.

Results & Conclusions

Some students, when faced with therealities of self directed skill

development, are confronted with the natural consequences of pro-

crastination. Students not accustomed to stewardship and responsi-

bility for their skill mastery activities have difficulty setting and

achieving goals in a fixed time interval. However, those who develop

good stewardship and self mastery skills perform well and express

very positive responses regarding their problem solving experience in

this course.
Whenstudents are given the freedom and responsibility for their

own stewardship, serendipity occurs. Funk and Wagnalls Standard
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Dictionary [3] defines serendipity as ‘‘the faculty of happening upon

or making fortunate discoveries when notin search of them. [Coined

by Horace Walpole (1754), in The Three Princes of Serendip

(Ceylon), the heroes of which make such discoveries.]’’ In other

words, when rules and expectations are clearly understood by stu-

dents and they are trusted to pursue objectives in accordance with

their own learning styles and personal goals, then wonderful results

occur along the way in terms of unexpected insights, perceptions,

learning outcomes and perceived values.

In CS 231, each student is encouraged to prepare a few simple

problems in order to develop basic skills of software design and

FORTRANsyntax mastery. Serendipity occurs as they successfully

formulate an individual or group project, struggle and strain as they

putit together, and thentaste the joy of successasit finally blossoms

with interesting and informative results. Many of the class project
reports are outstanding because of student involvement and the
vicarious experience of other class memberspartaking of the enthusi-
asm and success that come from well invested self directed time and
effort. Often, the learning that students experience while working on
their own identified IEP goals fosters a serendipity of insightful and
exciting thought and product. This phenomenonis a facet ofcreativ-
ity and may lead to new inventive ideas. When an individual’s
thought processes are free through the pursuit of goals that are pur-
poseful and meaningful to that individual, serendipitous conse-
quencesarise.

In the final stewardship interview it is observed that most students
end the course with a positive view of their experience. Typically they
are very supportive of the course structure and design. Students like
the freedom that comes with designing their own course and there-
sponsibility and challenges that result from doing what they them-
selves decide to accomplish. When students have a clear understand-
ing of what is expected, especially when they participate in the
preparation of the expectations, students will commonlyrise to the
challenge and movetheir level of performance upward. Theyper-
form best as they experience the fruits of success which result from
applying their time and resources to tasks which they themselves
define, direct and evaluate.
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The Computer In

Creative Mathematics

 

Madeleine F. Coutant

Laurens, New York

Weare on thethreshold of an exciting era in mathematics educa-

tion. The computer can give powerful assistance in releasing the im-

agination and creativity of each student. We believe that able stu-

dents can master the principles and processes we normally teach and

proceed directly to discover additional mathematics for themselves

and, hopefully, major discoveries that extend current knowledge.

Ourproject is designed to empowerhigh schoolgirls and boys to

create in mathematics by providing a liberating learning environ-

ment: computers, the LOGO language, and a teacherskillful in en-

couraging originality. Beginning a longitudinal project in 1985 we are

giving juniors and seniors the freedom andchallenge to develop their
Ownideas.

Weare using primarily the educational philosophy of Jean Piaget

and the methodology of Seymour Papent, applying their ideas in

teaching youth who have had mathematics courses through calculus.

Weselect from these students the ones who have demonstrated the

ability to conceptualize in mathematics and who wish to participate
in this project.

One period every day during the fourth quarter is reserved in the
computer room for the project. The teacher explains that the stu-

dents now havethe opportunity to explore any aspect of mathematics

that is in reference to mathematics they haveseen in the daily news-
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papers. Finding an interesting question one wants to pursue seemsto

be difficult. The choice should be based on the student’s own

curiosity. The teacher may suggest problems that need investigating

and hold brain-storming sessions, but is careful to avoid making as-

signments. He or she promotes open-endedinvestigation with no pre-

conceived result.

Even a result that contradicts current information is acceptable.

The emphasis is on the process involved in coming up with something

new,a ‘‘significant discovery’’ or, at least, something newto the stu-

dent, called a ‘‘small discovery.’’

During the past three years, we have detected what we consider

‘*small discoveries such as the following:

Todd - developed his own ‘‘building block system’’ starting with

the basic grid, modifying it and exploring the changes.

Joseph - thought of using graphics to prepareall the letters of the

alphabet and storing them for future use.

Andrew- noticed the changing tones of the computer at 15,000 -

‘“‘ticking sounds’’ from 15,00 up to 19,753 and ‘‘chimney sounds”’

from 15,000 down.This observation led him to ‘‘fooling around with

noises.’’ Eventually, he designed a piano keyboard on the screen

which was tuned for sharps andflats and had spots for which keys to

press. The idea is now used by the music teacher in music classes.

David - combined different parts from all curves on the disc and

developed a unique curve for which he could try to write the formula.

Russell - found no formula for constructing a sine curve so he

thought he could make his own byalternating to semi-circles. After

trials he decided his assumption might have been wrongtostart with!

Kris - wrote ‘‘I found I could let my mind wander and then I

could construct anything I wanted to.’’ She thought she could use the

recursive curve to combine two programs. After somedifficulty, she

made it work.

Of course, throughout history, even significant discoveries have

gone unrecognized for years. Accordingly, we may be missing them

also. Our main concern now andin the future is that the students
have practice in the creative process which will eventually enable

them to extend our current knowledge.
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A Neglected Research Area

It is a remarkable fact that no papers on the theme containedin

the title of this paper were read at the Manila conferencein 1983. It is

even more striking that the word ‘computer’ is totally absent from

the index of the 1985 Hamburg conference.

Howcanthis state of affairs be explained? It should be bornein

mind of course that, at the beginning of the information age, there

seemed to be no sign ofspecial interest in computers by those who

were workinginthefield of giftedness. Until a few years ago workers

in the field especially stressed the so-called creative side of giftedness,

which was conceived of not in terms of modern information

processing theory but in terms of achievements that in some

‘mysterious’ way manifested themselves after a period of

‘incubation’. Technological thinking was surely incompatible with
creative thinking!

Another point is that before, say 1980, the full potential of

computers was not understood by most professionals in the field of

educating the gifted. Linn (1987) formulates this as follows: ‘‘Often

people assume that innovations can do no morethanfacilitate pre-

vious approaches to the same problem. This tendency was apparent

when computers first became available. Curriculum designers im-
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plemented familiar models for instruction. They used computers to

replace books, producing drill and practice electronic workbooks.

They usedillustrations taken directly from blackboardsthat werere-

produced by a computer.’’ (p. 19, 20).

In the same vein Beasly (1984) states that: ‘‘Very little formal

research has been done on educational computing using gifted stu-

dents as subjects, and although there are numeroussourcesto suggest

that computers and gifted students were made for each other, there

appear to be no sources detailing the sort of computing activities

most appropriate for gifted students.’’ (p. 25).

The Computer As Educator

Until recently most of the few available publications dealt with

the evaluation of drill and practice programs, which,according to the

then prevailing philosophy, should be given to gifted students in the

framework of acceleration. Another possibility was thought to be

‘learning to program’’, which might be integrated with the “‘learning

to think’’ programs. At any rate gifted students should start early.

I think Beasly is right in quoting the following from researchers in

the field of information processing: ‘‘One of the most fundamental

problems in developing computer applications in education is the

lack of applicable theory and models to guide the needed research.’’

(p.26). It is in fact remarkable that many programsrefer to knowl-

edge acquisition asif it were based on moreorless behavioristic prin-

ciples of learning. Computers are being used in the tradition of pro-

grammed learning, as ‘teaching machines’ in fact.

Salomon and Gardner (1986) compare computerswith television.

They state the following: ‘‘It is a well-known observation that each

new medium of communication beginsits life by first adopting the

contents and formats of the mediait is likely to replace or modify.”’

(p. 13). However: ‘‘. . . vast differences exist between television and

computers: the former is mostly a one-way medium of communica-

tion, basically designed for entertainment and converted [...... ]

to education;the latter is a multipurpose, semi-intelligent, interactive

tool’’. (p. 13). Just as Beasly did, they stress the theoretical aspects,

questions pertaining to the interaction between computer generated

activities, the process of learning, and the development of cognitive

functions. In their view it is necessary, for example, to study the im-

pact that various kinds of interaction can be made to have on dif-
ferent users under various educational conditions; and, conversely,
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how specific mental structures affect the nature of the interaction.

This latter question concerns, among others, students of high in-

tellectual ability. Quoting Salomon and Gardneragain: ‘“The goal of

such an approachis to illuminate how mind andtechnologyinteract.

One needs to begin with as thorough an analysis as possible of the

critical features of the medium or technology [......]. Then one

needs an equally refined picture of a particular user’s mind to study

howthecritical attributes of the former map onto corresponding at-

tributes of the latter.’’ (p. 14).

In my view, questionslike the following: ‘‘Does the learning pro-

cess advance better with the aid of the computer than with TV or

teaching Machines?’ should not be posed. Instead researchers should

seek to relate the most essential characteristics of the computer to

corresponding cognitions. One of these characteristics is, of course,

the possibility of interaction.

In April 1986 Sternberg wasstill very ‘‘realistic’’ about this poten-

tial for interaction whenhestated that: ‘‘In the domain ofteaching,I

am not confident we have gonefar beyondslightly archaic notions of

programmedlearning in the use of the computer. Certainly, there ex-

ists a range of educational software, and this rangeis increasing every

day. But for the most part, it is not truly adaptive. Although the

computer responds to individual responses of the program user, the

learning of students is not qualitatively different as a function of,

Say, a learning style computed by the computer, or even quantita-

tively different as a function of speed of learning.’’ (p.17). Linn

(1987) also concludes that ‘‘computer tutors are being developed

which can diagnose and model human performance and thereby pro-

vide explicit feedback to the learner on welldefined problems. At

present such tutors follow student behavior closely and intervene as

soon as a problem arises. [...... ] Much workis needed before

similar tutors could be created for openended problems or verbal

problems”’ (p. 30, 31). In other words, the as yet unrealized poten-

tial of computers is delaying their use in the special education of
gifted students.

Differentiated Education

In addition, there is another problem to be solved, namely, the
problem of differentiation in education, i.e. the management of

mixed ability classes. In fact, our domain of interest is located in the

intersection of the three domains representedin figure 1 following:
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the computer educating the
as educator gifted   

differentiated education

FIGURE1.

As far as I know,in the overwhelming majority of cases worldwide,

instruction pertaining to the same subject matter is given in front of

an assemblyof all the relevant students. The main reason forthis is,

of course, efficiency, notwithstanding the possibility that the same

instruction may be differentially experienced by different students

and that it may therefore lead to different learning outcomes. At the

same time, as everybody present here knows, practically all over the

world special arrangements for gifted students (special schools, spe-

cial classes, ‘‘pull-out classes’’ and the like) are rejected if the ar-

rangements in question are not madein the context of differentiated

education for all students.

Education of the gifted in the framework of Renzulli’s ‘‘revolving

door model’’ has, in Europe for example, only few supporters. The

gifted students are pulled out of their classes, a special (extra) teacher

is needed and teachersin the regular classes should be evenless moti-

vated to take differentiating measures than they already were before.

Schools which are structured according to the ideas of Montessori,

Petersen (Jenaplan) and Parkhurst (Dalton) etc. have more opportu-

nity to give special attention to gifted students. As we all know,

systems such as IPI (Individually Prescribed Instruction) by Glaser

and Wang, PLAN (Program of Learning in Accordancy with Needs)

by Flanagan and IGE (Individually Guided Education) by
Klausmeyer were not one hundred per cent successful in the United
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States. In Europe only very few experiments were carried out in these

directions. Personally, I expect more success from a system that

works with a core curriculum andthe possibility for the weaker stu-

dents to repeat and for the better students to enrich their lessons

(CRE). In the context of computers, this means that every student

learns to handle computers but that the better students are given the

opportunity to carry out more complex activities.

Educating the Gifted

There is considerable agreement among experts as regards the

way of organizing the teaching-learning situation of gifted students

(i.e. in terms of ‘‘more complex activities’’). Beasly, for example,

quotes Passow’sseven principles (Passow 1982). I shall recall five of

these here:

1. Focus on complex study of themes that integrate knowledge.

2. Development of productive thinkingskills.

3. The constant exploration of changing knowledge.

4. Exposure to and use of specialized resources.

5. Promotion of self-initiated and self-directed learning.

This meansthat for gifted students a teaching-learning situation with

a computer as educator should be characterized by these seven prin-

ciples. However, if we look moreclosely at these principles, it is re-

markable that prominent instructional psychologists such as Resnick

and McKeachy consider these kinds of principles valid for all stu-

dents. Resnick (1987) rejects a division between ‘low literacy’

(schools serving the masses) and ‘high literacy’. In order to realize

this goal: ‘The current educational challenge requires more explicit

theories of thinking processes and of instruction in those processes,

theories that can guide educators as they attempt to meet goals for-

mulated in an elite educational system within a system intended for
everyone’”’ (p. 417-418).

Resnick’s criteria for higher order thinking—i.e. the learning

goal for everyone —are the following. Higher order thinking is non-

algorithmic, complex, it yields multiple solutions, it involves the ap-

plication of multiple criteria, uncertainty, finding structure in appar-

ent disorder and, last but not least, it means self regulation. In other

words,the full potentiality of the computer as an educator could and
should be used for all students—if only we had the right theory of

learning and teaching! This point of view can also be found in Linn’s
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report of a conference on technology and teacher education ‘‘Educa-

tion in the information age: The challenge of technology’ (1987).

Now that computers are widely available, it is not worthwhile for

schools to cover more and more information in their courses. The

curricula should be changed: ‘‘In mathematics (for instance), com-

puters can do long division and reduce complex equations. Students

should spend less time learning these skills and more time learning

how to set up equations andto analyse relationships among different
phenomena, thereby focusing on problem solving rather than on

mechanics’’. Incidentally, the same is valid for language learning,

with word processors being able to identify and correct misspellings;

or for history, with computers providing access to large data bases,

etc. Linn’s report continues: ‘‘Changing the curriculum will change

the nature of learning andinstruction. Skill in reasoning and problem

solving involves a great deal of autonomy. [......] Learners who

understand the nature of problem solving, and whorealize that prob-

lems often have manysolutions, will be far more effective than those

who believe problem solving involves following a discrete set of a

memorized algorithm’’ (p. 12, 13). To reach this objective teachers

have to change roles: ‘‘They must be able to support and encourage

autonomous, self-regulated learning. Such teachers must be able to

help students recognize challenges and coach or tutor them so that

they achieve their objectives. To accomplish this, they must have re-

sponsibility for designing and refining the curriculum, in conjunction

with experts on learning and instruction and on using technology’’

(p. 26).

Constraints

I think the report looks forward to the 21st century because,and I

quote from the same report: ‘‘Teachers lack time to reflect on the

nature of the curriculum and to create new materials for their stu-

dents. They are not trained to be responsible for the curriculum, nor

are they helped to develop a theory of instruction that includes the

role of the various resources available to them [......] The struc-

ture of our educational institutions encourages an isolated and em-

battled population, unable to exercise their creativity adequately and
unprepared for appropriate responsibility.’’

Returning nowto thethree circles in fig. 1, we must concludethat

in the theory and practice of all three domains not only details are
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lacking but essentials too. There are criteria for educating the gifted,

but in fact research into the learning activities of gifted students has

hardly begun.

As regards the introduction of computers in schools, we can say

that the idea of the computer as an educatoris promising but the ade-

quate course-ware is scarce and its development expensive and time-

consuming. Moreover, it lacks a modern theory of learning. Valid

knowledge about ‘‘how technology and mindinteract’’ (Salomon &

Gardner 1986) is not to be expected at short notice. The condition of

a teacher education program for the ‘‘information age’’ has not yet

been fulfilled. Even worse is the situation concerning differentiation

in the classroom. Worldwide, teachers lack the skill to manage

mixed-ability classes. Education of gifted students —with or without

computers— will be difficult to achieve. Looking at the intersection

of the threecircles in fig. 1 it is easy to agree with Beasley, who con-

cludes his thesis as follows: ‘‘It would be fair to say that if the ques-

tion is: ‘What needs to be investigated about computersin the class-
room?’, the answeris: ‘Everything’ ”’’ (p. 180).

Nevertheless, if education is directed at ‘higher order thinking’,

again and againit will be proved that somestudents, already at a very

early age, are capable of autonomouslearning.

Future Research

To be ‘‘ecologically valid’’, research—especially developmental

research —should therefore be carried out in mixed-ability classes,

where differentiating measures can be taken. Because of differences

in learning activities (and the learning process) there should be ‘‘some

distance’’ between the gifted and the other students, although this

distance should be only moderate; the latter because of the psycho-

logical and technological goals of education (i.e. higher order think-

ing with the aid of the computer as educator).

Following this line of reasoning we proposeto give gifted second-

ary school pupils of 14 years of age an enriching program. Enriching

means that information processing should take place in the frame-

work of problem solving situations. These problems should not be

convergent-reasoning problems but design problems i.e. problems

without unique solutions. The student should acquire designingskills
and put these into effect. Learning to program meets these require-

ments, provided that programmingis conceived of as a designing ac-
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tivity and not as a coding activity. In this kind of programming the

accent lies on the finding and defining of problems in the subject

matter.
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The training of creative thinking has been a worldwide educa-

tional trend in the past twenty years. Research studies have shown

that creative thinking ability can be enhancedthroughtraining (Tor-

rance, 1972; Guilford, 1986; David, 1982.) Both long term and short

term creative thinking training programs, many with systematic in-

structional activities and workbooks, have been extremely successful

in the United states (Mansfield, Busse & Krepelka, 1978).

Similar findings have been obtained in elementary school lan-

guage arts teaching in the Republic of China (Mao & Chen, 1986.)

The present study attempts to extend the creative thinking skills

training program to mathematics instruction in gifted programs. The

purpose of the study was to develop creative thinking skills instruc-

tional materials for third and fifth grade gifted classes, and to ex-

amine learning outcomes and student responses during program im-

plementation.

Four hypotheses weretested:

1. Third grade gifted students participating in the Creative Think-

ing Skills Mathematics /nstruction Program (CTMP) should

score significantly higher than control group students in figural

and verbal creative thinkingtests.
2. Fifth grade gifted students participating in the CIMP should

score significantly higher than control group students in figural

and verbal creative thinkingtests.
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3. Third grade gifted students participating in the CTMP should

have significantly higher mathematics achievement scores than

control group students.

4. Fifth grade gifted students participating in the CTMP should

have significantly higher mathematics achievement scores than

control group students.

METHOD

Experimental Design

A pre-post test control group design was used.

Subjects

All subjects were students enrolled in gifted programs at five

Taipei City schools. In order to participate in the gifted programsin

Taipei City, students must score above the 80th percentile on group

intelligence tests and have IQ scores above 130 on individualtests.

There were 118 third and fifth grade gifted students in the five

schools. From each school, six students were randomlyselected from

each of the two gifted classes to participate in the CTMP,with the

consent of their parents. These 80 students were the experimental

group.
From the remaining students, six students were randomly selected

from each of the two grade levels to form the control group. In one

of the schools, there were only 11 students in each gifted class, so

there were only five control subjects per class. Therefore, there were

altogether 58 students in the control group.

Materials and Instruments

The CTMPwasspecially designed for this study by an experimen-

tal study group. The study group consisted of 20 outstanding pro-

fessors. In a one-week workshop, they worked together to design in-

structional activities according to the standard mathematics
curriculum and the ATDE (Ask-Think-Do-Evaluate) model of

mathematics creative thinking provided by the investigator. The pro-

gram covered 12 weeks with 9 units in third grade and 13 unitsin fifth

grade, respectively. Both programs emphasized creative problem

solving strategies and creative teaching methods.
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A chinese version of the Torrance Tests of Creative Thinking

(TTCT) were used to assess creative thinking skills before and after

training. The figural form B and Verbal Form B were used in the

pretest. Figural Form A and Verbal Form A were used in the post

test. The figural tests yielded sub-scores on fluency,flexibility, origi-

nality and elaboration. The verbal tests yielded sub-scores on flu-

ency, flexibility and originality.

Mathematics achievement was assessed using four tests compiled

by the investigator. There was onetest for each semester for each of

the two grade levels.

A self-designed questionnaire was also administered to obtain

student reaction to the creative thinking mathematics instruction pro-

gram. The percentage of each response type on a Likert type scale for

each question was used in data analysis.

Procedure

Over a 12 week period in the second semester, the sixty students in

the experimental group attended 12 Wednesdayafternoonsessions of

mathematics creative problem solving training camp at a Taipei City

School. Eachsession lasted two hours. The control groupreceived no

training in addition to regular program activities at their own

schools.

All subjects were given pretests at the beginning of the study and

post tests after the 12 weeks. The experimental group was ad-

ministered the ‘‘Student Reaction Questionnaire: at the end oftrain-
ing camp.

An evaluation meeting attended by students, parents, teachers

and the experimental study group was also held at the end of the

training camp. Creative Thinking Ability

The data on the figural and verbal forms of the TTCT were

treated by analyses of covariance on each of the post test sub-scores

with pretest scores as covariates. On the figural sub-scores, the third

grade experimental group scored significantly above the control

group in fluency, flexibility and originality (F = 6.87, p<.05;
F=5.4,p<@.05; F=11.30,p<4.01; respectively). No significant

difference was found for elaboration. Although the fifth grade
experimental group had higher mean sub scores than the control

group on all sub-tests, none reachedstatistically significant levels.

Thus, generally speaking the 12 week creative thinking training
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significantly raised the ability of the experimental group above the

control group for third grade students, but not for fifth grade

students.

On the verbal forms of the TTCT,no significant differences were

found between experimental and control groups although there was a

trend for slightly higher scores among the experimental group.

Mathematics Achievement

The effects of creative problem solving training on mathematics

achievement clearly support experimental hypotheses 3 and 4. On

separate ANCOVAs’both third andfifth grade experimental groups

had significantly higher mathematics achievement scores than the

control groups (F=9.805,p<4.01 and F=3.957, p<.05; respec-

tively).

Student Response

Results of the ‘‘Student Reaction Questionnaire’’ are that almost

all parents and teachers were foundto support the creative thinking

training camp and students were also highly motivated to attend.

Over 90% of the students found the campinteresting, found it more

interesting than mathematics class in school, and said that the camp

increased their interest in mathematics. Over 80% enjoyed questions

that required them to think. Also, after participating in the camp,

they thought about mathematics problems more often. Over 90%

agreed that the content was appropriate that the teaching was varied

and stimulating and that the teachers were easy to get along with.

They felt that the camp increased their mathematics ability because

the teacher gave positive encouragements, asked stimulating ques-

tions that allowed for enthusiastic discussion. They agreed that other

subjects could have the samekindsofactivities and expressed a desire

to participate in moreactivities of this kind.

Amongthird graders, 93% agreed that the duration of the lessons

was just right but only 65%of the fifth graders thought so. Perhaps

class durations for fifth graders could be adjusted. Only half of the

students agreed that they were pleased to make new friendsat the

camp.
In general, the third graders checked off “‘strongly agree’’ more

often than the fifth graders, but the overall response for both grades

was extremely positive. This has been the most encouraging result of

the study.
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DISCUSSION

Creative Thinking

1. Creative thinking instruction has been heavily promoted in

Taipei City elementary schools in the past several years so that

most teachers, especially those responsible for gifted students,

have adopted the spirit of creative thinking instruction in their

everyday teaching. Since control group students are in gifted

classes that probably exposed them to creative thinking ac-

tivities, the advantage of the experimental group, even with an

additional 12 weeks of training, is considerably lessened. This

perhaps explains why nosignificant differences in TTCT were
obtained for the fifth graders.

2. Members of the experimental study group who designed the

curricula for the training camp were not teachers in gifted pro-

grams. Although they had attended a special one week work-

shop on creative mathematics problem solving instructional

methods andactivities, they may have been unfamiliar with the

special characteristics and learning styles of gifted students, so

that the curriculum they designed may not have been most ef-

fective for students in this study.

The videotapes of the CTMP revealed that while the

teachers were very conscientious, each followed his or her indi-

vidual teaching style and did not adhereto the principles and

procedures of the course. Since the study emphasized curricu-
lum materials, many different instructors were used in the
training in an attempt to balance out the effects of individual

teaching styles. Whether this was successful or appropriate re-
quires further consideration.

3. The CTMP is based on the ATDEinstructional model and

strategies in combination with other curricular material cur-

rently available in the Republic of China. It was considered an

enrichment program for the gifted students, but since the

amountofinstructional materials available is relatively limited,

much of the materials used to design the enrichment program

were also used in their schools. This factor diminishes the effect
of the training program.

4. The emphasis of the TTCT differs from the emphasis of the

CTMP,so it may not be the most appropriate valuative tool

for the program. At this time, a mathematics creativity test is
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being standardized by the investigator and it will be used in a

follow-up of these students in the future.

The TTCT is widely used in the identification of gifted stu-

dents in Taipei City and many gifted students have taken the

test in various research studies. This over testing has probably

created some negativism among gifted students and may par-

tially explain the lack of change between pretesting and post

testing in this study. This is a serious problem that must be ad-

dressed in future studies.

The original plan was to hold the training camp on weekends,

but it was found to be inconvenient for both the teachers and

the students. In the end training camp was conducted every

Wednesday afternoon at 2:30 pm so that many students had to

hurry to the camp after this first afternoon class. This is a

major weakness of the training program. The numberofstu-

dents absent orlate in the fifth grade class probably accounted

for some of the failure of the program to increase creative

thinking among those students. |

Because ofall the reasons given above,the first two experimental

hypotheses were not confirmed. The reasons include environmental

and methodological problems, but most of them can be overcomein

future studies.
Although no significant differences were obtained amongfifth

graders, the third grade experimental subjects did better than the

control subjects on three subtests of the figural form of the TTCT.

There are three possible reasons for this outcome.

1. Figural creative thinking abilities differ from verbal creative

thinking abilities. Many researchers (e.g. Olson, 1977; Edward,

1979) share this view.
According to many elementary school teachers, the younger

the student, the greater the interest in figures and drawings.

Perhaps this accounts for finding differences in third but not

fifth grade.
The greater success with third graders may be accounted for by

their lower absenteeism as comparedto the fifth graders.

Mathematics Achievement

The results from the present study indicate that the CTMP in-

creases mathematics achievement. There are two implications from

this finding:
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The training program emphasizes problem solving strategies

and creative thinking which are normally required in mathe-

matics problem solving. Since the students themselves felt that

it increased their mathematics ability and enjoyed the instruc-

tional activities, it is very likely that parents and teachers

would welcome their implementation in the regular programs.

The training program was designed as an enrichment program

that does not overlap with the regular curriculum so it is very

appropriate for gifted programs. It is a pity that its effec-

tiveness within the regular programs could not be assessed in

this study. Furthermore, it would be interesting to see whether

the effects of the mathematics program may extend to other

academic subjects.

CONCLUSION

The research findings can be summarized in three points:

The CTMPhassignificant effects on the mathematics achieve-

ment of gifted students in the third and fifth grade in the Re-
public of China.

The CTMP increases creative thinking among elementary

school students, especially in figural creative thinking amoung

third graders. Among fifth graders no significant increases

were found but the effects were in the expected direction.

The gifted students who attended the training camp were

highly motivated. They participated enthusiastically in the dis-

cussions and reported improvements in mathematics ability.

They expressed interest in participating in other camps of this

nature in other subjects as well as in mathematics. Their parents

and teachers were also very supportive of the program.
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The science-gifted students are the valuable potential manpower
to the economic development in our country. As science educators,
we are more concerned about how science-gifted students can be
identified and be fostered to develop their potentials.

Accordingto the current school system in the Republic of China,
there is a nationwide university/college entrance examination for
senior high school graduates, and the local senior-high entrance ex-
amination for junior high school graduates. Someof the test scores
of various subjects in the entrance examination issued to discriminate
the passing or failing in the examination. It does not reveal a stu-
dent’s potential for science.

The program to assist gifted students in mathematics and science
to attain a higher level of school was set up in November 1982 by the
Ministry of Education. It has been implemented for five academic
years. The program wasdivided into two categories: 1. The qualified
students in grade 9 (the third year of junior high school and grade 12

(the third year of senior high school) can enter to the higher level of

schools by somescreeningactivities instead of the entrance examina-
tion.
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The students who are in grade 9 or 12 haveto be qualified by one

of the following three criteria, can be recommendedbytheir schools

to this program (Fig 1).

(1) As his records in mathematics or one of the natural science

subjects being in the top 1%in his grade, having above averagecrea-

tivity and IQ, and high motivation to study mathematics and natural

science, qualified to be recommended byhis teacher.

(2) He is recommendedby the National Science Council, having a

good performance in mathematics and science club held in univer-

sities which are Council sponsored.

(3) He has excellent record in the competence of mathematics or

Science Work Exhibition.

There were a total of 2714 students recommendedbytheir schools

in these 5 academic years. The proceduresin this program are:

(1) The National IQ test and critical thinking test. The score of

both tests should be more than 125.

(2) Then students have to attend a one-week Mathematics and

Natural Sciences Camp set by Science Education Center, National

Taiwan Normal University which is sponsored by the Ministry of

Education. During the camp, students are working with university

professors in the laboratory and evaluated by the same professors.

There werea total of 897 students in these 5 years who attended the

camp, and 656 students passed the screening activity. The records of

these students were discussed and evaluated by the Committee which

is set by the Ministry of Education. The membersof this committee

are professors in mathematics and natural sciences, administrative

officers, and educational psychologists. There werea total of 656 stu-

dents recommendedby this committee to the higher level schools they

wish to enter. The limitation for grade 12 studentsis that they should

enter Departments of Mathematics or Science. There are fellowships

made available by the Ministry of Education for such students to

study basic science in the university. The qualified students in grade 8

(the second year of junior-high school) and grade 11 (the second year

of senior-high school) can attend the entrance examination of the

higher level of schools one year earlier than their classmates. The

criteria of qualified students of grade 8 and 11 are the same as

grade 9 and 12 described above, but their records of other subjects

should be pretty good too, because they will normally compete with

9th and 12th graders in entrance examination of higher schools.

There were a total of 2067 students recommended bytheir schools

within these years. After national IQ andcritical thinking tests, 407
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students were selected by the committee, who could attend the en-
trance examination of higher schools. But only two thirds of these
students really attended the entrance examination. Most of them
could pass the entrance examination and enter a higher level of
schoolto study.

Dueto their scores in the entrance examination, only a few could
be allocated to the schools they desired. Therefore, there are only a
total of 56 students of grade 8 and 11 goingto the higher level schools
within recent 4 academic years. The 5th year students have not at-
tended the entrance examination yet.

According to our follow-up study, we found that gifted students
who entered the present level of school through the entrance exami-
nation after finishing grade twostudies in a lowerlevel of school and
excellent academic achievement. They adjusted very well in the
higher level school. More than half of the students are in the top
three in their class. On the other hand, the academic achievement of
the students who entered the present level of schooling by screening
activities was normaldistributed. But, their performance in mathe-
matics and natural sciences was very satisfactory. The term of
‘gifted student’’ was a pressure for some students in their study.
Since each student had unique needs, the individualized guidancewill
be established.
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Science can be creative and creative science can be done in school

and homewith inexpensive and easy-to-find materials. The main in-

gredients of a creative science program are imagination andthe will-

ingness to let students experiment and discover answers for them-

selves. The approach presented in the article Creating Scientists

offers the students opportunities to do quasi-experimental research.

It is a hands-on approach, designed andcarried out by students, that

will stretch the creative mind and will develop problem solving and

decision-making skills.

Science is a product of human beings and should be within the

reach of all. The objective of science programs is to enhance the

understanding of the basic nature of science, to identify science as a

tool to which everyone has access and to begin to cause the partici-

pants to think about the challenges of the future.

The goal of a science program should be the developmentofindi-

viduals who understand how science, technology andsociety influ-

ences one another and whousethis understanding in their every-day

decision-making (Hazen, 1987).

It is the responsibility of teachers everywhere to develop science

programsthat are exciting, challenging, and qualitatively different

educational experiences for students.
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By emulating the techniques of professional scientists, students

can create workable, exciting and educational beneficial experiments.

Let students have the opportunity to develop their own science exper-

iments. Use familiar objects and materials that can be found at

home, around the school, outside on the playground or in a nearby

woods. Encouragethe students to use their imagination because 1m-

agination is the root of every man-made device. Introduce imagina-

tive exploration or the trial-and-error method of investigation.

The following outline was developed to encourage students to

become experimental, creating scientists. The program uses two

outlines; one for the instructor and onefor the student. A student or

the teacher can serve as the instructor and complete thefirst outline.

1. Topic:

2. Motivation:

3. Present the problem: Ask questions related to the topic.

4. Define the problem:

Using brainstorming techniques, the student should

break the problem downinto its smallest components.

5. Known Data: List all they know about the subject.

6. Form Hypotheses:

7. Presentation: Science is no a separate entity. Think of it as

materials and a set of thinking skills overlapping into other disci-

plines. Have students think of creative ways of sharing the newly

gained information.

8. Key Ideas: Make list of all data that has been obtained. Com-

bine what was known before the experiments began and what was

learned from the experiments and from other resources.

The student’s outline is divided into 14 sections as follows:

Topic:

Hypothesis:

Materials needed:

Steps to be followed for experiment:

Type of records to be kept:

Audience:

Methodof presentation:

Vocabulary: Include vocabulary that might need explaining to

the audience.

9. Evaluation Criterion:

S
C
A
N
A
M
P
Y
N
S
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10. Conference with Instructor:

11. Do the experiment:

12. Conclusions:

13. Research: List the resources and additional information on a

separate sheet of paper and attach to this form when finished.

14. Evaluation:

Self:

Instructor:

Creating scientists means not only will the student be creating

their own experiments and units, but the instructor will be creating

young scientists. These students will develop good problem-solving

and decision-makingskills and will use their imagination to see things

in different ways and to question processes.
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The problem of education for the gifted has been, andstill is, a

matter of dispute. Certain educators believe that the best approach

for educating the gifted is through special schools, others believe that

the best model is to create special classes for them within regular

schools; a third approachis to take them out of their regular schools

to a special school for a short period, such as one day a week; and a

fourth approachis to give the gifted children enrichment programsin

the out-of-school setting.

Every approach hasits own advantages and disadvantages. Those

whobelieve in the out-of-school enrichment programstend to believe

that gifted education should not only receive treatment, but they also

must be asked to give something backto their society. Isolating gifted

children would not only give them a wrongidea of the real world, but

such isolation would lower the level of regular classes. On the other

hand, participating in after school enrichment programsgives gifted

students an opportunity to satisfy their own intellectual needs, while,

at the same time it does not affect their school classes.

Enrichment Programs for the Gifted in the
Weizman Institute of Science

In the 1960’s the WeizmanInstitute pioneered the development of

programs for gifted and science-motivated children. One of the vi-
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sions of Professor Amos de-Shalit, an internationally well-known

nuclear physicist and the founder of the Weizmann Institute’s

Department of Nuclear Physics and the science Teaching Department

was for scientists to work with talented high school students in three

directions: a) a science fair, an annual program where students

worked on models, inventions, and projects; b) weekly science clubs

for science-oriented youngsters and; c) sumemrscience campsfortal-

ented students.
After some years of activity, the Weizmann Institute, which is a

research institute, decided to establish the YOUTH ACTIVITIES

SECTION.This section, takes care of all the educational activities

with school children which are runin the Institute. Most of the other

Israeli universities and research institutions have followed this lead,

and todayIsrael hosts a national network of extracurricular science

education, in which each institution runs weekly science clubs, sum-

mer science camps and special programs.

In the Weizmann Institute the teachers of all the activities for

youth are either scientists or Ph.D. students. The teachers are called

instructors and not teachers, since their perception of teachingis, in

most cases, different from that of a regular teacher. With this ap-

proach webring into the educational system a special source of man-

power which under regular circumstances would never be involved

with youth. Scientists, even if they are good teachers, do not usually

workin the regular school system, but are moreable to get involved

in the extracurricular framework. About 150 scientists work in the

various programsof the Youth Activities Section.

What is Unique in this Approach

Schools are in most cases large and haveto cater to the average

student. Extremes, such as gifted children on one hand and slow

learners on the other hand,havedifficulties within this framework.It

is very difficult to change a school curriculum and updateit, espe-

cially in the sciences, where changes in the field are very rapid.

School curriculum has its own core content. It is almost impossible to

discard the old content and initiate an entirely new content, since

new concepts are build on the basis of what was learned before. One

cannot start with recent developments about the ‘‘zpp of particles’’

from the field of new developments in elementaryparticles without

learning ‘‘old’’ elementary physics. In addition,it is not very easy to

update the teachers who teach the same curriculum over and over
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again. Schools also havedifficulty in renewing old equipmentandin

purchasing new equipment for new curricula. Thus science experi-

ments done in school are usually dull and predictable; such experi-

ments do not give the studentthe sense of exploration and the joy of

discovery. This situation does not cater to the bright and curiousstu-

dents.

In the extracurricular framework with scientists as educators, the

situation is very much different. A scientist, who is educating the

gifted and the curiousstudent, sets high standards and learning takes

place in a personalized atmosphere of excitement and creativity.

Since the setting is extracurricular and informal, the programsare

very flexible and the student is challenged with subjects and experi-

ments whichare at the frontiers of science. Another important fea-

ture of this extracurricular framework is the chance for students to

use advanced and sophisticated equipment which is unavailable in
their schools.

But most important for the children is the possibility to get to
know an actualscientist, to learn about his/her approach to scien-
tific thinking and processes, how to ask a question and plan an exper-
iment.

Description of the Extracurricular Science Youth Programs
in the Weizman Institute of Science

The Weizman Institute of Science is a center for scientific
research and graduate studies in biological and physical sciences. In
all, about 8,000 school students participate in programs run by about
150 Institute scientists. The programs can beseparatedinto twointer-
related streams:

1) Programsfor the gifted and talented.

2) Programsfor science oriented and motivated youngsters. The
program for science-oriented children can be considered as the base
of a pyramid whose topis gifted children.

1) Programs for the Gifted

It is important to note that the identification of gifted childrenis

not done through intelligence tests. Rather, candidates for the

various programsare chosen via interviews and/orspecific subject-
matter tests.

1.1 Weekly Science Clubs — annual coursesin biology, chemis-

try, physics, mathematics and computer sciences. For ages 10-18.
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1.2 Summer Science Workshops

1.2.1 For Israeli student - age 17

1.2.2 The International Program. Ages 17-20.

1.2.3. For Math and Music enthusiasts. Ages 12-13.

1.3 National Junior Mathematics Club - ‘‘Math by Mail’’ club,

catering to mathematics fans from 4th-9th grades.

1.4 Olympiads(local and international) mathematics olympics for

high school students.

2) Programs for Science-Oriented and Motivated Youngsters

2.1 Weekly Science Clubs

2.2 Science Experiment Bank - provides ideas, booklets, and inex-

pensive scientific materials to science clubs at distant schools.

2.3 Field School of Science - an intensive one-day course of dem-

onstrations, discussions and guided laboratory work,introduces high

school students (11th - 12th grades) to topics at the frontieers of cur-

rent research.
2.4 Garden of Science - outdoor exhibits demonstrate basic prin-

ciples of mechanics, optics, energy and other subjects to junior high

school students.

2.5 Science Fair.
2.6 Science Journals in physics and mathematics for high school

students.
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Many authorities in education recognize linguistic abilities as
manifestations of giftedness (Miller and Price, 1981; Bartz. 1982).
The multicultural and multi-lingual nature of our society has added
further dimension and specialsignificance to the successful learning
of languages (Bullivant, 1973; Grassby, 1978).

This paper examines meansofidentifying gifted and talented sec-
ond language learners and discusses characteristics of the lin-
guistically gifted student.

716 Year 8 second-language students (13 to 14 years of age) from
34 classes in 15 Australian post-primary schools were tested and sur-
veyed. The following instruments were used:

a) Student Questionnaire

b) Pimsleur Language Aptitude Battery

c) Student Interviews

d) Teacher Questionnaires

The Student Questionnaire

The student questionnaire required students to indicate their own

ability in various aspects of language learning, including oral and
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written work, andlistening skills. These questions involved self nom-

ination.

Students were then required to nominate individual students from

their language class whom theyfelt to be most adapt at nominatedas-

pects of language learning. These questions involved peer nomina-

tion.

The Pimsleur Aptitude Battery

The Language Aptitude Battery is a widely accepted norm-

referenced test (Rubin, 1975; Neufeld, 1979) which examinesaspects

of motivation, English vocabulary skills, language analysis skills,

ability to discriminate sounds andskills in sound symbol associa-

tions.

The Student Interviews

In orderto ascertain additional information about learningstyles

and parental attitudes and influences, a sample of students from the

‘top 5%’ groups and from the control group was randomlyselected

for interviews.

The Teacher Questionnaire

A Teacher Questionnaire comprising a checklist of 50 statements

describing the characteristics of gifted and talented second language

learners was administered to the language teachers of each of the 34

Year 8 language classes partaking in the study (modified from

Carlson, 1981).
The instruments used hence incorporate widely accepted methods

of identifying gifted students; namely a combination of teacher nom-

inations and a teacher checklist, academic results, self and peer nomi-

nations and a normreferenced test (Victorian Gifted Children Task

Force, 1981; Sellin and Birch, 1981; Larsson, 1981).

This choice renders the study to be of relevance andsignificance

to educators in regular schoolsettings and is nevertheless sufficiently

stringent to adhere to widely accepted definitions of giftedness.

Briefly, a definition of the gifted second langauge learner: Ac-

cording to Pimsleur (1966) a gifted language learner is defined in

terms of exceptional verbal intelligence, a strong sense of motivation

and exceptional auditory memory.
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Having surveyed and tested 716 students, I now proceeded to

identify the students who rated in the top 5%offirstly the SELF

NOMINATIONandsecondly the PEER NOMINATIONsections of
the Student Questionnaire. Thirdly, the students rating in the top 5%
of the PIMSLEUR L.A.B.were identified. Table 1 provides a break-
down of the compositon of each of these three groups.

 

TABLE 1: NUMBER OF STUDENTS IN EACH OF THE “TOP GROUPS’”’

TOP GROUP Boys Girls Total

1. SELF nomination: 11 25 36

2. PEER nomination: 13 25 38

3. PIMSLEURLang. Apt. Batt.: 10 23 33

 

The responses ofthe students in each of the ‘top 5%’ groups have
been carefully examined and compared with the remaining 95%of
students.

Major Findings

It was heartening but perhaps notsurprising to see (Bartz, 1982;
Carlson, 1981) that a highly statistically significant number of both
the boys andthegirls in the SELF nomination group as comparedto
the remaining 95% of the students nominated second language as one
of their three favorite school subjects. Similar results for this group
indicated strongly that both boys and girls looked forward to their
languageclass.

In the top 5%of the PEER nominations and similarly in the top
5% of the Pimsleur Language Battery, a highlystatistically signifi-
cant numberofthe girls comparedto the boys designated language as
one of their three favorite subjects (.05).

In order to ascertain how gifted and talented second language
learners were perceived by students, the Student Questionnaire asked
students to nominate five adjectives or phrases which, in their opin-
ion, would describe a gifted or talented second language learner.

For ease of presentation, the adjectives have been grouped under
19 key words. Table 2 lists these groups andindicates the ranking at-
tributed by the 716 students to each of these.
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TABLE 2: RANKS ATTRIBUTED BY THE 716 STUDENTS TO EACH OF THE

19 ADJECTIVE GROUPS

KEYWORD RANK RANK KEYWORD RANK

intelligent 1 gifted / talented 11

conscientious 2 tries 12

listens 3 contributes 13

oral work 4 general education 14

motivated 5 other positive adjectives 15

comprehension 6 backgroundof parents 16

grammar 7 negative adjectives 17

natural flair 8 exc. academ.results 18

personality 9 techniques used 19

memory 10

 

It can be seen that the group as a whole perceived the gifted and

talented second language learner in a most positive way. Four of the

19 adjective groupsrelate specifically to second language learning:

Excellent oral work ranked 4th

Excellent at grammar ranked 7th

Has natural flair ranked 8th

Background of parents ranked 16th

The adjectives most frequently nominated by the three subgroups

in rank orderare illustrated in Table 3:

 

TABLE 3: ADJECTIVES MOST FREQUENTLY NOMINATEDBY THE SUB-

GROUPS

GROUP RANK KEYWORD

SELF NOMIN. 1 INTELLIGENT

2 CONSCIENTIOUS

3.5 LISTENS

3.5 COMPREHENSION

Table 3 continued on next page.
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KEYWORD

INTELLIGENT

ORAL WORK

CONSCIENTIOUS

LISTENS

ORAL WORK

COMPREHENSION

INTELLIGENT

MEMORY

GROUP

PEER NOMIN.

PIMSLUER

R
o
v
e
n
u
n
H
e

A

 

It is interesting to see that ‘‘excellent memory’’ was ranked highly
only by the PIMSLEUR group. In contrast, the adjective ‘‘intelli-
gent’’ appearsin all three groups. ‘‘Excellent oral work‘ is stressed
by two of the groups,as are the adjectives ‘‘comprehension,”’ ‘‘cons-
clencious’’ and ‘‘listens.’’
A comparison was then made between the adjectives chosen by

the three ‘‘top groups”’ and the control group and a numberofsig-
nificant results became apparent. (<4.05):
e Excellent at Grammar was nominated frequently by both

PEER and SELF nomination groups.
e Motivation wasonly stressed by the SELF Nomination group.

Excellent Memory was not stressed by the PEER nomination
group.

e Excellent Oral Work was notstressed by the SELF nomination
group.

e Has a Natural flair for languages was only emphasized by the
boys in the PIMSLEURgroup.

e The PIMSLEUR group stressed comprehension and personali-
ty.
It is most interesting to now comparethese perceptions held by

students with those expressed by the langugage teachers. The major
findings of the Teacher Questionnaire are cited in Table 4:

 

TABLE 4: RESULTS OF THE TEACHER QUESTIONNAIRE

1) 100% of the 29 teachers surveyed believed that the gifted and talented student

a) is highly motivated

b) has an excellent memory

c) quickly grasps new concepts in skills of listening, speaking, reading and

writing.
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2. 93% of the teachers believed that such a student

a) demonstrates an active curiosity

b) is not easily distracted

c) gets meaning of unknown vocab. through context

3. 89% of the teachers believed that such a student

a) is well organized

b) manipulates complicated grammatical structure when speaking and writing

in the second language

c) is highly acurate in the 4 major languageskills of listening, speaking, read-

ing and writing.

d) handles well any new material.

4. 83% of the teachers believe that the gifted and talented studentis generally recog-

nized by peersto be talented in the language.

5. 79% of the teachers believed that the talented language student generally real-

izes that he or she hasspecific talent in the language.

 

The characteristics identified by the teachers are in many ways

similar to those nominated by the students, although the teachers

more frequently stressed specific languageskills.

Manyother interesting findings have emerged from this study.

The relevanceor significance of academicresults in ‘‘language’’ is

another integral factor in the identification process of gifted andtal-

ented students. An examination of the results of the separate groups

in this study has revealed that a significant proportion of the “‘top

groups’’ in comparison with the control group, have obtained excel-

lent results in second langugagein their last school report.

Table 5 indicates the percentage of students in each group who

obtained an ‘‘A’’ for language in their last school report.

 

TABLE 5: PERCENTAGE OF STUDENTSOBTAINING ‘“‘A”’

FOR LANGUAGE

GROUP ‘SA’? FOR SECOND LANGUAGE

%

SELF NOMIN. 66.67

PEER NOMIN. 89.47

PIMSLEUR 87.88

REST (CONTROL) 38.00
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It can be seen that the students comprising the top 5% of the
Pimsleur group and the Peer Nomination group were academically
more successful in ‘‘langugage’’ than the students in the Self Nomi-
nation group. All three ‘‘top groups’’ were more successful in ‘‘lan-
guage’’ than students in the control group.In addition to examining
actual schoolresults, one of the questions on the Student Question-
naire required students to rank themselves according to how good
they believed themselves to be at ‘‘language’’ in comparisonto their
class peers.

Table 6 provides the self rankings of students in the various groups.
 

TABLE 6: PERCENTAGE OF STUDENTS RANKING THEMSELVESTO BE
EITHER 1ST, 2ND OR 3RD BEST IN THEIR LANGUAGE CLASS

GROUP % OF STUDENTS

SELF NOMIN. 58.33
PEER NOMIN. 71.74
PIMSLEUR 48.48
REST (CONTROL) 18.28

 

Table 6 indicates clearly that a significant proportion of the *‘top
groups’ perceived themselves to be much moresuccessful language
students than the students in the control group.

Restrictions in time and space unfortunately limit the presenta-
tion and discussion of further findings. I would like to summarize.

I have demonstrated that gifted and talented second language
learners share certain characteristics, which are specific to language
students and which are not generally attributed to gifted students in
Other academic areas.

Such characteristics include exceptional auditory memory, supe-
rior verbal skills and grammatical sensitivity. A strong sense of moti-
vation and a conscientious approach to work also play anintegral
part in the life of a talented second languagelearner.
A significant numberof these students look forwardto their lan-

guage class and many rank language as one of their favourite three

subjects. Many of these students are successful at school.

With the multicultural and multilingual nature of our society, our
educational system is stressing (or perhaps in some countries should
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stress more) the study of second language learning. Hence educators

and parents should beassisted in encouraging gifted and talented sec-

ond languagestudents to pursue their language studies andto strive

for their potential.
Finally, this paper has demonstrated that a combination oftests

and questionnaires for students and teachers can be most successful

in identifying second language students whosetalents may otherwise

remain unidentified and untapped.
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Teaching Reading Beyond Zebra
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Tulsa, OK 74104

The importance of learning to read cannot be understated. It is
the one skill that is absolutely vital for success and achievementin
school and, increasingly, in life. However, despite its importance
there is no clear-cut consensus concerning when, how, and to whom
formal reading skill should be taught.

This report is based on

a

series of research projects conducted by
members of the University of Tulsa faculty and the Tulsa Public
Schools.

Thefirst study (Kelble and Hanson, 1987), conducted during the
1983-84 school year, concerned two kindergarten classes in which
formal phonics based reading instruction was a part of the regular
traditional program. The major concern was the reaction of the
children to a formal reading program—emotionally as well as aca-
demically. In the same study the vocabulary scores of 53 children
were compared with vocabulary scores of a similar group of Denver
children given the same vocabulary test, AmmonsFull Range Picture
Vocabulary Test, in 1949 (Ammons and Huth, 1949).

The scores for the 1983-84 experimental group ranged from a
mental age of about 6 to a mental age of 13.5. The meanscore for the
1984 grouptranslated into a mental age of 9—2 and 1/2 years above
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the 1949 group. Thestudyalso indicated that no unduepressure had

been placed on the children. The children were reading by the end of

the school year; loved it; and showed nosignsof stress. Discipline

problems were minimal.

In the 1984-85 school year Writing to Read was implemented in

the kindergartens of 25 of the Tulsa Public Schools. Many of the

teachers were reluctant to use the program because of the large

number of children in their classrooms who had demonstrated a de-

velopmental age of 4 or below on the Gesell Developmental Screen-

ing Test (Kelble and Hanson, 1985). Zenke and Keatley (1985) ana-

lyzed the effects of ‘‘Writing to Read’’ on the children’s

Metropolitan Readiness Test scores (pre- and post- ‘‘Writing to

Read’’). They note, ‘“The gains observed for children defined as de-

velopmentally young amounted to 27.9% for children with a devel-

opmental age of 4 or less and 29.3% for children with a developmen-

tal age of 4 1/2.”’

In the spring of 1986 Hanson, Siegel, and Broach assessed the

reading and vocabulary skills of approximately 4,000 high school

seniors from 24 school districts in ten states. Approximately one-half

of the seniors in the study had been taughtto read in kindergarten in

1973-74. The progress made bythese students had been documented

in a series of national evaluation studies (Hanson, Lahman, and

Bailey, 1981; Hanson and Resta, 1971; Hanson and Schutz, 1975,

1976, and 1978; and Hanson, Schutz, and Bailey, 1977).

The results of the 1986 follow-up study were conclusive: a well

designed and carefully implemented kindergarten reading program

can not only increase the reading skills of high school students, but

also decrease their need for remediation. In addition, the high school

students who had participated in the 1973-74 kindergarten reading

program had more favorable attitudes toward reading and better

grades and attendance than those students who had notreceived the

kindergarten reading instruction. Furthermore,this pattern of results

was consistent across schooldistricts and racial/ethnic, gender, and

socioeconomic groups.

These studies clearly refute the long-standing notions of those
whohave cautioned against providing formal reading instruction to

children prior to the age of 6 for fear of producing long-term nega-

tive effects in learners. Not only did the advantaged students benefit

from the kindergarten reading instruction, but so did the disadvan-
taged groups.
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The argument that teaching young children to read and write is

stressful to them, will cause trauma to the organism, lead to lack of

interest in school, and, in the most severe cases, eventually will cause

suicide is sheer nonsense. It is not whatis taught but howit is taught.

Children can bestressed just as easily playing games and with toys as

they can be learning to read and write. Children can also be stressed

by being prevented from exhibiting a skill for which they are readyor

by teachers continuing to teach them skill they have already mas-

tered. Once individuals mastera skill, it is impossible to ‘‘teach’’ it to

them again. They will be bored and disinterested if we persist in

teaching them something they already know. They learn aboutlet-

ters, numbers, shapes, and colors from Big Bird. They are reinforced

in preschool or day care centers, and yet we continueto teachit in

kindergarten at a time when they are ready and anxious to read and

to write.

Granted some children have not been exposed to Big Bird orat-

tended day care or preschool but these are the children who benefit

the most from early intervention. The child who comesintofirst

grade one year older chronologically than his classmates andisstill

unable to readis at a distinct disadvantage. He has been labeled as

slow and that label will stay with him throughout his academic

career. He may have been given the ‘‘gift of time’’ to mature emo-

tionally, socially, and physically but cognitively he has had a year

taken out of his productive life. He has experienced failure and bore-

dom with schooling at a time whenheis most eagerto learn.

Yet kindergarten teachers philosophically are opposed to teaching

reading in kindergartens. The philosophical assumption underlying

this view is stated by Ilg and Ames (1972). They maintain that to push

one aspect of development ahead of the others throws the whole or-

ganism outof balance. Therefore, the young must be taught in such a

manner that balance is maintained. The aspect of development in

which the individual scores the lowest ‘‘developmental age equiva-

lent’’ is suggested to be used as the determinate of where he should be

placed in school. Under these assumptions, many ‘‘geniuses’’ who

have contributed significantly to the world would have been categor-

ized ‘‘immature‘‘ and ‘‘not ready’’ early in their school careers.

Also, the kind of screening that is done at the kindergarten level
gives us physical, social, and emotional data but it does not measure

of emphasize cognitive development. Therefore,it is possible that we

are allowing bright and probably gifted children to fall through the
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screening net. The results of the studies back up these speculations

and raise someserious questions. In one extremecase a child scored 1

and 1/2 years below his chronological age on a kindergarten screen-

ing test; in the 17th percentile on the Metropolitan Readiness Test,

Level I; and was labeled by the teacher as too immatureto be in kin-

dergarten at the beginning of the school year. After he was exposed

only one hourper day, only 3 to 4 days per week, for only 10 weeks

to ‘‘Writing to Read,’’ he scored in the 8th percentile on the Metro-

politan Readiness Test, Level II and was reading and writing at the

end of the school year. This was not magic, it was effective educa-

tion.

The major policy implication of these studies can be stated in a

single sentence. Students do benefit from formal reading instruction

in kindergarten— especially children from disadvantaged homeenvi-

ronments. The reading program does not haveto bestressful andit

can be incorporated into the regular traditional kindergarten curricu-

lum as has been demonstrated by Zenke (1984), ‘‘Writing to Read’’

(Kelble and Hanson, 1985), and the SWRL-Ginn Beginning Reading

Program (Hanson,Seigel, and Broach, 1986). The value of the pride

and joy children experience when they learn to read and write on

their own is not only that it allows them to accumulate knowledge,

but more importantly, it gives us a closer look at children’s commu-

nication skills early in life and enables us to meet their needs more ad-

equately instead of allowing them to languish until we discover they

are bright but havelost interest in learning. We then spend much time

and money on remediation but mosttragic of all is that children’s

gifts and talents are usually lost forever or channeled into behavior

unacceptable to their culture.

Editor’s Note: For specific references, please write to the author.
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The United States should not trade arms for hostages. Bernhard

Goetz should not have been acquitted for the subway shootings. Jim

and Tammy Faye Backker should be given back their PTL ministry.

Surrogate mothers should not havevisitation rights. Teachers should

not be moved from their positions at the discretion of the Board of

Education. Children with AIDS should not be allowed to attend pub-

lic school. I could go on and on. Dothese statements arouse opinions

and conflict within you? Everyday, we are faced with more and more

issues like these that students need to be prepared to discuss intelli-

gently and formally and that is one of the reasons debating is so

valuable for the students weteach.

Debating is common in most high schools and in many junior

highs, but not often taught at a sophisticated level in the elementary

school. The purpose of this discussion is to share someofthe things

we have learned about debating with this age student and to persuade

any who haven’t tried it to begin introducing debate.

Our purposes in teaching debate to children are:

1. to teach children to debate rather than to argue

2. to make children aware that every issue has two sides
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3. to make children more aware of current and pertinent issues

4. to provide them with a constructive means for participating in

the resolution of these issues

5. to teach high level research skills and thinking skills

6. to build students’ self-confidence in speaking before an audi-

ence

7. to develop leadership skills and to promote sportsmanship

The goals are many and broad. Most of them just happen as a

result of the process.

It is only logical that those persons who weexpect to have their

fingers on the pulse of the future need an early start in developing the

skills of self-expression. Debating deals with all aspects of self-

expression—listening, extemporaneousspeaking, practiced speaking,

research, note-taking, speech writing.
Wehave modified local high school debate programsfor ourstu-

dents so that, while the mechanics are the same, they are more mana-

geable (shorter speeches, no cross-examination, etc.). Each of the

two teams, affirmative and negative, has two members. Theaffir-

mative team supports the proposition and the negative team opposes

it. An example of a proposition is: Nuclear energy should be used to

provide electric power in the state of

There are two types of speeches: constructive and rebuttals. The

speeches are given in this order.

1 AC: First Affirmative Constructive

1 NC: First Negative Constructive 3 minutes each

2 AC: Second Affirmative Constructive

2 NC: Second Negative Constructive

Recess

1 NR: First Negative Rebuttal

1 AR: First Affirmative Rebuttal 11% minutes each

2 NR: Second Negative Rebuttal

2 AR: Second Affirmative Rebuttal

Notice that the negative team has the advantage of two consecu-

tive speeches in a row (2NC and 1NR),andthe affirmative team has
the advantage of speaking first and last. The affirmative team has

this advantage because it has the task of changing the status quo.
In the consecutive speeches, the speakers develop arguments that

are supported by evidence and reasoning. Here are some pointers we

use to help the constructive speakers.
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1AC (This speech can be pre-written.)

A. Introduction (20-30 seconds long)

1. Identify yourself and your team.

2. Present the resolution with a question, a quotation, or a

summary.

3. Say, ‘‘My partner and I support the resolution‘: i.e.

‘Space exploration should continue without human beings on

board.’’

B. Case

1. Say, “‘I will now present mycase.”’

2. List reasons. Use evidence and examples.

C. Plan

1. You may mention the plan, but it is the second affir-

mative’s job to explain the plan.

D. Conclusion

1. Summarize

2. Have a snappy ending.

First Negative Constructive

A. Introduction

1. Introduce yourself and your team.

2. Say, ‘‘My partner and I do not support this resolution

(state it). We think the status quo is a muchbetter position.”’

B. Attack 1AC

1. Say, ‘‘My opponent says but I disa-
gree because ad

2. Hit every single reason that the first affirmative con-

structive mentions(this will be easier if you took good notes).

3. Use evidence, examples, logic.

C. Case

1. Say, “‘I will now present the negative case.’’

2. List all the reasons why your team feels the way you

do—use examples and evidence.

D. Conclusion

1. Summarize—mention your most important reason again.

2. Restate that the status quo is just fine.

Second Affirmative Constructive

A. Introduction

1. Identify yourself and your team.

2. Say, “‘My partner and I support theresolution (stateit).
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B. Attack First Negative Constructive

1. My opponentsays but 

C. Case

1. You may repeat some of your partners reasons.

2. You may introduce one or two more reasons, but save

most of the time for the plan.

3. Use evidence and examples.

4, Start by saying, ‘‘let me review ourcase.’’

D. Plan

1. This is your big job—spend most of your time here.

2. Tell what you would do to achieve this resolution.

3. Tell what steps you will need to take.

4. Tell how you will overcome problems.

5. Start by saying: ‘‘I shall now explain ourplan.”’

E. Conclusion

1. Summarize— ‘‘The status quo is not working.”’

IV. Second Negative Constructive

A. Introduction

1. Introduce yourself and your team.

2. Say, ‘‘My partner and I do not support the resolution’’

(state it).
3. Wethink the status quois just fine.

B. Attack Second Affirmative

1. ‘‘The affirmative plan can only cause harm.’

reasons, examples, and evidence.

2. Key words: I disagree., Where’s the proof?

C. Counter Plan

1. You may create an alternative plan if it seems appro-

priate but it isn’t necessary.

D. Conclusion

1. This is also part of your big job, spend time onit.

2. ‘‘The main point is and the affirmative

team has not .°

Recess: In these two minutes, look over your flow charts or notes,

decide and plan with your partner which partner will attack which

things and which partner will restate which things.
The rebuttals seem to be the most difficult speeches for elemen-

tary students. The children seem to feel that there is nothing left to

say, but they should rememberthatthis is their last chance to con-

3
Give
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vince the judge and can be the most important speech. It seems to

help to write down the most important issues raised in the round, ex-

plain why they are so important and extend and clarify earlier ar-

guments in order to show why you believe your side is winning the

arguments. In summary:

V. Rebuttals (affirmative and negative)

A. Can introduce new evidence but no new arguments
B. Summarize

1 .Say “‘The major issues of this round are... or ‘‘My

team’s position satisfies these questions.”’

2. Show howyourside supports these issues.

C. Persuade

1. Use evidence and examples to persuade.
D. Attack

1. Make sure all the opponents’ arguments have been shot
down.

Wehavediscovered other trouble spots that tend to recur such as
getting studentsto listen and respondto the otherside. It seems much
safer, but far less effective, to prepare a speech ahead of time regard-
less of what the other team says. Another struggle is in getting
children to cite their evidence and,in a related problem, keepingtheir
evidence organized.

Wehave had several small or regional competitions per year with
an annual district—wide final competition. The debates are judged
on support of proposition, structure, delivery, and refutation. The
highest scoring team wins the round. Certificates and trophies are
awarded. Our judges have included high school debaters, parents
who were former debaters, college debaters, present and former
gifted and talented teachers, and community members. While these
volunteers have been hardto find, their participation has been of ex-
treme value and highest quality. The competitions also provide a
meansfor interacting with students from other schools, as well as for
teaching and learning good socialskills.

Here are some other things we have learned.
1. Start slowly—make sure students learn one concept before

moving on to the next. In other words, one must be comfortable with

giving an introduction before writing a plan.

2. Help the students in the research process (find articles, provide

speakers, etc.). Students can get bogged downin research to the

point where they never get aroundto writing a speech.
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3. Makeit optional. Some students get really excited but others

get really turned off or stressed.

4. Evaluate each other with immediate feedback. Videotapingis

very helpful for this purpose.
5. Provide opportunity for lots of practice in front of the group

(and in front of mirrors).

6. Use parents as resource persons or organizers or as an audi-

ence. Also be sure to let parents know what issues you are debating

ahead of time.
7. Invite the local media to your competitions. It is a great

avenue for publicity for your program.

Once they start debating, choose topics in which the students are

interested and care about, as well as those that can be easily re-

searched. If you need a few moretopic ideas, try these: Socialized

medicine, fixed retirement age, lenient education for athletes, 12

month school year, capital punishment, illegal alien employment,

drunk driving laws, smoking laws, school prayer, video arcade

limitation to youths, and cable TV censorship.

In this exciting world there is no dearth of timely topics. Your

only limitations are your imagination and yourdiscretion. Whileit is

fine to begin with less wordly topics such as ‘‘the blue shoesare better

than the red ones,”’ it is essential to move quickly to importantissues

that students are and will be facing in their lives.

If this discussion has not sparked yourinterest, trying it out cer-

tainly should convince you. Help us give our gifted and talented

youth as manyskills as possible for dealing with difficult issues and

problems in their futures —and ours.
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Gifted students need effective language tools. Rhetoric is a liter-
ary discipline that deals with all the details of languagewith the chief
objective of stimulating effective oral and written communication.
This paper advocatesthe use ofa particular curriculum (grades 4-12)
entitled Word Magic: Shakespeare’s Rhetoric for Gifted Students
(Creative Education-SOI, P.O. Box 572, Pacific Grove, CA 93950).
All play excerpts are taken from the Folger Library General Reader’s
Shakespeare.

Specifically, rhetorical devices are tools for emphasis andlexical
congruence or incongruence which give writing and speech appro-
priate emphasis, fabric, and tone. For instance, in the following ex-
cerpt, (AYLI,V,ii, 85-87 and 90-92, pp. 93-94), Shakespeare uses (1)
parison: ‘‘word correspondencewithin adjacent clauses’’ (Kester, p.
46) and (2) anaphora:‘‘the repetition of the same wordsat the begin-
ning of a sequenceof clauses’’ (Kester, p. 20) —to heighten the comic
effect:

Phebe: And I for Ganymede. (L. 85)
Orlando: And I for Rosalind.

Rosaland: And I for no woman.

and later:
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Phebe: And I for Ganymede. (L. 90)

Orlando: And I for Rosalind.

Rosalind: And I for no woman.

Whenstudying Shakespeare’s rhetorical devices, students love to

‘“detect”’ his ‘‘tricks’? and make them their own. These ‘‘sleuthing

activities’’—in Word Magic—quickly reveal Shakespeare’s grasp

and application of the ‘‘right tool’’ in the ‘‘right place,’’ a superb

model for their own emerging creative efforts. Word Magicis a 194-

page textbook in which 70-plus rhetorical devices are illustrated in

context. The exercises enable students to understand not only what

these tools are, but also how and why they are effective. These ex-

cerpts are taken from the six comedies: A Midsummer Night’s

Dream, Twelfth Night, The Tempest, The Comedyof Errors, The

Taming of the Shrew, and As You Likeit.

Why Shakespearean rhetoric? One explanationis that it offers the

right kind of challenge. Far too frequently the classroom activities

for gifted, creative, and talented students (G/C/T) are too ordinary

and non-stretching to enrich, or even to engage, the high-voltage

capabilities and energies of these students. The quotation below cap-

tures the use of much current research regrading the needs of the

highly capable students (Smith, p. 76):

Creative children like to attempt challenging, difficult and dan-

gerous tasks; they strive to bring order out of disorder, sense

out of chaos; they seek for a purpose.

Paradoxically, significant support for dynamic /anguageartspro-

grams for gifted students comes from the ‘‘high-tech’’ people. John

Naisbitt, author of Megatrends (p. 45) emphasizes the importance of

the humanities curriculum and states that:

As computers begin to take over some of the basics of educa-

tion, schools will be more and more called upon to take the re-

sponsibility for teaching values and motivation, if not religion

_.. the need for compensatory high-touch is everywhere. The

more high-tech in our society, the more we will want to create

high-touch environments, with soft edges balancing the hard

edges of technology.

Supportfor the highly intellectual challenge of Shakespeareis ap-

parent in various definitions of giftedness. James Gallagher, one of



526 Math, Science, Computer and Other Languagesfor G/T

the key ‘‘gurus’’ in the field of gifted education, states (Gallagher, p.
19):

The one factor that youngsters labeled ‘‘gifted’’? have in com-

mon is the ability to absorb abstract concepts, to organize

them more effectively, and to apply them more appropriately

than does the average youngster.

Word Magic is a ‘“‘participatory’”’ or ‘‘hands-on’’ curriculum. In

addition to sequential ‘‘lessons’’ that facilitate literary study, Word
Magic includes an‘‘Audition Scoreboard’’ and a ‘‘Performance
Scoreboard’’ or criteria by which teachers and students can imple-
ment and evaluate their work. A Rehearsal Schedule is provided in
the framework of the creative process: Preparation, Concentration,
Incubation,Illumination, and Elaboration (Kester, p. 180). The indi-
vidual and group activities offer ‘‘high-touch’’ learning experiences
that combine intellectual/imaginative projects with demanding
social situations.

Word Magic enables the teacher to avoid an all-to-attractive
‘‘trap’’—paraphrasing—or the tendency to shortchange
Shakespeare’s language. Paul Whitworth, a member of the Royal
Shakespeare Company who performs and teaches each summer
in the Shakespeare Festival at the University of California, Santa
Cruz, warns classroom ‘‘directors’’ as well as professionals (Whit-
worth, 1984):

Whenever a production of Shakespeare fails, quite likely it
does so because, in their preparation, the actors content them-
selves with a mere paraphrasing ofthe lines.

Mr. Whitworth emphasizes the ‘‘necessity of the text’? when he
points out that actors of whatever age need to know what
Shakespeare is actually saying—not what they think he is
saying—and they need to know how he says it. Knowing
Shakespeare’s rhetorical devices is the way to avoid the ‘‘paraphras-
ing’’ trap. Six of the twelve objectives of the WordMagic curriculum
state that students will (Kester, p. 2):

1. Exercise and sharpen their cognitive abilities.
2. Learn the components of drama(setting, characterization,

plot, exposition, foreshadowing, suspense, dialogue, theme, etc.)

3. Grow in self and social awareness.
4. Develop an appreciation of Art.
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5. Extend their sensitivity to, and facility with, language (oral

and written).

6. Discover and cultivate a number of creative abilities.

The ‘‘pay off?’ is cumulative, making their study informed, and,

therefore, purposeful, and their productionsintelligent, and, there-

fore, dynamic. A significant discovery the students makeis described

by Styan (p. 147):

The tone of speech and the function of character are in-

separable, for Shakespeare is also capturing in sound and

rhythm, the dance of the individual mind.

The following two examples from Word Magic will illustrate that

the knowledge of rhetorical devices is not only a mnemonicstrategy,

buyalso the key vehicle for accurate interpretation and powerfulper-

formance.
Example #1: Comedy of Errors(I, ii, 85-8, p. 10)

(L. 85) S. Ant.: Where is the thousand marks thou hadst of

me?
E. Drom.: I have some marks of yours upon my pate,

Some of my mistress’ marks upon myshoulders,

(L. 88) But not a thousand marks between you both.

Here Shakespeare uses the device called antanaclasis meaning

‘‘shifting repetition’? when he shifts the meaning of the word

‘‘marks’’ from money(lines 85 and 88) to wounds(lines 86 and 87).

the playwright’s purpose is to increase the confusion, and, thus, the

comic effect (Kester, p. 21). As two boys prepare to perform this

scene, knowledge of this device will motivate them to emphasize

those key words. In so doing they will grasp and convey the comedy

of confusion which is Shakespeare’s intent.

Example #2: As You Like It (IV, II, 197-200, pp. 78-9)

Ros.: O coz, coz, coz, my pretty little coz, that thou

didst know how many fathoms deep I am in love! But

it cannot be sounded. My affection hath an unknown

bottom, like the Bay of Portugal.

Here Rosalind is explaining to her cousin, Celia, how deeply she
is in love with Orlando. Studentswill quickly spot the simile ‘‘like the

Bay of Portugal: an the implied metaphor; i.e., a deep love = the

deep ocean. Anotherkey rhetorical tool is hyperbole, the Greek word

for ‘‘excess’’ (Kester, p. 39). Shakespeare employs it to convey the
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‘“excessive’’ state of Rosalind’s emotions at the moment; i.e., ‘‘how
many fathoms deep,”’ ‘‘cannot be sounded,’’ and ‘‘unknown bot-
tom.”’

Epizeuxis is the device Shakespeare is using when herepeats the
word ‘‘coz’’. Epizeuxis, the Greek word meaning ‘‘a fastening to-
gether,’’ is the exact tool Shakespeare needs to convey Rosalind’s
breathless excitement. Her speech builds to its main point: her in-
tense love for Orlando. Thus, coupled with the device of hyperbole,
the tool epizeuxis enables Shakespeare to dramatize one of his key
themes in AYLI—the extravagance of young love—and,with these
rhetorical devices, the playwright dictates how the speechis to be ren-
dered.

The Word Magic of Shakespeare will affect students academi-
cally, artistically, and morally. And a bonus—a serendipitouseffect
of this rhetoric-focused curriculum —will be the dynamic classroom
in which students experience both the challenge and the rewards of
being G/C/Tstudents.
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The seven young people with whom I have chosen to begin this

follow-up study (four females and three males) were notselected ini-

tially on the basis of intellectual superiority. The truth is, I first met

each of them at different times as grade schoolers or pre-schoolers

participating in my annualcreative writing workshop called ‘‘The

Children’s Festival of Words.’’ They have been sent to the CFW as

representatives of their schools and had been recommendedbytheir

school administrators and/or teachers on the basis of their imagina-

tive facility with the written word.

Fortunately, I had decided to have each CFW batch of young

writers undergo a variety of standardized tests: mental ability, read-

ing, creativity, emotions and personality profiles, and so on. I had

also had each participant’s parents answer a questionnaire outlining

the family background and their observations of their child. Also I

had kept careful record ofall these over the years since the first CFW

workshop in 1973. Little did I realize that all the data would someday
form the basis for a study on individual gifted Filipino children.

The fact that these children had more to them than mere writing

ability was evident to me from the outset. But as I maintained close

communication with them, as they entered adolescence and even
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early adulthood for some,and asI kept in touch with their parents as

well, I became witness to the unfolding and flourishing of their

potentials. Althoughall of them have encountered disappointments,

misunderstandings, and difficulties in relation to their growing up as

gifted youngsters, they havealso all had accomplishments which they

can be proud of. And they have generously shared both sides of

themselves with me andwith their fellow-members in TAG (Talented

and Gifted) - Philippines, an organization of gifted young people
which I organized in 1983.

The personalhistories of these seven young Filipinos: their family

backgrounds, upbringing, achievements, test results, as well as their
views, attitudes and feelings now comprise the modest beginnings of
this first-ever case study of gifted young people in the Philippines.

General Observations

As mentioned, initial screening of participants in the Children’s
Festival of Words workshops was doneon thebasis of recommenda-
tions by their school administrators and/or teachers. Formal stand-
ardized tests were then administered to the children during the work-
shop itself, after they had been accepted.

Upon examination of the results of those tests, however, it
became evident that these children who had been recommendedpri-
marily on the basis of their writing skills and their observed class-
room performancealso possessed above-average to superiorintellec-
tual ability (as indicated by their IQ scores) and exhibited marked
talents in areas other than writing ability: academic performance,
leadership, the creative arts, the performing arts, music, the sciences,
mathematics, etc.

This diversity of talent was particularly evident in the case of the
seven children whoare the initial subjects of this case study.

In an attemptto assess the abilities of these seven young people in
comparison to those of their peers in the various CFW workshops,I
extracted the test results of the four CFW batches to whom a com-

plete battery of mental capacity, reading, creativity, emotions and

personality tests had been administered. I then compared these

results with the individual test scores of these seven. In all seven

cases, I found that these youngsters were indeed multi-gifted —in five
of the cases, quite markedly so. (Note: the tables and graphs of the

pertinent test results are omitted here for purposes of brevity, but are
available upon request.)
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Summary of Individual Profiles

Whatfollowsis a brief discussion of the significant details of each

of the seven subjects’ personal histories and test results on record.

For our purposes, I have chosen to simply use each child’s first name

in referring to his or her data.

I must also point out that the small size of the sampling inhibits

me from drawing general conclusions from the data regarding the

Filipino gifted child. However, I feel that the close contact and obser-

vation that I have been able to maintain with each of these young

people from early childhood through adolescence and early adult-

hood lends unique value to this as a more in-depth personal profile,

rather than a merestatistical listing.

A. Family Background
In terms of parents’ occupations, five out of the seven subjects

had fathers who werein the professions (2 in law, 1 each in medicine,

business, and engineering) while one had a father in public service (a

policeman) and the other’s father was deceased.

Similarly, five had mothers who were housewives while the re-

maining two had mothersin the professions (medicine and psychol-

ogy). Significantly, though, I have learned from personal observa-

tion over the years that three of the mothers—regardless of their

stated occupation—who took it upon themselves to directly inter-

vene in their children’s development are those whose children have

become obvious achievers in a wide range offields all at the same

time. The advantages and disadvantagesof this type of parentalin-

tervention still need to be looked into and could, in fact, form the

basis for a separate study altogether. However, I believe it is an ob-

servation worth noting even at this early phase ofthis study.

In terms of family size and the subjects’ position in the family,

these factors did not seem conclusively relevant to these children’s

special abilities. Not counting their parents, the subjects belonged to

families ranging from one to five members and theyheld positions

from the eldest, second, third, to the youngest in the family, while

one was an only child. It may besignificant to note, however, that

the three super-achievers mentioned above wereeither the eldest in

their families or an only child.

B. Description by Parents
Three boys who were subjects, Raymund, Prudencio and Jay,

were described by their parents as being very capable and conscien-

tious students even as very young children, with simultaneousin-
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terests in reading, mathematics, science and the arts. However, they

did not note anything that would set them apart as ‘‘gifted.’’ All
three boys were apparently the quiet type, keeping mostly to them-
selves, although they also excelled academically from their earliest

school years, being consistently on the honorroll.
Oneofthe girls, Deanna,wasinitially thought to be merely an av-

erage learner until her difficulties were traced to a vision problem.
Once this was corrected, however, Deanna shone consistently in
nearly every area of schoolwork, particularly languagearts andliter-
ature. And her parents maintained an attitude of quiet encourage-
ment and support throughout her childhood and teen years.

The other three girls, Lourdes, Lea and Patricia, are the apparent
‘“super-achievers.’’ Not surprisingly, their parents’ (actually their
mothers’) descriptions of them as young children picture them as
early walkers, early talkers, early readers, early performers, early ar-
tists. All three were reported as being clearly exceptional in many
ways andtheir parents were very eager to develop that exceptionality.
It would be interesting to investigate whether it was these children’s
natural precociousness that sparked such parental enthusiasm, or
whether it was the parents’ urging that brought on these children’s
drive to achieve and excel.

C. Test Results
The five children who underwent mental capacity testing during

the Children’s Festival of Words workshopall registered IQs above
120: Raymund 129 at age 7, Lourdes 134 at age 5, Prudencio 122 at
age 10, Jay 122 at age 7, and Lea 135 at age 6. Unfortunately,
Deanna andPatricia participated in the ‘‘maiden’’ workshop of the
CFW in 1973 when the format was much more free-wheeling and
standardized tests were not administered. However, their subsequent
achievements have morethanattested to their superior capabilities in
very diversefields.

In the Torrance Figural Test of Creativity which Raymund,
Lourdes, Jay and Lea took, also during the workshop,all four were
judged as being highly original and innovative in their ideas. Addi-
tional observations made by the evaluators were Raymund’s and
Lea’s concern with being detailed, exact and ‘‘straight to the point”’
in expressing their ideas, and Jay’s being ‘‘verbally inclined’’ despite
the figural orientation of the test. It must be rememberedthat the age
range of these children was from 5 to 7 years old at the time.
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In the years following their participation in the CFW workshops,

these seven children along with many other CFW alumni were re-

quested to keep me informedoftheir current school progress and ac-

tivities, their interests and hobbies, their achievements, as well as any

difficulties they may have been encountering in school or at home.

Part of this follow-up was in the form of questionnaires, surveys,

personal interviews whenever possible, and standardized testing.

Myintention wasto try to spot those areas of initial superior ability

or exceptionality which had either been enriched or diminished over

the years, and to try discern the reasons for such enrichmentor di-

minishing.

The Gates-McGinitie Reading Test was one of the standardized

tests administered as part of that follow-up. Since each of these

children had originally come to the CFW workshop onthe strength

of their writing skills, I presumed that reading proficiency would be

anotherof their strengths. It turned out that all four children in this

sampling of seven who tookthereading test, had Vocabulary Levels

which were 3 to 5 levels above their actual grade in school and Com-

prehension Levels which were 3 to 6 levels above their actual grade in

school.
Another follow-up test which was administered to four of these

seven subjects was the Wide Range Intelligence-Personality Test

(WRIPT). Again, all their Intelligence Scores were above 120 but,

significantly, the correlated Capacity Score of each one wasatleast

20 points above that. In one case, it was even 42 points above the In-

telligence Score. I point this out because the WRIPT manual itself

states that ‘‘A difference of 12 or more points between the Intelli-

gence Score and the Capacity Score may be considered significant. A

large discrepancy between the Intelligence Score and the Capacity

Score is always indicative of adjustment problems. (Although a small

discrepancy does not necessarily indicate absence of behavior and

learning problems.)’’
Looking at the Intelligence Scores / Capacity Scores of the other

CFW alumnitested, I made the further observation that the higher

the child’s Intelligence Score (130 and above, for example), the

greater the discrepancy between this score and his or her Capacity

Score. This could raise the question, then, that greater mental ability

could possibly bring with it some adjustment problems owingto the

child’s greater sensitivity and deeper level of perception. However,
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this would of course require further study before any conclusion can
be drawn.

Aside from the WRIPT, four of our subjects in this study were

given personality/emotions profile tests. In the Gordon Personal

Profile/ Inventory which three of them took,the results do notyield

any definite pattern—which is probably to be expected of a test

meantto define the subject’s unique personality traits. The variations

could also have been due to the different ages of the subjects and the

different stages they were in in terms of their personal development.

However, two very clear similarities which emerged among all

three profiles were (1) an extremely high sense of Responsibility and

(2) a noticeably low level of Sociability and Personal Relations. Two

of the subjects also had an extremely high level of Original Thinking,

in keeping with their intellectual capacity. However, none of them

exhibited a ‘‘take-charge’’ attitude in their Ascendancyscores.

The one other subject who was given the Emotions Profile Index

obtained an extremely high score in his ‘‘trustful’’ trait and a very
low scorein his ‘‘controlled’’ trait. All other traits resulted in average
scores, except the “‘gregarious’’ trait in which heregistered a higher
than average score.

Assessing the test results now available for this profile study,it is
clear that, in the future, uniform testing must be administeredtoall

subjects in the study to allow for conclusive evaluation of them asin-
dividual gifted children and as representatives of Filipino gifted
youth as a whole.

D. Self-Description

In the course of the follow-up evaluation done for each of our
subjects, they were repeatedly requested to share with me,either in
writing or in a personalinterview, their views of themselves, of being
gifted in some way, of their parents’ role in their development, of
current issues, of the future and so on. Unfortunately, space limita-
tions keep me from being able to share these views at length.

However, the general impression I have gotten from these young

people is that they are aware of and quite proudof their exceptional

abilities — even if they may not be too comfortable with the label

“‘gifted.’’ In fact, they have extended and built upon their parents’

initial recognition and encouragementof their gifts and a number of

them have accumulateda list of truly impressive accomplishments.
They have admitted the limitations of our present educational

system to adequately meet the needs of our nation’s gifted. Two had
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been temporarily discouraged by this lack, but the rest had forged

ahead in spite ofit.

But there are two even moresignificant revelations within these

seven profiles. The first is that possessing multiple talents does not

seem to be a burden to our gifted young people: they shine almost

equally in areas as diverse as academics, the visual arts, the perform-

ing arts, music, the sciences, mathematics, language arts, public ser-

vice leadership, business, and sports. In fact, they seem to revel in

this challenging variety, almost as though one area spurs them on to

do well in the others.

The secondsignificant revelation is that, despite their exceptional

gifts, these young people have remained refreshingly—andinspir-

ingly—unselfish. This may seem to run counter to the findings of

manystudies on gifted young people which picture them as “‘loners’’

or as too impatient with the less able, preferring to keep to them-

selves rather than mix with those who cannotkeep upintellectually.

These seven subjects of our profile study have proven that making a

conscious choice to put one’s gifts at the service ofone’sfellowmanis

certainly within their realm. In fact, their very lives thus far as young

adults are already attesting to this commitment that they have made.

This is a touching tribute indeed to the parents and educators who

have put so much into the formation of these young gifted minds.

Butit is equally a heartening sign to a nationin crisis, such as oursis,

to see exceptional ability being so generously offered for our benefit.

Future Plans
These profiles of seven gifted young Filipinos comprise only the

seed of a larger plan to extend and expandthis studyin the future.I

intend to continually add newprofiles of gifted children whom I en-

counter and whosignify their willingness, along with their parents, to

participate in such a long-term study.
As the store of data continues to grow, I intend to conduct more

and more comprehensive and in-depth evaluationsto try to discern

the true nature, needs, concerns, problems and possibilities of the

Filipino gifted child. Also I want eventually to arrive at, and hope-

fully publish, more conclusive findings on this topic as a guide for

concrete plans(at the individual, home, school, community, and na-
tional level) on the development and nurturing of such exceptional

children.
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The Budesministerium fur Bildung and Wissenschaft in Bonn
(BMBW,Federal Ministry for Education and Science) has been sup-
porting an educational psychological research project with thetitle
‘‘Forms of Giftedness in Children and Adolescents: Identification,
Development and Performance Analysis’’ has been carried out since
1985 at the Ludwig-Maximilians University in Munich andis planned
for a period of several years. The following goals have been set to
date:

(1) The question of whether it makes more sense to speak of

domain-specific talents or from general giftedness is to be ex-

amined. In the past, ‘‘giftedness’’ and ‘‘high intelligence’’

were namely often used to indicate the same thing. Now, the

postulate is represented here that there are various forms of

giftedness: among others, intellectual, creative, social,

psychomotor-practical and musical giftedness.

(2) As far as it should be possible to determine different forms of

giftedness, a comprehensive multidimensional psychodiag-

nostic test battery is to be developed which should make the
identification of highly gifted students in the areas described

above. This means that questionnaires and test scales are to
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be developed and tried out with which children and adoles-

cents from the age of 6 to 16 years can be tested to determine

whether they are intellectually and/or creatively gifted,

psychomotorically gifted etc. Furthermore, it is interesting to

determine whether these children and adolescents are gifted in

single domains (so-called singularly or one-sided gifted) or are

gifted in all domains (so-called multiple or many-sided

gifted). Measurement instruments of this type are necessary

before educational measures especially for the gifted can be

realized.

(3) If one views ‘‘giftedness’’ as a specific ability profile or a per-

son which can be measured with tests and questionnaires,

then it must be determined under which circumstances these

abilities result in outstanding performances. Someone whois

highly intelligent, does not automatically have good grades;

there are also highly intelligent failures in school. Thus, one

should determine which other personality characteristics (i.e.,

technical interest, success orientation, perseverance, learning

strategies) and which qualities of the environment (i.e.,

achievement orientation in the family, relationships with

teachers and other students) effect the achievement level.

Recognitions of this nature are useful for the psychological

counseling of the gifted and their parents.

(4) Gifted children and adolescents change during the course of

their development. Talents can disappear when they are not

nurtured, new interests can be stabilized given the right stimu-

lation. The observation of the development of gifted children

(and a control group of normally gifted children) is the fourth

goal of the Munich Giftedness Project.

In order to achieve the four goals named, during 1986, several thou-

sand children and adolescents have completed a comprehensive test

battery. First, teachers of various types of schools (at six different

grade levels) were requested to make a rough estimation oftheir stu-

dents talents. Based on these estimations/ratings, 1000 students were

selected per grade level who were considered particularly good in one

or more of the following giftedness domains:intelligence, creativity,

social abilities, psychomotor-practical abilities, music. These 6000

students were tested regarding their abilities and questioned about

their achievements. Additional information was received from the

teachers and parents of these students. The participation was volun-
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tary for all involved and was carried out anonymously. Early in 1987
all of the students tested were given a report abouttheir results in a
sealed envelope.

Using the data collected, the following questions could be
answered: (1) whether the five factors of giftedness named represent
individual giftedness dimensionsor not, (2) whether highly gifted stu-
dents could be found in each of the giftedness areas and (3) whether
the instruments used are appropriate for the identification of the
gifted.

Before the previously collected information is presented in detail,
the procedures will be presented with regard to time and organiza-
tion. Beginning in early 1987 a group of highly gifted students was
determined for each agelevel. This group was matched by a group of
so-called moderately gifted. In addition, students were also selected
who only showed moderate values in the giftedness dimensions but
were particularly good in their academic and non-academic achieve-
ments. These students were the basis sample of the further testing
which is being carried out from April to July (2000 students from
grades 1 to 9) and from September to October 1987 (400 students
from grade 11). The study includes approximately 150 schools in the
federal states Bavaria, Baden-Wurttemburg and Berlin.

Aspects of developmentas well as the role of characteristics influ-
encing achievement are especially emphasized in this research. In
1988 the tests are to be repeated with the same students in order to
follow the development of the highly and moderately gifted longitu-
dinally.

The research project described hereis now in its second phase (of
the longitudinal study). Whereas duringthefirst phase, the emphasis
was more on the development of measurementinstruments for iden-
tifying the gifted, the second phase concentrates more on the devel-
opmentof giftedness, personality and achievementin students. From
1988 on, the approach is to be supplemented bya third phase; the
cognitive processes and problem solving strategies of the gifted as
compared with the normally gifted are to receive more attention. The
application of new testing methods with a computerbasis is in prepa-
ration. Interesting results are expected from suchtests which, in con-
trast to previously employed methods, are supposed to determine
complex thought processes and their development.

Due to the comprehensive sets of data, the interpretation workis
still in progress. In the following, the results which are presently
available are to be summarized:
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(1) The five factors considered, intelligence, creativity, social

(2)

(3)

(4)

competence, psychomotor abilities and musical talent were

proven to be independent and individual dimensions of
giftedness. Thus, the prerequisite for speaking of domain-

specific giftedness has been established, i.e., that there is not

only one single form of giftedness, but rather many forms of

giftedness. When one takes a closer look—based on the di-

verse tests of giftedness which were employed — additional

dimensions of giftedness were determined, e.g., the speed of

reaction and spatial thinking.
The instruments employed exhibit the desirable precision even

at extreme levels of giftedness. Thus the goal of establishing

reliable tests was reached. A goodstrategy was found to be

presenting the gifted students with test items normally used

for much older students. Since highly gifted students are fre-

quently many years advancedin their intellectual development

as compared with their peers, they are thus met with items of

appropriate difficulty.

If one designates the very best in each of the giftedness di-

mensions found as ‘“‘highly gifted’’, then one finds clear dif-

ferences between the highly gifted and the normally gifted (in

each of the domains of giftedness) and, on the other hand,

between each of the types of giftedness. These differences

are, above all, found in the achievement characteristics. For

example, the especially gifted in the area of intelligence are

characterized by their particularly good grades; they are not

only better than the normally gifted, but also better than the

creative gifted, the social gifted, etc. In contrast, the creative

gifted are much better than all of the other types of

giftedness in creative achievements, e.g., in artistic and liter-

ary areas. Each of the groups of gifted, therefore has its

achievement emphasis. This means, practically speaking, that

when looking for students who are capable of outstanding

achievements, must also take domain-specific talents into con-

sideration. It is not enough to rely only on a general intelli-

gence test, based on the (false) assumption that all highly in-

telligent students will be found.

Students are seldom found who could be considered highly

gifted in several giftedness domains. Multiple talents (many-

sided gifted) or all around geniuses are more an exception

than the rule. Therefore, highly gifted students should also be
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(5)

(6)

(7)
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supported in individual areas. If one looks at the students who
are both highly intelligent and creative, and compares them with
students whoareeither highly gifted or highly creative, then one
sees that those whoare gifted in both areas are muchbetter than
all others. As seldom as multiple giftednessis, it has extremely
beneficial effects. Therefore, the diagnosis of the highly gifted
should always proceed in a multi-dimensional way.
If one views various achievement domainsinstead of giftedness
itself, and examines which characteristics that differentiate the
Outstanding students (in the various areas) from the other
students, one makes an interesting discovery: the particularly
capable students can be differentiated through their achieve-
ment orientation, perseverance,willingness to exert themselves,
interest in new information, research motivation, inventiveness
and successorientation. These motivational characteristics seem
to play a greater part than pure ability characteristics. Certainly
one has to limit this statement: Achievements were examined
which could be made by many students if they exerted
themselves adequately. When viewing outstanding intellectual
achievements, the importance of the giftedness is probably
much more important. Based on this observation, one could
conclude that giftedness is an important prerequisite for
outstanding achievements, however, a centralrole is played by
achievement motivation and interests which must be
encouraged and supported by teachers and parents. This
concurs with the research results from Renzulli et al.
If one researches the question of how the highly gifted are
distributed among the various types of schools (Hauptschule,
Realschule and Gymnasium), one sees that the highly intelli-
gent students almost all attend Gymnasium. In contrast, one
finds relatively many creatively and socially talented students
in the Hauptschule. Since the Realschule also provides a
meaningful quota of highly gifted students, giftedness pro-
grams should not belimited to Gymnasium.
Since the support of the highly gifted is generally postulated
as a task for educators, the question must be raised of which
characteristics are found in students that teachers nominate as
highly gifted. Generally only a moderate correlation is found
between test data and teacher nominations. One can demon-
strate that teachers generally rely heavily on school perfor-
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mance in making their evaluations. Since teachers often have

limited contact with their students within the academic set-

ting, they can hardly be expected to provide differentiated

evaluations of giftedness. They sometimes tend to rate a stu-

dent as gifted in all areas although he/sheis only outstanding

in one area. On the other hand, they are more likely to over-

look single talents. If one gives teachers the task of selecting

highly gifted students, one needs to take these tendencies into

consideration and possibly correct them. Certainly one needs

to take into consideration that the teachers in the study pre-

sented here made their nominations without any practical

consequences. If, on the other hand, they are requested to

make selections for courses which are to be carried out, they

select quite qualified students.

The data from the coming research should provide furtherinfor-

mation about the quality of teacher nominations, the conditions for

outstanding achievements, and the usefulness of the giftedness test

instruments. This information is necessary before practical recom-

mendations for the identification, education and nurturance of

highly gifted students can be made.
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‘*Girls, Women, and Giftedness: An International Symposium’’
took place May 25-27, 1987, at The University of Lethbridge in
Alberta, Canada. Prominent amongthe 50 presenters were: Carolyn
Callahan, Shelagh Gallagher, Christine Garrison, Esther Gelcer,
Sandra Gilbert, Susan Gubar, Barbara Kerr, Margaret Lipp, Norah
Maier, Angeline Martel, Kate Noble, Sally Reis, Linda Silverman,
and Karen Verbeke. On the third day of the symposium, round table
discussions were held on the topics of ‘‘Issues at the Intersection of
Gender and Giftedness’’ and ‘‘Directions for Research and Program
Development.’’ This paper, developed from an analysis of the tran-
scripts of the two round table discussions, represents an attempt to
concisely summarize their contents.
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Issues at the Intersection of Gender and Giftedness

Identification of Gifted Girls

Early identification, between the ages of four andsix,is of partic-

ular importance for gifted girls. Thereafter, they are prone to engag-

ing in classroom ortest-taking behaviors which hide their abilities.

There is resistance to the idea of excluding anyone but high IQ

children from gifted programs(children with IQ’s of 118 can match

the creative productivity of children with IQ’s of 135), but at the

same time, a social emphasis on production or achievement as a

measure of giftedness can serve to convince underachieving gifted

girls that they are not gifted. Boys, moreso thangirls, will respondto

pressure to produce and achieve as a means for showing or ‘‘earn-

ing’’ their giftedness. While new measures of giftedness which give

credence to women’s experiences are required, IQ tests in the mean-

time, used as early as possible, can help find gifted girls. Where early

IQ scores do notpredict to later academic achievement, one also has

to consider the influence of an anti-intellectual society, dull or un-

challenging classrooms, and lack of guidance.

Feminine vs. Masculine Characteristics

Many characteristics referred to as feminine characteristics are

just basically good humancharacteristics: caring, concern, responsi-

bility. We also wish to develop ‘‘good male characteristics’’ in fe-

males: achievement, motivation, risk-taking, independence. We want

to expand development for both females and males in all of these

strength areas. Very importantly, we want to expandthecurrentcon-

cept of giftedness to include the ‘‘feminine”’ traits in the interests of

the survival of our planet.

The assignmentof gender to types of achievementis seen as a mis-

take and as harmful to women.Thatis, if competitive, goal-oriented,

tangible achievement is seen to be male and cooperative, relation-

ship-oriented, intangible achievementis seen to be female, the sepa-

rate spheres argumentwill be used against women. If womenareseen

to be nurturant, caring, and involved in relationships, that is an ex-

cuse for not expecting them to be concerned with action, justice, and

social responsibility on an abstract level. Further, those women who

are competitive and achievement-oriented can be discriminated
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against if they appear to lack the warmth andcaring stereotypically
associated with females.

The separate spheres of achievement argument also does not
makesense whenthere is a powerdifference from the very beginning.
Whatis desired is to have men become more nurturant and caring
and womento become moreaction-oriented and socially and intellec-
tually responsible. These are all humantraits that will help us survive
and strive for a better world.

Competitiveness and Winning vs. Supportive Cooperation

Do womenneedto learn to love to win? Do womenneedto learn

to reinterpret ‘‘competition’’ as ‘‘doing one’s personal best‘‘ (striv-
ing, persisting, not giving up) while supporting others in doing their
personal best? Can we balance competitiveness and cooperation? For

the most part, females seem to be competing to comein last —lower-
ing their IQ scores and aspirations, and attributing their success to
luck or chance.

As an immediate or short term concern, it appears that in our
competitively structured society girls need to be taught to be com-
petitive if they are to enter the public sphere through post-secondary
education, jobs, and promotions. The strengths and skills of
cooperation should continue to be nurtured however. In the long
term, womendo notjust want a piece of the pie, they want to change
the pie. Instead of changing the kinds of players they are, they want
to change the gamewith all ofits rules, structures, and systems. The
countryside is patriarchal and when wesay‘‘let’s compete with men’’
we are tacitly accepting patriarchy. We have to look at the system as
it is and not constantly buyintoit as it is. Women wantequal access
to opportunities and equal input to the mind set or vision of the
world that shapes society. In the meantime, there is constant tension
between surviving with the current reality and pushing whenever we
can towards a newreality that we have to create. We can’t afford to
prepare girls for a world that does not yet exist, but at the same time
we have to prepare them to create that world.

Women, Influential Positions, and Childcare

If womenare to bring an alternate vision to society andits institu-
tions, they must assumepositions of influence. Women with young

families are often hindered. At this time and place in history, men do
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not generally assume equal responsibilities as caregivers so that

women can achieve without guilt. Some spouses are restructuring

childcare responsibilities so that women can accept higherlevel ad-

ministrative positions. Some womenare restructuring work pattern

expectations (evening meetings instead of 3:30 meetings) so that they

can participate in both spheres. And some womenare requesting and

getting institutional childcare help (daycare at the workplace). For

other women, however, ‘‘being there’’ for their young childrenis a

personal decision or priority that blocks them from accepting or

applying for influential leadership positions.

Are children a consuming creative project for women? Can

womenhave different timetables for public sphere productivity? Cer-

tainly there are no guarantees when either children or careers are
postponed.

Power, Patriarchy, and Technology

In our patriarchal system, power is organized hierarchically

rather than as a web ofinterconnecting strands or as a circle thatis in

continual flow. Achievement is equated with reaching the tops of

hierarchy structures. Being competitive represents ‘‘buying into’’ this

system and all that it represents. Some women’s resistance to

competitiveness and striving for powerpositions reflects rejection of

this domination-oriented and power-laden view of the world.

Math, science, and now computer knowledge are the great

levelers that screen women for post-secondary opportunities. Yet

gifted girls continue to avoid advanced studies in these areas. Does

this avoidance represent resistance to the war-making, domination-

oriented technology of men? But technologyis a good thing; it has

potential to improve life. We can have students competing to im-

prove society. The current powers over technology, however (multi-

nationals and politicians), have not exemplified values which women
can support.

Knowledge of history is seen as essential for empowerment.

Women working in plants in Mexico or the Philippines don’t have

power whenthey don’t have knowledgeof the history of unions. We
may need to encouragegifted girls to maintain strengths in math and

science in order to remain viable actors in the public sphere in the

current system. It may be knowledge of history, however, that will
empower them to create a new vision.
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Directions for Research and Program Development

Characteristics of Gifted Females

Research which claimsto identify characteristics of gifted females

should carefully define the population sampled. Whetherresearchis

based on females identified by intelligence tests, adult eminence,self-

identification by adults, or Renzulli’s ‘‘Three-Ring’”’ definition

should be madeveryclear.

Three questions about characteristics of gifted females are of con-

siderable interest at this time. How are women who developedtheir

gifts different from those with high potentialities who did not? What

in fact is the life cycle of the gifted female; or, are there identifiable

‘*seasons’’. Knowledge of such patterns, if they exist, can help gifted

women understand their own experience and provide insights for

program developmentfor gifted girls. A third question is concerned

with finding waysto identify women, particulary from minorities or

less privileged backgrounds, who were ‘‘missed’’ as being recognized

as gifted during school years.

In the long term, research on the characteristics of gifted females

will require new measures of both giftedness and other general

characteristics —measures which are not based on male concepts of

personality or male development models or data. This work will en-

tail exploration of models of female development. Research by Gil-

ligan and by Belenky, Clinchy, Goldberger and Tarule providerich

starting points. Much replication workis required before generaliza-

tions can be suggested from their researches. In conducting research

which investigates models of female development, it would be partic-

ularly important to include gifted female subjects and to note

whether and howthey differed from the general population of fe-
males.

It is expected that research on the characteristics of gifted females

or on the effects of interventions, if quantitative, will require com-

plex models (path analysis, multiple regression), and if qualitative,

will have to be very well done. The current quest is for an approach

that can adequately research women’s orgirls’ experience and that

can generate knowledgethat brings rational, objective knowledgeto-

gether with artistic, emotional, subjective knowledge.

Program Development

To a large extent, directions for program developmentfor gifted

girls are blurry until we know more about gifted females and what
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their characteristics and needs are at various developmental stages.

Given the rate at which gifted girls are dropping out of programs

which are based on a highly competitive, logical, positivistic model,

we can conclude that manycurrent programsare not adequate. Even

at this time, there are a numberof things we know aboutgifted girls

that can provide ideas for program content and design.

1. Early identification, between the ages of four and six,is criti-

cal.

2. Early programs starting in grade one are important. These

should compact curriculum and provide for challenge in strength

areas. When gifted girls never have tostrive or persist, they come to

believe that having to ‘‘try hard’’ with difficult material means that

you don’t have ability. Unisex science classes with female instructors

in primary grades increase the likelihood ofgirls electing to take ad-

vanced science and math classeslater.

3. Specific efforts are required to undo sexual sterotyping begin-

ning in grade one. Atthe age offive, stereotypes are already in place.

From the ages of three to ten, girls are socialized into seeing them-

selves as secondclass citizens.
4. Girls’ readiness for new learning should be the guide for in-

struction. Current curricula are based on the model of male develop-

ment. Consequently, in elementary school, girls learn to lay back and

not respond asthe attention goes to those who havedifficulty or who

are genuinely challenged by the introduction of new material.

5. In testing for mathematics achievement, time limits should be

removedfor girls. They are less inclined than boysto takerisks or to

guess.

6. If it appears that acceleration is likely going to be appropriate

for a gifted girl, it should take place before the age of eight. Between

the ages of 8 and 16, the gifted girl is unlikely to be willing to leave

her friends.

7. Programs for parents of gifted female preschoolers or infants

are important. There are a great many things that parents can do or

refrain from doing to better nurture the developmentofgirls.

8. Programs or interventions for gifted girls can usefully focus

upon key decision times for gifted girls. These are at least: end ofele-
mentary school; end of junior high school; end of senior high school;

and second year of post-secondary.

Finally, programs are needed for gifted women who wish to

return to the public sphere after several years of emphasis on care-
giving in their families.
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Introduction

Louisiana regulations define the academically gifted student as

one ‘‘who possesses demonstrated abilities that give evidence of high
performance in academic andintellectual aptitude’’ (Pupil Appraisal

Handbook: Bulletin 1508, 1983, p. 51). Criteria for eligibility in the

gifted program varies by age and grade accordingto an application of

an achievement and aptitude/intelligence matrix which is used to

assign points for variouslevels of attainment. A minimum IQ of 130

and a very high demonstrated achievement level (95-99) percentile)

generally will qualify a Louisiana youth for special education services
in the public schools.

Statistics from a recent count compiled by the Louisiana State
Department of Education indicate that the numberof studentsparti-

cipating in programsof the gifted and talented increased from 700 stu-

dents in 1975 to over 15,000 in 1987. The East Baton Rouge Parish

School System gifted program has grown from 144 elementary and

middle school students in 1975 to over 3,000 students, preschool

through high school, in 1987. Commensurate with this dramatic in-

crease In program expansion there has emerged a needto evaluate the

academic and intellectual growth of the participating students at
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various grade levels and in each program option (self-contained vs.

resource room).

Typically, instructional evaluation is often the last dimension of

program developmentto be addressed. Policy decisions andselection

of instructional methods are dependent on current summative evalu-

ation results. Parents, school board members, superintendents, and

state legislators want tangible evidence that their monetary invest-

ments are “‘paying off’’. After the initial program development

euphoria subsides, the public insists on instructional results.

Curricular Intent

In Louisiana, the curriculum for the academically gifted is

defined by the state (Bulletin 741: Louisiana Handbook for School

Administrators, p. 65):

a. Content that is compact and accelerated in such a way

that the amount of time usually involved in mastery is signifi-

cantly reduced;

b. Content that reflects a higher degree of complexity, em-

phasizes abstract concepts, and develops higher-level thinking

processes than does content found in regular course work;

c. Content that goes beyond the prescribed curriculum to
involve the application of learning to areas of greater chal-

lenge; and

d. Multi-disciplinary content that increases students’ abili-

ties to formulate and test new generalizations and/or products.

In addition, an /ndividual Educational Plan is required in the pro-

gram for each student as an educational blueprint —in self-contained

programs, the valuational blueprint. In self-contained programs, the

valuational componentis often defined by levels of mastery learning

(e.g., 80% correct), completion of student products, percentages of

skills learned, or other similar notations. Contents acceleration in

verbal and quantitative skills is encouraged. Resource room enrich-

ment programs are based more on a philosophy of creative produc-

tivity in which students are expected to complete projects, investigate

and solve problems, or do independent research. The evaluation

challenge was to select an instrument that would measure both aca-
demic and cognitive performance compatible with the state curricu-

lum guidelines and to analyze the overall impact of this special pro-

gram.
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Evaluation Instrument

The Developing Cognitive Abilities Test (DCAT—published by

American Testronics, Post Office Box 2270, Iowa City, Iowa 5244)

was selected to measure the higher level and abstract thinking skills

and academic performancelevels of the program students. The DCAT

provides data in three content areas: verbal, quantitative and spatial.

More importantly, it yields valuable information on five levels of

Bloom’s taxonomy: knowledge, comprehension, application, analy-

sis, and synthesis. It has been developed for grades 2-12 and has 5

levels of administration. It takes fifty minutes to administer and is an

80 item exam. The evaluation intent was:

1. To interpret the results of the Developing Cognitive Abilities

Test by grade level according to the curricular goals and objective so

the program for the academically gifted.

2. To interpret the results of the Developing Cognitive Abilities

Test with emphasis upon higherlevel thinking skills.

3. To compare the East Baton Rouge Parish test results with

another gifted program using the sametests for higherlevel thinking

skills.

4. To interpret the DCAT gains and differences over two years

between two different administrative designs: self-contained vs. re-

source room.

Data used for the interpretation originated from selected schools

and specific grade levels by students identified as gifted in the East

Baton Rouge Schools tested during the Spring 1986 and 1987 admin-

istration of the Developing Cognitive Abilities Test (DCAT).

Results

The results of the extensive testing using the Developing Cogni-

tive Abilities Test (East Baton Rouge Parish School Board, Develop-

ing Cognitive Abilities (DCAT) Test Results, Spring, 1987) indicated

that the gifted students scored significantly higher than the national

norm groupin the content areas when comparing national group per-

centiles. All grade levels produced average scores in each content area

that were above the 70th percentile. Further analysis of the data re-

vealed some differences between two administrative designs: part-

time resource rooms and full-time self-contained classrooms at
selected schools. The all day programs which place emphasis upon

content acceleration, as expected, did score higher than the resource

rooms which operate on the philosophy of enrichment.
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In addition, the DCATproducedsignificant results when measur-

ing these cognitive abilities that can be altered through instruction,

mainly the higher level thinking skills as defined by Bloom’s Tax-

onomy. It appears that the students’ intellect matures and as their

programschallenge them to think in new ways, higherlevels of rea-

soning skills are developed. An inspection of the percentage of items

correct for the five clusters belonging to each of Bloom’s cognitive

classes showed a tendency for percent scores to increase with each

higher grade in school. Again, all percent correct scores on thesetest

items were higher than those obtained by the national sample in each

cognitive area. This pattern strongly suggests that academic and cog-

nitive performance as measured by the DCAT,increases with instruc-

tion and/or maturity. It was expected that growth would occurin the

three upper levels (application, analysis and synthesis). Also, it

would be expected that gifted students identified for the program

would most likely score very high in the knowledge and comprehen-

sion classes. Further analysis indicated that length of program atten-

dance hadsignificant effects upon these scores.

The results from an instructional evaluation project using stan-

dardized tests of academic and cognitive thinking level providedevi-

dence that concomitantintellectual growth is occurring from year to

year and that the program is providing tangible evidence of an impor-

tant investment in gifted and talented education.
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A bright eyed young child looks downat the reading workbook,

up at you and begins to cry. Why? The thought runs through your

mind. Whyis this child so frustrated? You know thechildis intellec-

tually gifted, you know shehasthe ability to comprehend the work,

but something is seriously wrong. As you think back you remember

the decisions that were made. Rebecca cameto kindergarten reading

fluently, a happy child, well adjusted and well liked by her kinder-

garten classmates. Her intellectual and reading abilities were so ad-

vanced the decision was madeto send herto a third grade reading

group. Nowyouare frustrated and Rebeccais clearly upset. Were the

tests wrong? Isn’t Rebecca gifted? What do you do now?

This is an illustration of what is becoming an all to common oc-

curance in a younggifted child’s life. Frustration, stress and anxiety

can easily be substituted for the pleasure, happiness and learning that

should occur. Too often decisions are made based onefficiency for

the school system and not often enough on the individual needs of a

young gifted child. Additionally, we are facing continued pressure

from parents and community members whoinsist on a philosophy of

‘‘academic push”’ or ‘‘the earlier the better’’ and ignore the devel-
opmental steps which contribute to effective learning.
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The young gifted child is in a particularly perilious position.

Given the uniquelevel of cognitive functioning that is apparent how

do we reconcile the physical and emotional levels of functioning that

are apt to be more age appropriate? What are the inter and intra-

individual differences that we see with young gifted children and

need to be carefully considered? What are appropriate program

designs for young gifted students? All of these questions should be

addressed in order to provide appropriate programs for young gifted

children.
Each child is unique and no child will exhibit all of the character-

istics described but we do recognize some commonattributes of

young gifted children. Often a verbal precocity is demonstrated,

using wordsand sentencesto describe thoughts or ideas beyondthose

expressed by typical young children. Intense interest in certain ac-

tivities may be accompanied by numerous questions (many of which

we cannot answer!) Or the ability to follow complex directions and

utilize problem solving skills is often demonstrated. The younggifted

child presents unique developmental patterns. Their developmentis

typically uneven with mastery at an early age in some areas and

mastery at a more age-appropriate time for others. These unevenpat-

terns of development can be termed developmental discrepancies. We

find developmental discrepancies in cognitive, physical and social-

emotional functioning. Developmental descrepancies are not cause

for alarm, they are common; however whenthey are ignored,as in

the case of Rebecca, they can causefailure, stress and anxiety for the

young gifted child and teacher.
The education of younggifted children has the good fortune to be

just one area ofspecialization within the field of early childhood edu-

cation. Early childhood education, which encompasseschildren from

birth to eight years of age, has a number of characteristics which fa-

cilitate the process of providing services to this special needs popula-

tion. Onevery recenttrend in particular helps to define a framework

for conceptualizing education for young gifted children while also

clarifying the challenges involved in the delivery of services. The

trend of developmentally appropriate practices focuses our attention

on both the inter-individual differences among children as well as the
intra-individual differences within each child. Educators have ac-

knowledged the former, noting the wide variability among children.

However, the latter requires astute observation andsensitivity on the
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educator’s part in order to note apparent discontinuities in capabil-
ities within an individual child.

The National Association for the Education of Young Children
issued a position paper in 1986 which clearly defined the meaning and
implications of developmentally appropriate practices in order to
promote high quality services for all children. The position paper
identifies two aspects of appropriateness: age appropriateness and in-
dividual appropriateness. Age appropriateness refers to the univer-
sal, predictable sequences of growth and change—a requisite body of
knowledge for all educators. Individual appropriateness focuses on
the individual differences one finds among children, the intra-
individual differences among children of like chronological ages.
Consideration of both aspects of appropriateness should guide us in
our care and education of children.

As informed educators, we should all be familiar with the univer-
sal sequences of development. For this reason, we will merely
highlight the exepected capabilities within each of the developmental
domains and concentrate, instead on the notion of developmental

characteristics typical of young gifted children.
Physical development in the young child is marvelously observ-

able. We see the newborn movefrom reflexive, unintentional behav-
ior to controlled and intentional movementin a very short period of
time. We observe as the infant develops the cephalo-caudal control
(head to toe) and the proximodistal control (trunk to extremities).
The toddler continues to refine both the gross motor movement and
the fine motorskills. The preschool child works to hone these capabi-
lities even further, demonstratingskill in running, jumping, hopping,
artistic skills of beginning representational drawing.

Social development is apparent in the process of developingat-
tachments between the newborn andthose providingcarein the envi-
ronment. Eye contact and beginning communication (smiles, coos)
serve to entice the individuals in the child’s life to care and provide
nurturance. The toddler and preschooler begin to assert and establish
independencein thosefirst three years. Friendships becomeincreas-
ingly important to the four, five and six year old child. She learns to
play cooperatively, imaginatively.

The area of social and emotional developmentalso presents uni-
que challenges for teachers and parents working with the young
gifted child. It often becomes a balancing act for the adult as well as
the child. Comprehensionandsensitivity to language, moodsand en-
vironmental stimuli coupled with awarenessthat is often unsuspected
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can lead to difficult situations. Parents and teachers often are heard

to comment, ‘‘John is so sensitive, easily gets his feelings hurt or over

respondsin a situation.”’ It is the unique intra-individual differences

of the younggifted child which contributes to the unhappyscenario.

Comprehension of the language andinterpretation of a situation

by a five year old can lead to misunderstandings. Or assumptions by

adults that because the child verbally acknowledges what yousaythat

socially and emotionally they will react appropriately. One teacher

aptly described a play ground situation in which two younggifted

boys were arguing over the same toy. He approached the boys and

asked them to cooperate. In order to avoid misunderstandings he

asked the boys to define cooperation. They readily and correctly

replied. Feeling as though thesituation wassettled the teacher turned

to leave only to overhear from one young man, ‘‘but THATtoyis

mine!’’ Hence the developmental discrepancy appears again, ad-

vanced language developmentbut socially and emotionally more age

appropriate behavior occurs.
Language developmentis one of the most dynamic aspects of the

early childhood learner. The rapidity with which the young child be-

comes a skilled user of verbal and written language is awsome. The

tools of communication are acquired in an easily observable progres-

sion. Advanced Languageabilitities are often characterizedin thelit-

erature as a uniqueattribute of the young gifted child. This area is

usually found to be advancedin relation to chronological age peers.

Even in this domain of development astute observations should be

undertaken by parents and teachers. Assumptions of understanding

and comprehension when using or hearing language cannot be made.

Nor can we assumethat because a child lacks the verbal facility to ex-

plain an idea that they cannot comprehendit.
Cognitive complexity and developmentare also areas in which we

find developmental discrepancies. Children who are identified as

gifted exhibit advanced levels of cognitive understanding in academic

as well as in socially related tasks. Although such children are usually

advanced when compared to age mates, westill see evidence of dis-

parities in functioning. Occasionally wesee the literal interpretation

of cognitively complex information such as the parenttelling the

young child to ‘‘pick up your feet’? and the young gifted child

literally reaching down to doso.
On the other hand, Rebecca was faced with developmental dis-

crepancies in two major areas. Physically, she was age appropriate
for a six year old, but she did not have the fine motorskill develop-
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ment of a typical third grader so the written work wasvery tiring and

time consuming. Rebecca, althoughintellectually gifted, did not have

the abstract thinking skills or problem solving strategies well devel-

oped enough to tackle such questions as, ‘‘How are an apple seed

and story alike?’’ With group discussion and teacher support she

may have been able to participate but she would still be faced with

the volumes of writing required in upperlevel material. A frustrating

and stressful situation.

Our descriptions are far from exhaustive. In addition, we know

that every child exhibits developmental discrepancies. Although we

believe development proceeds in a general sequence we know that

there are shifts, gaps and discrepancies that occur. The young gifted

child’s development seems more pronounced when welookat these

discrepancies. Thedifficulty for the child becomes apparent when we

focus on one area of development which is advanced and expectall
other areas to be equally advanced. Hence, we see undue burden
placed on the child to perform.

Having examined the developmentof the young gifted child, we
must turn our attention to developmentally appropriate programs.
What is appropriate for the unique learning characteristics of the
young gifted child? How do wedesign a program that can take into
account the developmental discrepancies that become apparent?
Should we wait until they’re older and more developmentally stable?
The current research literature supports early intervention, the im-
portance of early intervention in the developmentofself-concept,
and the need to extend curricular offerings through the regularpri-
mary classroom. Clearly, waiting until later, fourth grade perhaps,is
not the answer.

A small number of programsare currently designed to meet the
unique needs of the young gifted child. They provide excellent
models; however, schooldistricts are reluctant to adopt system-wide
programming for preschool and primaryagegifted children. This re-
luctance is due to lack of funding, identification procedures and lack
of curricular offerings which address the unique intra-individual dif-
ferences of these students.

One model program whichseeksto address theseissuesis the con-
sulting teacher model currently in use in the Duluth Public Schools.
The focus of the consulting teacher model is to provide an interac-
tive, integrated service delivery model for primary classrooms. The

nature of the services from the consultant for gifted students varies



Primary Gifted Education: The Missing Link 559

from year to year depending upon the needs of the teacher and the

students.
There are three major provisions of a consulting teacher model:

1) to serve as a professional resource; 2) to provide curriculum devel-

Opment assistance;and 3) to provide direct instruction to young

gifted students. While serving as a professional resource person the

consulting teacher does such things as gathering appropriate instruc-

tional materials, locating speakers and providing mentors. Among

the types of assistance in the curriculum development area are exten-

sion projects and activities, learning activities / packets and advanced

units of study. In both long term (9 weeks or more) and shortlong

term (9 weeksorless) instruction, teaching may occur on anindivid-

ual basis or small group basis. The consulting teacher, in all cases

utilizes the expertise of the regular classroom teacher for designing

and implementing instruction. The curriculum is designed to be an

extension of that used in the regular primary classroom, focusing on

issues jointly determined between the consulting teacher and the

classroom teacher. Long term instructions involves a more formalin-

dividualized plan for the child while thte short term instructional

plans are handled more informally.

Evaluation of the project included data compiled in survey from

from regular classroom teachers, administrators, parents and stu-

dents. According to the evaluation data, the key factors of the con-

sulting teacher model which contributed to its effectiveness were: 1)

the development of curricular materials based on inter- and intra-

individual differences; 2) assistance to the regular classroom teacher;

3) inclusive identification and spin-off to peer group; 4) communica-

tion with and support of parents; and 5) cost effectiveness in

delivery. Key factors, such as these, give support to utilizing a

consulting teacher model with young gifted children.

As we look at the young gifted child there are several thoughts

which come to mind. First, is that they are young children. The

natural sequence of developmentcan provide a guideline for appro-

priate programming practices. Second, they are gifted. This unique

individual difference contributes significantly to their development.

The combination of early development and giftedness creates a dis-

parity we call developmental discrepancy. The parents and teachers

working with the younggifted child must create programs which are

based in developmentally appropriate practices giving credance to

inter and intra-individual differences found in young gifted children.
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It is only with the concerted effort of early childhood educators and
educators of gifted children that we will accomplish the goal of deve-
lopmentally appropriate practice.
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The concept of ‘‘parallel planning,’’ is based on the need of
‘‘regular’’ teachers in the normal self-contained elementary class-
room to meetthe differentiated demandsofa variety of studentabili-
ties. Particularly designed for use by teachersin buildings or districts
where there is as yet no larger programsto identify and serve the
‘“gifted”’ students, parallel planning does not need elaborate identifi-
cation procedures, additional facilities, nor increased personnel.
What it does need are open-minded, flexible, creative teachers who
recognize that just as there are some students who learn more slowly,
so there are some students who absorb information and processit
more quickly, and who needto be challenged in more difficult and
more creative ways in order to maximize their time in school. The |
ideas of parallel planning can also be helpful to parents of bright

children whoare searching for waysto assist the classroom teacher to

meet the higher-level needs of their children, as well as methods for
reinforcing their learning at home.
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The ideas of parallel planning bear some resemblance to Renzul-

li’s Enrichment Triad but the enrichmentis confined within a single

classroom rather than school-wide. All students participate in the

Level 1 introductory activities, then those students who evidence in-

terest and subject mastery move on to Level 2 activities. These are

mainly individual and/or small-group projects which can be done at

the desks, learning centers, or work centers equipped with materials

and instructions. (For non-readers, the instructions could be pic-

tures or given by the teacher on a cassette tape to be used with head-

phones.) Level 2 projects are designed so thatall students in the class

can participate once they understand the basic subject concepts, and

the degree complexity depends on how involved students want to

become, as well as their skills, interests, and amount of time

available.
The underlying instructional concepts of Parallel Planning in-

clude the following:
1. The intent of parallel planning is to provide ways that all

children can workin the same subject areas at the same time, on their

own levels. Thus, math time is math time for everyone. ‘‘Gifted’’

children don’t go off to exciting places while ‘‘regular’’ students have

to stay behindin class or the ‘‘gifted’’ child sits bored having com-

pleted his regular math assignments waiting for everyoneelse to catch

up.
2. Children are taught the idea of stewardship or ownership for

their education and be allowed to help plan what they want to accom-

plish. Each child should have an IEP (Individualized Education

Plan) worked out early in the year amongparents, teacher, and child

that lists areas of strength and weaknessandsets yearly goals.

3. Standards of evaluation stating how eachactivity or projectis

to be judged or graded should beclearly stated in contract so that

teacher, student, and parents know whatis expected.

4. Although teacher can provide suggestions for Levels 2 and 3,

children are encouraged to deveise their own creative projects within

necessary guidlines.
5. All Children are taught methods of productive think-

ing —fluency, flexibility, originality, and elaboration—as well as

steps of creative problem solving at the beginning of the year and en-

couraged to apply these higher-level thinking skills at all levels of

work.
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6. Flexible grading allows children to be judged in competition

with himself, based on his ability, evaluation standards in his con-

tract, and completion of project. Thus a child who works primarily

on Level 1 but works up to his ‘‘capacity’’ has the sameright to earn

grades as a ‘‘gifted’’ child who works on Level 3.

7. Although the teacher can use parallel planning without outside

help, parallel planning is even more effective if teacher can solicit

help from a variety of people such as: parents, grandparents, upper-

level children, teenagers, retirees, local professionals, etc.

Following are some examples of ways that parallel planning could

be implemented in a self-contained classroom. The examples show

kindergarten, grade 3 and grade 5 classes in languagearts andsci-

ence. These are merely a few suggestions; many other things could be
donein these two areas and the concept can be applied to all subject
areas and grade levels. (The ‘‘standards’’ referred to are the stan-
dards listed in the Utah Curriculum Guide as put out by the Utah
State Board of Education, 1987.)

Science: Kindergarten

Standard 3000-02: ‘‘The student will categorize animals according to
similarities and differences.’’

Level 1: Students learn that there are different kinds of animals of
various sizes, shapes, colors, with differing body covering, habits,
habitats, movementabilities, etc. Children are exposed to broad
classes of animals via pictures, books, filmstrips, movies, and live ex-
amples.

Level 2: Students could cut out pictures of animals and make a
book showing different kinds of animals categorized according to
student choice, such as: Animals that fly, animals that eat other ani-
mals, animals with two (or 4, 6, 8, or more) legs, animals that make
good housepets, farm animals, zoo animals, and so forth.

Level 3: Students would use an idea from a picture book but make
categories more complicated andinter-related, such as: animals that
have fourlegs and fur, animals with 2 legs that are eaten by man,ani-
mals that change form,etc. Or, the child could select one kind ofani-
mal to study and bring in an example (or picture or model) to show
the class, and give an oral report on the animal’s habits, food, habi-
tat, etc. Or, the child could make a model or dioramaor chart to
show something special about animals being studied by the entire
class. (The importantideais to let children CHOOSE whatthey want
to do and SHAREit with others.)
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Science: Grade 5

Standard 3050-03: ‘‘Students will give examples of the different

states and forms of energy, identify different energy transforma-

tions, and discuss renewable and non-renewable energy resources.”’

Level 1: Students learn about variousclasses of energy, sources of

energy, forms of energy, and energy states by reading text, teacher

lecture, demonstrations, filmstrips, etc.

Level 2: Students could build models showing changing energy

states (as water to vapor orice) or, write a report, or, give an oral

report, or, submit appropriate artwork, or, make a chart or display of

things that produce energy,or,illustrate potential to kinetic to poten-

tial energy with marbles, etc.
Level 3: Students could do a research project about energy re-

sources, or, make an invention using alternate energy sources or

using traditional sources moreefficiently, or, write an editorial for a

newspaper about energy problems, using facts and figures from

research, or, perform original research, etc.

Language Arts: Kindergarten

Standard 4000-03: ‘‘Students will learn the auditory and visual dis-

crimination skills necessary to recognize letters and understand

sound-symbol relationships.”’

Level 1: Students learn the alphabet and left-to-right, top-to-

bottom orientation, being able to recognize letters and give their

sound as well as to recite them. Students learn to recognize their

name and spell it (Standard 05) and to write their name, alphabet,

and digits 0-9 (Standard 06).
Level 2: (Those that already meet standard requirements.) Stu-

dents can associate letters with words and cut out pictures from mag-

azines to make their own alphabet booklets, or gather pictures and

use glue-stick to attach to large charts showing variousletters, or

design letters into imaginative animals or other shapes, or ‘‘reads’’

books accompanied by cassette tape and headphones,etc.

Level 3: (Those that already can read.) Students can read books

on their own (but should have some way of indicating comprehen-

sion), or read a story out loud to other students, or write words using

certain word patterns, like ‘‘__at’’ or ‘‘__an’’ words, or work at

learning centers with headphones,or help with Level 1 or 2 students,

or read with older students, parent volunteers, etc. They also could
do ‘‘language experience’’ if someone wereavailable to record their
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words when they read it, or they could combine reading with pup-

pets, play production, poetry, or make bookswith cut-out or original

pictures and words.

Language Arts: Grade 3

Standards: (Givenin listening, speaking, reading,literature, spelling,

penmanship, written composition and drama.)

Level 1: Students should read on gradelevel in reading groups

with correlating spelling, literature comprehension, and writing

skills. They usually have a reading workbook,ditto sheets, and might

keep a journal.

Level 2: Students could find examples of homonymsand post on

a chart in the room,orread story andillustrate with pictures or a

diorama or ‘‘TV”’’ scroll, or write a sequel or different ending of a

story they liked, or act out a story with classmates, or do written or

oral book reports and presentations while dressed up as a character,

or do research about an authorfor a written or oral report.

Level 3: Any Level 2 activities in more depth, breadth, and detail.

If students have progressed throughall reading levels in the class-
room, they often can go to higher-level classrooms for reading, but
shouldstill have opportunity for creative work. If students have gone
as far as the highest reading level in school, emphasis should be
placed on creativity and students should be encouraged to produce
Original work that can be shared. Journals should include
thoughts/feelings/plans as well as events. Many books should be
available to read, including junior classics, biographies, science fic-
tion, non-fiction, and poetry. Students can keep track of the number
of books and/or pages read, including information on the author,il-

lustrator, publisher, number of pages, date, and short description or

synopsis. Creativity should be encouraged in book reports via art,
drama, and various media. Students could write poetry orarticles or
stories for publication in school paper, or participate in Young

Authors, or write and put on plays, or perform research, etc. Stu-

dents should becomefamiliar with libraries, both school and public,

and learn basic research skills. They should become competent com-

puter users, and should be exposed to (an)other language(s) if pos-
sible.

Thusit can be seen that the concept of parallel planningis flexible

enough to be applied in many different ways to different subject
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areas, different teachers, different classrooms, and different ability

levels of students. It can be custom tailored to fit the needs of partic-

ular teaching and learning styles, and modified enough to appeal to

all students, no matter what their interests. parallel planning can

keep all students ‘‘on the right track’’ . . . the track of learning!
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The purpose of this paper is to stimulate discussion which may
help us rethink our definitions of giftedness and the ways in which we
program for the gifted. The paper grew out of a sense that the com-
plexities of giftedness are often ignored in identification procedures
and in programming efforts that are based on idiosyncratic views of
giftedness, on mechanistic procedures, and on fragmentedefforts to
promote the development of giftedness.

Three Types of Characteristics

A model is proposed which incorporates three types of character-
istics that are important to achieve a high (i.e., gifted) level of per-
formance. They are:

1. Aptitudes—defined as enduring capacities that are relatively
unaffected by specific learning experiences.

2. Specific knowledge and skills —abilities that constitute the
tools necessary for a specific kind of functioning.

3. Affective characteristics —the attitudes, feelings, values, pre-
dispositions, and similar traits which determine how a person func-
tions in a particular area.

The level of a person’s performancein a particular endeavor de-
pends onhis or her aptitude for that activity, on the knowledge and
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skills that are relevant to that kind of endeavor, and on affective

characteristics that shape the ways in which the other characteristics

will be applied to the endeavor.

Assessing the Three Types of Characteristics

For most kinds of performance,it is likely that each dimension

might be assessed by several measures. Of the three dimensions,

knowledge and skills can probably be most easily measured in a

straightforward fashion. The subtests on standardized achievement

tests are intended to dothis in various subject areas.

Measuring aptitudes presents a moredifficult problem, since our

measures tend to confound aptitudes and specific kinds of learning.

For example, intelligence tests usually include vocabulary or some

other aspect of language development, which we would classify as

knowledge andskills.
Assessing affect presents additional problems because,at least in

some instances, we are trying to measure innerstates that often can

only be inferred from behavior.

Placing the Characteristics in Three Dimensions

In order to accommodate the interactive nature and the distribu-

tion of the three types of characteristics, a three-dimensional modelis

proposed. It can be visualized most simply as a equal-sided cube,

with right angles at all 8 corners. Aptitudes make upthevertical di-

mension, Specific Knowledge and Skills the horizontal dimension,

and Affective Characteristics the front-to-back (depth) dimension.

It is assumed that traits on each of the three dimensionsare dis-

tributed somewhatlike a normal cube. Sketched customarily, thereis

a zero point at the lowerleft front corner for all three dimensions of

the box. Thus, people can ‘‘score’’ anywhere from the bottom to the

top of the cube to show differences in Aptitude; anywhere from left

to right to show differences in mastery of Knowledge and Skills; and

anywhere from front to back to show differences in Affective Char-

acteristics. With the assumption about a normal frequencydistribu-

tion in each dimension approximates a ‘‘normal curve’’, the majority

of people would be found clustered around the middle on each di-

mension; taking all three dimensions into account simultaneously,

this would place them in a cluster in about the center of the cube and

becoming less closely clustered as they spreadin all directions from
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the center. People with extremely high or low ‘‘scores’’ would be

found at the extremes, especially near the corners of the cube. There-

fore, it is at (or near) the corners that we can start looking for people

that might be described as most ‘‘gifted,’’ either essentially one di-

mensionally or two dimensionally, or three dimensionally.

Possible Combinations of Characteristics

Extremely high levels of functioning considering only one dimen-

sion at a time, are represented by oneface of the cube: high Aptitude

by the top face; high levels of Knowledge and Skills by the right-hand

face; and high levels of Affective Characteristics, by the back face.

The corners of the cube represent the intersection of extreme

levels on each of the three dimensions. Considering each set of two

dimensionsat a time, on the top face, the first (top-back-left) corner
represents high levels on Aptitude and on Affect, but not on
Knowledge-and-Skills. The second (top-front-right) represents high
levels on Aptitude and on Knowledge-and-Skills, but not on Affect.
The third (top-left-front) corner represents a high level on Aptitude,
but not on Knowledge-and-Skills or on Affect. Finally the fourth
(top-right-back) corner represents high levels of functioning on all
three dimensions.

So far this only deals explicitly with the four corners of the top
face of the cube. In dealing explicitly, likewise, with the four other
corners of the bottom face of the cube, the bottom-right-front corner
would indicate persons who would be high on Knowledge-ana-skills,
but not on Affect nor on Aptitudes. In the bottom-right-back corner
the person would be high on Knowledge-ana-skills and on Affect,
but not on Aptitudes. The person at the bottom-left-back corner
would be high on Affect, but not on Knowledge-ana-skills nor on
and Aptitudes. Finally, all persons on theleft-front corner of the bot-
tom face would not be high but would be so low onall three
(Knowledge-and-skills, Affect, and Aptitudes) that accordingto this

scheme, none of them would ever even be considered for serious se-

lection in the gifted program.

These are just the extremes, of course. As we look at the corners

for illustrative purposes,let’s not forget that students could theoreti-

cally fall anywhere one-dimensionally along the 8 edges and any-

where two-dimensionally on each ofthe 6 sides of the cube those who

are predominantly three-dimensionally would fall within the cube
(i.e., inside the faces, edges, and corners of the cube.)
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Implications for Program Planning

Whatdoes each corner meanin termsof students’ characteristics?

Let’s take the student in the first corner above, who is high on

Aptitude and on Affect but low on Knowledge-ana-Skills? This stu-

dent has high potential which mayonly bepartially realized because

he/she is lacking in the necessary tools. His/her program would

have to emphasis, at least initially, the development of appropriate

tools in order for the student to be able to workat a level commensu-

rate with his/her Aptitude. First, this student may be overlooked in

programsfor the gifted; he/she may not be selected for a program

that places heavy emphasis on knowledgeandskills in the identifica-

tion process; or, if he/she is selected, the teacher may erroneously

assume that he/she has well-developed knowledge and skills and

wonderlater why he/sheisn’t performing well.

The second student showshighlevels of Aptitude and Knowledge

and Skills but not Affect. This student has the tools but lacks some

affective component, such as motivation. His/her program would

have to consider the affective dimension as a priority. Whether it

could be attacked directly or whether affect would change in a

desirable direction as attention is given to the other dimensions might

be determined as the student proceeds in the program.

The third student is high in Aptitude but low on both ofthe other

two dimensions. The complex interaction between Knowledge and

Skills and Affect may make it difficult to know where to begin.

should the student’s program concentrate on developing the Knowl-

edge and Skills he/she lacks, or would that frustrate the student?

Wouldit be better to begin by providing for the affective characteris-

tics by, for example, trying to increase motivation throughactivities

that utilize the student’s strengths?

Finally, let’s take the fourth student in the corner, where heis

high on all three dimensions—Aptitude, Knowledge-and-skills, and

Affect. That’s the kid every teacher wants! A program ofthis student

would be designed to allow him or her to explore the extent of

his/her potential. It would most likely be a program whichgives the

student a great deal of responsibility for determining his/her own

learning objectives, procedures, and products. (Similar logic would

follow for students on the bottom side of the cube.)

In developing a program for a gifted student, the teacher would

first look for one or more measures or indicators of characteristics

associated with each dimension. He/she would then assess the stu-
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dent’s level of functioning on the different measures or indicators in
order to determine wherethe student stood on each ofthe three di-
mensions of the cube. The assessments may be objectively obtained
through testing or subjectively determined through judgments ofbe-
havior or products.

Whateverthe form of assessment, students are not likely to fall as
neatly at the four corners of the cube as was the case with the ex-
amples given above. However, data on a student may showrelatively
high standing more on one dimension than on one or both of the
other dimensions, thus providing the teacher with a Starting point for
developing an educational program for this student.
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Educators are finding that the needs of a significant number of

students with superior artistic abilities cannot be met in regular

school art programs. One way of providing for these students had

been to develop special programsspecifically designed to provide ac-

celerated and intensive kinds of experiences. A good numberof these

programsfor the gifted/talented in the visual arts are already in op-

eration, and other programscontinue to be developed. In most pro-

grams, students are selected on the basis of one or a numberof iden-

tification and selection procedures. This study examined the

effectiveness of four identification procedures as predictors of suc-

cess in a gifted and talented studio-based art program at Purdue Uni-

versity. The effectiveness of the identification procedures used in the

Super Saturday Visual Arts Program (SSVAP) wasstudied among 29

kindergarten through twelfth grade students by examining the cor-

relation between the identification procedure scores and scores from

assessments of student products and progress.
Identification procedures utilized by gifted and talented pro-

grams, according to Clark and Zimmerman (1983 a & b), need to be

critically examined. The Super Saturday Visual Arts Program offered

on the West Lafayette campus of Purdue University, provided an ex-
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cellent opportunity to examinetheidentification procedures used ina
K-12 gifted/talented studio art program because it was quite typical
of many gifted/talented art programs for elementary and secondary
students in that it was offered as a supplementto regular schoolart
programs, was held outside of school time, was staffed by experi-
enced K-12 art teachers, and used a variety of identification proce-
dures.

All of the students that participated in the SSVAP were subjected
to the sameidentification procedures: (a) structured nomination; (b)
performance observation; (c) evaluation of a timed-work sample;
and (d) evaluation of an entry portfolio.

The structured nomination form examined in this study was the
Artistic Characteristics dimension of the Scalesfor Rating Behavioral
Characteristics of Superior Students (SRBCSS) (Renzulli et al.,
1976). Teachers and/or parents using this form were asked to rate
the frequencyoftheartistic behavioral characteristics observed in the
child.

The performance observation, a measure designed specifically for
the SSVAP,took place during a group studio session. While students
worked on a timed studio assignment, the SSVAPteachers observed
the way in which those studentsused art tools and materials; the stu-
dents’ deliberateness of planning, application, and execution; the
level of each student’s enthusiasm; and level of each student’s inde-
pendency or dependency on other students’ actions.

The product evaluations of students’ entry work included both an
evaluation of the timed-work sample produced during the perfor-
mance observation, and of an entry portfolio consisting of four origi-
nal drawings which prospective students were asked to bring with
them to the performance observation. The product evaluations of
students’ timed-work samples and entry portfolios were measures
designed specifically for the SSVAP.

For the purpose of evaluating the effectiveness of the identifica-
tion procedures used in the SSVAP,scores from the identification
procedures were comparedto scores from assessments of studentart
work and student progress reports. The assessments of student work
produced during the nine-week course were conducted by the SSVAP
teachers andbysix outside judges. The program teachers assessed the
students’ coursework portfolios and completed checklist progress
reports developed by the Purdue Gifted Education ResourceInstitute
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(Douglas, 1984). The six outside judges assessed the merit of the stu-

dents’ entry portfolios, timed-work samples, and coursework from

the third, fifth, and seventh weeks of class. The effectiveness of the

identification procedures as predictors of success was examined by

studying the correlation between the identification procedure scores

and scores from assessments of student products and progress.

Significant correlations were found between the SRBCSS Art

scale scores and scores from SSVAPteachers’ ratings of coursework

portfolios and outside judges’ ratings of seventh week coursework.

Significant correlations were also found between the performance

observation scores and the coursework portfolio scores, scores from

the student progress reports, and scores from seventh week course-

work. No significant correlations were found between either the

scores from the entry portfolios of the timed-work samples and the

scores from the coursework portfolios, student progress reports, or

seventh week coursework.

The data indicated that over a seven week period of time in the

SSVAP,the students’ studio art products, as assessed by the outside

judges, showed more concomitant variation with theinitial estimates

of students’ artistic behavioral characteristics. This indicates that es-

timates of students’ behavioral characteristics in art are not equiva-

lent to estimates of students’ early work (third and fifth weeks), but

are more in accordance with later work. This suggests that how stu-

dents develop under instruction assessments of their art products

conforms more closely to entry level estimates of their artistic be-

havioral characteristics.

Conclusions

The following conclusions appear reasonable from theresults of

this research.
1. Even though the SRBCSSArtscale and performance observa-

tion yield similar estimates of students’ behavioral characteristics in

art, and the timed-work sample and entry portfolio of drawings both

yield similar estimates of students’ demonstratedartistic abilities, the

lack of significant correlations between these two categories suggests
that estimates of students’ behavioral characteristics in art are not

equivalent to estimates of students’ demonstratedartistic ability as

manifested in their entry level art products.
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2. Art teachers who knowa student’s general andartistic abilities
will provide similar estimates of those abilities even when rating the
student’s performance on two different kind of rating instruments.

3. The SRBCSSArtscaleis a valid predictor of student success in
a gifted/talented studio art program.

4. The performance observation is also a valid predictor of stu-
dent success in a gifted/talented studio art program and may yield
better predictions of success than the SRBCSSArtscale.

5. Information regarding students’ artistic behavioral character-
istics, rather than entry product evaluations, may be the mostvalid
predictor of future artistic performance in K-12 studio based
gifted/talented art program.
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The many complex problemsof Africa and especially of Southern

Africa will only be solved in time if the best minds & personalities of

those communities are involved. This implies that every effort has

been or should be madeto identify as early as possible the actual,

known and potential ‘‘Leaders’’ in all strata of society and in all

spheres of life and to ensure they have been or will be provided with

the education and training to enable them to achieve somewhere near

their maximum potential as well-balanced personalities.

Because there has never been compulsory attendance at school for

Black pupils in South Africa about 50% of those attending school

have left or will leave after Std 2 or the 4th year of education. In ad-

dition the low standardof living and a lack of a Western cultural en-

vironment in many Black homes implies the need for ‘‘special educa-

tion’’ for many adults and children, both formal and informal.

Weare or should be looking for the top 3% of the population

whoarelikely to be ‘‘gifted and/or talented’’, not only intellectually

but in any sphere oflife, i.e., we are looking for the 600,000 Black

‘‘neople’’ or the 210,000 Black pupils / studentslikely to fall into that

group. Unfortunately at present there is no intelligence test for

Blacks but the Human Sciences Research Council hopes to have one
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printed in Zulu and Xhosa, similar to the WISCtest, by about July
1987 and one in Tswana by December 1987. This should help the
identification of pupils / students between the ages of 9-19. Efforts to
identify these ‘‘Children of Gold’’ should be madeinall strata of so-
ciety, especially in the very low income groupsandfortherebels, the

divergent thinkers, the under-achievers. Unless these children (espe-

cially the last 3 groups) are identified early and given challenging,
learning situations, one printed in Zulu and Xhosa, similar to the

WISC test, by about July 1987 and one in Tswana by December

1987. This should help the identification of pupils/students between

the ages of 9-19. Efforts to identify these ‘‘Children of Gold’’ should

be made in all strata of society, especially in the very low income

groups and for the rebels, the divergent thinkers, the under-

achievers. Unless these children (especially the last 3 groups) are iden-

tified early and given challenging, learning situations at home andat

school, they may become under-achievers, drop-outs and even
criminals.

There is much direct and indirect opposition by authorities ofall

kinds to the establishmentof an ‘‘Elite Group’’ who, I claim, should

receive special attention as is now given to the handicapped with

generous support, including the establishment of Special Schools and

the Appointment of Special Teachers.

But as Ruth Strang pointed out ‘‘. . . the danger of creating an

elite is not as serious as the danger of wasting human resources by

failing to help individuals make the most of their abilities.’’ Dr. J.

W.Gardner(“‘The Great Talent’”’ page 284) wrote ‘‘. . . in the condi-

tions of modernlife the rule is absolute: the race that does not value
trained intelligence is doomed’’.

About 15 years ago I arranged for the translation into Xhosa of 5

or 6 of my pamphlets of advice and information for parents and

teachers regarding the education ofall children but especially of their

‘Children of Gold’’. That project should be revived and extended to

include translations into the other main Black languages. The

assistance of the Private Sector, in their own interests, to ensure

enough top brains by the year 2000 should besolicited.

‘‘No problem is insurmountable: It just takes effort?’ (Mrs.

Constance Nkosi: the first Black woman to take and MBA in

South Africa: presently manageress, S A Permanent Building

Society: KWA XUMA: SOWETO: JOHANNESBURG)
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‘‘Faith can move mountains but only hard work can put tun-

nels through them’’. (Mr. G. Mosimanegape: Director, Consul-

tative Construction Co., Geneva: Switzerland.)

Possible Solutions to the Problems of Black Education in
South Africa:

1. Compulsory Attendance at School: This should be made com-

pulsory—voluntarily by the community—orlegally by the Depart-

ment of Education and Training for all Black Children, at least for

ages 5 to 15.

2. Reduction of Overcrowded Classes: By the appointment (and

so training) of additional Teachers instead of the erection of

buildings—at this stage. The fact remains that one school building

could accommodate at least two schools in each 24 hours. In Shang-

hai a number of buildings accommodate 3 or 4 schools in each 24

hours.

3. Emergency One Year Training of Adults: From the private

sector as teachers, as introduced after World WarII in Britain which

was an outstanding success, should be a priority. Their experiences in

the Real World (in which few Teacherslive) provided them with a

background which was of great value to their pupils.

4. Provision ofElectricity in all Urban andRural Schools: To en-

sure the admirable programmeson video, TV and Radio will be used

for efficient learning and teaching in all school and their pupils, espe-

cially in the rural areas. Overhead andslide projectors, 16 and 8 mm

films, computers as well as TV and radio will help to remedythe in-

adequate ‘‘cultural background’’ of many Black homes (p 13 Bar-

zun): Merely looking at a news programmeon TV,let alonelistening

to or looking at the other programmes, will do much to widen the

mental, social and emotional horizons of the present ‘‘electronic

equipmentilliterates’’ among the Black community.

5. Adequate use of School Buildings: At present nearly every

school building is in use only for about 6 hours a day: for 5 days a

week: for 200 days a year. The development of Community Schools

(the property of each person/taxpayer) using the many schoolbuild-
ings and roomsforat least 16 hours a day: for 7 days a week: for 360

days a year is imperative if we, the taxpayers, are to get value for

money. In USA someschools are open for 240 days a year for 8

hours a day, offering specialized training for the gifted and talented,
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most of whom welcome something constructive to do during the 3
months ‘‘holidays’’, The Community should be encouraged and
trained to use the school for many of its hobby/ social / charitable ac-
tivities. It is their property, paid for by taxes. The schoollibrary, kit-

chen, the gymnasium,the arts and craft rooms, classrooms and the

hall lie idle for many hours each day.

6. Provision of Special Schools, Specialist Teachers and ofFacil-

ities for the Gifted and Talented is Imperative: the provision of

Magnet Schools (offering specialist advanced teaching in one or two

subjects as well as other subjects); of Withdrawal classes from nearby

school; of from different classes ina school for an hour a dayorfor

one day a week, and enrichmentclasses and of special equipment, is

often required to assist in the identification process of these

‘“‘Children of Gold’’ and in providing the challenging, learning situa-

tion this group especially require. Special provision allowing for acce-

leration (the most effective system for the gifted to prevent frustra-

tion and under-achievement) and for early admission to Primary or

Pre-Primary schools should form part of the Departmental regula-

tions which should also allow for compilation of special syllabuses;

the appointment of Co-ordinators to work with the ordinary class or

subject teacher as an additional memberofstaff is imperative. Spe-

cial training should be available at Teachers’ Centres and Colleges of

Education of Teachers of the Gifted to ensure they can meetthe chal-

lenge of highly intelligent, intellectually-gifted pupils.

7. Provision of a Modern Industrial Cultural Background in

Most Black Homes: It is imperative that the Community be ‘‘edu-

cated’’ to realize the important part that parents (and especially

fathers) play and should playin all education, but especially in the

education of the Gifted and Talented who should form the Leaders

of the future. Provision of ‘‘cultural backgrounds’’ may have to be

provided by schools and‘‘After-Care‘‘ organizations using the facili-

ties available. Special staff may have to be appointed if teachers are

not always available in the ‘‘extended school year’’ to act in loco

parentis, and help to provide the background which most White

families take for granted, and which are essential for the gifted and

talented to prevent frustration and underachievement.

8. Adequate Provision ofLibraries: Science Laboratories: Books
of all Subjects: Stationery and Writing Equipment: Playing fields
and Equipment: As the aim of all education, but especially for the

gifted is, or should be, the development of a well-balanced person-
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ality who has been encouraged to achieve as near as possible to his in-

herent potential, it is imperative that the teachers —and pupils —say

to the Community ‘‘Give us the tools (all the points mentioned

above) and wewillfinish thejob (of educating ourfuture leadersfor

whom we should search).’’
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The fortunes of gifted children seem to be especially susceptible

to changing national moods. Three distinct wavesof gifted program-

ming have swept over the United States since 1957: Accelerated con-

tent programs, process programs, and student-centered programs

(Tannenbaum, 1983). Instead of overlapping like shingles and exist-

ing simultaneously, though, this story showsthat each existed, for a

time, as the dominant, monolithic model, only to be replaced by a

dominant, monolithic successor. The programs in the three waves

differed one from the other, but they were not differentiated: Only

seldom have gifted students had access to more than one kind of

gifted program at the same time andin the sameplace.

Programs for the gifted have again proliferated, as they did in the

Sputnik Era. A 1985 study sponsored by the Sid Richardson Founda-

tions (Cox, Daniel, & Boston, 1985) of all 16,000 American school

districts found that all who responded had some sort of program.

Less clear, though, is that these programs were appropriate for the

gifted students they were to serve. What makes a program appro-

priate for a particular gifted child, for gifted children as a discreet
educational population?
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This study sought to determine whether students in three sixth

grade programsbased on different models could describetheir learn-

ing needs in ways that were related to the literature on appropriate

strategies for teaching the gifted and whether they would be able to

describe models of their gifted ideal programs in ways that were not

limited by their experience in gifted programs. Affirmative answers

to these questions could help reveal ways of obtaining reliable and

valid data with which to plan programs which meet gifted students’

needs, determine whether any particular set of options is especially

appropriate for educating gifted students, and establish whether the

students themselves could participate helpfully and reasonablyin the

process of determining what is appropriate for them.

Current research strongly recommendsactively involving children

in setting and meeting educational goals. Although there has been a

great deal of study on schoolattitudes, none could be found that asks

gifted elementary youngsters to assess and make recommendations

on their own school experiences. An Educational Resources Informa-

tion Clearinghouse computer search listed 90,692 studies on the im-

pact of grouping, only 85 dealt with the impact of grouping ongifted

and talented children. Of the 43,217 studies on role conflict, school

attitudes, and quality of life of school children, only 23 dealt with

gifted and talented children. Indeed, we have one hundred thousand

studies of school aged children, but only 1% of them included

giftedness as a descriptor —even thoughthe gifted comprise 5-8% of

that population as a whole. The advanced verbal and reasoningskills

(Seagoe, 1974) that characterize academically gifted children suggest

that they more than other school aged populations could appro-

priately provide the type of self report data used in assessing student

attitudes.

The 57 (31 males and 26 females) subjects were asked to distin-

guish between two different programs, the programsthey werecur-

rently in (which they described by giving their perceptions of their

teachers’ goals for that program) and the programs they thought

would be ideal for them. They performed two Q-sorts using the same

40 statements, which were taken from thelist of 106 recommended

practices in educating and upbringing the gifted generated from text-
books on the gifted by the Knowledge Utilization Task Force of the
Council for Exceptional Children-Talented and Gifted Division

(Shore, Cornell, Robinson & Ward, 1986).
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Data analysis employing the computer program Concourse (Nes-

terenko & Wilson, 1980), which performsfactor analysis by extract-

ing centroids based on the Guilford-Laceycriterion, showed that the

subjects distinguished between their present and ideal gifted pro-

grams. It also showed that the students in each gifted program shared

similar views of the ways they thought their teachers perceived the

goals of the program.

Fight factors emerged, four from each condition of instruction.

All eight factors were different, with no significant correlations

among them. The factors accounted for the same numberof subjects

(43) in each condition, only two subjects did not load in either condi-

tion, and no subject was counted who loaded on morethan onefac-

tor per condition.

By analyzing the specific combinations of attitudes constituting

each of the factors that emerged when the subjects described their

ideal gifted program, this researcher recognized that each of the four

factors described one of the four major program models which have

constituted gifted education in the United States since 1957 and

named them accordingly: Advanced Content, Interest-Based, Cog-

nitive/ Affective, and Cognitive Styles.

In ranking statements about recommendedteachingstrategies for

gifted education taken from textbooksin the field (Shore, Cornell,

Robinson, & Ward, 1986) the students appeared to endorse as ‘‘ap-

propriate’’ several of the types of gifted programs that experts have

recommendedandthat the nation’s schools have provided (Marland,

1972; Cox, Daniel, & Boston, 1985). In the last thirty years, the focus

of ‘‘appropriate’’ programming for the gifted has moved from con-

tent to process to the student (Clark, 1983). Some of the subjects in

this study described an ideal program that matched eachof these pro-

gram types, but no one type predominated as an ideal.

Currently if students have access to any gifted program,its nature

is determined by the accidents of time and place, not by the actual,

diagnosed needs of its individual participants. Although gifted

children share some important characteristics and have some of the

same learning needs, the individual differences that also exist among

them (e.g. Rogers, 1986) mean that no monolithic system, which de-

livers the samethingto all students, can meetall those needs equally

well. The fact that even this relatively homogeneous sample of gifted

students produced four distinct ideal models does not support the
myth that one programfits all.
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American education hastraditionally focused on developing indi-

viduals. In keeping with this tradition, to serve individuals well, we

will have to base programsless on the changing national mood than

on the enduring characteristics of those individuals the programsare

to serve —thegifted.
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Project Success Enrichmentis a nationally-validated enrichment

program in language arts andart, whichis designed to enrich the edu-

cation of intellectually and creatively gifted and talented students.

Although JDRP approvedfor grades 4-6, it has also been field tested

in grades 2-8. The program provides students who have talent

and/or interest with an in-depth study into these specific content

areas. It allows students who have out-distanced their peers to be

challenged.

Special Features of the Program

— a unique, culturally fair, evaluation design which involves ac-

tual student products

— an identification procedure which is specific to the content

areas of language arts and art, that gives equal weight to stan-

dardized test assessment, teacher/parent recommendations,

samples of student work, and characteristics checklists to en-

sure that students with alternative learning styles are included.
— a curriculum which sequences and integrates content and think-

ing skills by using a specific process approach that has been

nationally-validated.
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— a training component and curriculum manual that encompasses

all phases of the program operation.

— elaboration, originality, problem-solving, and higher level

thinking are stressed, based on the research findings of Tor-

rance, Bloom, Williams, Meeker, Renzulli, Bogan and Sperry.

— the hands-on approach and cooperative learning methods en-

hance self-management and social interaction skills.

— the flexibility of the program allows curriculum to be used with

students of all abilities, including special education.

HAiistory

The need for an enrichment program became apparentin a small

school district, including two American Indiantribes, where students

were out-distancing their peers in certain content areas. The identifi-

cation procedures and subsequent program tookinto accountthedi-

versity of cultures to include all learning styles. The organizational

model was kept flexible so that the instructional strategies for con-

tent, process, and products could be implemented within a variety of

settings and budgets.
Curriculum, which was adapted and/or developed, focused on

decision-making, problem-solving, higher level thinking skills, and

creativity. In addition, self-management and social skills were em-

phasized throughout the curriculum structure, delivery, and method-

ology.
At the end ofthe first year, student growth in language arts

and/or art was evaluated by the comparison of pre and post student

samples using a panel of experts in writing and art from the local

businesses and the school community. Students who completed the

language arts and/orart program improved their prose and poetry or

drawing and painting skills as demonstrated bya statistically signifi-

cant proportion of their projects being rated as better than those of

control students (.05 level of significance).

Staffing and Delivery Systems

The minimum requirement for a pullout/resource room delivery
system is one full-time equivalent teacher-coordinator for each 20

hours of instruction per week. This allows the school or district to

offer 10 classes or sections per week. Regular classroom teachers,li-

brarians, para-professional (non-certificated) and community re-
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source staff may also be utilized to teach underthe direction and
guidance of the trained teacher-coordinator. Regular classroom,
pullout/resource staff may also be utilized to teach under the
direction and guidance of the trained teacher-coordinator. Regular
classroom, pullout/resource room,or cluster groups maybeused for
instruction. Participants may berelieved of regular classroom atten-
dance, or a teacher mayuse the curriculum for the wholeclass, set-
ting different expectations according to studentability levels.

Curriculum

The language arts curriculum includes four areas 1) Imagery:
similes, metaphors, and personfiications. 2) Vocabulary: descriptive
adjectives and word expansion, 3) Sentences: order, types, and 4)
Format: organization, theme. Upon mastery of these topics, learners
study various types of poetry and short story writing in-depth. Both
oral and written communication skills are stressed through various
teaching strategies. Sufficient curriculum materials are available for
four years of instruction, depending upon the delivery system
adopted and the grade and ability level of the students.

Language Arts Curriculum

The languagearts curriculum is embodied in units, each of which
includes: goals, objectives, learning activities, teacher strategies and
instructions, and student work samples. The units are listed below:
— Language Arts Introductory Unit - This unit includes: word ex-

pansion, sentence expansion, imagery, patterns in poetry, de-
scriptive paragraphs, fantasy, adventure, creating composition,
and rhyming poems.

— Language Arts Short Story Unit - This unit includes: narrative
biography, secret agents, story and poemstarters, grab bag ac-

tivities, author’s point of view, and interdisciplinary application
projects that focus on different styles of writing, i.e., historical
fiction and high fantasy.

— Language Arts Drafting, Editing, and Preserving Skills Unit -

This unit includes drafting activities to assist students in learn-

ing how to start and keep a continuous flow of words and
ideas. There are various techniques and questioning strategies

that assist the student in this process which builds perception
and analysis abilities. There are activities that can be usedsi-
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multaneously with the introductory unit and later with the

other in-depth study units. There are definitions of writing and

literature skills and questioning strategies that can be used

when editing different pieces of writing, as well as a punctua-

tion handbook for student use at all times.

— Language Art Literary Analysis Unit - This unit contains work-

sheets that can be used with all of the Newbery Award winning

books. There are definition sheets and activities that present

the elements of literature (theme, plot, characterization, set-

ting, anti-climax, and climax, etc.) and activities that facilitate

the analysis of literary works using the elements and the forms

of expression that can be used to present the conclusions drawn

from the analysis. The analysis process can be used with any

literary work as well as the pieces listed, and lendsitself to ap-

plication and integration into other disciplines.

Art Curriculum

The art curriculum emphasizes drawing, painting, and claywork.

After completing skill awareness andskill acquisition activities, stu-

dents embark on individual projects. The art curriculum is dis-

seminated in units as follows:
— Art Curriculum Drawing Unit - This covers line, three dimen-

sionality, composition, shading, detail, and proportion. Pen

and ink, pencil, felt pen, charcoal, crayons, and colored chalk

are the media topics covered.

— Art Curriculum Painting Unit - This unit covers: color, dark

and light (value and intensity), theory, pattern, texture, bal-

ance, and composition. Watercolor, tempra, and oils are media

topics included in this unit.

— Art Curriculum Claywork and Sculpture Unit - Topics include:

pinch method, wedging clay, coil method, clay figures, pottery,

sculpture, decoration, throwing a pot, making a pitcher, mak-

ing a lid, and kiln firing.

All units include extended activities that integrate other disci-

plines.
The qualities that make Project Success Enrichment unique are

the curriculum sequence and integrated process approach. These-

quential steps are described in the different skill levels of the learning

hierarchy:
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— Skill Awareness - Students are first introduced to content.
— Skill Acquisition - Students learn concepts and principles that

relate to the content.
— Skill Mastery - Students practice, polish, and display their

skills.

— Skill Application - Students evaluate their own work and that
of others.

— Skill Sharing - Students demonstrate or introducetheir skills to
others.

Further information may beobtained by writing to the author of
the paper or by phoning (206) 325-5418.
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California has been a wellspring of gifted education for the

United States of America and the World. California has shared

research findings, generative ideas, and practical guidelines. As a

result, other states and nations have benefited from: research-based

programming of pupils; taxonomic approaches for improving higher

intellectual skills; observation /demonstration centers; and adminis-

trative structures for assuring valid and reliable identification; appro-

priate placement in a range of program options; and qualitatively dif-

ferent and uniquely appropriate education.

Having attained a degree of eminencein researching, identifying

and serving gifted children, one would assumecontinuing leadership

and support from California. This is not the case. Deterioration is

evident. The Gifted and Talented Education program is in jeopardy.

It could be terminated in 1988!
Choked by the insensitivity of legislators; the lack of genuine

commitment (which means follow-through support) by state offi-

1. Prior to March 1989 (1961-1987), he served as the Gifted Education Consultant and Fed-

eral Project Director for the state of California and assistant Chairman of the 2nd World Con-

ference in San Francisco, California, USA.
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cials; restrictions of a stultifying bureaucracy; and hedonistic priori-
ties of society, gifted and talented education in California no longer
has the force, the quality, and the promise that it once had. In this
presentation, I will:

1. Identify factors which have contributed to the rise of gifted
and talented education programsin California from 1960-1987;

2. Identify factors which are contributing to the demise of such
programs; and

3. Describe what can be doneto transform the California Gifted
and Talented Program so that it can again be a majorforcein devel-
oping extraordinary intellectual, academic, high-achievement, crea-
tive, leadership, and performing and visual arts ability—demon-
strated and potential!

I will focus my remarks oncrucial factors affecting gifted educa-
tion in California during the tenure of four superintendents of public
instruction: Dr. Roy Simpson (1950-1962); Dr. Max Rafferty (1963-
1971); Dr. Wilson Riles (1972-1984); and Mr. Bill Honig (1985-
today). Assisting this messages with their own presentations on
school district-level problems and solutions are four prominent Cali-
fornia educators:

1. Robert Swain, Director of the Second World Conference on
Gifted and Talented Children and former Gifted Program Director
in the San Juan Unified School District —a school district which in
recent years had 65 elementary schools, 10 intermediate schools, and
11 high schools, all with 5,000 participating gifted students. Mr.
Swain was also president of the California Association for the
Gifted.

2. Fay Fintel, Resource Teacher in the San Diego Unified School
District and leader in both the Association for San Diego Educators
of the Gifted and the California Association for the Gifted. San
Diego is nationally recognized for outstanding program provisions
and careful assessment of the gifted since 1950. Today 6,000 pupils

participate. Three exemplary features are exemplary programming

for highly gifted students, a ‘‘Structure of Intellect’’ scchool, and

comprehensive staff development.

3. Bruce De Vries, former Gifted Program Director in the Ukiah

Unified School District. Mr. De Vries also served as a president of

the California Association for the Gifted. This year, his Yokayo

School was one of the few schools which received an award of Excel-
lence from the California State Department of Education.
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4. Joan Estin, is a teacher in the Gilmore intermediate Schoolin

a rural, mountainous, gold-mining area of California. Her promi-

nence is evident in the quality and depth of thinking and moral and

ethical development of her students.

It is evident in the high esteem with which sheis held by parents

and other members of the Grass Valley and Nevada City Com-

munities.

A gifted child in California is an individual whose capacity for ex-

cellence is far beyond chronological peers —and whose extraordinary

abilities require special activities and services. The program grew

from 38,000 pupils in 188 school districts with $1.3 million of fund-

ing in 1961 to 220,000 pupils in 428 schooldistricts with $22 million
of funding for 1987-88. The gifted and talented pupils in 428 of the

1024 California public school districts comprise 5% of the statewide

K-12 enrollment.

From the monumental Standford University research of Lewis

Terman (1919-today) and from the practical experience of schooldis-

tricts throughout California, have come a wealth ofinsights, guide-

lines, and products for assuring excellence in education. But we must

note that the title of this presentation contains the word, ‘‘demise’”’as

well as ‘‘rise.’’ Demise might seem to be too harsh a wordto persons

who knowthat only 3-5 schooldistricts drop out of the gifted andtal-

ented program each year and that the governor did not eliminate

Gate from the 1987-88. Notwithstanding these facts, current funding

is inadequate. The Gate program is in jeopardy! I should point out

that ‘‘demise’’ refers not only to the conceptual shell; it also refers to

the substance, the essence of excellence. What we are witnessing is a

lessening of uniqueness, of quality, of substance, of excellence, and

of accountability.

Three interrelated factors causing the demise of gifted and tal-

ented education in California are: (1) inadequate funding,(2) loss of

accountability, and (3) reductions in programming.

Funding

Recommendations based upon the legislatively financed 3-year

study, ‘‘Educational Programs for Gifted Pupils,’’ (1957-1960), —of

special grouping, acceleration, and enrichment-in-regular-class pro-

grams —supported additional annual per-pupil funding of $250. Of

that amount $40 wasto have been used foridentification, the cost of
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administering of a Stanford Binet individual intelligence test and of
preparing a case study. During the first 5 years of the California
Gifted Program, a per pupil support level of only $40 was available
for both identification and program costs. Gradually that amountin-
creased to $100 for 1987-88.

Last year I called the Federal Reserve Bank in San Francisco and
asked for the 1986 value of a 1960 dollar and learned that it was $3.69
Thus the 1987-88 additional per pupil funding of $100 per year is
equivalent to only $27 in 1960 funding —at a time when the funding
should have been $250 but was actually $40.

No wonder school districts with limited local resources have
opted for the least expensive and often times the least adequate
means of identifying and serving the gifted. Yet the Legislature in
1980 called upon school districts to expand both the identification
procedures and programming, adding the program categories of
creativity, leadership, and the performing and visual arts.

U.S. Census Statistics show that an eighteen year old male in 1979
would have a projected additional life income in the United States of

$440,000 if he completed 5 years of university work instead of com-
pleting 4 years of high school. Because the amount would be added
income, we might assume a modest 25%tax, resulting in $110,000 of
additional tax revenue for the federal government.

If we divide the $110,000 by 13 years of public school, we show
that the additional tax revenue is equivalent to $8,461 for each year
of public school. Thus the gifted who are presumed to be the ones
taking a fifth year of university work generate revenue whichis twice
the amountof the annualper-pupil cost of schooling. In other words,
the gifted who are challenged to take graduate work, on the average,
more than pay for their schooling.

Accountability

The considerable loss of accountability since 1980 is attributable

to the loss of school property-tax revenue to schooldistricts resulting

from a state-wide tax reform ballot initiative. As a result of reduced

funding, school districts: (1) eliminated Gate coordinatorpositions,

(2) assigned Gate responsibilities to already overly burdeneddirectors

of special education, or (3) added duties to Gate coordinators. Ann
Lord, an outstanding Gate coordinator who had an excellent multi-

option program [and observation/demonstration center] for 4,000

gifted children in Fremont, California, was madetheprincipal of two
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school in addition to full-time Gate responsibilities . . . for identifi-

cation, curriculum development, program management, inservice ed-

ucation, budgetary control, and involvement of parents.

In recent years I have conducted State Department of Education

reviews of gifted and talented education programs and in some

school districts found:

1. Invalid identification

2. Inappropriate placement of students in program options.

3. Failure to adhere to standards for assuring uniquely appro-

priate learning experiences to meet unmet needs.

4. Improper us of State Funds.

5. Failure to involve parents as required in planning, implement-

ing, and evaluating gifted and talented programs.

6. Little attention to comprehensive evaluation.

Reduction in Programming

A reduction of programmingis also evident. Noted especially are

a reduction of program options, categories of children served, and of

counseling.

Other factors contributing to the deterioration and demise of

Gate programsare:

1. Stultifying restrictions on the leadership of State Department

of Education personnel;

2. Lack of commitment by elected officials;

3. Contests for power and position by legislators, the governor,

and the State Superintendent of Public instruction;

4. Suppressive attitudes and action of parents whose children

were not identified as gifted and talented; and

5. Clique (small group) control of professional organizations and

parent groups.

Four other factors are:

6. The syphoning off of potential funding by already overlyfi-

nanced, sometimes wasteful, and often unaccountable programs for

the handicapped and economically disadvantaged children;
7. Failure to identify and serve the gifted and talented within the

disadvantaged, handicapped, and ethnic-minority populations.

8. Professional educators who fail to support qualitatively dif-

ferent and uniquely appropriate education of the education of the
gifted and talented; and
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9. Failure of Gate educators to convince 95% of the population
that their future, to a large extent, depends upontheir supporting
special learning opportunities for children whose developed analyti-
cal, innovative, and entrepreneurial talent and conceptual and tech-

nological breakthroughswill assure a growing economyand guaran-
tee a high quality of life for all persons.

California State Department of Education (SDE) Action
Contributing to the Rise and Demise of the Essence of
Excellence Inherent in and Promulgated by Gifted and
Talented Education:

Actions andattitudes of California State Department personnel

have contributed both to the rise and to the demiseof gifted andtal-

ented programs in California.

In 1961, State Superintendent of Public Instruction, Dr. Roy

Simpson published the foundational three-year research study (1957-

1960) ‘“‘Educational Programs for Gifted Pupils’’ directed by Dr.

Ruth Martinson—a study which provided evidence needed to pass

legislation to establish the California Mentally Gifted Minor Pro-

gram (1961-1979)—and to convincelegislative committees in many

of the 44 states currently with gifted programs that it was in the in-

terest of their states to support uniquely appropriate learning oppor-

tunities for gifted children.

During the tenure of Dr. Simpson’s successor,, Dr. Max Raf-

ferty, California Mentally Gifted Minor state consultants were in-

strumental in creating a national Council of State Directors of Pro-

grams for the Gifted and in helping to promote gifted and talented

education throughout the United States. Academic excellence was

applauded and furthered. A three-year U.S. Office of Education

‘‘Cooperative Research Grant’’ to California madeit possible to de-

velop and demonstrate the respective value of acceleration, enrich-

ment, counseling /instructional, and special-class program options.

Before becoming Superintendent of Public Instruction, and only

a few years after the start of the California Mentally Gifted Minor

Program, Dr. Wilson Riles informed methat ‘‘The Dayof the Gifted

has passed and that it was time now forthe disadvantaged.’’ I should

have challenged that statement by asking ‘‘What about the extraordi-
nary and largely untapped poolof gifted that has yet to be identified

within the disadvantaged population?’’ Unfortunately, Dr. Riles at-

tention was so riveted upon bringing poor black and Hispanic chil-
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dren up to average performancethatlittle time and attention was

directed to the gifted. During his tenure, we did establish procedures

for overcoming discrepancies existing in ethnic group participation in

the MGM program andthe Gate program. Dr. Riles, however, bears

the responsibility for not using the State Compensatory Education

Plan to advance excellence for ethnic minorities and disadvantaged

pupils, for the main, beyond the mean.It is interesting to note that

the first year of the Compensatory Education program, that

$40/ gifted pupil had to suffice for both the costs of identification

and additional programming.

At that time, it cost $40 to do a Standford Binetintelligence Scale
and to prepare a case study. At that time the Title I Compensatory

Education Program spent $150/disadvantaged child for the case

study alone.
The current superintendent of public instruction, Mr. Bill Honig

has pushed for quality indicators in all curriculum areas. Gifted and

Talented is seen as a way of upgrading the upper 25% of the school

population.

Myoverall impression is that California’s politically motivated

state superintendents of public instruction care mainly aboutthe vote

potential of 95% of the population. Little attention is given to the

gifted.

California State Department of Education
Impediments to Leadership of the Gifted and Talented
Education Unit Include:

1. Eclipsing Gate with priorities given to ethnic minorities, to

poor persons, and to mentally and physically handicapped persons.

2. Appointing Gate unit managers who have little or no back-

ground in Gifted and Talented Education.

3. Providing insufficient secretarial support for the consultants

to do assigned responsibilities.

4. Reducing travel allotments to the point that it was impossible

to provide statewide leadership; attend regional meetings; conduct
inservice education; investigate complaints; and train local coordina-

tors and program reviewers.

5. Frequently changing the location of the Gate unit adminis-

tratively within the SDE and within buildings which housestate per-

sonnel.
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6. Without prior discussion, reassigning Gate consultants to

other units in the SDE andto field work. At one time I was assigned

to a field team while I was managing 2 federal projects in addition to

doing my regular state work. On another occasion mysecretary in-

formed me, ‘‘By the way, you are now a migrant education consul-

tant.’’ Fortunately, higher officials reversed these decisions.

7. When the total Department budget was $42 million, we were
told that a $400 amount was not available to mail Gifted and Tal-
ented Education applications which were needed by 428 school dis-

tricts serving 220,000 gifted students in order to qualify for $21 mil-

lion in state funds.

State Department of Education Support:

As a balance to comments on a stultifying bureaucracy, I should

hasten to add that there are manyvery able and supportive persons in

the state who have cooperated overthe years. These persons contrib-

uted immeasurably to the rise of Gifted and Talented Education.It

should be noted that the California State Department of Education

providedthe structure and support for the foundational 3-year study

whichresulted in research data needed to convincelegislators to fund

mentally gifted minor programs.

State-Department-of-Education officials, including Dr. Max Raf-

ferty, made possible early trips to Washington D.C. —trips which

resulted in the formation of the Council of State Directors of Pro-

grams for the Gifted and which during a 20-year period brought$1.3

million federal development funds to California. The State Depart-

ment of Education served as a statewide platform for initiating new

ideas.

The mantle of officialdom provided access to and acceptance by

parent groups and professional organizations. It made possible the

evaluation of local programsandresultant (1) adherence to standards

for identifying pupils and conducting qualitatively different and

uniquely appropriate gifted and talented programs (2) use of state

funds for improving the teaching staff, and (3) involvement of

parents in planning, implementing, and evaluation Gate programs.

Importantly, the Department did approve of my initiating,

writing, and administering eight federal grants totaling $1.3 million.
These grants werecritical factors in the rise and eminence of gifted

education in California. They:
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1. Demonstrated, developed, and validated program options:ac-

celeration, enrichment, special class, counseling instructional pro-

grams, and special classes;

2. Produced a state framework, 30 curriculum guides, films and

filmstrips;

3. Trained 10,000 teachers through regional inservice education;

4. Established a 3-year regional resource center;

5. Integrated intellectual and creative skill development in

parents, teachers, and pupils;

6. Established life-oriented counseling programs;

7. Assisted in the transition from the mentally gifted minorto the

more broadly based Gate program;

8. Helped districts with comprehensive program development.

Regional directors of aspects of these federal projects were later

fused into a SDE State Assistance Team.

Team members continue to respond to innumerable referrals for

service to neighboring school districts—services which the under-

staffed and underbudgeted SDE Gifted and Talented Unit is unable

to render.

Also, I should note that is 1971, at a crucial hearing conducted by

members of the State Department of Finance, the Deputy Superin-

tendent of Public Instruction, Dr. Tom Shellhammer,stated that the

Mentally Gifted Minor Program was probably the most accountable

program in the State Department of Education.

Sunsetting Gate

During the past 7 years, categorical programs (including Gate)

were assigned dates when they would terminate (sunset) if further ac-

tion were not taken by thestate legislature. Presumably data would

be gathered before the sunset date to either establish the need for

such programsor provide reasons whythey should be terminated. An

independent 3-year, legislatively financed research study by the RMC

Corporation (1980-1983) and the June, 1986 report to the Legislature

by the Sunset Review Advisory Committee III clearly established the

need for the Gate program. Membership of the Advisory Committee

III was made up of 6 person appointed by the Governor; 3 members

appointed by the Speaker of the Assembly;and 3 members appointed

by the President pro Tempore of the Senate. The executive summary

contains this statement:
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‘Once a national leader in the education of the gifted and tal-

ented, California now ranks twenty-first in its pupil expendi-

tures among the states that offer gifted programs. The com-

bined federal and state budget for Special Education in 1985-86

for California [for approximately 330,000 students] was

$1, 142,000,000.

By comparison, gifted programs [for approximately 220,000

students] receive no federal support and the total 1985-86 ex-

penditure for Gate was only $20,000,000. Ninety-six districts
are on the waiting list for inclusion in the program and for a

portion of the allocations. Many other districts have become

too discouraged to apply. This has resulted in a significant

number of qualified students remaining both unidentified and

unserved.”’

The Sunset III Advisory Committee Recommended:

1. That the Gate program not be terminated;

2. That it be mandated;

3. That it be fully funded;

4. That California make a commitment to regain it’s national

and world leadership in gifted and talented education;

5. That institutions of higher education be required to offer Gate

related courses at the pre-service and graduatelevel;

6. That the State Department of Education unit be adequately

staffed and funded;

7. That wherever possible, homogeneous groups for Gate stu-

dents should be provided;

8. That research should be conducted to improve junior high

school and high school Gate programs.

Despite laudatory findings and recommendation by RMC and the

Sunset Committee, no significant leadership stance by the Governor,

by the legislature, or by the Superintendent of Public Instruction

assures the future and suggests steps to prevent the gradual demise of

the California Gifted and Talented Education Program.

Experience has taught us that evaluation efforts initiated, sup-

ported, and carried out by established units of State Government are
not always what they appear to be, that is, are not always honest

means of gathering needed data for an impartial assessment. Some-

time they are means of postponing necessary funding, and of de-

stroying a program.
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RECAPITULATION

Rise of Gifted and Talented Education:

The rise of gifted and talented education to an established place in

California public school educationis attributable to evident needs of

individuals, society, to available resources for meeting needs, and to

individuals and agencies, and parent and professional organizations

which use these resources to achieve educational and societal objec-

tives.

Demise of Gifted and Talented Education:

The demise of gifted and talented education is caused by:

1. A funding base that is inadequate to provide high quality,

valid, and fully accountable programs;

2. Lack of experience and efficient management;

3. Asense of egalitarianism that pervades America;

4. Negative attitudes of parents whose children did not qualify

for Gate, of certain elected officials,of regular classroom teachers,

and of unsympathetic or politically oriented administrators;

5. Other priorities by legislature and state superintendents of

public instruction —which divert attention and support away from

the needs of the gifted and talented and away from gifted and tal-

ented education.

WHAT CAN BE DONE?

Ideas for Dealing Effectively with Factors Which

Threaten Gifted and Talented Education:

First of all, a starting point certainly would be to implement each

of the recommendations of the Sunset Advisor III Committee:

—Mandate Gifted and Talented Education for all of the 1024

public schools districts;

—Fully fund the program so that it can achieve its high goals

and benefit individuals and society

—Require universities and four year colleges to offer related

teacher pre-service and graduate courses;

—Whenever possible, provide homogeneous grouping and spe

cial class options
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—Conduct research on how to improve junior-high-school and
high school Gate programs.

Second, Get Gifted Education on the agendaof:
—The U.S. Governors’ annual Conference;
—The Council of Chief of State School Officers;
—Professional Associations such as: College and University

Presidents, Academic Deans, School Administrators, Na-
tional Educational Association, Subject-Content Associations
(i.e. Social Studies), and the National Association of State
Boards of Education, and

—The United States Chamber of Commerce.
Third: Establish an advocacy grid to reach all leaders and

memberin the Congress and state legislature—andall agencies and
organizations which could further excellence in Gifted and Talented
Education.

Fourth: Begin the process of reconceptualizing and re-designing
Gifted Education to makeit truly responsive to national andstate
needs and priorities and to the needs of gifted children.

Fifth: Join with other states and nations in a multi-national world
effort to assure excellence in government and in the Human Condi-
tion.

These actions should: Stem the tide of deteriorating Gate pro-
grams. These actions should bring us together in greater understand-
ing of and harmonywith ournatural world and fellow human beings.

These actions should identify and optimally develop extraordi-
nary Human Beings. These actions should negate the demise, the ces-
sation; they should assurethe rise of the Gifted and Talented Educa-
tion.

To date, the California Legislature and the Governor of Califor-
nia have not acted upon the findings and recommendationsof the
RMC3-year study (1980-83) and of the Sunset Advisory Committee
ITT (1986).

State support for public schools Gate programsis scheduled to
terminate in 1988.

The Clock is Ticking!!!

“torial Note: The budget for the Gifted Program in one New England
“our nation dropped from 600,000 in the 1988 school year to zero (0)

. ‘89 school year.
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In 1972, the report to the United States Congress stated:

Weare increasingly being stripped of the comfortable notion

that a bright mind will make its own way. On the contrary, in-

tellectual and creative talent cannot survive educational neglect

and apathy (Marland,p.1).

This was a view shared and echoed in Australia, with comments

added that such talented persons are often easy to ignore or are con-

sidered a threat rather than a valuable resource.

With those words in mind,it is startling to realize beginning in

1985 that for the last two years in Australia, the gifted and talented

area of education (although earlier recognized), is no longer regarded

as what is termed a ‘‘Project of National Significance’’ for special

funding from the Commonwealth Government. At a time when as a

nation weare desperate for solutions to the problemswhichbesetus,
problems which can only be solved by excellence in manyforms, our

nation no longer regards the gifted as having national significance.

This does not mean, however, that we have solved the problems of

educational disadvantage which have motivated, and still motivate,

advocates whostrive to improve provisions for the gifted. Ratherit is
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an indication of the extent to which gifted and talented children in
Australia have been sacrificed on the altar of two ideologies—quality
and equality. Educational promiseis unfortunately all too often built
uponthefragile, shallow promises of politicians so that just when the
longed for and fought for goals appearto beatlast realized, all has
soon proved to beillusion. This paper will attempt to trace some of
the factors which have led to the present situation which is so dif-
ferent from that brief optimism period of four years through which
we had just come andthen for the last two years we have been im-
mersed in negative debates andfrustration.

Australia has passed through several phases ofinterest and activ-
ity in gifted education, with the last phase of interest Starting to
emerge in the second half of the 1970’s. For the first half of the
1970’s, there was considerable emphasis on the disadvantaged and
the handicapped andthis wasaccepted bytheelectorate as being just
and equitable. However, the continuing neglect of the gifted during
this time of particular positive emphasis on special education but not
on the gifted and talented led to concerns being expressed as to the
justice of these new funded programsin the 70’s.

By 1979 growing concern was expressed by parents and teachers
and by the international movement which had seen the holding of
two (1975 and 1979) World Conferences and the sound formation of
the World Council for Gifted and Talented Children Overseeing such
conferences, the Schools Commission and Educational Agencyof the
Commonwealth Government of Australia, was stirred to action. The
Commission invited Miriam Goldberg to Australia. In 1980, they
published her report on hervisit, which had stimulated considerable
interest and activity in gifted education. So the commission invited
her to return. Also in 1980, the commission published a discussion
paper, Zhe Education of Gifted Students and distributed this widely
for comment and reaction. Following the return visit by Dr.
Goldberg who analyzed gifted education in Australia and who made
some comparisons with the United States, her 1981 book on Issuesin
the Education of Gifted and Talented Children in Australia and the
United States, made a major contribution to gifted education in Aus-
tralia.

That same year, the Schools Commission established a special
Advisory Group on the Education of Gifted and Talented Children.
Later in the year, the commission organized a 1981 National Seminar
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in Melbourne at which a small group of representative people dis-

cussed majorissues in gifted education. Theresults of this 1981 semi-

nar was published by the commission.

In 1982, the Schools Commission established within its funding

program

a

section termed ‘‘Projects of National Significance.”’ This

enabled a numberofinitiatives in gifted education to receive special

grants during that year and for someyears after. The following year

saw a second National Seminar sponsored by the commission and

then in August of that year, the first (1982) National Conference on

Gifted and Talented Children was held in Melbourne with some fi-

nancial support coming from the Commission. This conference,

which drew an attendance of 450 participants from every state and

territory in Australia, was to lay the foundation for a national associ-

ation.

In 1984, the Schools Commission continued its encouragementof

discussion and action in gifted education with a National workshop.

However, it is important to note that this workshop focused on

populations of gifted and talented children with special needs. The

special groups discussed at this workshop were: low socio-economic

groups, aborigines, girls, the isolated, ethnic groups, and the dis-

abled. It is these groups which became and have remained for the

most part the major areas for attention in all educational policies of

the Australian Government. This is clearly reflected in the 1987 pub-

lication by the Commonwealth Schools Commission, In the National

Interest: Secondary Education and Youth Policy in Australia in

which the special groups referred to above are given recognition in

the report but the gifted and talented are not. It would therefore

seem that gifted and talented secondary students and youthare not in

the Australian National Interest!

This special and narrowing focus of the Commission was becom-

ing increasingly evident. By the end of 1984, funds requested were

not madeavailable to provide support for a second National Confer-

ence.
In October, 1985, the Senate of the Australian Governmentre-

quested its Standing Committee of gifted and talented children. Un-

fortunately while this positive step calling for an inquiry occurred,it

is also in 1985 that the Schools Commission recommendedthat the

education of the gifted and talented should no longer be an element

in the Projects of National Significance.
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The Commission considers that it has achievedits Original ob-
jectives of fostering and stimulating activity, debate and in-
terest in the needs of gifted and talented students. This, to-
gether with the need to address current priority areas in educa-
tion, for example, Aboriginal education, the education of girls,
participation and equity, basic learning in the junior primary
years and the education of disabled students, led the Commis-
sion to recommendthat the element in the Projects of National
Significance Program for the education of the gifted andtal-
ented should be discontinued after 1985. (Schools Commission,
July 1986, p. 4).

It is important to understand the extent of funding for gifted and
talented projects for one year under this scheme. A total of
$1,372,744 was expended on Projects of National Significance and of
this amount, a total of $74,359 was allocated to projects for the
gifted and talented. For only a four year period, during which the
gifted were deemed to be of national significance and were funded,
the total spent on this area was $400,000.

It would seem (andit certainly seemedto us at that time) that this
initial legislative direction was intended to be a more permanent mat-
ter (than only for four years) than the Commission now considersit
to be. The Schools Commission is a Government bodyandit is re-
sponsive to the ideological stances of whatever political party holds
power. It is clear from the recent reports and the actions of both the
commission and the Governmentthat the gifted have returned to that
state of disfavor from which they had but recently emerged.

However, there was a widespread belief that gifted programs
were undemocratic and resulted in special consideration for an
elite group, one that was already advantaged. This egalitarian
outlook was reflected in the generally negative stance of
teachers, administrators and the community to the education of
gifted children (Bragett, 1985a, p. 33).

This view is reflected in Goldberg’s earlier analysis of provisions
for the gifted. Indeed, Goldberg titled an important section of her
report, ‘‘Egalitarianism and Excellence—Ambivalent Attitudes’’. In
this section, Goldberg notes that in her first visit the major concern
she encountered was ‘‘a variously articulated fear that special atten-

tion to the gifted represents a form ofelitism’’ (Goldberg, 1981, p.

8). On her return visit, Goldberg found the same problem for ‘‘Even
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currently, despite increased efforts on behalf of educating

gifted/talented students, the specter of elitism continues to haunt

Australian educators’? (Goldberg, 1981, p. 10). Goldberg observed

that this fear of elitism did not exist in the talented in music, dance or

drama but seemed to be focused on particular forms of

giftedness—namely on intellectually or academically gifted. An Aus-

tralian leader wrote that:

Special provision for intellectually talented children is clearly

contentious...(Beazley, 1984, p. 313).

Whyis there this concern that special provision for the gifted will

be elitist, undemocratic, unegalitarian? Does the concern stem from

our national roots as somewriters would suggest? Russell Wardin his

study, The Australian Legend considersthis egalitarian attitude to be

an important part of the Australian national characterand links in

back to various stages in the colonization and development of Aus-

tralia. He sees egalitarianism being partly a product of the convict

system. He also sees egalitarianism reflected in the attitudes of the

colonial working man,of the workers on the outback properties, and

of the diggers on the gold-fields where ‘‘the diggings were also a

forcing-ground for two othertraits already noted as being typical of

the outback Australian wayof life: adaptability and egalitarian inde-

pendence’”’ (Ward, 1958, p. 41).

Of the bushmenor farmersofthe later stages of national develop-

ment, Ward claimed that they exhibited ‘‘perhaps more manlyclearly

than his forerunners that manly independence whose obverse side

wasa levelling, egalitarian collectivism’? (Ward, 1958, p. 180).

For White, (1951, p. 76), this national character is a myth created

by an interpretation of Australian history to reinforce and develop a

view that was extremely important forth ideology of the Left.

Whateverthe reality in terms of whether or not thereis a typical

Australian and whether or not that typical Australian is one who

holds an egalitarian view of society, the goals of the gifted andtal-

ented certainly provoke opposition to the firmly based egalitarian

views of education.

By 1984, an important shift was occurring in the Commission’s

thinking toward the broadening of the concept ofgiftedness, an idea

gaining popularity in Australia.

Proponents of this expanded approachrefer to the notionofgifts

and talents, calling on teachersto foster all gifts and talents to poten-
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tial level. This democratic ideal is somewhat akin to providing for an
extended rangeof individual differences in the classroom andto nur-
turing any display of excellence within a supportive environment
(Braggett, 1985b, p. 2).

The statement is important because it contains those key phrases
such as ‘‘democratic ideal’’ and ‘‘excellence.’’ It his here we find an
important referenceto gifts and talents rather than to the gifted and
talented. Braggett (1985b, p. 9) justifies the use of “gifts and talents’’
on the groundsthat ‘‘Australian educators . . . are more likely to ac-
cept the notion of gifts.and talents in many children rather than
giftedness per se.’’ Later he suggests that ‘‘It would appeardesirable
to drop the gifted tag and to stress the cultivation of excellence’?
(Braggett, 1985b, p. 17). Subsequent reports on excellence in educa-
tion indicate that when that term is used, the gifted are ignored and
the shift has been to equality of opportunity and to equality of out-
comes!

This trend is disturbing becauseit reflects the extent to which the
gifted movement had comefull circle. The task of catering for the
gifted, which was difficult enough whenthe groupto which the term
was applied was small, is now increased dramatically to include all
children. It can only then be expected that the teacherwill “*try’’ to
foster these gifts and talents. Perhaps when the task proves once
again too overwhelming, another phase of enthusiasm for the gifted
will begin.

The principle of equality of opportunity is that young people
should have equal opportunities to develop their full intellectual,
physical and aesthetic potentials and to participate in the economic
and social life of the nation regardless of the circumstances. It has
been argued, education should contribute to equalizing such out-
comes across groups of people (Schools Commission, April, 1984, p.
117).

A commitment to equity places a particular responsibility on the
commonwealth to protect the entitlement of children across the na-
tion to a quality education ... particulary in relation to students
from groupsleast able to defend their own interest. Of course, the
groupsreferred to are the isolated, the aborigines, girls, the disabled,
the poor, and ethnic groups but not thegifted.

In this egalitarian view of the world, the gifted are regarded as
being able to defend themselves and arguetheir case because they are
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an advantaged group and when governmentsand their commissions

hold such a view, the cause of the gifted suffers.

It is in the 1987 document, Jn the National Interest: Secondary

and Youth Policy in Education, that equity and excellenceareclari-

fied as Government and Commission terms. Noting various criti-

cisms of the concept of ‘‘equality of opportunity’’, the report states:

Criticisms of this kind led to a new approach to education and

equality emphasizing not just access and opportunity but suc-

cess, as measured by outcomes. It emphasized the idea of dis-

tributing success more equally in schools. It followed that pub-

lic authorities should, where necessary, allocate resources and

effort to reduce inequalities in achievements and outcomes...

instead of focusing exclusively on work tasks which differen-

tiate between students and emphasize their differences.

A statement such as this argues against a differentiated curricu-

lum for the gifted and denies the difference, that is, giftedness, which

requires a differentiated education provision.

In the submission, the Commission correctly points to its role in

the broadening of the concept of giftedness and thenstates that “‘It

supports the growing acceptanceof specific giftedness, rather than a

unitary notion’’ (Schools Commission, July, 1986, p. 1). The state-

ment or slogan that ‘‘Everychild is gifted’’ is a warm compassionate

view of the child whereby every child has the ability or the potential

to perform some particular thing better than the child can typically

perform other tasks. The statement is nonetheless a comforting one

to those who which to challenge the needs of gifted education on

egalitarian grounds.

The familiar themes are clear and from this the Commission ar-

gues that because ‘‘there is considerable unrealized potential among

groups of students traditionally regarded as less likely to be con-

sidered gifted or talented.’’ The solution proposed should not be un-

expected in the light of the earlier discussion of official policy docu-

ments. High priority in the pursuit of excellence and quality in

education forall students must be given to bring about the achieve-

ment of equality of access to education and of equality of its out-
comes.

The Commission in a later section of its submission endorses a

mainstreaming policy for the gifted and therefore does not ‘‘support
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measures to segregate thee studentsin special classes or institutions’’
(p. 5).

The Commission is firmly of the view that it is highly desirable
that provisions for gifted and talented students should be inte-
grated into mainstream education for reasonsrelated to equity,
quality and the pursuit of excellence in education, as a means
of ensuring that all gifted and talented students have access to
appropriate curriculum, teaching methods and school struc-
tures, and to avoid bias on the grounds of socio-economic,cul-
tural and gender differences in the identification of students (p.
7).

The tensions between equality of opportunity and equality of out-
come, on the one hand, and between quality and excellence in educa-

tion, on the other, continue to be found in the various documents

which have revealed government policy. The policy of quality and

equity is, however, interpreted from an egalitarian view of Australian

society. It is an odd developmentthat after years of endeavour by ad-

vocates of the gifted in overcoming the unacceptability of giftedness,
in Australia now atleast, it has become such an acceptable character-
istic that everyone hasit!

The way ahead in Australia will not be easy. Advocates for the

gifted must combat an ideological position which is determined to

bring to reality the egalitarian society that is purported to exist

already. It will be difficult and painful but unless present policies are

challenged, gifted children in Australia will continue to receive edu-

cational opportunities which are less than their right. They will re-

main, as they are now,victims of two or moretypes of ideologies, as

described above, which conflict with the concepts and literature of

the gifted. (The reader desiring more detailed information should

write the author for his much longerandvery scholarly initial report

submitted for this conference.)
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A child’s achievement, even development, derives from at least

four sources—the child, the home, the school and the society. One

might well ask whatare the contributions and relative importance of

these four. For the argumentsin this paperit is not necessary to know

the details or comparative contributions of the child, home, school

and society. It is only necessary to recognize that they can and do

contribute to a child’s intellectual development.

While investigating this total area and its four broad components,

we realize that the full development of the child is not a very well

researched area. We would, of course, have preferred to have had

available considerably more sound data upon which to base ourdi-
rection

The Roles of Schools

The vast difference between the roles of schools in the past and

present is that with compulsory, mass education the whole range of

variability in the children of the community now faces the schools

and has to be considered in the teaching approaches andthe nature
of the schooling.
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If the ability scores are cast in the form of age equivalents, they

thereby enter teachers’ awareness. A class of twelve year olds are typ-

ically functioning between 9.5 year old and 15.5 year old norms.

Such a class of twelve year olds achieves as though it were comprised

of children whose ages differed by six years or more.

Greater acceptance and comfort may be found by using class-

room achievement scores. Then the range of achievement appears

even larger than the range of ability, so the range of achievementwill

increase to eight years or more.

Huntet al. (1972) compared high and low ability college students

who would be equivalent to the high and averageability groups in the

population cohort. Not only did the able students process informa-

tion faster but as the complexity and quantity of information in-

creased, the gap between the high and the average groups increased.

The high ability group also was much moreefficient and faster in de-

coding and understanding sentences—a superiority which increased

further with an increase in the complexity of the sentences. Failure to

present complex, demanding tasks maylead to failure to identify our

gifted and talented children.

Things that are happening all around usin the environment can

collectively be termed ‘‘information processing.’’ Research in the

USAindicates that children vary in this capacity by at least a factor

of four (Jensen, 1963; Sen et al., 1983; Cohn et al., 1985).

Anotherview is that Royeret al. (1978) looked at the retention of

a set of scientific concepts by three groups of high, average and low

ability grade 9 children. One monthafterfirst learning the set of con-

cepts, the percentages of retention of the three groupsof high, aver-

age and low ability were, respectively, 73%, 51%, and 25%(a ratio

of about 3:2:1). Klausmeier and Feldhusen (1959) had previouslyre-

ported on the retention of mathematics learning which indicated that

high ability children retain a learned difficult task as easily as low

ability retain a learned simple task. Whom then do we teach?

Despite all the best efforts of teachers, a small percentage of the

children in a class do not learn the material with which theyare pre-

sented. The percentage of non-learners varies across subject and

from day-to-day—and the same children are not always among the

non-learners However when pressed, most teachers recognize that

somewhatless than 90%of children learn the specific material in the

wayit is taught and at the speedit is taught.
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Lundgren, from Sweden, found that teachers seem to have a sym-

biosis with a group of children between the 10th and 25th percentile

in the class. This group ‘‘steers’’ the teacher’s teaching to be correct

for it. If all the ‘‘steering group”’ learns, then 90% of the children in

the class will learn. If the teacher inadvertently teaches the material

so that it is just beyondthe reachofthe ceiling of the steering group,

then only 75% of the class will learn. However,in the latter case, the

feedback from the ‘‘steering group’’ would be such that the teacher

would reduce the demand of the next unit of work so that it falls

within the compass of the steering group —theyact like control tabs

on the teacher’s teaching.

It turns out that lessons are pitched so that the steering group can

learn them. The top half of the class could learn the material in

2/3rds of the time, and the top quarter in half the time. Differences

in learning speed is certainly not everything, but we do appear to

teach as though it were nothing.

While there may well be someclassrooms attempts at catering for

‘individual differences,’’ those attempts havelittle to offer the able

child, let alone the gifted and talented. Whyare such attemptsessen-
tially cosmetic?

In considering teacher education, we realize that a teacher cannot

use knowledge or skill she does not possess. To be able to begin to

cater for gifted children, the teaching force must have the appro-

priate backgroundand,ideally, training. What appropriate training
is available.? One finds staggeringlylittle.

The 130+ child occurs as 2.28% of her age cohort. Sheis one in

44 children. Sheis, in most schools, to be found in every grade some-

where. Every secondaryteacher will probably meet such a child every

day and every primary teacher hasthe probability of finding one such

child in her class every two years. Knowledge about these children

should be part of every teacher’s training, whichis far from being the

case. Relevant course offerings are almost rare and most wereselec-
tive, not compulsory (Start, 1985).

A small minority (almost 10%) of institutions offered a full pro-

gramme ongifted children and in none of these was that programme

compulsory. In comparison, practically every institution offered

something mostly mandatory, on the child with some form of

handicap —beit intellectual, social or economic. For every hour of

tuition on the gifted child, there were between 15 and 20 hours on the

handicappedchild. Those in charge of preparing teachers had made a
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policy decision that teachers are to know aboutthe typical child and

the handicapped child but not about the able or the gifted andtal-

ented.
It is little wonder that teachers know solittle about gifted andtal-

ented children. Such ignorance cannot lead to confidence in teaching

such a child. Uncertainty soon leads to feelings of professional inade-

quacy and frustration, to feelings of threat, to resentment and even

to fear.
Beyond learning what is presented for 80-90% of children, the

able child’s full development is to be left to others —if whoever the

others are, ever want to do anything about it. The teacher, ergo the

school, opts out. This ‘‘decision’’ by the teacher (and the school) is

rarely made consciously.

The administration of the classroom, the school, the education

system is not geared to differential learning. To meet the individual

needs of children would devastate the adminstration, so the teacher

works to save the system for those who operate and administer the

system.

The arguments of equality would be impressed on the teacher by

those whose commitmentto their own ideologyis greater than their

commitmentto facts or to the children. Pedagogical statements, such

as ‘‘They learn anyway’’, are designed to justify a position and such

statements bearlittle relation to the empirical facts available from

research studied overseas (e.g. Duncan & Dreger, 1978) and morere-

cently those of Betty Murphy in Melbourne (Murphy 1985a, 1985b).

So the schools are not structured to permit the gifted and talented

child to develop fully. Neither is the curriculum nor the teacher’s pro-

fessional education. Educational policy seemingly at all levels ap-

pears to regard ‘‘undemocratic’’ to be in some waycatering for the

needs of the gifted and talented child. So the formal educational

system, policy, school and teacherall opt out from the task of ensur-

ing the full development of the gifted and talented child.

The gifted and talented child has three of the four sources of her

development left: herself, her home and her society.

Possible Roles of the Child Herself

Whenthe school opts out, the gifted and talented child can fall

back on her own resources. Whenevershe (quickly) finishes the edu-

cation presented by the school, she can educate herself. She can also
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ask the teacher questionsto satisfy her curiosity—until she buries the
teacher with her questions and is told to backoff.

She can read the text book —if one exists —that occupies her, for
a while. She finds however that getting too far ahead gets her into as
much trouble as asking too many questions.

She can find something else to do. She will equally and that the
teacher likes her to do whatis set for the class, not anythingelse,
either beyond or outside of it. She can think high thoughts— only to
be accused of daydreaming. Unlesssheis careful, she may be given a
plethora oftaskstofill the time, but gradually she finds that most are
boring. So why would she wantto learn everything well whenit gets
her into trouble? Why not reduce effort which will actually please her
teacher becausesheis ‘‘occupied’’ and causingless trouble.

An alternate possibility is that she might resent being frustrated in
her learning, which might be taken out on the teacher, or on other
children or even on herself. Now she no longer has a problem— sheis
the problem.

Hughes and Converse (1962) alert us to the gifted and talented

children who becomehostile and negative to school. They tend to de-

velop poor study habits, have relatively low achievement and emerge

with personal problems. Anindirect effect of this is that these malad-

justed children would not be recognized as being gifted and talented
by most teachers and by manyidentification techniques.

The Role of the Home

If we take intellectual capacity or achievement as the form of

giftedness for our exemplar, then we can identify two issues. The/irst

is that by selecting the group of children to comprisetheintellectually

gifted children only, the range of potential within that groupis signif-

icantly reduced. Yet these gifted and talented children comefromall

kinds of homes.

That is the second point. No social class, no ethnic background,

no particular gender has a monopoly on gifted and talented children,

or is free of them. Such children are to be found in homes which

stretch from one extreme to the other and from every level of paren-

tal concern for children or education. Hence the variance of the

homesof gifted children can be asgreat as that in the population of
homesatlarge.

Gifted children occur in ‘‘good’’ homes and ‘‘bad’’ homes by

whatevercriteria ‘‘good/bad’’ are defined. They are in homes with



Is High Intelligence a Valid Reasonfor Depriving the Deprived? 619

and without ‘‘resources’’, however you chooseto define ‘‘resource’’.

Gifted children occur in homes where the parents have extensive or

minimal ‘‘education,’’ however you define ‘‘education.’’ They are in

homeswith positive and negative attitudes toward education and to

children, whatever ‘‘attitudes toward education’’ may be perceived

to be.
Henceif the child’s intellectual developmentis thrown back to the

contribution of the home, there is a vast variability possible in that

contribution. But it is well know that the learning of children of any

ability is enhanced if the child comes from a home which might be

described as ‘‘good’’, with ‘‘resources,’’ where the parents are edu-

cated, and have favorable ‘‘attitudes’’ toward both education and

children. Such a home can offer a rich domestic learning environ-

ment. It will ‘‘pull the stops out’’ and take steps to offset lack of in-

tellectual stimulation at school. These homes might well be regarded

as ‘‘advantaged’’ and the children in them, ‘‘advantaged’’. Such an

‘‘advantaged’’ gifted child would be less disadvantaged or deprived

by a school policy not favorable to extend to her development.

On the other handis the gifted child whose full intellectual devel-

Opment comes to be almost entirely dependent on the home which

lacks supportive resources: be they attitudinal, economic, educa-

tional or material. Hence, the gifted and talented child from the dis-

advantaged homeis most deprived by her school not having a sound

policy, a responsibility, to maximize her intellectual potentials.

Those from the disadvantaged and deprived backgrounds suffer

most, in someinstances even to the point of extinction of that gift or

talent. Thereis little that her home can or will do to compensate for

what the education system will not provide.

A higher percentage of working class compared with upperclass

gifted and talented children have lowerlevels of social and moral be-

havior and more adjustment problems. These include fundamental

differences between children and their parents on such issues as

values and ability. Without school support, students from disadvan-

taged homes have their problems from home becomefocal.

The Role of Society

Society can be defined in many ways, some of which include more

specific statements about social policy of governments and of

groups, such as educators within the population. In 1960, Bill Rad-

ford alerted Australia that society gains in the long term from educa-
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tional programmes which maximize the intellectual development of
gifted and talented children. Radford felt that all children had the
same right to an education which would develop and extend their

ability—a right which extends to the fast learners as well as to the
slow and averagelearner.

Kim Beazley later enshrined the needs andrights of gifted andtal-

ented children in Section 13 of the Act which established the Austra-

lian Schools Commission in 1973. He commented that such children

had theright to full intellectual development as a mark of grace and

favor due to every child (Beazley, 1985). However he admitted that

by 1983 little was being done for the talented.

For somereason, developed Westernsocieties are reluctant to en-

hance potential talent. Australia has a reputation of being more con-

cerned with the underdog,the battler, the disadvantaged and the de-

prived. More recently Australia has become obsessed with equality,

egalitarianism, consensus and co-operation.In education at least, we

disdain competition and deny individual differences by seeing them

as reflections of an unjust society and as needing elimination. We

seem to have swung widely from one extreme to another.

At the current time, in the nameofsocial justice and equality, the

educational system—schools and teachers—follows a policy of

doing little or nothing to extend the development of the gifted and

talented child within mainstream curricula. With that policy of inac-

tion, we actually increase social injustice and inequality. In disadvan-

taging all members of that group, the policy ensures that children

from advantaged homeswill be deprived least and those from disad-

vantaged homes deprived most, if not eliminated. Those children in

disadvantaged homesgenerally do not emerge, for they have been

submerged by the further disadvantage of schoolindifferenceto their

needs.

Whenthe implication of this policy is appreciated, it is easy to see

some truth in the opponents’ statements that gifted and talented

children are to be found in middle class, educated, ergo advantaged

homes. The homes of these children can offset to some extent the

lack of school interest in them. |
In the name of equality and social justice we dolittle, and effec-

tively nothing within the structure of formal education, to develop

the gifted and talented child. Becausethis policy forces the child back
on the resources of her home, the brunt of this non-developmentis

born by the child from the disadvantaged home—the homedisad-
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vantaged because of economic, social, educational, attitudinal

and/or cultural features. Thus in the name of equality, we increase

the inequality. In the nameof social justice we increase injustice. The

policy is not only ineffective, it is counter-productive.

Whenthe disadvantaged, the deprived, the minority groups, the

aboriginal people and whom overall realize this, we might see

pressure from them to correct this situation. As long as they believe

the myth that gifted and talented children come only from middle

class anglo-saxon homes, then the totality of very able children will

not be developed fully.
Bernard Gifford, the black American Dean of Education at the

University of California’s Berkeley campus points out:

‘‘Public schools are in deep trouble . . . our public schools will

soon become the equivalent of public housing projects. They

will become places where we shove the poor, the disinherited,

and those with no other choice...place dominated by oneclass

in our society—the poor’’. (Harrington, 1985 p. 11)

Those who govern Australia overall should balance their educa-

tion policy of blocking the most able children, against the fact that

our competitors in South East Asia (Phua, 1983; Ministry of Educa-

tion 1985); in parts of Europe (e.g., Spain); throughout Eastern

Europe; and increasingly in China; are doing the very opposite.

Around the world, countries are honing the talents of their youth,

while we, particularly in Australia, stultify ours. We can expectlittle

quarter politically, economically or socially overseas because of our

deliberate process of blocking the developmentof those most able in

our next generation.
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Several weeks ago I attended a university-sponsoredsocial activ-

ity with colleagues from various academic departments. During the

course of the activities one of my closer colleagues convinced byto be

his partner in one of the more popular gamesplayedat affairs at-

tended by academicians. Actually, this game is nameless, butit could

adequately be dubbedas ‘‘cross disciplinary ragging,’’ or better yet,

‘protect your own turf by attacking another’s.’’ [ve played this

game many times before. For example, in philosophical circles

(gatherings, no arguments), it is not uncommonto “‘rag psychology.”’

It is also not to difficult to win at that game—psychology seems so

defenseless to so many attacks. But at this particular party the turf

(field/ discipline) that was to be attacked was ‘‘gifted education.’’

There are somestandard strategies employed bythe ‘‘attackers’’

of gifted education, the most commonofwhichis to charge the ‘‘ed-

ucators of the gifted’’ with elitism. As a self-avowed, avid advocate

of egalitarianism, I found norealdifficulty in joining forces with my

anti-elitist colleague. After all, there is an astronomical amount of

ammunition in the arsenal of the anti-elitists. Our initial move was to

dip into this arsenal and use some of the most potent ammunition

available in order to establish the validity of our charge. By referring
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to the Bowles and Gintis publication, Schooling in Capitalist Amer-

ica, with its enormous amount of factual data, it was possible to

demonstrate quite clearly that the American educational system is

designed to reproduce the already existing inequalities within the

American society. And, then, to make certain that this charge is

damaging(if not killing) to the proponents of‘‘gifted education,’’ we

referred to Jennie Oakes’s recent book, Keeping Track, to demon-

Strate that the system of grouping students for instruction on the

basis of ability reflects and perpetuates the class and racial ine-

qualities of the American society. Accordingly, we concluded that

‘‘tracking’’ is anti-egalitarian, i.e., elitist and that it is one of the

greatest malpractice (albeit an unintentional one) of the American

educational system.

Anyone whohasever played this game knowsthat theinitial in-

tellectual move is important for one’s position throughout the re-

mainder of the game. In fact, it is so important that this move could

be the determining factor between winning and losing the game. We

felt very comfortable with our present position; we thought we were

ahead. For instance, who could possibly refute all the empirical evi-

dence cited by Bowles and Gintis and by Oakes? No one! But, just as

we were smugly basking in the glory of seeming victory, I was sud-
denly stricken with a shocking sensation. It was an uncomfortable

feeling, one I sensed to be somewhat analogousto the insecurity felt

by the social scientist who attempts to defend thescientific nature of

his/her discipline by appealing to and utilizing methods that are es-

sentially nonscientific. My partner and I were also using descriptive
criteria, e.g., empirical data taken from Schooling in Capitalist Amer-

ica and Keeping Track to derive a prescriptive conclusion. We were

not (nor was my imaginarysocial scientist) being unfair —all is fair in

love and war —and‘‘academic ragging’’! However, both of ourposi-

tions were untenable because we were begging the question. We had

committed what in philosophical circles (arguments, no gatherings)is

considered to be the unpardonablesin of invoking a ‘‘petitio prin-

cipil’’ —the fallacy of assuming what you are supposedto be prov-

ing. Our conclusions, therefore, resembled ontology without logic.

This fallacious line of reasoning wasnot the only logical problem

my partner and I encountered during the game. Wewereclaiming to

be egalitarians, persons committed to the principle of equality, and it

followed from ouregalitarian position that we wereanti-elitist. It was

supposed to follow from that anti-elitist position that we were op-
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posed to ‘‘gifted education’’ because it provided ‘‘special’’ treatment

to a ‘‘special’’ group of students. However,forthis last conclusion to

follow necessarily it would have to be the case that those of us who

are committed to the principal of equality are also committed to

some empirical generalization about the nature of man,e.g., that all

men are equal.
Admittedly, it sounds rather cryptic to assert that ‘‘equals should

be treated equally’’ and ‘‘unequals should be treated unequally,”’ at

least not until it is further explained that the initial prescription refers

to treatment within a category andthelatter refers to treatment be-

tween/amongcategories. I urged my cynical ex-partner to consider

the following example: all children who are within the category of

‘‘mentally deficient’’ ought to be treated the same, and they,as a spe-

cial category, oughtbe treated differently from all children within the

category of ‘‘mentally gifted.’’ In essence, the initial prescription

amounts to saying that ‘‘all men ought to be treated the same’’ and

with no exceptions, unless, of course, a category of exception is

created.
The second prescription advises us that there should be reason-

able groundsfor placing people in different categories and that these

different categories deserve different treatment. Injustice results just

as much, Aristotle pointed out, from treating ‘‘unequals equally’ as

it does from treating ‘‘equals unequally.”’

Mypartner surrendered to me, and we, in turn, surrendered to

the educatorsof the gifted. Despite our loss, we had gained a clearer

conception of equality. We learnedthat it is implicit in the concept of

equality that equals be treated the same,and also, that when relevant

differences exist among men,they betreated in relevantly different

ways. We concluded, on the basis of this conceptual clarification,

that special programs in schools for relevantly different students,

e.g., differential education for the gifted, are ramifications of the

conceptual implications of equality and are, therefore, not elitist.

Finally, we are reminded by Aristotle that the principle of distribu-

tive justice is an implicit part of the concept of equality. And, therein

lies, we realized, the justification for differential educational pro-

gramsfor thegifted.
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Thethesis of this presentation is that, over and beyond thosedif-
ferences in concept and practical usage which makeforallowable and
interesting variation, and for growth in anyfield of educational en-
deavor, contemporary thoughts (language,logic) in Differential Edu-
cation for the Gifted (DEG)is fraught with essentially incompatible
or disparate ideologies and heedlessly competing theories and
systems. This fact constitutes a condition deleterious to the move-
ment, now internationally active, toward positively extraordinary ed-
ucation for youth with positively extraordinary potentialities for
learning andsocially contributory service. Theorists and practitioners
alike, therefore, stand in want of commonly acceptable, integrative
conceptual foundations and criterial referents; and accordingly can
but engage, andall too often unwittingly so, in contradictory com-
binations of thought and practice which at their worst prevent and
deny, rather than advancethe anticipated purposes.

Proposition I; The Existence of a Conceptual Prototype

That shortly upon the turn of the present century, purposive, pio-

neer inquiry in American science and educationasto (a) the nature of

giftedness (Terman), andinitial explorationsas to (b) the potentiality

of curricular modifications (Hollingworth) for youth at the positive

extremities of measured intelligence, comprise an evidentiary basis
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(i.e., Terman’s factual prolegomenon)forthestill necessary deriva-

tion of a functionally applicable theory of developmental education

(life span) for this positively exceptional population; and that in the

early 1950’s, such a theory, in rudimentary form and essence, was in

fact constructed (Ward, 1952), since designated as Differential Edu-

cation for the Gifted (DEG), under the logic that DEGis the extraor-

dinary education of extraordinary persons for the anticipated per-

formance,not of the simpler function of participation within existing

human culture, but rather for the more complex and extraordinary

role of sociocultural reconstruction.

Proposition 2: The Existence of Ideological Disparity

That ideational or substantive deviations from this established

prototypic conception (DEG) have emerged, mainly within the past

decade or thereabouts (1970s to date), frequently heralding as

‘‘models’’ or ‘‘systems’’ of education for the gifted, and/orthetal-

ented and/or the creative (thus G/T/C/E), few if any of which

emergent constructions satisfactorily meet the criterial requirements

for philosophic orscientific theory and thereby must be viewed vari-

ously as ad hoc position statements, doctrinaire propositions and the

like, morein the nature of ideologies that of proper theories; and that

in main effect these aberrant, quasitheoretic propositions —though

often appealing to practitioners too many of whom eschew the com-

plex and too few of whom discriminate between the warranted and

the unwarranted abstraction—areas to intrinsic character arbitrary

postulations, each by fit its own ikon, and accordingly each essen-

tially dissociated from and at points irreconcilable with others pur-

porting to be and do the samething, such that in the end ideology ap-

pears virtually to have replaced generic theory (this author’s or any

other) in Differential Education for the Gifted.

Proposition 3: The Consequence of Ideology Over Theory

That inherent within this emergent condition of rational and sci-

entific anomie (meaninglessness, disorientation), wherein theory is

effectively displaced with ideology (a-theoretic, quasi-theoretic and
otherwise criterially insufficient and doctrinaire postulations), are

certain signal consequences which threaten the integrity of the cause

(justifiable and effortful intent), its sociopolitical viability and its

economic bases, such that dynamically, while ostensibly enjoying un-
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precedented prosperity and expansion, wearein fact andin practical

effect suffering near denouement or potential extinction; and that

this unconscionablestate of historic misdirection and functionaldis-

ruption will likely continue and to worsen until deliberate and effec-

tual efforts are madeto restore philosophic, scientific and theoretic

integrity to the inordinately consequential field, and thus set it back

on course with its own notable history and conceptual legacy.'

Conclusion

Thusin a three-fold exposition the ‘‘dynamics of ideological dis-

parity’’ are revealed to be or to involve (a) the evolution of a con-

structive and productive theoretic prototype; (b) the emergence of a

counterproductive body of thought and action more nearly doctri-

naire and ideological than theoretic; and (c) resultants of which de-

generative state of affairs, being signal changes in status (near de-

nouement) which urge conscious and effortful initiatives toward the

restoration of integrity to thefield.
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Connecting Giftedness to Parental Influence
J. R. Campbell & Jeanne Pizzo

This paper describes a study of the influence exerted by American

parents on gifted and non-gifted fifth- and sixth-grade children. Do

American parents socialize the gifted differently than the non-gifted?

Are girls (both gifted and non-gifted) socialized differently than

boys?
In order to answer these questions, 279 gifted and 408 gifted

children were tested with the Inventory of Parental Influence. This

instrumentisolates the children’s perceptions of five parental factors:

parental pressure, psychological support, press for intellectual devel-

opment, parental help and monitoring/time management.

A multiple Discriminant Analysis (DA) was performedtoisolate

the combination of variables that separated the following four

groups: gifted males, gifted females, non-gifted males, non-gifted fe-

males.
The DA isolated one discriminant function that contained high

levels ofparentalpressure, monitoring, and parental help. This func-

tion accounted for 77% of the variance and was named ‘‘/nterven-

tion’’ because parentsthat use these types of influencetry to actively

intervene in their child’s education. Both non-gifted groups scored
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high on this function while both gifted groups had negative values.

The parents of the gifted employed a more passive form of interven-

tion where little pressure was applied and low levels of help and

monitoring were used. In termsof socialization, both groups of boys

were given higherlevels of intervention. The authors concluded that

parents play a majorrole in socializing girls away from technical

areas.

Chinese Show The Way To Gender Equity
J. R. Campbell & R. J. Wu

This article describes a study of the influence exerted by Chinese

parents on gifted and non-gifted fifth-and sixth-grade children in the

Republic of China (ROC). Do the Chinese socialize their daughters,

especially the gifted girls away from the technical areas the same way
that Americans do?

In order to answerthis question, 492 gifted and 1071 non-gifted

children provided information aboutparental practices along five di-

mensions: parental pressure, psychological support, press for in-

tellectual development, parental help, and monitoring. A multiple

discriminant analysis was performed to isolate the combination of

variables that separated the four groups(gifted males, gifted females,
non-gifted males, non-gifted females).

Theresults of the study showed that the gifted get much more au-

tonomy from their parents (both boys and girls). This strategy

stresses the developmentof internal motivation. The parents of the

non-gifted were foundto utilize a much more punitive approach that

depended uponexternal forms of motivation.

The study also found that boys (both gifted and non-gifted)

received a moreactive form of parental intervention than girls. Girls

received a more passive approach.Forthegifted girls, their parents

gave them high levels of autonomy with passive levels of interven-

tion. This optimal combination of parental influences allows bright

females in China to pursue a broader range of careers than American

females.

Chinese Parents Treat the Gifted Differently
J. R. Campbell & R. J. Wu

This study isolated gifted children in nine elementary school and

compared Chinese parental influence with normal children in the

same schools. Our specific questions were:
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1. Do gifted boys and girls receive higher levels of parental

pressure than normal boys andgirls.
2. Do the gifted receive the same levels of psychological support

as normal children?
3. Do gifted boys and girls receive more help at homethan nor-

mal children?

4. Do the gifted get more of a Press for Intellectual Develop-

ment?
5. Are gifted students monitored more than normal children?

The objective of this study was to see if parents of gifted and nor-

mal children all utilize the same socio-psychological forces in raising

their children. Does the same inequity cycles exist for each group?

Welimited our study to the parents’ influence because Mayeske,

Okada, Beaton, and Wisler (1973) and Marjorbanks (1979, 1981,

1982, 1983, 1985) showed that the total home environment contrib-

utes much more to children’s achievement in schoolthan all of the

school/teacher variables.

The data for the study were derived from 492 gifted and 1071 nor-

mal 5th and 6th grade children attending public schools in Taipei,

Taiwan (ROC). The gifted were the top 3% of the student popula-

tion. Six of the schools placed these gifted students in homogeneous

classes and three schools had pull-out programs. The post hoctests

uncovered significant differences among the groups for all of the

seven demographic variables.
The final set of demographic variables involved the parents’ edu-

cation. The fathers and mothers ofthe gifted had significantly higher

levels of education than the parents of the non-gifted groups.

Parental Influence Factors

The parental influence factors uncover several interesting find-

ings. Within both sets, boys received more pressure than girls, but

gifted girls received the least pressure—significantly less than the

other three groups. Non-gifted boys received the most pressure, even

significantly more than the gifted boys. There were important con-

trasts in the help given by the parents. Both groups of males received

more help than the females with the gifted males receiving the most

help —significantly more than both non-gifted groups. Gifted fe-

males received significantly more help than non-gifted females.

Wenamedthis function a PressforAutonomy because the mix of

variables suggest that educated parents administer very little pressure
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but emphasize reading and the use of the library. They also offer

small amounts of help where it is needed. All of these variables sug-
gest the development of the students’ Autonomy.

The second function had loadings on educated fathers together

with high levels of pressure and help. We namedthis function Jn-

tervention. Forthis set of variables the parents actively intervene at

one extremeor are passively inactive at the other extreme. this func-

tion separated the boys from thegirls with the boys getting an active

Intervention and the girls a much morepassive approach. The gifted

boys received the most Jntervention and the gifted girls were at the

passive end of the continuum.

The gifted get very different kind of influence than normal

children. Their parents use very low levels of pressure which indicates

that they are aware of the dangers of punitive strategies. These

parents have also made the connection between extensive reading and

the part that reading plays in learning. Their intermittent help sup-

plies the last element of this approach. This receipt of parental influ-

ences is the ideal combination of these variables. It shows that the

parents of the gifted in Taiwan use a very sophisticated approach to

their children’s educational careers. It is a long range view where the

children’s natural interests are nurtured so that healthy life-long

learning attitudes can be developed. We have not found the parents

of the American gifted to use such an approach. However, the Amer-

icans do use the combination of parental variables. This is much

more direct and punitive. In our American studies we have found

that this direct approach can backfire and result in lowerlevels of

achievement. Psychologists have knownthat negative reinforcement

is arisky strategy to use. Positive reinforcement has been found to be

a much more productive method.

The second day question concerned the gender differences among

the samples. The press for Autonomyand Intervention indicate that

the Taiwan parents do modify their parental strategies for boys and

girls. The fact that the boys get a more active Intervention would in-

dicate that parents see their educational careers as more important

than for girls. However, the fact that gifted girls received more of a

Press for Autonomy would provide them with the internal motiva-

tion that is needed to break any gender-inequity cycle.

Our data therefore leads us to conclude that the Chinese gifted fe-
males seem to have a better chance of doing well in technical aca-

demic areas like science and math. The passive approach thatgirls
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receive has been shown to enhance achievement in our American

studies. Consequently, we would predict that much higher percen-

tages of such gifted females would enter the technical fields as they

reach college.

Wealso feel that the Americans can learn a good deal from these

Chinese parents. Their use of optimal combinations of parental in-

fluence could serve as models for American parents. Finally, this in-

ternational study demonstrates the potential of cross-cultural studies.

No one nation has a monopoly on good ideas. However, the future

might well belong to nations that can translate each others good ideas

into practice.
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The bulk of research on families and parents of the gifted has

been retrospective, limited by what documentationsare available and
lacking adequate control measures. This study is an attempt to re-
spond to a growing need, as Stein (1984) claims, for studying the
parents of “‘muses’’, not merely in orderto gain a historical perspec-
tive about the lives of the gifted, but, also, in order to understand
these people, to enrich their present content andto help plan their
future.

Ourclinical impressions (Gelcer, 1987) gained from doing family
therapy with 20 families of gifted children, so far corroborated Fell
et al (1984) findings that parents of gifted children are themselves ex-

ceptionally intelligent, more assertive and persistent than the average

parents of children in families seen in our Clinic. Furthermore, the

process of work with parents of gifted underachievers, with their

relatives and other extended family membersnot only reveals paral-

lels in the parent-child relation between past upbringing experiences

and present parenting skills but has also shown, repeatedly, that

grandparents-grandchildren relations in these families are unusually

strained. When wezeroed in on parenting styles, we noted that the

father-son relationship, in the nuclear family, as well as in the family
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of origin was devoid of spontaneity and warmth. This relationship

was rigidly programmed and conditional on the son’s accomplish-

ments —whether academic or social—leaving both father and son

feeling isolated, embittered and depleted of mutual support and nur-

turance. Both father and son seemedto portray the personal makeup

of the all-round underachiever.

In subjecting our clinical impressions to an experimental para-

digm, we took an unusualstep in the direction of studying the gifted

child’s family. We hypothesized a) that fathers of gifted underachiev-

ing children will experience and report more problemsin their fami-

lies than do mothers; b) when rating their own behaviour in their

families, these fathers will also delineate more problems specific to

their roles as husbands and fathers and, c) in the total analysis,

parents of gifted underachievers can be interpreted to be under-

achievers themselves, in the domain of family life.

Thus, forty-nine intact couples, parents of boys aged 8 to 12 years

were groupedinto a 2 x 2 experimental design, as follows: two groups

of parental couples, each having a gifted son: N = 29 and two groups

of parents, each with a son identified as of average intelligence:

N=20. They werealso classified according to their son’s academic

achievement or underachievement respectively, as: gifted achievers

(GA), N = 11 couples; gifted underachievers (GU), N = 18 couples;

average achievers (AA), N = 8 couples; average underachievers

(AU), N = 12.

Mean andrangeIQ for boys in each of these groupswereasfol-

lows: GA, mean IQ=137, range: 133-142; GU, mean IQ=130,

range: 125-141; AA, mean IQ=104, range: 101-116; AU, mean

IQ=94, range: 84-114.

Both parents in each group completed The Family Assessment

measure (FAM), a self-report questionnaire, in which each parent in-

dependently rated his/her family. As well, it included ratings by each

parent of his/her own behaviourin the family, his/her role and level

of functioning.

The FAMis a standardized and reliable measure which signifi-

cantly differentiates between clinical and non-clinical families (Skin-

ner, 1985).
Ourclinical experience, from which arose the present hypothesis,

delineated the GU families as remarkably different from families of

nongifted and families of gifted children who do not demonstrate

underachievement. Namely, in the families of gifted underachievers,
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we expected that fathers would report more problemsin their fami-
lies than mothers. Moreover, we described these fathers as some kind
of underachievers in their families and expected that they would rate
themselves as having more severe problems than the mothers, with
respect to these families, and would also report their families to be
more problematic than all other families in our sample. The findings
that fathers in the GU group consistently scored higher (p ».001)
than mothers on both the FAM andthe Self-Rating scales provided
new andstriking experimental validations to these clinical observa-
tions and corroborated previous similar claims in the literature
(Dell, Dahlstrom & Winter, 1984; Gelcer & Dick, 1986; Groth, 1971;

Jordan, 1976).

Of these observations, none has so directly examined the gifted

boy-father relationship nor have these observations ever been sub-

jected to experimental validation until the present study. This point
was especially strengthened when we noted that the only twoscales
on which the mothers in the GU group scored higher than fathers
were Social Desirability (SD) and Defensiveness (D), the tests of va-
lidity on the FAM! On these two subscales, designed specifically to
measure the response style of subjects, GU mothers scoredsignifi-
cantly higher than GU fathers. These scores mayprovide direct indi-
cations that these mothers haveeitherartificially depressed their pro-
file, or the results may be interpreted as showing distractions in more
than one direction (Skinner et al, 1984).

This findingis especially striking in view of the following two ad-
ditional observations: a) mothers in the AU groupscorednearly the
same as fathers on these two subscales and b), whereas in the gifted
groups, mothers generally scored higher than fathers, within the two
average groups it was fathers who scored higher than mothers. The
latter observation, then, might bring into question the FAM profiles
of fathers in the Average groups. However, in reviewing the Achieve-
ment factor alone, it is interesting to note that the two groups of
Achievers’ fathers indeed showed a trend to score higher than the
Underachievers’ on SD and D,an observation which wasalso noted
by Skinneret al (1984). They stated that ‘‘non-problem families have
a tendency to be somewhathigherin Social Desirability and Denial’’
(Skinneret all 1984, p.98).

Given the specific location of the GA and AA groups’ scores,
relative to the rest of their profiles, one could probablybejustified in

assuming that these elevations may be suggestive of only minordis-



Gifted Boys and Their Fathers 637

tractions, if any. These findings also support our extensive clinical

observations of mothers in the GU group as being more supportive of

their families’ problems than fathers and moreskillful in smoothing-

out problemsorin placating.

Specifically, differences between parental styles of reporting

showedsignificant variations in at least two areas of family function-

ing, namely, Affective Expression and Values and Norms.Signifi-

cant differences between the scores of spouses on these two subscales

furnished evidence for marital disharmonyin these realms of family

life. Moreover, issues which brought conflict to a head between these

parents weredirectly related to the gifted child. With regard to Affec-

tive Expression, for example, our clinical observations were consis-

tent with these findings. Namely, both parents focus exclusively on

their son’s intellectual powers as a unique attribute. However,

whereas fathers simply cannot fathom their gifted child, mothers

push and pull them in different directions (Albert, 1978; Fine, 1977;

Gelcer & Dick, 1986).

Fathers are usually rational, emotionally distant or overly-critical

in demandingthattheir sons either accomplish morethan they, them-

selves, had in the past or do not struggle as much, because ‘it is not

important to be smart, as long as you have friends—> Mothers, on

the other hand, appearto relate to these boys either through infanti-

lization or adultomorphization; either they literally protect and

‘“‘baby’’ these children, feeling sorry and sad for them or they relate

to them as substitute spouses, ‘‘pals’? or co—parents (Newman,

1978; Thiel & Thiel, 1977; Cornell, 1983). In either case, there are

clear problemsin the appropriateness of affect expressed both on the

mothers’ as well as the fathers’ part.

Significant findings reported on Values & Normsportray feelings

of bitterness and friction in relation to authority figures. Parentsar-

guing about value-laden issues ranging from: to which church to

belong and what family surname should the child have (mother’s or

father’s), to whether the educational system is adequate or not.

Moreover, as we have noted in the past (Gelcer & Dick, 1986),

spouses do not only disagree with each other about these issues, but

each of these parents mayalso disagree, in his/her own way, with the

cultural norms outside. These conflicts remain unresolved, taxing

muchofthe crative talent with which these individuals are endowed.

In the absence of resolution, however, the gifted son continues to

underachieve, or simply to expressfeelings of isolation and boredom.
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Whether he models on his father, or gets his cues from his mother,
his options for achievement and success, in this context are limited.
He enjoyslittle affect nurturance and is frequently confused about
what is important and whatis not.

There is a remarkable contrast we have observed, in parents of
gifted achievers’ group. These seem to be clear abouttheir goals —in-
dividual and shared. They cooperate with each other andstrive for
greater affective expression. Most remarkable, however, is that the
atmosphere in these families is definitely of industriousness and
problem solving. Hardly is any time wasted and individuals are both
accounted for and accountable (Gelcer and Dick, 1986). Achieving
gifted boys fit into this familial context as any other piece of puzzle
would.

Thus we could summarize the present findings as shedding new
light on the lives of families of gifted underachievers. Their fathers
lack a sense of accomplishmentin their families, while their mothers
feel either overly enmeshedin, or too detached from family issues. In
addition, marital disharmonyfocuses on socio-cultural issues, as well
as on the means by which each spouseindicates their his / her caring
for a variety of family members. These twoissues are interrelated: in
the absence of expressing one’s feelings directly, these parents may
pick an argumentor a fight about some normativeorethical issue, OF
another, as their means of showing how muchtheyarein tune with
the world around them,indirectly saying ‘‘we care’’.
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The purpose of this study was to compare the differencesin life
stress between students in Gifted Special Classes, Gifted Resource

Rooms, and Honor Classes. A sample of 546 students was selected

from nine junior high schools in Taipei. The Student’s Life Experi-

ence Scale was administered to the subjects. The data collected were

examined by one-way ANOVAand multiple comparison procedure.
The results are summarized as follows: Students in the HonorClasses
experienced a higher degree of stress, as compared to those in the

Gifted Resource Rooms. However, there was no significant differ-

ence between the two gifted groups. Students in the Honor Classes

also felt more schoolwork stress, with more physical stress and

psychological stress as well as more anxiety over their future pros-
pects, than the other groups.

Introduction

Gifted students in special classes generally entertain a stronger
sense Of belonging because their parents and teachers are mutually

cooperative. Moreover,dueto the fact thatit is relatively easier to ar-
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range their curricula, special classes attain more administrative sup-

port. But underthe pressure to squeeze into a top senior high school,

the content and methodsof teaching in special classes often deviate

from their usual course. Furthermore, keen competition amongstu-

dents often leads to tensions in both teacher-student relations and

peer relations.
Resource rooms, on the other hand, cater to individual needs.

Crammingis also rare. But, asit is a difficult task to design their cur-

ricula, resource roomsreceive less administrative support. Moreover,

some parents become uncooperative because they thinkit is the sole

purpose of school education to havetheir children enter a top senior

high school. Thus, gifted students in resource roomsare taxed with a

dual burden: they cannot neglect preparation for the examinationsof

regular class; at the same time, they haveto live up to the require-

ments demanded ofgifted students.
In the case of honorclasses or high achievement regular classes,

manyteachers overtax their students with assignments and quizzes.

Because of mounting much pressures, some honorstudents display

maladjustment such as anxiety, withdrawal, fear, insomnia, poor ap-

petite or even truancy.
Most studies shared the findings that gifted students were men-

tally better developed,relationally more popular, and showed greater

adaptability and emotional stability than average students (Gal-

lagher, et al., 1960; Grace & Booth, 1958; Kerstetter, 1958; Lessinger

& Martinson, 1961; Terman & Orden, 1947; Huang, 1972). However,

some Chinese investigators (Huang, 1983; Kuo, 1979; Lu, 1982) in-

dicated that gifted students in special classes showed lower self-

concept than high achievementstudents in regular classes, and gifted

children in special classes were relatively more passive, diffident, and

more pessimistic toward their future prospects than high achievement

children in regular classes.

Method

The subjects consisted of 546 students selected from 9 junior high

schools in Taipei. Among these, 80 subjects were enrolled in the

Gifted Special Classes, 184 subjects attended the Gifted Resource
Rooms, and 282 subjects attended the Honor Classes. They were ad-

ministered to the Student’s Life Experience Scale (SLES). The SLES

consists of the following subscales: Physical Perceptions, Psycholog-
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ical Perceptions, Teacher-student Relations, Parents-Son/ Daughter

Relations, Peer Relations, Schoolwork Problems, and Future Pros-

pects. Each subscale contains 9 items. The full scale sums up to 63

items. Each item was constructed in 4 point-scale format.

Results and Discussion

The results showed that the total mean score of the SLES of the

HonorClassesis higher than the mean score of the Gifted Resource

Rooms. Students in Honor Classes felt more stress than those in

Gifted Resource Roomsin the following areas: Physical Perceptions;

Psychological Perceptions; and, Future Prospects. They also showed

higher Schoolwork Problems than two gifted groups. No significant

difference was discerned between the two gifted groupsin the total
mean score of the SLES.

However, the sources of stress amongthe three groups were not

necessarily the same. Thegreatest stress for students in Gifted Special

Classes came from Peer Relations (M = 20.70). This may beattrib-

uted to the fact that part of the courses required them to leave regular

classes for resource rooms. In their responses to stress concerning

Peer Relations, the following statements ranked highest on this

subscale: ‘‘I hope to win the love of my classmates;’’ ‘‘I do notlike to

be treated as special;’’ and, ‘‘I care about mypeers’ criticism about
me.”’

The greatest stress for students in Gifted Resource Rooms came

from Teacher-Student Relations (M = 20.78). This may berelated to

the fact that their teachers placed high expectations upon them. Tops

of their responses on this subscale were: ‘‘I long for the praise of my

teachers;’’ ‘‘I do not like a certain teacher;’? and ‘‘I expect my

teachers to show more concern about me.’’

The greatest stress for students in Honor Classes came from

Schoolwork Problems (M = 21.62). Highest on this subscale were:

‘*T am afraid I cannot get admitted to an ideal school;’’ ‘‘I fear that

my recordsfall short of the standards set by my teachers;’’ ‘‘I cannot

concentrate on studying;’’ and, ‘‘I am afraid of poor examination

performanceresulting in the loss of interest in classes.”’

With all subjects under examination taken into account, the

greatest source of stress came from Peer Relations (M = 20.46), fol-

lowed by Schoolwork Problems (M = 19.92), Teacher-Student Rela-

tions (M = 19.47), Future Prospects (M = 18.72), Psychological
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Perceptions (M = 17.69), Parent-Son/ Daughter Relations (M =

15.38), and Physical Perceptions (M = 15.18).

Highest on the list of 63 items concerning student stress was “‘I

hope to win the love of my classmates’? (M = 3.25). This showed

that students thought much of personal relations, which was an im-

portant factor directly affecting one’s learning attitude and emo-

tional stability. Second highest on the SLES was ‘‘I do notlike to be

treated as special’? (M = 3.20). This indicated that though gifted stu-

dents and students in HonorClasses were the outstanding few among

their peers, they did not like their teachers and parents to place high

expectations upon them, nor did they like their classmates to look

upon them as special, i.e., they want to be treated as equals. this

statement showedthat they craved to be well-accepted bytheir peers.

Third highest on the SLES was‘‘I am afraid I cannot get admitted to

an ideal school’’ (M = 3.13). This question implied that the high ex-

pectations from parents and teachers hovered over the student’s

mind throughout his/her schoollife.
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Abstract

Mentoring has begun to be seen as most viable option for the

growth of gifted, talented children.
This paper addresses personality issues and personological vari-

ables salient to the process of mentoring gifted children.

Prodigies

The process of mentoring, that of pairing up a wiser, older men-

tor, with a younger, ambitious protege has been with usin business,

the arts, and in education for many years. Recently, many books,ar-

ticles, and indeed, international conferences have focused onthe pro-

cess of mentoring. Collins (1983) has explored the realm of women

and their mentors. Levinson (1978) has examinedtherole of the men-

tor and ‘‘special women’’in the life span of the male. Paul Torrance
(1984) has written about how mentor relationships aid creative
achievement, endure, change and die. Shaughnessy (1986) has writ-

ten on mentoring the creative child, adult and prodigy and

Shaughnessy and Neely (1987) have investigated the role of the men-
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tor with gifted freshman college students. The ‘‘parent as mentor”’

issue has been examined by Shaughnessy, Neely, and Azubike (1986)

and Shaughnessy and Neely (1987) and the importance of the mentor

in the realm of research has been explored by Shaughnessy (1984).

The present paper addresses two issues regarding mentoring.

First, what personality traits, factors and variables are salient in the

mentoring relationship? What specific personality aspects are critical

for a good mentor-protege relationship? Second, what are the per-

sonological traits of the gifted individual which are critical to

understanding and facilitating the mentoring process?

The paper will lastly address needed research in this area.

‘‘Pretuned and preorganized’’ is how Feldman (1987) describes

prodigies. They tend to be ‘‘fine tuned to their area of interest, ex-

plore it in depth, devourit with passion, and then often turn on their

mentors as would a rabid dog, after they have devoured everything

their mentor has had to offer.”’

Often a mentor’s teaching style may not be compatible with a

protege’s learning style. A disciplined, organized, systematic ap-

proach mayconflict with an earlier mentor’s folksy, slow, historical

methods of pedagogy.

The mentor must also be ableto ‘‘let go’’, to recognize their limi-

tations and to allow the protege to move on to another teacher. Re-

linquishing one’s domain over a student whom you have nourished,

nurtured, and assisted may be quite difficult for some. The mentor

must be mature enough, objective enough, and responsible enough

to allow the student to ‘‘leave the nest.’’

Admitting one’s inadequacies is not easy for many. Yet in order

for the prodigy or gifted child to grow, one must acknowledgethat

they are not ‘‘top-flight’’ teachers, but merely, middle level experts.

A mentor must also be ready to terminate his /her supervision prema-

turely and understandthat parental involvement and boredom on the

part of the student may be the causative factors, rather than incom-

petence on the part of the student.

Parents may be concerned about procuring a mentor for their

gifted son/daughter. Zey (1984) emphasizes the following factors in

selecting a mentor (p. 167):

1. Is the mentor good at what he/she does?
2. Is the mentor getting support?

3. How does the organization judge the mentor?
4. Is the mentor a good teacher?
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Is the mentor a good motivator?

Whatare the protege’s needs and goals?

Whatare the needs and goals of the prospective mentor?

How powerful is the mentor?

. Is the mentor secure in his/her own position?

Erkut and Mokros (1984) have written on the ‘‘professor as

model and mentor’’ for college students. They note that men tend to

avoid female models. A further concern is ‘‘that women do not

receive as much mentoring as do men’’ (p. 400). This is regrettable as

much potential is wasted. Male students look for models/mentors

with power and status who could conceivably assist them with their

education and future career. The female students look for a female

model who hasintegrated both family and career.

E. Paul Torrance has suggested the following seven suggestions

for mentors to help creatively gifted youth:

Help them to:

1. Be unafraid of ‘‘falling in love with something”’ and pursueit

with intensity and in depth. A person is motivated most to do the

things they love and can do best.

2. Know, understand, take pride in, practice, use, exploit and

enjoy their greatest strengths.

3. Learn to free themselves from the expectations of others and

to walk away from the gamesthat others try to impose upon them.

4. Free themselves to play their own game in such a way as to

makethe best use of their strengths and follow their dreams.

5. Find some great teachers and attach themselves to these

teachers.
6. Avoid wasting a lot of expensive, unproductive energyin try-

ing to be well rounded.
7. Learn the skills or interdependence andgivefreely of the infin-

ity of their greatest strengths (pp. 56-57).

In terms of personality traits and variables which are operative in

terms or counseling the gifted child or prodigy, many have been

noted. These aspects and a description of each from Sternberg (1985)

follow. These are personality characteristics which often hinder or

prevent very bright children from learning, and succeeding.

1. Lack of motivation.
2. Lack of Impulse Control.

3. Lack of persistence/ preservation or perservance.

4. Capitalizing on the wrongabilities.

0
O
I
D
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Inability (or difficulty) in translating thought into action.

Lack of product orientation.

Task completion problems and lack of follow through.

Failure to initiate.

9. Fear of failure.

10. Procrastination.

11. Misattribution of blame.

12. Excessive self pity—Feeling sorry for oneself.

13. Excessive dependencyor over-reliance on others.

14. Wallowing in personal difficulties.

15. Distractibility and lack of attention.

16. Spreading oneself too thick or too thin.

17. Inability to delay gratification.

18. Inability or unwillingness to see the forest from thetrees.

19. Lack of balance betweencritical analytic thinking and crea-

tive synthetic thinking.

20. Toolittle or too muchself-confidence.

Co
O

S
I
N
N

Matching Temperament and Intellectual Style

Much has been written recently regarding ‘‘learning styles’’ and

“‘cognitive styles’’. Processing differences such as the simultaneous

vs. sequential posture of Kaufman and Kaufmanis a position which

is linked to an actual test. Gregoric and others, Dunn and Dunn

(1978, 1979) and Dunn and Bruno (1985) have focused on the idea of

learning styles. A recent review, however by Wiley, Baker and

Shaughnessy (1987) find this posture lacking in both validity andreli-

ability.

However, some mention must be madeofinstructor and protege

temperament and teaching/ learning style. With some gifted students

a gentle, encouraging prodding style appears necessary. Other men-

tors hold ambitious, prejudicial, highly idiosyncratic views as to the

teaching process.

The relationship between teacher/ mentor and protege/ studentis

seen as a most delicate balance. The teacher /mentor must be secure

and confidentin his/her ownskills and abilities. Feldman (1987) says
the ‘‘teacher should be kind, enthusiastic, encouraging, positive and

patient’’ (p. 145).
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Future Needed Research

The gifted child and his/her relationship to their mentor must be

investigated, if possible. So many people have described the mentor /

student relationship as so tenuous,so brittle, so fragile, that there has

almost been fear and apprehension regarding empirical investigation.

In effect, the “‘life span’’ of the mentor/student relationship

must be investigated. All too often, a student chooses a master

teacher/mentor, then must later change to another, more

sophisticated mentor. Whenthe protege realizes he/she has reached

a point of diminishing returns with that mentor, the relationship

must end or it will stagnate. This is not to say that the relationship

ends, but the tutorial stage/state ends.

Westill know relatively little about the process of enhancing

human development. Does a Mr. Rogers approach workbetter than

the tough coach tactics of Bobby Knight? How does one go about

choosing the best approach?

Further, are ‘‘experts’’ the most caring, creative, innovative or

best instructors? What of the separation between adolescent and the

child’s first mentor—the parent?

Finally, what form should said research take? Case studies, obser-

vational methodologies and experimental approaches may or may

not be appropriate in all cases.

The role of the mentor is quite varied. Daloz (1986) views the

mentor as a guide whose majortask ‘‘is to challenge students to chal-

lenge themselves.’’ (p.229) Daloz presents five such methods.

1. Modeling.

2. Keeping tradition.

3. Offering a Map.

4. Suggesting New Language.

5. Providing a mirror.

Daloz (1986, pp. 239-243) offers five suggestions for improving

the quality of the mentoring relationships we provide.

1. We can begin listening to our students’ stories.

2. We can view ourselves as guides.

‘. We can plan our meetings and classes to promote develop-
ment.

4. We can turn to and bring together others who share our con-

cerns.
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5. Wecan recognize that in part our own growth depends on our

students.

Younger womenalso find it difficult to have an older man as a

mentor (Odiorne, 1985). Social pressures and concern about appear-

ances to others may make some menreluctant to mentor a younger

woman. These problems may restrict the number of mentors

available for younger women.

This paper has endeavoredto cursorily examine a numberof dif-

ferent issues in mentoring gifted / creative children. Further research,

writing, and theorizing is, of course, imperative.
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Proponents of special educational programming for gifted and

creative children generally consider differential instruction a must for

able learners. Generally, divergent thinking and problem solving

tasks are most frequently discussed in the context of general enrich-

ment; however, differentiated instruction is also recommended for

academic core disciplines like mathematics as well (Hersberger &
Wheatley, 1980).

Howstudents spendtheir time in the classroom affects what they

learn and what attitudes they develop towardlearning. If creative,

bright students cconstantly drill math facts or are assigned only

repetitious, algorithmic problems, their enthusiasm for studying

mathematics is at risk. In fact, ambivalence or dislike for mathe-

matics has been reported by several large scale studies (McKnightet

al., 1987; National Assessment of Educational Progress, 1983; Na-

tional Science Foundation, 1982). Particularly distressing to educa-

tors of the gifted is the finding that modestinterest and mediocreper-

formance are characteristic of our most talented mathematics

students as well as the general cohort.

To address these issues, in 1984 the Winthrop Rockefeller Foun-

dation awarded a grant to the University of Arkansas at Little Rock
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to develop a program for mathematically talented students in grades

two through twelve. The program combined elements of enrichment,

problem solving, and acceleration with extensive computer use, par-

ticularly in the elementary grades. This studyis part of the large scale

evaluation of the project carried out in 1986-87 and focuses on the

question of students perceptions of classroom activities in mathe-

matics. Specifically, are there differences in able students’ percep-

tions of instruction in ‘‘gifted’’ versus regular math classes? Do stu-

dents served by a specially designed mathematics curriculum and

students served by the regular curriculum differ in the perceptions of

mathematics opportunities they have? Do they differ in their prefer-

ences for those mathematics activities? And finally, do differences

exist in the magnitudeofthe ‘‘gap‘‘ between what mathactivities stu-

dents prefer and what opportunities they have to engage in them?

Methods

Subjects. 206 subjects enrolled in grades two throughsix partici-

pated in the survey portion of the study. 56 experimental subjects

received their mathematics instruction in the Gifted Math Program,

which provided approximately four hours of instruction per week

with voluntary access to a computer lab on Sunday afternoons. 150

control subjects received their math instruction from their ‘‘regular’’

mathematics teacher. Most controls were attending achievement

grouped classrooms and were, therefore, placed in mathematics

classess for high ability students. Some controls were grouped by

ability within classrooms. A few controls received their mathematics

instruction in a heterogeneously groupedsetting.

Identification procedures for program participants included out-

of-level mathematics achievementtesting with the Sequential Tests of

Educational Progress (STEP), an ability measure (Raven’s Matrices),

and teacher and parent checklists which included items on math in-

terest and achievement and general characteristics of creative and

gifted children. The experimentals for the study were students

selected by the identification procedure. The controls were students

who applied to participate in the Gifted Math Program andfell into

one of two groups: 1) students who wereselected but elected not to

attend 2) students who were designated as alternates. The achieve-

ment andability test scores used in the identification process revealed

few differences between experimentals and controls. In the analyses
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of achievement outcome data in computation, concepts, and prob-

lem solving, the two groupswerestatistically equated. These data are

reported elsewhere (Robinson, 1987). The two groups were notstatis-

tically equated for analyses of the attitudinal measures.

Measures. Student perceptions of mathematics classroom instruc-

tion were assessed by a survey instrument developed for the study.

The Mathematics Survey included twosections of Likert scales. The

first of these sections asked students to rate on five point scale how

often they had certain opportunities in their mathematics class. The

second of these sections asked students to rate on a five point scale

what they /iked about math class. The items in the two sections were

parallel. Thus, the analyses permitted conclusions to be drawn about

the discrepancies between what opportunities gifted students have

and what they want in mathematics class. The Likert items were

based on opportunities often recommended for able mathematics

students by the experts (Wavrik, 1980; Wheatley, 1985).

Procedures. Surveys were distributed to all elementary partici-

pants and controls with a return envelope included to encouragere-

sponse. Approximately 280 surveys were sent. Two weekslater, a

follow-up letter and duplicate survey were sent to those who had not

yet responded. A total of 206 elementary students responded to the

survey. The rate of return was 74% which is considered adequate for

a survey of this type.

Results and Discussion

The results are reported as they relate to the three questions posed

in the study.

First, are there differences in opportunities for talented students

in a special mathematics curriculum as comparedto talented students

receiving instruction in homogeneously or heterogeneously grouped

classrooms? The analysesindicated that overall, students do perceive

differences in opportunities. On all seven dimensions which com-

pared the perceptions of experimentals and controls, statistically sig-

nificant differences were obtained. Students served by the Gifted

Math Program were morelikely than the controls to report that they

had opportunities to (Chi Square and probability values are listed in

parentheses):

work on interesting problems (33.94, .01)

work with friends to solve a problem (34.52, .01)

work on the computer (112.64, 01)
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participate in math competitions (17.47, 01)

work on your own math project (21.81, 01)

learn about math ideas not in the textbook (34.20, 01).

The second research question investigated differences in what

able math students like about mathematics instruction. The analysis

indicates that, overall, there are nostatistically significant differences

between the expressed preferences of experimental and control stu-

dents. In other words, these two groups of students are very similiar

in their attitude toward activities in the mathematics classroom. For

example, 78.5% of the subjects (both experimental and control)

report they like working on interesting problems. 62.8% like working

with friends to solve a problem. 93.3%like working on a computer.

67.6% like to participate in math competitions. 55.8% like working

on their own math project. 76.2% like lerning about math ideas not

in the textbook. However, only 38.7% of the survey studentslike the

math textbook.
The final research question was conceptualized as an investigation

of the differences in the magnitude of the gap between studentpref-

erences and opportunities for mathematics classroom activities.

Overall, the data indicate that students whoreceivedtheir instruction

through the Gifted Math Program report a significantly smaller dis-

crepancy between what they want and what opportunities they have

than students served through the regular mathematics curriculum.

Specifically, experimentals report a smaller gap between preference

and opportunity on the following dimensions (t values and probabil-

ity values are listed in parentheses):

working on interesting problems (5.12, 01)

working with friends to solve a problem (5.08, 01)

the textbook (3.53, 01)

working on the computer (13.41, 01)

participating in math competitions (3.68, 01)

working on your own math project (3.65, 01)

learning about math ideas not in the textbook (3.94, 01)

On all dimensions but one, experimentals expressed a positive at-

titude toward theactivity and reported a significantly smaller gap be-

tween the opportunities they had to engage in those activities and
their preferences for doing so than did control students. The dimen-

sion which displayed a slightly different pattern was the item con-

cerning the textbook. Both experimentals and controls reported they

had more opportunities to work in the textbook than they wanted.

However, the experimentals continued to report a smaller gap be-
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tween preference and opportunity, i.e., experimentals perceived they

were working less in the textbook andtheyliked it that way. Thus,

overall, the students in the Gifted Math Program are morelikely to

perceive their needs being met than gifted students served in the

regular mathematics classroom. Perhaps these ‘‘met preferences’’

will result in generally more positive attitudes toward math and a

continuing motivation to take mathematics courses by our talented

math students.

These same mathematically talented students also outperformed

their control counterparts on traditional math achievement and

standardized math problem solving measures (Robinson, 1987). At

present, it is not possible to isolate the direction of causality in terms

of mathematics preferences and achievement. The special mathe-

matics curiculum did result in students’ reporting a smaller discrep-

ancy between want and opportunity. The special mathematicscurric-

ulum also resulted in significantly higher achievement. What cannot

be said is that ‘‘met preferences’’ caused the higher achievement.

Whatcan besaid is that ‘‘met preferences’’ and higher mathematics

achievement appear together and as a result of a special mathematics

curriculum differentiated for the able mathematics student.
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Moral judgment, an aspect of the psychology of morality, is con-

cerned with how a person judges which course of action in a social

situation is morally right or defensible (Rest, 1986a). Most studies of

moral judgment have used Rest’s (1979) Defining Issues Test (DIT),

which is based on Kohlberg’s theoretical formulations. Moral rea-

soning in the gifted, however, has received scant attention. Tan-

Willman and Gutteridge (1981) and Rest (1986a) suggest greater prin-

cipled reasoning for small samples of gifted high school students

compared to their peers. However, Henderson, Gold and Clarke’s

(1984) gifted subjects had DITscores that resembled those of average

high school students. The current study, with a large sample of

clearly gifted Southern adolescents, would permit clarification of the

relationship of giftedness to moral judgment.

A second thrust of the current study was to investigate the pos-

sible existence of a relationship between depressive symptomatology

and moral judgment. Rest’s (1986a) Four-Component Model posits
an interrelationship between cognition, affect, and behavior.

Psychoanalytic concepts of a punitive superego and unrealistic ego

ideal could, in part, lead to adolescent depression, including success
depression. Furthermore, in an unpublished ten-year longitudinal

study by Deemer(cited in Rest, 1986a), those high school students
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who followed a path leading to high as opposed to low moral judg-

ment were characterized as more energetic, more active in goal striv-

ing, more responsible for outcomes, and less devastated by disap-

pointments and failures. The inference might be drawn from this

research that Deemer’s ‘‘high group’’ was not depressed,or certainly

less depressed than the ‘‘low group’’. Finally, in our own research

(Berndt, Kaiser, and van Aalst, 1982), we have noted that a subset of

gifted students may indeed experience at least a mild version of suc-

cess depression.

METHOD

Participants

Participants were 248 junior and senior high school students (124

males and 124 females ranging in age from 14-17 years) who attended

the Governor’s School of South Carolina, a select summer program

held at the College of Charleston. The students, chosen in proportion

to enrollment from public and private schools statewide, ranked at or

abovethe top 5% of their class, or scored equivalently on standard-

ized ability or achievement tests. They were identified by their

schools as the mostintellectually and creatively gifted.

Instruments

Participants were administered twoself-report instruments on the

first day of the formal program; the Rest (1986b) Defining Issues

Test (DIT) and the Berndt (1986) Multiscore Depression Inventory
(MDI).

The DITis an objectively scored, reliable, and valid device for de-

termining a person’s level of moral judgement. After reading each of

six moral dilemmasthe subject is asked to respond to 12 issuestate-

ments by indicating on a Likert scale the importanceof each issue in

resolving the dilemma. Theseissues are prototypic statements of the

various stages of moral reasoning. The P index (sum of weighted

ranks given to Stage 5 and 6 items) is interpreted as the relative im-

portance a subject gives to principled reasoning across the dilemmas,
and is usually expressed as a percent. The D index uses information

from all stages to generate a composite score. Checksonreliability
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and consistency resulted in elimination of 35 cases from the analyses.

All scoring employed Fortran programs outlined in the DIT manual

(1975, 1986b).
Berndt’s Multiscore Depression Inventory is a reliable and valid

118-item self-report questionnaire designed to be useful for studying

severity of depressive symptomswith subclinical and normal popula-

tions. Respondents read statements that describe how some people

generally feel and are asked to indicate whether each statement ap-

plies to them using dichotomoustrueor false responses. The DMI’s

subscales independently measure 10 important features of depres-

sion: sad mood, guilt, learned helplessness, instrumental helpless-

ness, low energy level, social introversion, irritability, pessimism,

cognitive difficulty, and low self-esteem.

RESULTS

Subjects were divided into three groups both by the P% and D

scores, according to the cutting points recommendedby Rest in the

DIT manual. These three groups corresponded to high, medium,and

low levels of moral judgment development. The first analysis was a

TABLE 1

Obtained and Expected Percentages of Subjects at Three Levels of

Moral Development as Measured by Rest’s Two Statistics

P%* D°

Level Obtained Expected Obtained Expected

Low 20.0 (1/3) 12.7 (173)

Middle 39.9 (1/3) 62.7 (1/3)

High 39.9 (1/3) 24.6 (1/3)

 

* Chi-square (2) = 7.76, p < .05.

e Chi-square (2) = 55.07, p < .01.
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Chi-square analysis to determine if the scores were distributed in the

expected proportions of one-third in each group.

As Table 1 indicates, subjects were more frequent than expected

in the high and medium P% groups, while the D distribution con-

tained greater than expected numbers in the medium group. The P%

and D means were 37.8 and 21.9, respectively.

To determine the best linear combination of depression subscales

that might maximally discriminate gifted individuals across levels of

moral judgment, a discriminant analysis was performed using Rao’s

V as the criterion and identifying groups once again with the recom-

mended cutting scores for both P% and D. With the statistic, no

significant function could be identified. With the P%statistic, a

trend towardssignificance was identified (p <4 .06). Three variables,

accordingto the trend, separated the highest two levels of moralrea-

soning from the lowest third. Cognitive difficulty had a high positive

coefficient, with irritability and instrumental helplessness contribut-
ing negative coefficients greater than .40.

DISCUSSION

These data demonstrate that gifted adolescents resembled college
students in moral reasoning moreclosely than their peers, although
we cannot conclude that their judgment was fundamentally at the
principled level. In one sense, this finding is not surprising. IQ,apti-
tude, and standard achievement tests, which assess abstract reason-
ing, problem solving and general knowledgehavesignificant positive
correlations with cognitive developmental measures (Rest, 1986).
Piaget (1973) claimed that gifted children are capable of thinking on
the level of formal operations at an earlier age than their peers.

There wasnosignificant relationship between level of moral judg-
ment and self-reported depressive symptomsin this select sample. We
must caution the reader, however, that it would be unwarranted to
assumethat the results generalize to all adolescents or to adults. Most
of the subjects were not depressed, and in those 14% who reported

moderate depression (MDI Full Scale 48 or T-score 61; Berndt, 1986)

existence of clinical depression was not assessed. Clearly, additional

research is required before a definitive conclusion is reached concern-
ing the relationship between depressive features and moralreasoning.

At least some gifted adolescents experience what appears to be

success depression (Berndt, Kaiser, and van Aalst, 1982; Kaiser and
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Berndt, 1985). Seligman (1975) focused on reduced contingency be-

tween one’s actions and good or bad outcomes. Perhaps for some

gifted individuals rewards cometoo easily, or for reasons unrelated

to perceived initiative or competence. Seligman observed that

depressed successful people maysay that they are rewarded for who

they are or what they have donein the past. Encouraged to beperfec-

tionistic and self-critical, it is likely that some gifted adolescents who

become depressed perceive themselves as lacking self-efficacy, 1.e.,

not doing or accomplishing what they believe they could. They may

harbor negative future self-efficacy expectations, often in spite of

what others believe, without appropriate consideration of what is

realistically possible. Consequences include devaluation of one’s ac-

tivities, the rewards attendantto the activities, and depressive symp-

toms. In the current study, however, the large sample size may have

eclipsed any effect on a small subset of gifted students.
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In 1981/2 the Ministry of Education and Culture in conjunction
with the Ben-Gurion University in Beer-Sheba conducted a follow-up
study of the cognitive and affective development of gifted students
from culturally different backgroundsin a university based program.
The results were presented at the Fifth World conference of Gifted
and Talented Children (Burg, 1983) in Manila in 1983.

The main purpose of the program wasto introduce the students
to a widevariety of subjects designed to broadentheir general knowl-
edge and understanding rather than provide a hierarchically struc-
tured curriculum in one of the subjects.

Fach student was enrolled in two courses of his own choice, one
in the sciences or mathematics and the other in the humanities or
social sciences, in order to balance these two domains. The courses
were given in the afternoon once a week during a two-hoursession
within the framework of 20-23 meetings, throughout the year.

The majority of the students (82%) expressed a markedprefer-
ence for sciences, mathematics and biology, while the humanities and

social sciences attracted only 9%(other replies 9%). This preference
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was characteristic not only of the boys but also of the girls who con-

stituted about one-third of the 1981/82 program.

At the beginning of the school year 1986/7, a follow-up study

was designed. Its main purpose wasto find out what happenedto the

141 students who had participated in the programsfor the gifted at

the Ben-Gurion University in the school year 1981/2.

We knew that some of them werestill in high-school, others

already in the army orenrolled as regular students in the different

university departments. We were curious to learn whether a change

had occurred in the students’interest, or if they still preferred thesci-

ences, mathematics and biology.

Wehoped that the exposure to a balanced program at the Ben-

Gurion University might have changed the students’ attitudes

towards the humanistic and social science subjects.

Of the 141 questionnaires which were sent to the students who

participated in the 1981/2 study, 95 questionnaires (67.4%), were

returned to us—by 61 boys and by 34 girls. Of the 46 students who

did not reply, 12 could not be located since they had movedto other

cities and 34 preferred to ignore the questionnaire.

We concludedthat all the girls and 60% of the boys from lower

socio-economic strata (SES) replied to the questionnaire, and about

60%of the girls and 70% of the boys from middle class backgrounds

returned the questionnaire.

Sixty-five students reported now,that in retrospect, their favored

subjects were the sciences which included mathematics, physics,

chemistry, biology, zoology, or medicine. Fifteen students remarked

that their choice was a combination of science with some humanistic

subjects; twelve combined sciences with social sciences; and only

three students out of 95 stated their preference for the humanistic

and social science subjects.

Wewereinterested in finding out what motivated the students to

participate in the courses at the university-based program, especially

those who had been in the program for longer than two years. We

thought that besides the subject matter, the personality and ability of

the teacher or the differences in the teaching styles (individual or

group work), the students might have been motivated to attend the

courses because of social ties developed throughout theyears.

The students were asked to state their replies in order of prefer-

ence. From their replies we were able to form three main categories:
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a) the subject matter, b) the instructor and c) the different teaching

styles which were used by the university instructors. Social ties were
not mentioned bythe students.

The results showedthat the subject matter was rankedbythelarg-

est numberof students (91) as the main reason for attending the pro-

gram. They enjoyed the science courses of which the topics were dif-

ferent from the ones taught at school. The courses provided a new

insight into the science programs and enabled them to explore new

topics. They arosetheir curiosity, directed the students towards read-

ing books, booklets, or monthly magazines for youngsters interested

in science. Even though some preparation and assignments were

given (which were by no meanseasy) the students remembered them

as an intellectual stimulus and stressed their enjoyment which also

found its expression in the choice of additional science courses.

Fighty-one students listed the instructors as being the second

most important factor in motivating their attendance. At the begin-

ning of each school year students met with the different instructors

whopresented their subject matter. Each student had an opportunity

to listen to the instructors, ask questions and decide whetherto enlist

in one of the courses.

The teachers were university graduates, doctoral students orlec-

turers who wereinterested in teaching the gifted. It was important to

find dedicated people who not only excelled in their field of knowl-

edge, but who were also able to impart it to young students and

arouse their interest. These instructors served as a role model with
whom the students could identify.

Third in-importance, 79 students mentioned the teaching style as

a reason for attending the courses. Frontal lectures were a necessary

part of the program but most of the workin the sciences waseither in

the laboratories or computer rooms where each of the students could

study individually or in small groups. In the laboratory, the students

were taught how to perform experiments in systematic way, as well as

learning rules, skills and techniques for using the equipment. In addi-

tion, part of the experiments were conducted outside the laboratory.

Many students mentioned that these courses provided them with

tools for defining problems and conducting organized research. This

process contributed to the development of their critical thinking.

In our follow-up study, questions wererelated to the contribution

of the program to the students’ choice of their present studies.
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The 95 students gave 123 answers indicating that some of them

had given more than one reply although they were asked to mark

only the most pertinent one.

The results were as follows:

8 — thought that the program had not contributed to the

choice of their present interests.

38 — stated that the causes had directed them towards their

choice of future studies.

25 — said that the courses had an impact upon their ap-

proach to their compulsory curriculum at school.

23 — felt that the program had broadenedtheir horizons.

22 — found that the courses had increased their interest in

fields they had not yet encountered.

4— mentioned that the program helped and contributed

without giving further specification.

3 — said that the courses had been pleasant and enjoyable.

Another question whichinterested us related to the present status

of these adolescents.
The majority of the students, 59 out of 95 are in the 11th or 12th

grade oftheir high school education. Of these students, only 15 are in

the humanistic stream while 44 have chosen mathematics andsci-

ences.
Twenty-three are now serving in the army, of which 18 are in-

volved either in tasks requiring mathematics, science and computer

backgroundsor have an opportunity to study these subjects during

their regular army service. The additional 5 students perform tasks

unrelated to their studies.
Finally, 13 students have already enrolled in the different mathe-

matics and science departmentsof the university. None of them study

subjects in the humanities or social sciences.

Weare encouraged by the fact that about 15 out of the 59 stu-

dents (or 25%) still in high school have chosen the humanistic

stream, but rather disappointed that at the university level, not even

one of the 13 students have doneso.

In our analysis of the gifted students’ choice or direction one can-

not disregard the environmental influences such as home-
background andparents whoserve not only as models or supportive

agents but undoubtedly have an impact upontheir children’s future

choice.
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Weregard the humanities as an important factor in educating a

person not only as an individual but also as a member of a com-

munity where responsibilities are shared.

Duringthe last 3 or 4 decades attention has been focused mainly

on sciences, while the growing tendency is to regard humanities as

less essential. We believe in a balanced education of sciences and hu-

manities.

In the Report of the Harvard Committee (1955) ‘‘General Educa-

tion In a Free Society,’’ humanities are of central importance. The

term general educationin the report‘‘is used to indicate that part of a

student’s whole education which looksfirst of all to his life as a

responsible human being and citizen, while the term special educa-

tion indicates that part which looks to the student’s competence in

some occupation’’ (p. 51). Science and humanities are not entirely

separable. Science is viewed as ‘‘a distinct type of intellectual enter-

prise, involving highly restricted aspects of reality and prepared as

such to makeparticular types of contribution to general education’”’

(p. 150).

Wethink that general education combinesthefixity of aim with

the diversity of application. It takes on many different forms. Yet in

all its forms common knowledge and commonvalues on which a free

society depends, are represented. These values as reflected in the hu-

manities should become an integral part of one’s ‘‘becoming’’

towards his struggle for ‘‘being.”’
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Modern-daypublic education contains the secret to whole person

development but is not even cognizant of this fact. The secret is not

to be foundin the traditional academic courses offered, but rather in

those much maligned ‘‘Activities (including extra-curricular ac-

tivities).’’ Inter-scholastic sports, music, drama, debate, etc. are ‘*ac-

tivities’’ that are not just ways to have fun or be with friends; they are

valuable educational tools which enrich a person’s high school expe-

riences. Participation in these high school activities: (1) provides

valuable lessons for manypractical situations; (2) are not a diversion

but rather an extension of a good educational program; and (3) are

predictors of later success —in college, in a career and in becoming a

productive, contributing member of society. Many studies have

documented the link between participation in activities and higher

grades and better attendance. Activities help both in students’ atti-

tudes toward self and school as well as deter drop-out rates and miti-

gate discipline problems.
In the real world, getting others to cooperate, leading others, cop-

ing with complex powerand influence and people problemsareat the

heart of a meaningful life experience. There is a place where young

people can learn these abilities—that place is the high school ac-
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tivities program.It is a shamethat the general public and the public
school hierarchy havefailed to realize the crucial importance of the
activities curriculum in the developmentof the whole person. Young
people should be encouraged to partake of activities in order to
receive the inherent benefits.

It should be emphasized that activities are not the only things
going on outside of formal education which contribute greatly to
whole person development. Anotherinteresting sub-discipline of the
general area of psychology has recently gained prominence and con-
tributes greatly to whole person development. And yes, the new
field—‘‘Performance Psychology’’ —is offered outside the normal
school curriculum; but nevertheless whole person developmentis the
principal objective of the relatively new field of ‘‘Performance
Psychology.’’ Applied performance psychologyis an attempt to en-
hance the mental capabilities of individuals particularly when in the
performancearena. This field creatively utilizes psychological theory
in an effort to improvethe entire person.

Our public school system, for the most part, has effectively edu-
cated the masses of oursociety in the so-called basic subjects —read-
ing, writing, and arithmetic. Evidenceof this success is our culture’s
high literacy rate. On the other hand, our education system appears
to have failed miserably in other aspects of the education of ourciti-
zens. As our culture becomes more complex, shouldn’t our schools
teach coping mechanisms? Oris it natural that millions of individuals
take valium and other drugsto mitigate the effects of stress and anxi-

ety? Is control of the self a prerequisite to adulthood that public

schools should be teaching? Or is self control the responsibility of

each individual? It is obvious that the public school system can not be

everything to everyone; but shouldn’tthis institution provide the fun-

damental high-level talents for a high quality of life for our society?
For whatever reasons, schools have not providedthe necessaryskills

and talents essential to the development of the whole person; so as

one of the manyalternatives to meet these needsthefield of perform-
ance psychology has blossomed.

This field involves stretching the psychological potential of an in-

dividual in order to achieve optimal performances. Basically the field

entails the teaching of three ‘‘Cardinal Skills.’’ These skills are cogni-
tive in nature and relatively easy to master. The three skills are: relax-

ation, concentration and imagery. Relaxation training can accom-
plish the very same results, in the control of anxiety and stress, as
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drugs do. Such intervention techniques as progressive relaxation or

autogenic training are extremely beneficial in teaching a person how

to remain in control in pressure situations. Learning to control the

situation rather than having the situation control you is the goal of

this type of training. Before persons can be a master of anything,

they must master themselves. Relaxation training provides an avenue

of self-mastery that can be beneficial to most everyone.

The second Cardinal Skill is concentration. Almostall of us, at

one time or another, have been instructed to ‘‘just concentrate.”’

This is very sage advice; but what is meant by the term concentration

and howis this skill mastered? Nowherein the public schoolcurricu-

lum is concentration taught, yet everyone is expected to have this

skill. Concentrationis crucial in all aspects of ourlives, but few of us

actually master this skill. In reality, concentration is a multifaceted

skill. A person must learn to broaden, narrow, focus internally,

focus externally, handle many stimuli simultaneously, and transfer

from one modeof concentration to another rapidly. When someone

can do all of the above, then he/shehas the overall skills of concen-

tration.

The third and final Cardinal Skill is imagery. Imageryis an innate

capability of the human animalthat has unlimited potential. All of us

image every night as we sleep—these images are called dreams.

Dreaming is really nothing more than random images generated by

subconscious activity. Young children are particularly adept at im-

agery, but seem to losethis ability at about 5-6 years of age. It really

isn’t a loss of the skill, just one that isn’t exercised very often and

thus slides into remission. Imagery is an ideal method by which to

mentally rehearse various activities and situations.

These three Cardinal Skills should be learned in the order pre-

sented in this paper —relaxation, concentration,andfinally imagery.

Anindividual needs to be relaxed to concentrate, and must be in con-

trol of all aspects of concentration in order to image effectively.

The field of performance psychology is concerned not only with

the three Cardinal Skills; rather its primary purpose is to develop the

whole person via the expressionistic modality of performance. Topics

such as motivation, aggression, psychological interventions, persona-

lity, emotional disposition, and a multitude of others occupythein-

terest of those involved in this discipline. Performance psychologyis

concerned with innovatively developing human potentials which have

been forgotten or neglected. Performanceisn’t limited to the athletic
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playing fields, rather it is something to whichall of us should be cog-
nizant. Performance psychology has something to offer to everyone
and is truly a creative endeavor designed for whole person develop-
ment.

In summary, this article discussed two areas that are tangentially
associated with public education but are really not appreciated for
their great contribution to the development of the whole person —ac-
tivities and performance psychology. These two areas seem to involve
the creative attributes of the participants and havelasting benefits for
a higher quality of living.

A recent afterthought is that the department of one of these

authors has just changed its name from Physical Education to Exer-

cise and Sport Science. The reasonsfor this change are many, but one

of the most important is the fact that their departmentis exercising

and developing morethanjust the physical aspects of an individual.

They are developing more of the mind and the body(the brain and

the brawn). In other words, they are now moving more strongly

toward Whole Person Development.!

Fditorial Note: When Wilson Riles was State Superintendent of California,

he was informed about the new approachof teaching to develop Multiple

Brainpower Talents. He summarizedhis reactions by stating that whatthis

new approach was doing was moving toward Teaching the Whole Person, a

concept to which educators have given a lot of lip service for a long time,

but have donepractically nothing to put it into action.
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The purposes of this study were to investigate the leisure time,

school curricular preferences (courses), and extra-curricular activities

of groups of gifted boys andgirls from seven- to fourteen-years-old

who were enrolled in a private school. The results of the study are

presented in Tables 1, 2, and 3.
Newspaper reading: Table 1 shows the percentage of students

who reported that they read the newspaper every day, once a week,

once a month, or never. As can beseen, the total percentageof stu-

dents who report to reading the newspaperis higher for the upper

age group,i.e., 54.4% as opposed to 28.4% for the lowerlevel. In

addition, in the younger group, more boys than girls read the news-

paper every day, andthis difference becomesless in the higherlevel.

Homework hours: Tables 1 and 2 present the data on the amount

of time spent on homework assignments. Most of the younger sub-

jects appear to spend an hour a day on homework, whereasthe older

students spend close to two hours on homeworkeach day.
Time on extra-curricular activities: On an average, these gifted

subjects in both age groups report to spending between twoto three

hours a day on extra-curricular activities.

Watching T.V. news: An analysis of this information indicates

similarity in response among the two age groups. In both the age
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groups, there are definite gender differences. Almost twice as many
boys than girls reported watching T.V. newsevery day.

Home computer: Data collected show that 65.7 of the lower age
group and 77.8% of the upper age group subjects have a home com-

puter. The older group has fewerrestrictions on the use of the com-

puter. The findings show, however,that the amountof time spent on

the computer is very close for both age groups, i.e., 0.7 hour for

lower age group and 0.8 hour for higher age group. Also, in the

upper group, the boys reported spending more time on computer
than girls, 1.1 hours as opposed to 0.4 hours.

Frequency ofmovie going: The pattern of movie going appears to

be very similar in the two age groups. The data show that about 60%

of these gifted subjects do go to the movies twice a month or once a

month. Some 19% of the subjects report going to the movies once a
week.

Video games: 64.2% of the subjects in the lower group and

47.8% of the subjects in the upper group have a video game at home.

These subjects spend about 20 to 30 per day minutes on the video

game at home. |

Number of books read: Table 2 presents data on the number of

booksread by the subjects. The younger group reads, on an average

of 103 booksa year, whereas the older group read 51.3 booksa year.

Gender differences are apparent in these data, indicating that boys

are more avid readers thangirls in the younger group, but the situa-
tion reversed as they get older.

Hours of T.V. watched: These gifted subjects spend 1.9 hours a

day watching T.V. A high percentage,i.e., 47.8% in the lower group

and 45.6% in the upper groupreport that they watch T.V. one hour
per day.

Part of newspaper read: Table 3 presents the analysis of parts of

newspaper read. The top four responses were: comics (73%), news

(57%), other (42%), and sports (28%).

Favorite school subject: Table 3 presents the results collected

from this item on favorite schools subjects. The top four favorite

subjects were Math (28%), P.E. (21%), Art (13%), and Theatre Arts
(7%).

Favorite T.V. Shows: Table 3 presents the data collected ontele-

vision shows. The six most favorite shows reported by these students

were: Cosby Show (58%), Family Ties (36%), Different Strokes
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AGE GROUP: 7.0 to 9.11 YEARS AGE GROUP:10.0 TO 14.10 YEARS
 

 

 

Total Boys’ Girls’ Total Boys’ Girls’

Item Description % % % Item Description % % %

News Paper Reading News Paper Reading

Everyday 28.4 37.5 14.8 Everyday 54.4 58.0 50.0

Once a Week 56.7 50.0 66.7 Once a Week 33.3 28.0 40.0

Once a Month 10.4 7.5 14.8 Once a Month 10.0 12.0 7.5

Never 4.5 5.0 3.7 Never 2.2 2.0 2.5

Watching TV News Watching TV News

Everyday 34.3 42.5 22.2 Everyday 35.6 44.0 25.0

Once a Week 47.8 40.0 59.3 Once a Week 48.9 48.0 50.0

Once a Month 10.4 10.0 11.1 Once a Month 11.1 6.0 17.5

Never 7.5 7.5 7.4 Never 4.4 2.0 7.5

No. of Homework Hours No. of Homework Hours

1 Hr. Homework / Day 62.7 65.0 59.3 1 Hr. Homework / Day 16.7 18.0 15.0

2 Hrs. Homework / Day 35.8 35.0 37.0 2 Hrs. Homework / Day §2.2 50.0 55.0

3 Hrs. Homework / Day 0.0 0.0 0.0 3 Hrs. Homework / Day 22.2 24.0 20.0

4 Hrs. Homework / Day 0.0 0.0 0.0 4 Hrs. Homework / Day 7.8 8.0 1)

More Than 4 Hrs. HW / Day 1.5 0.0 3.7 More Than 4 Hrs. HW / Day 1.1 0.0 2.5

Time on Extra-Curricular Activities Time on Extra Curricular Activities

1 Hr. / Day 22.4 32.5 7.4 1 Hr. / Day 20.0 20.0 22.5

2 Hrs. / Day 29.9 25.0 37.0 2 Hrs. / Day 35.6 32.0 40.0

3 Hrs. / Day 19.4 10.0 33.3 3 Hrs. / Day 26.7 36.0 15.0

4 Hrs. / Day 7.5 7.5 7.4 4 Hrs. / Day 5.6 4.0 7.5

More Than 4 Hrs. / Day 20.9 25.0 14.8 More Than 4 Hrs. / Day 11.1 8.0 15.0

Home Computer (PC) Home Computer (PC)

Students with Computer (PC) Students with Computer (PC)

at Home 65.7 at Home 77.8

Students without Computer (PC) Students without Computer (PC)

at Home 34.3 at Home 22.2

Use of Home Computer Use of Home Computer

Can Use Home Computerat Can Use Home Computerat

Any Time 47.8 52.5 40.7 Any Time 72.2 74.0 70.0

Video Game at Home Video Game at Home

Have a Video Game at Home 64.2 65.0 63.0 Have a Video Game at Home 47.8 62.0 30.0

Homework to be Done at Certain Times Homework to be Doneat Certain Times

Parents who require homeworkto Parents who require homework to

be doneat certain times 46.3 50.0 40.7 be done at certain times 41.1 36.0 47.5

Frequency of Movie Going Frequency of Movie Going

Twice a Week 11.9 12.5 11.1 Twice a Week 5.6 2.0 10.0

Once a Week 19.4 25.0 11.1 Once a Week 18.9 24.0 12.5

Twice a Month 29.9 22.5 40.7 Twice a Month 32.2 28.0 37.5

Once a Month 28.4 22.5 37.0 Once a Month 35.6 38.0 32.5

Once a Year 9.0 15.0 0.0 Once a Year 7.8 8.0 7.5

Sometimes 1.5 2.5 0.0 Sometimes 0.0 0.0 0.0

House of TV Watched / Day Hours of TV Watched / Day

1 Hr. / Day 47.8 42.5 55.6 1 Hr. / Day 45.6 50.0 40.0

2 Hrs. / Day 19.4 25.0 11.1 2 Hrs. / Day 27.8 20.0 37.5

3 Hrs. / Day 22.4 22.5 22.2 3 Hrs. / Day 21.1 26.0 15.0

4 Hrs. / Day 9.0 7.5 11.1 4 Hrs. / Day 2.2 4.0 0.0

§ Hrs. / Day 0.0 0.0 0.0 § Hrs. / Day 3.3 0.0 7.5

6 Hrs. / Day 1.4 2.5 0.0 6 Hrs. / Day 0.0 0.0 0.0

TABLE 1. PERCENTAGE CHART
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AGE GROUP: 7.0 TO 9.11 YRS. AGE GROUP:10.0 TO 14.10 YRS.

Total Boys’ Girls’ Total Boys’ Girls’
Item Description % % % Item Description % % %

No. of Books Read No. of Books Read

Per Week 2.7 3.4 1.7 Per Week 1.7 1.2 2.4
Per Month 7.8 9.8 4.9 Per Month 5.9 4.6 7.4
Per Year 103 135 55.6 Per Year 51.3 42.1 62.8

Time Spent on Homework Per Day Time Spent on Homework Per Day
No. of Hours / Day 1.4] 1.34 1.52 No. of Hours / Day 2.24 2.22 2.27

Time Spent on Extra-curricular Activities Time Spent on Extra-curricular Activities
No. of Hours Spent Per Day 2.75 2.67 2.85 No of Hours Spent Per Day 2.49 2.48 2.50

Home Computers Home Computers

No. of Hours Spent on No. of Hours Spent on

Computer Per Day 0.89 1.02 0.69 Per Day 0.80 1.06 0.46

Video Game at Home Video Game at Home

No. of Hrs. Video Game Played No. of Hrs. Video Game Played

at Home 0.5 0.5 0.5 at Home 0.3 0.4 0.2

Video Game Out of Home Video Game Out of Home

No. of Hrs. Video Game Played No. of Hrs. Video Game Played

Out of Home 0.6 0.7 0.5 Out of Home 0.4 0.6 0.1

Hours on Home Computer Hours on Home Computer

No. of Hrs. Computeris No. of Hours Computeris

Used After School 0.7 0.7 0.6 Used After School 0.8 1.1 0.4

Hours of T.V. Watching Hours of T.V. Watching
No. of Hrs. Spent Per Day 1.9 2.0 1.7 No. of Hrs. Spent Per Day 1.9 1.8 1.9

 

TABLE 2. AVERAGE CHART
 

(28%), Facts of Life (26%), Three’s Company (21%), and Golden
Girls (20%).

Favorite Leisure Time Activities: Table 3 includes data on this
item. The top 8 leisure time activities reported were: T.V. (49%),
reading (40%), computer (26%), swimming (22%), play with friends
(19%), bicycling (15%), movies (14%), and tennis (13%).

The subjects generally reported watching fewer hours of T.V. a
day than the national average. Research generally shows that
children with higher IQs watch less television than children with
lower IQs.

This study found that some leisure time activities that were re-

ported by these subjects are typical of their age group,e.g., television

viewing and movie going. However, reading was reported by a high

percentage 40%. It is also interesting to note that these gifted
children show a traditional interest in school or academicactivities,

to include the use of computers and othercreative activities. Gifted

children are also generally advanced in their reading development
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ITEM DESCRIPTION TOTAL %
 

If you read the newspaper, what part of newspaper do you read?

COMICS 73.25%

NEWS 57.32%

OTHER 42.04%

SPORTS 28.03%

BUSINESS 1.27%

Myfavorite school subject is:

MATH 28.03%

P.E. 21.66%

ART 13.38%

THEATRE ARTS 7.64%

SCIENCE 5.73%

ENGLISH 5.73%

SPANISH 4.46%

LATIN 3.18%

HISTORY 2.55%

Favorite T.V. show:

COSBY SHOW 58%

FAMILY TIES 36%

DIFFERENT STROKES 28%

FACTS OF LIFE 26%

THREE IS COMPANY 21%

GOLDEN GIRLS 20%

CHEERS 19%

SILVERSPOONS 17%

CARTOONS 16%

MIAMI VICE 15%

Favorite leisure time activities:

TELEVISION 49%

READING 40%

COMPUTER 26%

SWIMMING 22%

PLAY WITH FRIENDS 19%

BICYCLING 15%

MOVIES 14%

TENNIS 13%

PIANO 12%

SLEEP 11%

BASKET BALL 10%

DRAW OR PAINT 10%

EAT 8%

DANCING 7%

BASEBALL 6%

TALKING ON TELEPHONE 6%

LISTENING TO MUSIC 5%

VIDEO GAMES 5%

 

TABLE3. DESCRIPTIVE ITEMS PERCENTAGE CHART —
TOTAL NO. OF SUBJECTS: 157
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and are instructed by parents and teachers to read a wide assortment
of materials.

Leisure time and play are important concepts in American society

for all children. It is uniquely important for us to learn more about

the attitudes of gifted children toward leisure time activities, school-

related courses for which they have a preference and the home and

community based activities that occupy their time.



ARTICLE 102
 

Super Saturdays,

Sometimes & Somewhere

 

Phyllis J. Perry

Martin Park School

Boulder, CO 80303

Super Saturdays, Sometimes and Somewhere beganin the Boul-

der Valley Schools in Colorado in the 1982-83 school year and the

programming effort has continued ever since. Althoughit has devel-

oped in quite a different direction, the initial idea had its roots in the

extra-school programming of John Feldhusen (1982) at Purdue Uni-

versity. Feldhusen pointed out that gifted, creative, and talented stu-

dents have special educational needs which can be met in part

through extra-school services provided on Saturdays, summers, eve-

nings, and weekends.
Certainly many needs ofgifted students are met in the school and

in the home. Gifted students have cognitive needs which include the

opportunity to develop basic thinking skills early, to engage in in-

depth inquiry, to work with inter-disciplinary problems, to learn

research and analysis techniques at an early age, and to beself-

directed in their learning. Their special affective needs include ac-

quiring motivation through the association with intellectual or artis-

tic peers and by being in contact with adult models whoarecreatively

successful individuals. Gifted students also have generative needs.

They are not merely receivers of knowledge andskills but rather tend

to invent and create new approaches for identifying and solving

problems.
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Extra-school programs designed for gifted and talented youth

should considerall three types of needs mentioned above. Research

into persons who have had notable achievements as adults reveals

that very early they were exposed to a wide variety of stimulating ex-

periences and that they began to focus on specific areas of endeavor.

For the most part they showed sustained motivation and did not

burn-out of their early enthusiasms. (Bloom, 1989).

Capitalizing on needs of gifted youth, John Feldhusen wasinstru-

mental in introducing a Super Saturday program at Purdue Univer-

sity involving non-credit mini-courses designed to present material at

a fast pace and at an advancedlevel for children who would score in

the top 10% of their student populations.

In Boulder, Colorado,it was thought that the University of Colo-

rado might provide the same sorts of opportunities for youth that

Purdue University had offered. This did not materialize. So the Of-

fice of Talented & Gifted Education in Boulder decided to begin a

Super Saturdays program on its own without University sponsorship.

The concept was expanded from Saturday offerings on a university

campus to activities during any out-of-regular-school hours in any

appropriate setting. Super Saturdays, Sometimes and Somewhere
was born!

ECIA ChaperII, Block Grants funds were madeavailable to dis-
tricts through the state of Colorado, and the Office of Talented &
Gifted Education applied for $10,000. The grant was approved. The
intent of the Boulder Valley proposal was to support enriching ac-
tivities in any content field or multidisciplinary, and at any grade
level, for talent development of students outside of the regular school
day. It was anticipated that there would be offerings on Saturdays,
afternoons, evenings, and duringperiods of school vacation. Monies
that were available would pay teachers, consultants, aides, and pro-

vide needed materials. Students would not be assessed any fees for
their participation.

After considerable discussion, a bold decision was made. Anyone

in the community might apply to hold a Super Saturdays & Some-

times by simply writing a letter describing the idea, target audience,

goals, time-line, and budget. No forms would be used. No deadlines

for application were set. Applications would be received and ap-

proved so long as money wasavailable. The program was advertised

widely in the community, and a committee of three persons agreed to
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read the letters of application and to approve or disapprove of the

proposals. Very quickly, letters began to arrive.

A Denvertelevision Channel was willing to show a program called

**Spotlight on Schools,’’ to be planned, written and narrated byele-

mentary students as a Super Saturdays project. The second proposal

came from a Junior High music teacher who asked to offer four

Thursday evening sessions of music using cortols and recorders.

Thirty-six students, grades 5 through 12 would take part. The third

proposal was submitted by a senior high drama teacher who pro-

posed that 50 students in grades 9 through 12 would work on two suc-

cessive Saturdays with nationally knownartists, Nancy Spanier and

Paul Oertel, in dance, movement and voice techniques. The fourth

proposal was submitted by an elementary teacher who proposedtak-

ing 20 students from fifth and sixth grades who wereespecially in-

terested in publishing on an afternoon when school was released for

parent-teacher conferences to visit Johnson’s Publishing Company

to have a first-hand view of the printing of books.

The staff of the University of Colorado became involved when

Professor Robert Christopher offered a series of lectures, labs, and

field trips on Thermodynamics, and Professor Igor Gamow fasci-

nated 20 secondary students with four workshops on the Bio-

engineering Aspects of Animal Performance. Other colleges in the

area were also informed of the need and opportunity, and Professor

Ray Meester of Front Range Community College presented a Geo-

metric Light Show for elementary students, demonstrating geometry

andlasers.
In all that first year, eighteen proposals were received and four-

teen were funded. Encouraged by success, funding was continued for

the 1983-84 school year, but due to a diminishing budget, was limited

to $5,000. The second year began with a request to take thirty-six kin-

dergarten students to hear the Denver Symphonyin a special Tiny

Tots concert. Another group of kindergarten students were funded

to attend a performance of Snow White & Rose Red at the Arvada

Center for the Arts & Humanities. Thirty additional kindergarten

students attended a performance at the Bonfils Theatre. It was

reacily apparent that although none of the proposals duringthefirst

year were for kindergarten level, that the second year was going to

make up forit.

Three dozen students in grades 9 through 12 participated in crea-
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tive writing workshopsfor three successive Saturdays. Six published

writers from the Boulder area each worked with six students. Each

guest author was paid $75 for each three-hoursession.

An aide at an elementary school who was an opera buff, pro-

posed teaching children about opera, helping them perform anorigi-

nal opera, Pandora’s Box, with the creator Cecil Effinger available

for comment and to see the production, presenting scenes from

Gilbert and Sullivan’s ‘‘Trial By Jury’”’ as a puppet show, attending

‘‘la Boheme’’ at the University of Colorado, andfinally attending a

professional opera performance of ‘‘The Elixir of Love’’ at Central

City during the summerfestival.

A costumer washired to create the unusual characters of Alice in

Wonderland, helping each senior high student come up with a special

creation. The cost for this professional help was $400. Local artists

provided a series of workshops in papermaking. A film critic was

hired to work with secondary students to se THRONE OF BLOOD,

a Japanese production, and to compareit with the English version of

MACBETH.In all, 15 proposals were received and 12 funded during

the second year at a cost of $5,196.54.

Super Saturdays, Sometimes and Somewhere continued every

year from its beginning in 1981 through 1988. Each year the type and

number of proposals varies. During the 1986-87 school year, twenty-

nine proposals were funded. Over a thousand students are involved

in Super Saturday, Sometimes & Somewhere programming each

year. Monies to support the programming range between $5,000 and

$10,000. This activity is one more wayof helping to meet the needsof
our talented and gifted youth.



ARTICLE 103
 

Project Chameleon, Project Challenge,
and Project Communicate:

A Tri-Focal Approach Toward
Meeting Exceptional Needs

 

Mary L. Klein

Lodi Public School District

Lodi, Wisconsin

The Lodi School District in Lodi, Wisconsin has developeda tri-

focal approach to programming and meeting the needs of elementary

students (K-6) who exhibit gifted, talented, and creative behaviors.

Each of the programming optionsis very vital, and each is very dif-

ferent from one another.

I. Project Chameleon
Resource room, Cross-grade groupings, 8-10 students, scheduled

four hours per week. Students identified because of educational need

which cannot be metin the classroom setting.

Identification: Students are rated by classroom teachers in ten

categories:

Visual Arts Talent

Performing Arts Talent

Creative Talent

. One-Sided Talent
Academic Talent

Leadership and Organizing Talent

. Psychomotor Talent

. Spatial and Abstract Thinking TalentT
O
M
M
O
A
e
S
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I. Underachievement Talent

J. Hidden Talent

(Taken from Kranz Multi-Dimensional Screening Device)
Each individual studentis rated in each category in comparison to

others within homeroomsetting.

Rating scale values - 1 (low) - 7 (high)
Students receiving three or four high ratings (6’s or 7’s) are placed

in the first Pool.

Data such as work samples, test scores, teacher questionnaires,
pupil interest surveys, parent nominations and classroom observa-
tions, are collected on students comprising this First Pool.

The Screening / Identification Committee is made up of the Prin-

cipal, Guidance Counselor, School Psychologist, Art, Music, and

Physical Education teachers. This committee carefully scrutinizes the

collected data and recommends students for Project Chameleon.

Usually 3-5 %of the screened population is recommendedfor Project

Chameleon. These are students whose needs are not being met in

regular homerooms. Information and recommendations are pre-

sented to parents who makethe final decision whether or not to en-
roll a student in Project Chameleon.

Project Chameleon occursin a pull-out resource room. Students
work at Higher Level Thinking Skills such as Brainingstorming,
Visual Imagination, Divergent Questioning, Deductive Thinking,
and Creative Problem Solving. These are integrated into Thematic
Units. Also, a guidance component works on self-awareness.

II. Project Challenge

This is an enrichment program with a variety of mini-unit offer-
ings.

Studentsare selected from the First Pool, or any student mayself-
select.

Mini-unit Examples:

Writers Workshop: Fifth and sixth grade students with above av-

erage writing ability, task commitment, and creativity. One hour per

week, after school. Students wrote of happenings around school,in-

terviews of teachers and students, etc. or wrote poetry, editorials, or

short stories. Articles were published in local, weekly newspaper.

Creative Problem Solving: I taught creative problem solving tech-
niques to all third grade students. Approximately 100 students in

four classrooms. Eight weeks, one hour per week, per classroom.
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Foreign Culture Club: Using AFS and Rotary Exchange Students

from a local high school, after-school clubs gained knowledge of

foreign languages and cultures. Open to third and fourth gradestu-

dents.

Ill. Project Communicate

Dissemination of information, knowledge and resource

materials.
Learners exhibit gifted behaviors at times other than when they

are scheduled into a resource room or involved in an interest / enrich-

ment unit. It is very important to work with and through classroom

teachers.
Inservicing and staff development instruction in Higher Level

Thinking Techniques is for teachers to use in the classroom withall

students. Also Project Communicateis vital in supplying resources to

classroom teachers.
Project Chameleon, Project Challenge, and Project Communi-

cate are all vital to our comprehensive programming in meeting the

needs of the gifted, talented, and creative learners at Lodi Elemen-

tary School.



ARTICLE 104

 

Extending Humanistic Wholistic

Teacher Training for the Gifted:
Identifying the Gaps,

Consolidating the Gains

 

Sandra M. Shiner

University of Toronto

Toronto, Canada

The recentliterature on training teachers for the gifted has begun
to focusless on the extravagantlists of perfect and desirable qualities
which teachers of the gifted should possess, and concentrate more on
the possibilities of change, and the most needed areas in which
change should takeplace.

Shiner (1986) has outlined a program oftraining teachers for the
gifted which embraces humanistic, holistic instructional strategies. A
training guide was devised (1986) which helps an instructor to assess
beginning attitudes and conditions necessary to teach the gifted in the
humanistic mode. This report shall discuss the information received
from utilizing this Guide with a numberofteachers ofthe gifted.It
will also discuss the further teacher-training program that was
devised to consolidate the gains madein theinitial teacher-training
experience. Theories of social learning were employed to design
learning experiences which wouldinstigate effective change beyond
the ‘instructional stage’’ within these learners.

All participants of Gifted, Part II needed to have successfully
completed Gifted, Part I. Participants had a variety of experiences,
including full-time teachers of a segregated classroom, partial with-
drawalitinerant teachers, consultants, psychologists, or administra-
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tors. This sample of students therefore had both more theoretical and

practical experience than the groupsofstudents in Gifted, Part I.

Early discussionsin the course revealed that most participants felt

weak in two major areas. Firstly, they needed further clarification

about successful implementation strategies for a differentiated cur-

riculum. Secondly, most participants requested training in specific

counselling strategies, to increase the interpersonal effectiveness of

themselves and their students.

Although manyteacher-training models for the gifted may impli-

citly reflect a social learning perspective, I believe that the present

course of instructionis the first to be so closely modeled onthis theo-

retical perspective. Social Learning Theory (Bandura, 1977) has a

particular relevanceto gifted education for the following reasons:(1)

It stresses the complexity of human behaviour. (2) It places the

learner in a highly interactive, decision making role, rather than as a

passive respondent. (3) It reflects cognitive, affective, symbolic and

environmental factors in the learning process. (4) There is a strong

emphasis on individual intentionality and individual learning needs.

Gifted, Part II incorporated certain constructs of Social Learning

Theory. The importance of self-concept, conditioning, reward and

group membership were selected by this author to be of particular

significance. Participant Modelling wasalso selected as a key feature

for effective learning transfer. Attention was paid to four major

components of participant modelling: (1) explanation of the rationale

and instruction,(2) modelling, (3) guided participation, and (4) suc-

cessful experiences.
The following section describes a variety of activities in Gifted,

Part IJ which were designed to reinforce the structure of participant

modelling.

Rationale and Instruction

The instructor reinforced the specific values and attitudes about

giftedness that had been stressed in Part I (e.g., the gifted are dif-

ferent, NOT special; the gifted differ widely in terms of personality

profiles and preferred learning environmentsetc.) Students were en-

couraged to designate their own research areas and projects, either

related to counselling or curriculum. Most students preferred to work

on curriculum units which they designed reflecting differentiated

principles suited for the gifted populations with which they werein-
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volved. These projects were shared and discussed during class time.
Critical and supportive feedback was exchanged between students.
Plans to develop a Handbook of some excellent teaching models is
currently being developed by the author.

I also consciously modelled as manyof the ‘‘good teacher of the
gifted’’ characteristics as possible (humour, empathy, keen interest
in learning, “‘sage on stage vs. guide by side’, etc.)

Symbolic Modelling

Films, audio and video recordings, slides, imagery Scripts, printed
material and bibliotherapyareall effective tools to assist in symbolic
modelling of desired behaviours. In Gifted, Part II, several videos
which exemplify creative thinking skills (e.g. Olympics of the Mind)
or gifted personalities ( e.g. The Colors of Love, Story of Marc
Chagall, or How Dothe Gifted Grow) are utilized. Students were en-
couraged to read biographies of gifted people in their particular
fields of interest (e.g., English teacher read biography of Virginia
Wolf).

Self as Model

Self-growth was monitored through journals, self- videotape, and
recorded case studies with a gifted individual. All students in the
course participate in five one hour counselling sessions,facilitated by
the instructor. Participants are taught a variety of techniques includ-
ing active listening, goal setting, confrontation, identifying self-
defeating behaviours, focussing, creative dreaming, avoiding perfec-
tionism etc.

Guided Participation

Evaluation for the course is designed by the participants. They
are helped to design a procedure which reflects as many aspects of
differentiated curriculum for the gifted as possible. The final design
generally combineselements ofpeer, self,and instructor feedback on
a variety of cognitive and affective course elements. Feedback is both
formative and summative, although the final course grade reflects
the standardized Letter Grade which the University Graduate School
requires.
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Successful Experiences

Bandurastresses that clients must experience and identify their

successes, if they are to retain the benefits of their new learning. In

Gifted, Part II, students are constantly encouragedto articulate posi-

tive changes they see in themselves and others through journals,

counselling sessions, discussions, etc.

How doesassessment of the ‘‘success’’ of social learning therapy

take place? Bandura suggests that final assessment does not take

place until some time after termination of therapy. If after an accept-

able period of time, the clients arestill practicing the desired new be-

haviours in their natural environments, then the social learning

therapy can be considered successful. About 75 participants have

thus far experienced Gifted, Part II. Feedback on experienced

changes have been in two general directions: more comfort with a

wide spectrum of gifted learners in general, and themselvesas gifted

learners in particular; and greater familiarity with the constructs of

experiential, student-directed learning and with themselves as facili-

tators.

Since 1985, the Gifted Teacher Training Guide, described in

Shiner (1986) has been given as a pre and post-test to about 30 stu-

dents. In all cases, directions of all aspects of the questionnaires pro-

ceeded from an average ranking of 2-3 in most test areas (weak) toa

majority of responsesin the 4-5 area (strong) after the completion of

Gifted, Part II. These rankings related to growth in both cognitive,

affective and implementation skills. It is also encouraging, that many

graduates of these two training courses in Gifted Education have

risen to supervisory and developmental postions with gifted educa-

tion in their own jurisdictions.

HUG GUIDE (Humanistic Utilization Guide)

The following criteria can help you assess your practical readiness to

make humanistic education for the gifted a reality. Rank yourself on

each statement (1 = weak to 5 = strong) and give a specific example

from the last six months of your activities that supports your actions.

1. I can define who the gifted are in one short, clear and practical

statement.

12 3 4 5

Example:
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2. Ican make a clear and practical statement about the needfor dif-
ferentiated programsforthe gifted.
123 4 5

Example:

3. I can define ‘‘differentiated gifted instruction’’ with six or seven
clear criteria.

123 4 5

Example:

4. | am more frequently a ‘‘guide by the side’ than a ‘‘sage on the
stage’ in my daily classroom practice.
12 3 4 5

Example:

5. lam continuously practicing my active listening and communicat-
ing skills with my students.
123 4 5

Example:

6. I frequently hold class meetings and small discussion groups with
my students about class business and personal development con-
cerns.

123 4 §

Example:

7. I help my students develop self-rating scales for self-esteem and
positive health growth (e.g. perfectionism scale; procrastination
scales etc.)

123 4 5

Example:

8. I have an exciting collection of visuals and books about personal
growth whichare freely accessible to my students.
123 4 5

Example:

9. I am always adding up-to-date media and newly available
materials to update mypresentcollection about the gifted.
123 4 § |
Example:
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10. I discourage comparative evaluations of students’ work, but I

encourage that they share with each other for mutual enrichment.

123 4 5

Example:

11. I encourage students to develop their own record-keeping of

progress, both cognitively (self-evaluation on projects etc.) and af-

fectively (journal keeping; small discussion groups with peers etc.)

123 4 5§

Example:

12. I have several waysto gain feedback about the students’ involve-

ment with and enjoyment of the course as it is progressing.

123 4 5§

Example:

13. I solicit written evaluations and positive support documents(e.g.

‘¢ Write an ad for this course’’.) from my students at the course end.

123 4 $5

Example:

14. I keep ‘‘small and quiet’’ about my innovative gifted program

with my colleagues, and showinterest in their programs and different

styles of teaching.

123 4 5

Example:

15. I keep my principal informed of any unusual aspects of my pro-

gram (e.g. out-of-class work-time; qualitative reporting) and offer to

handle parental concerns myself.

123 4 §5

Example:

16. I involve my students in positive community projects that will

bring credit to the school as a whole.

123 4 5

Example:



692 Moving Toward Whole Person Development

REFERENCES

Bandura, A. (1976) Effecting change through participant counselling. In

J.D. Krumboltz & C.E. Thorensen, (eds.) Counseling methods. New

York: Holt, Rinehart & Winston.

Bandura A. (1977) Social learning theory. Englewood Cliffs, N.J. Prentice

Hall.

Moyers, B. (Producer). (1981). Women and Creativity. [Video.] Washing-

ton: Public Broadcasting System.

Rasky, H. (Producer). (1977) Homage to Chagall: The Colours of Love.

[Film.] Toronto: Canadian Broadcasting Corporation.

Shiner, S.M. (1986) Design and implementation of a humanistic, holistic

training program for teachers of the gifted. Gifted International, 3

(2) 64-77.

Shiner, S.M. (Consultant). (1983) How Do The Gifted Grow.[Film] Toron-

to: TV Ontario.



ARTICLE105

 

The Development of the

Whole Person Through Liberal Education:
What We Know and (Sometimes) Do

 

L. Jackson Newell

Professor and Dean of Liberal Education

University of Utah

As faculty, we search constantly for ways to improve our teach-

ing, our courses, and undergraduate education as a whole. Excellent

reports like Carnegie’s College: The Undergraduate Experience in

America (Boyer, 1987), have provided some insight, information,

and a good deal of stimulation. Other works, like Allan Bloom’s

popular Closing of the American Mind(1987), focused national at-

tention on undergraduate education and generated controversy

aplenty. These and other works push meto reflect: What do we ac-

tually know about the effects of undergraduate education and the

factors that make a difference in what students take away from their

college years? In the paragraphs following, I highlight the fruits of

myrecent search of the literature for knowledge currently available

on this subject. A short section is added at the end in orderto list 17

elements that affect the quality of undergraduate education.

A variety of studies have demonstrated that the quality of under-

graduate educationis not directly related to the resources a college or

university invests in it (e.g. the size of budgets, the qualifications of

faculty, the number of books in the library) or the distinctions or

awards won by alumni. The best gauge of our educational punch,it

would seem, is the difference in students’ knowledge, values, confi-
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dence, and competence between admission and graduation. But by

far the most important factor in predicting alumnisuccessis the rigor

of an institution’s admissions standards: high achieving freshmen

turn into high achieving and successful graduates. Thus, the distinc-

tion of Harvard’s or Oberlin’s graduates has less to do with the qual-

ity of their faculty , the size of their endowments,orthe facilities they

offer than it does with the academic qualifications of the students

they choose to admit. Good open admissionsinstitutions, then, have

the potential to make more difference in the lives of their students

than doselective colleges and universities. But admitting better stu-

dents does make a school /ook better.

It also behoovesusto reflect that neither grade point average nor

standardized test scores (ACT, SAT, GRE,etc.) are good predictors

of career and personal achievementlater in life. They are not even

good predictors of success in graduate school. Howard Gardner
(Frames ofMind, 1983) explains these disquieting observationsbyre-
minding us that academicinstitutions are devoted pimarily to the de-
velopment of verbal and mathematical intelligences. Yet his cele-
brated cross-cultural studies show that spacial, musical, kinesthetic,
intra-personal and inter-personal ‘‘intelligences’’ play vitally impor-
tant roles as we make our wayin the world.

More disquieting news. A pioneering study Changing Values in
College, published in 1957 by P.E. Jacob, reviewed twenty years of
empirical studies of colleges, their curricula, and their students.
Jacob concludedthat the influence of college on students’ beliefs and
values were quite modest: ‘‘the values of American college students
are remarkably homogeneous. . . and the great majority of students
appear abashedly self-centered . . .There is more homogeneity and
greater consistency of values amongstudents at the end of their four
years than whenthey begin. Fewer seniors espouse beliefs which devi-
ate from the going standards than do freshmen.’’ Jacob continued,
‘‘to call this process a liberalization of students values is a misnomer.
The impact of college experience is rather to socalize the individual,
to refine, polish, or shape-uphis values so that he can fit comfortably
into the ranks of American college alumni.’’ Controversial as this
book was, and distant as it now is, it reminds us that the effects of
college on students are too often ill-liberal in that they can dampen
rather than encourage creative thought and independent moral judg-
ment. Single-minded devotion to covering theintellectual territory of
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our disciplines can makeus vulnerable to the risk of ‘‘schooling”’ our

students in the prevailing methodoligies and ideologies —usually of

our particular corner of the academy.

If we are to measure our success, therefore, in the amount of

overall growth our students experience, and the extent to which we

liberate and encouragetheir creative instincts, what factors might we

consider? Scholars have generally relied on two kindsof evidence:(1)

high grades and high achievement on standardized tests and (2)

documented advancesin:

e critical thinking (analysis, synthesis, etc.)

e ethical reasoning (reflective judgment)

e intellectual flexibility (ability to consider and deal with ideas

and information that challenge one’s assumptions or personal

values).

Grades andtest scores obviously have more to do with a student’sac-

quisition of information and knowledge(and have the shortcomings

already discussed), while the latter factors address matters of intellec-

tual and emotional maturation.

Literally thousands of studies in the last thirty years have

searched for factors in undergraduate education that explain high

gains in academic achievement or notable personal growthin critical

thinking, ethical reasoning, and intellectual flexibility. From

Pascarella (1985) and variousothers, I have pulled together the more

noteworthyresults:

e Thereis little evidence that curricular design itself is the key

factor in either cognitive or affective growth. How hard stu-

dents work in their classes, and the amount of interaction they

have with faculty and fellow students, have much more influ-

ence on student achievement.

e Students achieve more and grow faster when they take courses

from faculty whom they perceive as being interested in teach-

ing.

e When given prompt, detailed critiques of their work, students

respond with higher commitment and better performance.

e The frequency and quality of non-classroom interactions with

faculty also make a big difference—especially if the conversa-

tions with faculty are about intellectual and social issues or

career planning.

e Students in colleges and universities that have relatively ‘‘flex-
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ible curricula’’ (that provide students reasonable options to
choose their courses and shape their own education) show
greater growth.

e Students who are undecided about their majors during their
first year or two show greater growth in achievement than
those who make early commitments to majors.

e Students’ elective choices differ somewhat by academic majors.
Humanities students tend to avoid math and science courses
and take most of their electives within the humanities. Science
students tend to take their electives in the humanities and social
sciences. Social science students, like science students, tend to
take their electives outside their own area.

e Bright students advance more rapidly when they live and study
with other bright students. And low-aptitude students usually
advance more quickly when they study and live among high-

aptitude students. Happily, low-aptitude students don’t seem to

impede the process of high-aptitude students.

e Students’ intellectual growth is positively related to the inten-

sity of the intellectual and cultural climate of the campus.
e Housing environments do make a difference—for example,

residence halls and social fraternities in which most students
place high value on serious study, academicactivities, and in-

tellectual issues show significantly greater growth.

e Students who work on campus tend to have higher than nor-

mal academic achievement, but students who work off campus
have lower than normal acadmic achievement.

e Students who /ive on campustend to show greater intellectual

and ethical growth, whereas students who live at home tend to
have lower than normal growth.

e Other things being equal, students at large colleges and univer-

sities show greater academic growth than those at small institu-
tions.

If we wish to stimulate the best in undergraduates, both in terms

of standard measures of academic progress and in intellectual and

ethical maturity, there is no doubt that we musttreat students as indi-

viduals, spend time with them outside the classroom,critique their

work promptly and candidly, approach our teaching in a way that taps

our joy in the life of the mind, and makeevery reasonable effort to
span the yawning gaps between thought and behavior, campus and

community. How wedesign the curriculum, and what weputinit, re-
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mains important —but the best design in the worldis of little value in

the hands of uninspired teachers— and the most enduring works of

science andliterature providelittle inspiration in the mindsof harried

or passive students whoselives outside the classroom remain discon-

nected from or antagonistic to academic values. We hear an une-

quivocal voice from the researchliterature: Our students need more

from us. They need our time and they need to sense our commitment

to open inquiry and enduring ideas. We will do well to keep these

research findings in mind, and to debate them, as we embark upon

the campus-wide task of improving undergraduate education.

Elements That Affect the Quality

of Undergraduate Education

Recruitment (what students are sought and how?)

. Admissions (criteria & standards for entry to majors as well as

entry to the university in general)

3. Academic Advising (freshman orientation, lower division and

majors—variously by professional advisors, faculty and infor-

mally by peers)

N
O
—

4. Housing (residence halls, apartments, with family, etc.)

5. Finance (family, work, loans, scholarships)

6. Curriculum (liberal education, majors, allied hours, electives)

7. Faculty (qualifications, morale, commitments, availability to

students, etc.)

8. Teaching (faculty selection & support; instructional philosophy

and techniques)

9. Tests and Examinations (What for: information, understand-

ing, or creativity? By whom? How often? Ways and meansof

grades and grading?)

10. Libraries and Laboratories (well stocked, up-to-date, enough

capacity for student needs?)

11. Student Services (minimize bureaucratic impediments, provide

information, support academic and social development?)

12. Activities & Cultural Events (clubs, concerts, lectures, athletics,

etc.)
13. Community Involvement (internships, field studies, member-

ships in voluntary social service, political, and other organiza-

tions, etc.)

14. Graduation Requirements
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15. University Organization and Leadership (institutional values
and priorities)

16. Student Participation in Campus Governance (University com-

mittees, student government,etc.)

17. Placement (after graduation)
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Astheyselect their college major, many students feel pressured to

choose a field of study which will ‘‘guarantee’’ a good job. The over-

flow of applicants to our colleges of business and engineering attest

to this fact. Students, who would otherwise pursue a liberal educa-

tion to expandtheir interests and develop their multiple talents, are

frequently subjects of a premature narrowing and specialization

brought about by the pressure of the question, ‘‘What kind of a job

can you get with this major?’’ Idealistic motivation to learn for learn-

ing’s sake is thus challenged by the reality of the employment world,

e.g., the number of Ph.D.’s driving taxicabs. How can education

deal with this issue: supporting students’ need for jobs while main-

taining support for education for multiple talents?

Studies of college graduates suggest that job-conscious students

may have more freedom to select the major of their choice than the

publicity, around the so-called ‘‘unmarketable’’ majors, would have

us believe. Research indicates that graduates from all majors can
enjoy greater success in the job search if they identify themselves to

employers—not in terms of their major, grade point average, per-

sonality, or even previous work experience—but in termsof specific

skills which clearly relate to the job they seek.
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The Study and Its Results

The purpose of this study was twofold: (1) to investigate the way

150 University of Utah liberal arts graduates perceived their Strong-

est Job Qualifications (SJQ) as they began their job search, and (2) to

analyze the correlation of these perceived SJQ’s with two criteria of

success, namely, the length of job search and thesalary received. It

was speculated that those who designated specific skill as their SJQ

would achieve a higher ratio of success than those whocited aca-

demic or general qualifications.

A questionnaire was mailedtoall liberal arts graduates who met

four criteria: (1) registration with the University’s Placement Center

during 1982-85, (2) termination of education at the baccalaureate

level, (3) full-time employment sought immediately after graduation,

and (4) an available address. Of the 857 potential registrants, 432 met

these eligibility requirements; 150 of them returned valid and usable
responses (37%).

Subjects were asked to designate which ofsix variables they had

perceived to be their SJQ as they began their job search. Thesix vari-

ables were: Grade Point Average, College Major, Personality in Gen-
eral, Previous Work Experience, Specific Skill, or ‘‘other’’ qualifica-
tions. Because subject responses were given in retrospect, they were
checked for validity through use of a control group. Verylittle differ-
ence was noted between responses of the subjects and the controls.

Data were subjected to correlation studies, factor analysis, and
variance analysis through Beta r products. Much complexity wasdis-
covered. Therefore morediscriminating criteria were established for
a fourth analysis: a study of extreme parametersof success(or lack of
it). Finally, a fifth analysis contrasted students’ self-perceptions of
their SJQ as they began their job search with those held after a short
period of employment.

Although correlation does not equate with causality, the data col-

lected suggest good support for articulation of job competencies in

terms of specific skill versus the more general or academic variables.

After a short period of employment, not even one subject cited GPA

as a SJQ, but the numberciting specific skill increased by 133%. Pre-

vious work experience was expected to showhighpositive correlation

with success. Instead, it figured prominently among both high and

low success score. Personality also showed a dual-impact, suggesting

that it may have been used alternately as a term for leadership / pro-
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ductivity (a success factor which out-scoredall others in this study) as

well as for a rather naive, vague, and general cover-up for lack of

skill awareness. College major frequently associated with lack of suc-

cess, underscoring the need for a more explicit articulation of rele-

vant job competencies than is immediately obvious from thetitle of

the majoritself.
Editorial Comments: Implicit in these findings is a strong encour-

agement for Liberal Arts graduates seeking employment to develop

and to learn to market their relevant career competencies and notjust

their academic accomplishments.

Also, the following February 28, 1989 letter from Dr. MarkFritz

raises issues relevant to those which Jean Zmolek had investigated

two years earlier in her 1987 doctoral dissertation:

Dear Colleagues:

As a university professor, I am confronted with the very same

problem each year.

Students are heading to private business after their final exams,

full of theoretical knowledge, but lacking those skills inevitable to

‘market’ this knowledge and themselves, respectively. The conse-

quence: most of them don’t find an appropriate job orlose it after a

short time—because of this deficiency.
Therefore, I would like to ask you as experts if you could furnish

me graciously with some elaborations prepared on these issues at

your institution, and also some bookreferences for going into more

detail, if possible.

Thank you indeed for your highly appreciated cooperation in ad-

vance.

Sincerely yours,

/ signed /

MarkFritz

D-8240 Berchtesgaden, West Germany
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This paper presents a synthesis of four dimensions of human

potential integrated to create life competency. The four dimensions

are knowledge, talents, wellness and values. When these four dimen-

sions are fully developed and integrated, human beingsare able to
function at their maximum competence.

Too often in education the Band-Aid approachis used where pro-

gramsare simply added on in orderto satisfy the current need. These

programsare then conductedin isolation with little thought given to

what the ultimate outcomes of education should be. The model pre-

sented in this paper, however, provides for the integration of human

abilities and focuses on life competencies rather than isolated facts

and skills. It provides a framework for integrating what is known

about humanabilities into the whole school program.

The model can be used for staff development and also as a focus

for the education of students. Thefirst priority for staff development

is to establish a wholistic mind set. The next task is to providestaff

with an understanding of what it means to be ‘‘Talent Developers’’

as well as ‘‘Knowledge Dispensers‘‘ (Taylor, 1985). Then the staff
needs to develop curriculum by deciding what knowledgeis essential

for students to learn and how to impart that content while simultane-
ously developing lifelong talents.
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Education might be defined as the process of developing one’s

own operators manual for the maximum utilization of the

mind/body system, or even more simply, it could be defined as the

process of developing the whole person.

A current trend is to deal with wholistic concepts, and most of us

could agree that the education of the whole person is a fundamental

educational objective. Most of us could also agree that this objective

is far from being achieved in our present educational settings.

The models that we use for curriculum developmentandinstruc-

tional delivery are more fragmented than whole. Knowledge and

skills are more isolated than integrated.
Even more disturbing is the fact that our models for teaching,

learning, professional development and personal development have

little to do with one another. For some, even the wholistic trend has

created one more thing to be added to an already overloaded yet

fragmented educational program.

This paper suggests that one solution to achieving wholistic edu-

cation is to embrace a single modelthatis applicable to personal de-

velopment, professional development, and the design of curriculum

and teaching strategies. Therefore, it suggests that the life competen-

cies we want to develop in the educated whole person are the very

things we want for ourselves personally and professionally.

There is nothing particularly new in the parts of the model sug-

gested and it is possible that other representations of wholistic

models might work just as well. The key in considering such a model

is acceptance. It must first be acceptable as a model for personal de-

velopment and because of its value to us in maximizing our personal

potential, it can be valued as the means to organize our approach to

maximizing the potential of others.

The wholistic model for developing life competencies consists of

four dimensions that dynamically interact with each other as illus-

trated by Figure 1. In orderfor a person to be fully competent he/she

must strive for a balance among these dimensions. It is a dynamic

process of becoming that requires constant monitoring and adjust-

ment. An analogy of an automobile would be helpful in which Life

Competencies are the car—Knowledge, talents, values, and wellness

are the fourtires.

When oneis cruising at 55 m.p.h. and the tires are in proper

alignment, balance, and equally inflated, the car hums down the

highway very smoothly. If one of the tires becomes out of whack,it

might bumporpull the car to one side causing you to stop in order to
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determine what had gone wrong. Perhaps oneofthe tires proves to

be underinflated. Air can be addedto that tire and you can be back

on your way, once again smoothly humming downthe highway.

Knowledge, wellness, talents, and values work much the same

way while one cruises down the highway oflife. If all four dimen-

sions are in balance and interacting smoothly, oneis functioning at

full competence. If a person has a great deal of knowledge but does

not have the right talents, he/she will not be fully competent. If a

person has knowledge and talents, but lacks wholistic wellness,

he/she will not be in balance. If a person has knowledge,talents,

and wellness, but applies these to a task that is not valued, he/she

will not be fully competent. There must be an integrated balance of

all four dimensions for one to be whole.
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TALENTS KNOWLEDGE
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FIGURE 1. LIFE COMPETENCIES MODEL
 

The knowledge dimensionis concerned with the acquisition ofin-

formation. In addition to the traditional curriculum content, infor-

mation about how one processes information (metacognition) and

mind/body integration which facilitates learning are included in

Figure 2.

A great deal of knowledge has been addedto the curriculum over

the years but very little has been removed, hence the often heard

lamentation of teachers: ‘‘not another thing for me totryto fit into
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an already overcrowded schedule.’’ A main point of the knowledge

dimension is the determination of the essential knowledge to be

learned. It is now time to consider the elimination of some content

and find ways which will impart the essential knowledge while devel-

oping life competencies. Calvin Taylor (1985, p. 188) says that a

teacher can be a talent developer while simultaneously dispensing

knowledge to students.
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FIGURE2.

The talents dimension of the Life Competencies Model, as shown

in Figure 3, is derived from the work of Calvin Taylor and John

Raven. Taylor (1985) refers to these talents as high-tech creative

talents that are the basic talents needed in quality performances as

well as accomplishments in careers and in lifetime activities.

Raven (1984) defines ‘‘components of competence’’ to be the

characteristics and abilities which enable people to reach their valued

goals. His research has found that while thereis a great deal of agree-

ment as to the outcomes of education among various groups such as

parents, teachers, administrators, students, and employers, much of

what is done in schools is counterproductive to fostering such com-
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petencies. In short, everyone agrees that schools should teach stu-

dents to be self-confident, creative, independent, and self-

disciplined, Yet these are not the behaviors that are traditionally

rewarded by schools. Regurgitation of knowledge is the behavior
most often rewarded.
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FIGURE3.
 

Person’s values interact with that person’s knowledge,talents,

and wellness as he/she moves toward life competencies. The blend-

ing of cultural, societal, and personal values creates an individual’s

belief system. Raven (1984, p.132) states that ‘‘the most important

components of competence —suchas the tendencyto analyze, bring
to bear past experiences, anticipate obstacles in the future, takeiniti-

ative, lead, and follow—will only be practiced and developed in pur-
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suit of valued goals.’’ Figure 4 illustrates some of the componentsfor
the values dimension.
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The wellness dimension (Figure 5) can be comparedto fuel or en-
ergy. It’s the gasoline that makesthe car run. Like the main modelit
also has four dynamically interrelated elements. When these elements
of physical, emotional, spiritual and intellectual wellness are in bal-
ance, energy is at its maximum,readily available to fuel the expres-
sion of life competencies. In teaching, our objective is to help others
to grow in a wholistic manner. Then we needto be personally and
professionally well to model and organize the learning experiences of
others.

The proper combination of nutrition and exercise is essential to
physical wellness. There are a wide variety of programsfor exercise
and diet. It is essential that each person find the diet and the exercise
regimens that allow for their maximum performance.

The key to emotional wellness is the exercise of control. Factors
outside of individuals, frequently not within their control, can pro-
duce stress which over time will contribute to illness or imbalance.
Stress related illnesses can be avoided with some knowledge of
body/mind relationships and with practice of techniques for com-
bating stress responses.
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Spiritual wellness consists of ascertaining one’s relationship to the

whole family, society, world, universe and to one’s role or purpose in

life. this wellness dimension is groundedin values andis the basis of

self-image and beliefs. There are any numberof philosophies andre-

ligions that one can usein helping to define these relationships.

Intellectual wellness deals with the commitment of the individual

to change and grow.It is a recognition that learningis a lifelong pro-

cess of relating knowledge andtalents. Intellectual wellness requires
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one to have growth goals and in the case of educators, to have goals
that contribute to the growth of others.

Care should be taken not to confuse an absence of disease or an

absence of physical ailment with wellness —and certainly not with the

highest level of wellness. It should also be noted that an imbalance in

other dimensions of the total model can reducethe level of wellness,
even to the extent of causing illness or disease.

Past attempts at educational reform might be described as the

Band-Aid approach where a need has been identified and another

Band-Aid is added on. This modelis not intended to be just another

Band-Aid. The four dimensions should not be addressed in isolation

because they continually interact with each other. An understanding

of the interaction among the four dimensionsis essential. The goal

must be to develop life competencies through creating a balance and

harmony among the four dimensions in our personal, professional
and student’s lives.

Paul Pearsall in his book, Superimmunity (1987, p. 221) points

out that, ‘‘One of the most significant threats to the wellness of our

society is the lifestyle led by our children and an educational system

that values being right over being.’’ This model can help ourselves

and our students learn to become effectively functioning whole
human beings.

Perhapsthe difference between gifted people and othersis not so

muchability but wholeness. Those whoare able to create a fluid har-

mony among the four dimensions are operating with their whole

beings and are morelikely to reach their full human potentials in

comparison with those who are operating with one or more almost
flat tires.
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The noted neuroscientist Karl Pribram oncesaid, ‘‘consciousness

is what you pay attention to.’’ No better definition exists. With ex-

quisite economy, Pribram binds consciousness with choice— ‘“‘pay-

ing attention’’ is the choice, the intentional focusing of the senses on

experience. Focusing attention involves both apprehending and com-

prehending. What this meansis that the mind pays attention in two

major ways. First by sensing or apprehending, the human mindrec-

ognizes the emergence of the act of paying attention. This happens

without cognitive understanding and is commonly called a ‘‘gut’’

feeling or an involvement ofa ‘‘sixth sense.’’ The second and more

conventional way of paying attention is through comprehending or

understanding. Comprehending results from having new experience

that may be understoodin relationship to previous experience. Some-

times the experience refers to previous personal knowledge. In other

words, apprehending focuses attention but may not ‘‘makesense.”’

Comprehension focuses attention and does makesense.

Our humancapacities for reason, logic, deduction and the search

for meaning are well recognized and honored. For more than eight

thousandyears the developmentof these qualities has markeda series

of noble steps in the history of Western civilization. These ways of

knowing are the foundation for comprehension.
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Less understood are the workings of apprehension. When we ap-
prehend something we are immersed in the domain of pre-
understanding —oursenses are involved in configuring something
without personal or cultural reference. Instead of experiencing bonds
to reason and logic which characterize comprehension, the appre-
hending mindis bathed in emotion and tentativeness. There is often a
strange mix of excitement and fear—a blend of wanting to continue
into the unknown anda reflexto retreat to the safety of that whichis
already understood. Apprehensionis the training ground for both
fear and courage in the human mind. Historically we have exag-
gerated the role of fear.

Clearly, comprehension has been the favored pattern for the tens
of centuries of mind workin Western civilization. The creation of a
culture requires the stability and fixedness of certainty, i.e., compre-
hensiveness. This is not true only for Western civilization, but for all
the ‘‘civilizing’’ tendencies of all cultures on the planet. What are
called customs, folkways and mores, are comprehensions woveninto
a tapestry of approved rules of conduct for a society. Rules are in-
tended to make sense—thus when a culture establishes rules, it is
creating a comprehensive ‘‘sense’’ foritself.

Culture has built into a reflex for ‘‘making sense.’’ The endresult
is that when we experience something new and unexplainable we
often create a logic where noneis yet warranted. Or, as is morefre-
quently the case we dismiss or denigrate the new experiences that we
cannot comprehend. Both are disastrous. Thefirst leads to prema-
ture conclusions, prejudice and superstition. The secondresults in in-
sensitivity, and a mundaneslavishness to the commonplace.

In terms of the human evolutionary journey the capacities for
creating comprehensive schemes of understanding are a late gift.
Their first occurrence probably accompanied the Origins of speech.
Speech was followed by notation systems (lunar charts and the re-
cording of patterned movements of the sun andstars) and soon the
abstract notation systems of writing emerged. Oncetribal groups
found ways to code experienceinto notation systems, many began to
emphasize the comprehending expression of thought over the appre-
hensive origins of thought. In other words the practices of reading,
writing and ciphering gained higher status than the apprehending
natures of emotion, metaphorand intuition. Logic and science had
sprinted ahead of myth and art in intellectual status.
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Brain-mind Design

For the past fifty years, there has been a large scale exploration of

the form and function of the human brain-mind system. Theresults

of this research are beginning to betranslated into the everyday par-

lance of education and management. In the mid-seventies much of

the research related to the different functions performedbytheleft

and right cerebral cortex. The majorresult of the research wasto af-

firm the complementary waysof processing experience found in each

of the cerebral hemispheres. The research findings indicated that the

left hemisphere processed experience in accordance with cultural

schemes of logic, sequential order and reductive analysis. The right

hemisphere exhibited dominant activity when thinking required

metaphoric, analogic, visual spatial and proliferative operations.

Educators committed a grave error early on in the popularization

of this research when they assumed that certain subjects in school

were either ‘“‘right’’ or ‘‘left’’ brained in content and that certain stu-

dents were right or left brained. The error was one of misinterpreta-

tion. The brain lateralizes the way it processes experience; the brain

does notlateralize content. All curriculum is basically whole brained

and all students are whole brained, but many subjects may be taught

in ways that favor left or right processing. Schools clearly favorleft

brain processing (logical, sequential, analytical and reductive). In ed-

ucation we can create more wholism and more complete brain-mind

function simply by changing the way we currently teach what is

already offered in existing curricula. Massive curriculum revision is

not the issue, rather the issue is massive revision of teaching method-

ology.

Anotherarena of research in the neuroscience that provides in-

sight into the core of the educational process is contained in the

triune brain model. The triune model is anatomically a vertical model

of the brain whereas the lateralization model is a horizontal model.

Thetriune brain represents both an evolutionary model and a de-

velopmental model. Basically the focus is on the differences between

the function of the parts of the brain that formedearliest in the evo-

lutionary development of complex vertebrates and those parts

formed latest in evolutionary development. The three basic parts

from earliest to latest are: the brain stem, the limbic system, and the

cerebral cortex. Researchers often refer to the brain stem as the repti-
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lian brain, the limbic system as the neomammalian brain and the cor-
tex as the mammalian brain.

In terms of the evolutionary development theearliest part, the
brain stem, governed species survival capacities. These included 1)
fighting andterritorial defense, 2) fleeing and escape, 3) food, shelter
and water access, and 4) reproduction of the species. It is unfortunate
that in the history of brain research these functions, because they
were so ‘*basic’’, became seen as being of ‘“‘lower’’ status and called
by some, ‘‘animalistic.’’ In contemporary times each of these so
called ‘‘animalistic’’ needs have been elevated to art forms of human
involvement. Athletics, dance, gourmet dining, architecture, and
physical expressions of love are examples of the more aesthetic ex-
pressions of brain stem function.

The limbic system is a complex of eight different parts. When
taken together, its functions seem to govern emotions, feelings and
tacit forms of knowing. In educational terms, the limbic is the body’s
organ of the affective domain. Manystudies indicate that the right
cerebral cortex is also related to the affective domain. Somere-
searchers report a larger physical connection between the limbic
system and the right cortex than is found in the connections to the
left cortex. It is likely that the limbic system apprehendsthe context
or pattern of experience and depends upontheright cortex to prepare
neural information for the left brain to put into conventional lan-
guages for reading, writing, ciphering and reasoning.

Muchof what educators havetraditionally called the affective do-
main originates in the central nervous system, the brain stem,the lim-
bic system andtheright cortex.It is through these components ofthe
brain-mind system that experience and informationis prepared for
human action. Until recently, this preparation function was largely
ignored becauseit is fundamentally without standard language and
vocabulary to describe it. Instead psychological research has domi-
nantly focused on what can be explained through language. Learning
theories are powerfully biased toward cognitive functions. The affec-
tive, when dealt with at all, is often limited to that which lendsitself
to verbal expression via cognitive language. When Michael Polanyi
said ‘“We know morethan wecan say,’’ he was describing the yawn-
ing chasm between therealities of apprehension and the reporting
capabilities of language and cognition. Values clarification tech-
niques havein the past been the most common technology of affec-
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tive education in North America. In reality, values clarification is

little more than a cognitive processing of a small part of what can be

said about the vast non-verbal synthesis of the apprehending mind.

To summarize: More of the human brain-mindsystem is devoted

to the apprehending functions than to comprehending functions. The

brain stem creates an affective ecology in which children experience a

sense of safety and physical well being. The limbic system attends to

emotions, feelings and tacit forms of knowing. The limbic system

treats these attributes in two ways: 1) direct experiencing of emo-

tions, feelings and tacit knowing and 2) pre-conscious ‘‘understand-

ing’’ of the role these play in the culture at large. The right cortex

builds the base for metaphoric and intuitive knowing. The left

hemisphere creates the formal link between the child and the culture

at large.

Implications in Education

Early educational theory was formulated as though students were

all the same and differed only to the degree that they were “‘slow’’ or

‘““quick’’ to learn that which was being taught. Early curriculum

views held that there was basic knowledge andthat knowledge consti-

tuted the curriculum. The basic skills were those skills that facilitated

access to the fundamental knowledge perspective.

When educational management (the implementation of the cur-

riculum) became a dominant concern, attention was focused on the

rate at which students acquired the basic information. This lead to a

methodology that created a slight diversity in instructional ap-

proachesleading to acquisition of basic information.It also marked

the beginning of a public emphasis on the “‘basics’’ of reading,

writing and arithmetic. During the sixties and seventies, there was

massive federal funding for curricular reform. Most of the desig-

nated projects focused on content revision (information). A few,

however, emphasized ‘‘the scientific method’’ and thus were atten-

tive to the behaviors exhibited by scientists as they did science.

By emphasizing behavior, education entered into a long confused

period where learning became defined only as a change in behavior.

Motivation, creativity, emotion / feelings / values and a host of intan-

gible human characteristics were winnowed out of the formulae of

education. During the late sixties and early seventies, behaviorism

held tightly to the educational scent.

During this same period of time neuroscientists began the process

of making public someofthe findings of basic research in the brain-



Human Brain-Mind Design: Toward Pluralism in Education 715

mind system. A few educators began to recognize that information

was emerging about the fundamental design of the human brain-

mind system that had profound implications in education. This

period marked the beginning of an era where the possibilities of

human design began to be of more concern than the limiting philo-

sophies of control which historically had held education firm in its

grasp.

Therichness and diversity of the brain-mind design began to un-

fold in such a fashion that diversity in function, motivation, affect

and even behavior, was seen to be connected to basic biological

qualities rather than societal precedent. Humans were clearly

designed to perform in ways far beyond the narrow confines of

limited information, limiting skills and limited motivation. If one

looks at schools from a systems standpoint,it is clear that the schools

were the institution invented by society to limit the brainpowers and

the experiences of the students they served.

In contemporary times, there are a myriad of approaches found

in the schools that honor and nurture diversity. Learning styles,

learning modalities, multiple intelligences, thinking skills, reasoning

skills, cooperative education, more wholistic approachesto the affec-

tive, aesthetic education and a renewed and burgeoning interest in

creativity are but a few. The diversity of student capabilities is being

nourished by methodologies that insure more effective access to the

information base of the curriculum. Moreover, the presence of such

diversity in instruction is resulting in the inevitable evolution of tradi-

tional information to new and more viable forms. Super-pose upon

this the computer andits ability to support the teaching of the basic

skills, extend access to information, solve problems, store data, ac-

cess existing data bases, etc., and the true realization of what Jerome

Brunercalled ratiocinative amplification—the computer as amplifier

of reason —becomesa reality.

Whatwe are witnessing in the framing of educational theory and

practice is the emergence of a more balanced model—a modelthatis

based upon both biology and society. This new synthesis of vision

blends the attributes of our biological design and the collective or-

ganized structures of social living. We are becoming devoted to re-

structuring social consciousness so as to embrace biological design

and we are exhorting biological design to flower into its evolutionary

intent.

There has been little doubt of the integrity of a mindset of plura-

lism in regard to human affairs concerned with gender, age, race,
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philosophical ideologies, religious beliefs and global citizenry. What
we see rising to support suchvision is the extension of such vision to
the realm of learning as it applies to each individual. Educational
pluralism has imbedded within it the integrity of social pluralism.
Whatbetter way to serve the diverse agendas of humankind than to
honor the diversity of each individual as they learn to learn.

Such a vision of schooling is destined to teach our youngto cher-
ish their comprehending and apprehending minds, to have them
know and guide the various capabilities of their own brain-mind
design, to have them learn that differences in capability and prefer-
ence are strengths. Further they may learn that there is an urgencyin
re-establishing the grace needed to seek harmony with all human
families and the planet upon which welive. We are exploring how to
develop global minds for the global village that has become our
home.
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In this article I will show that there is a need 1) for radical change

in education, 2) to identify the competencies which the educational

system needsto foster, 3) to describe the way in which someteachers

foster these competencies, and 4) to discuss all of the barriers to

wider dissemination of this work andtheir implications for research

and practice. I mean career and life competencies, not just

competencies required and developed in traditional knowledge-

focused schooling. For example, career and life competencies are

illustrated by the great number of action verbs printed on the cover

of our latest book, Opening the Primary Classroom (Ravenetal.,

1985).

There is a Real Problem in Education

If anyone needs evidence that there is something wrong with

schools —and particularly secondary schools—they will find it in

Goodlad’s (1983) vast study of 8624 American parents, 1350

teachers, 17,163 students, and 1000 classrooms,published: “‘A Place

Called School.’’ Students spend most of their time in boring, non-

cumulative routine activities —largely being talked at in classes on
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language, spelling and arithmetic. Drill and practice predominate.

The ‘‘academic’”’ and ‘‘intellectual’’ studies undertaken barely de-

serve the name:they rarely involve analysis, evaluation, hypothesiz-

ing, interpretation, judgement, reconciling different points of view

and conceptualizing problems, let alone the identification and

understanding of any problems. Thereis little inquiry-oriented activ-

ity, still less sensitive, respectful tradition of the developmentof stu-

dents particular talents. There is little opportunity for students to

practice doing such thingsas thinking, planning, inventing, commu-

nicating, re-assuring, leading, working with others, or developing

their own understanding of how society works andtaking theinitia-
tive to influence it. They were therefore unable to experiencethesat-
isfactions which come from doing these and developing the motiva-
tion to do them,orthe abilities required to do them successfully. This
is serious because most parents, teachers, pupils and employers think
that the main goals of education are fostering competencein these
areas. Surveys and other research showthat these opinionsare cor-
rect.

Goodlad’s work shows that students attach little importance to
the content of their studies. They focus on grades. They are goaded
to work instead of being encouraged to developself-direction and
self-discipline. Students get little help with their problems. Goodlad
comments: **We would not put up for long with a physician who sent
our child home with an ‘F’ for health, but no assistance in becoming
healthy.’’

Only English and mathematics are considered important by more
than two-thirds of high school students —andthat for the future, not
the present. Unfortunately in two years, students will forget 80% of
what they have been taught so even their hope that their studies will
one day be of value to them isill-founded. School subjects are bor-
ing: only Arts, P.E. and languagesare rated as interesting by more
than one-third of those taking them. Little is done to capitalize on
potential sources of motivation - to, for example, encourage students
to develop communication skills by first ensuring that they want to
communicate, and are therefore in a frame of mind to seek feed-
back.

Traditional frontal teaching predominates. No real attempt is
made to cater for the wide variety of talents and abilities which are
present in every classroom. Little attempt is made to vary teaching
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methods and content so as to engage the attention ofall of the stu-

dents for at least some of the time.

These results confirm, in virtually every detail, the results of stu-

dies which my colleagues and I have carried out in the UK over the

past 20 years and which have been replicated by others in Belgium,

Ireland. To reinforce Goodlad’s conclusions, it may be mentioned

that more than half of the adolescents we interviewed said that more

than half of their subjects were both boring and useless. They wanted

schools to do more to achieve more than 90% of the objectives we

asked them about. Bill et al. (1974) found that 98% said they were

failures at school. Bachmanet al. (1978) found that 83% of young

adults said that they had been better able to identify and develop

their talents at work in comparison with school. (Editor’s note; The

Salt Lake Tribune highlighted this point in his conference speech by

their article titled: Scot Says That Factories Develop Talents More

Than Schools Do.) Most of the employed adults we interviewed said

that they had not learned things at school which were useful in their

jobsorin their leisure (Raven, 1977). Compared with their bleak ex-

perience at school, however, more than 80%liked their jobs, liked

their employers, and found their jobs interesting.

These results add up to the conclusion that some twothirds of the

money spent on secondary education is wasted so far as the develop-

ment of the talents and competencies of young people is concerned.

For pupils, schools are the worst working environments in our soci-

ety. They are also the least developmental.

There is a Real Needfor Radical Change

There is a need for radical changes in education. There is an ur-

gent need to re-deploy the resources devoted to education andthere is

need for creativity, invention, and the exercise of political and ad-

ministrative responsibility.

The results show, that it is in the social sphere—and not in the

production of widgets —that creativity and invention is required if

modernsociety is to function effectively. Although a great dealofat-

tention has been paid to the Japaneseability to produce high quality

widgets, it is in the social sphere that they have madetheir most im-

portant inventions. These have included: new formsof work organi-

zation, the use of information technology to travel world-wide for,
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and to collate technical information, new structures to explore and

draw outthe possible implications of technical information, and new

forms of national decision taking and consensus-building involving

what is best thoughtof as a participative rather than a representative

form of democracy.

What Country is the Nation Which is Really at Risk?

Two further conclusions may now be drawn. The/irst is that we

need to change the way our educational system operates so as to

foster such things as a commitmentto act in the public interest, the

competencies required to influence the way society works, and crea-

tivity and inventiveness in relation to social institutions. The second

is that we need to change the procedures we use to select those to
whom weoffer senior positions in society so that we get people who
possess such concerns and competencies into those positions. These
changes are so different from those identified in A Nation at Risk.

But Goodlad did not come to these conclusions of the need for
radical changes. Instead,his claim is that there is no ‘‘demand’’ for
educational programs directed toward different goals. From all we
have learned, Goodlad’s conclusions cannot be accepted.

Goodlad’s book, which was produced by one of the most highly
esteemed and best funded researchers in the world—and which has
been awardedthe highest accolade available to the American Educa-
tional Research Association lackscritical thinking, analytic thinking,
intellectual rigor, and creativity. These are qualities which should be
fostered by the educational system and which we should require of
people who are promotedinto influential positions in society. If this
is the best that the best known thinkers, researchers and writers in the
land can offer by way of research and recommendationsfor improv-
ing education,i.e., for improving what must be one of the most ex-
pensive and dysfunctional enterprises ever undertaken by mankind,
then the United States is A Nation Really at Risk (Raven, 1986)
—and the rest of the world with it. What we need is, not better
meansof selecting students who will do well within our present edu-
cational system. Instead, we do need changes in the objectives and
procedures of education programmers, changes in the criteria and
procedures we useto select and promote people in our institutions
and society, and better mechanisms for releasing energy, creativity

and initiative in our schools, workplaces and communities.
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THE COMPETENCIES TO BE FOSTERED

Multiple Talents and Competencies

The second part of this article deals with the competencies which

need to be fostered by the educational system. We have seen that

most parents, teachers, pupils and employersstress the importance of

fostering qualities like initiative, the ability to communicate,the abil-

ity to make one’s own observations, and the ability to understand

and influence the waysociety works.Is this just window dressing, or

are these really the qualities required at work andin society? I have

published a summaryof the available studies of the competencies re-

quired in my Competence in Modern Society: Its Identification, De-

velopment and Release (Raven, 1984) and will summarize the

material very briefly here.

The Qualities Required at Work

Klemp, Munger and Spencer (1977) and Raven and Dolphin

(1978) have shownin Table 1 that more effective managersare distin-

guished from less effective peers by their greater tendency to think

about and develop the talents of their subordinates, move their sub-

ordinates into positions where they can capitalize on their talents and

have their contributions recognized, listen to what lies behind what

people say and do something aboutit, reflect on the workingsoftheir

organizations andinterveneeffectively in them, analyze the workings

of the wider social system amongtheir organizations and orchestrate

effective inter-organization activity to gain control over widersocial

forces. Our work also showsthatthe willingness andthe ability to do

these things is a rare quality among British managers, but is much

more widespread in Singapore and Japan (Graham, Raven & Smith,

1987).

Table 1

Competencies of More Effective Managers

e Takes initiative: initiates new activities, communications, pro-

posals; exhibits resourcefulness, persistence in the face of ob-

stacles. |

e Sets goals and reconsiders and redefines them.
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e Coaches: by setting example and sharing information, feelings,

and thought processes.
e Influences: by persuasion, mustering arguments, building polit-

ical coalitions, making others feel strong.

e Conceptualizes, analyses, and finds new ways of thinking

about things.

e Builds teams, acts to promote co-operation and team work.

Provides feedback to enable others to monitor their own per-

formance. Helps them analyse problems and develop strategies

for tackling them.

Provides rewards and official recognition for contributions.

Controls impulses, especially annoyance. Avoids snap decisions

based on incomplete evidence.

Plans and organizes, including ‘‘domain Planning.’’ Delegates.

Optimists: analyses the capacity of individuals and resources

and requirements of a job, matches the two and fully utilizes
the resources available.

Monitors own behavior and that of others.

Resolves conflicts.
Listens actively and initiates opportunities to give others a
chanceto talk.

e Has accurate empathy; makes explicit unexpressed thoughts
and feelings of others.

e Helps.

e Haspositive expectations of others’ competence.

Managerial competence is by no meansthe only area of compe-
tence which has been analyzed. Research has been carried out among
navies, small businessmen,civil servants, scientists, and politicians.
We (Morton, Williamset al, 1968) found that what 20 year olds, who
were “‘drop-outs’’ from school at 15 years of age, liked about their
job wasthe variety, the opportunity to takeinitiative, the opportu-

nity to make the most of themselves, and the opportunity to develop

and use their talents in ways not possible at school. They did not do

the same thing all the time and do things they could not do.It

emerges that work —even for this early leaving group —is anything

but the soul destroying activity which manyteacherstakeit to be.

Table 2 shows someof the qualities which have been foundto dis-

tinguish more from less effective school teachers (Huff et al., 1982,

Klempet al., 1980, Schneideret al., 1981, Raven, Johnson & Varley,
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1985). Taken as a whole, these data convincingly demonstrate that

most parents, teachers, pupils and employers are correct when they

say that the educational system should be primarily concerned with

fostering such qualities as initiative, the ability to make one’s own

observations and to identify and solve problems, the ability to work

with others, leadership, and critical thinking.

Table 2

Competencies Distinguishing between

Moreand Less Effective School Teachers.

e The ability to work with parents to establish community sup-

port networks which allow parents to create developmental en-

vironments for their children.

e The capacity to convince community members of the desir-

ability of individualized, competence-oriented educational pro-

grammes of growth in schools.

e The willingness and the ability to analyse the role which

sociological forces play in determining what happens in

schools, and the ability to harness these sociological forces to

push them in the direction in which they wish to go.

e The ability to handle the political problems which arise when

pupils are encouraged to develop the capacities required to

tackle pressing social problems such as pollution.

e The ability to identify the talents of all their pupils and to

create group and individual educational processes which enable

all children to develop their unique patterns of competence.

e The ability to evolve, in co-operation with other teachers, their

own understanding of how growth is to be promoted and how

to gain control over the wider constraints on educa-

tion—instead of waiting for authority to tell them what to do.

Civic Competence

But these managerial and teaching competencies are not the most

important insights to be fostered by the educational system which

have emerged in the course of our work.

Some 20 years ago, I got an opportunity to study ‘‘valuesatti-

tudes andinstitutional structures associated with economic andsocial

development’’ in the Republic of Ireland with concepts such as need
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achievement, leadership and creativity at the forefront of my mind.I

talked to people in a range of jobs and asked them abouttheir qual-

ities and to tell me abouttheir jobs and their lives. When they got ex-

cited about someproblemthey had, I asked them what they could do
aboutit.

One after another said ‘‘There’s nothing I can do aboutit: the

Government must do it.’’ I thought ‘‘Good gracious, what’s hap-
penedto all ourinitiative, leadership andability to persuade others to
help us do something about our problems?’’ Teachers, through chief
organizations, have a crucial professional role to play in pressing for
such work.

Summary

In the course of this article it has been shown that:
e Schools are currently stultifying environments which fail to

foster most of the competencies of most of our children. In
fact, schools exist, not mainly to educate, but, to legitimize the
rationing of privilege—the phrase of Jencksetal. (1973).

e Given the overwhelming evidence that there is something very
seriously wrong with schools, and particularly secondary
schools, the inability of the esteemed researchers and academi-
cians in the land to recognize the seriousness of the situation
and makerealistic but radical proposals for what should be
done is disturbing.

e In fact it is worse than that: on the one handthereis a lack of
creativity, critical thinking and analytic research com-
petence—all qualities which the educational system should be
concerned with fostering—among those who have been
selected into the most influential positions in the educational
world and awardedthe largest research budgets and highest ac-
colades. On the other hand, there is the problem that thestruc-
tures and processes for funding research have faciliated neither
the fundamental research for which any serious attempt to
tackle applied problems reveals a need, nor the development
activities which are required to translate research into practice.

e These observations suggest that the United States really is a na-
tion at risk and the rest of the world with it—but not for the
reasons given in A Nation at Risk. The real need is to foster
qualities like creativity and leadership (Taylor, 1986), inven-
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tiveness and intervention are needed most urgently in the

social—and not ‘‘technical’? —domain. This is where the Japa-

nese have really scored. It is their social inventions which have

enabled them to debate the kind of society they want to create

in the future—and to set about creating it. And it is their

social innovations which have enabled them to build up an

understanding of how every political economy known to man-

kind works and invent a way of penetrating it to their own ad-

vantage.
e There is ample evidence that at work,as citizens, and in “‘lei-

sure’’ there is need for people at all levels of society to possess

competencies such as initiative, leadership, creativity, the abil-

ity to make their own observations and identify and tackle the

problemsidentified in the course of making those observations,

and the ability to understand and influence what happens in

society.

e These qualities are not highly correlated with each other and

have little in common with ‘‘academic ability’’ as operationally

defined in schools.

e Such qualities can be fostered in homes, schools and work-

places. They are not inborn. However, they cannot be under-

stood in the way in which psychologists have tried to conceptu-

alize ‘‘abilities.’? They are value-laden, psychologically com-

plex, qualities—not value-free, unitary, qualities.

e Important features of the educational processes adopted by

teachers who foster these qualities effectively include:

— changing from a concept of teaching as “‘telling’’ to con-

cept of teaching as ‘‘facilitating growth.”’

— changing from a focus on conveying a knowledge of com-

mon and out-of-date subject matter (content) to fostering

competence.

— focusing on activities to be encouraged rather than knowl-

edge to be conveyed.

— thinking in terms of ‘‘abilities’? and the ‘‘areas of

giftedness of each child’’ instead of in terms of ‘‘ability”’

and ‘‘gifted children.’’

— creating developmental environments in which each pupil

practices and develops a number of competencies in the

course of undertaking demanding activities which he or

she cares about.
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modelling—in person and through the use of litera-

ture—the cognitive, affective and conative components of

competence in such a way that pupils can emulate them.

working with parents, directors of education, heads of

other schools, and others outside schools to influence the

expectations of parents, those who control the flow of

pupils into other ‘‘educational’’ institutions, and the tests

to assess pupils’ competence. It is what teachers do out-

side their classrooms to influence these wider social forces

which primarily determines what they can doinside them,
and by taking steps to get control over these social and
political forces, teachers exemplify one of the more sur-
prising conclusions of ourresearch: it is people’s ability to
influence the wider social constraints on what they can do
in their jobs which primarily determines their competence.
Thus civic competence and leadership become someof the
most important competencies for teachers to foster in
pupils. By portraying such behavior themselves, teachers
communicate an important message to pupils.

If generic-competency-oriented education is to be more widely
disseminated, the following are necessary:

tools which will help teachers to manage multiple, indivi-
dualized, competency-oriented programs of growth.
tests which will enable pupils to get credit for possessing
such qualities and teachers for fostering them.
activities to resolve the dilemmas inherent in educational
programs which promote diversity instead of equality.
changed expectations of public servants (including teach-
ers). They, for example, need to be expected to do, and
to be held accountable for doing, such things as paying
attention to, and inventing better ways of meeting, clients’
needs.

All of the above imply changes in the perceived role of applied
social researchers. They, too, need to be expected to be adven-
turers and inventors, not mere hired hands whose job it is to
collect the ‘‘facts needed by administrators.’’
It is worth emphasizing that our work provides no support for
the most commonly advocated ‘‘solutions’’ to the ‘“‘problems’’
of the educational system—testing children on the 3Rs, testing
teachers’ competence at the 3Rs, and improving teachers’ op-
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portunities for promotion. There are nine good reasons why

schools rarely pursue the educational objectives which most

parents, pupils, teachers and employers believe to be the most

important—and teacher laziness and incompetence are not

among them.
If there is a single note on which I would like to concludeitis,

aboveall, that the pursuit of multiple-competence-oriented educa-

tional programs is anything but a wish-washy, do-as-you-please,

mess. It is a demanding, structured, process, directed toward dif-

ferent—and much more important —goals than those embraced by

most schools at the present time. It has embedded within it a para-

digm shift relating to concepts of ability and competence and their

development, recognition, and use in society. It has implications for

the way weorganize society. But withoutall these things —thecrea-

tivity, leadership, initiative, commitment to society and commitment

to developing and harnessing all the talents available to mankind,

which generic-competency-oriented educationsets out to foster— we

are, indeed, Nations at Risk, even a Whole World at Risk.
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ARTICLE 110

 

Final Plenary Session at
the 7th World Conference

 

Before the conference, two superb consultants of our long range

Utah creativity program are singled out with brief samples of their

messages which we share with our readers here and with otherselse-

where at almost every opportunity. These are brief replacements for

other final plenary panel presentations which were not written up

(and not captured on tape).

Thefirst earlier consultant was Luis Alberto Machado of Vene-

zuela. He wasthefirst in history in a President’s Cabinet to serve as a

Minister for the Development of (Total) Intelligence (Total Brain-

power). The essence of two of his remarkable statements are:

(1) The most important humanright is the right to the full de-

velopment of the total potential powers of the brain in each

person—asfaras is scientifically possible. Every nation has the

obligation, even the duty, to implement ways to activate and

develop everyone’s full brainpower and thereby fulfill this

human right in every person in their country.

(2) Venezuela has something worth far more than its “‘black

gold’’ (oil), namely its ‘‘gray gold’’ (the brain’s gray matter)

which determines everyone’s potential creative thinking talents.
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Likewise, he says that in his country the greatest potential en-

ergy resourceis its ‘‘gray gold,’’ not its ‘‘black gold.”

 

Editors Notes: As implied by Machado,this all-important human

right is really a birthright of every person born on Earth. Nowadays,

some systems may be sayingthat they are going to empowerall their

children and make them accountable for being so empowered. Un-

knowingly, such systems are implicitly admitting their past guilt of

already having disempowered the brain potentials of their children,

and thereby have taken away what Machadoindicatesis an all impor-

tant birthright in all of them. These systems have also been very

faulty by not being the accountable ones but instead by putting the
accountability on their children whom they are empowering...
somewhat.

 

The second consultant was Arnold Toynbee, the eminent British
historian, who is mentioned in the description of our theme. He has
excelled in foretelling history as well as writing volumes about past
history. At Taylor’s 1967 Summer Creativity Workshop, in his
speech ‘On the Role of Creativity in History,’’ he called creative
talents the history-making talents in any area of human endeavor.
Through earlier correspondence, he had already given us permission
to reprint his U.S. Alumni magazinesarticle ‘‘Is America Neglecting
Her Creative Talents’’ and thus her future history-making? In that
article he emphasizes that creativity is mankind’s ultimate capital
asset—a matter of life and death for any society.

Healso said that America has hadthree great periods of creative
leadership. These were: (1) leaving the old world and crossing the
ocean to settle on our Atlantic seaboard; (2) getting out from under
foreign rule by revolting successfully and forming a new government;
and (3) by challenging with courage and daring, the western frontiers
and thereby pioneering and winningthe west.

His vision of America’s manifest destiny is for her to have
another (4th) major burst of creative leadership, of American
pioneering. He wrote that if Americais to fulfill her manifest destiny,
she must treasure and foster all the creative potentials that she has
within her. And throughit all, she is to spark greater creativity all
round the globe to help the indigent majority of mankindto struggle
upwards towarda betterlife than it has ever dreamedofin the past.



Final Plenary Session at the 7th World Conference 733

COMMENTARYON THEFIRST (1975)

WORLD CONFERENCE IN LONDON:

GIFTED CHILDREN—LOOKING TO THEIR FUTURE

Thomas Marjoram, Co-Chairman

Many of you remember Henry Collis, a distinguished educator,

former President and founder of the World Council. He phoned me

before I left for Salt Lake City and asked me to conveyto youhisaf-

fection and best wishes for the continued success and growth ofthis

major world organization.

Fifteen years ago, in 1973 when I had just taken over national

HMIresponsibility for gifted children in England and Henry wasDi-

rector of the NAGC,weset up ourfirst national conference. So suc-

cessful was this that Henry was encouragedto set up the first World

Conference in London in September 1975. I organized DES support

and the Ministerial Reception. Thus was our organization launched.

Henryof course attended all the subsequent World Conferences up

to and including Hamburg.

As I look roundthis splendid gathering tonight, I see manyfaith-

fuls who may rememberthose early days better than I. From UK we

had Sir George Porter FRS, Lord James of Rushholme, Miss Sheila

Browne, head of HM Inspectorate, Dr. Eric Ogilvie and several of

my fellow countrymen here today.

As keynote speakers and contributors from the rest of the world

we welcomed ourpresent President Harry Passow, James Gallagher,

Iraj Broomand, Warren Lett, GW Parkyn, Dorothy Sisk, Nava

Butler, Erika Landau, Jean-Charles Terrassier and many others who

are still here. Altogether we had 500 people from over 50 countries.

The theme of the 1977 Second Conference on ‘‘Reaching Their

Potential’’ looks to their future and sums up Henry’s life work of

striving to encourage and develop the talents of young people. He

would have been wholeheartedly behind the theme of this 1987 Sev-

enth Conferencein its bid to make the world more awareofcreative

potentials of all kinds andof its responsibility to cherish and nurture

the great benefits to mankind that can flow from realizing them.

In my view, and in Henry’s too, weare only at the beginning of

our great task. Thereis still widespread wastage of humantalent not

only among poor, starving children, but in ordinary relatively af-
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fluent classrooms where manyable children still freewheel and lan-

guish and even sometimes encounter resentment.

In the coming years let us work even harder to broaden ourat-

tack, involve more actively all delegates, forge stronger links with

other professional organizations, improve our publicity andpolitical

impact, and aboveall disseminate widely our educational beliefs and

research conclusions.

There is much to be done.Let us enjoy this evening but tomorrow
roll up our sleeves again.

COMMENTARY ON THE SECOND(1977)

WORLD CONFERENCEIN SAN FRANCISCO

Robert Swain, Chairman

First, the California Association for Gifted (CAG) sent measits
President to Londonin 1975 to the 1st World Conference on Gifted,
which waschaired by HenryCollis. I was instructed by CAG and I
was prepared to offer California to be the site for the 2nd World
Conference. CAG waswilling to support financially the conference.
Subsequently, I was appointed the person to chair the 2nd Confer-
ence.

Second, Hal Lyon, in the then-called U.S. Office of Education
(USOE) as the Director of Gifted, called a meeting in Washington
and CAG sent me to makethe 2ndpitch for California to be thesite
for the 1977 Conference. I must say that Washington politics were
amazing and somewhat amusing; however, having been schooled in
kooky California, I was ready and my pitch was successful. USOE
appointed Jean Dorsett Robinson, George Washington University
Fellow, and assigned her to work with us on the 2nd World Confer-
ence.

The 2nd Conference was held in San Francisco, California from
July 27 - August 2, 1977. About 850 registered, representing the fol-
lowing nations: Australia, Belgium, Brazil, Bulgaria, Canada, Den-
mark, England, France, Greece, Iran, Ireland, Israel, Mexico, Neth-
erlands, Nigeria, Panama, Saudi Arabia, South Africa, Sweden,

Taiwan, Uruguay, U.S.A., Venezuela, and West Germany.

Martin Harris was the effective Assistant Conference Coordina-
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tor. Heis still active in Education of Gifted, is a Professor at U.C.at

Davis, a Private Consultant, an Education Evaluator, and author of

Computer texts.

During the program at the 2nd World Conference, Paul Plowman

was the steady, hardworking, innovator and plugger, around whom

the worker bees swarmed and were directed to success. His 2nd

(1977) conference presentation, ‘‘Futurist Views of Gifted Child Ed-

ucation: Images of What Might Be’’ (p. 405), holds merit eleven

years later. His presentation at the 7th World Conference in Utah in

1987 on the ‘‘Rise and Demise of Gifted Programs in California’’

keeps an accurate tally of what has been happeninghistorically and

also of the sad direction that the future is taking.

At the business meeting on Tuesday, August 2, the last day of the

2nd World Conference, representatives of the nations in attendance

met to set into motion the actions necessary to establish officially the

World Council for Gifted and Talented Children. Iraj Broomand

was elected President.

Jim Gallagher edited the 2nd Conference Proceedings titled

Gifted Children Reaching Their Potential (1979), which were then

printed in Israel. Every 1977 attender was to have received a copy

mailed from Israel.

Robin and I, as you know,have ventured and created a second

career in South Lake Tahoe, California. Our ‘‘Swain’s Bed & Break-

fast’? has become successful. Manyof the folks who attended the ’77

Conference comeperiodically now to visit us and stay to enjoy the

beauties of the Sierra Madres.

COMMENTARYON THE THIRD(1979)

WORLD CONFERENCEIN JERUSALEM:

GIFTEDNESSIN ISRAEL

Erika Landau

Tel-Aviv University, Tel-Aviv, Israel

The Third World Conference on Gifted Children of the World

Council for Gifted and Talented Children was held in 1979 in

Jerusalem on the topic: Challenging Their Potentials; New Perspec-

tives and Alternatives.



736 Final Plenary

Dan Bitan, the Chairperson wrote in the preface of the Proceed-
ings of this convention (which was edited by Alan H. Kramer)thatin
spite of the high attendance and more than 100 successful lectures
and workshops, only 23 countries had registrants and less than 10
countries could present, on a large and meaningful scale, programs
existing for gifted children.

Today, here, in Salt Lake City, seeing the crowd from all over the
world, we should all be proud of the achievement in spreading the
importance, urgency and necessity to discover, foster and develop
gifted children.

Our Jewish culture has a long-standing commitment to the en-
couragement of learning andthe challenge to excellence. Children as
early as four years old learned, in small groups, to read the Bible.
Later on they learned the various interpretations of the Bible bydif-
ferent Rabbis. So from earliest childhood their intellect was chal-
lenged as well as their creativity by the different approaches. The
concern for the creation of an environment whichfacilitates learning
and actualization of potentials became not only philosophical goals
but operational principles of modern Israeli society and its educa-
tional system.

Very soon, after establishing a standardized national curriculum
with very intensive high school matriculation, the understanding
came up that the needy of the handicapped,the culturally and ethni-
cally different and those of severely limited intellectual ability, have
to be consideredin a different way. To meet these needs, an array of
supplementary services and provisions have been createdspecifically
to serve these sub-populations. What has been slower in comingis the
recognition that such an integrative environmentis equally inade-
quate to the needs of the gifted.

Weare a small nation and our human potential is our greatest
natural resource. Thus, the talents of every Israeli child must be
viewed as an investment in the nation’s future, to be nurtured and
cultivated to the greatest extent possible. Only by a detailed evalua-
tion of the needs and potentialities of each gifted child—both the
achieving and underachieving, the culturally advantaged and disad-
vantaged, the healthy and the handicapped—can programming be
developed to make the mostof this essential resource.

Only in the last three decades the view upon giftedness has
changed, from the inborn, immutable giftedness that will actualize
itself under any circumstances, to the facts that environmentis im-
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portant in orderto challenge the inborn cognitive and creative poten-

tials as well as the drive and persistance of the gifted child.

Thus, the emphasis has shifted from the concept of ‘‘genotypic’”’

to ‘“‘phenotypic’’ giftedness—in which the environment has a share

in its development. The emphasis shifted also from noting to the

systematic nurturing of potential.
These changing perspectives on human potentials provided a

wider basis for the servicing of all those children with extraordinary

potential of one form or another, those whoare already demonstrat-

ing high levels of academic success as well as those who are achieving

far below their levels of ability, those who comefrom privileged envi-

ronments as well as those whose socio-economicbase tendsto retard

the fulfillment of their potentials. In other words, wetry in Israel to

foster not only manifested but to uncover, stimulate and developla-

tent giftedness.

Wedefine giftedness: any child who demonstrates an extraordi-

nary talent or ability (or the potential to realize that talent or ability)

in any specific intellectual, artistic or social pursuit. This giftedness

may appear in one or moreareas.

It must be remembered, however, that giftednessis a relative con-

cept and relates to a certain frame of reference, and not to interna-

tional nor to national or regional norms. This means that an out-

standing intelligent child in a culturally deprived surrounding needs

special servicing for his needs although heor she is not ‘*‘outstand-

ing’’ in a moreprivileged environment. This issue will be elaborated

in our following discussion on gifted disadvantaged.

Cultural Disadvantaged. The concept of ‘‘cultural disadvan-

taged’’ is a combination of family size, low education of parents, and

low income. Eventhebrightest children of this group can not com-

pete with their middle-class counterparts in formal intelligence tests,

because of their limited cultural background.

As early as 1963—only 15 years after the establishment of the

state —special boarding high schools had begun to prepare programs

for gifted disadvantaged with the goal to close the existing educa-

tional gaps. However, taking the gifted children away from their

neighborhoodsalienated them from their roots, on the one hand and

on the other, education in general schools had to be adaptedto the

lower level of the remaining students.
In the early 70’s, enrichment programs were initiated in those

neighborhoods. The percentage of children who demandedtheser-
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vices for the gifted depended onthepriorities given to the problem by

the parents, who were not so involved in a better educationallevel for

their children, because of their own lower cultural background.

The success of a program depended on how much wecould con-

vey and convinceby pointing out the social and psychological impor-

tance of encouraging the potentials of those children to their parents

and their involvementin our programs, as well as to conveythefeel-

ing of trust in the continuity of the existing program and resources.

Outof this insight we created several models of working with the
gifted disadvantaged:

1. enrichment programs in the neighborhood, if interest, re-

sources, and facilities exist. This gives the inhabitants the feel-

ing of pride that such privileges are given in_ their
neighborhood.

2. to take the gifted out of the neighborhood and bring them
once a week to an academic center immediately after school
hours. Wetry to involve several teachers in this project so they
learn how to run such enrichment programs. After a year they
do it on their own in their neighborhood.

3. to enroll them in existing programs outside their neighborhood
where the choice of subjects is wider and the children enjoy
seeing new and different neighborhoods.
Wehave another model which is not an alternative but an addi-

tion to other programs: summer camps, wherestudents learn and
create either in their community or outside. There were some very
good results in cleaning and beautifying neighborhoods during sum-
mer camps, as secondary gains to acquiring knowledge and enjoying
creating.

The general goal of these coursesis to create in the participants
the enjoymentof the process of learning and developmentof involve-
ment in social values. |

From our experience we learned that in teaching the gifted disad-
vantaged we need to put in an intermediary phase. This means not
changing ourgoals or creative way of teaching, but giving more time
for reactions to making the already existing knowledge more con-
scious at the first stage in order to convey a feeling of security and
freedom,all of which strengthens the ego of the child. Only then will
the gifted disadvantaged dare to ‘‘get out into’’ creative ways of
thinking which bytheir nature includes some unknownandtherefore
provoking elements.
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Wesee a very special goal in the prophylactic aspect for mental

health: challenging the children who might be potential absorbers of

destructive influences from their environment, to use their intelli-

gence for constructive social and individual goals.

Programsfor the Gifted in Israel. In the late 60’s enrichment pro-

gramsstarted to work with gifted children. The initiators invited the

Israeli Ministry of Education to consider attitudes and policies

toward gifted children.

In 1972 a coordinating department within the Ministry started its

activities in fostering giftedness. At the first stage enrichment

centers, additional frames to normal schools were supported and de-

veloped.

In 1973/74 the Ministry opened special classes for gifted children

within normal schools.

In the early 80’s other regional projects started: one day a week

during regular school hours, the gifted children from the schools of a

certain region are provided with enrichment experiences in different

fields of sciences and arts.

We,at the Institute for the Promotion of Art and Science, at the

Tel-Aviv University, Technical College, from our experience of

twenty years of enrichment with 5 to 15 years old gifted, work in the

last decade on a moregeneral wholistic basis. The priority is on a bal-

anced approachto learning. Early specialization is discouraged asit

is felt that such students will ultimately tend to becomespecialists in

their fields. We want to provide them with the broad core of experi-

ence, develop their creative attitude in order to give them the tools

for their later acquisition of specialized knowledge.

This approachis generally successful through the 5th grade, when

our students begin to demand opportunities for more specialized

knowledge and experience. Wetry to satisfy their demandsfor exact-

and life-sciences. However, we offer them also courses which

broaden their vistas to new ideas, approaches to learning and inde-

pendent thinking, with the growing emphasis on creative, affective,

and social development. This is our high priority, to produce not just

gifted adults, but gifted, creative and involved citizens —individuals

committed not only to personal achievement but to moral values and

the advancementof their society.

There are many individualized ways of working with the Gifted

and they cannotbe classified under a certain program. Some skip

classes and finish high school twoorthree yearsearlier, others attend
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regular University courses parallel with regular high-school and
finish their BA within a year afterwards. In both cases, we try to
bring two orthree students together in order not to make them go the
way all alone—in other words, to avoid ‘‘the loneliness of the long-
distance runner.”’

Leadership Toward the Future. | was asked to speak here about
my point of view of our way towards the future of fostering
giftedness. I can see clearly what should be our priority in Israel and I
believe that it should bethe priority of any frame for gifted children:
we need leaders —creative, involved, and gifted leaders in all fields of
life, all over the world.

Wemust challenge the gifted children today with oursocial prob-
lems, give them the tools through knowledgein science and technol-
ogy and emotional involvement, in order to help them to solve our
problemsas gifted adults in the future.

In our courses such as cancerresearch, medical biology, problems
and conflicts in our society, we present the problems and the knowl-
edge about them asto this day; in courses in logics, decision making,
creative thinking, science fiction, drama, psychology, humor, we
convey ways and meansofthinking, imagining, acting and experienc-
ing; in courses such as leadership, political thinking, art of persua-
sion, we strengthentheir faith that they can become a leader and hav-
ing been involved in our problems, they’ll want to be a leader.

From our follow-up research on ourgifted students of 16 years
ago we could see that they are involved today, but formal frames in
the past had not strengthenedthefaith in their abilities to be a leader.
Whenasked what they would like for their own gifted children their
answers demanded more social involvement rather than specific sci-
entific knowledge. Most of our subjects, working in sciences and
electronics, when asked what they would choose to do now, as
adults, if they didn’t have to consider anything, answered that they
would do something else than what they were doing today. This
desire went in two directions: escapism and responsibility. Those who
would like ‘‘to travel around the world, learn different ways Oflife,’’
‘*devote their lives to music,’’ ‘‘create their own environmentdiffer-
ently,’’ ‘“‘be on the sea,’’ ‘‘use modern electronics and technology for
their own needs;’’ others wanted ‘‘to build a research farm to find
better and healthier waysofliving,’’ ‘‘to study medicine and psychol-
Ogy in order to find the integration between body and soul. Only
shall we find the real meaningoflife and only this will foster the de-
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velopmentof medicine.’’ ‘‘To be a kindergarten teacher and develop

ways of teaching children from the earliest age how to cope with our

modern world. This is the age when one should start with emotional,

intellectual and social development.’’

I would like to end with the aims we formed andcreated, during

our 20 years of work with gifted children:

TO DISCOVERgiftedness in all social levels of our popula-

tion.

TO UNDERSTANDgiftedness and its manifestation.

TO HELPthegifted to discover and develop his potentials.

TO SATISFY the gifted child’s need to know,to create, to

belong and to be accepted.

TO STIMULATEhis intellect and creativity according to

his potentials.

TO INVOLVEthegifted in the present problems of our so-

ciety.

TO STRENGTHENthe gifted personality to act and be a

leader.

TO PREPAREthe child towards his future as a creative

and gifted adult.

COMMENTARYON THE FOURTH (1981)

WORLD CONFERENCE IN MONTREAL

Bruce Shore, Chairman

The organizers of the Fourth World Conference in August 1981

established somespecial goals for the meeting. First, we wanted to

create several bridges, based on the observation that thinking about

and research on giftedness were unnecessarily narrow in scope. The

first of these bridges was expressed in the theme, ‘‘Manyviewsofthe

gifted for the advantageofall children.’’ We did not subscribe to the

simplistic idea that everything one does for or with the gifted (a term

we used generally, not to the exclusion of other useful descriptors),

could or should be done with all children.
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On one hand, some of what we propose and dois just good edu-
cation. On the other, someis suitably differentiated. Even the latter,
however, can spin off into educational benefits for other children,
for example, throughthecreative atmosphere that a good program
can foster in an entire school, the spread ofpride in accomplishment,
and respect for individual differences.

Other bridges were more subtle: 1981 was the United Nations’
Year of the Disabled, whose emblem appears in the Conference pub-
lications. The conference and proceedings featured several contribu-
tions on the handicappedgifted, a topic which hasreceived increased
attention since. We sought and received funding from Canada’s So-
licitor General’s Office (the federal agency that runs the prisons!) for
a series of papers and colloquia addressing delinquency among the
gifted, a topic which remains unique in having received such atten-
tion. We gave continuing support to the idea that giftedness is ex-
pressed in many ways, including manysessions on creativity (which
became a central theme in 1987), and featured attention to often-
ignored populations, such as Native Canadians and Native Ameri-
cans.

Anotherrelated goal was to bring new faces and messages to the
‘‘gifted’’ community. By 1981 conferences on giftedness were in-
creasingly frequent and the same prominent names were appearing
on programs. We took a chance andbroughtfive featured presenta-
tions that had not before been part of major conferences on
giftedness. The opening speaker was Burten White of the U.S.A.,
whodescribed the importanceof infants’ and youngchildrens’ striv-
ing for competence in the developmentofabilities. Albert Jacquard
of France warned his audience that the term ‘‘gifted’’ carries many
perilous connotations, ranging from hereditary baggage to questions
of privilege. Edward de Bonoofthe United Kingdom provided an ex-
planation and demonstration of majorideas in his CoRT program in
a keynote workshop. Henry Cokerof Nigeria described how cultural
values drive one’s perception of giftedness, using the graphic ex-
ample of one group of people whoregarded thegifted as possessed
by evil spirits, and how developing nations have an especially diffi-
cult balancing act in deciding how to allocate scarce resources, even
in a crucial area such as education. The closing speaker, Alanis
Obomsawin, National Film Board of Canada producer and a Native
Canadian, or Abanakias she wouldprefer, used film and song to em-
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phasize that we cannot know the meaningofgiftedness in a culture

until we know that culture and respectit.

Organizers of each World Conference in sequence have had a

strong feeling of contributing to an important and continuingtradi-

tion, even though, once underway, it is a surprisingly lonely enter-

prise. There are many memories of happy accomplishment, provid-

ing an enriching research and workshop program, as well as the

invigoration that comes from renewed and new social contact with

colleagues in the field. There is also a special sense of accomplish-

ment that comes from such a Conference having a visible impact on

the field. The 1981 meeting accomplished this in two ways.

Locally, the meeting has been acknowledged to have beenthe in-

centive for much interest in giftedness in the Province of Quebec,

wherein Montrealis located. Progress has been slow but steady; how-

ever, several steps have been traced back to the conference and the

world window it provided. The invited Ministry of Education repre-

sentative reported back that something important was indeed hap-

pening out there, several consulting committees were established, and

the beginnings of good programsare on their way. At McGill Univer-

sity, the host institution, we established our first demonstration sum-

mer school, now in its eighth year and expanded from kindergarten

to the end of high school and operating in both English and French

with active research and in-service components.

On a broaderscale, we set the precedent for such meetings con-

tributing to the financial well-being of the World Council, and set a

record for attendance and national participation that held up until

1987 overall, but still stands in terms of the numbersof participants

from outside the U.S.A. whose members’ support has been the

mainstay of every meeting. The World Council is a world organiza-

tion and must meetin a variety of locations; it appears that a regular

return to North Americais helpful to the success of the organization

and to its ability to meet elsewhere as often as possible.

Every conference also has its ‘‘if only’’ stories. We had two.

First, the Canadian Post Office was shut down by a massivestrike in

the spring of 1981. How manyregistrations were lost due to ourin-

ability to communicate in writing, receive cheques, etc., can never be

counted. After several weeks that problem was solved to our great

relief, except days later the United States Air Traffic Controllers

went on strike and werefired, throwing into chaosthetravel plans of
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the largest national block of registrants, many of whom cancelled in
the face of the uncertainty. We were relieved and delighted with the
final outcome, but wonderto this day what would have been ourat-
tendance (and balance sheet!) ‘‘if only’? there had not been a mail
Strike and ‘‘if only’’ the air traffic controllers had not struck.

The World Conferences on Gifted and Talented Children are now
a valuable andstrongtradition in ourfield.It is so easy in education
andits allied sciences to becometotally absorbed in questions of local
or narrow interest; these meetings help us keep a universal perspec-
tive and add to the enjoyment of our work. The most recent Salt
Lake City meeting continuedthis tradition, and we look forwardto
Australia and the Netherlands ahead.

COMMENTARYON THESIXTH (1975)
WORLD CONFERENCE IN HAMBURG

Harald Wagner, Co-Chairman

In the past, special measuresfor gifted children in West Germany
have not been regarded as particularly important because of the as-
sumption that their needs were adequately met through thetradi-
tional selective secondary school system.

During the past 25 years, educational reforms concentrated
mainly on improving the educational opportunities of underprivi-
leged pupilswith the result that implementation of special measures
for the most able students tended to be neglected.

Scientific and public interest in gifted children, their special prob-
lems and needshasrisen only quite recently. Up to 1980, publications
on gifted children could be counted on the fingers of one hand. Since
1979 researchers from the University of Hamburg have been the main
initiators of a movementto intensify research and practical support
measures for the gifted.

Manyothers havesince contributed to these efforts and have es-
tablished various research projects—most of them with the help of
the Federal Government. A preliminary highlight of this develop-
ment was—of course—the 6th World Conference in Hamburg in
August 1985.
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Since that conference even moreinitiatives have been launched to

intensify support for very able students, mostly through enrichment

programs, additional coursework in school, seminars for in-service

teacher training, recommendationsfor increasing the numberofstu-

dents participating in federal contests in mathematics, science, com-

puter science, foreign languages, etc. Recently a study has been com-

pleted on the further development of existing programs and

prospects for new initiatives in this field, which hopefully will pro-

vide an agendafor further fruitful developments.

For the acceptance of such programsit is essential, however, to

make it quite clear to the public that all measures for the gifted will

have to be based on a thorough, optimal education for all students.

AN EMERGING FOCUS FOR THE STUDY OF

HIGH ABILITY: VERY EARLY DEVELOPMENT

Joan Freeman, President

The European Council for High Ability (ECHA)

University of Manchester, England

ECHA,the European Council for High Ability, is doing very well

for such a new organization. To the Executive committee of our

European organization we have just added two Eastern Europeans

namely, Levcho Zdravchevof Bulgaria and Eva Gefferth from Hun-

gary. Our intention is to provide a European conference during the

even-numbered years between the biennial World Conferences of the

World Council which are held in the odd-numbered years.

ECHAis concerned with the development of high level potential

in peopleofall ages. It aims to spread acceptanceofthe idea that the

highly able are different because of their abilities and are therefore

deserving of special educational provision. The exciting part is that

there is still a long way to go, with much pushing backof the fron-

tiers of knowledge ahead.
There is already a sprinkling of associations for the highly able

across Europe. ECHAis tapping into it, but it is also providing a

brand new network for easier communication across national bor-

ders. Its major links are in the emergingset-up of national correspon-
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dents, individuals who will coordinate the flow of information for
their part of the world. Additional strength will come through inter-
national Special Interest Groups.

Activities: In this year, our first year, we have progressed to be-
coming a recognizable organization. We havedirected a great deal of
our energies into presenting the first ECHA Conference in November
10-13, 1988, in Zurich. The academic standardinitis high. Theinter-
national publisher, John Wiley, and Sons, has agreed to publish a
hard-back bookof the best papers.

The next conference in 1990 is to be in a Socialist country, with
first invitation to hold it in Moscow. Since then, it has officially been
scheduled to be held from Thursday, October 26th through Sunday
evening, October 28, 1990 in Budapest, Hungary. Call for proposals
by January 15, 1990. Chairperson is Dr. Eva Gefferth, Institute for
Psychology, Hungarian Academyof Sciences, Budapest, Hungary.

Indeed, there is a great demand for meetings to share the surge of
new material to be discussed. The ways in which each country ap-
proaches the same problems, for example, invites comparison, so
that all may learn of the best that others have found to beeffective.

ECHAalso plans to have a traveling colloquium, a smaller get-
together, again alternately in East and West Europe probably in the
odd-numbered years. Thefirst is to be in Holland in June 1989, and
its subject will be The Development of Cognition in the Context of
European cultures.

The Consultancy: To increase communication, the ECHA is
forming an ECHA Consultancyto offer information and advice. For
example, it will provide library services and computerized assistance
for teachers and parents, as well as a supply of individuals who are
available for advice. From time to time the ECHA Consultancy will
produce a monographandlearned articles on new developments.

Specific Projects: There will be other ventures, such as competi-
tions for children in fine art, music, poetry etc. We are at present
planning a summer camp for disadvantaged highly able children. A
European research project is on the way.
ECHA Fellowships: Highlevel professional standards in Europe

are recognised in a variety of ways. Because ECHAis concerned with
excellence, it is pleased to announce its own rewards to those who
have distinguished themselves in the area. The object of the Fellow-
ship is to encourage and recognize excellence. Educators, administra-
tors and scholars who have made advancesin research and develop-
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ment, will be offered the honor of an ECHA Fellowship. In time,

when the numberof Fellows has reachedten, a college of Fellowswill

be instituted, which will have the task of electing others either to be

membersorvisiting Fellows.

Governments: ECHAis working towards a policy for the highly

able in Europe, andis already in communication with several govern-

ments. We are keeping them informedof positive ideas and practices,

with the intention of stimulating wider understanding —sufficient

perhaps to affect governmental decision-making.

Enquiries to: Prof. dr. Pieter Span, Faculty of Social Sciences,

University of Utrecht, Heidelberglaan 1, 3584 CS Utrecht, The Neth-

erlands. Tel: 010 31 30 534 887

SOUTHERN AFRICA: ACCOMPLISHMENTS AND

FUTURE PROSPECTS

Cedric Taylor

The single most important accomplishmentof the last decade was

the growing awareness and ultimately the official recognition of the

need to provide educationally for gifted children. The pioneerin this

regard was Jock Omond who not only started an Office for the

Gifted and Talented in Port Elizabeth which provided Saturday pro-

grammes but who also embarked on an extensive lobby to convince

the education authorities to include gifted education as a component

of the official programmeof differentiated education in schools.

In spite of other high education priorities, developing countries in

South Africa have increasingly realized the importance of nurturing

giftedness in its children as these children may develop into the much

needed leaders and creative thinkers of tomorrow. Another impor-

tant development in the multi-cultural countries of Southern Africa

is the awareness that giftedness manifests itself in various forms and
that this be acknowledged, valued and provided for.

The involvement of universities in the training of teachers of the

gifted and the provision of special programmesfor gifted children is

a further accomplishment which contributes to the continuation of
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gifted programmesin schools. An example of the commitment on the

part of universities in this regard is the Diploma and Master’s pro-

grammesfor teachers of the gifted offered by the University of Port

Elizabeth as well as their Academic Vacation School and Saturday
programme.

Future prospects include the development of moresatisfactory as-

sessment procedures for the identification of gifted black pupils

which mayresult in better utilization of the scarce resources and fa-

cilities available for gifted pupils. In a society wherethere is tension

and violence between groupsthere is a growing awarenessof the im-

portance to get to know whatthe perceptions of gifted children are of

the future and to build on this in the crafting of a better society for

all. In a time of economic and cultural sanctions one hopes that

gifted children may increasingly reach out across cultural and na-

tional borders and so contribute to greater understanding and peace
amongall people.

COMMENTARY ON CREATIVITY IN SOUTH AMERICA

Silvia Siqueira

I would like to thank Dr. Taylor for the opportunity of speaking

to you, on behalf of the Latin American people, including those in
my country, Brazil.

It has been a wonderful and enriching experience for me to partic-

ipate at this 7th World Conference on the Gifted and Talented. Dur-

ing my next three minutes, I wish to tell you about my continent, my

people, and the importanceof creativity to us.

Brazil is the fifth largest country in the world; it’s half of South

America and has a borderline with all the South American countries

except Chile and Ecuador. Even though it’s the only Portuguese-

speaking country in Latin America, only half of this population

speaks Portuguese—the population of Brazil is that of 135,000,000.

Half of the Brazilian population is under 18 years of age. Our youth

is eager to learn andis thirsty for knowledge. From what I have
learned in this conference, I am convinced that there is much hope

for the improvement of my people if you, the intellectuals and educa-
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tors, will help us provide opportunities for the growth and develop-

ment of our gifted and talented.

Money makers are too often interested in exploiting our natural

resources. However, we prefer to be shown how to develop our

human resources.

South American countries were settled by the Spanish people.

Brazil holds cultural agreements with all Latin American countries as

well as with France, Spain, Italy and most certainly with Portugal.

Weweresettled by the Portuguese andinherited their culture, values,

religion and language.

I come from Sao Paulo, largest industrial and cultural center of

the Southern hemisphere.It’s a city of sixteen million, and more than

half of the population is also under 18 years of age. Education should

be a great priority in my country, but alas, it is far from reality!

The Brazilian Association for the Gifted in Sao Paulo has offered

training for teachers, and school administrators with the quality of

the teaching in public schools. We havealso tried, in vain, to receive

federal grants for research in the area of giftedness. Politicians’ opin-

ion seemsto bethat gifted and talented students will do well in school

on their own. So, it seems to be difficult, but not impossible.

The highlight of our cultural events was the visit of Dr. Calvin

Taylor to Sao Paulo, on May 17 & 18, 1987. He met with one hun-

dred distinguished educators and researchers in the area of educa-

tion, to discuss creativity and the multiplicity of talents. His short

visit was of great value to all of us. We are planning for October, a

workshop for School Directors on Leadership with another guest

from the States, Rev. Frank Joseph Cody, S.J., PhD in School Ad-

ministration. For 1989, we might have a Latin American Congress on

Creative Talents.

Creativity for Brazilians is vital. In order to survive one has to

know howto find alternate ways to achieve goals. Innovate, solve

problems and becreative are basic demands for Brazilians’ day to

day living. That means, for instance, that a teacher who doesn’t have

the musical instrument for a rhythm band,will have broomsticks cut

in smaller pieces for the children to keep rhythm to the music. She

can also makerattles with bottle tops, and so on.

Unemploymentis a real problem in Sao Paulo, so college gradu-

ates may find themselves doing activities that they didn’t learn in

school, but seem to be the possible solution for their financial prob-

lems. Brazilians are also creative in arts and crafts; handmade orna-
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ments are popular and represent a source of income for many fami-

lies. You may not understand what I mean by saying that one must be

creative in order to survive; however, in very simple terms, my con-

cluding words are the following: ‘‘If we can’t afford to eat meat

every day, we will go for rice and beans with chopped beef . . . ba-

nanas and more bananas .. .’’ Let’s make the most out of what we

have. Let’s use our brains! Let’s be creative!

The situation should not be different in the rest of the continent.

Weare a young population of good people whoareready to grow but

we don’t seem to be able to find the way to get there! The answer
is— Creativity!

COMMENTARYONTHEFIFTH(1983)
WORLD CONFERENCEIN MANILA:

LATER HAPPENINGS AND PERSPECTIVES
IN THE PHILIPPINES

Aurora H. Roldan, Chairperson

The Fifth World Conference on Gifted and Talented Children, at

which manyof you were present, was held in Manila on August3 to

6, 1983. The theme of our conference was ‘‘Gifted and Talented

Children, Youth and Adults: Their Social Perspectives and Culture’’

and this wasalso usedasthetitle of our volume of Conference Pro-

ceedings.

That being the first time that an international conference on

giftedness was held in Asia and in a developing country, we felt that

it would be particularly appropriate to have such a special focus on

the social and cultural milieu into which the world’s gifted are

necessarily born and by which theyare influenced.

However, it took acts of great faith and determination for the

Manila Conferenceto be held at all. Dr. Henry Collis, World Coun-

cil President at the time of the Fourth World Conference in Mon-

treal, and his Executive Committee exhibited much open-mindedness

and very welcome moral supportin helping mewin thebid to host the

conference in the Philippines. This was despite the understandable
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objections andreservations whichinitially met my proposalsince our

country was still under Martial Law at the time.

That act of faith helped me win the World Council’s approval,

but it then took a tremendous amount of determination and

resourcefulness on the part of myself and mystaff to actually stage

the Manila Conference. Unfortunately, most of the local institutions

and agencies whose cooperation andassistance I had countedonleft

us to manage as best we could. In this regard, then, I must also ex-

press deep appreciation to the World Council officers and Executive

Committee in 1983 for being so supportive of our efforts and

understanding of our difficulties.

The 300 international delegates who did join us at the Manila

Conference must likewise be commended for braving the long trip

and the uncertainties of a nation under authoritarian rule. Your

generous sharing of your knowledge and expertise sparked an aware-

ness among developing nationssuch as ours that the exceptional abil-

ities of our people are our greatest resource, and that a giftedness

movement which develops those abilities could actually be a vital

contribution to national growth and progress. We were inspired to

recognize the wonderful gifts of mind inherent in every nation’s

youth and tostrive for their enrichment. We were challenged to per-

ceive that specialness, that ‘‘more’’ that is in usall.

In fact, just two and a half years after the Manila Conference, we

Filipinos were given occasion to see that ‘‘more.’’ In February of

1985, we rose above ourselves and the day-to-day concerns which had

made us complacent about our nation’s plight. In a spontaneousout-

pouring of nationalistic fervor, we ousted a dictator of 20

years —and replaced him with Corazon Aquino.

Suddenly, political cunning, sophisticated machinery, and virtu-

ally unlimited resources were of no consequence. Suddenly, what

mattered to us were Mrs. Aquino’s far more precious gifts of moral

courage, love of country and complete selflessness. She could very

well have maintained the sheltered and luxuriouslife of a member of

one of the wealthiest families in the Philippines. She could very well

haveleft the awesome burden of national reunification and recovery

to more seasoned politicians. But she chose country aboveself.
We,the people of the Philippines, could not help but respond in

the samespirit. For those three remarkable days in February, 1985,

no one wasin it for himself. In fact, many now saythat it waspre-

cisely that spirit of selflessness that made our ‘‘People Power Revolu-
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tion’’ the miracle that it was. For that brief momentin ourhistory,

we Filipinos surpassed—and surprised —even ourselves. And we

were touched by the world’s warmth and support.

But all too soon, harshreality set in. The euphoria faded. Today,

observers may even commentthatit is as though those three days in

February had never been.

But I appeal to the peoples of the world through you, the ‘‘best

and brightest’? of your respective nations, not to judge us too

harshly. Believe me,wearethefirst to criticize ourselves when neces-

sary. Instead, I ask you to give the Filipinos the chance to solve our

own problems, right our own wrongs, overcomethe difficulties that

admittedly beset us from every side. Ultimately, allow us to prove to

the world—and most importantly, to ourselves—that our moment

of national selflessness was all not for naught.


