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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 were selected to
present their research on creativity at one or more of the 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 why creativity 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
Toynbee called the history-making talents in his speech in Utah, we are happy to 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 welcome other 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 books titled Way Beyond the
1.Q. and Creative Talents.

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 of these creative 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 and the indefinite and
limitless boundaries of creativity.

Timothy C. Sheppar?i'
Artist & Cover Designer

Our logo illustrates 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 volume is 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.

Books Available From:

Brain Talent-Powers Press
P.O. Box 9008, Salt Lake City, UT, U.S.A. 84109-0008

Books Also Available From:

Trillium Press, Inc.
P.O. Box 921, Madison Square Station, New York, NY, U.S.A. 10159
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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-numbered years, since 1975. The World Council was
officially organized after the first conference had been held. The series 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

5th — 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
HMS 412, 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
HMS 412, University of South Florida
Tampa, FL 33620



7TH WORLD CONFERENCE ORGANIZATION

CONFERENCE EXECUTIVE COMMITTEE

Calvin Taylor, Chair Jay Monson, Vice Chair Ivan Muse, Vice Chair

University of Utah Utah State University =~ Brigham Young University
Keith Steck, Vice Chair Jeanette Misaka Sally Todd
Utah State Office Local Arrangements Program Coordinator
of Education University of Utah Brigham Young University
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Utah State University = Brigham Young University
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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 human poten-
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 of Billings,
Robert Frost’s son-in-law and Robin’s father.

When faced with taking a less travelled way, some will consider it
less safe and less sound and will take the more traditional 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 one less travelled by,
And that has made all the difference.

Robert Frost’s above lines sparked and catalyzed a new, sequen-
tial thought. By using ‘‘path” in place of ‘‘road’’ and by restating
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 make all the difference

Over the second path less travelled by —
So . . . this newly created third path
Will double the difference

Over the 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 make a di-
versity of contributions as they work with and develop the children
and youth covered in their programs. Second, many of these pro-
grams provide serious new attempts that could be called explorations
and experimentations toward the improvement of 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 programs are sufficiently
ready and could be implemented into other special programs for
other types of students or even into educational programs for all 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 and third 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 programs reported in 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 about and had partici-
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
Machado to attend and meet me there. He was the Minister for the
Development of (Total) Intelligence in the Venezuelan President’s
cabinet. When we first entered the conference hallway, he was imme-
diately recognized by Levcho Zdravchev from Bulgaria and by others
he had met in his worldwide traveling. After Edward de Bono and the
two of us had lunch, de Bono let Machado give a speech during part
of his full afternoon session. Zdravchev had his Bulgarian team
videotape Machado (and then me). Bruce Shore and his staff, alertly
sensed that Machado was very newsworthy and quickly had reporters
from Montreal, London and elsewhere write 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 make a presentation just before
mine. Aurora Roldan, the designated chairperson for the 5th (1983)
Conference in Manila, attended our session. After the 4th conference
I helped her recruit for her Manila 5th Conference Jean Houston, a
top speaker in 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 Conference site.

With Kathy Schell, Pete Kutulas, and Virginia Anderson of our
Convention Bureau, we started 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 we finally
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 the site 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 a 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 and the visitors, and they deemed us at 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 hotel facilities and col-
lecting developing and publishing all the sessions daily 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 conferences helped in this total project, as ours might
likewise assist future conferences.

In a certain sense, this is a volume of conference proceedings. In a
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 —and then 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
Passow a 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 conference title. Collec-
tively we worked on the Theme’s title and its world impacts by em-
phasizing multiple potentials as follows: Expanding Awareness of
Creative Potentials. We also chose this as the book’s title 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 programs are 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 —maybe even 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 human resources, 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 the arti-
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 and in the halls 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 many experi-
ences we’d never experienced before.

We appreciated all the help given to us to attract the largest single
attendance of the seven world conferences. This more or 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
were slightly more than half of the total (not counting all the elemen-
tary and secondary students and their parents who brought them).
Utah had 311 more registrants than the total number from all the rest
of the United States. There was some attendance from 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 than all but three other
countries of the 41 total nations.
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One cancellation was unique. A teacher who had submitted a pro-
posal to be on the program wrote and said that she wanted to 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 of a serious re-
curring family illness.

Members of our Advisory Board helped to recruit featured speak-
ers. Walter Talbot contributed his wide experience, wisdom, and vi-
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.
McMurrin’s paper was on ‘‘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 made the point that the early ‘‘choosing’’ of geniuses
is a tragic burdening to those so chosen and it tells all of the rest that
they are not and will not become geniuses.

Vice-Chairman Keith Steck recruited Ned Herrmann to speak and
present creativity slides from the world of business and industry.
Herrmann now has the rare 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 Center half 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 number of highly multi-talented students were found in a high-
tech Vocational Center. These findings illustrate 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
USA the 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 Thursday plenary 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 the article
on the final plenary session. He says strongly that all nations and
therefore the World is at risk if nations don’t develop the talents and
career competencies of their students.

Early in planning our conference we had a session on potential
logos. Timothy Sheppard, a visual-designer artist took the challenge
to create our colorful logo for the 7th conference in ’87. Later, Shep-
pard designed the total cover to this book. His asymmetric arrange-
ment of the logo on the cover represents 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 summer creativity workshop, Arnold Toynbee, the
emii.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 the inside front cover of his book The description of our
theme was concluded as 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 books titled Way Beyond the IQ and Cre-
ative Talents.

L.L. Thurstone also developed multiple factor analysis, which led
him and his wife, Thelma, to use his factor analysis methods to iden-
tify seven ‘‘Primary Mental Abilities.”” These seven were later ex-
tended in his laboratory by them and their 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 number of ‘‘talent-dimensions of
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 Intellect
(SOI) model can alternately be likened to a Periodic Table of the
Mind. The model underwent a series of construction and reconstruc-
tion processes through his remarkable flexibility in conceptualizing
and his marvelous versatility 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 more acceptable (and some apparently felt that it became in-
creasingly simplified).

More recently 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 Memory Retention. 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 to ill-
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 phoned to visit him while there. However, his wife
said that it would not be wise because it would be too frustrating for
him in his very ill condition along with his poor hearing to try to have
worthwhile exchanges. Consequently, they were sent a copy of our
program as soon as I returned home, so she could show and explain
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 as being, to him, the greatest scientist in psychol-
ogy. Guilford ended his short letter as follows: “‘With you for 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 measurement theorists
and researchers, as well as implementors into practice. Their kinds of
work raise 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.

We had nearly 400 presentations and events on the scheduled pro-
gram and about 775 presenters, nearly 2 presenters per event. The at-
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 persons per session on the conference program, an abundance
of papers were submitted by those who saw the 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 most featured for gifted and talented. This was also
true for featured speakers we had worked hard to recruit for creativ-
ity and leadership and for futurists, technical/ vocational, inventive,
and other fields.

When we recruited 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 known to the total audience,
have risen to become more featured in most sections 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 were here for
only a day or two at the most. Almost all of them never saw our daily
newsletters in which we announced the Call for 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 mood was taken for all those who showed the initia-
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 adopted by notifying these authors telling all of them that
we would accept their paper if they would both revise and rewrite it 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 outcome is 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 thought in his letter, ““With you for a more cre-
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. Among these forepages we have
added another section on the reaction of a few highly selected other
people to the conference theme and title 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. Thurstone is still alive). Then we added Guilford’s
letter and a letter from Anne Roe of Harvard. Anne did superb
pioneering research work on eminent scientists 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 time as 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 continuing series of attempts, we tried 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. We finally 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.

My office spent considerable time especially in trying to reach and
recruit a large majority of all 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 studentbody presi-
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 not let 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 Nakasone or his 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 one of his 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 conscious level 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 me to
preview our 7th World Conference during May 1987 in South Amer-
ica (my first 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 my speaking
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 Speech starting 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 my translator, 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 person in a foreign land. But what I had
really lost was the Spanish-speaking voice of my effective 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 dinner dis-
cussion meeting among several Brazilian leaders. The following day,
under the leadership of Therezinha Fram and Sylvia Siqueria, I spoke
to 125 educators from around Brazil. En route home, another former
student, Janet Holland and her husband, met me in Rio de Janeiro
between planes and drove me around mainly at twilight to see that
famous scenic city.

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 some other 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 someone to respond positively 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 sparked into 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 50 states.

In the sustained Utah creativity movement we have had many ex-
pert consultants from our region and from afar to contribute earlier
in one or many ways to 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 and contributed 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 Center in the Arts; the Director of our
National Inventor’s Council who invented the Guidance System
which took the first astronauts to the moon and which was crucial in
making a 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 paragraphs of 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 a final afterthought, we apologize for not having the fore-
thought to invite the next two chairpersons, Maureen Robinson and
Franz Monks of 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 much earlier in the conference series
could have been reinstated at the immediate beginning of our confer-
ence if we had discovered it 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 remember the importance of unlocking and using crea-
tivity in solving problems. We can not allow ourselves and our coun-
tries to be bound by traditional ways of measuring academic success
without seriously considering the more important aspects of creativ-
ity and leadership. Each of us knows someone who has excelled 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 many aspects to
success and that there is yet much to be done to utilize this untapped
resource.

We must all join together as we approach the next century and
recommit ourselves to harnessing this untapped power of creativity
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 Institute
for Behavioral Research In 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 a high school student he won first prize in a
geometry competition, thirty dollars, with which he purchased sev-
eral items including a box Kodak which was the starting point for a
lifetime of creative photography, his principal hobby.

As an engineering student at Cornell, Thurstone studied machine
design and became interested 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
Edison in his laboratory at East Orange, New Jersey. Upon his grad-
uation from Cornell with a degree in mechanical engineering, he ac-
cepted an assistantship in Edison’s laboratory. Thurstone later noted
that ““Thomas Edison seemed to have a 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 were fit
for publication. If problem-solving ability is to be studied scientifi-
cally and experimentally, it would be advisable to include stories 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

Thanks a lot for sending us the account of your monstrous Con-
ference at your University. Your very unusual experiences in han-
dling conferences have shown their 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

Thanks for letting me know more of what you have been up to 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 on creativity. Congratulations!

Since I have not been active for some years, 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 development of 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 was in his teens. I don’t need to remind
you that he was the top man in his field of paleontology in his genera-
tion. Leo discovered his letters at the American Philosophical Society
to which Martha had given them, copied and annotated them and
they have made a lovely book. All of G’s professional papers have
gone to the Society.

Leo was doing research for some years, as he is writing a biog-
raphy of my husband. When published, 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:

Anne Roe (1953) The making of a 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.: Pergamon Press.

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 one of his young
assistants gave him a paper, he would say, ‘“Mr. so and so—have
you secreted your article? Put it away for six months and then look at
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 you follow the careers of the
internists the two professors have trained, 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 or the
Democratic process will not work.

Many years after I had created an artificial kidney, I was told that
the United States could never afford to take care of its citizens in end
stage renal disease. Then a creative man dialyzed himself inside the
Capitol Building in Washington, D.C. A law was passed 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 made artificial 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 among us should clearly express that our
priorities are wrong. SDI (Star Wars) was initiated 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.

Now is the time to tell our Congressmen and the new President
where our priorities 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 of us all.

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 was established
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 and in such meetings
as your 7th World Conference —we have taken strong, forward steps
in our journey, and I am convinced that we will 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 and hearts of our
young people. For above and beyond the good earth and its natural
resources is this magnificent reservoir of brain power found in the
youth of the world who in a few years will become the leaders around
the globe.

This brain power must be harnessed if it is to be truly effective
toward finding solutions to social problems so that we may live 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 who will 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 doors to 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 parents strive 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, became a 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
Jformer 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 long prided ourselves on creativity, am-
bition, and education.

I have had several people who attended sessions 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, thisis 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 and all those who those who worked
not only to bring the conference to Salt Lake City but to make cer-
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 many times over in their students.

Utah universities, colleges, and schools enroll thousands of highly
creative and talented students, and I commend you and your associ-
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 human talent development, and I am pleased
to see a growing emphasis on promoting the creativity and advance-
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ment of 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 economic progress
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 number of articles and
reports. The first articles were penned by Dr. Calvin Taylor of the
University of Utah wherein he demonstrated that there was little con-
nection between academic careers of medical doctors and scientists;
that is, academic achievement did 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 humans are 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 premium is 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 not been. Very often at the Bell labs, at NASA, in the
medical and scientific labs of the country, breakthroughs come from
those quarters from which it 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 mind in
operation on a grand scale; and high praise needs to be afforded to
those individuals who do not conform to pre-established norms,
norms which themselves reflect 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 our title to become a 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 work hard to re-
mind us of the creative talents that are not developed because of tra-
ditional methods of instruction and motivation. We look forward to
being able to participate in new and innovative methodologies
wherein ‘¢ . . . the development of creative talents improves the like-
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
Rogers has 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 appreciation of,
more expression of, more functional use 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 procedures to 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 shame to arrive at
age fifty and only then dare to create.

So I applaud refreshing attempts to open the windows in our in-
stitutions, to attempt the maverick, to encourage creative 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 my pleasure, 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 throughout the nation, have benefited from his
cogent resources of creativity. We have also benefited because he is
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 anxious to help its impact to continue. I am deeply
concerned that the current mindset of tax rollbacks could undermine
what progress has been made in gifted and talented programs at the
public education level, and in honors programs at the college level.

We are 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. Money for 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 movement is once again back to 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 and skills that others do not?
It has long been my plea that the gifted, creative, and talented move-
ment serves well for another purpose so it should be separately sup-
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ported as a strong field-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 know these things, 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 an elitist group.

We have been 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 done in 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 need the help of all the specialists in
education to come up with more and different ideas for better learn-
ing. Answers are still not known and tremendous research efforts are
needed for discovering ways to expand the 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 about gifted 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 campus and obtained his doctorate. While here, he helped me in-
itiate summer creativity workshops and was co-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
Models for Developing Programs for The Gifted and Talented. Crea-
tive Learning Press, Inc., Mansfield Center, Connecticut 06250; and
(2) A Magic Circle (January/February 1988) G.C.T., pp. 2-5.



lii Letters on 7th World Conference Theme

I appreciate the opportunity to comment on the theme of the 7th
World Conference on Gifted and Talented Children. Being a native
Salt Laker and a University of Utah undergraduate, I worked with
Calvin Taylor —more at 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 (and a visit to my family and relatives 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 soapboax telling audiences of college stu-
dents, teachers and parents that the most important step in becoming
a more creative person is increasing ‘‘creativity consciousness’’; i.e.,
increasing awareness of the importance of creative development for
becoming a more complete, more self-actualized human being.

When often asked, ‘‘Can creativity be taught, or is one born with
it?”” I, of course, answer yes and yes. No amount of creativity 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 happen if

. .7”’ problems.

Congratulations to all of you on a fine conference. You went
right to the heart of what should be a number one concern of every
G/T program—raising awareness of creativity.

Gary Davis
University of Wisconsin at Madison
Madison, WI 53715
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Presidential Address:
Expanding Awareness of Creative
Potentials— An International Perspective

A Harry Passow’
Jacob H. Schiff, Professor of Education
Teachers College, Columbia University
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 you to 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. Copies of 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 many lead 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).

Among the objectives of the World Council for Gifted and Tal-
ented Children, Inc., are these two: ‘‘To initiate, conduct, and sup-
port research into the nature of giftedness, talents, creativity, and the
education and development of gifted children; to disseminate
research findings,’” and ‘“To assemble, for an exchange of ideas and
experience, people from all over the world interested in the gifted and
talented.”” Today, we open a world conference during which we will
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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 own insights and
understandings of the nurturance of creative potentials.

During the week, we all have a rich menu from which to choose
and we will 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 which is unique in the field of gifted and talented educa-
tion so that you broaden your perspectives. And finally, I urge youto
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 which is
in your hands is the result of two years of tremendous effort on the
part of the people whom we will recognize at our Presidential Ban-
quet. Take a moment now to look at their names so that you will
know whom to thank for the wonderful experience you are going to
have this week.

Again, welcome to 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 preceded it.

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 development really got off the ground”’
(p.v). Certainly, Guilford’s ‘‘call for increased attention to the sub-
ject and his proposal for a new avenue approach to the study of this
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 number of research and development projects 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 and re-
searchers saw a new era opening up with challenges to identify and
nurture creative potential and productive behavior at all stages of in-
dividual development. Many agreed with MacKinnon (1959) who
stated: “‘Our task as educators is not to recognize creative talent after
it has come to expression but, either through our insight 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 downplayed the criticisms 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 and that all 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 make the term creativity the shibboleth of
the day, Taba cautioned that ‘‘the dynamics of this phenomenon
(adoption of a theme or word as 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 book titled Creative Research:
International Perspective, observed:

It is now realized that any system of education in a society
should encourage creativity 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, how it can be nur-
tured, what instruction can help its development, how it can be
measured and predicted . . . (p. ix).

Since the mid-1950s, there has been a tremendous explosion 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 before creative 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 improve skills 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.viii). Much
of our research and development efforts in this area have been aimed
at understanding and nurturing creativity as an integral part of
giftedness.

Reviewing the literature on ‘‘the various dimensions of creativity,
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 humans apart
from all other living creatures’’ (p. 243). Tannenbaum’s review 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 are creative acts, rather than ab-
sorption and retention, which probably depend more heavily on
other mental processes’’ (p. 328).

Tannenbaum observed that “‘there is as much conflict and confu-
sion about the meaning of creativity 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 who are 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) put it: ‘‘Celebration of
creativity has become ineluctably an international pervasive reality.
Whether it is considered from the viewpoints of its effects on society,
or as one of the expressions of the human spirit, 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 on the creative vision
encouraged and nurtured. Moreover,

Beyond the local interest, whether individual or national, it is
the increasing recognition by men in all parts of the globe that
our capacity for creative thought and action may literally make
all the difference in the world . . . Human creativity 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) observed that:

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 of his 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 good business 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 any culture, 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 ago that ‘‘throughout Africa it
is interesting that though schooling and Westernization tend to alien-
ate the gifted from the community culturally, politically they appear
one”’ (p. 329). How to meet this ‘‘urgent necessity‘* is a matter com-
plicated by a set of related issues: What kind of balance is appro-
priate between the use of limited resources for providing as much ed-
ucation for a/l children (the ‘‘masses’’ as described by some sources)
and developing advanced educational opportunities for the relatively
““gifted few in the community?’’ How to 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).

What I am arguing is that from a world perspective, expanding
awareness of creative potential is a complex and complicated matter
on which progress has and is being made but on which we face formi-
dable hurdles still. While the problems of talent spotting and devel-
opment and talent development are 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 standardized tests, if reliance is a put on at-
tainment, educators are 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 who is 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 an illiterate, 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 even if 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, we certainly 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 comes to identifying and nurturing
creativity and giftedness but all 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 become an inter-
national concern, Creativity Research: International Perspective,
edited by M.K. Raina (1980), provides convincing reading. It con-
tains 30 chapters with reports of research and activity 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 confluence of interests and its 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) concludes his 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 of intuitive 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-
proach to 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 such creative 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 and critique that will enable us to build better paradigms and
structures. We need to explore further the differences in Eastern and
Western approaches to the study of creativity so that we can acquire
better insights into its nature and test alternative approaches to its
nurture.

We need to inquire, as Vera John-Steiner (1985) put it, into learn-
ing how young persons ‘‘join wonder and skill, intensity and disci-
pline, during the long trajectories of intellectual and artistic growth’’
and how creative individuals build ‘‘upon the continuity of human
knowledge while achieving novel insights‘‘ (pp. 205-6). We need to
know more about how to nurture in creative individuals the caring,
compassion, and commitment so 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 of concern, an intense awareness of one’s
active inner life 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-
pand the awareness of the creative potential of humanists and artists,
those who give expression to values and beauty?

As we come to understand more about how creative performance
differs from ordinary performance, about what conditions are con-
ducive to creative performance, and about how these are 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 conducive to 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 development in 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 our insights into the nature and nurture of
creative potential.

At the First World Conference on Gifted for Gifted Children in
1975, I was concerned that creativity was being viewed as ‘‘another
educational fad to be forgotten or ignored a decade or 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 among all
children—will become an integral and meaningful activity
among educators and parents . . . (Passow, 1976, p. 167).

From an international perspective, we seem to have moved in the
direction of expanding the awareness of creative potential in a variety
of ways—theoretically and pragmatically.

John-Steiner (1985), quotes from Bronowski’s Ascent of Man, 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 we are 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-
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for a psychologist to fulfill very effectively over all fields of science.)
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Needed: Effective Educational Policies
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in Students

T. H. Bell
U.S. Secretary of Education 1981-1985
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University of Utah
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‘The future of most nations rests 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 come to our attention. Because their problems are not
so obvious we don’t provide the special programs to nurture their
talents. If education should strive to help each student reach his full
potential, then gifted students are entitled to have a learning program
that helps them reach the ‘‘outer limits”’ of ability.

We need leaders, inventive and creative people, and people who
have powerful intellects who can solve problems and help to push
back the frontiers of knowledge. This comes from our most gifted in-
dividuals, and to develop them to the utmost is to benefit all of man-
kind.
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We live today in one global village of international commerce and
trade. We live in a world of millions who strive to overcome poverty,
disease, and a miserable life. We live in a world of contracting wealth
and living conditions. To have the good life 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 many students from low income
and minority homes have great 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 means of reaching all the giftedness and creativity that wastes
away. May we all get new ideas on how to solve this big problem is
my hope for this conference.

Let me add that 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 name this
volume “‘Expanding Awareness of Creative Potentials Worldwide.”’



ARTICLE 3

Development of Creative Resources in
Students Demands Higher Priority Than
Natural Resources and Knowledge
Resources and Capital Resources

Walter D. Talbot
Longtime State Superintendent of Utah
American Fork, Utah 84003

On the Primacy of Total Inner Human Resources

America has reached unparalleled heights in economic and social
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 human resources. I found that the standard of liv-
ing enjoyed among these countries stood in 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 of living.

I would not, of course, claim that a public education system is the
only develcper of human talent. But I do not know of a better way to
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develop a country than through a public education program which
reaches out to 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 human talents and I believe that in the United
States that investment has paid off.

Economic growth through a better educated populace is a worthy
goal in education and would be so if 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 money to the Treasury to repay the investment in
just a short time. Our own state 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 educated citi-
zenry in the event of war or other national emergencies, in the fulfill-
ment of personal ambitions, goals, and capacities.

Therefore, our search for human talents ought to have a higher
priority than our search for natural resources because the de-
velopment of 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 most persistent challenge is 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 for creative, 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



Development of Creative Resources in Students 23

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 need is the kind
they enjoy getting: that which stretches their mind and allows the
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 and in 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) we rise 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 much we value and ap-
preciate them.

On the other hand, we see liabilities in a much different way: (1)
we have little use for them, (2) we want no identification with them,
(3) we seek to rid ourselves of them as soon as possible, (4) we do not
desire any relationship with them, (5) we curse the day we met them
and we fight 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 know of our as-
sociation with them.

When students, and people in general, are viewed as assets 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.

Our search 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 standard of liv-
ing among nations of the world, not just economically but
idealistically as well, is directly related to investment in 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 development of
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 there is 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. We build self-esteem in others when we lift; we destroy it when
we trample. We build 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 account if there is to be a quantum leap in success
in their lives.

7. Home and school are 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 phenomenal results 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 think little of themselves waste great potential.
Everyone is somebody. There is 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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Htah State Senate
Resolution

DEVELOPING CREATIVE TALENTS IN STUDENTS RESOLUTION
1988 GENERAL SESSION
SR. No.9 Dix H. McMullin, Haven J. Barlow

A RESOLUTION OF THE 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:

WHFREAS pubhc and higher education should provide students with instruction in not only traditional academics. but also
of creative think

WHEREAS, the development of creative thinking and creative talents builds upon 1) in traditi

WHEREAS, it is possible to teach students to apply their creative talents in the learning process and thereby acquire more
knowledge;

WHEREAS, this cl. pp h costs 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 10 be the history-making talents in any field of human endeavor;

WHEREAS, the 7th World Conference on gified, talented and creative children was held in 1987 in Sah Lake City with over half of
the attendees being from Utah:

WHEREAS, the f theme, "E. ing A of Creative Potentials” sets the stage for Utah to Icad the world in a2
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 higher priority than development of
natural resources or capital; and

WHEREAS, a number of ed in Utah are d in devel g creative talents in students within regular classrooms and
ready to pioneer for creative talent development in Utah schools.

NOW, THEREFORE, BE IT RE SOLVI D that Utah mnme major educational reform by impl i of creative

talents in its schools and by creative as a vital with traditi

BE IT FURTHER RESOLVED that the Senate encourage Utah's universitics and colleges 10 train Utah's foture educators in “teaching-
for-creativity” methods and urge teachers in Utah's public schools 10 incorporate these methods in their classrooms.

BE IT FURTHER RESOLVED that Utah’s Outcome Based Lducational 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 IT 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.

War II, 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) a summary of a talk which was initially given a decade ago and
which has been used as a handout in recent years; and (2) a summary
paper written recently to use as a backup page along with the first
section which together formed his handout to the audience after his
7th World Conference speech. The third section is the entirely new
summary of the 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
systems of the state to develop creative talents through appropriately
trained teachers.



ARTICLE 4

Creative People Worldwide'

Genevieve W. Gore
W.L. Gore & Associates, Inc.
555 Paper Mill Road
Newark, Delaware 19714-9329

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 we have literally
moved from the basement of our home to the moon. Let me start by
telling you a little bit about where we are today and then go back and
tell you a little bit about why we think we got where we are.

As you have heard, our business is worldwide. It has a value in
the marketplace today by independent appraisers of over one billion

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 company is creating and developing and manufacturing
their invention of Gore-Tex, a material used in medicine, electronics, and outdoor clothing and
equipment. Their slogan under their 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 company is 90% owned
by its associates. We are not listed among Fortune 500 people, but we
have a statistician in our organization who is just wonderful. His
name is Shanti Mehta. He likes to play with figures, so he has tried 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 were listed as a public company and we were among For-
tune 500 people in sales, we would be number 474 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 been listed in the Addison Leslie
Publishing Company’s book as one of the 100 best companies in 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.

Many of our friends thought we were very foolish when we talked
about and finally decided to leave DuPont Company and to start 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 product to sell when he left
DuPont. We did have five children through college. We had a mort-
gage on our house. And we had, if we got everything together, all of
the bonuses that Bill had received that were still just paper documents
from DuPont. Everything we could accumulate was about
$90,000.00.

We really thought awfully hard about what we should do. We
wanted to do this although it was a big risk. We had responsibilities
to which we were already committed. Finally one day Bill came up
with the idea and he said, ‘‘I have two questions to ask you.’’ It has
turned out that in our company we have 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 questions is, ‘‘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 Company said to
Bill “‘we can’t give you your old job back but if you don’t succeed in
this venture, come see us and we will see if we can find a job for
you.”’ So, to the first question we answered *‘yes, we could stand it.”’

And the second question was, ‘‘If we succeed, will it be worth
it?>’ This is another thing we thought hard about. We talked 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 was right. I think in business, timing is very critical.

DuPont had developed the polytetraflouroethylene (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 was right.

On January 1, 1958, Bill and I were having breakfast together. He
was out of a job and we decided that we had better go downstairs and
get to work. We had lots of hopes and dreams and we had 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 paperweight it 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.

We had a two-level house and our house is built into a hillside so
when we started, 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 and this 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 my jars and mixers. They drilled holes
in my pressure cooker. They used my hair dryer. They even took my
curling iron and ruined it. And my kitchen stove was used in which to
bake raw materials, too. So at night when all 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 we could all go on with living. It wasn’t very long until
all of the lining from the oven was falling out. They drilled holes in
the ceilings and the floors and the walls. Cars were parked all over
the lawn and even my shrubs were driven over. It was a disaster!

But the great thing about all of this was that every single person
that joined us knew we would be successful 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 needed to be built, 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 Lions and all 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 and to have fun doing it. 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 we still do that.

The fun part is the picnics and the Christmas parties we had and
the celebrations we had when we get a patent or discovered some-
thing new or we got a big order. All these things are fun but the real
fun we have and one of 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 our 35 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 own four principles 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 have to 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, means that
maybe we will fail in that particular thing. If you take a risk, you
might fail, so we have to be very tolerant of mistakes.

Another one of our principles is one of commitment. We associ-
ates make our own commitments and we keep them. No one can
make a commitment for us. If someone tells you what to do, you are
being given a command and there 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.
And any action 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
who will join in the risk of that action and if a consensus is not met,
that action should not be taken.

The people who have joined us and work with us in 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 have no titles, no bosses in our company.

My five children and their spouses are all deeply involved in
working for the success of our enterprises. We welcome all of our as-
sociates to encourage family members to seek employment with us. 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 have relatives also work-
ing with us.

We have had some great dreams and it is wonderful to think of
what you can possibly do by writing it down, thinking it out and
dreaming about it. 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: Mirs. Gore, how do you establish 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 work the 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 you finally pull that
rating out and put it on a graph, you find a good match with 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 of time, it levels out and it is a very fair way to do it, according
to their contribution.

Q: What is the average education level with your employees. Do
you have college graduates, a lot of graduates working for you?

A: When we started out, we just grabbed anybody we could get.
We had a lot of part-time people because we really couldn’t afford to
pay people, so we were getting a lot of part-time people that had
other jobs. But today we use lots of engineers —engineers with other
disciplines if we can get them but we use lots of engineers. As our
company is 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: I think that people who are better educated know where to
get information. Yes, I think that they know a 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 want to take have any-
thing to do with our company at all, we pay for it. We don’t go out
and try to get people a degree in something that we are not interested
in, but if what they want has anything to do with our company, we
pay for their education.

Q: Do you encourage stock ownership in your company?

A: We have no stock available for sale. It is a private company
and any of the stock that becomes available, we put into our stock
ownership plan and then it is distributed to all our associates. Let me
add that we don’t have any employees —we only have associates.

Q: How would a person go about going to work for Gore and
Associates?

A: Wehave people centered in Flagstaff, Arizona, including my
daughter, Ginger Gore Geovale, who is 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.

Q: 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: Tt 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. What is required is a sort of self commitment and
it is also a perception of what needs to be done.

0O: Using your waterline principle, who makes the 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 had a big order
and it required silver conductors. The price of silver was skyrock-
eting. We figured that if we didn’t have enough silver in our plants to
fill the orders, pretty soon we would be having real trouble because
we were just going to be paying more for the silver that we were get-
ting to manufacture our conductors than we would be able to get
back.



34 Creativity, the Neglected History Making Resource

So a whole bunch of us got together and decided that next Mon-
day, we would buy silver and everybody dreamed in between. We got
together next Monday and bought silver. Then the price 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 consensus of
opinion.

Thank you very much.

Final Commenter: Mrs. Gore, we became aware with what we
see to be one of your secrets, which impresses us very much. One is
that you are capable of never taking credit for anything. The second
is that you do not understand the word ‘‘I’’ —you only use the word
¢ ‘We’ b .

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 commitment and natural leadership as control-
ling forces. The simplicity and order of an authoritarian organization
make it an almost irresistible temptation. Yet is stifles individual free-
dom and smothers creative 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.



ARTICLE 5

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 of this
chapter is to honor these two teammates who have made very vital
contributions to the multiple-talent teaching approach. They were
the two crucial ones in producing the effective illustrations 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 programs started 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.

We consider 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 breakaway and as a break-
open-the-way talent. Creative Talents break away from the nar-
rowed-mind and the lower-level functioning of the Academic Talents
and thereby break open the way into the broader and higher-level
functioning of multiple brainpower talents.

Over the years in our talent training program, we have expanded
the number of talent totem poles three times. Before we started
teaching for multiple talents, the Academic Talents were already pre-
dominantly used in classrooms. In general, the academic talents call
for learning-and-returning knowledge and passing tests on it.

Presently, the attention to this talent almost swamps classroom
time. However, we now strongly 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 we started 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 the sec-
ond Creativity talent totem pole. Research analyses of talents led to
the next expansion—the splitting 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. These six talents in their original se-
quence are: Academic, Productive Thinking, Planning, Communi-
cating, Forecasting, and Decision-Making.

Years ago, Darrel Allington once watched me try to sketch talent-
score profiles of two or more students across points on a series of six
parallel, upward-pointing vectors. As a creative and artistic person,
he produced a sketch in his own way in his notes which he showed me
afterwards. He had sketched small faces with smiles and frowns
going up and down across all 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 tremendous variety 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 teachers in dif-
ferent subject-matter areas each year for several years. He has generated lots of teaching
materials and a tremendous collection of cards of ideas on how to teach subject matter and also
how to teach students in multiple talent ways in the training of teachers, such as at my summer
creativity workshops.
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For many of our earliest implementation years, we illustrated 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 down to 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-page article in Pace magazine
on ‘‘Talents— Waving Good-bye to the Average Man.”’ This excel-
lent title also implies waving good-bye to the idea that there is a per-
son who is on the top in everything, and good-bye to the out-dated
notion that there is a person who is always on the bottom. The sec-
ond publication, with a half-page full picture on the cover, was a 145
page National Institute 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 two studies, first for a Masters project and the 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 her direct observations of her students-in-action, in turn,
in each talent. In her masters degree project, she taught and observed
student performances in six talents. She used a double plus (+ +) on
each talent for top performers and awarded 26 + +’s in her class-
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 was a 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 the first six talent totem poles.

Across the years he has invariably been a most exciting and favorite teacher in the lengthy
sessions he has covered in my workshops. He has also enabled students to photocopy, free, any
and as many of his cards as they desired on a photocopy machine he had brought to 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 and studied 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 school in 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 much later in their participa-
tion in extracurricular high school activities.

Academic grades tend to be almost uncorrelated with extracur-
ricular activities. Surprisingly, however, performances in 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 little 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 were live 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 the last three
new talents when these talents were later added to the totem poles.

We first 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 programs cited in
the Congressional Record (10/11/80, pp. S12407-11). She was the primary one who took the
first workshop in Jordan District. She then helped set the stage so that the Bella Vista principal
held the second workshop there which led to Project Implode, the first major program of this
type in the world.

After my first three contacts, she was the main one of the next three persons who visited
Mobile, Alabama so that soon thereafter, the Talents Unlimited Project was initiated. (While
there she met Carol Schlichter before I did.)

She first presented the picture of the totem pole kids when we spoke 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 as the 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 current total of nine talents.

Receive,
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Return
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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 one is 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 brainpower talents that all students learn to
use, the more ‘‘equal’’ the students’ scores will average across the
nine talents. This averaging moves much closer to ‘‘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 beyond the first nine talents above.

In my classes of 25 students, by the end of the quarter the class
members become well acquainted with each other and know their
names and many of their talents and other characteristics. They all
learn to function more as whole persons in class. As a by-product of
the class, good human relations 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 the first talent, then
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separately the two best on the second talent, and so on through seven
talents. Across 16 undergraduate classes 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 some fellow students. And peer ratings
or peer nominations of 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.

My students are asked by me about comparing what happens in
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 my class. They also stop
and talk with my class members whenever they see them on campus,
but they hardly know or speak this way on campus with members of
their other classes.

We have just now reached a fourth way of extending our talents,
from the 9 above to a new total of 17. The last 8 talents (all but the
academic talent) are all very actively-functioning, high-level brainpo-
wer talents. As used herein, the academic talent is a learner-returner
that only functions very fraditionally. Whenever a person functions
creatively, he or she has moved away from the traditional 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 producing creative patterns and creative 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-returner talent, 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—and also 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 another person or groups of persons are 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

We have initiated a new approach, starting at the grass roots
level, by festing 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 same types 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.

At the grass roots, we typically contact the citizens, primarily the
elected members of 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 be spent
another day by having the students look at the test booklet items and
discuss them with each other. Then they finally 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 best talent 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 go to their school
looking for future employees of known high-level talent potentials.
Practically nothing quite like this Talent Bank yet exists in any other
class or school in 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 works exactly 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
more talents, 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 some slippage
in which the percent of students above average does not rise 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 want to find at least above average promise in an increasing
number of students, all we have to do is to keep increasing the
number of 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 nine less
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 scores into 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 done with the third person who is at the top of the Leadership
pole and with the fourth person who is at the top of the fourth polein
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. The first stu-
dent who excelled in only the Academic talent, which is the least
related to career and life activities, probably needs remedial training
in order fo save him from being an Academic-type-only. Otherwise
he might prove to be a ‘‘lost person,’’ unable to function very effec-
tively beyond schooling, in careers and life.

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 numbers just like I would do on the chalkboard in a meas-
urement or mathematics course. For the first 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 of people.

The thought that flashed then was that one of the great contribu-
tions of Darrel Allington and Beverly Lloyd was to prevent and cor-
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 each test di-
mension. That rehumanizing was done initially by using theoretical
faces and later by using real faces of real students on all the totem
poles featured since then. Many people have remembered the little
faces going up and down and have realized 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 5th 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 been selected, he then personally pulled out the com-
plete stack of the finalists-but-not-awarded (2nd team) group of ap-
plication folders. He skimmed through all of them in about one day
and set aside each one which showed any positive 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 been selected on two different bases,
rather that the 1st team, the group who had been selected 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 Academy of 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 greater ac-
complishments in their total careers and lives than will those selected
on only one basis.

A White House program on Presidential Scholars is designed to
honor the highly selected graduating seniors in a nation-wide high
school program. The selection committee mainly looks at the aca-
demic accomplishments (even though they are also interested in other
assets of candidates).

Final awardees were made available 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

We then decided to examine what would happen if all the candi-
dates were given this test upstream, before the final selection de-
cisions were made. From the total sample tested, by first selecting the
top half with the highest profile (the highest total of the three scores),
we were able to compare their 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 shown below. For the
High group, please note how the bottom of the ranges have all raised



46 Creativity, the Neglected History Making Resource

considerably upwards and how their average Percentile Rank scores
have increased upwards into 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 on all 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.

Some colleges and universities are moving in the opposite direc-
tion of narrowing the entrance requirements almost totally to the ac-
ademic talents (see ‘‘Don’t Dwarf our Brains: Thinking Students’
Lament, Taylor, 1989.) This might be described as selecting 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 a rumor, that it took Einstein a couple of years
to recover from the effects of the nature of graduate schooling on
him. Perhaps such graduate schooling was not well-designed, but was
ill-designed for an Einstein mind.

The effects of this narrowed-mind selection can show up at least
in the vital research-focused parts of graduate programs. People are
supposed to change almost immediately and become researchers 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 most efficient 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
beyond it.

The research part of graduate school can also be very painful in
many ways to these selected types of grade-getting students. Perhaps
research goes too much against the graining of nearly all their train-
ing. In a large number of doctoral research programs, even the ma-
jority of ‘‘successful doctorates’’ never do research again after all
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 the first invited out-
sider ever to speak on creativity to all Graduate Deans in their annual
convention in our nation, Taylor, 1978).

This is in contrast to a graduate student who after spending only a
first week in my research activities, openly volunteered ‘““Why did I
have to wait so long? Why wasn’t all my schooling like this?’’ He has
spent all his career very successfully as a full time researcher. He also
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 unnatural for them. To try to compete, in order to equal or beat
Japan in knowledge-focused education, means that our students
would have an ill-designed or even a distorted kind of illness-growth-
and-development of their inner human resources 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 by us 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 far they in-
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

We have been 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 we derive 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 Linda / Linda
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 four typical
classrooms of students in which four separate teachers treated stu-
dents as Learners (learner-returners of knowledge). Then in Phase 11
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 knowledge test 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
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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 on his excellent (worldwide) pioneering research work on
learning vs. thinking classrooms.

The outcome was sufficiently positive a quarter of a century ago
that education could have realized, both then and since, that simply,
definitely, and quickly, the educational system can be improved by
having teachers freat 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 of it.

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 fo-
morrow minds.

We finally 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 had to 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 one side of his brain to the other —from the
left-side, logical-brain person looking backwards to the right-side,
creative-brain person probing forwards. From this picture, the reader
can also visualize back-to-back, reverse statues of Rodin’s reflective,
contemplative thinker.
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A sensitive and astute new colleague recently educated me to 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 OBE program. Very clearly, this pro-
gram emphasized mastery of knowledge by all 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 7Talent Outcome Based Education
(TOBE).

Putting these together simultaneously, as we have always done,
produces the combination of the TOBE and KOBE approach in 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 through the ef-
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. The in-
teraction strengthens knowledge acquisition and lengthens the dura-
bility, transferability, and usability of both knowledge and talents.
We can 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 enamored and especially 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 and its ‘‘reliable’’ measures of schooling or its 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 and in life. By these misconcep-
tions and “‘fixed ideas’’ of emphasizing reliability and almost utterly
disregarding transfer of training and predictive validity, education
has sadly handicapped and restricted 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 expand the entire 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 more promising for 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. They will 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.

We can now cultivate many talents and thus move toward a 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 major studies of practicing physicians, we can picture
an ideal physician-in-practice striving for professional excellence
(Albo and Taylor, 1982). When you come to his office he works dili-
gently and efficiently to take away your illnesses, but definitely not to
take away your thinking powers nor to have you become only a lis-
tener. But he does want you to communicate with him about your
symptoms and your hunches as 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 your illnesses have been taken
away, he will then work further to team with you to discuss un-
necessary amounts of 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 your self-
esteem. You don’t have to stop thinking or put your mind on ‘hold’
when you walk into our school. Come and join us in a greenhouse-
like climate where natural growth in knowledge and in thinking exist
together and function productively and where a cooperative spirit of
friendliness, laughter, and wellness abide.

Nowadays in schooling, children can develop toward the ideal
goal of human excellence. This is all in sharp contrast to having them
become programmed to keep their mindpowers under tight 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 —remain largely lost to them and to 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 one talent 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 number of talents 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, who at-
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.

Our latest clear but troublesome thinking is 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 conceive of the total brainpower resources as being
economic resources, community development resources, national de-
velopment resources, and world development resources. The brain-
powers are 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 a very sound research basis and from very positive findings
on multiple implementation projects, the following results can be ex-
pected from using this multiple talent development approach in class-
rooms. Students become more resourceful after activating their own
potential inner resources and developing them; thereby greater total
classroom resources are available. Schooling doesn’t cost any more
once teachers 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 classrooms in ten independent
projects scattered across the U.S.A.; a higher concept of student
potentials held by teachers; more student and teacher satisfaction; 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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ARTICLE 6

The Creative Scholars
Mentors Program

E. Paul Torrance
Georgia Studies of Creative Behavior
Athens, GA 30606

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 many different 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 thought to 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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We are already beginning to 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—a relationship in which one thing leads to
another. Through this relationship we might help them to walk away
from the ‘‘games’’ that others try to impose upon them and play their
own games, using their best abilities, doing the things they love, pur-
suing their dreams.

A Mentor Relationship

Another service would be to help them find and establish relation-
ships with a mentor. I don’t think we fully understand what a power-
ful thing this can be. Through my 22-year longitudinal study of crea-
tive behavior, I (Torrance, 1981, 1984) have demonstrated
statistically that having a mentor increases 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 provide this
service would require a counselor who understands the 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 of the 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 companion skills of
selling or marketing.

4. How to deal with ridicule and other common problems of
creative children and adults.
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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 who are 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.



ARTICLE 7

To Struggle for Creative Excellence:
An Option for Gifted Children
in Mexico

Raquel Levy
Universidad de Los Ninos
Mexico City, Mexico

Myths are 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 what is 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 common myth is that this accelerated learning is harm-
ful to the child. The more he learns, the more marked are the differ-
ences between the child and his peers. We know the contrary is true.
The more the hunger for learning is 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 for the gifted child to maintain an equally high level of
self esteem as his peers.

This is the irony. Social development is stressed, academic ac-
complishments are 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-
body is surprised. ‘“What has happened to the once gifted child?”’,
we ask. If he does enter college our young adult may drop out be-
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cause he has not exercised his skills and capabilities and is unable to
adapt.

In Mexico we find 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 about their
gifts. They go unnoticed. This behavior may be hidden or misinter-
preted by their parents and teachers. Many are high achievers in one
area and underachievers in others. Importance may wrongly be
placed in rounding out the child’s education by working harder on the
weaker areas. The net result is usually that the child gets tired of
working so hard on his areas of weakness that he has little energy left
for study, even in his areas of greatest potential. In my opinion this is
the way we turn off those special talents and make the child feel that
he is inadequate.

Psychology has become a 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 used to describe the gifted child is ‘Superdo-
tado’” which when translated means ‘‘supergifted’’. Therefore
“‘Superdotado’ may elicit sarcastic laughter among the people who
believe in the myth that gifted children or adults do not commonly
exist.

Many teachers believe that directing gifted children into special
programs is a risky business. The real goal is to make all children con-
form to the norm. They also believe that by enriching the curriculum
of a minority of children they will accentuate the differences between
the groups.

In the environment I have described, we see that advanced study
and accelerated learning is actually considered wrong. Emphasis is
placed on high grades which is 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 not the 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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name implies a school for children at advanced study levels. 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 and labs. 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 of study at
a level which will challenge the children’s capacity and develop it.
The result of creating this atmosphere is 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 what it means to be gifted. We build on his communication and
socialization skills. We give him the tools to help him solve problems
creatively and we try to provide valuable experiences that the children
will be able to use elsewhere. This becomes a very important part of
our approach to teaching, just as valuable as the academic skills.

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 do his 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 1.Q.
test. Surveys are yearly presented to all students at the ‘‘Universidad
de Los Ninos”’. We keep files of each of the student’s hobbies and in-
terests. The children are separated by ability and interest, not strictly
by age. The division within the school is basically beginners, interme-
diate and advanced.

We agree 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



62 Creativity, the Neglected History Making Resource

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 know that the children will grow up prepared to enter our
competitive world with confidence and self-esteem which will benefit
them and all who are 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 was the first to use this Spanish version on 14 of the stu-
dents in her private school. The results were very heartening to
anyone interested 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 of the
four scores. One student was in the 90th percentile on two talents
with 11 and 17 scores on the other two. Her results 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 of these talents can be discovered in a large major-
ity of all students most of whom can finish the biographical inven-
tory in one hour’s testing time.



ARTICLE 8

Developing the Creative Potential
of Pupils of All Abilities in a
Non-racial South African Primary School

Brian Carlson
St. Andrew’s Preparatory School
Grahamstown, South Africa 6140

When labels 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 other is what special provi-
sion one is going to make for those who fit 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 not live
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 1.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 ways as is special education —administered in pull-
out classes that provide enrichment in 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 that it is necessary to solve the current pro-
blems associated with the education of all children, and that this will
then provide the best foundation for educating those who are spe-
cially talented and gifted.

In this regard, some recent research, documented in a book called
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 among the top 25 in (their particular)
talent field by the ages of 20 to 30.”” We should be very 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 unique talents. This is
the environment St. Andrew’s Prep. School is 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 harmony with the needs and values of 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
when intelligence, task commitment and creativity occur at the same
time, we have the makings of 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
practice is that the school tries to operate all its 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 assumes the role 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.

What one is aiming at is achieving a constant flow of pupils from
one type of behavior to another with Type A and Type B 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 account the
natural stages of development through which all children pass. An es-
sential guide in this regard is a Taxonomy of Knowledge such as that
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 become proficient 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
dominance and individual learning styles has indicated that the inte-
gration of the four brain functions of thinking, feeling, sensing and
intuition in the learning program leads to higher levels of intelligence
and optimum development of human potential.

These, then are the major theoretical structures upon which St.
Andrew’s Prep. formulates its educational activities. Central to it, is
the acceptance that giftedness is a variable present in all people, so it
must be nurtured in everyone. As it usually manifests itself in a speci-
fic area, and not necessarily 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,
i.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:

R

VRN AL~
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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 11 Level IIT

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 superior ability, a genu-
ine interest in the subject and a high level of task commitment. Level
II activities are for pupils with a genuine interest 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 basic skills in Mathematics, Eng-
lish and Afrikaans. As far as possible, pupils are able to choose their
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 and abilities usually need more
help than others—a comprehensive guidance and counseling pro-
gram is essential, especially one in which all members of staff assume
the role of counselors. The more channels of communication in a
school between pupils and adults, the more chance there is of pupils’
problems being resolved as quickly and as efficiently as possible. The
formal Guidance program, conducted by class teachers during two
lessons each week, is evolving to include the following points:

—includes all pupils

—1is individualized

—emphasizes the positive

—promotes growth and change

—involves decision-making

—promotes assertive 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 out in-
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 programs in schools do not give pupils the
opportunity to assess themselves, which then creates the impression
that the assessment is something which always comes from an exter-
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
and that 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 which is 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 of all children.
New programs must be introduced and old ones revitalized or drop-
ped when they 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 sound theoretical 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 of all
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 used to assess creativity has been crit-
icized. Therefore, researchers have attempted to move closer to 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 acknowledge the 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 learning literature (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 some researchers had argued (e.g., Moran, Sawyers,
Fu, & Milgram, in press; Starkweather, 1964) that the same criterion
cannot be applied to both young children and adults, a clear distinc-
tion between the creative potential of the preschooler and the creative
behavior of the adult was not made explicit. 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 which original, high quality, and genuinely
significant products are developed’’, a developmental progression is
evidenced. For young children, the criterion is originality, for older
children the component of guality (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 among and inclusive of
specific variables will change with each stage of development. These
relationships for the young child are detailed in Figure 2.
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DEFINITION PROCESS CRITERION AGE

ORIGINAL Ideational Fluency Creative Pre-

(i.e., unusual) Potential school
and

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 model as con-
textual and cultural variables. It should be noted, however, that
although we recognize 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.

We suggest that the relationships identified for preschool children
will undoubtedly change with age and the development of 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-

Creativity, the Neglected History Making Resource

tivity at several stages of development.

CULTURAL

® experience
® expectations
e lifestyles

BIOLOGICAL

® gender
® brain function
® perception

CONTEXTUAL
® play opportunityes ® external contraints
® teacher behavior reward, choice
o parental style time, materials

L]
(]
L]
°

COGNITIVE

information
attention
fantasy
metaphors

PERSONALITY

e risktaking

e conformity

® temperament

® locus of control

IDEATIONAL FLUENCY

® popular ® original

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 educators in 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 development in 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 development of creative thinking and
problem-solving skills. The educational emphasis is still on ‘‘dead
knowledge’’ as written by Whitehead more than 50 years ago in his
book ¢“The aims of education’’ (1929), when he stated the need of en-
larging the number of abilities trained in the school setting.

Besides the emphasis on memory and reproduction of facts and
concepts, there are several misconceptions about creativity and ways
of implementing it among teachers. 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 understand that creativity is a question of degree, being some in-
dividuals more creative and others less creative. The following state-
ments that are heard frequently from teachers illustrate this belief: *I
have absolutely no creativity’’ or ‘I do not have any creative stu-
dents in my class.”

The idea that creativity consists in a flash of inspiration which oc-
curs in some individuals without an explainable reason as if 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
development of creativity in the Brazilian school setting. One of these
obstacles is the content and extent of our curriculum program. In an
analysis of the Brazilian textbooks in 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 school is also short
(no more than four hours in the public school). In general, time is 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 make use of the children’ creative poten-
tial.

Another obstacle is the traditional view of teaching, which pre-
dominates in the school setting. Teaching is 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 by the students.
There is a tendency for the books to 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.

There is also an exaggerated emphasis on children’s discipline and
“good’’ behavior. In order to transmit the required content of the
program, which should be reproduced by the 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 who is quiet
and attentive; is one who does not question, does not criticize, does
not suggest alternative ways or new approaches. This model of stu-
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 of creativity 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 presence of a psychological environment not favorable to the
development of 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 how to nurture it in the school setting
are discussed in each session, such as the cultural obstacles to the de-
velopment of 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 members of
the group. Some of these questions are: Why is it important to foster
favorable conditions to the development of creativity? When we say
that someone is 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
how to 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 consequence of its application.
It is the opinion of the author that more training like this should be
offered to teachers, in order to make them aware of their own crea-
tive abilities and ways of favoring the development of 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
phenomena has been shot through with two contrasting perspectives.
At the 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 almost totally
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 a salutary effect in bringing us
out of complete mystery and bafflement with what we see around us.
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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 put it back together
for a full solution. We have come to believe that if some solution
works for some part 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 our attention 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 boon for all, and since it had been used to 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 many things
that humans could do, but the devices could do them faster and more
accurately. More hardware and more software, and the machines
would become more like humans. In some respects they surely have.

However, we have already seen that the problems of maintaining
peace may be wholly unlike the problems of ending a war, and more
and more nuclear technology has not brought us any closer to world
peace than we were 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
human being as a near-computer rather than the computer as a near-
human.

There have been some episodes of revolt against the rising tide of
rationalism. One such event was the great upsurge of romanticism in
Germany during the 1930’s and another, somewhat more benign rise
in irrationalism, was the hippie movement of the 1960’s. Each of
these was ultimately coopted by or overwhelmed by the dominant ra-
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 on the threshold of a new resur-
gence of irrationalism —in the best sense—a resurgence of concern
with human complexity, with the intricacy of interpersonal relations,
with appreciation of humans and their unique talents, capacities, and
powers as 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 primacy of the rationalist perspective, especially as it has
been the cornerstone of normal science and is the foundation of the
continuously expanding and continuously threatening impact of
technology. We may come to 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 my title
with the rationalist and irrationalist perspectives in mind.

First of all, intuition has been studied by psychologists almost not
at all. From the dominant rationalist perspective, the phenomenon is
to a large extent, suspect, but there are definitions of intuition to suit
every taste. At one extreme is 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 of all thinking, which takes an indi-
vidual from sensation to knowing. Further along the spectrum is the
notion of intuition as unconscious inference, different from ordinary
inference only by its obscurity. Finally, there is the idea of intuition
as a learning or knowing process in which one is 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 24 mil-
lion abstracts yielded only 24 psychological studies, and most of
these are from a rationalist perspective. That is, attempts to break the
phenomenon into its parts, place them in a more-or-less linear rela-
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tionship, and then reconstruct the phenomenon as an assemblage of
more fundamental activities.

This rationalistic perspective has led to a resurgence of interest in
intuition in the realm of artificial intelligence, that is, attempts to
break the phenomenon into its parts, place them in a more-or-less
linear relationship, and then reconstruct the phenomenon as an as-
semblage of more fundamental activities.

This rationalistic perspective has led to a resurgence of interest in
intuition in the realm of artificial intelligence, that is, attempts to
produce intuitive or expert systems of problem-solving on a com-
puter base. The computer is, 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 human intuitive
judgments which make genuine human experts are beyond them. The
ultimate activity of human judgement may be of an 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 be said.
Psychology ignored the wonders of creativity to a very great extent
until 1950 when Guilford (1950) published a call for the study of this
important phenomenon. The rationalist 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 mode of study in psychology and the dominant aspiration-o-to
render the discipline and the phenomena it 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 judgments of ar-
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 most creative architects were.
These people were then invited to Berkeley and were studied from a
great many different perspectives. What was found was that 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),
who is very critical of all the ‘‘general findings”” which have become
to be believed about creativity. 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 most likely 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 which has fas-
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 or indeterminism in human action in a scientific psychology. This
issue engaged the founding fathers of psychology on both sides 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 argued that a scientific
psychology as then conceived would be a very limited 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 continuous line of concern with human freedom and voli-
tion and a concern with the notion that humans act with respect to
the future: They act as much ‘. . . in order to . . .”” 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 as illusion (Lefcourt, 1973), as appearance
(Mandler and Kessen, 1974), as mischievous (Skinner, 1971). The two
main traditions of experimental psychological research on human
freedom have trivialized 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 of action 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 s
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, in spite
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, have tried to deal
with human freedom as a 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 not lend itself 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. We are talking about complex, individualistic, and peculiarly
human functions, and attempts to reduce them to linear causal chains
of less human and more mechanical functions may not only lead us
away from understanding, but may lead us into fundamental error:
the error of believing that more or better 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 have suffered from a rationalist domination, I
suggest that the study of creative, gifted, and talented youth may suf-
fer from the same kind of bias. I know that there is an established
tradition of qualitative, global research in the field of education, but
that it is still marginal. Psychology fell into much of its 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 demand study on their own level rather than
study by reduction to the pale shadows cast by their analytical frag-
ments.
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I’d first 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 data base is 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 my specialized language, which is
the new language of brain dominance technology.

My story starts with my own duality, which was the basis of my
interest in creativity and the brain. As a young man, I excelled in 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 where all that creativ-
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ity came from. What was this duality between science and the arts in
me? In my pursuit of the answer, I delved into the nature and source
of creativity; and in the process, I “rediscovered’’ the brain. I
learned that we all have dualities—not just one, but perhaps multiple
dualities. (Think of the options your own interests 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 came to grips with what I think is a fundamen-
tal understanding. If the brain truly is the source of creativity (and it
must be), then all human functioning is affected by the way we think.

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 statement is as close as I would like to
come: Among other 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 human brain is something which
we as a culture, we as a civilization, 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 need to. 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 and sleeping 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 about the brain. I’m going to try to
deal with that issue in this article.

We are living 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 we learned throughout all the
ages that went before. Must of what we have learned is expressed in
two basic theories about brain specialization.

One of these theories is the left hemisphere/right hemisphere
concept, which emerged in the early 1970s. Though the details of this
form of specialization are still being discovered, generally the left
hemisphere is specialized for linear, sequential processing, while the
right hemisphere focuses on simultaneous, gestalt operations. Thus
analysis, mathematics, and linguistic structure are all more efficiently
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
simultaneous processing.

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 of specialization not in terms of
two halves of the brain, but rather the successive evolutionary devel-
opment of major structures 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 become a valid and very significant part of the processing of in-
formation and of learning itself. As we further developed in the evo-
lutionary process and became more civilized, a sophisticated cortex
or “‘thinking cap,”” developed around the 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 blending of left brain/right brain and triune brain con-
cepts into a physiological based metaphor of how the human brain
works. It is a metaphor which permits us to move beyond the strict
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 have the 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; and finally the holistic, intuitive, synthesizing, and
integrating modes of the D quadrant, which is based upon the right
cerebral brain. Taken together, C and D make up the right 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 way of categorizing the four dimensions of the model is: A-
know it; B-do it; C-sense it; and D-try it. These specialized modes
lead immediately to different learning styles. The A quadrant learns
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 intui-
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



90 Creativity, the Neglected History Making Resource

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-quadrant profile.

I want to differentiate between a preference for certain mental ac-
tivities and the competence to perform those activities. 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—one that you really 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 be like blinders on our eyes, altering our perception.
Imposing such blinders on our view of gifted and talented programs
can have a devastating effect. Picture a person who is examining a
child to determine the child’s degree of talent, and this person is eval-
uating the child through the perceptions imposed by his own domi-
nance pattern. In so doing it’s very possible that he doesn’t see the
whole child. But it’s on this limited basis that he makes a determina-
tion. A decision based on one’s own dominance will not necessarily
reflect the child. We end up with some children selected correctly,
more who are selected incorrectly, and even more who are not
selected at all. The consequences are devastating.

Lest you think this just happens when adults evaluate young
people in school, you should be aware that it occurs with older people
in business as well. In one study involving one of the world’s great
corporations, I compared the 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 quote says, ‘‘If your only
tool is a hammer, isn’t it amazing how many things begin to look like
a nail.”’ I think we should be alert 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! We all 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 quadrant is 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—as a culture—can
begin to understand and accept this 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:
Common sense is 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 and thinking in terms of ‘‘smart-
ness,”’ it is possible to identify a whole array of concepts, including
factual smartness and visual smartness. Some people have one or the
other. Some have both. There is procedural smartness and emotional
smartness. There is, or course, intellectual smartness, a gift for which
frequently draws people to academic positions. There is also street
smartness, a common trait 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 our role 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, ‘“Why is 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.”” We all seem to
have this array of ‘‘smartness’’ and ‘‘dullness.”” Upon reflection,
that includes me, my staff, 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 functions available to us. My view is that half
of being smart is knowing what you’re dumb at. This can be an im-
portant clue to the direction and method of our own development as
well as the development of other people.

One of the things I have learned myself is that many of us have
our own ogres that prevent us from being as creative as we would like
to be. For me it was a fearsome dragon guarding the entrance to my
creative castle. But this ogre proved to be just a toy rubber dra-
gon—one that I, myself, was inflating to monstrous proportions. So
at the same time we attempt to reach our castle of creativity, we block
the way with our own internal issues. One of those issues is simply the
difficulty of dealing with being creative in the first place. Often there
is resistance every time we attempt to be creative. Sometimes we are
scared by the power of our own imagination. Then we say, ‘‘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 my research is to
ask people about the most creative person they have met and by diag-
nosing their answers, I learn something about their own mental pref-
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 happens is in-
deed a process, not just a single event.

The creative process involves the whole brain and certain discrete
phases or 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 my research of
history, from noting creative events during my own long associations
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 model of creativity 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 some preliminary organization and
planning, and some logical 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 have drifted off into a daydream
around some visualization which occurred. This would lead in turn,
to an Aha! of illumination. The gut reaction in response, again,
would be very 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 course it isn’t that
cut and dried; the actual process is quite complicated and very messy.
A good metaphor is ‘‘zigzag lightning”’ in the brain. If we try to
straighten up the process, then we will likely shut it down. If we avoid
a part of the process, we tend to disable it. When we actively avoid
any aspect of the integrated whole, we turn off our creative process.
Because creativity is whole-brained, we must assume that 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 way of 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 no real 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 we are.

We must assume that everyone is 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
assume that a person is not creative, and worse, when we teach a per-
son that he or she is not creative, we stifle an important part of that
person’s life. When we assume that a child is not gifted or talented,
without first seeking to discover the child’s gifts and talents, we stifle
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 opposed to preferring it. Our strongest preferences lead to
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our greatest competencies and our avoidances lead 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 know they exist, 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 move individuals into situations out of their area of competence,
we should have different expectations of their ability to learn and
perform.

In big business, we risk this all the time as we move people 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 the situation requires.

There’s a danger in being different, not only in school and busi-
ness but also with our own family. On one occasion a father said to
me, ‘‘Let me tell you about my kid, John. I mean we’re talking
weird. We don’t understand this kid. My wife and I even joke about
the possibility of a mistake being made at 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. We are frightened by his
future. Would you please do a brain dominance profile of John and
the rest of the family?’’ Of course I agreed and the resulting profiles
reveal John’s extremely strong D quadrant preference and the rest of
the family’s contrasting A quadrant preference. This situation
became the Weird John Syndrome. John is weird because John is dif-
ferent; and John is different in an area where difference is visible
—its visible in hair, dress, friends, and in speech. It’s visible in edu-
cational direction, it’s visible in occupational choice, and it’s visible
in educational direction, it’s visible in occupational choice, and it’s
visible in everyday behavior. To better understand the differences be-
tween John and his family, I invite you to fantasize about John talk-
ing to his friends about his ‘‘weird family.’’ John’s family is a homo-
geneous tribe; and as a tribe spent, as the father said, 26 years digging
a moat, building a wall, and inventing weapons to 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 about the power of 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 much of our ability to
deal with innovation and change can come from. We joke about it in
others and suppress it in ourselves. Paul McCartney said, ‘‘I used to
think that anyone doing anything weird was weird. But I suddenly
realized that anyone doing anything weird wasn’t weird at all. 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 by their friends as
“the most unique person in my life.”” The average profile for this
group of 50 successful but unique people looks very much like 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 and decisions.

Our preference for different modes leads to the use of brain dia-
lects that are equivalent to different languages. To illustrate, 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 out at the
lovely scene. He stood there without saying anything for what
seemed like too long, because I was really curious about his reaction.
Finally I said ‘“Well, Lou, what do you think?”’ And Lou said,
““Wow! What a place 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 same place. 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 out at the same spectac-
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 mental similarities or our differences. Every once in a
while we have this exquisite understanding that comes between best
friends or spouses where it’s like magic and they understand. Then
we have other experiences that are very different. For example, we
use the word ‘‘measure’” with the thought that 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 sense it,
others are wanting to evaluate it. We say ‘‘plan,”’ and we never spe-
cify what we mean. Do we mean tactical, human, strategic, or finan-
cial? Other people hear it 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
ways to think about money. There is 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 quadrant are the feeling oriented emotional, ex-
pressive, and interpersonal modes which contrast with the controlled
A and B. The D quadrant contains 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 who is strongly oriented to one particular learning
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mode will 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 who think in ways dif-
ferent from ourselves and our schools.

We can 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 towards B, 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 wrong criteria for that selection.
My experience over the past decade of using whole brain teaching
and learning methods provides overwhelming evidence that we all
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 man after attempting a sculpture for the first
time. ‘‘I finally was able to slay the self-created dragon that
prevented me from doing what I had wanted to do all of my life.”
We must summon the courage to attack the inflated dragon that
blocks our personal creativity.

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 quadrant orientation. The master teacher is
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.

When teachers say to me, ‘“Ned, I don’t understand whole brain
teaching. What does it mean?’’ My answer is, ‘‘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 quadrant is very different because we are 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 we are designing and deliv-
ering learning if we are going to serve the needs of learners who are
potentially whole-brained and who are all potentially gifted or tal-
ented.

Whole brain teaching and learning refers to the brain’s ability to
iterate, that is, to move back and forth 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 quadrant specialized 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 quadrant that is specialized to
do that. In everyday mental process, we move back and forth situa-
tionally as the occasion demands. As I 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 make that 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
groups have to struggle together to get a better answer. There are lots
of sparks. Sometimes there is pain, but the output of this mixed
group can be significantly higher. I would like to suggest the possibil-
ity that each of us is, in fact, a heterogeneous person within ourself.
Multiple dominances are not only 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 metaphor for the truly 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 groups repre-
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 make that 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 impressed by the 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 more fulfilling
for them.

Keep in mind as you contemplate and interpret these ideas that
the right brain invented the left brain. Think about the truth of that.
Way back when we didn’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
mode culture in which most of us live.

A little left goes a long way. I say that because that part of our
mental process is so powerful. Our left 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 most significant of all 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 approach is 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 modes suggests
that we reward children lopsidedly for vocabulary development, pay-
ing insufficient attention to other, nonverbal skills. For example, one
of the accepted hallmarks of giftedness is a precocious vocabulary, so
as we look around for 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 measure of intelligence. 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 —shows that there is no strong correlation between IQ and suc-
cess. As a matter of fact, overspecialization can get in the way. A
recent study showed specialization 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: ‘‘Speech is 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
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die if humans are to live.”’ That may be an overstatement, but I want
us to begin to understand the power of language as it compares with
the power of ideas; and we have to treat this at a different level than
we have in 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 methods of thought, ‘I came to
the conclusion that the gift of fantasy has meant more to me than any
kind of abstract thinking.”’ He was talking 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 of relativity. Some of
us would scoff at this and say it’s not thinking. Of course it’s think-
ing. It’s just a different kind of thinking, and we need to validate it as
appropriate in our education process. Today, we still 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 behavior and fre-
quently says that daydreaming is a waste of time.

We have probably not even begun to discover the capabilities of
our brains. As Michael Hutchinson put it, “‘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 of Mind, in which he develops the 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 more to
that list: the academic and the nonacademic, the tacit and the practi-
cal.

An important idea in the area of gifted and talented programs is
the notion of ‘‘islands of 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 many intelligences. I believe that all
human beings have an 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 of brilliance, some of which they didn’t
realize they had.

Among the techniques I use are biofeedback, visualization, and
drawing. That moment of learning which all of us as teachers have
witnessed with our students, can inspire a lifetime of achievement. A
young man who sculpted the hand in one of my workshops four years
ago wrote me just a few weeks ago about how the experience changed
his life. What I really taught him was how to 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 remove the barriers to
their ability to see. When this happens, it is as wonderful as Ashley
Brillian said: ‘‘Inside every little beam of light a rainbow is sleeping.”’
To the individual, that frequently can represent a personal affirma-
tion, which, to me, is a key to learning. That’s where my work leads
me—affirming people.

No matter what your brain dominance is, the degree of wholeness
of your mental process is the degree to which you are situational. I
have discovered that even in our secondary areas of mental prefer-
ence, we can be very expert if we use these modes situationally. 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.”” 1
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 summarize the 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. We do 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 an integral part of the learning
design.

As a matter of fact, these unique learners become part of the
learning resource because those differences now become part of the
way people learn and teach, they teach each other through their dif-
ferences:

9. Learners can be grouped to make learning more effective.

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 teacher or trainer.

Responses to learning is independent of age in a whole brain
learning design. This is a message of hope. As we grow older, 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 have the excitement of ex-
periencing a whole brain learning design. After participating in whole
brain learning experiences, hundreds of gifted and talented adults
(high potentials) have revealed that they now feel normal—no less
unique and special, but finally normal and okay about themselves.
For some of 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 of its three
stanzas displays one great individual instance of creative action, in a
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 young girl, at a time long before
mastery of special gifts can make manifest a particular power. I will
read that stanza last.

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 not sink,

Its great battle lost,

Quiet the dog, tether the pony

To a distant post;

Our master Caesar is in the tent
Where the maps are spread,

His eyes fixed upon nothing,

A hand under his head.

Like a long-legged fly upon the stream
His mind moves upon silence.

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 moves to and fro.

Like a long-legged fly upon the stream
His mind moves upon silence.

These two stanzas develop two crucial ideas that are often
overlooked or misconceived and misinterpreted. These are, first, the
deep subjectivity of creative impulse, grounded in featureless immen-
sity, and, secondly, the fragility of the mood of widened awareness in
which all preconceptions are erased and disempowered.

But the choice exemplification of Yeats’ theme is the action of an
adolescent girl, only obliquely identified in the poem: the immature
girl who in adulthood will become the central figure in the fall of the
ancient city of Troy—or Ilium, 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, Faustus cries
out in wonder:

Was this the face that launched a thousand ships,
And burnt the topless towers of Ilium? —
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The epithet “‘topless’’ means here unequaled: never outtopped by
any other towers on earth.

Now here is Yeats’ central stanza, depicting with brilliant effect
an apparently trivial action of a girl:

That the topless towers be burnt

And men recall that face,

Move most gently if move you must

In this lonely place.

She thinks, part woman, three parts a child,
That nobody looks; her feet

Practice a tinker shuffle

Picked up on a street.

Like a long-legged fly upon the stream

Her mind moves upon silence.

Her musing in speechless indulgence of what may seem only idle
transgression of regular deportment, nice behavior of nice girls,
betokens the freedom and scope she 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 simpler sort, a zestful folk rime in
one dialect of slaves in America— as it was spoken before their liber-
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’ down he fell!

No hidin’ place down dah!

Hallelujah, chillens!

I went to d’ Rock fo’ t” hide my face:
De Rock replied

No hidin’ place!

No hidin’ place down dah!
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Any child would feel the dancing art of that poem and the zest of its
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 of silence, made
it. To recognize the degree of his mastery—to feel 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—as the inventor of it must be—a shaper of language
to wholehearted purpose. The reader must order sound and syntax
with force and skill —or else he reduces it to rote and rigamarole. So
when we read well-made writing, either to ourselves or to others, as
for instance to children in a classroom or at home, the test 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 passage in the first
book of John Milton’s Paradise Lost, in which the huge leader of all
the fallen angels cast down by God onto the flaming floor of Hell
cries out aloud to them to rise up in revolt:

He called so loud that all the hollow deep
Of Hell resounded: —“‘Princes, Potentates,
Warriors, the Flower of Heaven —once yours; now lost,

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 our flesh.

We cannot absolve ourselves from the regulations of the real
universe. Sane human beings do not with impunity make their 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 the first snuffle and cry as he kicks into 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 on it. If he would
constrain the world to serve his need and his 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. Or else 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 done elsewhere. It is to show, through
concrete examples, that kind of control of a medium which is in-
dispensable for mastery of new vistas of insight and of action con-
summate in sentient flesh immerged in 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. Language is familiar to
all of us, here. Poetry is a heightening and concentration of language
embodied: consummate in action of very wide and inclusive scope.
And as such it can stand —and move —in illustration 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 good spirits’’: ‘¢ ‘It is laughing, talking, and Kkiss-
ing.” >’ Darwin remarks that ‘‘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 contentment in quiescence such as might
be suggested by the image of a cat 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 movement and other sen-
suous excitations 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 human passions that it
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 thus very little, it is possible to say nearly everything. Each
reader will speak that poem under stress of his own feeling, and in
successive readings may sound it 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 how to sound exactly, 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. We used to pick
the snakes up by means of a leather loop we could tighten at the end
of a pole—and so drop them into a sack we carried back to the trailer
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.

We dug 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 snapping up light, it charged and a choker rolled
it at pole’s end

A badger strap-throttled, flipping like a marlin, battling like a bull on
a gaff

And snoring anger till over his bravery and scuffling the door of a
cage clapped.

Burrowing bearclaws rattled in tin. He tasted wire all round.
He bucked, he bruised the ceiling, lunged at a beam and was eating
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 thump of 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 the ele-
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 a little
diversity. The pour of uninterrupted movement in such a long line
unbroken by punctuation allows for flow of statement in 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 broken in 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 may be 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 —as it 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 today is
the performance of popular music by players and singers bouncing
up and down like 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 as irrelevant as a tapping
foot in the aisle during performance of a symphony. When the music
is well performed the metronome must be silenced.

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 devoted to 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
beyond it. 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 bumped off like vermin,
The cities pouring like bats out of craters at evening.
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Not only the ordure of empire,
Nor the skies that gather to contest it,
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 argument thus incomplete can incite those who hear
to look further —as the dark of an open door may lure 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 of trivial
substance in last week’s newspaper. Whatever the 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 development of talent requires an arousal of what ‘‘we call 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.

We who are concerned for the growth of the gifted, the talented,
the creative child cannot without risk of disaster neglect our responsi-
bility for opening in wide allurement the whole way of access for the
child’s vital avidities. For they most directly move the child to fulfill-
ment, in the concrete world of substances susceptible of shaping and
reshaping in enhancement of life within and round about.
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Some activities are spontaneous to 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 human converse. So it 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 prove that.

The few words I have quoted of Darwin, of Rorschach, and of
poetry in its motion proclaim against all opposition that our life is
now. We live in the act of embrace of it, 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 seize it,
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. The first rule their parents coerce them
with is the temptation to live.

At worst we have made poetry an instrument for improvement of
memory, or of behavior through punishment, through requiring
recall of some passage arbitrarily chosen by a well-meaning
disciplinarian —a mass of words to 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 made only to suffer
from it.

The consequence of all this argument is clear. Poetry is a vital re-
source. Therefore one should manage the medium for life’s sake. It
should never be treated as if it were mere message, chopped in chunks
or ticked off on a metronome. The great 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 bring it alive,
discover how our own words enfleshed in their running can open per-
spectives burnished with particular light, quick with meaning in
interplay — overt or implicit, suffused with some virtue or virtues as
nameless as the fruits of Paradise, as familiar as the sun.
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The Saving Grace of Art
In the Education of the
Creatively Gifted

Frank Barron, Nancy Barron, and Brigid Barron
University of California at Santa Cruz
Santa Cruz, California

It is no coincidence that the three authors of this paper bear the
last name Barron. The first author met the second author one night,
and as she remarked several years later, ‘‘And suddenly there were
five of us.”” The third author joined the first two in the early days of
their association.

They are joined together in another way that is basic to this au-
thorship, of course. The first author is a professor of psychology and
aesthetic education; the second author is a credentialled elementary
school teacher in the arts and frequently teaches classes of mentally
gifted minors; and the third author is a graduate student in both clini-
cal and cognitive psychology (in the Learning Center at Vanderbilt)
and works in the school system with children who have problems of
adjustment presumably derived from difficulties in learning.

All three of us have contributed to this article in the ways of our
specializations in the general education task announced in our title
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 come in all ages, sizes, colors, creeds, and sexes, and within
these various categories they display certain resemblances in style and
in enduring traits. They are of an independent cast 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 under the the titled, Art in the Service of a Democratic
Education, Nancy Barron completed a Master of Arts thesis at the
University of California, Santa Cruz in 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 chapter titled ‘‘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 the class-
room. Art disappears from the classroom by fourth grade in
most elementary schools. The younger children delight in art
and are not self-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-
ment in creativity test scores in fourth grade. Could it be that when
art goes out the window, so does creativity? Or, worse, does the crea-
tivity go underground? And if so, in what form does it surface? Inde-
pendence of judgment is closely related to nonconformity, and non-
conformity can easily become that ogre delinquency. And what role
does self-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

What is a problem child? Try this definition on for size: A prob-
lem child is a child who has a problem, is a problem, and is 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 way is 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 of a 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 competence in 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 assessment of eligibility 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 home of his grand-
parents.

‘‘Christopher’s mother was 16 years old when he was born. Be-
cause she was unable to care for Christopher, she gave him to her
parents to take care of. For two years he lived 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 broke his collarbone, and in his rage he threw all the
toys into the trash can and slashed the offending toy (a ball) with his
knife. This was but one of many incidents in which the great-
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. Towne by his grand-
parents, who were concerned about both his poor school perfor-
mance and his behavior at home. He was having frequent temper tan-
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 recommended individual therapy. She made it
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 had in fact
planned to adopt Christopher just as the therapist had insisted,
changed their minds. So therapy was never begun, and Dr. Towne,
who had observed some distractibility on the WISC-R as well as a sig-
nificantly lower Performance IQ than Verbal IQ (which could inter-
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 my practicum su-
pervisor, Mr. Careful, to interview Christopher and to administer an
achievement test to determine eligibility 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 achievement test
(the Woodcock-Johnson) Christopher scored 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 more assess-
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 continue the assess-
ment. I did this by asking Christopher to draw pictures, make up
stories, write little poems, and play games like ‘“Three Wishes.’’ Ex-
amples of the verbal assessment products are given below:

1. Poems and stories

I don’t know why the sky is as blue as the sea.

I don’t know why the sun is yellow.

I don’t know why my country is called America.
And I don’t know why ice is cold.

But I do know you. (1/20/88)

Why does the world look up to me?
Why, why I say.

The world crumbles on me.

I’m history. (1/27/88)

It was mine and now it’s his.
My life leaned against it.
I made a fool. (1/27/88)

I stand on a mountain.
China Sings to me. (1/27/88)

My tree itself died in the death of winter.
It grew back in warm summer.
My heartbroken 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 but really I’'m a rock. (2/3/88)
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My hair is made out of worms.

I chew a bone every day.

I eat rats for supper.

I play with chewing gum that I see on the street. (2/3/88)

The above was accompanied by a picture of a boy with his foot
stuck in chewing gum about to be stepped on by a 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 my tree house.
Before I got to the top of the tree house I heard some giggling.
I climbed the whole way up.

Every time I turned the giggling would stop.
I got closer, I saw a troll.

I jumped down.

I found myself in bed.

Everywhere I look I see you.

I’m in the woods I see you.

I’m in the mountains I 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 wish for 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 never die.

That we had lots of money and we could 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-
topher took 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 Christopher is showing us is a lively imagi-
nation, a very original use of language (and not just for an eight-
year-old but for anyone), and strong sense of self, albeit a troubled
self. In clinical prognostic terms, he has a lot of underlying ego-
strength. He is 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 is
certainly certifiable as something . . . but not as a learning disability!
Where is 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. Here is 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.

I 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 he is 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 we were able to certify him as gifted in the area of mathe-
matics.”’

And a further note a month later:

““Christopher’s ’gifted’ teacher loves him! And at the end of the
school year he took still another set of tests in which he scored at 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. Among the ways, let us say once again for
empbhasis, 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 natural science.

After all, without art what are we?
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Creativity In Music
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The sounds of nature have always impressed and affected me.
Being very sensitive to these sounds around me led to my composing
songs as a young person in rural Utah. I used my untrained but
natural talents to do so. I remember that as a child, I played for
adults one of the tunes I had composed on a violin which I had built
for myself. Much later, after I had obtained formal training in musi-
cal composition, I checked back and discovered that in my earliest
works I had been “‘in tune’’ naturally with the known principles of
composition. In that way I learned that my earliest musical composi-
tions had been createtd properly.

I especially drew upon these sounds of nature in my famous Tril-
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 won the Reichold award of
$25,000; the largest cash award ever won by a composer at 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.



Creativity in Music 125

Eventually, and perhaps initially and naturally, my thinking was
in the form of music. Music in my mind was the primary nature of
my earlier 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 my head, as it is
doing now.” I remember that one of the discussants quickly
countered, saying ‘‘tunes often run through my head, too.”” Then he
added, ‘‘but the big difference between you and me is that mine are
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
words ever involved or attached at all, I replied, ‘‘No, but there are
times when one gets 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 music at all.”

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 tremendous illumination just for a mo-
ment or two. I thought if I could just get this down in some artistic
medium, I could later try to polish and elaborate everything when
there were moments for reflection. People seize upon these illumina-
tions and then try to give them some duration because the fleeting,
first impulse can never be given to an audience, only by itself, for it
would be too short. In school, students must be allowed to have cer-
tain periods of illumination and then reflection in order to deal with
these type of things.

My opinion is that only an artist would be an ideal teacher of his
type of art. I could not think of a more ideal type of teacher of an art.
Therefore I like teaching that way myself —by creating right from the
start. There’s no reason why teachers shouldn’t. But somehow—1I
can’t get away from the fact that we must do this under a certain type
of discipline.

Regarding techniques, I feel one must have mastery of his craft.
Improvisation is the last thing we do. In a mastery class, Casals, the
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great Spanish cellist, 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 you feel.

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 any inhibitions, just to project whatever
was effective emotionally without any reference. One of them said
that he did this piece of work just for himself. Some said, ‘“That’s the
way it 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 and thus stimulate surprise and curiosity.
My first teaching experience began in the middle of a school year. |
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 and the students were deliberately noisy, away from
their desks with some at the windows. I noted that there were no
songbooks and practically 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 added to the first one on the chalk-
board. Soon ‘‘we’’ had composed a full line of music which they con-
tinued to record on the board. Next I had them sing it. By then they
had forgotten their troublemaking and the 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 my lifelong 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 performing artist 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 important score 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 may write the story, another the dialogue, and someone else the
lyrics. One composer may write the tunes, which are harmonized and
arranged by another, and a third one may orchestrate the produc-
tion. However, when one speaks of 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 much structure or else he will 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 want to preserve it for
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themselves so that they can repeatedly re-experience its effects. They
also want others elsewhere and at 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 did it fall short of attaining such sta-
tus. Composers can and many do use ‘‘mathematical’’ techniques in
their composing. They can check back on their product by geometrical
analysis methods to determine its weak points and to revise their
composing so that it may attain a higher level in all respects. I have
used these graphical techniques in my composing as soon as I became
acquainted with them. This could become a 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 helping it and its
creator become more rapidly renowned. One reason why the musial
works of the Russians are widely known and accepted is that the Rus-
sians have done so by most effectively publishing their composers’
works.

In about 80 A.D., the famous Greek critic, Longinus, stated the
following: ‘‘What is rightly great will bear close examination, attract
us with an irresistible fascination, and imprint itself deeply in our
memories. Consider a work fully and genuinely excellent only when it
pleases all types of men in all ages. When men of different occupa-
tions, habits, ideals, and ages all agree that a work is 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 enduring life 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 amount of music in different forms being played on
new and continually improved equipment that are sold in vast
numbers nowadays is truly amazing.

Repeatedly, I have told people of my great concern about the re-
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 many libraries
around the world. In that way, they will not get lost through being
recorded for all generations to enjoy and to use as springboards in
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-
sions in life, namely, (1) my continuing to sustain my own composing
at a high level, which was always my first professional priority; (2)
my functioning as chairman of the LDS Church Music Committee
(10 of my songs are in one of the book of Hymns in my church); and
(3) my telling others and wanting to tell the world about the impor-
tance of creativity in all fields and to help all people discover and turn
on their own potential creativeness.
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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
many basic 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 always realized that there is crea-
tive energy in all human beings. Our particular purpose as teachers is
to open avenues that 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 when we, as
parents, teachers and friends turn down the lights in the child’s trea-
sure house of imagination. There is none more quick than the child to
realize whether or not you offer sincere warmth, understanding, and
interest. Only when rapport is established will he unlock the many
doors of his heart and allow you to share your treasures with
him—and his 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
ponder its 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 happened in her life.

I could have said, ‘‘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 waste itself. 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 we will 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 body to reach out in new di-
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rections, to find more than one way to 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 was to select a leaf that seemed to have a partic-
ularly pleasing shape. One little boy was curious about the many
shapes he found in leaves and encouraged his 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
were to use the leaf as the body of an imaginary child and add a head,
two arms, and two legs. What fun they had. The one little boy took
a longer time to finish his child than was allotted, and when the
teacher came to investigate why he was taking 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 came to 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 pupa as it
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 tremendous principle of growth.

Ideas give us wings. The idea is the hinge upon which dance
swings, and it is the idea that dictates the movement patterns chosen.
So many times a song, a poem, a story, a trip, 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, ‘‘All God’s Chil-
lin’s Got Wings,’’ but far too often those wings are clipped by us, as
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adults, before they have known the joy of soaring. Children need
beauty in 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 power of rhythm; by discovering the joy of
clean line in movement; by helping them to move with ease and agil-
ity, balance and control; and by encouraging them to compose pat-
terns based on the principles of composition.

Tapping creativity 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 Tanner has also said
the same thing many times that she was not teaching creativity in dance but that she was teach-
ing creativity through dance.
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Flight of the Imagination
Dance and Creative Element

Coralie M. Hinkley
4 Spicer Street, Woollahra
Sydney, Australia 2025

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 unconscious by the intuitive process
of the life of the imagination; ideas are transformed into revelations
or visions, very different from the first glimmers of inspiration;

The creative artists brings into being something that has not pre-
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 through the creative 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 Kkinetic
sense —awareness of the body and its 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 power as 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 movement one learns 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 dance is 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 processes in
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 they live;
transmitting their inner creative energies into a new outer reality;

Gifted and talented children in dance need to 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 programme that challenges
creative talent allowing the imagination scope to discover, invent, ex-
plore in a conducive atmosphere; the imagination determines how ef-
fectively we can use our creative gifts; not only the mind but the spiri-
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 consciousness that leads a gifted and talented 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 enormous capac-
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 around us.

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 become a creatively educated individual interested in the
creative process, the creative spirit

. . . resolving ideas through dance and its 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 process is 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 me with a group of creatively
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 approaches to 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 and realization to their creative power.
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Nurturing Creative Potentials:
A Model Early Childhood Program

Cheryl Wright and
Lydia Laquatra Fesler
University of Utah

The early childhood environment is one setting where the 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 (Kamii, 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-
opment of 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 environment tailored to the needs
of young potentially 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 some area. 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. Gardner identified seven areas of intelligence each with
its own unique dimensions. The seven domains of creative 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 promoting the 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
was insects children were involved in 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 environment learn through discovery rather
than passive participation.

Unlike many ‘‘gifted’’ programs where the focus is 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 overcome a 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 the intelligence
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areas is the highest level 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 they illus-
trate the rhythm in their names. This exercise in creative thinking
helps them become more attuned to the rhythm and sounds in 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 but is an ability we all possess that can be devel-
oped (Torrance, 1962). The following components of creativity (e.g.,
Guilford, 1977) are integral parts to our curriculum: fluency - to pro-
duce numerous ideas, 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 components are 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, another critical component in our early childhood environ-
ment is 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 development of their child’s creative ability (Bloom,
1985). To achieve our program objectives a strong home-school rela-
tionship is essential (Moore, 1982; Wright, 1987). We believe the ef-
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 cornerstones in 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 more difficult to express later. As
Taylor (1984) emphasizes schools are too often concerned with the
development of 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 and all the changes that
it will bring.
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Integration of
Aesthetic-artistic Education
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Research Institute for Culture H1251
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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 does it
nevertheless work? What is the integration good for? What is the role
of language and history 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 connected to 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 cure this 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 command that 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 conditions are the fa-
cilitating human community and transferring love. Its purpose is cog-
nition and a more and more perfect 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 community there 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.
What follows from it? The fact 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 we started 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
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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 we realized that the children don’t use their organs of senses
separately. Seeing, hearing and moving are not separated, but they
go on simultaneously. When we had 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 planned this transfer-effect on purpose. And
we asked those questions again that previously seemed to be evident.
If talent is an inherent ability, which kind of it, at what age should it
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 touches relations) that can provide help? When are conven-
tions and cliches useful in artistic self-expression and when do they
hinder the talent’s growth? Can every artistic expression be taught as
a language —by the example of generative grammar? Is there such a
common theory of relativity of arts which establishes synthesising the
connection of creation and time? Is there a common language 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 analogy in artistic education? When is abstraction neces-
sary and when is association useful?

Where are the barriers of self-expression? What’s the optimum
proportion of instinctive and conscious creation? When is communal
education important and when is autonomous learning preferable?
Can the talent be immoral? Can the cultural disadvantage be an ad-
vantage? Does children’s art exist? Can the interdependence of ‘‘on-
togenesis’’ and ‘‘philogenesis’’ be found in children’s artistic expres-
sion? What’s the difference between aesthetic and artistic education?
And the last one: can an experiment be successful in a school which is
determined by a rigid state system —if there isn’t a similar way of
reform-experiment in 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 environment as 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 concerns reality, not only beauty. We analyzed the un-
finished, imperfect, and deformed objects too. We are striving to ac-
quire knowledge of truth. And we don’t want spiritual immune defi-
ciency. Children’s everyday life 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 come first, then the Greeks follow
and ““if you grow up, my kid, we will learn about the modern arts
t00.”” We don’t teach like this, in our experiment. But through the
unit of synchrony and diachrony. Shortly: the starting point for us is
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 were written in Eastern Europe (which is
famous for its 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 and in the horizontal and vertical artistic
analyses. Using the words of a Hungarian philosopher, Valeria
Dienes, it is what we call “‘synthesis of time.”” We live 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 bad things. As creativ-
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ity can be returned against mankind too. We didn’t give possibility to
limitless self-expression in our experiment in 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 makes it needless. This method proposes to pour out
what we feel in a projective way. Our method is quite the opposite, it
requires us to concentrate our power of organizing actively on that
expression which we find in the world of ours.”’

I would like to stress the importance of analogical way of think-
ing. Making comparisons all 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 some re-
striction of leading them on some level 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 autonomous learning. (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 words I like to quote: ‘‘My dear, everybody carries the medi-
cine of their own illnesses in themselves . . . Everybody learns by
their own trouble.”” Auntie Mary was right, and now we are the ther-
apeutic appliance of integrative artistic education. It is well-know
that many mentally unhealthy people live among us who are 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, everybody is able to cure
themselves. Conditions can of course be ensured by the existing
human community. Our experiment involved little groups of leisure
and summer camps which made every participant discover their own
talent by the safety of love. (Their initiator was a sociologist named
Istvan Kamaras and many young writers, under the title of ‘‘Camps
for young writers.’’) These camps reinforce self-recognition and con-
nections in the same way that artistic workshops, clubs of people
having common work or the more and more popular religious ‘basic
communities’’ in Easter Europe do. During our works in the camps
for young writers, I listened phrasing it in the following way: ‘It is
necessary for the talent to work, because if somebody doesn’t make it
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work, and he doesn’t give the others what he has, he gets ill from the
withheld power.”” How to 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.



SECTION IV

Talents
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Talent and the Culture

Sterling M. McMurrin, Former U.S. Commissioner of Education
E. E. Ericksen, Distinguished Professor
University of Utah
Salt Lake City, Utah

The cultivation of talent is an immense task that has so many
facets and complicating relations that even to discuss it 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 developing talent is like tackling a gigan-
tic jigsaw puzzle without the advantage of a picture of the whole.

Obviously much has been and is being done to critically examine
particular elements or pieces of this puzzle, but it seems to me that
the background of the whole picture deserves more attention 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 work seriously to achieve it. But something of basic
importance still seems to elude us and frustrate much of our effort.
In the United States, at least, I believe this something is a deep-seated
satisfaction that is ingrained in our culture like a demonic power that
so far has successfully resisted every attempt by the exorcists, those
who are 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 determine his 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 weaknesses in 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 of his 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 amount of sense, or to the homes and
family, and this probably makes even more sense. But the location of
such causes is not as simple as either school or home. It is the culture
itself. Of course, the school and home are expressions of 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 and are 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 here referring 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 evidences of
failure. They are all around us and are a constant embarrassment to
us, reminding us of our moral defects as individuals and our falli-
bilism as a society. The thing that concerns me in considering the im-
portance of creative talent is our penchant for mediocrity— not
simply the fact that at far too many points our performance is 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 one all the time. But probably all of us some of 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 because its 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 one of the 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. And all things are just ready
to burst with liberty.”’

This is a humorous caricature, 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 of life 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 not agree 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 away at all. We face the difficult task of achieving the
just relationship of freedom to equality that is essential to our ideal
of democracy, but it 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 and artis-
tic talent resides in individual persons who are most effective working
alone or 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 universal in the particular, the aptitude for simile and meta-
phor, the intellectual power to construct hypotheses and to 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 won through 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 and write freely, the free-
dom to be genuinely an individual, a unique and autonomous person.

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 beings are 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 come will demand the best thought of our best thinkers. The
achievement of the equality that guarantees that every person is re-
garded as an end in him or herself and is treated accordingly is 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 and result 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 product of 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 of the 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 and is
evidence of our propensity for mediocrity would be most embarrass-
ing to us. Consider for a moment the at worst immoral and at best in-
sipid character of much that appears on commercial television. It is
there because the people want it. If the generality of our people
wanted better stuff on TV, they would get it. There is plenty of talent
around just waiting to be tapped —witness the high quality of much
that appears on BBC and on our public 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 of the electorate. We have seen how television 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 more passionate 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 not all guilty all of the time, but most of us
are guilty some of 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 what about the schools, which in a democracy are intended
to raise the intellectual, aesthetic, and moral cultivation of the masses
to an ever higher level, 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. We say, of course, that we want schools of the highest
possible quality. But what we say we want and what we really 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 be satisfied if the schools perform
well as 9-to-3 custodial institutions. We pay our teachers 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, we get
what we pay for.

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 technology lead the list. There is no
need here to dwell on these as they are entirely familiar. Scientific
knowledge in some fields 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 unknown in 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 personal satisfaction 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 denied it, 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?

The list of questions could go on and on. A few decades ago they
would not be asked, or at least would not seem pertinent, for our cul-
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 the side 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 we raise 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 appear to 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? Who will rescue the religion of the gen-
eral populace from the irrationalism, superstition, and commer-
cialism to which it has fallen prey?

We know full 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-
mane idealism 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 endless in-
trusions upon and invasions of privacy that issue from public and
private institutions. To preserve the quality of personal life is becom-
ing at the same time more and more important and more and more
difficult.

Uncommon talent is often found in dissidents and nonconform-
ists, and the independence of 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 no truths, for instance,
which in some strange 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 our time.
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, or its 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 have risen,
flourished, and then moved from the stage of history and there is no
reason to believe that ours will be an exception. Already in the pres-
ence of high achievement there 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 determine its course. In the
preservation for the general public, probably far more than we can
even estimate. But unless we succeed on a large scale 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 many civilizations 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 common features within the
particular talent areas of music and art, swimming and tennis, and
mathematics and science. In this way we have aimed to 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 hope this will provide a good indication of what might
be found to be common features across the entire range of talent
fields.

Talent development is initially viewed by the young child as play
and recreational. This is followed by a long sequence of learning 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 most activities in the home and the school. Later,
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this ethic was most directly related to learning and participation in
the chosen talent field.

Each group of parents strongly encouraged their children’s devel-
opment in a particularly highly approved talent field and gave much
less support to other possible talent fields and activities.

No one reached the limits 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 changed greatly over time, as did
the qualities of the teaching and the qualifications of the teachers.
What the families and the teachers do at different times and how they
do it clearly sets the stage for exceptional learning in each talent field.

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 concert pian-
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 t