


 

Jerneja Herzog (Ed.) 

 

 

 

 

Contemporary aspects of giftedness 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Verlag Dr. Kovač 

Hamburg 

2019 
 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  



 

Identidication and Work with The Gifted Children in Primary Education .....................  

Ines Blažević, Irena Mišurac & Josipa Jurić ........................................................................... 9 

Evaluating of Artistically Gifted Children in Kindergarten ...............................................  

Marija Brajčić & Dubravka Kuščević ................................................................................... 21 

Students Gifted in Visual Arts and Academic Success ........................................................  

Matjaž Duh & Tomaž Bratina ............................................................................................. 33 

Cognitive Styles as a Factor of Didactic Procedures in Developing Creativity in the 

Gifted Challenges and Perspectives .......................................................................................  

Grozdanka Gojkov ................................................................................................................. 49 

Educators´ Attitudes to the Importance of the Kindergarten Environment in 

Encouraging Convergent-Integrative Creativity of Preschool Children ..........................  

Ivana Hajdinjak, Anita Rončević, Silvija Stojšić & Blanka Hajsan ..................................... 77 

The Relation between Type of Giftedness and Permonance in Individual Subject Areas
 ......................................................................................................................................................  

Petra Drofenik & Jerneja Herzog .......................................................................................... 89 

Pupils’ Motivation and (Non-)Attendance in Activities of the “Talent Development 

Centre” ........................................................................................................................................  

Marko Ivanišin .................................................................................................................... 107 

Future Trends for Gifted and Talented, challenges for the Future of the Republic 

Macedonia ..................................................................................................................................  

Ljupco Kevereski & Dragan Ristevski ................................................................................ 121 

Potencial Convergent –Integrative Creativity of Five-Year-Olds and Six-Year-Olds in 

the Visual Arts Field .................................................................................................................  

Martina Kirinčić, Anita Rončević & Mateja Žigo ............................................................. 133 

Contemporary Fine Arts as a Incentive for Critical Thinking by Gifted Students ..........  

Katja Kozjek Varl ................................................................................................................ 145 

Insight into the Factor Movement and Dance at Elementary School Level ......................  

Bojan Kovačič ...................................................................................................................... 159 

Perceived Changes and Lile Satisfaction of The Gifted .......................................................  

Ljiljanja Krneta ................................................................................................................... 169 

Franz Čižek and His Gifted Students – The Viennese Juvenile Art Class in an 

International Context ................................................................................................................  

Rolf Laven ........................................................................................................................... 189 

Language and Way of Learning in the Era of Artificial Intelligence .................................  

Predrag Prtljaga & Jelena Prtljaga ..................................................................................... 201 

Talents and Distributive Justice ..............................................................................................  



Mitja Sardoč ....................................................................................................................... 213 

Fostering Talents and Highly Gifted Students  –..................................................................  

A Primary Issue In The Austrian Educational System ........................................................  

Renate Seebauer .................................................................................................................. 225 

Individual Educational Plan for Artistically Gifted Students – Challeges and Issues ....  

Kristinka Selaković & Miloš Đorđević ............................................................................... 235 

Encouraging Creativity in Early Childhood Education — The Association Between 

Material Conditions in Kindergartens and Implementation of Musical and Visual 

Activities .....................................................................................................................................  

Marijana Županić Benić & Blaženka Bačlija Susić ............................................................ 247 

 

 

 



PREFACE 

 

 

Technological advances and social change can also have an impact on the 

field of education. Accordingly, teachers must adapt educational 

principles of working with pupils, especially the gifted ones, since they 

respond to such changes in ways that are subtle, yet simultaneously very 

intense.  

The scientific monograph entitled Contemporary Aspects of Giftedness thus 

addresses the topic of gifted learners in the modern world, which can be 

understood very broadly. Authors from six countries (Austria, Bosnia and 

Herzegovina, Croatia, Northern Macedonia, Slovenia and Serbia) discuss 

diverse views on the topic of working with gifted learners in the modern 

world.  

The authors call attention to the relevance of developing the giftedness 

and the potential of gifted children in early childhood under the 

assumption that these children are provided all the necessary professional 

support by the teachers who work with them. They also touch upon the 

topic of working with potentially gifted learners even at the preschool 

stage, particularly from the point of view of the appropriate competences 

of teachers necessary for work with gifted children in the area of fine arts. 

On the topic of giftedness in fine arts, the authors analyse correlations 

between the performance of gifted learners in the area of fine arts and in 

other school subjects. Analysing the attitudes of preschool teachers 

towards the role and relevance of the environment, specifically the 

preschool institution, where teachers promote the potential of both 

convergent and integrative creativity among the youngest children, the 

authors call attention to the role and relevance of the personnel who work 

with gifted learners. The authors of the presented analysis of the research, 

which has shown that academic performance is not necessarily related to 

giftedness, have highlighted the importance of teachers’ understanding of 



gifted learners in general educational work. In this scientific monograph, 

the authors likewise touch upon issues such as motivation of gifted pupils 

in selecting diverse activities intended for work with the gifted and the 

challenges that result from global, European and national trends in 

dealing with the gifted. With the results of the study proving the existence 

of statistically significant differences between five- and six-year-old 

children in potentially convergent-integrative visual creativity, the 

authors call attention to the relevance of visual incentives resulting from 

quality art-educational practice. Modern art that helps the teacher 

motivate gifted learners can also be an excellent medium, since this kind 

of educational practice makes it easier for gifted learners to express 

personal views and shape critical attitudes toward current topics. In the 

area of art and the gifted, other research results are interesting in which 

the author presents an analysis of motor-dancing abilities, motor-dancing 

aesthetics, and of communication with the audience from the point of 

view of pupils who attend music school and those who do not.  Also 

interesting is the article that analyses the visions of gifted pupils compared 

to others. The authors also draw attention to the identification and 

detection of gifted learners, point out the importance of a differentiated 

curriculum and of access to sources of specific knowledge. The author of 

a historical review of the development of art education has, in working 

with the gifted, embarked upon the task by presenting the work of Franz 

Čížek. On the other hand, the authors address an entirely current problem, 

i.e. the issues of artificial intelligence, of the role of languages other than 

English, and of the influence on the processes in educating gifted 

individuals. Additionally, challenges resulting from a reductionist 

understanding of the anatomy of talents, distorted characterisation of 

their general distributional value and not the voluntary nature of talents 

constitute current problems. Some positive shifts, when talking about the 

gifted, are presented in the article on the topical legal foundations of the 

Austrian education system, particularly focusing on the issue of 



“Giftedness and support for giftedness and excellence”. Furthermore, the 

authors also problematize the otherwise solid systemic arrangement of 

work with the gifted in Serbia – a closer review reveals that in practice, 

teachers tend to evade designing and preparing individual education 

plans for work with the gifted. In the last article, the authors problematize 

the relation between material circumstances in preschools and 

encouragement of musical and artistic activities.  

 

This scientific monograph thus reflects on the problems of the gifted in 

several European countries and points to the importance of professional 

treatment of gifted students, regardless of their age. 

  

 

Jerneja Herzog, PhD, Editor 

 

 

 

 

 

 

 

 

 

 

  



REVIEWER̕S NOTES 

 

The scientific monograph titled Contemporary Aspects of Giftedness contains 

18 articles that discuss various aspects of giftedness, of working with 

talented children, and the role of giftedness in the contemporary 

education system. The authors explore diverse aspects of the relations in 

the triangle of giftedness – the child – and his/her education 

professionally, theoretically or empirically, and always at a high scientific 

level. The monograph is characterized by duality, openness and a clear 

focus. The monograph is designed to be heterogeneous, open and 

diversified; distinct aspects of the treatment of giftedness have found 

space within its pages. Nevertheless, the common denominator has been 

defined with sufficient focus (the topic of giftedness in education) for the 

monograph to be identified as a specialist publication. That said, the 

monograph perfectly meets the criteria of an in-depth approach and 

simultaneously of content dispersal, a balance which can sometimes be 

difficult to achieve.  Individual articles published in the monograph prove 

the above.  These discuss the identification of giftedness (Blažević, 

Mišurac, Jurić), provide general reviews of the field of working with the 

gifted (Gojkov), or deal with historical and theoretical frameworks for 

giftedness (Laven). The articles in the monograph cover the whole vertical 

range of the school system.   Some of the articles discuss work with the 

gifted at the preschool stage (Brajčić, Kuščević; Hajdinjak et al.; Kirinić, 

Rončević, Žigo; Županić Benić, Bačljija Susić); others are oriented towards 

the elementary and secondary years (Drofenik, Herzog; Kozjek Varl; 

Kovačič; Krnela; Selaković, Đorđević), or explore the role of different 

types of giftedness and their relation to artistic giftedness and general 

academic performance in the area of the social sciences, natural sciences 

and arts (Duh, Bratina).  The reader might find particularly interesting 

those articles dealing with the topic of giftedness in a specific geographical 

space (Keverevski, Ristevski; Seebauer), while also contemplating the 



aspects of giftedness in today’s digitised world (Prtljaga, Prtljaga), as well 

as the ethical aspects of giftedness and of working with talented 

individuals (Sardoč), which can represent an extraordinary challenge. 

All the published articles have the appropriate structure of scientific 

publications – from abstracts, logical content structure and explanation of 

scientific instruments, to clear presentation of research outcomes, concrete 

and occasionally creative interpretations, and logical conclusions. The list 

of reference sources is varied, up-to-date and adequate in terms of content, 

and delivered in a methodologically appropriate and verifiable way. 

Although joining a plethora of similar publications, the present 

monograph will not have to struggle for placement in its milieu. The 

published articles will be of interest for theoretical researchers in the 

educational field, practitioners in schools, preschools and academic 

institutions, researchers in scientific institutes, and others. 

Diversity, scientific approach and modernity are the three defining 

features marking this publication as a typical scholarly monograph that – 

again – we believe will find its way to a diverse academic and professional 

readership. 

 

Tomaž Zupančič, PhD (Slovenia) 

Maria Aleksandrovich, PhD (Poland) 

Tanja Nedimović, PhD (Serbia) 
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IDENTIDICATION AND WORK WITH THE GIFTED CHILDREN IN PRIMARY 

EDUCATION 

 

INES BLAŽEVIĆ, IRENA MIŠURAC & JOSIPA JURIĆ 

CROATIA 

 

Abstract  

Identification and teaching of the gifted children have been one of the pedagogical 

themes with particular emphasis recently, because of the importance of gifted 

individuals for the prosperity of society. In order to develop giftedness in its fullest 

sense, it is important to identify potentially gifted children as early as possible, 

preferably during the primary education. Although it is possible to recognize the 

elements of children's gifts at pre-school age, it is extremely important to start working 

with them as soon as possible. In addition to regular teaching, the school curriculum 

offers a range of opportunities for realizing various activities to encourage giftedness. 

In order to examine the methods of identification and teaching of the gifted children 

in primary education, an empiric research was conducted among the teachers in 

primary education of the County of Split and Dalmatia and the County of Dubrovnik 

and Neretva of the Republic of Croatia. The results of the research show the frequency 

of the identification of gifted children in schools as well as the ways of teaching them. 

They also show self-evaluation of the teacher's own competence to teach the gifted 

children as well as the limitation they encounter in teaching them, and the ways of 

training for the same. All of the results obtained can be of the utmost importance as 

indicators of the current implementation of work with the gifted children, but also as 

clear guidelines for planning of the teacher's training and programes in studies of the 

faculty of early education. 

 

Key words: giftedness, identification, primary education, supporting gifted children, 

school curriculum 

 

Introduction 

Contemporary upbringing and education today expect from schools the  

organization of the educational process so that every individual feels 

successful. Special emphasis is being placed on encouraging the progress 
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of the gifted students. When we talk about gifts, talents and abilities we 

can come across different conceptual determinations and definitions. 

According to the Croatian encyclopaedia (general encyclopedia of the 

Lexicographic Institute Miroslav Kreleža) talent or giftedness, the overall 

ability, is a feature that permanently enables an individual to achieve a 

remarkably over-average achievement in some activity. A gifted individual 

is the one who achieves far above average results in a socially acceptable 

human activity, and a talented individula is the one who is extremely 

successful in a particular activity, mostly artistic (music, art, ballet, math, 

etc.). 

The concept of giftedness in the field of education goes back a few 

centuries ago. American psychologist Lewis Terman (1947) initiated a 

research in 1921 involving a thousand and five hundred children (aged 4 

to 17) keeping them under observation all through their life. He estimated 

that the population contained 1% of the gifted individuals by defining 

giftedness as a general high intellectual ability. Eric Ogilvie (1972), a 

British researcher, has expanded his point of view and proposed several 

areas in which an individual can be prominent; physical talent, skill in 

technology, virtual and performing ability, prominent leadership and 

social awareness, creativity, and high intelligence. Ogilvie identified 3% 

of multiple gifted children and 36% of the children with a peculiar or 

specific talent (George, 2005). Furthermore, Joe S. Renzulli (1977) brings 

the three ringed concept of giftedness including; superior ability, 

character's peculiarity and a high degree of creativity (according to 

Vlahović-Štetić, 2005). He differentiates productive creative talent (ability 

to apply knowledge in realistic tasks, identifies creativity with talent) and 

school capability (high IQ, success in solving tasks, and in reproduction of 

knowledge). Renzulli estimates that there are 30% of the gifted children in 

total. According to Howard Gardner (1983) and his theory on multiple 

intelligences there are even seven different specific abilities, talents or 
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intelligences: logical-mathematical, linguistic, visual-spatial, body-

kinesthetic, musical, interpersonal and intrapersonal. George says that we 

should consider capable any child who has any ability or achievement far 

more advanced than the child of the same chronological age (George, 

2005). 

There are many definitions of giftedness, but most authors focus on 

distinctive traits of the gifted children that can easily be perceived through 

their behavior and valuation of their success in the activities they deal with 

in relation to the success of their peers (Cvetković-Lay, Sekulić-Majurec, 

2008). Ivan Koren (1989) has just defined giftedness in the same way 

through achievements; "Giftedness is a set of features that allow an individual 

to consistently achieve a remarkably superior result in one or more activities he 

or she is engaged in." (according to Cvetković-Lay, Sekulić-Majurec, 2008). 

Another commonly accepted definition is the one of David George's 

(1997); Gifted students are those students who show the potential for 

extraordinary success in many different areas of action. Talented students are 

those students who show the potential for outstanding performance in one area of 

activity. (George, 2005). 

Out of all mentioned above we see that giftedness is a broad term that 

includes also the mode and the quality of thinking and memorizing, 

creativity, social adaptability, artistic sensibility, and some mechanical 

abilities as well as physical abilities (Cvetković-Lay, Sekulić-Majurec, 

2008). 

We often say "the world remains on the children". Accordingly, we need to 

upbring and educate children to be able to lead the world further and, 

with concern of the gifted children, we raise the standard and quality of 

life of our society as a whole. Gifted children should be recognized as 

future movers of our society. They have the potential to become 

prominent people one day. Many important inventors, researchers, 

statesmen, artists and athletes have once been gifted children (Winner, 
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2005). Of course, we should have in mind that such children should be 

provided with all the necessary conditions for this potential to be realized 

because the potential itself can not be enough. According to Koren, we 

differentiate the expressions of detecting and identification of the gifted 

children. Conceptually, to detect (to recognize, to perceive) means only to 

point to a gifted individual, and to identify means to  affirm his identity, 

i.e. to determine the set of character's traits he possesses, the type and 

degree of his gift (Koren, 1989). Teachers are the most involved in the 

detection of the gifted students, and the other specialists such as 

psychologists, pedagogues, and sociologists are involved in the process of 

identification. Primary and Secondary School Law on Upbringing and 

Education in Article 63 requires from all the schools in Croatia to observe, 

monitor and encourage gifted students. The Ministry of Science, 

Education and Sports of the Republic of Croatia in the Ordinance on 

Primary Education and the Education of Gifted Students, Article 2 states that 

detection and identification of the gifted students is a professional and 

continuous process that encompasses all students at all age levels of overall 

educational development. 

Identification of the gifted children is directed towards the proper 

observation and affirmation of the child's ability to adequately meet his 

specific educational needs through specially planned educational 

procedures (Cvetković-Lay, 2002). Timely identification, quality 

educational work and positive attitude towards the gifted person are key 

to the overall work with these children. 

Although curriculum and programmes that need to be implemented for 

all students have been already set there is always space for teachers to 

encourage development of the gifted children. School curriculum is a 

special area where teachers can implement activities to stimulate gifted 

children and plan a variety of activities according to the needs of their 

students. Some of the activities can be complementary classes in a given 
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area, but also various project activities that encourage research-work. 

Also, in order to contribute to the progress of the gifted students, the 

primary school will make possible: work with all the students according 

to programs of varying weight and complexity, electoral programs, group 

and individual work, mentor work, early school enrollment, acceleration 

or completion of elementary education in a shorter time than compulsory, 

extracurricular and activities outside the school, contacts with experts in 

area of an interest and access to sources of specific knowledge (Ordinance 

on Primary School Education and Education of the  Gifted Students, 

Article 5). 

Basic preconditions for successful work with gifted and talented students 

are also professional and well-educated teachers (Nikčević-Milković, 

Jerković, Rukavina, 2016). It is of the great importance to develop 

specialized staff (counselors, mentors, specialists) in schools and a 

network of such specialists in the educational system. It is important for 

the educator (teacher) in the work with gifted children to have good 

conversational skills, to ask questions, to direct, to listen and to watch the 

gifted child, and to possess the specific knowledge and skills necessary to 

stimulate specific types of giftedness: intellectual, creative, artistic, 

leadership giftedness, etc. (Lay Cvetković, Sekulić Majurec, 2008). 

Teachers of lower and higher primary school classes should be trained to 

implement differentiated programs, curriculum integration processes, 

realization of different teaching strategies and individualization of 

teaching, and to know how to teach the students the independence and 

self-evaluation, how to do team work and how to motivate parents to take 

part in work of school. A teacher who wants to work more successfully 

with gifted children must be open to new ideas, must be aware of the 

necessity of continuing professional training and must strive to expand 

and deepen theoretical and practical knowledge (Mesaroš, Valić, 2002). 
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Professional progress for work with gifted children in Croatia, as well as 

all other topics  are currently all up to the organization of the Agency for 

Upbinging and Education. Additionally, everything else is left to the 

individual enthusiasm of the teacher through litearture or other forms of 

professional training. 

 

Methodology of empiric research 

Research objective 

The aim of the research is to examine ways of identifying and working 

with gifted students in primary classroom teaching. It was also desirable 

to determine the competence of the teachers for work with gifted students 

by their self-evaluation as well as the limitations that they feel in work 

with the gifted students and ways of training for the same. Differences 

were also examined regarding the socio-demographic characteristics of 

the examinees. 

 

Research pattern and procedure 

An anonymous survey was conducted in 2018 among 180 teachers of 

elementary school in the County of Split and Dalmatia and the County of 

Dubrovnik and Neretva (Table 1), which makes up 16% of the total 

number of teachers in elementary schools of the County of Split and 

Dalmatia and the County of Dubrovnik and Neretva. The obtained data 

can be considered representative for the mentioned above.    

Table 1. Examinees pattern structure 

 

County Age Experience Specialization 
(annual) 

Advancement 
in vocation 

S
D

Ž
 

D
N

Ž
 

< 
30

 

30
 –

 5
0 

> 
50

 

< 
 1

0 

10
 -

 3
0 

> 
 3

0 

1 
x

 

3 
- 

5 

> 
5 

x
 

m
en

to
r 

co
u

n
se

lo
r 

n
o

n
e 

% 75 25 10 52 38 20 57 23 7 55 38 22 8 70 
Σ 180 
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Research instrument and data interpretation 

The questionnaire designed for the purpose of this research consisted of 

two parts. The first part examined the socio-demographic characteristics of 

examinees (county affiliation, age, working experience, attendance at 

professional training and advancement in vocation). The second part 

consisted of 12 questions, out of which 11 were of the open type, which 

were concerned with  identification and work with gifted children, as well 

as professional training for work with gifted ones. Using the appropriate 

statistical procedures, the collected data were processed using the SPSS 

20.0 statistical program package.  The table and the descriptive statistics 

show the results of the research on a quantitative and qualitative level. 

 

Results and thesis 

Identification of the gifted students 

In the second part of the questionnaire teachers were asked in the first 

question if it the identification of the gifted students was implemented in 

their school, 75% of them said it was implemented and 25% said that it 

was not. The following question was about who conducts the 

identification and also 25% of the examinees, according to the previous 

question, answered no one, 30% responded teacher or class-master, 30% 

named professional development service, and 8% said it was psychologist 

and 7% pedagogue. They also explained the ways how they as teachers 

identify gifted children by observation of their highly developed abilities 

and interest in a particular area, creativity, logical conclusion, and by 

continuous monitoring of those children. The results show a fairly large 

percentage of schools where no identification is actually being carried out, 

which is a devastating figure. It can be seen from the other responses that 

the identification is mainly performed by the professional development 

service and then by the teachers. The procedure itself should involve a 

team that includes both sides, and all the activities the examinees have put 
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up as identification methods are just some of the basic elements in the 

identification process. 

Work with gifted children 

In their educational practice, 75% of examinees stated that they had a 

gifted child in their class. For the activities that met the needs of gifted 

students, the examinees indicated the following: additional tuition (80%), 

extracurricular activities (75%), research work (10%), projects (10%), 

competitions (5%), logical and complex tasks (5%). 25% of them said they 

did not implement any additional activities. When being asked what 

options teachers have in work with gifted children, 80% of them stated 

that options are big, but pointed out the lack of time. Others said they did 

not have any options. When talking about opportunities, they mentioned 

the activities that they themselves carried out, and constraints were the 

lack of time, a large number of students in the classroom, overlapping 

curricula and programs, poor cooperation with professional development 

services as well as materialistic working conditions. About the 

acceleration of a student in a higher class, 95% of examinees answered that 

it is not good for the level of social and emotional development of the 

child, and 5% said it is good if the child is mature and thus can progress. 

From the obtained answers we can perceive the teachers' willingness to 

work with the gifted students, as well as the clear difficulties they face in 

realizing it. Teachers carry out different activities, according to the 

possibilities, but it is clear that continuous resolving of the limitations can  

lead to its even better realization. 

Qualifications of the teachers for the work with gifted students 

When the examinees were asked to specify limitations for the realization 

of work with gifted students, none of them indicated qualifications to 

work with gifted students. However,when being asked about competecy 

70% of those who work with gifted children don't consider themselves 

competent while only 30% of them consider themselves competent, 
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mostly in a particular area. Since half of them stated that they never 

attended education on giftedness, this information was also expected. 

Those who stated that they attended the  training for the work with the 

gifted students had had the opportunity just once or two times in their 

working experience, in the form of lectures at county expert meetings. 

Some of them educated themselves further on gifted students by reading 

the literature. However, despite the rather devastating data on teachers' 

education in this area, everyone stated that they were willing and 

expressed the need for education, but through workshops, not lectures. 

They stated that they lack concrete examples on how to work with gifted 

children, which they could use in their own work regarding different 

areas of giftedness. Interesting fact was obtained by processing data of all 

examined variables,  that there are no statistically significant differences 

in respect to a single socio-demographic variable (p < 0.05). It has been 

shown that the socio-demographic characteristics of the examinees were 

not crucial in the identification of gifted students as well as in their ability 

to work with them.   

 

Conclusion 

Early identification of the gifted students in their eariest age is of the 

utmost importance, when possible, and especially continuous work with 

gifted students. It is apparent from the results that the above mentioned is 

implemented in a small number of schools because of varying constraints. 

Despite the constraints, part of the educational staff strives to carry out 

more successful work with gifted students. It is also clear that they lack 

educational system support that is rare and is not appropriate to the needs 

and expectations of teachers who are fully open to improvment in the field 

of giftedness. Certainly, these results should be stimulus to the creators of 

teacher training programs in order to improve the level of teachers' 

competence for work with the gifted students. Particular emphasis should 
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be placed on the teachers' need to have workshops with examples of 

practice included. Not only the creators of professional training for 

teachers, faculties for teachers should offer in their programs content 

concerning the training of teachers to work with the gifted students at an 

initial level of education. 
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EVALUATING OF ARTISTICALLY GIFTED CHILDREN IN KINDERGARTEN 
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Abstract  

Along with heritage and the environment, education plays a significant role in 

identifying children's giftedness in visual arts. This paper is about evaluation the 

children in Croatian kindergartens who are gifted in visual arts. Identification the 

gifted children took place through observing children and evaluating their artworks. 

In the study, we were interested in the way in which educators in kindergartens 

identify artistic giftedness. The research showed that evaluation the gifted children 

represents a big challenge for educators. The study included 72 artworks by children 

of preschool age, whom educators found to be gifted in visual arts. The objective was 

to determine whether children identified by the educators as gifted were truly gifted. 

A thorough analysis of the artworks has shown that only in 10% of cases the educators 

correctly identified the gifted children. 

 

Key words: gifted child, kindergarten, giftedness in visual arts, educators 

 

 

Introduction 

Visual arts extend through many areas of modern life making an 

important part of the cultural context of modern society. In many modern 

educational systems, visual arts education is viewed as a very favorable 

environment for the upbringing and education of children and the 

young. The significance of visual arts education cannot be explained 

without clarifying the meaning of art in the human community. Art has 

existed since the beginnings of human society and can be seen as a 

heritage of all mankind. Karlavaris considers this in the following way: 

"art satisfies humans' aspiration for creativity and beauty, incites their 

general potential, reveals new contents and values that cannot be achieved 
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by other means, motivates humans to realize human values" (Karlavaris, 

1991, p. 8). Visual arts are extremely complex, the visual activities 

themselves being very interdisciplinary since they are based on 

observation, exploration of the immediate environment and artworks, 

processing of information, expression and evaluation. Within the context 

of art in the education of students, Brajčić and Kuščević state that visual 

arts present a complex set of forms of symbolic mediation that draws 

inspiration from the most complex levels of the human spirit (Brajčić, 

Kuščević, 2016). Therefore, art experiences are of great importance in the 

education of children. Basic starting points in the visual arts education of 

children should have common sources in creative activities such as: 

children's impression, emotional engagement, their own experience and 

new notions (Roca, 1981). Visual arts in this way completely influence 

children: they enhance their aesthetic feelings, creative impulses and 

intuition, while as Romić says, the uniqueness and particularity of each 

child are best illustrated through their artistic expression (Romić, 2001). 

This paper will analyze the visual experience of children expressed 

through their artworks, based on which we will analyze the signs of 

artistic giftedness, since the evaluation of children's artworks plays an 

important role in identifying the artistically gifted children.  

Giftedness in visual arts in the context of giftedness 

The twentieth century saw an increasing interest in gifted children, thus 

the notion of giftedness entered the area of education. "Scientific interest 

in gifted children began in the US in 1920s through studying and 

monitoring 1 500 intellectually gifted children" (Andrilović, Čudina, 1985, 

p. 211). In the beginning, determining the intelligence quotient was 

initially the most common way of identifying the gifted, but later on, 

giftedness began to be perceived multidimensionally, allowing for the 

emerging of different definitions of giftedness (Čudina-Obradović, 1991). 

Starting from observing the behavior of children and adults, Gagne 



 

 

23 

 

noticed and linked giftedness and natural skills (according to Cvetkovic-

Lay, 2010). Hüther and Hauser as well speak of giftedness as an innate 

ability, thus giftedness is presented as a product of inherent abilities 

motivating the desired actions in a stimulating environment (Hüther and 

Hauser, 2015). David, in the context of the gifted, believes that they 

possess exceptional skills in several areas, including the intellectual, 

academic, creative, social or leadership, and psycho-motoric areas (David, 

2005). Mönks and Mason (1993) proposed a division of definitions into 

four basic groups: definitions oriented towards innate or genetic factors, 

definition oriented towards characteristics of gifted people, i.e. the 

concept of multiple intelligences, definitions oriented towards cognitive 

models, and definitions oriented towards achievement (according to 

Vidović, 2000). By the term gifted children, Winner 1996 (according to 

Cvetković-Lay, 2002) understands the three characteristics noticeable in 

gifted children, including their early maturation, enthusiasm in mastering 

the skills, and insistence to work on their own model (Cvetković-Lay, 

2002). Winner argues that artistically gifted children show their giftedness 

since their early age, going through stages of artistic development (the 

scribbling stage, the stage of random representation, the stage of 

attempting to achieve intentional similarity between object and drawing, 

the stage of creating simple pictures) much faster than average children. 

The main indicator of artistic giftedness is the ability of a child to produce 

realistic shapes at least a year before her/his peers (Winner, 2005). An 

important difference between the usual visual arts development and the 

development of a child gifted in visual arts lies in the following 

characteristics: average children use the learned art schemes and shapes; 

the gifted rely on the details they remember from an experienced 

situation; the gifted earlier master visual arts skills such as rotation, 

shortening, perspective, shadowing; a gifted child is not only more skillful 

in visual arts expression but has also an increased sensitivity to shapes, 
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color, texture, position and movement (Winner, 2005). Generally 

speaking, gifted children have a richer visual arts language and better 

perceive the visual and compositional elements. There are different areas 

of giftedness, whereupon visual arts giftedness can be observed in the 

field of creative giftedness. 

 

The Research 

The research object, objective and hypotheses  

The modern world has long been taking care of the needs of gifted 

children, with many kindergartens implementing individualized 

programs that take into account the diversity of children and the diversity 

of giftedness. A gifted child requires emotional support, as well as 

encouragement and engagement in a professional, organized 

kindergarten program that will help the child discover her/his artistic 

potentials. One of the important tasks of kindergartens should be early 

identification and inclusion of artistically gifted children in quality and 

appropriate programs for those gifted in visual arts. Nowadays, 

researches related to identifying the artistically gifted children are 

common: Duh, Batič (2003); Duh, Lep (2008); Matrić, Duh (2015). The aim 

of this study was to determine if the educators were able to identify the 

presence of elements of artistic giftedness in children's artworks. In this 

paper, we have started from the hypothesis that educators will not be fully 

able to identify the elements of giftedness in the artworks of children of 

preschool age.  

 

Research sample 

This qualitative research included 33 educators from three randomly 

chosen kindergartens in Split, the Republic of Croatia. The survey 

included 72 works of visual arts made by preschool children from the 

three kindergartens and identified by educators as works of gifted 
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children. The works were collected during December 2018 and January 

2019. 

 

Research instrument 

This study relies on the 2008 research carried out in Slovenia by Duh and 

Lep (Duh, Lep 2008), which related to checking the ability of primary 

school teachers of lower grades to identify gifted students. The research 

instrument was a scale with the criteria of visual arts development, visual 

shape development and opthical-thematic development, which represents 

an intellectual component in childhood. The results obtained were 

divided into three groups: 

- a group of children showing many characteristics of artistically 

gifted children 

- a group of children showing to an extent the characteristics of 

artistically gifted children 

- a group of children not showing the characteristics of artistically 

gifted children (Duh, Lep, 2008, p. 98). 

Cudina-Obradovic includes "teacher's observation, identification lists, 

evaluation of artworks and opinion of affirmed artists" (Čudina-

Obradović, 1991, p. 130) in the ways of identifying artistic giftedness. In 

this research, we used the "educator's observation" and the evaluation of 

artworks by the experts. Using the research instrument (Duh, Lep, 2008, 

p. 98), we identified artistic giftedness in children's artworks. 

 

Research strategy 

The qualitative method was employed in this research. "Milas (2007) 

points out that a case study primarily derives from the idiographic 

principle, which means that it relies on studying an individual and their 

uniqueness, then it can dominantly be placed within the framework of a 

qualitative research approach" (according to Miočić, 2018, p. 177).  
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Case study, i.e. qualitative methodology (Touraine, 2000) is useful for 

exploring the essence of the observed problem. According to Yin (2008), 

different data collection techniques are used in case studies, direct 

observation being specific to case study. There are two very different 

categories of case studies - theoretical and illustrative or descriptive case 

studies with regard to the approach and methods used in the research 

(Thomas, 2011). In addition to the literature analysis, the descriptive case 

study conducted in this research employed the participant observation 

method. The research included the educators and children of preschool 

age from three kindergartens in Split, the Republic of Croatia, whose 

artworks were thoroughly analyzed. 

 

Results and discussion 

This research is applicative, being focused on solving practical cases, in 

the development of the practice in kindergartens. According to the level 

of knowledge, the research is explicit. According to researchers' 

perspective towards practice, the research is non-experimental as the 

existing situation in kindergartens was studied. For scientific purposes, 

we observed primarily what was shown in the artwork and the way the 

child presented it, while a descriptive method was used in the 

interpretation. Children's works of visual arts were analyzed through 

basic approach to the artwork, such as coloring the surface and mastering 

the space, as well as having the sense of detail. In the works of visual arts 

relating to the field of drawing, the variety of the use of line and texture 

was analyzed, while in the field of painting, the use of color was analyzed. 

By observing the optical-thematic development, it was identified how 

much the artwork departs from the expected, depending on the degree of 

development, which was analyzed separately in the presentations of 

figures and objects. With regard to shapes, the types of visual art elements 

and their relation to the composition were analyzed. Children's works 
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were also analyzed in terms of the creative process in shaping the artwork 

and its structure. The artistic ideas and the mastery of art technique were 

also evaluated. In addition, children's artworks were analyzed from the 

point of view of visual suggestibility. Below we present three works of 

visual arts, chosen from each group according to the principle of 

exemplarity, while with regard to the significant features of the visual 

presentation of gifted children, one work will be presented and analyzed. 

From the group of children showing many characteristics of artistically 

gifted children, we chose the artwork of a boy A (Figure 1). 

 
Figure 1. Boy A (6th year) 

For a child at age six, this is a pretty advanced artwork. The boy A well 

mastered the art technique. He used different tone values of a pencil using 

a range of light to completely dark lines. Building lines are very rich and 

create a structure. If the development criterion is taken into account, at age 

six, it is an advanced visual art expression. The boy well mastered the 

proportions of the bird and the visual representation is quite realistic, even 

making an impression that the bird was flying. The details in the drawing 

are carefully illustrated (beak, claws), and the bird head is displayed in 

the profile (missing the eye). The composition is diagonally placed, 

creating a sense of penetration into the space, while the figure is well 

placed in relation to the size of the paper. The process of creating a visual 

artwork is well elaborated and carried out. The work is expressive. Bird 
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feathering texture is freely treated. The variation of the line along with the 

rhythm of light and dark lines and textures point to artistic sensibility. The 

analysis of this child's drawing has shown many characteristics of artistic 

giftedness. 

From the group of children showing to an extent the characteristics of 

artistically gifted children, we chose the artwork of a girl A (Figure 2). 

 
Figure 2. Girl A (6.2 years) 

Observing the artwork made by the girl A, from the position of 

development criteria, it can be concluded this is in accordance with her 

age. The body of the bird consists of all parts; head, body, wings and 

legs. The proportions are partially in line with reality. The drawing is 

vertically positioned in the paper, slightly overlapping the paper size. The 

girl well mastered the pencil technique and varies the line and texture in 

a peculiar way. The picture itself is imaginative with her special individual 

seal. In this segment, there are certain characteristics of the artistic 

sensibility. The work is expressive with decorative elements in the picture. 

In this work artistic experience proves to be a bit worse. There are visible 

elements of artistic giftedness, but to a lesser extent than in the previous 

work. 

From the group of children not showing the characteristics of artistically 

gifted children, we chose the artwork of a boy B (Figure 3). 
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Figure 3. Boy B (6.1 years) 

Bearing in mind the development criteria, the work by the boy B is not 

entirely in line with his age. The work is somewhat behind the expected 

level of expression in relation to the development typical for that age. The 

bird figure is oversized in relation to the paper size and the wings are out 

of the paper surface. Although the figure is centrally placed, it is moved 

more toward the upper edge of the paper. A roentgen view is present here 

as the boy drew legs below the wings, i.e. there is no covering. The motif 

is a complex shape, and the boy sees parts of the whole: head, body, wings, 

tail, legs, but the relationship between the parts, or proportions, is not 

seen. The boy mastered the pen technique. The artistic experience in this 

work is worse than in the previous one. The boy B notices the feather 

structure and tries to show it in his own way filling the surface with 

circular motions and changing the direction and path of the pen on the 

paper. Although the work is interesting, we cannot perceive elements of 

artistic giftedness in either developmental or interpretative terms. 

A thorough analysis of the remaining 72 works made in this research has 

shown that 53 did not show signs of artistic giftedness (73%). Thus it can 

be concluded that many educators have poorly estimated the artworks by 

evaluating them as gifted. Obviously they do not understand the artistic 

expression and quality of children's artworks. Additionally, a thorough 

analysis found that 12 children (16%) showed to an extent the 

characteristics of artistically gifted children. For these students we can 

assume that their visual thinking will be sharp. In 7 children (10%), a 
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thorough analysis revealed the established artistic and spatial abilities that 

indicate artistic giftedness. In this case, the educators have correctly 

predicted and recognized the developed artistic and creative abilities, or 

signs that point to artistic giftedness. These students through their early 

artistic childhood creation show distinctive signs of artistic giftedness. 

Similar results were also obtained by Duh, Lep, in the research conducted 

on 40 teachers evaluating 63 student artworks in the lower grades of 

elementary school (Duh, Lep, 2008). 

 

Conclusion 

"Although society is trying to keep gifted and creative individuals on the 

margins because of their diversity and provocation, the development of 

the very society is most dependent on them" (Huzjak, 2006, p. 232). 

Therefore, for a quality education and the development of society as a 

whole it is important to tailor the educational content to children's 

potential and possibilities, respecting their individual abilities, especially 

giftedness. This research has shown that the educators did not estimate 

well the artistic giftedness in children's works. The hypothesis that 

educators will not be fully capable of identifying the elements of 

giftedness in the works of children of preschool age has proven to be 

correct.  However, it was not expected that 73% of children's work will be 

wrongly identified and assessed as gifted. The result is worse than 

expectations as it testifies about the incompetence of educators when it 

comes to assessing artistic giftedness of children. The research results have 

shown that educators' understanding the elements of giftedness in 

children's artworks is wrong and that certain other characteristics of 

children's artworks are assessed as gifted. In recognizing different forms 

of giftedness and the possibility to care for gifted individuals, it is 

necessary to be professionally trained and to constantly improve. 
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Permanent training in the field of visual arts education of the educators 

could give better results in identifying children's giftedness in visual arts. 
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Abstract  

The concept of discovering and working with gifted students is already well-knit in 

everyday pedagogical practice in Slovenian elementary schools. When registering and 

identifying, many students are recognized as gifted in various fields, such as the 

general intellectual, educational, creative, managerial, physical-mechanical, technical, 

psychomotor and artistic fields.  

An empirical scientific study was carried out among students of elementary school (n 

= 88), aged 14-15. We were interested in how students that are gifted in visual arts were 

successful in learning, with respect to other gifted students, and students who were 

not recognized as gifted. The results showed that the students gifted in visual arts, 

were more successful in artistic and learning achievements than other gifted students 

and students who were not recognized as gifted.  

 

Key words: elementary school, gifted students in visual arts, artistic abilities, academic 

success 

 

Introduction 

Understanding the importance of educating gifted pupils in primary 

education is today’s national interest (Juriševič, 2012). The concept of 

discovering and working with talented pupils is a nationally uniform 

basis in systematically planned operationalization in Slovene primary 

schools, which is already well-anchored in everyday pedagogical practice. 

Teachers discover gifted students in different fields, professional services 

identify, later the parents are informed about their children. When 

reviewing gifted pupils, teachers can rely on a list that potentially gifted 

pupils may have. (1) Artistic ability, (2) creativity, and (3) motivation 

(Maier, 1939 in Čudina-Obradović, 1991). An artistic talent represents the 
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intersection of the three components. The Renzullian model The Three-

Ring Conception of Giftedness denotes motivation as a task commitment   

and includes the environment (Renzulli, & Piaget, 2005).  

As a factor of motivation and the environment, Feger (1988) mentions and 

perseverance, ambition, emotional stability, recognition in the 

environment and optimal complexity. When recording talented students, 

we perceive that teachers are less successful (Duh & Lep, 2009). Visual-

spatial abilities are the ones that define the giftedness in fine arts. Spatially 

gifted children see what others do not see. Spatial performances of art 

talented pupils are their specialty and they are understood only by them 

(Ferbežer & Kukanja, 2008). It is characteristic of an artfully talented child 

that the child has a lush imagination, remembers extraordinary details 

and draws different things (George 1997). There are also numerous 

problems identified by identifiers in the identification of artistic talents 

say (Clark & Wilson, 1991), when they also state that part of these 

problems are procedural, some are attitudinal. Clark & Zimermean (1992) 

state that some beliefs in the environment, as though artists are socially 

isolated, unadjusted and conflicted with the environment, have a negative 

impact on the accompaniment of artistic talent. An additional obstacle to 

poorer recognition of artistic talent is represented by stereotypes such as: 

artistic talents do not need special art education, all children are artistic 

talents or, conversely, artistic talent does not require high intelligence. The 

latter is the one that connects us with learning success and is more easily 

recognizable. High level of creative production also requires knowledge 

and skills acquired through study and practice as well as talent (Cropley 

1992). Otherwise, creativity can be seen as an aspect or style of intelligent 

behaviour, but IQ cannot itself predict the real-life creativity, which 

appears to demand something more (Milgram, 1991). According to Clark 

& Zimmerman, 1992), authors have recently challenged current popular 

beliefs about a single construct of intelligence in the following: "Within 
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various arts areas, different behaviours and abilities are often required for 

success, and intelligence required for success in the arts cannot be 

adequately described as a single characteristic« (Clark & Zimmerman, 

1992, p. 10). We can say that intelligence is influenced by the artistic talent. 

However, this can be traced back to school as a learning success. 

 

Definition of the Research Problem 

In the Slovene school system, teachers in the fourth grade (at the age of 10 

years) register gifted pupils. The school counselling services perform 

identification and inform parenting of the results. When registering and 

identifying, many students are recognized as gifted in various fields of 

talent when they are generally intellectual, learning (academic), creative, 

managerial, physical-mechanical, technical, psychomotor and artistic. The 

latter is separated into musical, literary, dramatic and artistic fields. 

In the study (Duh, Kljajič & Bratina, 2018), successful identification of art 

talents was recognized. They were recorded at the age of 10–11 years and 

were four years later, recognized as artistic talents. In this group of pupils, 

there were also some pupils who were identified as talented in other 

fields. This raises the question of whether pupils who have been identified 

as artistic talents are more successful than others in other areas. 

 

Purpose and Goals  

The research was intended for recording artistic-creative abilities and 

artistic-appreciative abilities among students of elementary schools in age 

14 and 15 years in Slovenia. The aim of the research was to compare the 

achievements in the field of creativity, appreciation and learning success 

among the three groups of pupils: (1) pupils who were identified as 

artistically gifted, (2) pupils who were identified to be gifted otherwise 

and (3) pupils, who were not recognized as gifted. We also wanted to 

know the existence of links between talent and learning success in 



 

 

36 

 

teaching subjects in the subject areas of social sciences, natural sciences 

and art. 

 

Hypotheses and Research Questions 

Hypotheses are expressed in the form of research questions. We were 

wondering whether pupils who were identified as artistic talents were: 

- identified in other areas of talent (RQ1); 

- more successful in the artistic creativity test than pupils who were 

identified as talented in other areas and pupils who were not 

recognized as talented (RQ2); 

- more successful in the art appreciation test than pupils who have 

been identified as talented in other areas and pupils who have not 

been recognized as talented (RQ3); 

- more successful in terms of learning success than pupils who have 

been identified as talented in other areas and pupils who have not 

been recognized as talented (RQ4); 

- is there a link between creativity and common learning success 

among students of all three groups? (RQ5). 

 

General Approach and Planning of the Research. 

Artistic creativity and artistic appreciation was monitored with the LV1 

test. The students completed the LV1 Test after lessons under the 

supervision of the researcher. The students responded anonymously, with 

the exception of the gifted students, whose identity was known in order 

to enable us to compare their LV1 test results and their Academic success. 

The scales were provided by school counsellors, who organized the work 

with the gifted students at particular elementary schools in Slovenia. 

 

 

 



 

 

37 

 

Research Methods  

The empirical study is based on the descriptive and causal non-

experimental method of empirical research.  

 

Analysis of Measuring Instruments  

For measuring the artistic-creative and artistic-appreciative abilities, the 

LV1Test was used (Duh, 2004). The test consists of two parts. The first part 

contains six tasks and measures students’ artistic-creative development. 

The tasks require from students to complete a drawing or draw an artistic 

sign. Individual tasks represent one of the aspects of artistic-creative 

development, namely flexibility (Fx), fluency (Fl), originality (Or), 

redefinition (Re), sensitivity to visual problems (Sp) and elaboration (El). 

The second part of the test measures students’ artistic-appreciative 

abilities (perception, reception and artistic knowledge.) LV1Test on 

previously validated instruments used to measure the artistic-creative and 

artistic-appreciative development of children and their perceptive and 

receptive skills (Duh, 2004; Matrić & Duh, 2016, Duh, Kljajič & Bratina, 

2018).  

With the assurances of anonymity and ethics, the grades that represent 

learning success were gained from the leadership of the school. As a 

learning success in the case of research, we understand the average of 

three social sciences and two natural sciences and artistic subjects. 

 

Research Sample 

The research sample comprises 88 students 8th. and 9t. grade (age 14 and 

15 years) of elementary schools from the area of Styria - Slovenia. About 

51.1% of pupils are from 8th grade and 48.9% are from 9th grade. 
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Table 1. Gifted and Non-gifted pupils by gender 

  Gender % 
Gender 

gifted % 

Gender 

Non-gifted % 

 N M F M F M F 
14 years 45 64.4 35.6 13.8 56.2 86.2 43.8 

15 years 43 41.8 58.2 5.5 32.0 95.5 68.0 

Gifted 22 5.6 41.5     

Non-gifted 66 89.4 58.5     

 

The table (Table 1) shows that among the 25% of identified and gifted 

pupils, girls are predominant. These are among the 14-year-olds as much 

as 56.2%, while boys are only 13.8%. Similarly, the results have shown 

with one-year-older pupils. Of these, 32% of gifted girls were identified 

and only 5.5% of boys were identified. 

 

Table 2. The structure of giftedness in the sample 

 f f% 

Art talented 17 19.3 

Gifted 5 5.7 

Non-gifted 66 75.0 

Total 88 100.0 

 

Overall sample of 88 pupils from the 8th and 9th grade, 19.3% of pupils 

were also recognized for their talent, while 5.7% of pupils were identified 

with other talents. 

 

Results and interpretation 

First, we were interested in whether pupils who were recognized as 

artistic talents were recognized as gifted in some other area. 

Only one boy (3.4%) was recognized as an artistic talent in the students of 

the 8th grade (14 years). In addition to artistic talent, other areas of artistic 

talent (musical, literary, and drama) were identified with this pupil, along 

with learning, creative, managerial, physical and technical talents. 
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Table 3. Distribution of year and giftedness by gender  

  Gender % 
Gender 

Art gifted % 

Gender 

Non- gifted % 
 N M F M F M F 

14 years 45 61.7 39.

0 

3.4 56.3 96.6 43.8 

15 years 43 38.3 61.

0 

0.0 28.0 100.0 72.0 

Art talented 17 2.1 39.

0 

    

 

In girls of this age, 9 girls were identified as artistically gifted (43.8%). In 

addition to artistic talent, the talent for literature (9), drama (5) and a little 

less for music (3) was recognized among these girls. Among the other 

gifted areas, girls were most often recognized as managerial talents (7), 

followed by general and teaching talent (6). In a few cases (4) girls were 

also recognized for talent in the field of creativity and individual examples 

of technical and motor talent. 

No boy was identified among the students of the 9th grade (15 years) 

among the art gifs, and 7 girls are recorded, which represents 28% of all 

girls of this age. With only one girl, only artistic talents were recognized, 

while in the case of two girls, there was still musical talent. For one of the 

girls, a general talent was recognized. In the case of other girls, talents in 

literature (4) and drama (3) and other types of talent, such as learning, 

technical and management (4), and general and motor (3) were also 

discovered in the field of art. 

From the description of the sample of gifted pupils, we can see (RQ1) that 

one girl was recognized as talented in the field of art, and three girls were 

identified as talented in more than one field next to fine arts. All other 

students were recognized as gifted in three or more fields. 

The results are not surprising, as girls' talent can be more easily detected 

through certain characteristics, such as diligence, responsiveness, 

accuracy and consistency, which also results in learning success. In boys, 

these characteristics are often concealed in this puberty period. 
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Among gifted boys, talent was identified with seven of them, in one, two 

or three areas. Among other talented boys, other talents were identifying 

such as general intellectual, learning, creative, managerial, physical-

motor, technical, motor and individual talents from the field of art. In the 

research, we were particularly interested in the tests of art creativity and 

art appreciation taken by all pupils. We were interested in, or in terms of 

artistic creativity, there are differences between pupils who were 

recognized as artistically gifted, talented in other fields and others. 

 

Different factors of creativity and general levels of creativity 

Table 4. Differences between pupils in creativity factors and creativity in total 

 Art talented Gifted Non-gifted 
F 

 M SD M SD M SD 

(Fx) 2.18 1.87 3.00 1.58 1.20 1.16 6,880**(approx) 

(Fl) 3.12 1.57 3.00 1.41 2.80 1.28 0.392 

(Or) 1.24 0.75 2.20 1.10 1.26 0,686 4.047** 

(Re) 3.06 1.71 2.60 1.81 2.35 1.35 1.631 

(Sp) 3.59 0.093 2.80 1.10 2.73 1.07 4.553** 

(El) 3.35 1.27 2.60 0.55 2.05 1.43 6.244** 

*p<0.01,   N=88;   **p<0.05, 

Creativity 16.53 5.01 16.20 2.95 12.38 4.50 7.891* 

*p<0.01, **p<0.05, N=88 

 

An overview of the achievements of individual factors of creativity points 

to the higher achievements of artistic talents in most factors. At the same 

time, the achievements of other talented pupils in terms of pupils who 

were not recognized as talented are higher. The results show the link 

between the factors of artistic creativity and talent. 

A more detailed overview of achievements in individual factors of 

creativity reveals that pupils talented in other areas were better than 

artistic talents and as pupils who were not recognized as gifted in the 
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flexibility factor (Fx). The difference between pupils' groups is statistically 

significant. In the artistic fluency factor (Fl), the achievements of all pupils 

are fairly similar, but a slightly higher achievement is to be found in both 

groups of talented pupils. The difference between groups is not 

statistically significant. According to the results, it shows that the 

originality factor (Or) is present with pupils of other talents than artistic. 

The achievements of other talented pupils in relation to artistic talents and 

pupils who were not recognized as gifted are the highest and are 

statistically significantly different from the pupils of the other two groups. 

Where artistic talents and pupils who were not recognized as gifted do not 

differ in their achievements (M = 1.24, M = 1.26). In determining the factor 

redefinition (Re), we see the highest achievements with artistically gifted 

pupils, while the achievements of other gifted pupils and those who were 

not recognized as gifted are quite similar (M = 2.60; M = 2.35). Despite the 

higher achievements of artistically gifted pupils, statistically significant 

differences are not found among the achievements of all three groups. A 

more emphasized advantage of artistic talents is found in sensitivity to 

visual problems (Sp), since the achievements of other talented and non-

gifted pupils are considerably lower than the achievements of artistically 

gifted pupils. The difference between the achievements of artistic talents 

compared to the rest is statistically significant, and we can conclude that 

the artistic talent affects the sensitivity in the treatment of artworks. Also, 

for elaboration (El) on the basis of the results, we find that the artistically 

gifted pupils are more successful. Their achievements are the highest and 

statistically significantly different from the achievements of other pupils. 

However, other gifted pupils have a higher achievement than pupils who 

have not been recognized as gifted. 

In the creativity test (the interaction of all factors), artistically gifted pupils 

achieved a higher score than other gifted pupils (RQ2). The achievements 

of both groups of gifted pupils are similar, with a total achievement in 
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artistic talents (M = 16.53; M = 16.20). The difference between the 

achievements of all gifted students and students who were not recognized 

as gifted is statistically significant and points to a higher level of creativity 

for gifted pupils. The LV1 test also measured the level of visual 

appreciation. The results for the achieved level of perception, reception 

and appreciation are fully shown in Table 6. 

 

The level of Art Appreciation 

Table 5. Pupils of all groups according to the development of art appreciation, perception and 

reception 

 Art talented Gifted Non-gifted F 

 M SD M SD M SD  

P 9,00 0,00 8,00 1,73 7,53 1,82 5,457**(approx) 

R 10,23 2,41 8,60 2,07 10,15 1,79 1,560 

A 19,23 2,41 16,60 2,30 17,68 2,45 3,526** 

*p<0.01, **p<0.05, N=88 

P = perception; R = reception; A = appreciation 

 

In perception, as a quantitative part of the artistic appreciation, the results 

show the identical level of perception of all the artistically gifted pupils 

(SD = 0.00). The level of perception of artistically gifted pupils differs 

statistically from other pupils. Both gifted pupils and pupils who were not 

recognized as gifted had very similar achievements in terms of reception 

(M = 10,23; M = 10,15). At reception, as the qualitative factor of artistic 

appreciation, other gifted pupils had the lowest outcome. Nevertheless, 

we do not identify statistically significant differences among pupils' 

groups. The achievements of artistically gifted pupils are higher than the 

achievements of pupils who are also gifted and pupils who have not been 

recognized as gifted (RQ3) as part of the assessment of appreciation. The 

difference between the levels of visual appreciation is statistically 
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significant. Based on the outcome, we conclude on the higher ability to 

evaluate the inner relativity of the artistically gifted pupils. 

In the research, we were interested in whether the artistically gifted, the 

rest of the gifted and the pupils who were not recognized as talented 

differed from the point of view of learning achievements. We were 

accompanied separately for social sciences (mother tongue, foreign 

language and geography), natural sciences (mathematics and physics) and 

artistic subject (fine arts and music). Academic success represents the 

average of grades for all seve 

 

The level of Academic Success 

Table 6. Pupils of all groups according to learning success 

 Art 

talented 
Gifted Non-gifted 

F 

 M SD M SD M SD 

1 13.82 1.33 12.80 0.83 10.04 2.72 33.238*(approx) 

2 8.41 1.66 7.80 0.44 6.75 1.96 17.307*(approx) 

3 9.23 1.25 8.80 0.83 8.39 1.47 2.462 

4 31.46 3.28 29.40 1.94 24.68 5.11 23.535*(approx) 

*p<0.01. **p<0.05. N=88 

1 = Social sciences; 2 = Natural sciences; 3 = Art + music; 4 = Academic success 

 

The higher learning performance of artistically gifted pupils shows an 

analysis of grades in subjects of social sciences, natural sciences and art. 

Regardless of whether we evaluate the overall success in all subjects or 

success in individual subject areas, the results show a statistically 

significant difference between students of all groups. Artistically gifted 

pupils, regardless of the subject area, achieve better academic success 

(RQ4). They are followed by other talented pupils and students who were 

not recognized as gifted. From the results, we conclude that both artistic 

and other forms of talent are reflected in higher learning success, 



 

 

44 

 

irrespective of the field. At the same time, we must be aware of the fact 

that pupils in whom the artistic talent was recognized in most cases are 

recognized as talented in many other areas. Viewed from this perspective, 

the result is expected. 

 

Discovering the Correlations between Creativity and Academic Success in 

Particular Areas 

 

Table 7. Correlations between artistic creativity and art appreciation, learning success in whole 

and in individual fields 
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Creativity 

Pearson 

Correlation 

1 ,465 ,687** ,725** ,528* ,328 

Sig. (2-tailed)  ,060 ,002 ,001 ,029 ,199 

Art gifted - N 17 17 17 17 17 17 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

Creativity 

Pearson 

Correlation 

1 -,338 ,768 ,732 ,609 ,732 

Sig. (2-tailed)  ,578 ,129 ,159 ,276 ,159 

Gifted - N 5 5 5 5 5 5 

**. Correlation is significant at the 0.01 level (2-tailed). 

Creativity 

Pearson 

Correlation 

1 ,098 ,470** ,372** ,420** ,420** 

Sig. (2-tailed)  ,435 ,000 ,002 ,000 ,000 

Non-gifted - N 66 66 66 66 66 66 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

 

The results in the table (Table 7) show that in pupils who have been 

recognized as artistically gifted, there is a moderate to strong and 

statistically significant correlation between artistic creativity and learning 

success. The highest level of correlation among artistic talents is reflected 

in the artistic creativity and achievements in the field of natural sciences 
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and social sciences, and the learning success as a whole. Partly, a high 

correlation is also detected between artistic creativity and appreciation. 

Surprisingly, however, the correlation between artistic creativity and the 

artistic field (average of artistic and musical arts scores) is low. A moderate 

and statistically significant correlation between the achievements in the 

field of science and social sciences and the learning success in the whole 

is also seen in pupils who were not recognized as gifted. However, the 

level of correlation is lower than that of artistically gifted pupils. 

According to the results, we conclude that there is a link between 

creativity and total learning success in all groups of pupils (RQ5). The 

highest level of correlation is found in both groups of talented pupils, 

while somewhat lower with other pupils. When concluding, it is necessary 

to pay attention to the restrictions due to a small sample, which due to the 

specific nature of the field of research of talents cannot be influenced. 

Nevertheless, we can establish the link between artistic creativity and 

learning success, which is somewhat more pronounced in artistic talents. 

 

Conclusion 

When registering and identifying, many students are recognized as gifted 

in various fields of talent when they are generally intellectual, learning 

(academic), creative, managerial, physical-mechanical, technical, 

psychomotor and artistic. The latter is separated into musical, literary, 

dramatic and artistic fields. 

In the study, we found that pupils, who were identified as artistically 

gifted, were recognized in most cases as talented in other areas as well. 

Gifted pupils were more successful than other pupils in the achievements 

of artistic creativity and art appreciation, which was confirmed by 

previous studies (Duh, Kljajič & Bratina, 2018). In the study, we also found 

that artistically gifted pupils also achieve better learning success at social 

sciences, natural sciences and arts. These pupils have a moderate to strong 
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and statistically significant correlation between artistic creativity and 

learning success. Of course, we must be aware of the fact that in most cases 

art talented pupils have been recognized as talented in many other areas, 

which undoubtedly results in achievements in other subjects of learning 

and learning success as a whole. 
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COGNITIVE STYLES AS A FACTOR OF DIDACTIC PROCEDURES IN 

DEVELOPING CREATIVITY IN THE GIFTED CHALLENGES AND PERSPECTIVES 

 

GROZDANKA GOJKOV 

SERBIA 

 

Abstract 

This text intends to point out the importance of cognitive style in personalising 

didactic instructions for encouraging the development of creativity in gifted students. 

Using theoretical meta-analysis, the author analyzes the trends and perspectives in the 

field of cognitive style and creativity research, as a basis for personalization of didactic 

instructions and the development of gifted creativity. Cognitive style is discussed in 

relation to current theories in cognitive psychology and neuroscience. The author 

provides a framework, which integrates the findings about the differences by defining 

in these disciplines, as basis for further researches of the cognitive style importance in 

the field of the gifted. The mentioned aims to focus existing findings in the field of 

cognitive style and its relationships with the broader theoretical contexts, in which the 

development of this theoretical construct has happened, and along with that, to 

perceive, as clearly as possible, essential determinants of the cognitive style, and 

within that to clarify the relationships in defining the concepts such as cognitive style, 

learning style, learning strategies, intellectual style ..., as  well as its practical 

importance, i.e. the possibility of applying it to foster creativity in the gifted. The 

research findings of the author will support the hypothetical basis mentioned in the 

title.  

 

Keywords: the gifted, cognitive style, creativity. 

 

Introduction 

The title of the paper refers to a complex field and several aspects of the 

teaching and learning process, which is, for now, still almost 

inconceivable, and any simplification leads to almost insignificant results. 

Therefore, the first part focuses on some issues related to subjects which 

have not been yet clearly resolved in order to better understand the 
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positions that are at the core of the title and the findings that confirm these. 

Findings in fields that deal with issues relevant to the title (genetics, 

neuroscience, etc.) were also addressed.  The second part of the paper 

contains the findings of the author's research as arguments for her views 

or open questions. 

 

Cognitive style as a solution to the puzzle of personality and abilities 

Cognitive style is a theoretical construct. At the time of its emergence, it 

was very promising in personalization of education, indicating the 

possibility of encompassing a broader personality structure, important for 

cognitive functioning (intelligence, personality traits, motivation, and 

other non-cognitive aspects of learning). This would improve the 

understanding of cognitive functioning, elevating the odds to understand 

the cognitive strategies that a person uses in approaching different 

problem situations (Gojkov, 1995). This context is also in line with the fact 

that the previous knowledge of intelligence as a theoretical construct and 

a monolithic measure of cognitive abilities does not satisfy the needs of 

didactic practice, and therefore it is not a sufficient indicator of abilities 

involved in cognitive functioning. Thus, the cognitive style seemed 

acceptable, because, given its idiographic nature, it does not neglect the 

structure, but synthesizes the individual characteristics of cognition, 

thinking, problem solving, expressing thereby the individual differences 

in the intellectual functioning of individuals and meeting the 

requirements for holistic approach. The notion of cognitive style is closely 

related to the theories of creativity from the end of the last century. These 

also took into account non-cognitive factors (emotions, interests, attitudes 

...) for understanding the creative process of learning and solving 

problems, concluding that creative personalities should be analyzed 

broader than the level of giftedness and the favourable intervening 

circumstances. This particularly emphasizes the importance of a specific 
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set of personality traits for the activation of the creative potential and its 

transformation into a corresponding performance (Kozhevnikov, Kosslyn 

& Shephard, 2005). At the time of its emergence, this construct 

emphasized that cognitive style, in the broadest sense, includes the 

established individual characteristics and differences in ways of 

perceiving, thinking and solving problems (Radovanović, 1983), and is 

theoretically related to the mediation view of individual process of 

realizing the reality and its active adaptation to the surrounding world. 

Since the 1950s, a large number of research studies have been conducted, 

which were mainly focused on types of cognitive style with the aim of 

identifying stable individual differences in cognition. Today, researchers 

conclude that the field has not moved much farther than this. Some of 

them (Kozhevnikov, 2007), even point out that they have come to a dead 

end, as the development of this construct roughly remained at the above 

mentioned level. This is supported by the fact that there are still many 

ambiguities regarding the basis for the existence of individual differences 

in cognitive functioning, their effects that are often covered by other 

factors, such as general abilities and cognitive constraints, common to all 

human minds (Kief, 1987). However, not all findings agree with this view, 

which will be considered in more detail later in the text. It is important to 

note here that the causes of stagnation in the development of the construct 

can be found in insufficient interest for creating a coherent theory of 

cognitive styles (Sternberg & Zhang, 2001). Cognitive style is still in the 

focus of researchers´ interest because several scientific fields beyond 

psychology have accepted it, primarily in didactics where studies have 

confirmed that cognitive style can be a better predictor of individual's 

success in specific situations than general illustrative factors. The 

predictive power of cognitive style has been found better than that of 

academic achievements beyond general abilities (Gojkov, 1995, 2013; 

Sternberg & Zhang, 2001). The same applies to other areas, so that 
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cognitive style is considered a significant factor in the assessment of work 

ability and organizational behaviour (Streufert & Nogami, 1989; Sadler-

Smith & Badger, 1998), and a critical variable in staff selection, internal 

communications, career guidance, counselling and conflict management 

(Kozhevnikov, 2013). As such, it remains a great challenge for all scientific 

fields that are directly or indirectly related to learning and teaching. Thus, 

there is a continuous interest in this theoretical construct and the 

possibilities of its appropriate theoretical description, that is, a more 

accurate definition of its key features. In the shortest sense, these features 

relate to the following: generic notion; dispositional variable that, by its 

logical structure directs towards searching for operational definitions; 

complexity – in addition to cognitive activity, it also includes the processes 

of accommodation in the broadest sense; consistency - established 

characteristics, peculiarities and differences in the way of perceiving, 

thinking, learning and solving problems. Personal understanding of 

cognitive style does not diminish the fact that cognitive style is closely 

related to abilities. Namely, IQ is considered to be on the relation between 

potential and efficiency. It is an intellectual potential in the process of 

constructing in information processing, passing through a filter and a 

certain mediation inventory, it is subject to modifications, so that the 

answer resulting from the cognitive process will not always be in line with 

the stimulus-reaction situation (Vaughan & Giovanello, 2010). This opens 

a room for the existence of types of cognitive style that are more or less 

dependent on intelligence in terms of the variety of their conceptual 

formation (Evans & Waring, 2012). For the distinction between the 

concepts of cognitive style, learning style, learning strategies, personal 

styles (Stojaković, 2000), cognitive learning styles are accepted to be on 

boundary between intellectual abilities and personality traits, which 

essentially means that they involve both of them. Learning strategies 

relate to individual approaches to a given content, as a manifestation of 
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cognitive style in learning strategies. In the same time, learning strategies 

are considered a manifest link between the teaching style, on the one hand, 

and the structure of the cognitive style, on the other. One of the attempts 

to provide cognitive style with a clearer theoretical position, the lack of 

which is still mentioned as a disadvantage, is Sternberg's (Sternberg, 1997) 

understanding of the general psychological construct. Based on the 

complex psychological nature and theoretical and practical orientation, 

the notions of "cognitive style", "learning style", "teaching style", "thinking 

style" and other style-concepts were derived from this construct. 

Sternberg offered the theory of mental self-government, a so-called 

triarchic model of intelligence, and within it, he found a theoretical 

framework for the construct of cognitive style (Sternberg and Zhang, 

2001). The scope of this paper prevents any further explanation for the 

theoretical context of cognitive style, including its taxonomy. For further 

discussion, see the above sources contained in this paper. It is only 

possible to point out that neither the triarchic Sternberg's intelligence 

model, nor making it a basis in the attempt to solve the problem of 

integrating the construct of cognitive-style into modern theories of 

cognitive psychology and neuroscience have not explained the possible 

relationship between previous conceptions and Sternberg's 

understanding of intellectual styles. Therefore, the theoretical construct of 

cognitive style remains a challenge for researchers in this field. One of the 

reasons for these disagreements is the fact that systematic research in 

cognitive psychology and the science of individual differences in 

cognition appeared after numerous studies on the dimensions of the 

cognitive style (Kosslin et al. 1996). These studies were mainly focused on 

factors such as processing speed, memory work capacity, and fluid 

general intelligence. In addition, instead of the individual's reactions to 

context-related challenges, the focus was more on the variations in the 

functioning of specific aspects of information processing by itself. 
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Contribution of neuroscience to understanding the concept of cognitive style 

In addition to psychology, neuroscience also contributed to clarifying the 

possibilities of synthesizing cognitive styles. The following findings are 

important for the topic of this paper: 

- Cognitive activities correspond to the dynamic configuration of the 

common information processing network, and it is concluded that 

certain cognitive activities are not performed in one place in the brain, 

but the abilities are distributed over its different parts (Cabeza et. al. 

2002), which abolishes the thesis of a clear dichotomy between the 

dimensions of the cognitive style. 

- Individuals differ in how different brain spaces are activated during 

activities on different tasks. Individual differences were found in the 

amount of activation in different regions of the brain, time of response 

and number of errors in various tasks (Bouchard et al. 1990). Two 

groups may have the same accomplishments, but they still have 

different patterns of neural activity, which indicates different ways of 

resolving tasks (Vaughan, & Giovanello, 2010). Thus, cognitive styles 

represent different information processing systems. 

Although variability in intelligence is influenced by stimulus from the 

socio-cultural context, a significant role can be attributed also to biological 

factors (Grai & Thompson, 2004). 

The above statements are significant, but insufficient for more precise 

conclusions on cognitive information processing in terms of didactic 

expectations. Thus, the issue of discrepancy between the interests of 

sciences dealing with cognitive style remains (Kozhevnikov, 2007; Jaffee 

& Price, 2007; Zhang & Nisbett, 2004). Findings of contemporary genetic 

research relevant to learning and teaching are in favour of the suggestion 

that phenotypes, or psychological characteristics such as cognitive 

abilities, personality traits, various forms of behaviour and interest, which 
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are the subject of genetic research, are most often described as 

quantitative, continuous, multifactorial, and complex features 

(Nikolašević, 2016). The following findings are also important for this 

paper. 

It has been assumed that all characteristics are influenced by a large 

number of genes, each with a small individual effect on the state of the 

given characteristic. These characteristics are controlled by a large number 

of "minor genes" or polygens, and each of these genes has a small 

individual effect on the given characteristic and is sensitive to various 

non-genetic influences. 

A large number of genes form psychological phenotypes, and DNA 

variations (Johnson, 2007) suggest that there is a possibility of a 

phenomenon to occur in which the same genes can determine different 

characteristics (contribute to different phenotypes). 

Genes do not directly control behavioural characteristics, but they do this 

by determining the formation of corresponding enzymes and other 

proteins, depending on the structure and functioning of neurons and 

other types of brain cells. In addition to the complex interaction between 

numerous genes in the formation, development, and certain behavioural 

traits, genes work together with numerous non-genetic biological factors, 

as well as with factors from the environment. 

Gene effects change during the developmental period, and they do not 

have a constant and unchanging effect on the organism (Johnson, 2007). 

The finding, which speaks in favour of the importance of specific genetic 

influences, is interesting for the relationship between the influence of 

general and specific abilities. In the case of general cognitive abilities, they 

are the dominant factor of overall heritability (inheritance) of this 

construct, while the genetic influence of general level is dominant in the 

case of general cognitive ability. To some extent, this finding supports the 

concept of hierarchical structure of cognitive processes (Nikolašević, 
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2016). Based on the above, it could be assumed that this common gene 

factor reflects, at least partially, the general ability (g), which often 

explains the shared genetic variation in more specific cognitive abilities 

(Johnson et. al., 2004, Nikolasevic, 2016). The literature says that studies 

have found that when a battery of various cognitive tests is used, the g-

factor usually accounts for 40% or more of their total variance. 

To date, research on the genetic correlates of individual differences in 

complex phenotypes, such as the general cognitive ability and executive 

functions, has failed to offer unambiguous conclusions. The initial positive 

results were often not repeated in subsequent studies. Therefore, the issue 

of relation between intelligence, cognitive style, and creativity is still not 

fully resolved. 

 

The secret of relationship between intelligence and creativity of the gifted 

Giftedness is closely related to constructs such as intelligence, creativity, 

talent, non-intellectual personality traits. On the other hand, transforming 

giftedness into talent is also related to complex interactions of 

intrapersonal catalysts, environmental catalysts, synchronicity 

(coincidence), as well as their interrelations. From the aspect of 

intelligence, the psychology of the 20th century was marked by research of 

this construct. According to many, studying intelligence is also one of the 

greatest successes of psychology in this period. However, the field of 

intelligence is still very controversial, and the scientific community has 

not yet given the final word on intelligence, with different views and 

theoretical approaches being in use today. Recent theories of intelligence 

(Anderson, 2008; Anderson, et al. 2008; Gardner, 1970; Sternberg, 1997; 

Ceci, 1991) attempt to explain individual differences, but their goals, 

methods and views about the nature of intelligence differ. Due to the 

limited space in this paper, it is impossible to provide a broader discussion 

of theoretical points of the above authors, and only a brief overview will 
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be given regarding the complexity of factors in their inter and intra 

communication in creative activities, i.e. achievements. The great 

controversies in considering the relationship between creativity and 

intelligence emerging over the last few decades underscore the vague 

correlation between creativity and intelligence. The majority of 

researchers who considered this relationship conclude that when the IQ is 

higher or equal to 120, creativity is poorly related to intelligence. 

Nowadays, intelligence is seen as a source of energy that is not constant, 

but adaptable and flexible, and changes throughout life, although 

inheritance plays a fundamental role in individual's intellectual potential. 

Contemporary views of giftedness also emphasize the role of personality, 

underscoring that intelligence is different from other components of 

personality, or, as they say, non-intellectual personality. It is assumed that 

the factors of intelligence and the non-intellectual personality traits have 

different roles in the system of creativity. This view distinguishes 

personality in the narrow sense. Personality plays an important role in the 

system of creativity, and knowledge and experience are considered a 

significant factor in the realization of intellectual potentials (Sternberg and 

Grigorek, 1997). Creative thinking significantly affects the development of 

expertise, and attitude is also considered to play an important role in the 

relationship between intelligence and creative behaviour. After a number 

of recent studies (Zhang and Sternberg, 2005) and new theoretical settings, 

we only know that creativity is a system, which makes its relationship 

with intelligence more complex, and it could be said more "elusive". We 

came closer to revealing the secrets of intelligence and creativity only to 

the extent that we are more aware of its complexity. For didactics, this is 

almost nothing new, but yet another confirmation that the ways of solving 

this and other secrets should, among other things, be sought in direct 

activities in teaching, and, of course, in new didactic theories. 
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Giftedness and cognitive style 

In this context, the relation between giftedness and creativity, as well as 

the relation between intelligence and cognitive style is a question that 

continues to occupy the attention of both researchers and practitioners. 

This also applies to the needs for personalization. The gifted are 

recognized by their unusual ability to solve problems in certain areas 

(Vinner, 2005, according to: Gojkov, 2013). A genius is the extreme version 

of the gifted child whose creativity reaches the level of adults. Although 

still a child, he independently discovers rules in the area of his interest and 

designs unusual problem solving strategies. With growing up, these 

creative individuals often become good professionals in their field, but 

this is not always with a sure sign of creativity. Thus, the term giftedness 

is used for those individuals who manifest premature development (faster 

progress than the average children). They insist to set their own goals and 

seek ways to reach them (higher quality of achievement, different ways of 

learning, self-confidence and self-realization); high motivation, obsessive 

interest, persistence, endurance in achieving the goal are also present. The 

gifted are characterized by intrinsic motivation, sense of fulfilment, and 

satisfaction in solving problems (ibid.). The term talent is used to indicate 

well developed specific abilities, while the development itself, according 

to Gagne's model of talent, is explained by the need for the existence of 

chances (luck), environment, and motivational and emotional 

characteristics (Gagne, 2004). Gagne also mentions "catalysts" that enable 

the development of talent: openness to new experiences, positive self-

image, autonomy and stress resistance. Openness to new experiences in 

terms of curiosity is important, but tolerance towards uncertainty is also 

important (ibid.). Renzulli et al. (2002) define talent as an interaction of 

specific abilities, intrinsic motivation, and high level of creativity, known 

as the so-called three-ring concept of giftedness. Guilford (1982) also 

studied creativity as a possible element of giftedness and as one of the 
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mental abilities, introducing the notion of divergent thinking (contrary to 

convergent, logical thinking), which is characterized by redefinition, 

sensitivity to problems, fluency of ideas, originality, elaboration and 

flexibility. Creativity requires a rich knowledge base from which the 

individual derives new strategies to solve the problem. Gilford (op. cit.) 

views creativity as an ability that can, but not necessarily does have to 

manifest among gifted individuals. According to him, the following are 

the basic characteristics of creativity: a creative individual sees, 

experiences and combines things in a new, unusual way; a creative person 

creates new, unusual, different ideas and works. His definitions of 

elements of creative thinking are embedded in the instrument used by the 

author of this paper to investigate the cognitive style and creativity of 

gifted individuals (for more, see: Gojkov, 1995). Sternberg's theory of 

integrative creativity is often cited in the literature. Based on this theory, 

he sought to explain the processes of creative thinking (Sternberg and 

Lubart, 1992) in line with his triarchic theory of intelligence, where 

creativity is assessed taking into account 6 creativity resources 

(intelligence, knowledge, intellectual styles, personality, and 

environment). A review of contribution of these theoretical positions and 

findings that verify it did not provide answers to the still unanswered 

questions discussed above. 

 

Personalization of didactic procedures in the development of creativity in the 

gifted  

Teaching styles is a significant field of interest in didactics, as research has 

confirmed the link between them and the learning effects in instruction. 

Grigorenko and Sternberg (1993) suggested the need for the teacher to 

have a "repertoire" of teaching styles in instruction due to the 

personalization of didactic procedures (Muminović, 2013). Different 

authors have viewed this issue differently and reached different 
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conclusions. The limited space of this paper allows conclusions that follow 

personalization issues. The principle of personalization is the basic 

guideline in selecting didactic procedures in learning and teaching. It 

involves focusing on the needs of one particular student, planning in 

accordance with the potentials and achievements, and showing ways how 

to reach the goal faster. Both practitioners and researchers seek to simplify 

the phenomenon they deal with. One way for doing this is to accept the 

dichotomous division, or the opposite manifestations of the individuals' 

cognitive approach, reducing the two basic dimensions that measure the 

phenomenon of cognitive style. At first glance, this seems very acceptable 

given the simplicity and cost-effectiveness of the procedure. However, the 

question of reaching the essence of the phenomenon cannot produce the 

expected effects in the educational process, i.e. in the efforts to personalize 

learning and teaching (see the tests that are now in use: Cognitive 

Reflection Test - CRT, created by the psychologist Frederick in 2005, and 

the like). It can be said that it is important to provide all types of learning 

styles in a balanced way during the learning process in order to improve 

the learning outcomes of all pupils or students. 

 

Didactic strategies and methods of stimulating creativity 

Important for the subject of this paper is the issue of didactic strategies 

and methods that stimulate the creativity of gifted. In the last decades, 

important steps were taken in didactics with the aim to verify or confirm 

the numerous procedures that stimulate creativity. Most of them are 

conceived on the mediation theory, one of the associative mechanisms of the 

creative process, and the main point is that the associative elements can be evoked 

by touch or transposition on the basis of mediation of common elements. A simple 

combination of two distinct types is important in the mediation process. The 

following question is important for didactics: under what conditions 

mediation can become an associative mechanism of creativity? Mesik (1996) has 
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pointed to the importance of associative hierarchy for differences in creative 

performance. Associative hierarchy relates to the individual organization of 

associated ideas, which is a valid feature of individual thinking. Thus, 

students who conceive general mediation responses on relations when 

trying to solve a problem find it easier to interrupt the "flow of thought". 

They search for remote relations of the given task and are more effective 

in finding answers and solutions that are more remotely related to the 

given task, and their behaviour is more flexible and less automatic. Based on 

the above, it could be concluded that a broader flexible cognitive structure, 

as a mediator between irritation and response, which is based on relations 

and not just associations, can contribute to a more successful creative 

process. Studies have confirmed the existence of great individual 

differences in creativity and in the associative hierarchy (Kvaščev, 1981). 

 

Teaching styles and encouraging creativity in the gifted 

Continuation of the previous steps in considering the issue of 

personalization of the gifted are the teaching styles that arise as a result of 

research findings that provide the basis for the importance of teaching 

styles in the educational process. Given the complexity of the issue and 

that it relates primarily to the fact that the diversity of cognitive styles of 

those who learn and those who teach them implies the need for 

adjustment, which in conditions of a large number of pupils or students is 

difficult, or even impossible to implement, while on the other hand total 

personalization would not even be useful (Gojkov, 2013), it has been 

concluded that teachers with a wider range of teaching styles are more 

likely to be more successful than those whose repertoire is more limited. 

In working with pupil or students in smaller or larger groups, it results in 

enabling the teacher to provide more opportunities for stimulating all 

dimensions of cognitive style by provoking the less pronounced 

dimensions by using a larger number of teaching styles. This is important, 
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because situations in the individual's life require using less pronounced 

dimensions of cognitive style in solving different problems. Although 

with highly pronounced creative dimensions of cognitive style, the gifted 

are very different, and therefore, several types of teaching styles outlined 

in literature do not meet the diversity of students' needs. Therefore, this 

challenge requires a different perspective. Perhaps it could be regarded as 

a greater adjustment of didactic instructions within specific strategies, 

which would be compatible with the dimensions of cognitive style of 

students and teachers. This could be adjusted in personalized tasks within 

the teaching process, as well as in independent tasks of students beyond 

it. This implies that the teacher is familiar with a wide range of didactic 

procedures within the framework of creativity-developing strategies, 

which he will use in accordance with students´ needs and the contents of 

the problem. In recent decades, several strategies and techniques have 

already entered our classrooms. Some parts of them have already been 

implanted in the didactic apparatus, but their effects have not yet been 

sufficiently explored. Of those which are already greatly advocated as 

suitable for stimulating creativity, only a few of them will be mentioned 

here: Osborn's "brainstorming" or "idea storm" - a technique of group 

creative thinking; Osborn's checklist strategy - didactic instructions: 

Cratchfield's creativity developing system; Synectics (Gordon, 1961); 

Torans creativity development strategy; Hefel's strategy - a group creative 

model of problem solving; Dialogue pro et contra technique; Renzulli 

model - Schoolwide Enrichment Model; Thought map; Provocation and 

NTC program (more on this: Gojkov, www.sao.org.rs). 

 

Research findings as the basis of discourse 

This part of the paper presents the findings of a wider research aimed at 

answering the following question: what is the relationship between 

didactic instructions and cognitive style of the gifted in acquiring 
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knowledge through creative teaching strategies? The intention was to take 

a closer look at how to structure didactic instructions in line with 

characteristics of cognitive style in order to stimulate the creativity of 

gifted students. In some sense, this is one step towards the personalization 

of instruction of the gifted, testing the above outlined scientific findings, 

which explore cognition and creativity. The sample of respondents 

consisted of 162 grammar school pupils with IQ above 130. The basic 

assumption in the research was that instructions in the field of cognitive 

style are beneficial for complementing the theoretical basis of 

personalization in didactics. One aspect of manifesting the above 

assumption has been sought by studying the issue of structuring the 

instruction in accordance with the characteristics of cognitive style in the 

activities of students that bear the features of creativity. The affirmative 

expression of this assumption could be formulated by the following 

statement: creative characteristics of cognitive styles correspond with 

specific types of didactic instructions. The working hypotheses refer to the 

following: 

1. x1- Creative approaches to solving tasks in teaching depend on 

didactic instructions. 

2. x2- Positive relation between characteristics of cognitive style and 

specificity of didactic instructions retains its basic effects when 

testing its stability in relation with intelligence. 

Independent variables: intellectual capacity of students, didactic 

instruction, cognitive style, and Criteria variables: learning outcomes, 

expressed by the students' success in solving tasks that involve creative 

approach. 

The research was based on the method of systematic non-experimental 

observation. Information for observing the presumed relations was 

obtained using the following tools: 
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- Test of intellectual abilities - DOMINO test "D-48" (non-verbal general 

intelligence test, stable, poorly differentiates the average, but well 

distinguishes between the above average and below the average, 

saturated with G-factor, its reliability is high and is highly correlated 

with other intelligence tests. The test has been standardized for the 

population in Serbia on 4th grammar school students. 

- Cognitive style test battery - contains 28 tests, or 120 tasks, distributed 

in five groups based on the types of cognitive style (divergent, 

convergent, analytical, dependence-independence from the field, 

imaginative ...). The reliability of this battery was evaluated using the 

"alpha" coefficient. The same coefficient was used to explore the 

equivalence of participation of battery parts in measuring cognitive 

style. Cronbach's coefficient of correlation, the so called alpha 

coefficient of reliability is 0.741, which is taken as high reliability at the 

level of 0.01. 

Reliability of subtests is lower, but satisfactory. Discrimination of the 

subtests was measured through the X2 test. Subtests that measure the 

analytical/non-analytical and imaginative cognitive style are 

discriminatory at the level of 0.01, while subtests that were related to 

divergent and convergent styles did not meet the required levels of 

significance. Discrimination is present in subtests that measure the 

dependence-independence from the field, but in a milder form (level of 

significance 0.1). Validity of the overall battery and subtests of cognitive 

style was estimated using the point-biserial coefficient of correlation and 

factor analysis. The coefficient of validity is 0.799; therefore, the composite 

validity of the battery is high. High communalities in factor analysis, as 

well as parts of the variance and covariance of battery parts, are indicators 

of good internal consistency of the battery, which is an indicator of 

validity of the battery. Didactic instructions were observed within 

heuristic didactic strategies: learning by discovery and in problem-
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teaching, and were chosen to include creative behaviour in cognitive 

situation. Principles of their construction were derived from the analysis 

of the associative basis of the creative process, the gestalt theories of 

problem solving and the findings of factor analysis of intellectual abilities 

and models of the structure of intellect. It was attempted to structure 

didactic instructions in accordance with the following principles: 

- combining elements that are distant in terms of their associative value, 

- requirements for radical reorganization and reformulation of problem 

situation, requirements for operations of divergence and convergence 

of thought. 

- The applied didactic instructions have the following forms: 

- formulating the problems, formulating the hypotheses, ideas for 

checking the hypotheses, deriving rules, extracting essential 

information and ideas, examples as evidences, argumentation, graphic 

representation, recognizing ideas, using in a new way, conclusion, 

analysis, fabrication of ways, interpretation, analysis, argumentation, 

developing a project for studying the problem, identifying the facts, 

analysis, abstraction, generalization, application of theories, rules, 

examples, similarities and differences (comparing), detection of 

consequences, finding the joint relationships, asking questions and 

sorting by categories, titles. 

The research was conducted on 4th grade grammar school pupils from the 

southern Banat region (Vršac, Bela Crkva, Pančevo). The sample was 

random, consisting of 162 students with an IQ above 130. Part of responses 

in cognitive style tests, as well as responses to didactic instructions was 

open-ended and involved creative responses of students. The responses 

were evaluated by a team of evaluators. The applied statistical procedures 

were canonical correlation analysis, coefficient of determination, multiple 

regression and cluster analysis. 

Basic findings: 
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As indicated by elementary statistics, the gifted performed unevenly on 

the considered tests of cognitive style. The percentage of success ranges 

from 0.4% to 83%. About 10 tests have about and above 50% of creative 

responses, while in 10 tests the score is lower than 20%. Nine tests scored 

between 20 and 45%. Thus, it could be said that creative responses were 

rather present in the observed students. The best scores were manifested 

in the following tests: 

- figure test; score - 72% (the test measures the ability to perceive, find 

simple figures in a complex model, students' ability to separate 

perception from the field, to isolate the essential elements from the 

context and recombine them again in new relations, the ability to 

separate the prevailing organization of the material, changing the 

orientation during examination and thinking); 

- test of spatial distribution of figures and solving the problem; score - 

65% (the test examines the perceptual abilities, i.e. the spatial 

distribution of objects and the events in the problem situation, 

perceptions of the objects' instrumental value in accordance with the 

ability of solving the problem - perceptual organization of the problem 

situation); 

- test of deduction; score - 61% (the test examines the capability to 

discard the principles for solving tasks given at the beginning of the 

text; ability to move in a new direction in solving tasks; discarding old 

stereotypes and routines); 

- test of analogy; score - 61% (the test examines the ability of deductive 

logical reasoning, the answers are determined by the given framework, 

it requires a rigorous system of thinking in examining the relationship 

between terms); 

- tests of composing a story based on given words; score - 56% (the test 

examined the extent to which new words were spontaneously added 



 

 

67 

 

during the composition of the story, to which extent students can 

abandon the given context). 

Considering the findings relating to cognitive style of the gifted, it can be 

noted that they have demonstrated the greatest success in separating 

perceptions from the prevailing organization of the content, discarding 

old relations and stereotypes in solving tasks, and in the abilities of 

deductive logical reasoning. 

All tests offered in the battery were completed at least by some 

respondents. However, there are tests with very low creative responses. 

The lowest scores were manifested in the following tests: 

- tests of creating something new based on the given data; score - 0.4% 

(the test relates to imaginative use of information while solving the 

problem, ability of creative generalization, ability to develop ideas in a 

fantastic direction); 

- tests of openness of the spirit; score - 0.9% (anticipatory imagination, 

finding and changing what has been found, combining ideas into a new 

whole, using information for the imaginative development of the 

original example, the ability to explore, notice and formulate the 

problem in an unusual situation); 

- test of tolerance of discrepancy; score - 0.92% (tolerance of discrepancy, 

inconsistency, ability to dichotomize the phenomena, tolerance of 

unrealistic experience, tendency towards relating heterogeneous, 

opposite elements ...) 

- tests of creating different, original ideas, new relations; score -12% 

(finding new relations, new meanings of terms, originality in solving 

tasks, finding new meanings of the data, changing, redefining 

knowledge and new interpretation of information, considering 

meaning in a new function, combining ideas into a new whole, focus of 

thinking ...). 
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Dimensions of cognitive style 

Exploratory factor analysis indicates the basic factors, sources of variances 

and co-variances in the area of cognitive style, that is, confirmatory 

analyses which resulted in a set of variables representing the creative 

elements of the cognitive style within the most frequent classifications of 

types, or dimensions of the cognitive style (analytical-nonanalytic, 

divergent-convergent, dependent-independent of the area, imaginative-

intuitive). Thus, it can be concluded that the observed variables comprise 

the structural model of creative elements of the cognitive style, so the 

factor analysis is applied in testing the model. The resulting indicators of 

factor analysis lead to the following conclusions: 

- All observed variables were classified into 9 extracted factors. 

Communalities as parts of the variance are quite high, which leads to 

the conclusion that the common part of variance of the observed 

variables is the same, that is, the basis of the observed variables is 

common. Thus, the core of different tasks consists of similar cognitive 

processes. This is a confirmation of internal consistency of the battery 

which analyzed the cognitive style, and also the indicators of validity 

of the instrument. In this sense, it can be taken as a confirmation of a 

good selection of tests in the battery. 

The extracted factors were named according to the abilities that define 

them: independence, attention selection, unconventional reinterpretation, 

convergent production, flexible control, divergent production, 

constructing new inventions, imagination, creative generalization, 

tolerance of discrepancy. The above factors relate mainly to creative 

aspects of problem solving. The battery used to examine the cognitive 

style was directed accordingly. Thus, the intention was to identify the 

dimensions of creativity that are classified together, and describe a 

particular cognitive style. Nine types of creative cognitive styles were 

found. Tasks that yielded this factor structure were grouped in a way to 
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reflect the specific types of cognitive style encountered in the literature. 

So, the battery contained tasks belonging to the imaginative cognitive 

style, divergent cognitive style, convergent cognitive style ... It would 

have been expected that five factors would be extracted in the factor 

structure, instead of nine, which was the actual case. Canonical analyzes 

indicated high interconnection between the types of cognitive style, and 

this finding confirms that creativity manifests as a multidimensional, 

multi-factorial variable. The cognitive style of the gifted in this research 

manifests as a rainbow in which different factors are contained in different 

nuances. Thus, there is no pure factor structure. In the individual's 

cognitive style, the identified factors are more or less pronounced. The 

findings were also checked using cluster analysis, which confirmed the 

justification of applying the approach in the interpretation of cognitive 

style by which it would be defined on the basis of dimensions rather than 

the types commonly found in literature (dependence-independence from 

the field, divergent cognitive style, convergent cognitive style ...). 

Argumentation which applies is the fact that respondents are grouped in 

layers within each type of cognitive style. There are four to five subgroups 

within one type, which have their own specific characteristics. They are 

called dimensions. The impression is that these dimensions would 

correspond to the factors (9 factors of cognitive style were determined). 

The respondents' cognitive style varies individually depending on the 

intensity of manifestation of specific characteristics of the cognitive style, 

or on what characterizes these dimensions (factors) of cognitive style. 

Based on cluster analysis, it is concluded that respondents differ 

individually, but also that there are tendencies of grouping in terms of 

similarities in cognitive functioning. Cognitive style as a structure seeks 

to provide differences with a framework, so that similarities manifest in 

the form of prevalence of important characteristics of perception, 

thinking... 
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Structure of didactic instructions 

The considered didactic instructions did not equally suit all respondents. 

Approximately 10% of instructions suited all students, and they 

responded creatively to them. They were most successful on instructions 

that required self-determination. While solving tasks based on these 

instructions they recognized and discovered important relationships and 

connections and made conclusions on the factor that in certain situations 

had a decisive effect. They also significantly provoked instructions that 

pointed towards recognizing the rules and their generalization. 

Respondents successfully discerned important facts and separated them, 

compared them, observed similarities and differences. Instructions also 

enabled good reactions, such as: finding examples for argumentation, 

deriving important ideas, inventing ways of checking statements, 

developing sketches for checking a position, and so on. A lower success 

was found in instructions that required the following: originality, 

comprehensibility, examining common principles and relationships 

between facts of different meanings and putting them in different 

relations, generalizing the relations, and so on. The didactic instructions 

used here have different forms, implying different cognitive sets on the 

path to solving the task, so that firstly their structure was considered. The 

factor structure distinguished 27 latent variables (factors) as fundamental 

causes of variations and co-variances among the examined instructions. 

The total explained variance, after the extraction of 27 factors, is very high 

- 0.98%. Thus, factors have high latent values. An important finding is 

related to the fact that there are only two factors with a pure structure. 

Thus, most of the factors were defined by the instructions that have been 

classified not only to this, but also to other factors (32 of the 120 of 

examined didactic instructions classified only in one factor, 6 instructions 

were not classified into any factor), making the factors unstable and 

difficult to identify. Therefore, it can be concluded that didactic 
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instructions of seemingly same type are saturated with different factors 

(deriving conclusions, setting the problem, etc.), so that they imply 

different mechanisms of cognitive functioning. Interpretation of this 

finding also contains the conclusion that the didactic aspect of 

instructions, their effectiveness in terms of directing respondents towards 

independent work, independent recognition, relating, making 

comparisons, etc., is influenced by other factors as well, in addition to the 

form of the instruction itself and what it implies (the above mentioned 

findings in genetics may be some of them). These other factors would be 

the inter-instructional that led the way towards the instructions we 

observe, the overall didactic context, the contents to which the instructions 

were related, and so on. Considering the significant correlations of the 

cognitive style and didactic instructions in cluster analysis, whose graphic 

representations and tabular data cannot be given here due to space 

constraints (see: www.sao.org.rs - Yearbook for 2018), it can be concluded 

that didactic instructions that require re-organization of experiences as an 

important mechanism of creativity have failed to provoke specific 

cognitive activities. It is significant that contents similar to these already 

existed in didactic instructions, which achieved high coefficients of 

correlation with one or more dimensions of cognitive style. This suggests 

that, in addition to cognitive style, creative learning and learning by 

discovery are important other factors, and that inter-instruction, previous 

knowledge, the way information are structured and so on, contributes to 

the efficiency of didactic instructions. Hence, we should not be confused 

by the fact that the same didactic instructions are found in different 

classes. This means that in addition to the external form of didactic 

instructions, other elements (structure of information, clarity, etc.) are also 

important for its effectiveness. This further leads to the conclusion that 

complexity, as a property of the phenomenon is equally valid for both the 

cognitive style and didactic instructions. Previous analyzes of findings 
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points to the conclusion on significant tendencies in the correspondence 

between didactic instructions and dimensions of cognitive style, which 

should certainly be considered when structuring didactic instructions. 

From the theoretical point of view, these conclusions can be interpreted in 

accordance with the findings (Anderson et al. 2008; Messick, 1996) 

regarding the importance of the elements relevant in the problem 

situation, which, according to Lubart (2003) initiate mediation processes 

depending on the dynamics of perceptive field. This can also confirm 

(Ausburn et al. 1978; Csiksentmihalyi & Wolfe, 2014) the conclusion that 

firmly embedded relevant indicators obstruct the mediation processes 

and finding solutions to problem situations. Obviously, relations between 

cognitive style and didactic instructions are not simple, but rather 

intertwined with many other important aspects of teaching. The logic 

behind the teaching process is regulated by a complex concurrence of 

factors, whose important, but not enough, factor is the form of didactic 

instruction itself. External and internal factors fail to perform in isolation, 

but in collaboration. Different instructions encourage cognitive activities 

(abstraction, comparisons, generalization ...). Depending on the 

knowledge base and the degree of mastering cognitive activities 

(intellectual knowledge and ability to transfer them on different 

situations), as well as the degree of complexity of the problem, these 

activities jointly affect the clear recognition of facts and problems and their 

observation from various aspects, in relation to different arguments and 

activities, with the agility that requires understanding of the new, with the 

necessary flexibility to change the perspectives and values, and with the 

ability to explain and document their reasoning and understanding. 

Hence, several factors are acting together with cognitive style, which is a 

finding that fits in the above discussed theoretical starting points of 

Kvaščev (1983), Sternberg and Zhang (2001), Kozhevnikov (2013) and 

Kholodnaya (2002). 
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Conclusions 

Finally, it might be concluded that scepticism as a tone of the above 

unanswered questions points to the need to respect the enthusiasm and 

commitment of theorists, researchers and practitioners working to 

improve the quality of teaching and learning, bearing in mind the 

complexity of the phenomenon and the fact that the field of research is 

vast, and that the final answers are still far from being a comprehensive 

and agreed theory of learning and teaching. In the meantime, we should 

keep in mind Curry's summary (1990) of the state of research in learning 

and teaching. It suggests that researchers and users will continue to walk 

each on their own path, each with part of the whole, but for them and the 

others interested in this field remains the open question: what are the 

prospects for the future of cognitive and learning styles? However, although 

many researchers, such as Cassidy (2004), call for rationalization, 

consolidation and integration of psychometrically more robust 

instruments and models, the question of the likelihood of such an outcome 

remains open, as the known integration attempts that have not been 

effective so far, because some of the internal characteristics of the field are 

escaping rationalization. The personal impression of the author of this 

paper is that the problem is not in the dissonant views and approaches. 

Integrations could be expected as accumulation of knowledge leading to 

revolutionary discovery, considering the phenomenon in a new way. 

Empiricism cannot cause more damage than the danger of imposing a 

theoretical framework from outside without empirical argumentation. 

Empiricism forecasts the challenges and perspectives of further 

developments in researching and applying cognitive style as a factor of 

personalization of didactic procedures in developing creativity of the 

gifted. 
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ENVIRONMENT IN ENCOURAGING CONVERGENT-INTEGRATIVE CREATIVITY 

OF PRESCHOOL CHILDREN 
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Abstract 

Educators’ attitudes to the importance of the kindergarten environment in 

encouraging potential convergent-integrative creativity of preschool-aged children in 

the area of visual arts is part of the identification of potentially creative preschool-aged 

children. The aim of this research was to explore potential creativity of preschoola-

aged children in the field of visual arts using the EPoC test. The research was based on 

selected previous research of Croatian and foreign scholars as well as the guidelines 

of the authors of the EpoC test (Todd Lubart, Maud Besancon, and Baptiste Barbot) on 

its implementation. The results of the research showed that there is no correlation 

between the potential artistic creativity of children and the educators' attitudes to the 

importance of encouraging artistic creativity of children. 

 

Keywords: convergent-integrative visual art creativity, identification, potential visual 

art creativity, EpoC test, kindergarten environment 

 

“If we wish to be successful in the future, we need creative skills, because look how fast the 

world around us is changing” (Sternberg, 1985). 

 

Introduction 

For a long time, creativity was seen as an extraordinary talent by several 

people who became famous for their discoveries or products. On the other 

hand, authors who now write about creativity usually accept the 

assumption that all people have a certain level of creativity in a specific 

domain, whereby they make the distinction between the high degree of 

creativity and everyday creativity (Sternberg, 2012). With the help of 
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creativity, people create useful ideas and solutions to challenges and 

problems by combining previously not combined elements. 

Creativity is defined as the individual's ability to create somthing original 

or different from what we usually see and to adapt it to the situational 

context (Lubart, Mouchiroud, Tordjman and Zenasni, 2003). Researchers 

are largely in agreement that creativity is the process or production of 

something original (Sternberg, 2006). Originality can be found in dance, 

action, theory, symphonies, food preparation, and the like. Creativity is 

the result of a social environment's specific group, personality 

characteristics, and cognitive abilities (Amabile, 1982). Likewise, Barron 

(1988) emphasizes that being creative actually means being able to 

produce something that is valid and new. Such work is authentic and 

original. There are several approaches to creativity, and Lubart (1994) lists 

five of them: psychodynamic, cognitive, confluent, mystical, and social-

psychological. Likewise, Sternberg (2006) discusses such divisions and 

mentions the integrative approach, personality, motivation approach, 

cognitive approach, and the social and historical approach. Studies 

interested in the development of creativity show that this development is 

not linear – growth, stagnation, and even decline periods are observed. 

Torrance's research has revealed that there are three types of decline: the 

first occurs in the first grade of the American school system, the second in 

the fourth grade, and the third in the seventh grade (Lubart, Besancon, 

Barbot, 2012). Of course, one of the key questions when it comes to 

creativity is: How can creativity be measured? Upon analyzing the 

literature, we come to the conclusion that this is no easy task. A large 

number of studies focuses on individuals, their cognitive abilities, 

personality traits, past experience, and motivation. Cognitive abilities are 

measured with cognitive tests, which measure the basic processes of 

thinking that is needed in order to come up with a creative product. The 

Torrance Test of Creative Thinking is well known and is considered as one 
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of the most prominent creativity measurements. Apart from the Torrance 

test, Guilford's Test of Divergent Thinking (Guilford, 1971) has also been 

acknowledged as significant. The Torrance tests are also called tests of 

divergent thinking because one individual seeks several solutions for each 

task.  

 

Kindergarten environment 

Creativity in young people may be stimulated through an encouraging 

physical environment and specific attitudes. In creativity-inspiring 

families, there is freedom of creation. The parents of creative children 

provide them with what seems like a surprising amount of freedom. 

Slunjski, 2014, according to Wallas and Smith, 1926, points out that the 

creativity process includes performance, but also thinking in a special or 

different way from the expected. Artistic activities, such as visual arts, 

dance, drama, puppetry and music, stimulate the child's imagination, but 

also his or her own abilities in virtually every domain and flexibility of the 

mind. Supporting divergent thinking means providing activities that 

encourage the child to investigate, think, and be curious, which can even 

lead to confusion. Zupančić (2016) believes that in order to create a 

stimulating environment for children's development, it is important to 

have the ability to interpret but also recognize and understand children's 

artwork. Slunjski (2014) states that it is important to respect several 

principles: creativity does not develop hastily; creativity does not 

recognize “correct” and “incorrect” answers; each child is creative in his 

or her own way; a child's creativity can be appreciated in many ways; and 

process is often more important than the results. 

 

Definition of the research problem 

The kindergarten environment is important in stimulating children's 

artistic creativity and the factors that provide supportive environments 
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should be interconnected. The enabling factors are: interaction with peers, 

games, toys, artistic creativity of educators, artistic talent of the educator, 

space equipped with a multitude of different materials, children's 

autonomy in using the tools and materials for visual expression, sufficient 

time to complete the artwork, number of children in educational group, 

and acceptance and support of the child's initiative. The educator is the 

chief strategist in the planning and implementation of integrating all the 

elements of the methodical field with the purpose of creating a 

kindergarten environment that will enable conditions to encourage artistic 

creativity of children. In Croatia, no research has been carried out on the 

general type of five and six-year-old children's artistic creativity 

assessment. Lubart also points out that it is difficult to say if people are 

more or less creative compared to past generations due to a lack of 

comparative points or instruments for assessing creativity. Also, creativity 

has become increasingly interesting to educators. There are many 

initiatives to encourage creativity in educational institutions, but they turn 

out to be isolated attempts (Jurišević, 2014). Therefore, in this paper, it was 

a true research challenge to approach the measurement of artistic 

creativity of preschool children as well as the attitudes of their educators 

in the importance of encouraging artistic creativity of the children they 

care for and educate. 

 

Purpose and goals 

This research paper explores the educators' attitudes on the importance of 

the kindergarten environment in stimulating children's artistic creativity. 

It also seeks to examine children's potential artistic creativity in early and 

preschool education and to assess integrated convergent thinking as one 

the two fundamental characteristics of artistic creativity. 
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Methods 

Empirical research was conducted in which it was attempted to explore 

the phenomenon of the importance of the kindergarten environment in 

encouraging convergent-integrative creativity of preschool children by 

using a combination of quantitative and qualitative methodologies. The 

qualitative part of the analysis concerned evaluations of children's 

artworks in terms of evaluating potential artistic creativity. To achieve 

satisfactory reliability of the evaluation, each artwork was evaluated by 

two independent evaluators who determined the level of potential 

creativity through consensus. Measures related to environmental 

evaluation were obtained by a qualitative methodology using a 

questionnaire that was filled out by preschool teachers. In addition to the 

conclusions related to qualitative methodology, the research questions 

were also approached using statistical analyses that involved descriptive 

statistics and the non-parametric correlation of the Spearman's Rho. 

 

Research questions and hypotheses  

The research sought to answer the question of whether there is a 

connection between children's artistic creativity and the importance of 

promoting children's artistic talent. Therefore, the hypothesis was that 

there is a connection between children's artistic creativity and importance 

of promoting children's artistic talent. 

Prior to the beginning of the research, in early 2018, a special two-day 

training was planned on the application of the EpoC test. The creation of 

an LDK Questionnaire for educators and respondent children's parents is 

planned in order to verify the hypothesis. It is also planned to request the 

consent from the educational institution, the kindergarten, for the 

participation and conducted research, followed by the principal's 

approval for conducting research. The informed consent of children's 

parents was collected individually. 
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Research methods  

The research methods used in this research were testing, recording, 

surveying, and analysis of children's artwork. The EPoC test was 

performed with each child individually for 96 minutes on two occasions. 

Space was provided for individual applications of the creativity test since 

each child was assessed individually. Surveys were conducted with 

children’s educators who had assessed the EPoC test. This questionnaire 

examined how educators individually attached importance to certain 

components affecting the kindergarten environment. The time provided 

for answering the questionnaire was estimated at 45 minutes. The artwork 

analysis was done after collecting all children's artworks. 

 

Instruments 

The measuring instruments used in this research were the EPoC test and 

the questionnaire for educators. The authors of the EpoC test – Todd 

Lubart, Maud Besancon and Baptiste Barbot– designed it in 2012 (Lubart, 

Besancon, Barbot, 2012). The assessment of preschool children's creative 

potential is the main objective of the battery of tests, which measure the 

graphical and verbal expression field, and implies convergent integrative 

thinking and divergent explorative thinking. The test contains two forms, 

A and B, and each form is composed of eight tests. The LDK Questionnaire 

for educators is a measuring instrument that examines one educator from 

each educational group where children were tested with the EPoC test. It 

contains seven units: children's visual typology according to visual art 

abilities, affection of visual arts and materials, artistic creativity, 

motivation, aesthetic sensibility, social characteristics, and factors for 

promoting artistic talent and creativity. 

For the purposes of this work, the results obtained in the seventh unit of 

the questionnaire were used – factors for promoting artistic talent and 
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creativity related to the educator’s evaluation on the elements of 

importance of promoting artistic creativity of children. 

 

Research sample  

The research was conducted on a sample of N = 26 children, of which 15 

were girls and 11 boys, ages five to seven,  and two educators. The 

research was conducted in April 2018 in the kindergarten “Loptica” in 

Viškovo, Primorje - Gorski Kotar County. 

 

Results and interpretation 

The non-parametric correlation of the Spearman's Rho was studied, which 

examined the convergent-integrative artistic creativity of preschool-aged 

children and the importance of stimulating the kindergarten environment. 

The result of children's convergent-integrative visual creativity using the 

EpoC test is not statistically significant in correlation with the importance 

of encouraging artistically talented and artistically creative children. The 

correlation of convergent creativity was also not significant (Rho = -0.31; 

p> 0.05) in relation to the importance of stimulating children's artistic 

creativity, nor the collective creativity – graphic, verbal, divergent, and 

convergent (Rho = -0 , 29; p> 0.05), because coefficients are relatively low. 

 

Table 1. Correlation of convergent-integrative and the overall visual arts creativity compared to the 

educator's assessment of the importance of encouraging children's visual arts creativity  

  Importance of encouraging 

children´s visual arts 

creativity 

Z_CQ_Conv 

Correlation Coeficient -0.306 

Sig. (2-tailed) 0.129 

N 26 

CQ 

Correlation Coeficient -0.293 

Sig. (2-tailed) 0.147 

N 26 
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The questionnaire was filled out by two educators of the children who 

participated in the EpoC test. On the Likert scale that ranged from 1 to 5, 

they mostly opted for 4 or 5 for each child, thus avoiding the expected 

distribution of the results. One of the potential causes of insignificant 

correlation is also the small number of participants. In Table 2, response 

results to the set items are shown in the educators’ questionnaire. The 

educator’s items from the LDK Questionnaire were assessed and the 

results were ranked according to the educator’s assessments, from the 

most important to the least important items of the questionnaire, and the 

numbers in front of the items were the numbers which certain items 

contained in the questionnaire. 

Table 2. Rank of items from the LDK Questionnaire of educators’ assessments of the importance of 

encouraging children's visual arts creativity  

Item 

Number 

Importance of Encouraging Children´s Visual Arts Creativity 

 M SD 

1. Peer interaction 5.00 0.00 

2. Games 5.00 0.00 

3. Toys 4.81 0.40 

8. 
Iti s important to allow the child the time to complete his 

visual arts work 
4.81 0.40 

4. 
Educator´s visual arts creativity is important for the 

identification of children´s visual arts creativity 
4.19 0.40 

7. 
Children independently use the tools and materials for visual 

arts expression 
4.19 0.40 

10. 
It a child´s artistic creativity is to be encouraged, it is 

important to accept and support all of its initiatives 
4.19 0.40 

6. The space is equipped with a variety of materials 4.00 0.00 

9. Number of children in the educational group 3.38 0.80 

5. Educator´s of children´s visual arts talent 3.00 0.00 

 

Educators ranked the importance of encouraging children's visual arts 

talent among the various elements of the kindergarten environment. 

Educators believe that games and interactions with peers are the most and 
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equally important. The same answer was given for the toys and the time 

the child needs to complete his artwork. They consider that educator’s 

visual arts creativity is just as important for the identification of children's 

visual arts creativity as is the children’s independent use of the tools and 

materials for artistic expression, as well as accepting and supporting all of 

the child's initiatives, followed by the space equipped with different 

materials. Educators believe that the number of children in the 

educational group and the educator’s visual arts talent for the recognition 

of children’s visual art talent are the least important. Apart from 

examining the educators' attitudes, the obtained results provide an insight 

into the children's visual arts creativity. This paper presents an example 

of children's artwork created during the implementation of the test. In the 

assignment, it was necessary to use eight specific items from a 

photograph; the child showed his own creativity by joining parts that are 

compactly and spontaneously connected as a whole. 

 
Figure 1. “Castle with candles” 

Each of the objects shown in the drawing has a different use and its 

meaning. Candles placed on the roof represent tile-beams, weeders which 

grab the grass on their own, while inside the castle, there is a magic box 

with two pickles that light the candles on the roof, but also a suitcase with 

a doll and a visor that the man inside the castle occasionally wears. 

Originality is expressed in the ability to find a personal response to 
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external stimuli, but also in the receptiveness to the idea and the resulting 

impression. 

 

Conclusion 

The paper examines the relation between convergent – integrative visual 

arts creativity of preschool-aged children and the importance of a 

stimulating environment. The results show that there is no correlation 

between the children’s visual arts creativity and the importance of 

promoting children's visual arts talent in relation to the kindergarten 

environment. The importance of the items from the LDK educators’ 

questionnaire were assessed and ranked. The initial hypothesis that there 

exists a connection between the convergent-integrative visual arts 

creativity of children and the importance of encouraging children's visual 

arts talent has not been confirmed given that the results are not statistically 

significant in correlation with the importance of encouraging artistically 

talented and artistically creative children. During the questionnaire, the 

educators did not want to create a negative image of themselves, and this 

is a possible reason why the ratings are so high for each child. Also, 

educators believe that all variables are important for promoting the artistic 

talent of preschool-aged children. Although every child required an hour 

and a half (30 hours of testing), it is suggested that further examinations 

increase the sample of participants. It is also assumed that it would be 

possible to obtain statistically significant results if the LDK questionnaire 

was passed onto a larger sample of educators and would, thus, have a 

greater potential for variation in results. Likewise, the suggestion for 

future research is that it would be interesting to examine the educators’ 

visual arts creativity and compare it with the results of the examined level 

of children’s creativity from their educational groups in order to 

determine to what extent is the educator’s creativity and talent in the work 

with the preschool-aged children important. 
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THE RELATION BETWEEN TYPE OF GIFTEDNESS AND PERMONANCE IN 

INDIVIDUAL SUBJECT AREAS 
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Abstract 

In the education process holistic treatment of learners is needed, especially when we 

think of their potentials. This is particularly relevant in the case of gifted learners. In 

the paper we present the outcomes of a study in which correlations between the type 

of giftedness and performance in individual subject areas were studied on the sample 

of 83 gifted pupils (n = 83) of basic schools in NE region of Slovenia. The results indicate 

that academic performance does not necessarily correlate with giftedness, which has 

inspired us to engage in research even more widely. 

 

Key words: the concept of gifted students, type of giftedness, performance, 

correlations, basic school  

 

Introduction 

Working with gifted students requires integrated treatment by the 

teacher. In their work with gifted pupils teachers frequently notice certain 

personal characteristics and special needs. We can also agree with Žagar 

(1999), who thinks that the group of gifted students is not homogeneous 

and that there are significant differences within the group. Such a property 

requires—as Robinkon & Clicjenbeard (2008) state—caution in the 

generalization and identification of the characteristics of gifted pupils. 

Besides, awareness is also necessary that the characteristics are exactly 

what allows us to detect giftedness in children already (Jurman, 2004). As 

already mentioned, therefore, the group of gifted pupils is not a 

homogeneous group, for a general understanding of this field it is 

therefore necessary to devote attention to individual groups, in this 
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following the division by groups formed by Betts and Neihart (1988), 

namely: 

- Successful gifted students are adaptable, performance oriented, 

perfectionists, they often idealise everything. 

- Dually-exceptional students have specific learning problems, such as 

dyslexia, physical deficits or emotional problems, they often have a 

low self-esteem, feel frustrated, powerless, and angry. 

- Challengers are creative, but rebellious, they feel helpless and 

constantly strive to fight, namely in the sense of "who will win". 

- Helpless gifted students, on the other hand, are shy, insecure and have 

poor self-image. 

- Unsuccessful gifted students are resentful, vengeful, explosive and 

exhausted. They are considered not to have satisfied their needs 

over a long period of time. 

- As the last group, there are autonomous gifted students, who have 

good self-image, accept their positive and negative sides, are 

internally motivated and balanced enthusiasts. Despite all these 

characteristics, they need support, understanding of their needs and 

support of development (ibid., 1988). 

In doing so, it must be emphasized that it is not possible to assert 

unequivocally that giftedness is manifested through certain personality 

traits. However, it should be emphasized that gifted pupils often show 

above-average abilities, commitment and creativity (George, 1997). It is 

the individual’s personality that determines what the individual will do 

with his life and not his ability by itself (Freeman, 2010). The talent can 

only be reflected in one area, for example, artistic or musical, but it can 

also show in several areas simultaneously. They can also be exceptional in 

one area, and need additional assistance in another, which is precisely 

why we should not only pay attention to academic achievements and 

abilities (George, 1997). 



 

 

91 

 

Students gifted in general areas:  

- demonstrate interest for the acquisition of new knowledge; 

- possess a lot of knowledge in different areas; 

- quickly learn facts and learn basic principles with ease; 

- think critically and are self-critical; 

- use metacognitive competences skilfully, spontaneously, and quickly; 

- possess the ability to tell what is relevant and essential; 

- have strong interests in specific areas; 

- in classes and in their research they raise a lot of interesting and 

meaningful questions; 

- have rich vocabulary; 

- read quickly; 

- have good memory and memorise new knowledge well (Čudina 

Obradović, 1991); 

- are empathic and able to identify themselves with the situation of 

others; 

- are capable of intense and long-lasting concentration; 

- successfully discover causal relationships, links between objects and 

phenomena; 

- have original and creative approach in solving problems; 

- desire new knowledge, link the concrete with the abstract more easily, 

ask questions all the time; 

- possess highly developed logical thinking (Ferbežer, 1998). 

There are, however, also negative aspects of all these characteristics, 

which can be: 

- deficits in other areas, those that are not in their interest; 

- constant striving towards perfection; 

- social isolation; 
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- in some also laziness can be noticed, which results mainly from 

resistance to routine work, repetition, mechanical and simple 

operations (Čudina Obradović, 1991).  

The concept of detecting and working with gifted students in the nine-

year basic school (1999) divides personal characteristics of gifted students 

into four areas: 

1. Mental-cognitive area 

In gifted students highly developed divergent thinking can be noticed 

(fluency, flexibility, originality, and elaboration), logical thinking 

(analysis, abstraction, generalisation, the ability of reasoning), unusual 

imagination, exact observation, good memory, and sense of humour.  

2. Learning performance area 

Gifted students posses a wide range of knowledge, their learning 

performance is high, they have rich vocabulary, they read fast, they are 

skilful in one of the artistic activities (music, dance, drawing, 

dramatization, etc.), and they have well developed motor skills and 

endurance.  

3. Motivation 

Gifted students have high aspirations and need for attaining excellence, 

they are extremely inquisitive, have diverse and strongly expressed 

interests, they are very persistent in solving tasks, they have high 

performance motivation and enjoy in their achievements.   

4. Social-emotional area 

In gifted students strongly developed sense of justice and non-

conformism can be noticed. They are also independent and autonomous, 

able to lead and influence others, they have outstanding sense of 

organisation and are very empathic (Koncept, 1999).  

To summarise: gifted students can indeed be identified by certain 

characteristics, but since they do not constitute a homogenous group, we 

must be extremely cautious, because some do not have these 
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characteristics. The gifted thus have extraordinary abilities in a certain 

area and certain characteristics that cannot be noticed in other children, 

who are not gifted.  

Slovenian concept of detecting gifted students 

In Slovenia the concept of detecting and working with gifted students in 

the nine-year basic school is the basic document prescribing the procedure 

of detecting gifted students. The procedure is professionally demanding 

and requires cooperation of all the teachers who come into contact with 

the student, of school counselling service, parents, and – if necessary – of 

external experts (Žagar, 1993). As previously mentioned, it was adopted 

by the Council of Experts of the Republic of Slovenia for General 

Education in 1999. The notion of detecting gifted students has been 

expanded in the concept including both identification, registration, and 

the opinion of parents (Bezić, 2001). The detection of giftedness is carried 

out in the first and in the second educational cycles; it is possible also later 

in the third educational cycle, thus providing opportunity for all gifted 

pupils to be detected. In the first educational cycle, on the basis of the 

given criteria, without testing or use of special assessment tools, teachers 

register the students who they deem to be gifted (Žagar, 1993). After that 

parents are informed, their opinion and their consent for identification are 

obtained, which as a rule is carried out at the beginning of the second 

educational cycle (Bezić, 2003).  Gifted students finally get identified on 

the basis of teacher’s assessment composed with the support of a special 

assessment aid, of a test of abilities, and of a test of creativity. Following 

the identification the school counselling service and the form teacher 

inform the parents and obtain their opinion (Žagar, 1993). It is extremely 

important that gifted students get identified as early as possible and that 

they are provided ongoing support and their talents start getting 

developed. Those who identify gifted students must possess the necessary 

expertise and be trained for the job as part of lifelong learning in this area 
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(Kuščević & Brajčić, 2018).  In the detection of gifted students itself 

difficulties can also arise; due to the nature of the identification some 

gifted persons do not get identified in childhood, there ought therefore to 

be ways of identifying giftedness also in adulthood (Subotnik, Olszewski-

Kubilius, & Worrell, 2011). 

Registration 

The teacher fist selects a wider group of students who he or she believes 

might be gifted. Teachers register students on the basis of information that 

is already known and do not use any psychological tests or assessment 

scales. The purpose of registration is to rationalise the identification 

procedure and to avoid the expensive and time-consuming testing of the 

whole population. The criteria used in the registration cover a broad range 

of activities in which gifted students excel. To be registered in the group 

of potentially gifted students it is enough the student just meets one of the 

six criteria. In this way care is taken gifted students do not get overlooked 

(Žagar, 2006).  

The criteria for registration are the following: 

- Academic performance 

is one of the criteria taken into account in registration. The student must 

have excellent marks every year or in descriptive assessment achieve the 

highest  standards of knowledge. 

- Achievements 

Based on achievements up to date in certain area (artistic, musical, 

technical, physical education), in clubs and other extracurricular activities 

the teacher especially registers the students who are talented. 

- Teacher’s opinion  

Based on their opinion teachers suggest which students they believe are 

gifted. They must pay attention to those students who do otherwise not 

demonstrate special achievements in specific areas and to students with 

socially deprived background or coming from a different cultural 
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environment, who have specific learning or specific behavioural 

difficulties. 

- Contests 

In the registration teachers take account of the achievements in contests at 

regional or at national level, lower levels are not taken into account. 

- Hobbies 

They are attentive to those voluntary activities in which pupils achieve 

outstanding results, such as photography, modelling, insect research, and 

much more. 

- Opinion of the school counselling service 

The school counselling service is especially attentive to those students that 

have not yet been registered by teachers and who might be gifted (Žagar, 

2006).  

In the registration procedure teachers do not seek the opinion of parents, 

firstly because due to their emotional attachment to their children parents 

are not unbiased and secondly, because of too large a number of those 

who at a later stage might be disappointed if their child is not identified 

as gifted. The opinion of parents can otherwise be taken into account as 

supplementary information (ibid., 2006). Teachers do, however, inform 

the parents the child has been registered and obtain their consent for 

further procedure.  

Identification 

The objectives, forms, and methods of identification of gifted students 

must be closely connected with the objectives and the programme that is 

performed in the following, because, as Renzulli had said, there is no point 

identifying gifted students if later no adequate programme follows that 

will develop the giftedness (Bezić, 2001). School counselling service is 

responsible for the identification of gifted students. It carries out the 

identification from September to December in the fourth grade of the nine-
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year basic school or in any of the higher grades. Identification of giftedness 

of registered students is an in-depth process, which includes three criteria:  

- Teacher’s assessment 

In September all the teachers who have participated in the registration fill 

in the assessment scales and based on these they deliver their assessments. 

In December also the teachers who are new teaching the registered 

student in the fourth or in any other grade fill in the scales (Bezić, 2006). 

In Slovenia  Ocenjevalne lestvice nadarjenosti učenca – amended form 

2007 or shortened OLNAD07 – are used. They include ten scales for ten 

areas of student’s giftedness, namely:  

- General intellectual area 

It refers to student’s intellectual abilities that are reflected in the student’s 

behaviour in the classroom, in good memory, precision of observation, 

quick understanding of cause-effect relationship, good reasoning, 

understanding of the essential.  

- Learning (academic) area 

The student has broad knowledge, is interested in various areas that are 

not directly linked to school curriculum, also has reach vocabulary, 

acquires knowledge on her or his own initiative and is intrinsically 

motivated. All this is manifested in school marks and attainments in 

various contests such as Vesela šola, Kenguru, etc. 

- Creative area 

A creative student constantly looks for diverse, new, and original ways in 

solving problems in all areas of school work, is extraordinarily sensitive 

for problems, and asks a lot of questions. Creativity also shows in some 

personal characteristics such as adaptability, determination, sense of 

humour, non-conventionality, inquisitiveness, independence, non-

conformism, and much more. It is further also manifested in the student's 

otherness. 

- Leadership area 
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The student gifted in this area has good sense for the organisation of any 

kind of events, easily establishes contacts, is popular, convinces school-

mates, and establishes contacts with adults. 

- Physical-motor area 

The field relates to pupil’s psychomotor abilities. The student has good 

physical development, is in good physical condition, has good physical 

endurance, quickly learns various physical movements, and shows 

perseverance. The student also likes to engage in various physical 

activities and achieves very good results. 

- Technical area 

A student gifted in this area is skilled in activities related to constructions 

of various objects, the use of tools and aids. She or he knows how to draw 

a plan and make a product according to it, is skilled, persistent, and 

precise in disassembling, assembling, or repairing mechanical or any 

other appliances. 

- Musical area 

A musically gifted student is interested in and engages in music. He or 

she usually attends music school, likes listening to or playing music, plays 

instrument, participates in a choir and the like. The student invents 

original melodies, can easily remember and perform melodic and 

rhythmic patterns, and very emotional response to music can also be 

noticed. 

- Artistic area 

A student gifted in the area of fine arts has good visual memory, persists 

in observing images, has distinctive aesthetic feeling, enjoys in testing new 

artistic materials and artistic techniques. The student designs artistic 

compositions and persists in artistic activities longer than other students.  

- Literary area 

A literally gifted student reads a lot, has a sense of the meaning of words, 

rhythm and harmony of them. The giftedness is reflected in his or her 
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literary products, he or she enjoys in word plays and literary plays, and 

highly appreciates literary works.  

- Dramatic area 

The area manifests in relaxed performance, the desire to experience 

different roles through improvising, imitation, the use of mime and body 

language. The student also has a strong desire to appear in front of others 

and is also good at observing the behaviour and feelings of others. 

Through her or his performance she or he can create emotional tension 

and response in others. 

- Test of abilities 

The test of ability is administered by the school psychologist applying in 

this either the Wechsler Intelligence Scale for Children (WISC) or Raven’s 

Progressive Matrices, the WISC test is, however, much more 

recommended. Both tests have Slovenian norms and are adapted for our 

children (Boben, 2006). WISC has been authored by David Wechsler. The 

scale includes a broad sample of cognitive abilities and in addition to these 

also motivation, emotions, personality traits, etc. must be taken account 

of. The test is composed of 13 sub-tests, namely 6 verbal and 7 non-verbal 

ones; it is solved individually and takes one and a half hour to two hours 

(Boben, 2006). The author of Raven’s Progressive Matrices is John C. 

Raven. The main goal of producing the progressive matrices was with 

their assistance to be able to clearly and simply measure two components, 

namely the educative ability—with which essence can be discerned out of 

chaos, different views developed, and also perceived what is not 

immediately obvious, constructs formed that assist us in solving complex 

problems with a large number of interdependent variables—and the 

reproductive ability, with the assistance of which the individual masters, 

remembers, and renews the material that constitutes the treasury of 

knowledge of a culture. They are administered individually or 
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collectively, instructions are simple and can also be delivered to the deaf, 

the testing itself takes 15 to 45 minutes (Boben, 2006).  

- Test of creativity 

Likewise, the test of creativity gets carried out by the school psychologist. 

It is administered with the assistance of the Torrance Test of Creative 

Thinking. In Slovenia there is already an adapted and standardised test 

for the verbal area, while the part for the non-verbal area is in preparation. 

The test is administered individually or collectively, the child can write or 

draw the answers in a notebook. For the verbal form the child has 60 

minutes at disposal and for the non-verbal form 45 minutes (Boben, 2006).  

Identified as gifted are the students who have attained above average 

results in one of the three criteria, thus: 

1. 90 or more points in any area of giftedness; 

2. IQ 120 or above at the WISC test; 

3. the 90th centile or above at the Raven’s Progressive Matrices; and 

4. the 90th centile or above at the TTCT (Žagar, 2006). 

 

Definition of research problem  

It is known in literature (George, 1997) that giftedness can only be 

manifested in one area. It can, however, also be manifested in several areas 

simultaneously. Students can likewise be exceptional in one area and need 

additional support in another. This exactly is why attention must not be 

focused just on the academic achievement and abilities. In the research we 

were therefore interested in the analysis of correlations between academic 

achievement and the type of giftedness in students.   

 

Purpose and goals  

The purpose of the research was to analyse the link between the academic 

abilities of the students, where we took into account the average of the 

marks achieved in school subjects and the type of giftedness. 
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Methods 

Hypotheses and research questions 

In designing the research problem we started from two basic research 

questions: 

RQ 1: What is the share of the identified gifted students according 

to each area of giftedness?  

RQ 2: What are the correlations between the types of giftedness and 

overall academic performance (marks in all subject areas)?  

 

General approach, planning of the research, research methods and instruments 

In the analysis of results the quantitative method of scientific educational 

research was applied. Pearson coefficient of correlation was used to 

determine the differences. The data were obtained at the end of the first 

semester of the 2018-19 school year, thus at the end of January via school 

counselling services of basic school in the NE region of Slovenia. The set 

of data included information on the identification of the type of giftedness 

and the marks in individual subject areas in the first semester of the school 

year 2018-19.  

 

Research sample 

The research sample consisted of 83 pupils of basic schools in the NE 

region of Slovenia. Of these 13.1 % were in the 5th grade; 11.9 % in the 6th 

grade; 17.9 % in the 7th grade; 27.4 % in the 8th grade; and 29.8 % in the 9th 

grade.   

 

Results and interpretation 

First we wished to know what the representation of gifted students was 

according to the type of giftedness.  The results are presented in the table 

bellow (Table 1):  
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Table 1. Frequency distribution of students (f, f %) according to the type of giftedness  

Type of giftedness f f % 

Learning area 36 42.9 

Leadership area 36 42.9 

Technical area 29 36.7 

Physical-motor area 20 25.3 

Dramatic area 31 39.2 

Musical area 26 32.9 

Artistic area 36 45.6 

Literary area 43 54.4 

General intellectual area 31 38.8 

Creative area 35 42.2 

We find that the majority of pupils were gifted in the literary area (54.4%). 

The results are quite similar for students who are gifted in the area of art 

(45.6%), the area of leadership and the area of learning (42.9%) as well as 

the creative area (42.2%). With the obtained results, we answered the first 

research question (RQ 1), where we were interested in the representation 

of students according to the area of talent. In doing so, we must point out 

that the study was carried out on a sample of only 84 students. Let us have 

a look at what the links are like according to the type of giftedness and 

academic achievement, where the average mark in all the subjects 

assessed in the first semester was included into data processing.  We can 

see from Table 2 that on the sample of students in the 5th grade there are 

only two positive, although weak correlations, namely in the physical-

motor (0.241) and dramatic (0.039) area. This means that the students who 

are gifted in the physical-motor and in the dramatic area are also 

successful in the academic area. In other areas this relation is exactly the 

opposite, it is thus not necessary that the children who are successful in 

other areas are also successful academically. With the students in the 6th 

grade four positive, however still weak correlations were found, namely 

in the technical (0.500), dramatic (0.200), artistic (0.200) areas and on the 

test of general creativity (0.218). Also here we can say that the students 
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who are gifted in the said areas are also successful in the academic area. It 

is, however, not necessarily so also in other areas. It was with the students 

in the 7th grade that the largest number of positive correlations were 

found, namely in as many as in five areas: leadership (0.2017), technical 

(0.080), physical-motor (0.207), dramatic (0.026) and the test of ability 

(0.207). In all the areas these correlations are, as a matter of fact, 

insignificant, weak. With the students in the 8th grade two positive yet 

weak correlations were found – in the technical (0.050) and in the physical-

motor area (0.253).  

Table 2. Pearson correlation coefficient between the type of giftedness and the average overall mark 

according to individual grade  
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5th GRADE (N = 11) 

 
Pear. Corr. 1 -0.083 -0.261 -0.194 0.241 0.039 -0.375 -0.463 -0.559 -0.039 -0.289 

Sig.  0.808 0.438 0.568 0.476 0.910 0.256 0.152 0.074 0.911 0.389 

6th GRADE (N = 10) 

 
Pear. Corr. 1 -0.408 -0.600 0.500 -0.218 0.200 -0.408 0.200 0 -0.218 0.218 

Sig.  0.242 0.067 0.141 0.545 0.580 0.242 0.580 0 0.545 0.545 

7th GRADE (N = 15) 

 
Pear. Corr. 1 -0.237 0.207 0.080 0.207 0.026 -0.277 -0.320 -0.367 0.207 -0.277 

Sig.  0.396 0.459 0.777 0.459 0.926 0.317 0.245 0.179 0.459 0.317 

8th GRADE (N = 20) 

 
Pear. Corr. 1 -0.190 -0.428 0.050 0.253 -0.264 -0.099 0.000 -0.428 -0.361 -0.188 

Sig.   0.423 0.060 0.833 0.281 0.261 0.679 1.000 0.060 0.108 0.403 

9th GRADE (N = 23) 

 
Pear. Corr. 1 -0.159 -0.477 0.159 -0.158 -0.359 -0.128 -0.222 -0.548 -0.488 -0.259 

 

Sig.   0.469 0.032 0.469 0.472 0.092 0.560 0.308 0.007 0.018 0.212 
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Table 3. Pearson correlation coefficient between the type of giftedness and overall average mark according to the 

whole research sample.  
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P
E

R
 Pear. Corr. 1 -0.159 -0.269 0.116 0.016 -2.222 -0.176 -0.085 -0.356 -0.228 -0.138 

Sig.  0.162 0.016 0.309 0.889 0.049 0.121 0.455 0.001 0.042 0.216 

 

Looking at the results according to the whole sample (Table 3) we can see 

that there are two extremely weak correlations, namely in the technical 

(0.116) and in the physical-motor (0.016) area. In other areas there are 

negative and likewise extremely weak correlations. With the obtained 

results we can answer the second research question, where we were 

interested in the correlation between academic performance and the type 

of giftedness.  

 

Conclusion 

Work with gifted students in basic school is an extremely demanding area, 

which is in a way also reflected in the results obtained in our study. It may 

be a laical belief that if a student is identified in a certain area, she or he 

will be successful in individual school subjects. As mentioned previously, 

also the outcomes of our research prove that this is not the case. With the 

obtained results we can certainly not generalise the assertions, they can 

nevertheless serve as an incentive to pursue this kind of research in the 

future, also on an even larger sample. The education system in Slovenia, 

primarily the work with gifted students, has perhaps reached a point, 

when also systemic change or adaptation is necessary. Society has been 

changing and this also reflects in students, also the gifted ones.  
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PUPILS’ MOTIVATION AND (NON-)ATTENDANCE IN ACTIVITIES OF THE 

“TALENT DEVELOPMENT CENTRE” 

 

MARKO IVANIŠIN 

SLOVENIA 

 

Abstract 

In this paper we briefly characterize activities carried out by the Talent Development 

Centre (Maribor, Slovenia) in 2018 and present results of a survey done to check 

pupils’ motivation on applying for these activities, and for taking part in them. Results 

show that that the foremost motivator is pupils’ interest for activity’s topic or even 

broader field and that assumed motivators like skipping school classes, winning 

credits equal to school marks, and paying no fee for custom made activities play minor 

roles in pupils’ motivational system.    

 

Key words: activities for talented, motivation, attendance 

 

Introduction 

Since 1960’s Slovenia has invested into talented youth in form of 

scholarships. They started as “Millions for talented” students from 

farmers’ and workers’ families, changed later to (Tito’s) scholarships for 

“socially active and talented youth workers and children of workers” and 

(Kraiger’s) scholarships for “students in research” (Nagy 2016, p. 2). In 

1986 “Zois’ scholarships for talented” were introduced for secondary 

school pupils and higher education students and remained under this 

name until today. (ibid., p. 3) Moreover until 2017 these scholarships 

remained the only national investment into talented Slovenian youth. In 

August 2017 Ministry for Education, Science, and Sport (MESS) issued a 

tender for 3-year projects “centres for talented” at two secondary schools 

aimed at including talented pupils into activities organised for them. Each 

centre/school was in charge of all secondary school pupils in its region, i.e. 
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Eastern and Western Slovenia, and financed with close to 1 million Euro 

(80% of which was taken from the European Social Fund). In Eastern 

Slovenia MESS chose our project Talent Development Centre (Razvojno 

središče talentov, RaST) at II. gimnazija Maribor, a school with 850 pupils 

out of which 730 were in primary school identified as talented. The 

information on our successful application came in late November 2017 

whereas our budget expenses were calculated according to the tender 

from September 2017. Therefore, project activities started right away.  

Within weeks we set agreements with 13 providers of activities that we 

thought of being appropriate for educating talented pupils in various 

fields. 

 

Definition of research problem 

On January 8th 2018 we sent to 96 secondary schools (to e-mail addresses 

of secretariats and principals) in Eastern Slovenia an invitation for pupils 

to apply for participation in “activities for talented”. Invitation included 

brief activity descriptions and information on schedule.  

In Table 1 basic characteristics of activities are presented. Activities were 

carried out from February to August 2018, most outside school classes 

schedule. Students had 11 days to apply, until January 19th. We received 

329 applications from 268 pupils from 21 schools (one pupil was allowed 

to apply for more activities). The number exceeded planned participation 

spaces but by making second activity editions or expanding participation 

spaces we informed almost all pupils that their application was successful 

(we made restrictions in 4 activities - in italics in Table 2 below - by which 

45 applications were turned down and we did not manage to execute 1 

activity by which another 30 applications had to be turned down - affected 

pupils were accordingly informed). 
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Table 1. Basic characteristics of activities 
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Survival in Nature Camp 3 days 72 3 key competences 

Web Sites Workshop 2 weekends 40 3 technics 

Anthropology Project 5 meetings 15 1 humanities 

Scientific Research Camp 5 days 40 12 key competences 

Competition in Chemistry Training 6 meetings 42 5 natural sciences 

Research in Chemistry Project  individual 80 12 natural sciences 

Creative Thinking Workshop 8 meetings 32 1 key competences 

Musical Workshop 2 weekends 32 1 arts 

Theatre Workshop 2 weekends 32 1 arts 

Digital Fabrication Workshop 1 weekend 30 6 technics 

Sustainable Development Workshop & Camp 1 meeting, 1 week  72 3 natural sciences 

Mathematics Camp 8 days 64 10 mathematics 

 

Soon we became first letters of apology from schools and pupils that they 

aren’t able to participate in activities they applied for. Even worse scenario 

was that without informing us in advance pupils simply did not show up 

on first activity meetings or quitted attending after the first meeting. At 

the end of activities (in September 2018) we had 188 participations from 

144 pupils from 20 schools that we counted as completed successfully 

(success was confirmed by mentor/activity provider who was by us 

suggested to consider also pupil’s attendance), see Table 2. 

Watching the participation numbers decline from application numbers we 

were interested into causes for pupils not taking part in activities that we 

thought had high added value (i.e. activities of our centre are labeled “for 

talented”) and participation was free of charge (moreover we payed for 

travelling and accommodation for pupils who had to travel from far).   
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Table 2. Number of applications by activity and pupils starting and finishing successfully it. 

Activity Name (Short) Applications 

Pupils 

started 

Pupils 

finished 

Survival in Nature 31 12 11 

Web Sites 10 7 5 

Anthropology 9 5 5 

Scientific Research 74 60 60 

Competition in Chemistry 38 26 26 

Research in Chemistry 17 13 13 

Creative Thinking 26 16 10 

Musical 21 10 9 

Theatre 33 19 14 

Digital Fabrication 21 17 15 

Sustainable Development 19 14 5 

Mathematics 30 15 15 

SUM 329 214 188 

 

Purpose and goals  

With a survey we intended to get answers that would in the future help 

us organise activities in the way that will guarantee pupil participation. In 

this survey we were not interested into which activities to offer but into 

when, in what form, and how to carry them out so the pupils/respondents 

would attend them with higher probability that happened from February 

through August 2018.  

 

Methods 

Hypotheses and research questions 

Before taking the survey, we had following assumptions for pupils not 

taking part in our activities: 
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Applying for activities in January was too soon for activities that were 

carried out in April or later – pupils can’t plan that far in advance; 

Activities carried out in May and June collide too much with pupils’ work 

in regular curriculum – this period is very sensitive for final grades and 

most important assessments are due in it;  

Attendance would be higher if our activities would replace regular 

curriculum - firstly, by having the same schedule (activities at the same 

time as school classes, i.e. weekdays 8am - 2pm), and secondly by the same 

value of credit (evaluation in our activities would replace school notes);  

Because there is no participation fee pupils don’t recognise the value of 

activities; 

Pupils are irresponsible - firstly, they apply without seriously considering 

whether they will be able to materialize their application, and secondly, 

they cancel their participation without thinking about consequences their 

deeds might have for others (for the organiser, other participants, their 

or/and school image etc.) 

For the first two assumptions we received enough feedback from regular 

communication with schools, teachers, and pupils that we can confirm 

them and we have already changed timelines of application process in our 

next invitation for students (January 2019). The later three assumptions 

were included into a survey we primarily made for pupils' evaluation of 

our activities. Therefore, we added 2 research questions to the initial 

survey plan, namely: 

What motivates pupils to apply for and take part in our activities (labelled 

“for talented”)? 

What were the reasons for pupils’ non-attendance of activities they 

successfully applied for? 

For the second research question we already had, as seen above, some 

assumptions respectively hypothesis to be checked: 
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If activities’ schedule was not bound to pupils’ free time (i.e., outside the 

school classes’ schedule) participation would be higher. 

If activity credits did account formally to school classes participation 

would be higher.  

If pupils had to pay participation fees participation would be higher. 

There is a significant difference in response of pupils who can be labelled 

responsible (attended activities or reported absence from them) and those 

who can be labelled irresponsible (did not attend activities and did not 

report on that).  

 

General approach and planning of the research 

As said we implemented the survey as part of the survey in which pupils 

evaluated the quality of our activities. This survey was done in mid-June 

2018 and at that time the activity in mathematics wasn’t carried out yet. 

We did the survey at that point because of the summer holidays from 

school (from June 25th to September 1st) in which schools had no control 

over their pupils. We approached pupils through school counselling 

offices as we did not have pupils’ email addresses (we did not gather 

pupils’ email addresses in the application form as we had no time to adopt 

it to then new, strict requirements of GDPR of the European Union). We 

received all responds within few days (until June 20th). By adding the 

“motivation/participation survey” to the already planned “evaluation 

survey” we reduced organisational and administrative work that would 

be needed to conduct two separate surveys. The backdrop was however 

that the questions asked and data gathered was more limited because the 

questionnaire had to be short enough to generate truthful (and not 

random) response throughout all questionnaire.   
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Research methods and instruments  

We used an online-questionnaire implemented with Google Forms. It had 

8 questions for those who applied but did not attend activities (and 10 for 

activity participants), the last two were optional - asking to (7) fill in email 

address (in case respondents wanted to directly receive survey results as 

soon as they were published) and (8) comments of the questionnaire. First 

question divided respondents by the activity they applied for (one pupil 

could fill in the questionnaire more than once according to the number of 

activities he/she had applied for). The second question had a qualitative 

(2a, enter free text) and quantitative part (2b, choose from pre-given 

answers) and targeted our first research question, namely what had 

motivated pupils to APPLY (highlighted in original text) for our activities. 

We did this two-step design to (a) gather reasons of respondents (not of 

what we/researchers thought might have been the motives), and (b) to 

make answers better measurable. Third question asked about pupils’ 

attendance. Those who chose “I haven't attended” were redirected to 

questions described below and those who indicated they attended always, 

mostly, or rarely were asked four questions on activity evaluation. 

Question nr. 4 was a simple one checking apology for non-attendance.  

Question nr. 5 (for non-attendees) asked pupils why they did not attend, 

first (5a) in free text (qualitative) and then (5b) by marking each answer 

(quantitative). Additionally, to the two-step design explained for question 

nr. 2 above, we asked the second (quantitative) part as an indirect question 

to guarantee higher truthfulness. Question nr. 6 (respectively 8 for activity 

participants) was again answered by all respondents, again it was indirect, 

and again the 12 pre-given answers had to be given a mark. We 

distributed the questionnaire by sending e-mails with its hyperlink to 

counselling officers at schools of pupils who applied (!) to our activities. 

In e-mails we attached the mail for pupils that school counsellors could 

copy into e-mails to their pupils. 
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Response was gathered and analysed in Google Chart. All pre-given 

answers were randomized (each respondent saw them in different order). 

 

Research sample 

We made a full poll and distributed the questionnaire to 21 schools to 

reach all of the 268 pupils who made 329 applications. We received 109 

filled in questionnaires which is a response rate of 35,3% (of all 

applications). We gathered no data on demographics. The general filter 

we used to analyse results was the activity the respondents applied for 

(which was - naturally - crucial for the evaluation part of the 

questionnaire). 

In Table 3 numbers of filled-in questionnaires per activity are shown and 

these divided by whether they indicated that the activity was attended (at 

least in the minority part, n=91) or not attended at all (n=18).  

Table 3. Number of filled-in questionnaires, grouped by response on attendance in the 

activity. 

Activity (Short) Filled-in Attended Not Attended 

Survival in Nature 13 8 5 

Web Sites 1 1 0 

Anthropology 3 3 0 

Scientific Research 37 34 3 

Competition in Chemistry 13 12 1 

Research in Chemistry 0 0 0 

Creative Thinking 14 13 1 

Musical 7 4 3 

Theatre 11 7 4 

Digital Fabrication 4 4 0 

Sustainable Development 6 5 1 

Mathematics 0 0 0 

SUM 109 91 18 



 

 

115 

 

Results and interpretation 

Research question nr. 1: What motivates?  

Our first research question (What motivates pupils to apply for and take 

part in our activities?) was addressed by 2 questions each measuring one 

part of it: The question nr. 2 measured pupils’ motivation to apply for our 

activities and question nr. 6 measured reasons to participate in activities. 

Both questions were answered by all respondents (n=109).  

In the second part of question nr. 2 pupils had to check the main 

reason/motivator for their APPLICATION and they did as follows: 79% 

(86 responds) checked I am interested into the field or content of activity, 

9 applied because Activity was for talented pupils and promised 

something more, 5 were Told to apply by teachers, and 1 Applied because 

his/her schoolmates did so. 8 respondents checked the option “None of 

the above is the main reason, I have already written, why I applied” which 

referred to the first, qualitative part of this question (that we will not go 

into detail here).  

Table 4 shows results of the indirect question nr. 6: “If Talent Development 

Centre would again offer activities - how would following influence your 

and your schoolmates’ PARTICIPATION in them?” in which respondents 

marked each answer with a mark from 1 (don’t agree at all) to 5 (fully 

agree).  The first column (All) with numbers indicates average marks from 

all respondents whereas the next 4 columns give deviations if response is 

grouped by respondents’ attendance (drawn from question nr. 3 

presented in next chapter). Deviations need to be added to the average 

mark to get the group’s average mark (e.g. 4.28 + 0.17).  

The most important motivator is pupils’ interest (4.28). However not in all 

groups: in the group of pupils who rarely attended activity the most 

important motivator is creative work (3.67) and for those who never 

attended it is interesting presentation (4.11). 
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Table 4. Average marks of motivators for participating in an activity for talented, with 

divergence grouped by attendance in past activities  

If we can characterize the first above answer as an internal motivator the 

last two can be characterized as external. These two - activity’s quality 

(4,18) and its presentation (4,08) - were second or third most important 

motivator for all groups.  It is interesting to observe significant negative 

deviations in the group of “rare attenders”. This observation can have 

roots in two respondents (or 22%) of this group who gave very low marks 

to all answers. However, we could also explain in the director of the value 

system of a group that attended an activity in minority part of its schedule, 

usually only at its first meeting. Rare attenders “tried out” whether the 
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We are interested into activity’s field. 4.28 0.17 0.1 -0.72 -0.34 

We are talented in activity’s field. 3.34 -0.02 0.29 -0.12 -0.12 

Activity is organized by RaST- a project for talented pupils. 2.97 0.03 0.41 -0.53 -0.19 

Activity mentor is a known expert. 3.62 0 0.51 -0.84 -0.01 

Activity is known for being interesting and of high quality. 4.18 0.14 0.07 -0.74 -0.18 

Activity is carried out during school time and we do not need 

to attend school. 
2.31 -0.16 0.38 0.13 0.19 

We get equal credits for the activity as we do for the school. 2.85 -0.18 0.03 0.04 0.65 

Activity offers creative work. 3.99 0.09 0.07 -0.32 -0.21 

Activity offers team-work. 3.41 0.21 -0.22 -0.41 -0.35 

Activity demands serious work. 3.5 0.18 0.13 -1.06 -0.28 

Activity that demands payment is of higher quality than a 

free activity. 
2.06 0.08 -0.12 0.16 -0.28 

Interesting activity presentation is important. 4.08 0.09 -0.02 -0.64 0.03 
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activity is something for them and as they were disappointed they 

stopped attending it. They lacked internal motivation and the external 

was not strong enough. One can say they lack (internal) vision, belief that 

is worth the effort they have to perform. The only motivator that this 

group marked higher than any other group was Activity that demands 

payment is of higher quality than a free activity. As money can be seen as 

the simplest, least complex of (external) motivators this result corresponds 

to the “economic logic without deeper values” with that we can also 

describe this group. Moreover, for this group, as said, the most important 

motivator was creative work. Although it is an external motivator it 

touches inner needs for expression, self-confirmation, leaving marks in the 

world. Creativity seems to be the solution for this group’s lack of 

orientation and self-belief.    

Research question nr. 2: Reasons for non-attendance 

Question nr. 3 grouped responses by attendance: from 109 filled in 

questionnaires 61% (66 respondents) indicated regular attendance in 

activity, 15% (16) attendance at majority of meetings, 9 at minority, and 18 

responded they did not attend. In next question 9 out of 18 respondents 

checked they “apologised for non-attendance well in advance”, 5 (28%) 

“apologised so-so, somewhat in time”, and 4 (22%) “did not apologize for 

non-attendance”. Despite the small sample (n=18) we can say that among 

the non-participants there were 9 responsible and 4 irresponsible pupils 

leaving 5 somewhere in between with “(too) late apology”. In question nr. 

5 we asked the 18 why they didn’t attend - first (5a) they entered free text 

and then (5b) they answered the indirect question “Here are reasons given 

by pupils who applied for activities but did not participate. What do you 

think - to what extent is each of these the real reason for non-attendance?” 

by marking each of the 8 pre-given answers with a mark from 1 (don’t 

agree at all) to 5 (fully agree). In the first, free text part there were no 
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answers that we didn’t foresee for the second, pre-given part. Results are 

in Table 5. 

Table 5. Average marks of reasons for non-attendance grouped by answers in the question on apology 

  

Apology 

On time  

(n=9) 

Late 

(n=5) 

No 

(n=4) 

Activity was in afternoon or at weekends. 2.67 2.89 1.5 3.75 

There was no harm if I applied and not attended. 1.89 2.44 1.4 1.25 

I heard that activity was not what I expected. 2.61 3 2.2 2.25 

Activity was additional effort to school. 2.89 3 2.2 3.5 

Activity schedule changed from announced. 2.83 3.11 2.2 3 

Others said they will not attend and I followed. 2.22 2.56 1.6 2.25 

I got sick. 3.39 3.56 3.4 3 

Schedule of my other, more important activities changed. 3.33 3.78 2.6 3.25 

Sickness (3.39) and changed schedule of other, more important activities 

(3.33) are most probable (NB: we measured by indirect question) reasons 

for non-attendance in our activities. There are some interesting deviations 

in each of the groups but since the samples are very small we will focus 

only on the difference between groups that we called “responsible” 

(apology on time) and “irresponsible” (no apology) just to check our 

hypothesis under the number 2.4. Biggest differences between the two 

groups can be observed in the first line in Table 5. Activities’ schedule in 

afternoons and at weekends is by far the most probable reason for non-

attendance for “irresponsibles” (3.75) whereas it comes only on place 6 for 

“responsibles”.  The only other reason that is more probable for 

irresponsibles then for responsibles is that Activity was additional effort 

to school. Interestingly both most important reasons for irresponsibles are 

connected to school obligations, whereas for responsibles most important 

are personal reasons that come first also for all respondents.      

Hypotheses check  
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We believe that despite the above interpretation – and especially because 

of the small samples – we cannot confirm our fourth hypothesis (2.4). 

However, we won’t reject it either but will look forward to make 

additional surveys in the future (with focus described in Conclusion 

below). The three other hypotheses were rejected. As seen in question nr. 

6 activity’s schedule, credits, and fees are the 3 least influential motivators 

for participation. The hypothesis 2.1 was checked also in question nr. 5 

with the same result: activity’s (afternoon and weekend) schedule was 

ranked only as 5th most probable reason for non-attendance out.  

Conclusion 

We conducted a survey that helped us understand pupils’ motivational 

patterns considering activities for talented pupils. The survey was done 

from scratch respectively integrated in form of 3 additional questions in 

the better planned activities’ evaluation survey. Therefore, respectively 

because of the small sample in some groups results presented in this paper 

lack statistical validity. Nevertheless, results helped us filter our 

assumptions on why pupils applied for activities they later did not attend. 

All of our assumptions – here transformed to hypotheses - were rejected.  

The most important result of our survey might have been results showing, 

interestingly, that groups that seem to be in biggest opposition (e.g. 

always vs. never attended, or apology on time vs. no apology) differ less 

from each other than a group that is in between (e.g. rare attendance, late 

apology). When we conduct future surveys, we will pay attention to this 

observation. 
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FUTURE TRENDS FOR GIFTED AND TALENTED, CHALLENGES FOR THE FUTURE 

OF THE REPUBLIC MACEDONIA 

 

LJUPCO KEVERESKI & DRAGAN RISTEVSKI 

NORTH MACEDONIA 

 

Abstract  

The general treatment of the gifted and the talented people is facing a great number of 

challenges, in micro and macro contextual frames. But, the biggest challenges are 

detected and are clearly profiled in our educational context. The modern world is 

fascinated by the advancement of civilization in all aspects of life, especially the 

"above-average potentials" of the gifted, talented and the creative potential which for 

now are on the periphery of interest. This paper introduces a number of challenges 

that are the result of world, European and national trends regarding the treatment of 

gifted and talented. Those future trends which are part of the world globalization 

scene are in direct reflection of the state in the current treatment of the gifted and 

talented in R. Macedonia. The thing that this elaboration will be focused on is primarily 

opening and forecasting the future perspectives of the following challenges, those are 

Talent management, creativity, the gifted and the talented(contextual development 

and perspectives), macro and micro contextual frames, prejudices toward the gifted 

and the talented, institutional system of education and motivational mechanisms for 

teachers and pupils. We think that the search for the real answers to these challenges 

will reactivate the positive feeling to be gifted, talented and creative, and not just the 

self-perceptive feeling of being a burden to the community. 

 

Key words: trends, future, gifted and talented, perspectives 

 

Introduction 

If we observe the phenomenon of the gifted through the prism of 

traditional and modern views, we will notice a conflict of two bipolar 

paradigms that have deep socio-historical roots. The traditional pretends 

to show the giftedness as a slippery terrain and a pandora box for which 

it is not good to speak or actualize because of the illusionist concept of the 
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belief that we are all equal, on the other side because of the potential 

stimulus of the elitist concept and perception of people. The modern 

paradigm advocates respect and development of the individual 

differences and is considering that the elitism perceived as a collision and 

the competition of qualities, does not imply in a negative connotation, on 

the contrary, it is stimulating the development of the potential abilities of 

the individuals.If we start from the basic postulate that every science 

needs to deal with and study the problems in her own domain, the 

researchers in the field of psychology are facing issues and dilemmas 

because the giftedness by itself is not a problem but a privilege. Now 

researches in the field of psychology of the giftedness are facing another 

problem, and that is the fact that it is not possible to study and understand 

the human mind, without being investigated and studied, which will lead 

to a new qualitative advancement of human civilization (Gardner, 1997; 

Winner, 1996; 2000). That brings the world in which we live as the 

universal color of paradoxes and realities, in which there is a constant 

battle and rivalry between the exceptionally gifted and the average who 

in an implicit and explicit form, driven by the traditional concepts of 

thinking to be (de) mistified in our modern society. In the paper created 

for the needs of the academic and the layman population, are actualized 

some of the types of challenges that are referring to the change of the 

pedagogical-psychological prism of view on the gifted and talented 

(contextual development and perspectives), Challenge 2. Management of 

the talented (Talent Management), Challenge 3. Talent emigration (macro 

and micro contextual frames), Challenge 4. Prejudices towards the 

talented and the gifted, Challenge 5. Institucional system of education and 

Challenge 6. Development of motivational mechanisms for teachers and 

pupils. Facing these challenges should see through the future perspectives 

of the gifted and the talented on micro and macro contextual frames. 
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Future trends for the gifted and talented 

According to the studies of the consultant house “The Boston Consulting 

Group”, by 2015 the European organization will face five especially 

important challenges in the field of human potentials (BCG according to 

Grabb, 2007.). This raises the question as to how and in what way the 

countries should face the challenges. First of all, we will address the term 

challenge/s for which we can say that they are not only formal 

constructions, but they have deeper inspirational goals that dynamically 

point to the psychophysics energy of the individual and the institutions.  

Considering the future of the gifted and the talented in R. Macedonia, 

there can be defined a couple of challenges that occur in front of the 

individuals and the institutions. Those are, giftedness, talent, creativity, 

gifted and the talented (contextual development and perspectives), talent 

management, talent emigration (macro and micro contextual frames), 

prejudices towards the gifted and the talented, institutional system of 

education and motivational mechanisms for the teachers and pupils. 

 

Challenge 1 Giftedness, talent, creativity, the talented and gifted (contextual 

development and perspectives) 

Giftedness and talent have long been an inspirational challenge for 

observing and studying, the individuals, institutions, and societies. That 

was a result of the magical powers of their achievement that brought 

visible civilizational advancement. In terms of giftedness, there are a lot of 

different understandings and definitions. One of the famous authors in 

the area of giftedness Renzulli (1978) states that giftedness represents a 

kind of interaction on three fundamental psychological traits, creativity, 

high level of motivation and high general intellectual abilities.  

The inclusion of the model for giftedness was accepted by Menks (Mönks 

1992), who modified the three-ring models of Renzulli, adding the factors 

as, school family, likewise the star model of Tanenbaum 2003, states that 
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the environment is of crucial meaning in turning potential into exceptional 

achievements. Many scientists conclude that genetic dispositions are more 

manageable and can be conditioned by socialization and education 

(Perleth & Wilde, 2009). Another author Webb 2010 considers that 

giftedness is much more than the cognitive potentials that require three 

traits, courage, empathy and creativity. Lee 2013 considers that the 

noncognitive factors (self-confidence, tolerance, motivation) are 

emotional characteristics which are significant factors of creativity. 

Giftedness is no longer just a statistic indicator of intellectual power with 

a psychometric pattern, but it is a special quality of interaction for 

cognitive and noncognitive factors and influences. Giftedness is (isn’t) 

known interactive creation of the genetic determination, social 

stimulation, and individual activation. It is the greatest “Invention” of our 

civilization that can’t be faked. It is the most valuable collective 

convertible currency between the countries in the world. 

 

Challenge 2. Talent management 

Talent management lately, especially in the modern organizational 

systems represents a top organizational priority. That interest dates back 

to the end of the last century from the study of McKinsey, from which 

came the notion of "war for talent," the struggle for talent. That meant 

reminding us of the importance of caring for the talents and the potential 

that they bring with them. Pavic, M, (2011). Armstrong, 2001, makes a 

close specification of human resources as human-intellectual intangible 

resource capital, meaning under that knowledge, skills, and abilities of the 

employees of the organization. Talent management is a complex process 

of recognition, identification, selection, recruiting, positioning of the 

personnel that with their own potential are crucial for the development of 

the institution. Other scientists under this term understand the support 

for the key potential of an individual, that secures the advantage of the 
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organization Collings, D.G. and Mellahi, K., (2009). However, we can say 

that it is a process of identification, attractiveness, development, 

motivation and retaining the key individuals on their work position that 

decide for the overall development of the institution (Integrated Talent 

Management, March 2008). Leisy and Pyron (2009).  A straightforward 

definition of this term, but acceptable one would be placing real people 

with real skills in the right place at the right time. The system of talent 

management will not be successful if it is created by people that are 

characterized by the following traits, self-centeredness, autocracy, 

aggressiveness, unlimited need for power, control and domination, 

people without enthusiasm, depression, insecurity and fear, 

incompetence, inability to make a decision, conflict, conformism, apathy, 

favoring one at the expense of others. 

 

Challenge 3. Tallent emigration (macro and micro contextual frames) 

Tallent emigration, because of it’s far-reaching (un) predictable 

uncontrolled and uncertain implications and repercussions, gets the 

legitimacy of a planetary phenomenon. Perhaps there is no other problem 

in modern living, which with its multidimensional determinism and 

conditionality no longer “shakes, ripples, disturbs” the social, 

institutional, and personal perspectives. It is a kind of a population 

phenomenon, a "new expansive" intensity of a migration movement called 

talent emigration, as a specifically structured focus that refers to highly 

educated experts in various scientific fields. The unstoppable trends in 

talent emigration do not skip our country that has excellent 

predispositions for that. Some authors suggest a way to transform the 

talent emigration into talent immigration in European countries Grigolo 

et al., (2010) and the introduction of the concept of “networking the 

outflow” (Ciumasu, 2010). Research on this problem in the Republic of 

Macedonia shows that the talent emigration is primarily due to the visible 
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psychological, moral-ethical and other conditions and relations in our 

micro space. 

 

Challenge 4. Prejudice towards the gifted and talented individual 

A large number of surveys show that there are a lot of prejudices towards 

those who are gifted and talented. It can be said that opinions are formed 

about these individuals before or without full examination "(Brown, 2005), 

or " generalizations derived from false and incomplete information 

"(Aronson, 1999). Famous authors Cverković Lay, J. and Sekulić Majurec 

A. (1989) make a significant contribution to the affirmation to the problem 

of the prejudices of the gifted and talented. When it comes to prejudices 

towards gifted and talented individuals, he mentions the findings of 

David George (1992) that offers a list of prejudices that relate to: the 

characteristics of the gifted and talented, the recognition process and the 

patterns and also ways of realizing the programs for working with gifted 

and talented individuals. Prejudices in this sense are perceived as having 

acquired a scientific or pre-judged judgment or opinion about an entity, 

appearance, condition, and phenomenon that is not sufficiently 

thoroughly and critically known and studied. Usually, these stereotyped 

attitudes are based on unproven claims that are common, unjustified, or 

overly generalized and deviate from the relevant scientific interpretations. 

The most common prejudices are a part of the empirical examinations: the 

gifted and the talented do not need help they can develop by themselves, 

the gifted are usually defined with introverted marks on themselves, the 

gifted and the talented are successful in all subjects and that the gifted and 

talented do not have emotional problems as others do, and so on. All of 

these conclusions point to the need for an audit of our psychological 

system of thinking that should correspond with the actual imaginative, 

socio-emotional and other needs of the gifted and talented individual. 
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Challenge 5. The Institutional system of education 

One of the important challenges in the field of the gifted and talented is 

the establishment of institutional education, which is a system of 

measures and procedures that stimulates the development of the gifted 

talented individual. Considering that the work with the gifted and 

talented, teachers faces a lot of pedagogical, psychological, organizational, 

personnel and other difficulties. One of the effective solutions is the 

formation of specialized centers in which the gifted and talented will be 

encouraged and developed. The pedagogical organization of these centers 

should be in the hands of competent people in the field of educating gifted 

and talented individuals. Working with gifted and talented individuals 

should be a combination of existing educational models, such as 

homogeneous grouping, partial homogeneous grouping, grouping based 

on certain types of possibilities, subordinate types of accelerated forms of 

education and so on.. 

 

Challenge 6. Development of the motivational mechanisms for teachers and 

students  

Recently, the question of how to activate, direct and regulate dynamics of 

personal motivation is perhaps one of the most crucial issues in the field 

of psychology. Motivation is the most dynamic composite (construct) of 

human nature determined by the objective and subjective perception of 

the goals thus establishing the general energetic system (composite). The 

application of a set of motivational mechanisms is one of the key dynamics 

that shape the overall treatment of the gifted and the talented. The 

fascinating effect of the dynamics of motivation on the personal behavior 

of the gifted and the talented, regarding its predictory value, is a real 

challenge in the scientific sphere. The actual legitimization of motivation 

in the pedagogical psychology (educational psychology) occurs in the late 

90s of the 20th century, after realizing the social nature of studying 
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(Goodenow, 1992 според Jurisevic, М., 2006). The renowned authors 

(Maehr I Meyar, 1997) define motivation as theoretical composite 

(construct) that explains the direction, intensity, and quality of the goal-

directed behavior. Obtaining and using financial and non-financial 

stimulus of teachers and students will accelerate the qualification of the 

creative potentials of teachers and students and certainly will contribute 

to notice the prospects of this particular category of subjects. There are 

more innovative solutions to stimulate the subjects that will create one 

new, more active position for the gifted and the talented, presenting them 

with an opportunity to show and develop their creative potential.  

 

Conclusion 

In the approach to the conclusions in the paper, we will try to give more 

instructive rules, principles and activities that should be part of the future 

projection of the treatment of gifted and talented. Giftedness, talent, and 

creativity, in this context gifted and talented, should be seen as the fruit of 

a symbiotic interaction of genetic conditionality, social stimulation as well 

as individual activity of the individual to develop their potentials. Talent 

management is the latest innovation in the field of giftedness and talent, 

which is the fruit of the strategy for the development of highly organized 

companies and large corporate systems. Talent management is the real 

salvation for talents and organizational development as they create 

institutional progress. In addition, talents find the right place in time and 

space in their own country. Talent Management (TM) is a set of 

organizational procedures that govern the planning, finding, 

development, retention, and promotion of key individuals in the direction 

of realizing the strategic goals and optimizing the productivity of an 

organization. Nothing is as important as identifying, training, and holding 

onto talented people” – Jack Welch. For these reasons, lately, integrated 

talent management has become increasingly important with the help of 
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SAP-software, in which the following entities are integrated: catalog of 

expertise, a set of employee data records, unified organizational structure, 

consolidated analytics, an integrated technology environment, and other 

data for all employees especially for the talents. Talent management 

should involve an active policy for a quality selection of new human 

potentials, maintaining key personnel resources, constantly enriching 

their level of knowledge, constant motivation, and others. The talent 

emigration will be (more) successful if the state, institutions, and 

individuals turn to the educational and socio-emotional needs of the 

gifted and talented. The report of the World Economic Forum shows that 

there are differences between indicators namely "talent retention capacity" 

and "capacity to attract talent". The state, or the respective institutions, 

should additionally create adequate motivational mechanisms that are 

aimed at greater inspiration for individuals to stay in their own country. 

The institutional education should overcome the practice of 

improvisation, templateization, stigmatization, and neglect of those of 

whom we are "dependent". Talent treatment should not depend on the 

policies of the previous, current or future establishment, it should be 

firmly positioned in the national development strategy of each country. 

Institutional education of gifted and talented people should be left to the 

professionals in the field of giftedness and talent. Regarding the 

motivational aspects that apply to teachers and pupils, a combination of 

internal and external motivational dynamics is needed in which a 

particular emphasis should be placed on the intrinsic motivation of gifted 

and talented. It is necessary to change or revise the existing collective 

mental technology of the person when taking into consideration the true 

argument for talent emigration. When considering the quality and in this 

context, the gifted and the talented should know that the only compromise 

with the quality is that there is no compromise, and the quality in our 

country should get a cult place in our everyday and professional living. 
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Abstract  

Potential convergent-integrative visual arts creativity of five-year-olds and six-

year-olds is part of a multifaceted and longitudinal research on the identification 

of potentially creative five-year-old and six-year-old children. The research aimed 

(for the first time in the Republic of Croatia, Primorsko-goranska and Istria 

County) to examine the potential visual arts creativity of five-year-old and six-

year-old children in the field of visual arts creativity using the EPoC test. For the 

purpose of this paper, the research goal was to determine the correlation between 

the potential visual arts creativity of preschool children, which was measured with 

the EPoC test, and their age difference. The research was based on selected 

previous research by Croatian and international scholars as well as the guidelines 

on its implementation that are provided by the authors of the EpoC test – Todd 

Lubart, Maud Besancon and Baptiste Barbot. The results of this research confirm 

that there is a statistically significant difference in potential convergent-integrative 

visual arts creativity between five-year-old and six-year-old children. 

 

Keywords: convergent-integrative visual arts creativity, identification, potential 

visual arts creativity, EpoC test 

 

Introduction  

Creativity is the creation of something new. “Creativity is a combination 

of motivation, openness/flexibility, curiosity, and autonomy as well as 

people's creative thinking. Creativity originates from the Latin word 

creatus, which literally means ‘that grew,’ i.e., that is created or made” 

(Slunjski, 2013: 7). Creativity is an ability that develops in stimulating 

conditions and environments: family, institutional, formal, and informal 
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environment. Somolanji and Bognar state four categories of creativity: 

creative person, creative process, creative achievement, and creative 

environment (Somolanji, Bognar 2008). Educators’ creativity is important. 

Such a characteristic creates the conditions for children's creative 

expression, processes of encouraging their creativity, and achievements. 

Creativity is manifested in: solving problems, creating new solutions, 

productive and expressive images, something new from the already 

existing with new features, improved functions or creating one’s own 

systems or something completely new, that had previously been non-

existent. Creativity is encouraged through children's play that contains 

mimicry, symbols, smiles, weeping, tones, voices, and whole-body 

movements, which are important for the development of children’s 

personality. It is very important that the child steps into the world of 

research as a participant, as he acknowledges insights that will help him 

while throughout future obstacles in life (Supek, 1987). Visual arts directly 

influence the development of pupils and preschool-aged children. They 

activate the synapses between the brain cells and provide the ability to 

create new ideas that encourage brain development. Some of the activities 

that greatly affect the development of synapses include cutting with 

scissors, pencil drawing, brush painting, and clay modelling. The 

potential for the greatest development of brain cells and creative thinking 

development is by the sixth year of a child's life and, most of all, these 

activities are promoted for the sake of the development of fine motor 

skills, eye-hand coordination, and eye adjustment (Rajović, 2010, 

according to Šarančić, 2013). In situations of creativity recognition in 

preschool-aged children, it is very important to consider that all children 

are creative at a certain level, while some children are more creative than 

their peers. A child might show creativity in one area more than in others 

and an adult can have a positive or negative influence on the development 

of that child’s creativity (Petrović-Sočo, 2000).  
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The development of different abilities, mostly visual creativity, is inspired 

by elements of the visual-creative process. They provide flexibility, 

individuality, and whatever time is needed (Herceg et al., 2010). In this 

chart, four types of children's visual arts development are presented: 

creativity development, optical-thematic presentation, and formatting 

and semiotics from the moment of birth to the age of fifteen. 

 
Graph 1. Four types of children's visual arts development (blue line: crativity development, 

orange line: optically thematic development, yelow line: formaln development and green line: shemiotic 

development) (Herceg et al., 2010) 

 

While reviewing the development of creativity, based on the previously 

written, it can be noticed that the curve rises up to the sixth year, after 

which it stagnates until to the age of seven and then rises once again to 

have a slightly downward direction from the age of ten. In this paper’s 

title, the term “potential visual arts creativity” is mentioned referring to 

the possibility of it being realized if favorable conditions are affirmed, 

especially in the preschool period where it should already be present as 

an achievable and recognizable artistic ability. For these reasons 

(considering the increased artistic development of creativity and its 

possible achievability), the children selected for research were five-year-

old and six-year-olds. 
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Definition of the research problem 

The paper examines children’s convergent-integrative creativity among 

five-year-old and six-year-olds in the field of visual arts expression. 

Research on children's convergent-integrative creativity in the fifth and 

sixth year of life is deficient, i.e., it hasn't been conducted in Croatia. The 

EPoC test is a new measurement of children's potential convergent-

integrative creativity, which was developed at the beginning of the 21st 

century at the Universite Paris Descartes University by Todd Lubart, 

Maud Besancon, and Baptiste Barbot. The test was applied in 11 countries 

in 2015 and 2016 as an assessment instrument under the OECD project 

“Assessing progression in creative and critical thinking.” The EPoC test is 

intended for assessing the potential creativity of children and young 

people between the ages of five and 18. The test measures the creativity in 

various domains and, in this paper, the results will be interpreted in the 

graphic field. 

 

Purpose and goals 

The goal of this research is to assess the creative potential of preschool and 

school-aged children in the field of visual convergent-integrative 

creativity. It also attempts to determine whether there is a correlation 

between potential visual arts creativity of preschool children by means of 

applying the EPoC test and taking into consideration the age difference 

between the children. 

 

Methods 

Research questions and hypotheses  

The hypotheses are based on the following research questions: 

1. Is the EPoC test of potential creativity appropriate for five-year-old and 

six-year-old children? 
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2. Is there a statistically significant difference in the results of children's 

potential creativity in the different aged children? 

 

The following hypotheses and research questions were applied in the 

research: 

H1: The EPoC test of potential creativity is adequate for five and six-

year-old children. 

H2: There is a statistically significant difference in the results of 

children's potential creativity in the fifth and sixth year of life. Six-

year-olds achieve better results on the EPoC test of potential 

creativity than the five-year-olds. 

 

General approach and planning of the research 

Prior to the beginning of testing the children, it was necessary to create 

favorable research conditions. The first requirement was completed with 

a two-day training on the application of the EpoC test. A permit for 

research was requested from the principal of the Kindergarten “Rijeka,” 

who approved the implementation, and after collecting the parents’ 

informed consent, a framework plan was created for the order in which 

the children would be tested. The testing of each child was performed for 

two sessions, each lasting 45 minutes, during a single week. The research 

was conducted at the Kindergarten “Rijeka,” in the psychologist’s office, 

with the examiner picking up the child from his/her educational group 

and then verbally motivating the child to solve the EPoC test. When a 

child had completed the task in the graphic domain, the examiner would 

store his/her work in a separate envelope. 

 

Research methods  

The methods used during this research process are the examination of the 

participants’ artwork using the EPoC test, recording children's verbal 
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answers, and the analysis of the artwork (independently and in group). 

The score of the participants was calculated at the Faculty of Teacher 

Education, University of Rijeka. Each child has a unique code that could 

be linked to his/her real name. Statistical analysis of the collected data 

included the descriptive analysis and non-parametric statistical analysis. 

Descriptive data were processed for all participants to obtain the result of 

potential creativity. Also, non-parametric statistical analysis,  

measurements of central tendencies for each of the abovementioned EPoC 

tests, were carried out, of which this research presents the aggregated 

results by age of graphic creativity coefficients, convergent creativity, and 

overall creativity. The non-parametric test comparing two independent 

groups of respondents (5 and 6 year olds) considering their creativity test 

result is the Mann-Whitney test resulting in the z parameter shown in 

Table 1 and the conclusion on statistically significantly higher 6-year 

results on the three observed measures. 

 

Instruments  

The EPoC test of potential creativity, created by Todd Lubart, Maud 

Besancon, and Baptiste Barbot in 2012, was used in the research. The 

measurement was applied in the field of graphic expression, and implied 

the research on convergent-integrative thinking.  

The EPoC test includes two forms, A and B. For each test, the participants 

had at their disposal the material, including A6 and A4-sized papers, 

colored markers, pencils, and erasers. 

The score of the EPoC test of convergent-integrative thinking was 

evaluated on a scale from 0 to 7. In the graphic test of convergent-

integrative thinking, each evaluator independently scores the tests and 

then, together with other evaluators, comes to a joint conclusion about the 

final score for the artwork if they have not assigned it the same number of 
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points. The synchronization is carried out by the consensus method, i.e., 

average score. 

 

Research sample 

The research  was conducted on a sample of N = 24 preschool-aged 

children, of whom 9 were five years old and 15 were six years olds. 

Kindergarten “Rijeka,” preschool education subcenter “Morčić,” 

participated in the research. Using the method of random selection, 26 

children were chosen and included in the educational program, whose 

ranking on the list of participants was obtained by a random selection 

calculator. In the case that a parent, guardian, or child refused to 

participate in the research, the next child would be chosen from the list of 

five-year-olds and six-year-olds. Two participants were not included in 

the second part of the test implementation form due to family problems 

and long absences from the kindergarten and were, therefore, excluded 

from the sample. Most represented were the children from the mixed 

educational group “Orsetti” with seven children (29.2%) and the mixed 

educational group “Ježići” also with seven children (29.2%), followed by 

the mixed educational group “Leptirići” with five children (20.8%), mixed 

educational group “Elephants” with three children (12.5%), and the mixed 

educational group “Pingvin” with two children (8.3%). 

 

Results and interpretation 

Throughout the research, children showed great interest in solving the 

EPoC test of potential creativity. They compared it with the school 

preparation tests, worksheets, and graphic motor exercises. All the 

children completed the tests with the given instructions within the 

foreseen 45 minutes. The children showed satisfaction by reaching the 

second round of tests, and upon their completion, they asked the educator 

for similar kinds of assignments. From the referred reactions of the 
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observed children, it was concluded that the EPoC test of potential 

creativity is appropriate for five-year-old and six-year-old children aged 

in the accessibility area, and the first research was thereby confirmed. 

Furthermore, it was researched whether there was a statistically 

significant difference between children aged five and six in the domains 

of graphic, convergent, and overall creativity. Considering that the 

conditions for parametric statistical analysis are not met (the distribution 

of results on the test of creativity deviates from the normal distribution), 

in order to answer research question no. 2, a nonparametric Mann-

Whitney test of the significance of differences in the results of two 

independent groups of subjects was used. 

Table 1. Overview of differences in the combined coefficients of the EPoC test by age 

 Graphic 

Creativity 

Coefficient 

Convergent 

Creativity 

Coefficient 

Creativity 

Coefficient 

5 y 6 y 5 y 6 y 5 y 6 y 

Median -1.03 -0.63 -1.14 -0.28 86.37 91,50 

Quartile coefficient 

of dispersion 
0.74 1.10 1.12 1.24 10.55 16,87 

Z -2.180 -2.180 -1.998 

P 0.030 0.030 0.046 

 

Table 1 shows statistically significant differences between five-year-olds 

and six-year-olds. Six-year-olds have a statistically more significant higher 

score compared to the five-year-olds (the median for graphic creativity 

coefficient of five-year-olds is -1.03 and of six-year-olds it is -0.63). The 

same is the case in the coefficient of convergent creativity of five-year-olds 

(the median is -1.14, while of six-year-olds it is -0.28). The creativity 

coefficient of the five-year-olds is 86.37, while the creativity coefficient of 

the six-year-olds is 91.50. The overall coefficient of creativity shows that 

there is a transition to better results from five to six-year-olds. In the table, 

creativity growth is visible in all fields. The results show that there is a 
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higher statistically significant difference in the increase of results between 

the ages of five and six. However, the overall creativity coefficient of the 

entire sample is lower than the average, but a small number of samples 

from this study is considered, which is the reason why it could not be 

higher due to the scope of tasks and the time spent for conducting the 

EPoC test. Thus, the second hypothesis in the research was confirmed. 

The tested children showed great interest in the visual arts activities and 

showed their own initiative in implementing them in educational work. 

Educators and associates are interested in the EPoC test of potential 

creativity following the implementation of this research and the children's 

positive reactions. Parents, associates, and educators provided support 

and assistance to the examiner during the research. 

An example of the best-rated six-year-old and five-year-old: 

The test of convergent-integrative thinking in the graphic domain 

(abstract shapes) contains eight default abstract shapes, and the child is 

asked to combine them in order to produce a work of art. The highest 

number of awarded points in this assignment for six-year-olds was six 

(Figure 1). The child used all eight abstract shapes and combined them 

into a whole. Six points were awarded for the artwork because of the 

outlining of new functions, products, and ideas of the illustrated machine. 

The child, named his/her artwork “The secret base,” which depicts a base 

that needs electricity given from bolts of lightning that hit its antennas and 

thereby allow it to operate. 

 
Figure 1. “The Secret Base” (six-year-old child), use of abstract shapes in visual arts 
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The highest number of points that a five-year-old child received is four 

(Figure 2). The child used four abstract shapes in his/her artwork, half as 

many as a six-year-old child. The child received four points because in 

his/her artwork he/she depicted something familiar and close to the child. 

On a daily basis, the child encounters trees and various polygons in the 

kindergarten environment. 

 
Figure 2. “An owl on a tree with two polygons” (five-year-old child), use of abstract 

shapes in visual arts 

 

Conclusion 

The EPoC test of potential creativity is appropriate for five-year-old and 

six-year-old children. This conclusion was based on the observed 

children’s reactions and their expression of satisfaction during the tests 

and requests for additional similar tasks. The children perceived the EpoC 

test as another in a series of school preparation materials of graphic motor 

tasks. Since the age of the children is delicate, it is suggested that testing 

is carried out by their educators or another person that is close to the 

children, or people from the kindergarten, which was respected in this 

research. The research question whether the EPoC test of potential 

creativity is appropriate for children aged five and six years obtained a 

positive response. Although the first hypothesis in this research was 

confirmed, the question remains whether the test is adequate for diverse 



 

 

143 

 

artistic types of children, since the only materials used in this test are A6 

and A4 format papers, colored markers, pencils, and erasers? 

Furthermore, another research question was whether there was a 

statistically significant difference in the results of children’s potential 

creativity in the fifth and sixth year of life? Based on the obtained results, 

it is concluded that there is a statistically significant difference between 

five-year-old and six-year-old children in graphic domain of convergent 

and overall creativity. There was a statistically significant difference in the 

increase of six-year-olds’ achievement in comparison to the five-year-olds’ 

based on the assessments of their artworks. However, the children's total 

creativity coefficient included in this research is lower than the average, 

but a small number of research patterns was taken into consideration due 

to the scope of tasks and the time taken to conduct the EPoC test of 

potential creativity. The answer to the second research question whether 

six-year-olds achieve better EPoC test results than the five-year-olds 

obtained a positive response. The importance of the parents' and 

educators' role in encouraging children’s artistic convergent (but also 

artistic divergent) thinking should be emphasized when notifying visual 

arts problems and arts research tasks for children. In solving visual arts 

problems, children need to be encouraged to choose one from the 

multitude of information that suits the problem (selective approach). 
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Abstract 

In contemporary fine arts, we recognize the potentials of cross-curricular integration 

and the development of all types of competences that contribute to the overall 

formation of a critical individual. The paper presents the results of the research, where 

we used a case study on a sample of eight eight-year-olds (at the age of thirteen), with 

one student identified as gifted in intellectual as well as artistic fields. All students 

attended the school year 2018-19 compulsory elective subject Likovno oblikovanje II 

(Art Design II), which shows a high degree of affinity for various art practices. 

The results of the study coincide with the tendency, that good results can be achieved 

through contemporary fine arts, both from the point of view of motivation and from 

the incentive to express personal attitudes, as well as to form critical relationships to 

current (social) content. 

  

Keywords: gifted students, contemporary art, cross-curricular integration, critical 

thinking, critical thinking  

 

Introduction 

Contemporary art is created by contemporaries who are searching for new 

expressive paths, redefining the role of art and introducing new ways of 

organizing the artistic environment. Contemporary art is no longer linked 

to closed gallery spaces, but is encountered in public or even unusual 

places (Groys, 2002), where it attracts audiences who are not in contact 

with art. The aim of contemporary artwork is no longer a form or a way 

of how the artwork was created, but an idea (conceptualism). 

Contemporary art reacts and responds to topical issues of everyday life, 
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which are often linked to sustainable development, environmental 

protection, mutual relations, and so on. (Kemperl, 2013a). It offers a 

variety of understandings, giving an example of tolerance and critical 

thinking (Kemperl, 2013b). Each individual should express his / her 

attitude to certain content and should have an opinion. It is typically 

interactive, requires reflection, debate, participation, moralization ... 

(Bourriaud, 2007).  

 

Contemporary Fine Art and Cross-Curricular Integration  

Through the teaching of fine art, we educate, shape and teach the student 

how to understand the environment in which we live and how to integrate 

into society (Kroflič, 2010). In this regard, the key is monitoring, 

knowledge and understanding of contemporary fine arts among teachers 

and that it can contribute and influence the thinking of the individual. 

With adequately presented and appropriate contents of contemporary 

artwork, students strengthen the ability of certain performances, develop 

different skills, shape their views and express themselves in 

unconventional ways. Resolving artistic tasks deriving from 

contemporary art cases enables students to understand, inter alia, the 

environment, the time and the conditions in which we live. At the same 

time, they allow them to express themselves as they want or in a way in 

which they can express their views (Kozjak Varl and Duh, 2017). 

However, it is important to emphasize that the contents of contemporary 

fine art for transfer to the artistic pedagogical practice are rather complex 

and require appropriate preparation and knowledge from the teacher. In 

any case, in this context, cross-curricular integration is a key didactic 

approach. Stare Puševec (2013) believes that this is the key concept of 

contemporary art education. Knowing the complexity and breadth of 

modern art practices, we can only support this claim. Teacher teaches with 

the purpose to deliver and deal with specific content or problem as fully 
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as possible in order to highlight the same problem from different 

perspectives. Students thus develop a complex artistic thinking while 

integrating content from different subject areas, thus gaining the key 

competences of lifelong learning (UN LV, 2011). Because in contemporary 

fine art we are no longer talking about motifs but about the content of 

artwork, for the artistic and creative work of students we come from the 

narrative content of the work in question. Thus, we emphasize the 

response of the individual to the environment, society or contemporary 

topics and these are the things shaping the learner (e.g. mutual relations, 

mass communication, acceptance of difference, ecological issues ...). 

Therefore, in contemporary fine arts, we recognize the potentials of cross-

curricular integration. One possibility is to connect with the subject of civic 

and homeland culture and ethics, since the contents of contemporary art 

can be found in the curriculum of this subject (Kemperl, 2013a; Kozjek 

Varl, 2017). In any case, with a good knowledge of the contents of 

contemporary fine arts, with a creative teacher's approach, with intensive 

insight into the curriculum and team work of teachers, cross-curricular 

links can be found with other subject areas.  

 

Contemporary Fine Art and Critical Thinking  

"Critical thinking is the ability and willingness to evaluate the claims and 

objectively evaluate based on well-supported arguments." (Wade, 1995; 

pp. Rupnik Vec, 2006, p.15.) Vigotski (1975, in Kemper, 2013b), already 

wondered about the connection between art and life, as he was convinced 

that art could change human behaviour and enrich his own experience. 

According to him, art is a part or a means of education and training. If the 

teacher deliberately shapes the mental challenges and problem situations 

in order to make the student think and decide on his own opinion, he/she 

formulates his / her own position, evaluates it, and, if necessary, changes 

it (Rupnik Vec, 2006). Some examples of contemporary fine arts provide 
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such incentive themselves. Students learn to formulate and express 

opinions, ability to analyse, evaluate and formulate arguments (ibid.). All 

of this is the result of personal experience, social-emotional and 

motivational stance, previous experience and identification with visual 

arts. Assuming that contemporary art is a broad area where the teacher 

can interdisciplinary work, we consider that modern fine art can be 

"useful" in the field of work with gifted students. It only stimulates, 

motivates, provokes, and even dissuades them. Although the talent of the 

individual appears in various forms (Bezić et al., 2001), such content and 

contemporary art-pedagogical approaches are still welcome in art practice 

with gifted students. This is why we have paid more attention to this field 

in our research. We were particularly interested in general intellectual 

talent in linking creative productive thinking and the ability to visualize 

responses.  

 

Definition of Research Problem, Purpose and Goals  

In the survey, we were more interested in whether the selected contents 

of contemporary fine arts in any way influence the formation of critical 

thinking of individuals. We wanted to encourage students to create their 

own opinions and to think critically and to develop their own concepts or 

ideas for visual arts. We especially focused on the responsiveness of gifted 

students compared to students who are not registered as gifted. For a 

more concrete explanation and the possibility of a complete experience of 

contemporary art work, we also included a visit to the Maribor Art 

Gallery, where we saw the exhibition »Ne glej nazaj, ok? No looking back, 

ok?«. 

Methods 

Research Methods, Instruments and Samples  

We used the qualitative methodology of pedagogical research, namely the 

case study. We conducted the research in 5 research cycles (1 Introduction 
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to contemporary fine arts, 2 Visit of the gallery, 3 Reflection of the 2nd 

research cycle, 4 Artistic tasks and 5 reflection of the 4th research cycle). 

We used a questionnaire, an activity monitoring protocol (audio material, 

photographic material) and an informal group and individual 

conversation. The case study was used on a sample of eight eight graders 

(aged thirteen, all girls). Among all students, one student is identified as 

gifted in the intellectual and artistic field. All students during the school 

year 2018-19 attended a compulsory elective subject Likovno oblikovanje 

II (Art Design II), which shows a high affinity for various art practices.  

 

Research Questions 

Prior to the survey, we set up five research questions: 

RQ1: Are students without an expert's understanding able to 

understand contemporary art?  

RQ2: What is the course of understanding contemporary art work 

with students?  

RQ3: Are there differences in the creation of a critical attitude to 

selected content while encouraging contemporary fine art among 

students?  

RQ4: Do we see differences in understanding and interpreting the 

content of contemporary artwork among students who are 

identified as gifted and those who are not?  

RQ5: Do we see differences in critical expression / thinking on a 

particular topic among students who are identified as gifted and 

those who are not?  

 

Results and interpretation 

In 1st cycle of research (30. 1. 2019, 13.40 – 14.25), we acquainted the students 

with the notion of contemporary fine arts and some of the key 

contemporary art works by learning the artistic part of contemporary art 
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practices, through the interpretation, discussion and display of 

reproductions. In spite of a clear and intense conversation, the students' 

expectations regarding the exhibition, which we have seen below, are 

oriented towards classical art. Here are some common answers. »I expected 

mostly paintings and photos. « (S2); »I thought there would be paintings and 

sculptures. « (S3); »there would be lots of paintings and drawings. "(S4). 

Students have not yet experienced the exhibition of contemporary art. 

Only one of the students (S1) said: "I expected the exhibition to be 

contemporary and had many elements of everyday life."  The student, whose 

closest approach to the actual contents of the exhibition is recorded as 

gifted. In the following, we saw the exhibition at the Art Gallery Maribor 

with students (2nd Research cycle: 23. 1. 2019, 13.00 - 14.30). At the 

exhibition titled »Ne glej nazaj, ok? No looking back, ok? « 20 contemporary 

works of art were exhibited. Photos, videos, installations, spatial layouts, 

images ... Before a guided tour, the students had the opportunity to see 

the exhibition independently (10 minutes). After that, students are asked 

to question the curator: "How would you describe the exhibition?"  Despite 

the knowledge of some contemporary artistic approaches, responded: 

"Strange."  (S4) and "Not characteristic."  (S5). In the continuation, they 

viewed the exhibition together with the curator and expressed their 

opinions, views, reflections (Picture 1) when explaining the exhibited 

artwork.  

 
Figure 1. At the exhibition in UGM Maribor (B - Video; B – Painting; C – 

Performance) 
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When analysing the transcription of the recording, we found that a 

student who was evidenced as a gifted student (S1) at the time of 

interpretation and conversation best expressed the critical attitude 

towards the topics discussed. We can connect this with knowledge, 

developed empathy and curiosity. After the exhibition, students were 

given the task (10 minutes). They photographed the artwork they most 

persuaded and linked it with their own thinking by creating photo-works 

(they deleted the detail, incorporated their inscription, and connected 

several parts together ...). The objective of the assignment was to express 

an opinion on a particular topic and perhaps write a message.  

 
Figure 2. Response of students (A - S1 and B - S4) to the exhibition. 

 

The students were most shaken by the topic of migration. They were also 

most familiar with this topic. Picture 2 shows the response of the student 

who produced the photomontage of the samples (they are representing 

people) at sea, where migrants lost their lives. In picture 2B we see trees 

planted in the desert. Trees symbolize the individual lost in the everyday 

world.  

In the 3rd Research Round (6. 2. 2019, 13. 40 - 14. 25), we gave students a 

questionnaire designed on the basis of an exhibition, and contained only 

an open type of questions. With the questionnaire, we wanted to gain 

students' concise thoughts, and at the same time to compare the responses 

of individuals. It is interesting that students as a group with answers were 

very harmonious, which shows a common experience of certain content. 

»They seemed unusual to me because they were different. « (S4); »Very 
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interesting, but at the same time weird. « (S5); »They were strange and unusual, 

but I liked them because they were created with the idea. « (S8). They were 

looking at artworks in a group, not as individuals. By the scope of the 

answers, the gifted student (S1) described her vision more widely. We 

express her answers, with which she critically expressed her opinion and 

showed her own attitude towards the exhibited works and topics: »I liked 

them when I started to understand them. Well, I did not like them, because they 

really had a dark message, but I liked their messages, even when they were 

sometimes horrible. „and "It is right that we know what is happening in our world 

right now, because the situation is not always beautiful, and that's what artists 

have done with their works."  In the continuation of the research, we carried 

out a fine art task, which lasted 4 school hours (4. research cycle: 13th and 

28th 3. 2019, 12. 35 – 14. 25). After the introductory part and before the 

beginning of the creative work, the students were strongly motivated. The 

artistic task had a basic theme in ecology and climate change. There was a 

relaxed talk about the causes of climate change, the causes of pollution, 

how to prevent pollution, what we can contribute. At the same time, we 

presented some contemporary artists to the students, who point out their 

problems with the pollution problem. During the conversation, students 

expressed their views on the subject matter. Just like visiting the exhibition 

in the gallery, in this case, the gifted student (S1) almost always responded 

critically to each part. When looking for the causes for the emergence of 

work, she expressed a broad view of ecology and the problems that people 

face. She argued and answered her answers with an explanation. In 

addition to the works, we also learned some contemporary approaches in 

the design of the artwork, and for the realization of our work we learned 

the direction word art, some typical representatives and various 

technological approaches. At the same time, students were looking for 

content-related cross-curricular links with chemistry and geography, and 

word art with Slovene language (constructivism, artistic poem). In the 



 

 

153 

 

following hours, students had several different, randomly found objects. 

Their task was to make each one choose one of them, and in any way tie it 

with climate change. Later, students on the principle of word art responded 

to the topic discussed with the starting point in the selected subject.  

     
Picture 3. Art products of students. 

The student's artwork highlights the issues that young people are dealing 

with. Despite the massive use of phones, young people are aware of the 

devastating excessive presence (picture 3C). Picture 3A shows the work of 

a student who has responded to phenomena that damage ozone: 

"Everything I've been doing on the work, including words, refers to the Earth. 

Every individual can do something for the Earth. If everyone did one little thing, 

everything would change. „The student, whose visual response we see in 

picture 3B, used the bottle as the starting point of her expression and 

wondered about the reuse of the already used product. With the 

inscription "you are born artist", the understanding of modern art has been 

demonstrated: "Maybe somebody has another idea, but if I can do it, I'm an 

artist."  The following is an exhaustive reflection of the gifted student (S1): 

»By highlighting a plastic knife, I wanted to point out that more and more 

questions are coming to our attention, that is, how it will be over the years. That's 

why I wrote down this question mark on the question of what we hope will happen. 

For example: Will we solve puzzles for all generations? and Is it a coincidence of 

more than 100 missed dreams? Then I started to think about our thoughts: what 

is happening to us every day, such as history, how we were distant from some 

things, how we could do something, battles, mistakes and horrors ... I say that we 
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are asking ourselves all the time, and that we must somehow answer and start 

working on our own changes. "  

 
Picture 4. Product of the gifted student. 

Despite the fact that the work of a gifted student does not stand out on the 

artistic side, the content and message is the strongest. The explanation of 

the student shows a high threshold of sensitivity to everyday issues and 

the ability of a critical relationship or response. 

After completion of the artwork, students are in the informal conversation 

(Research cycle: 10. 4. 2019; 12. 40 - 13. 35, 00:07:25 and 00:22:51) gave their 

opinion on our work, on the approach and the way of creation. We put a 

comprehensive view of the gifted student on our whole work:  

"At first, it seemed so strange to me that I did not even know the meaning. And 

the fact that in contemporary art it does not matter what it looks like, but the idea, 

the concept ... after you find it, everything becomes somehow understandable. 

Because it's not like the painting, even if you do not know anything about the 

paintings, they're pretty. Not everything is beautiful in contemporary art. "  

"First, I was discouraged, what was shown was really horrible, after you find the 

meaning, it's not so horrible, and it’s more understandable. Through my eyes 

contemporary art is quite different from the classic one. When you know the idea 

of art, everything becomes understandable. " 
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"Artists have a difficult task, they need to imagine the idea and think: will this 

idea just be their problem, which others will not even be interested in it, or should 

it be something that is also about others, perhaps for the future. And this idea 

must be staged to make it clear to the viewer, he/she must know what he/she is 

looking at. " 

"A contemporary artist does not need to know how to draw anymore, he/she has 

to understand and be aware of the current problems, and should not say 

everything is fine. And these problems must not be hidden, they must show that 

they are not ashamed. Artist has to be open, intelligent, has to think about what 

is happening in the present world. He/she must know how to combine materials, 

do something new to attract attention ... Performance: to imagine when, why and 

how they will do it. " 

 

Conclusion 

The results of the research coincide with the tendency to achieve good 

results through artistic pedagogical practice with the integration of 

contemporary fine arts, both from the point of view of motivation and 

from the incentive to express personal attitudes and to form critical 

relationships to current (social) content. The majority of modern art works 

are understood by students only when encouraged or interpreted by an 

expert (RQ1). In the Maribor Art Gallery, the curator very effectively led 

the students to understand the contents of the artwork. First, by 

encouraging independent thinking of students, then by associating 

associations and facts (where the author of the art work comes from). It 

was only after the students began to conclude and develop thoughts, the 

curator explained the reasons for the creation of the work and the artist's 

idea. Before the explanation, students understood the artwork very 

differently (RQ2), which is also one of the goals of contemporary fine arts. 

Contemporary fine arts want every work to be interpreted in its own way. 

This means that the artist's idea connects the observer with his/her own 
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experience (to the degree of students’ knowledge on the topic). We 

conclude that the differences between students' interpretations appear 

with regard to general perception. The themes are socially critical, 

however, not all students know or understand the situation from other 

cultural backgrounds. Otherwise, the students were able to transfer the 

topics in question very well into their lives and experience, and to identify 

themselves with the artist and the idea of artwork (RQ3). Understanding 

and interpreting contemporary artwork while interpreting curatorial 

(RQ4) was similar in students. No major differences were observed; only 

certain views were distinguished as a result of different or no experience 

at all in relation to the subject matter discussed. Differences in comparison 

with students were observed in the understanding, interpretation and 

critical view of the content of contemporary artwork in a student who 

were recorded to be gifted in the intellectual field (RQ5). Only in the 

conversation about art works she quickly linked and concluded. She had 

a distinctly critical view of the contents of the artwork, but only after she 

learned the contents (interpretation of the curator). The social response of 

students was mostly good and realistic. At the same time, we can confirm 

that students who are identified as gifted in the intellectual field are 

curious and express their attitude towards certain situations more easily 

or in a more relaxed manner. The research offers teachers of art classes, 

among other things, how they can work with gifted students, how to 

encourage them to think, express themselves not only through artistic 

pedagogical work, but also through other communication channels. Art 

pedagogues should realize the value of such approaches, as the apparent 

fear of incorporating contemporary fine arts into lessons would be greatly 

reduced. 
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INSIGHT INTO THE FACTOR MOVEMENT AND DANCE AT ELEMENTARY 

SCHOOL LEVEL 

 

BOJAN KOVAČIČ 

SLOVENIA 

 

Abstract  

The purpose of the study was to examine, in detail, the characteristics of musically 

talented pupils, within the extracted factor movement and dance that we found, 

according to the level of expression and attendance of music school. 432 elementary 

school teachers from 90 Slovenian elementary schools who teach pupils from first to 

5th grade (age 6-10) participated in the main survey. Each of the teachers nominated 

and assessed one pupil whom they believed to be the most musically talented of all 

the pupils in their class. Regarding the movement-dance abilities, movement-dance 

aesthetic expression and communication with the audience, we found that the studied 

characteristics are statistically significant above-average, while attending music school 

proved to be a factor of statistically significant differences only in the characteristic of 

communication with the audience in favour of the pupils, who attend music school. 

 

Keywords: movement and dance, movement-dance abilities, musical talent, 

characteristics of musically talented pupils, elementary school level 

 

 

Introduction 

In the context of a holistic, integrated, multidimensional view of the 

musical talent, we have identified six major areas of characteristics of a 

musical talent: musical abilities, musical creativity, musical performance, 

musical knowledge, musical activities and non-musical characteristics 

(Blažič, Črčinovič Rozman and Kovačič, 2009; Črčinovič Rozman and 

Kovačič, 2010; Kovačič and Črčinovič Rozman, 2014; Kovačič, Blažič and 

Črčinovič Rozman, 2015). As a résumé of our theoretical research in the 

field of a musical talent, with an emphasis on studying the characteristics 
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of musically talented pupils at the elementary level of Slovenian primary 

school, we developed the Theoretical Model of Characteristics of Musical 

Talent (Figure 1) (Kovačič, 2016, p. 194). A wide range of the studied 

characteristics exceeds some of the assessment instruments which are well 

represented in the literature: the program MusicLink (Haroutounian, 

2000a, 2000b, 2009a), the Talent Beyond Words program (Baum, Owen 

and Oreck, 2004), the Renzulli scales (Renzulli et al., 2013), and a similar, 

accepted rating scale for the music field (Bezić et al., 2008), which is used 

in the Slovenian school field.  Moreover, including movement and dance 

into the context of exploring the characteristics of a musical talent, also 

signifies a step forward.  

 
Figure 1. The Theoretical Model of Characteristics of Musical Talent (Kovačič, 2016, p. 

194) 

Comparison of the Theoretical Model and the representation of factors of 

the Factor Model of Characteristics of Musical Talent shows that the latent 

structure of the characteristics of musically talented pupils covers the 

theoretical division of the areas of musical talent substantively well, but 
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interestingly, it also shows that movement and dance is a self-contained 

factor (Figure 2), which we therefore termed as a factor movement and dance 

(Kovačič, 2016). 

 
Figure 2. The Factor Model of Characteristics of Musical Talent  ̶  extract (Kovačič, 

2016, p. 195) 

Three factor weights (movement and dance abilities, movement-dance 

aesthetic expression and communication with the audience) meaningfully 

and appropriately form a new factor, which we did not foresee in the 

theoretical division. Instead, we have incorporated these three 

characteristics, which typically relate to movement and dance, into 

different areas of assessment (musical ability, musical performance) (see 

Figure 1). The independently extracted factor of movement and dance 

indicates a certain consistency with a completely separate study of a 

musical and dance talent during the identification processes, as it is found 

in the selected literature (Renzulli, 2005; Baum, Owen and Oreck, 2004, 

Calvert et al., 2004). 

 

Definition of research problem 

In our research context, in order to avoid the ignorance of the field of 

movement and dance, we decided to formulate the basic criteria and 

incorporate them into the whole system of variables/characteristics of a 

musical talent. In the first educational period (first to third grade) of the 
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Slovenian primary schools, a movement-dance performance includes 

movement with singing, rhythmic speaking and/or listening to music and 

dancing folk dances. Furthermore, in the second educational period (4th to 

6th grade), pupils through movement and dance express musical 

experiences and analytical perceptions of the basic musical elements, 

deepen their perceptions of them and also perform dancing games and 

various dances (Holcar et al., 2011). In accordance with the learning plan 

for music education (Holcar et al., 2011), we introduce the term aesthetic, 

which in our opinion, implicitly includes technique, interpretation and 

expression (McPherson and Schubert, 2004). Respectively, this term 

implicitly includes all four broad criteria by J. Haroutounian (2007, in 

Haroutounian, 2009a): performance skill, technique, interpretation and 

artistry. In addition, we see the ability to communicate with the audience 

before, during or after the performance as a special quality of a musical 

expression. The basic research problem is to examine the characteristics of 

musically talented pupils. 

 

Purpose and goals 

The purpose and goal of the research is to examine the characteristics of 

musically talented pupils within the factor movement and dance, 

according to the level of expressed characteristics and attending music 

school. 

 

Methods 

Hypotheses and research questions 

Research questions (RQ): 

1. RQ1: Are the characteristics of musically talented pupils, within the 

factor movement and dance, expressed above average? 

2. RQ2: Does attending music school correlate with the characteristics 

of musically talented pupils within the factor movement and dance? 
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Hypothesis (H): 

1. H1: Characteristics of musically talented pupils, within the factor 

movement and dance, are expressed above average, in the interval 

4 < M < 7. 

2. H2: Attending music school correlates with the characteristics of 

musically talented pupils within the factor movement and dance. 

 

General approach and planning of the research 

The study involved elementary school teachers from Slovenian 

elementary schools. Each teacher nominated and assessed one pupil 

whom they believed to be the most musically talented of all the pupils in 

their class. 

 

Research methods 

We processed the data with the SPSS application for personal computers. 

We used the one-sample t-test (H1), the independent-samples t-test and 

Levene's test-to-test for homogeneity of variances (H2). 

 

Instruments 

To assess the expression of characteristics of musically talented pupils, an 

assessment scale, built on the basis of a Likert-type scale, was applied. A 

7-point scale contains the following levels: (1.) very below average … (7.) 

very above average. Cronbach's coefficient α is 0.96. Reliability is very 

high. 

 

Research sample 

The study (Kovačič, 2016) involved 432 elementary school teachers from 

90 Slovenian elementary schools who teach pupils from first to 5th grade 

(age 6-10). Each teacher nominated and assessed one pupil whom they 

believed to be the most musically talented of all the pupils in their class. 
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In this way, they nominated and assessed 432 most musically talented 

pupils. The representativeness of the sample was ensured by random 

selection of 200 Slovenian elementary schools (nearly one-half of all 

schools). We equalized the sample by choosing schools from all statistical 

regions. Responsiveness of schools was 45%. 

 

Results and interpretation 

In order to verify if the characteristics of musically talented pupils, within 

the factor movement and dance, are expressed above average, we used a 

one-sample t-test for all three characteristics. 

Table 1. Expression of characteristics of musically talented pupils within the factor movement and dance 

(one sample t-test) 

Variable N M σ t g p 

movement-dance abilities 432 5.56 1.07 50.40 431 0.000 

movement-dance aesthetic expression 432 5.42 1.05 41.56 431 0.000 

communication with the audience 432 5.41 1.13 40.24 431 0.000 

 

All three characteristics of the factor movement and dance are estimated 

with an average score of over 5 (little above average) (Table 1). The values 

of the arithmetic mean are statistically significantly higher than the middle 

of the scale (4 - average). This means that we can, with great certainty, 

confirm hypothesis 1, which states that the characteristics of musically 

talented pupils, within factor movement and dance, are expressed above 

average, in the interval 4 < M < 7. The highest average value is shown in 

the characteristic of movement-dance abilities (M = 5.56), followed by the 

movement-dance aesthetic expression (M = 5.42) and communication with 

the audience (M = 5.41). The highest variability of the results is seen in the 

characteristic of communication with the audience. The results are 

expected, comparable to the results in the literature from the field of 

giftedness and talent, where above-average is a frequently mentioned 

constant (implicitly or explicitly). Furthermore, we examined if attending 
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music school correlates with the characteristics of musically talented 

pupils, within the factor movement and dance. 

Table 2. Comparison of the characteristics of musically talented pupils, within the factor movement and dance, 

according to the music school attendance (independent samples t-test, Levene’s test) 

Variable 
MSA

* 
N M σ F p t g p 

movement-dance 

abilities 

no 132 5.60 1.062 0.024 0.877 0.44 430 0.664 

yes 300 5.55 1.070   0.44 
252.11

7 
0.663 

movement-dance 

aesthetic expression 

no 132 5.43 1.005 0.229 0.632 0.14 430 0.891 

yes 300 5.42 1.077   0.14 
266.93

8 
0.888 

communication with 

the audience 

no 132 5.24 1.147 0.004 0.947 –2.02 430 0.044 

yes 300 5.48 1.117   –2.00 
244.50

0 
0.047 

*MSA: Music school attendance 

 

The results of the t-test for the independent sample (Table 2) show that 

musically talented pupils, who attend music school and are compared 

with peers who do not attend music schools, have a  statistically 

significant higher expression of communication with the audience (p = 

0.044). Regarding movement and dance abilities and movement-dance 

aesthetic expression, statistically significant differences are not shown. 

Thus, we cannot confirm hypothesis 2, which states that attending music 

school correlates with the characteristics of musically talented pupils, 

within the factor movement and dance. 

 

Conclusion 

Dance talent is usually perceived outside the context of the musical talent 

(Baum, Owen and Oreck, 2004; Calvert et al., 2004). This should be 

acknowledged, when the process of identification with specific goals is 

supported by expert work in the dance field. This, in any case, exceeds the 

Slovenian Music education curriculum (Holcar et al., 2011), which defines 
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movement and dance as one of the basic activities of musical performance. 

The determined independent factor of movement and dance (Kovačič, 

Blažič and Črčinovič Rozman, 2015) shows the appropriateness of an 

integrated and comprehensive view, and also the finding that all three 

characteristics of this factor are in a positive correlation with all other 

characteristics of the set (Kovačič, 2016). The statistically significant above-

average expression of the characteristics within the factor movement and 

dance is in accordance with the introductory part of our basic definition 

of a musical talent, which refers to the above-average: "We define musical 

talent as a favourable combination of above-average characteristics..." 

(Kovačič, 2016, p. 196). Attending music school has proven to be a factor 

of statistically significant differences in communication with the audience, 

in favour of pupils who attend music school. Besides the fact that 

differences can be attributed to a greater amount of lessons and practice 

(Chaffin and Lemieux, 2004, Haroutounian, 2009b, McPherson, 2005, 

Visser, 2009) or accomplishing higher processing levels (Cantwell and 

Millard, 1994, in McPherson, 2005), attending music school also gives 

pupils extra performing experiences that may influence the improvement 

of communication with the audience before, during and after the 

performance. Regarding the characteristics of movement-dance abilities 

and movement-dance aesthetic expression, statistically significant 

differences were not found. This was expected, because we can 

understand that playing an instrument probably does not affect the 

development of competences in the field of movement and dance. In this 

paper, we have shown that the factor of movement and dance has an 

important role in the context of dealing with characteristics of musically 

talented pupils. In the future, it is certainly worth promoting awareness 

among classroom teachers that the characteristics of the factor movement 

and dance are above-average, and also that attending music school 

influences communication with the audience, regarding performance. 
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PERCEIVED CHANGES AND LILE SATISFACTION OF THE GIFTED 

 

LJILJANJA KRNETA 

BOSNIA AND HERZEGOVINA 

 

Abstract  

The last decades in post-socialist countries are characterized by some significant 

changes in the field of education. Therefore, the results of the empirical research 

carried out by the author (Krneta, Lj. 2010, 2013, 2014, 2017), who has emphasized the 

complexity of influence of contributory factors on changes in the educational system 

and functioning, are more than important. The research is focused on the perception 

of present and the vision of future of the gifted and other students. The sample 

included 688 secondary school students, aged 15 to 18, from various places. The 

obtained results show that there are statistically significant differences since the gifted 

students appear to have more pessimistic perception of present in relation to other 

students, but no difference has been determined in regard to the vision of future 

between the gifted and other students. 

 

Keywords: the gifted, perception of present and vision of future 

 

Introduction  

There are numerous empirical researches which have rightfully pointed 

out that narrow and broad socio-psychological factors permanently affect 

both the educational concept and the results of educational work, i.e. the 

whole development of students. Key issues of the contemporary school 

and the school of future are how to organize the education of the gifted 

and other students i.e. how to make school closer to students and enrich 

the stimulating environment of class with positive emotions, which 

mediate between expressing the students' creativity and performance in 

school. A very complex interactive process takes place in school, within 

which many important roles of teachers and students are exercised. 

Multidimensionality of teaching is influenced by the complexity of a 
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student-teacher interactive relationship, goals and outcomes of up-brining 

and education, perceptions of teacher-student roles, etc. 

In this paper, we begin with the phenomenological interpretation which 

emphasizes self-perception and reflects the subjective experience of 

present and future as well as indicates the relations of the gifted and other 

students towards the psychological nature of self-awareness. The first 

interest for the gifted occurred even in ancient civilizations of China and 

Greece. In the XX and XXI century giftedness was studied by many 

scientists. Most of the research in the world and in the region are dedicated 

to the study of the cognitive aspects of giftedness. Recently, the issues of 

the gifted students' performance in secondary education are increasingly 

the subject of discussion. Although the social development is imposing it 

as an imperative for any further development, our educational system has 

no systematic support to the gifted. Still, there are remains of "old 

consciousness" and resistance to new ideas and different perceptions of 

giftedness. Both practitioners and analysts of the educational system 

unambiguously agree that any school performance of the gifted and other 

students is more or less under the influence of numerous factors (personal 

characteristics, organization of up-bringing and education, grading 

system…). Among the numerous factors influencing the school 

performance of the gifted, those factors related to the students' 

characteristics have been examined most of all. At the beginning, the 

school performance was explained by the dominant influence of cognitive 

aspects of a personality, but later on the researches showed that the school 

performance of the gifted and other students was mainly influenced by 

cognitive, conative and affective components of a personality. 

 

Research Concept  

The research has been based on inductive collecting of data in a defined 

period of time. Its aim is to determine similarities and differences in the 
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gifted and other students' perception of present and vision of future. The 

obtained results may have some practical implications in terms of giving 

an objective picture of the perception of the gifted students' position in 

their society and school, and point out some potential actions to be taken 

by educational policy makers in order to enhance the gifted students' 

position in the society and school. 

The research started from the premise there is a statistically significant 

difference in the gifted and other students' perception of present and the 

vision of future. 

 

Research Method 

The research has been conducted as empirical and non-experimental, on 

the sample of 688 secondary school students from BiH, divided into two 

sub-samples: a) a sample of the gifted (N=216, 31,39%), including the 

students of secondary art schools and other secondary schools who 

participated at competitions of regional, federal or higher level, and b) a 

sample of other students, including the students of vocational schools and 

grammar schools (N=472, 69,59%). The sample included 346 female 

students and 336 male students, aged 15 to 18, from different places of 

living. 

The research has been carried out as a transversal research i.e. its results 

reflect the state of examined characteristics in examinees in a defined 

period of time. Therefore, a survey method has been used as a main 

method, but combined with methods of theoretical analysis and 

comparison. As an instrument for collecting data, we have used the 

Questionnaire for students and scale of life understanding, taken from a 

research of Gorjana Litvinović, "Percieved changes, time orientation and 

personal satisfaction during the lifetime in Yugoslavia and the USA". The 

scale contains 15 questions, related to the perception of the present and 8 

questions related to the perception of the future. The questions are 
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constructed so that responses can be used in understanding the thoughts 

and views of respondents about the perception of present and the vision 

of future. The scale reliability has been proven by applying Cronbach 

alpha coefficient of α=0.75. 

In this paper, we have decided to observe the distribution of school 

performance through the distribution of the students' performance from 

the previous school year as an indicator of the gifted and other students' 

concrete efficiency during their regular schooling. The gifted and other 

students' subjective experience has been viewed from two aspects: the 

perception of present and the vision of future. Psychology finds the terms of 

the perception of present and the vision of future as crucial in analyzing 

an individual's identity, so it is of great importance to point them out as 

an essential part of an individual's self-image or self-awareness. 

Therefore, we believe that the perception of present and the vision of 

future are relevant for the gifted students' development both for their 

schooling and for tasks set by themselves as relevant goals and aims they 

aspire to in the life.  

 

Perception of Present of the Gifted and Other Students 

Self - awareness is one aspect of emotion - value framework, which is 

essential to the interpretation of performance of the gifted and other 

students, as indicated by the data obtained in this study: 

 

Table 1.  Distribution of the results of perception of present - whole sample 

Intensity Number % 

Very negative 0 0.00 

Mainly negative 20 2.91 

Unsure 212 30.81 

Mainly positive 384 55.81 

Very positive 72 10.46 
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The obtained results show that the surveyed students perceive certain 

aspects of their own life in the present with different intensity, and exhibit 

varying degrees of acceptance or rejection of certain items. It is evident 

that the positive formulations of the present are positioned around mid-

continuum, and the negative formulations of the present are distributed 

to ends of the continuum. An illustrative response is the following 

statement: "These days I find that my life is just as it should be," has a 

value of 3.57, which shows that one in two respondents, or 54.64% of the 

students gave a positive answer on this question. 20, or 34% gave “very 

positive” and 14.52% negative answer, of which 2.90% gave a “very 

negative” answer, and 11, or 62% of moderate-intensity "mostly not true." 

In this context, the results of perception of present among students show 

that, despite the difficult socio-economic situation in which young people 

live, they expressed more positive than negative or neutral attitudes 

towards the present, supporting the premise that all people set some goals 

to which they aspire in their life and take actions in a real social 

environment. 

One of the important issues in this study refers to the examination of 

similarities and differences in the perception of present between the gifted 

and other students.  

 

Table 2.  Perception of present of the gifted and other students 

Students 
Attitude towards the present 

∑ 
Mainly negative Not sure Mainly positive Very positive 

The gifted 
8 80 102 26 

216 
3.70 37.04 47.22 12.04 

Other students 
12 132 282 46 

472 
2.54 27.97 59.75 9.75 

Total 20 212 384 72 
688 

 2.91 30.81 55.81 10.47 

Pearson Chi-square: 9.55196, df=3, p=.022798 
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The obtained results indicate that there are statistically significant 

differences in the perception of present between the gifted and other 

students, since Chi-square=9, 55196, with three degrees of freedom, has 

been significant statistically at the level of 0.05 (p=.022798)). The analysis 

shows that with gifted students prevail mainly positive attitudes towards 

the present, 47.22%, then “not sure” attitude, as perceived by 37.04%, 

while far fewer of those with a very positive attitude 12.04% and a mainly 

negative -3.70%. On the other side, there are a lot more of other students 

with moderately positive attitude, 59.75% (compared to 47.22% of the 

gifted), and less hesitant attitude of 27.97% (compared to 37.04% of the 

gifted), moderately negative 2.54% (3.70% for the gifted) and those with a 

positive attitude 9.75% (12.04% for the gifted). The results show that there 

are 59.75% of other students with moderately positive attitude (compared 

to 47.22% of the gifted) and 27.97% with less hesitant attitude (compared 

to 37.04% of the gifted), moderately negative 2.54% (3.70% for the gifted) 

and those with a positive attitude 9.75% (12.04% for the gifted). It seems 

that the gifted have more pessimistic attitude towards the present, 

supporting the hypothesis that "there is a difference in the perception of 

present between the gifted and other students". 

 

Vision of the future of gifted and other students 

To look into the vision of the future of gifted and other students, we used 

a scale to test students’ thoughts and views of the future, based on which 

is determined b general attitude towards future. The scale which was used 

is a Likert's scale and contains 8 items that relate to students’ thoughts and 

views on various aspects of the future. The items are worded as positive 

and negative items, for example. "Do you look forward to the arrival of 

the future" and the answers are grouped on five-point scale from "very 

high" to "not at all". Analysis of the results shows that the vision of the 

future is, in a more pronounced degree stated in terms of accepting the 
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items that point to the thoughts about the future and the hope that the 

future will be good, and less on items related to the importance of the 

future or looking forward to the futures’ coming. This can be seen from 

results, showing the most acceptable items such as, "Do you think about 

the future?"(3.71); "Is future more important than the past?" (3.67); "How 

much you believe that your future will be good?" (3.64) and "How much 

wellbeing do you expect from your future” (3.63). The least acceptable 

items include “Is the future more important than the present" (-2.87) and 

"Are you looking forward to your future?" (3.19). The results of the vision 

of future of surveyed students distributed in such a manner give a precise 

picture of students toward their future. 

Тable 3. Distribution for the vision of future-whole samlpe   

What are your thoughts and views of the 

future? 
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Do you think the abaut?  
3.7

1 

252 

36.62 

134 

19.47 

194 

28.19 

70 

10.17 

30 

4.36 

8 

1.16 

Is future more important to you than the 

past? 

3.6

7 

246 

35.75 

160 

23.25 

166 

24.12 

50 

7.26 

62 

9.01 

4 

.58 

How much do you believe that your 

future will be good? 

3.6

4 

120 

17.44 

248 

36.04 

278 

40.40 

36 

5.23 

6 

.87 

0 

.00 

How much wellbeing do you expect from 

your future?  

3.6

3 

96 

13.95 

294 

42.73 

250 

36.33 

42 

6.10 

6 

.87 

0 

.00 

Do you dread the future? 
3.4

3 

58 

8.43 

50 

7.26 

236 

34.30 

216 

31.39 

126 

18.31 

2 

.29 

Are you worried when thinking about 

your future? 

3.2

9 

72 

10.46 

74 

10.75 

228 

33.13 

184 

26.74 

126 

18.31 

4 

.58 

Are you looking forward to your future? 
3.1

9 

122 

17.73 

156 

22.67 

228 

33.13 

102 

14.82 

72 

10.46 

8 

1.16 

Is the future more important than the 

present, in your opinion? 

2.8

7 

94 

13.66 

120 

17.44 

230 

33.43 

94 

13.66 

150 

21.80 

0 

.00 
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Indicators of distribution of results for the surveyed students' vision of 

future give a precise picture of students toward the future, being 

presented in the following table and figure. 

  Тable 4. Distribution of the results for the vision of future – whole sample 

Vision of the future intensity f % 

Very poor 0 0,00 

Mostly poor 40 5.81 

Unsure 364 52.91 

Mostly good 268 38.95 

Very good 16 2.32 

 

However, it is obvious that none of surveyed students perceives his/her 

future as extremely pessimistic, i.e. very poor; 5.81% of the surveyed 

perceives the future as mostly poor; every other student or 52.91 perceives 

the future as unsure; 38.95% of students perceives the future as good while 

only 2.32% of them perceive it as very good. In that context, the obtained 

results of thoughts and views regarding the future of students suggest 

there are importantly more positive than negative expectations from the 

future, despite the difficult socio-economic situation in which young 

people live, taking into account the significantly emphasized result of 

number of respondents who have a vision of the future as unsure one. This 

is acceptable if we take into account difficult live situation of the majority 

of citizens as well as announcements of even more difficult and unsure 

days in the future. This result confirms our standpoint that all persons set 

goals to which they strive in their lives and according to which they adjust 

their activities in a real social environment, so young persons of high 

school age form their vision of the future in a real life environment. In the 

analysis of issues important for perceiving similarities and differences in 

the vision of future among gifted and other students, there has been set a 

hypothesis "that differences in the perception of future between gifted and 

other students may be expected". The gifted have more specific activities 
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in realizing their potentials so there is a possibility they perceive 

themselves differently and have different view toward the future. 

Table 5. Vision of the future of gifted and  other students 

 Students 

Perception of the future  

∑ Mostly 

poor 
Unsure 

Mostly 

good 
Very good 

Gifted 
18 110 84 4 

216 
8.33 50.93 38.89 1.85 

Other 
22 254 184 12 

472 
4.66 53.81 38.98 2.54 

Total 
40 364 268 16 

688 
5.81 52.91 38.95 2.33 

Pearson Chi-square: 3.97500, df=3, p=.26419    

Having an insight into the results presented in such a way, it is evident 

that no statistically significant differences have been found in the 

perception of future between gifted and other students, taking into 

account that the obtained Chi-square test is 3.97500 with 3 degrees of 

freedom and is not statistically significant at any of the levels for the 

common testing represents a difference between perceived distributions 

(p=.264196). Therefore, distributed results of perception between gifted 

and other students indicate that the established distributions of the vision 

of future so similar, so there is no statistically significant differences in 

their thoughts and views toward the future. Thus, the distributed results 

of the perception between gifted and other students show that the 

established distribution of the vision of the future is so similar, and that 

there are no statistically significant differences in their thinking and views 

on the future. In this way, a conclusion is drawn that the set hypothesis is 

not accepted, i.e. that "differences can be expected regarding the future 

between gifted and other students."  

 

Conclusion 

The research, characterized as transversal and conducted on the sample of 

688 students from secondary schools (i.e. art schools of music and fine arts, 
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grammar schools, technical and vocational schools) from the Republic of 

Srpska and the Federation of Bosnia and Herzegovina, has shown a part 

of results, which more precisely explain the perception of present and the 

vision of future in the gifted and other students. The obtained results of 

the research on the perception of present in students show that (despite 

the difficult socio-economic situation in which young people live) positive 

attitudes prevail over the negative or neutral ones, supporting the premise 

that all people set some goals to which they aspire in their life and take 

actions in a real social environment. When analyzing similarities and 

differences in the perception of present between the gifted and other 

students, the obtained results indicate that there are statistically 

significant differences at the level of 0.05, (Chi-square=9.55196, df=3, 

p=.022798)), meaning that the gifted have more pessimistic perception of 

present. In this regard, set is the hypothesis that "the differences in the 

perception of present between the gifted and other students can be 

expected". After examining the presented results it is evident that there 

are no statistically significant differences in the perception of future 

between the gifted and other students (Chi-square=3.97500, df=3, 

p=.264196). Thus, the distributed results of the perception between the 

gifted and other students show that the established distribution of the 

vision of future is very similar, and there are not statistically significant 

differences in their thoughts on and views of future. The results obtained 

are a snapshot of the situation in the time in which the research was 

conducted and may be used to see self-awareness in a more realistic light 

and understand the position of the gifted and other students in the society 

and school. 
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Abstract 

All equal – all diferent is a phrase that confirms students’ everyday school life. Almost 

every class has students who perform the school responsibilities with extreme ease, 

and those who find even the smallest task demanding. In today’s documents, both 

groups of students are considered students with special educational needs; one group 

requires additional classes, while the other requires remedial classes. Many children 

in our schools are not successful enough because they do not fully realize their 

potential. The school observes, monitors and encourages gifted students and organizes 

additional work for them according to their preferences, abilities, and interests. 

Recognizing and discovering gifted students is an important step in effective work 

with gifted students, from a differentiated curriculum to the access to sources of 

specific knowledge. In this paper, authors describe challenges and possible solutions 

that teachers encounter in their work with gifted students. 

 

Keywords: gifted students, identification, giftedness area, classroom, teacher 

 

Introduction 

The pursuit of high educational standards and achievements requires 

attaching greater significance to discovering above-average and gifted 

children and creating opportunities for the development of their 

giftedness. According to the Elementary and Secondary Education Act, a 

gifted students is a student of above-average intellectual, academic, 

creative, or psychomotor abilities. Identification, monitoring, and 

encouragement of gifted students are carried out by the school, which also 

organizes additional work according to the preferences, abilities, and 

interests of the gifted students. Likewise, the school is obliged to 

systematically identify gifted students, work with them according to a 

special program, to monitor their progress, and to compile a report on this 
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based on the judgement of the school’s team of expert associates (MZO, 

2018). With the aim of defining general human rights and achieving 

equality in their realization, a number of documents were adopted in 

international institutions and in certain social communities. The most 

important documents include: Universal Declaration of Human Rights, 1948 

(Official Gazette Narodne novine, Ministry of Public Administration, 

no.12/09, as cited in: Dulčić et al., 2012) and European Convention for the 

Protection of Human Rights and Fundamental Freedoms, 1950. (Official 

Gazette, MPA, no. 12/93, as cited in: Dulčić et al., 2012). According to the 

Convention on the Rights of the Child (Official Gazette, MPA, no. 12/93, 

as cited in: Dulčić et al., 2012) every child has the right to appropriate 

education. 

The task of the teacher is to provide such students with a teaching scenario 

that will satisfy their giftedness. In the Republic of Croatia, the two most 

common approaches that are used in education of gifted students in 

elementary school are: the development and realization of a special or 

enriched education program, and the accelerated program. 

 

The concept of giftedness and identification of giftedness 

One of the goals of elementary education is to provide a systematic way 

of teaching students, to encourage and enhance their intellectual, physical, 

aesthetic, social, moral, and spiritual development in accordance with 

their abilities and tendencies. Many students are not successful enough 

because they do not fully exploit their potential. In order for the education 

system to function properly and encouragingly for gifted students, it is 

necessary to identify them, i.e. to recognize traits that indicate giftedness. 

The easiest way to identify gifted children is to compare them with their 

peers. Kindergarten teachers have an advantage over parents in 

identifying giftedness, because they can observe children in a group and 

compare them with peers, since in this they have a richer experience than 
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parents (Cvetković Lay, Sekulić Majurec, 2008). Gifted children often 

stand out in classroom settings by performing tasks sooner, faster, more 

successfully and differently than their peers. Giftedness is defined as a 

particular set of traits that serve as a basis for an individual’s permanent 

capability to achieve above-average results in one or more areas of human 

activity. Furthermore, it is important to note that giftedness is the result of 

a particulary favourable combination of hereditary traits and their 

interaction with a stimulating, efficient environment, and the self-activity 

of an individual (Koren, 1989). Composition of giftedness involves three 

groups of personal determining factors: general and specific abilities, 

creativity, and the combination of numerous personality traits and 

motivation. Furthermore, according to Koren (1989), there are six areas of 

giftedness, namely:  

- General Intellectual Ability (high intelligence, extensive vocabulary, 

curiosity, enthusiasm for new ideas, abstraction ability, easy 

learning…). 

- Creative Skills (independence and flexible thinking, sense for 

improvisation, humour, originality of ideas, imagination…). 

- Specific Academic Aptitude (good memory, rapid acquisition of 

knowledge and skills,  quick understanding, various interests…). 

- Social Skills and Leadership Abilities (high expectations of oneself 

and others, acceptance of responsibility, ability to judge well, 

organizational abilities, tendency towards domination…). 

- Visual/Performing Arts (ability to identify motor coordination, 

excellence in feeling and expression through music, acting, dance, 

art…). 

- Psychomotor Abilities. 

Another term that we can relate to the term of giftedness is talent. In 

relation to the link between the giftedness and talent, author George (2005) 

states that gifted students demonstrate potential for extraordinary success 
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in different areas or skills (intellectual, creative, academic…), while 

talented students demonstrate potential for extraordinary success in one 

area or skill. 

Until the 20th century, giftedness would be identified only after it had 

contributed to society, whereas today we identify children who show 

potential or have excelled in a certain area (George, 2005). For the 

identification, many sources are used, and these are divided into thre main 

categories: application of metric scales and checklists, application of 

different types of standardized tests, and teacher assessment. It is 

necessary to organize the process of identifying gifted students in the 

school because of the threat of hindering the realization of potential that 

certain children possess. The terms “detection” and “identification” are 

names for the procedures of recognizing and extracting a gifted individual 

from the population. These are continuous processes, which means that 

different types of giftedness are manifested in different chronological ages 

(Koren, 1989).  

However, in recognizing gifted children, errors occur due to 

overestimating or underestimating of some of their traits. These errors are 

usually related to the family status of the child, the child’s behaviour, 

knowledge, and the physical appearance (Cvetković Lay, Sekulić, 

Majurec, 2008). For this reason, it is extremely important to properly 

approach the identification of gifted children so as not to unconsciously 

disregard students who truly have above-average skills, and who, because 

of the various disruptive factors, had not been identified so far. 

Parents, who spend the most time with their children, play a significant 

role in the identification of giftedness. Since they come into contact with 

child’s behaviour and traits at the earliest age, they are among the first 

ones to notice above-average abilities. When family warmth and care are 

supplemented by real incentives and high expectations (not too high!), we 

get a “recipe” for an optimal environment for talent development. Some 
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studies emphasize that those families who nourish a relaxed and open 

environment within which a wide variety of child achievements is 

rewarded, instead of one-dimensional guidance towards achieving direct 

school goals, are most desirable (Čudina-Obradović, 1990). Parents are the 

most important teachers in a child’s life; so much is done before the child 

starts school. That is why it is extremely important for schools to find out 

what basis these children have when they start school, so as to provide 

them with an appropriate program (George, 2005). However, parents are 

not the only assessors of the child’s giftedness. Teachers and peers 

themselves are also important in this. Their assessments are analyzed, 

and, by considering parents’ opinions as well, they jointly conclude 

whether the student is gifted. It is important to note that by proper 

assessment, identification and verification, the student receives a “label” 

of being gifted, which, together with a multitude of positive sides, can 

have negative consequences as well. That is why it is essential that giving 

such a “title” to a student is approached with caution, and that the student 

is provided with the optimal process of education in which their traits and 

specific needs will be taken into consideration. 

 

Procedures to designate a student as gifted  

In the Republic of Croatia, there are practical instructions for teachers: 

How to recognize and identify a gifted student. The author of these worksheets 

and instructions as to how to designate a gifted student is Ivan Koren 

(1989), and according to him, this coherent identification system can be 

implemented by a teacher only based on their experience in practical 

work. The questionnaire offers solutions for designating students as gifted 

among all students in that class. 

According to areas of ability, giftedness of a student can be manifested in 

a number of different combinations and, therefore, the teacher has to 

assess each trait independently from other traits. From these results, it is 
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possible to eventually create a profile of giftedness for the assessed 

student. 

The PROFNAD scale (Profile of Giftedness, Cro.) is intended for teachers. It 

contains 48 descriptions of students’ indicative behaviours, eight for each 

of the six mentioned categories, and has four rating points: never (so rare 

it could be neglected), sometimes (insignificant), often (significant), and 

always (very pronounced). In addition to the offered ones, the teacher can 

add other characteristics that a student is demonstrating, which are not 

covered by the scale, but which the teacher considers important. 

The PROFNAD – R scale (Profile of Giftedness – Parents, Cro.) is intended 

for parents. This questionnaire includes 25 questions on child 

development so that the teacher could better acquaint themselves with the 

characteristics of the student. They refer to the development of the child 

from their early childhood to the moment of assessment. Each question 

offers three answers: NO, Not sure, YES. While filling it in, the fact that 

parental love for a child can result in higher assessments should be taken 

into account; it can distort objectivity. However, parental assessments of 

children’s abilities are largely in agreement with expert assessments 

through tests (Winner, 2005).   

PROFNAD – U (Profile of Giftedness – Students, Cro.) is the questionnaire 

for students. It contains 18 descriptive statements (three for each of the six 

areas of giftedness) regarding indicative behavioural traits formulated in 

the form of superlatives. Each student chooses three of their peers whose 

traits, in their opinion, could fit into that criterion. Listed students are most 

frequent candidates for nomination in a particular area of giftedness.  

From school to school… 

Since there are no identical students, identical teachers, and identical 

parents, here we will present challenges that could lead to wrong 

conclusions in designating students as gifted.  
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Table 1: Representation of similarities and differences in the assessments of giftedness for the anonymous 

student.  

Type of intelligence Peers Teacher Parents 

General Intellectual Ability  * *  

Creative Skills   * * 

Specific Academic Aptitude  * * * 

Social Skills and Leadership Abilities   * * 

Visual/Performing Arts * *  

Psychomotor Abilities  *  

 

Table 1 presents the answers in order for us to more easily notice the 

similarities, as well as the differences, in peer assessments and those of 

teachers and parents. Having compared the points, or votes, that the 

anonymous student received in relation to the abilities within a certain 

type of intelligence, we can conclude the following: Peers, teachers and 

parents equally assessed that the anonymous student has extraordinarily 

high Specific Academic Aptitude, though the assessments for other 

intelligences differ. When it comes to the teacher, overall score for the 

anonymous student was extremely high, which means that the student 

got a high number or even a maximum of points for each type of 

intelligence. Therefore, we can conclude that the teacher considers his 

traits and abilities to be above-average for all types of intelligence. The 

peers consider the anonymous student as gifted in General Intellectual 

Ability and Visual/Performing Arts category, while his parents rated him 

with an average number of points in these variables. Parents rated their 

child with high marks in Creative Skills, Specific Academic Aptitude, and 

Leadership Abilities. 

 

Instead of a conclusion 

Gifted children and students should be accepted with everything that 

makes them special. Research increasingly confirms the importance of 

non-cognitive factors in the realization of giftedness, with particular 
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emphasis on the crucial role of the immediate environment. In childhood 

and adolescence, kindergarten and school, together with the family home, 

are dominant environments in which children and students live and act. 

It is therefore necessary to provide everyone with an incentive 

environment in which they can use and develop their abilities optimally. 

In order to make support for gifted children comprehensive and 

systematic, it must be provided in every educational institution. In doing 

this, it is extremely important to establish collaboration and partnership 

between educational staff, professionals of different profiles and the local 

community. It is important to point out that, if the family and educational 

environment do not meet the needs of the gifted children, this will 

permanently hinder their potential.  
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Abstract 

After the turn of the 20th century Vienna became the Mecca of art education. In a private 

painting school here was children and young people allowed - in complete creative 

freedom - to realize psychogenic work. The author of this art education laboratory was 

the artist Franz Čížek (1865-1946). The teacher's son from Leitmeritz in Bohemia ranks 

among the pioneers and sizes of art education and pedagogical reforms. Among 

professionals, he is seen as one of the most important stimulators and mentors for 

practical discussion in the context ́ Children- and Youth- Art` throughout their cultural 

and socio-historical context of the last century. Čížek took strong influence on the 

development of art education and won particularly in the English-speaking world 

many followers; in the nearly fifty years of existence (1904-1946) it was the Viennese 

Juvenile Art Class that quickly managed to get international reputation and establish 

itself in the (supposed) the tension between art and pedagogy.  

 

Keywords: Artistic talent, Gifted Students, Pioneer in art education 

 

Introduction 

The reformer Franz Čížek is considered in his field to be a pioneer in art 

education. As an eminent inspirer and mentor he had an influence on the 

development of current art education practices. He was a catalyser for 

reform pedagogical and artistic innovation. Čížek, who dedicated his life 

to ´research on psychogenic creation`, had many followers and imitators, 

particularly in the English speaking realm. The relationship between art 

and pedagogics, the history of which is marked not only by tensions 

between varying views on perception, but also by the productive 

exchange of ideas, can be seen clearly in his lifework. Through his 
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activities Čížek, who was extensively artistically trained, was able to 

broach the issue of this rift and in the end he was able to transcend the 

division of the two disciplines within his sphere of influence. He wanted 

his own actions to be seen as creative artistry: “I am an artist and my venue 

of art cultivation (…) should not become a school! (…) I am not a 

pedagogue, but rather a waker, provoker, stimulator and catalyser!” 

(Čížek, 1946, no page, translation Rolf Laven). In his art class for children 

and youths, which quickly gained worldwide fame, a large number of 

interested Viennese children and youths were given the opportunity to 

produce creative artistic work in a well-planned environment over a 

period of decades. Although the timing for this artistic experiment, which 

for following generations was superficially understood purely as a 

pedagogical intervention, was right, overlaying realities caused by 

societal and political countercurrents were created. In Vienna, the city of 

his work, this pioneer has now been forgotten. On the occasion of his 70th 

birthday on June 16, 1935 the daily newspaper the ́ Wiener Tag` (Viennese 

Daily) predicted a great future for him: “When the pantheon of great 

Austrians whose actions benefitted the world and their homeland is 

erected, Franz Čížek cannot be left out. (…) what Pestalozzi was for 

Switzerland, (…) and Maria Montesorri for Italy; that is what he was for 

Austria. For youths, one of the great emancipators from antiquated 

constraints” (Ermers, 1935, p. 8, transl. RL). 

 
Figure 1. Franz Čižek’s on his 70th Birthday (1935). 
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The discovery of the affective expression in children 

In a time when drawing or art lessons were based upon doctrine, 

correction, examination and classification, when the curriculum called for 

the submission of copies, in which the exact reproduction of what was 

seen was expected, spontaneous and independently developed drawings 

were dismissed as banal scrawlings. Still, since the end of the 19th century 

researchers at various places throughout Europe were engaged, 

independent of one another, in the study of the psyche and the creativity 

of the child. The Italian scientist and art critic Corrado Ricci carried out 

the first systematic research on the phenomenon of child art. In his book 

entitled “L’arte dei bambini” (1887) he describes how he found drawings 

produced by children next to historical ´graffiti` in an arcade in Bologna. 

Together with teachers and school inspectors he compiled a vast collection 

of children’s drawings which became a basis for research (Ricci, 1906, 

transl. RL). At almost the same time – and also stimulated by a 

coincidental observation – Čížek also discovered the phenomenon of child 

art: These wooden boards which enclosed a huge square, almost one 

kilometre long, (…) brought me a series of discoveries, observations and 

conclusions. Every afternoon, after school was over, male youths would 

gather here and, while producing a great amount of noise, would draw 

and scribble on these planks. (...) These childish drawings were not 

allowed in schools, making such drawings was even punished. In the 

families it had become a cause of anguish for the mothers. (…) For this 

reason many people, especially teachers, thought that I was a fool for 

paying so much attention to these scribblings, for thinking that they were 

something which should be taken seriously. (…) The fact that children 

from various countries were graphically active, without being forced and 

also with such great pleasure, awakened in me the idea that this must be 

caused by natural creativity (Čížek, 1942/43). At the beginning of the 20th 

century children’s art and its pedagogical implications became widely 
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discussed topics of reform. In the German speaking realm a widely spread 

preoccupation with the topic of child art began. The art educator Alfred 

Lichtwark from Hamburg placed the active study of the image in the 

centre of his instruction, while Carl Götze already acted on the assumption 

“that the child is naturally creative, and therefore the ground is already 

prepared for art, and art education needs only to develop upon what has 

been provided by nature” (Reble, 1975, p. 282, transl. RL). Years before 

making this assumption Götze had already visited Čížek in School: In 1899 

he visited (Cizek) in the school and, after hours of observation, voiced the 

opinion that “it appeared to be that here much of what they were trying 

to do in Hamburg was already being done” (Čížek, 1942/43, no page 

number, transl. RL). Already in 1901, in a Schottenfeld School exhibition, 

Čížek showed what he had already tried to accomplish in his drawing and 

painting instruction, namely the independent and individual expression 

of children.  On the occasion of the 1908 Kunstschau, in which Čížek’s 

classes took part, Joseph August Lux singled out the quality of their works 

and pointed out the parallels between them and folk art and the “art of 

the primitive”. Lux proved to be a supporter of Čížek’s initiatives, he also 

propagated the terms ´prior knowledge` and ´psychogenic creation`. Like 

Čížek, Lux was convinced of the presence of a latently available talent in 

children: With a variation of the statement of Rousseau, which claimed 

that every human was born good; he thought that one could say that every 

human was born an artist. That is the true pivot point of a movement 

which is aimed at general art education. The goal is to preserve this 

original artistic piece which can be found in every human, and which is 

usually stifled in school, for later in life. Not to make a profession out of 

it, not as a purpose in life, but rather in order to constantly ennoble the 

human sense, to enrich the inner life, when not as a purpose, then as a 

beautification of being (Lux, 1908/09, p. 53f). However, schools in this time 



 

 

193 

 

were determined to destroy the instinct to play. A child that is not allowed 

to play can also not create, if we follow Lux.  

    
Fig. 2. Free plaster 

sculpting in the Čižek 

Class. Photo: Rudolf 

Johann Bohl (1934) 

© Wien Museum 

Fig. 3. Robert 

Ullmann in the 

juvenile arts class. 

(1917) 

© Wien Museum 

Fig. 4. Animals 

made from wire 

and plasticine 

by 8 yrs boy. 

Photo: Rudolf 

Johann Bohl 

(1934) © Wien 

Museum 

Fig. 5. Handycrafts in the 

Čižek Classes. Photo: 

Rudolf Johann Bohl (1934) 

© Wien Museum  

 

Copying versus creating  

´Copying`, which still has a certain importance in current art education 

practices, was rejected by Čížek. His achievement was to create an 

environment in which, for the first time and contrary to the prevailing 

zeitgeist, one's own impressions were to be created, not those conceived 

according to specifications. In a climate of comtemplative concentration 

the course participants were encouraged to confidently put inner images 

onto paper. Nothing was ever sketched out on the board first or worked 

into the drawings of the children – most of the children didn’t even know 

that Čížek was an excellent drawer. Čížek had got to know enough about 

copying and naturalism during his days at the academy, he rejected these 

for the rest of his life. (Viola, no year, no page number.). For Čížek a child‘s 

imagination, memories and introspection were more than enough to 

motivate a child to draw or paint: “We don’t have natural models. It is 

absolutely not my intention for the children to copy.” (Viola, 1942, p. 124). 

Consequently he opposed every form of imitating from originals, and 

even from nature, at this age: “All copied things are worthless” (Viola, 

1936, p. 37). Self-expression and creativity could be guaranteed only 
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through the lack of interference from adults and their teaching methods, 

and therefore he demanded: “Not to teach” (Malvern, 1995, p. 262ff). 

“Create and not imitate, or in other words: Don’t transcribe, don’t copy, 

not from your neighbour, not from nature. (…) That can lead only to 

inferior works” (Viola, no year, no page number). Viktor Löwenfeld, one 

of Čížek’s students whose important works later influenced art educators 

throughout the world for decades, also expressed scepticism of or even 

opposition to copying as a method of teaching. He stated: “Imitative 

procedures as found in colouring and workbooks make the child 

dependent in his thinking (...), they make the child inflexible (...), they do 

not provide emotional relief (...), they do not even promote skills and 

discipline, because the child’s urge for perfection grows out of his own 

desire for expression; and finally, they condition the child to adults’ 

concepts that he cannot produce alone and that therefore frustrate his own 

creative ambitions” (Löwenfeld, 1964, p. 25). Čížek, and also Löwenfeld, 

saw the attempts of the children to draw naturalistically ultimately as a 

negation of their creative potential. I never correct, real children’s 

drawings should never be corrected. (…) because the corrections carried 

out by adults emanate from completely different viewpoints than those 

found in the creative activity. (…) The work remains uncorrected as long 

as the student is creatively producing (Čížek no year. in: Laven,  2006, p. 

153, transl. RL).  

    

Fig. 6. Exhibition of the 

Čižek Class, Metropolitan 

Museum, New York (1923) 

© Wien Museum 

Fig. 7. Exhibition of the 

Čižek Class in Balboa Park 

Museum San Diego, (1925)  

© Wien Museum 

Fig. 8. Hertha 

Zuckermann, 15 

yrs. Spring. 

Gouache on paper, 

50 x 50 cm (1919)  

© Wien Museum 

Fig. 9. Running into 

the class”, assistant 

Rudolf Hockauf. 

Photo: Rudolf 

Johann Bohl, (1934)  

© Wien Museum 
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Fundamentals versus techniques  

The interaction with techniques, media and methods, the free and 

combinatory use of which was meant to facilitate creativity, did not 

establish itself to a great extent in the visual arts until after the Second 

World War. In the youth art classes such independent productivity was 

already forced: the inclinations and abilities differ, which is why the 

children in the youth art classes were given the opportunity to express 

themselves using the most diverse materials and techniques. It was 

exactly this working method which served to prove that every child has a 

talent in one of these creative and forming fields, whereby earlier a child 

who was not good at drawing was declared to be unqualified for any type 

of creative activity (Viola, 1942, p. 124). First the process-like qualities of 

art are perceived and then the meaning of the contact with materials is 

discerned. “The children must try to see what they can produce and soon 

they come jubilantly with their work. The material and the tools have such 

an immense influence, that the children almost always know how they 

should work with them.” (Čížek, w.p., transl. RL). Thereby such 

techniques which could be used directly were preferred. The Juvenile Art 

Class was not a school in the usual sense, but rather primarily a workshop 

to which the children can come voluntarily and where they can also carry 

out their activities independently. They had music there (gramophone, 

piano). The children were allowed dance if they wanted to. They draw on 

large easels so the whole body was involved in their work. They were 

allowed to walk around in the class or to sing. The whole person should 

be involved here. The children come to me only once a week for two hours. 

Of course they are free to come more often if they want to. And there are 

often children who come outside of these two hours because they have the 

desire to create. (...) In the Juvenile Art Class the children work with 

materials and tools (material and methods) which they like.” (Čížek, no 
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year, no page number; Laven, 2006, p. 154, transl. RL). In spite of the, for 

the most part, bad economic conditions the huge store of materials still 

inspired the children to try things out, to experiment. The motivation 

resulting from these formal and haptic challenges was immense. The 

children were not only allowed to choose the material and the techniques 

themselves, they also were autonomous in their appropriation and 

operation of the equipment and tools needed.  

The book with the title “Paper, Cutting and Pasting Works” (Cizek, 1912) 

is considered to be the standard reference book of the first collage works 

in the pedagogical environment. In the exhibition of the Juvenile Art Class 

in London 1908 these collages stood out. The materials were supposed to 

be age appropriate and to stimulate creative implementation, in particular 

they were supposed to tempt the pupils into developing their own 

individual techniques. And one further, completely new technique was 

developed within this framework at the beginning of the 20th century: the 

linocut or linoleum stencil. It was the result of necessity. Franz Čížek 

therefore did not only develop collage making for children, but he also 

introduced linolcutting in everyday instruction. The low price of this 

material and the easily learned and easy-to-use qualities of the technique 

for working with this material made it optimal for use in instruction. 

However, we know now that the use of colours was indeed very exactly 

regulated for both methodological, as well as didactic reasons. A 

comprehensive description of the progression of approximately 50 lessons 

in the time between 1935 and 1938 is to be found in Wilhelm Viola’s book 

entitled “Child Art” (Viola, 1942, p. 112ff). After the children had worked 

for about two hours the results were displayed and collectively discussed. 

The collective viewing of the works was supposed to stimulate future 

work. Themes and possibilities for the design were discussed, whereby 

great value was placed upon the area in the design of the space – often in 

a conversation with a single child. For Čížek not only the categorisation 
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into ´development stages` but also orderliness and cleanliness were 

important criteria: Orderliness, authenticity – no copied foreign forms –  

and the power of endurance were held in high esteem, artistic features like 

composition, balance and energy as well. The youths’ world of experience 

and perception was given room, still Čížek’s friendly but strict judgement 

was connected with general instructions which would now be considered 

to be a clear inference with the work. This influence does not conform to 

Čížek’s statements on ´allowing for growth`, instead it seems to underline 

the judgements of some of his critics. Although the children in the Juvenile 

Art Class were given a greater amount of freedom than was possible in 

regular classes, one can still clearly see from what has been described that 

the modus operandi was neither fully free nor fully without obligations. 

It appears that one can come to the conclusion that certain forms of 

graphic expression were approved of while others were inhibited. 

However, the successes of the Čížek doctrine, which was able to exist for 

such a long time in the Viennese environment – thanks to Čížek’s 

charismatic character- were transferable to other systems only under 

certain circumstances. In spite of all the propagation, publicity and 

international travelling exhibitions the Juvenile Art Class was not an 

imitable phenomenon. Still, in retrospect, one can recognize that through 

its creation a whole series of important and positive contents and impulses 

were introduced to the daily routine in the field of art education. This 

influence has been able to extend itself into current practices. Čížek can be 

credited first and foremost for recognizing and nurturing so-called ´free 

children’s drawings` as an autonomous form of childish expression.  
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Figure 12. Trude Izaak presenting her works Photo: Rudolf Johann Bohl, (1934) © 

Wien Museum 

 

Final conclusions  

Franz Čížek has proved to be a profoundly innovative artist and 

researcher. Because of to him the idea of an extracurricular experimental 

class was implemented for almost 60 years – a class which was essentially 

the opposite of the reality within schools. The illustrious defender of his 

own ideas, who was able to demonstrate his communicative abilities in a 

multitude of lectures, was often accused of being a bad theorist; for this 

reason his pedagogical stance did not gain wide recognition. He himself 

often asserted that he was not a pedagogue, not a scientist and also not a 

theorist. Nowadays we can say: he was an innovative artist who very 

rarely documented and seldom debated his pedagogical activity. His 

ability to publicly propagate his idea in the form of exhibitions stands in 

contrast with his apparent inability to give his idea a theoretical 

framework. His work has been perceived worldwide. The reception of 

Čížek’s lifework, in particular within the framework of the popular 

travelling exhibitions, provided for a large public following in these times 

of economic strife – from the corporative state, through National Socialism 

and even after his death, and this secured the survival of the school, at 

least for the time being. These international exhibitions were able to 

reproduce his life's work and ideas. 
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For this reason in the year of Čížek’s death, 1946, his obituary 

solomonically stated: “The artistic centre for Juvenile Art which he created 

was a shining example in the whole world. (…) A peaceful world will 

forever know his name and honour it!” (Matejka, 1946, transl. RL).  

Čížek can be referred to as one of the internationally most important 

pedagogical and also artistic proponents of his time. Authors like Herbert 

Read and John Dewey who comment on the effects of Čížek’s work, tend 

to predominantly emphasize, that his position caused a fundamental 

attitude change in particular in young children.  
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Abstract  

Even though we are usually not aware of it, the communication we are involved in 

these days using the Internet boils down to artificial intelligence (AI). When we search 

for, i.e. when we “get the answers” from search engines (e.g. Google), artificial 

intelligence directly influences our everyday lives. The contents offered to us are 

influenced by our behaviour on the Internet and are the results of the “semantic web” 

of the so-called Web 3.0 technology; our questions are answered by the “machines” 

capable of learning and making conclusions.  

The current year and a few subsequent years will be marked by the popularly called 

“digitalization of society”; this process is actually accelerated integration of artificial 

intelligence into all social and economic activities, before all production processes. The 

paper will consider two aspects, i.e. consequences of these changes: how is artificial 

intelligence coping and how will it cope with the languages other than English, and 

how will the era of artificial intelligence influence processes in education, especially in 

the field of education of gifted and talented individuals.  

 

Key words: artificial intelligence, digitalization, foreign languages, the gifted.  

 

Introduction 

“Informational technologies development in the beginning of the 21st 

century led to significant changes in all the fields of society…”, “modern 

business and management completely depends on informational 

technology…”, “and assumes application of informational technologies in 

all life spheres”, “marked by the rapid increase and development of IT”, 

are all the phrases and utterances we have become completely used to. 

Regardless of whether we are talking about a scientific or a professional 
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paper, newspaper article, a speech of a politician or a business man, citing 

ICT has become a suitable introduction justifying any change or a 

phenomenon to cope with. The end of the second decade of the 21st 

century has introduced us into a completely new age. ICT has remained 

the common ground, but the throne has been taken over by artificial 

intelligence (AI). Very soon as a civilisation we will face the fact that 

referring to AI will be inevitable in any context, regardless of if it is an 

essential part or the ground for creation or existence of the very same 

context.  Trying to reach deeper and to examine current views on the 

appearance and development of artificial intelligence, its expected 

consequences, but also those unexpected, we will make effort to, at least 

to some extent, search for an answer to the question raised in the title of 

the paper: what is the language of learning and how we will be learning 

in the era of artificial intelligence.  

Robots – humanoids (intelligent machines) have for long now been 

present in science fiction films and in the second half of the 20th century 

robots capable of doing some mechanical work in automatized production 

process became reality, while today we are facing machines which are 

really equipped by elements of artificial intelligence. The question “Does 

scientific-technological advance always mean humane progress of 

society?”  (Jukić, 2012: 471) which used to be a justified question raised by 

each former technological revolution is opening a new dilemma: will the 

so-called Industry 4.0 be “progress” or a “regression” for the civilization 

as a whole. “A man has become increasingly more powerful in technical 

sense. He is capable of destroying life on Earth… scientific achievements 

can lead social development forward, but on the other hand, they can also 

be a danger for its survival (Jukić, 2012: 471). The more realistic artificial 

intelligence, the more frequent and spread have the warnings of possible 

its negative effects become. The famous British scientist Stephen Howking 

in his interview given in 2014 suggested that the primitive forms of 
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artificial intelligence developed until then turned out to be rather useful, 

but he expressed his doubts when the consequences of creating something 

which might match or even overcome human mind are in question. He 

told the BBC: “The development of full artificial intelligence could spell 

the end of the human race” (Cellan-Jones, 2014). At the same time 

significant individuals who are not only businessmen but also visionaries, 

i.e. Elon Musk (Kumpara, 2014), and Bill Gates (Hollei, 2015) alarmed the 

public in view of possibilities and potentials of the fact that, in immediate 

future “superhuman AIs might emanate from some research lab and 

literally annihilate the human race“ (as cited by: Goertzel, 2015: 56). 

It is not surprising that a technological pioneer and a billionaire, the above 

cited Elon Musk donated in the beginning of 2018 more than a billion 

dollars to a start-up company Open AI whose “mission is to ensure that 

artificial general intelligence benefits all of humanity.“ As one of the 

richest men on the planet, he is aware that “the application of AI 

empowers the existing structure of power to the greatest extent, 

contributing even to its ultimate intensifying, having in mind that through 

its use the rich become richer, while the poor remain where they were or 

even become poorer, and not only in the material sense” (Branković, 2017: 

22). Nevertheless, it is not difficult to notice that great world corporations 

and industries approach the problem with the awareness that digital 

transformation would reach expected results only if it had comprehensive 

positive effects on the society as a whole. As a consequence, significant 

attention has been paid to human resources, educational and professional 

development of experts and professionals, in order to use digital 

technologies in the best possible way, resulting in the expected aims 

expressed in numbers: the increase of total sale and the number of clients. 

It is a bitter truth that, even when we admit that the human factor is a key 

to success, the fact remains that top experts, powerful IT technology and 

the necessary money capital are still within reach only to a rather small 
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circle, i.e. very few men, so that “it turns out that, in its full capacity, 

artificial intelligence is excessively expensive and available only to very 

rich individuals and companies (Branković, 2017: 22). It is not difficult to 

grasp that a great responsibility actually lies on professionals, gifted 

individuals, scientists who are expected to be able to, “refine machines to 

a sufficient degree and cooperate with them wisely, as a kind, i.e. human 

kind out of whose name highest values are derived, they are defined by 

and striving for” (Maksić, 2017: 126). It is therefore to be expected that 

those “who are involved in the development of artificial intelligence and 

genetic engineering are supposed to be highly moral personalities, having 

in mind that only as such they will take great care that the results of their 

research are heading in the right direction” (Jukić, 2012: 473).  

 

Language & Artificial Intelligence  

We have for years been exposed to the narrations about “extinct crafts”, 

we have also witnessed that many people became “redundant” at their 

place of work, and we are on the doorstep of the new technological 

revolution, i.e. the so-called Industry 4.0, which assumes digitalization of 

production processes and application of digital technologies in almost all 

fields of human life and work. Generations to come are interested in what 

they will actually do in the future, i.e. what are “the jobs of the future”? 

Development of artificial development complicates the situation further 

and opens up new dilemmas. On the one hand, it is considered that 

“intelligent machines” will be able to fully imitate a human being while, 

on the other hand, there are completely realistic standpoints that a man is 

irreplaceable when thinking and talking about: Empathy and 

communication, Critical thinking, Creativity, Strategy (in business 

especially), Technological management, installation, and upkeep, 

Physical skills and Imagination and vision. In this sense Maar considers 

that what is best for the safe and more certain future refers to the 



 

 

205 

 

following: „work on communication, strategic thinking, problem-solving, 

empathy, and creativity“ (Maar, 2018).  

It is beyond dispute that communication, or more precise speech/language 

use (without which it is not possible to, among other things, express 

empathy), practically has a top position in the list of features 

characterising a man, i.e. a human being, as “irreplaceable”. The research 

in the field of Natural language processing (NLP) is in accordance with 

the development of automatic translation and the history of artificial 

intelligence in general. As a separate part of informatics, informatic 

engineering and artificial intelligence, natural language processing deals 

with relations emerging in communication and the utilisation of ICT 

devices and language in general. Special attention has been paid to how 

to “teach” computers analyse and, to a certain sense, “understand” vast 

amount of data, to subsequently put them in a certain context, at the same 

time taking into consideration all the specific features of a natural 

language. In spite of the fact that in the sense of the number of speakers 

Chinese and Spanish as a mother tongue are far ahead English language, 

the use of IC devices “dictates” the need to be familiar with the basics of 

the English language. It is an important fact that, as a consequence of the 

British colonial history, English language has been used as an official 

language in more than 50 countries of the world. When searching for an 

answer to the question “what is the language we will communicate in and 

learn in the era of artificial intelligence?”, it should be born in mind that 

the USA has always been the leader in the sphere of ICT, and thus in the 

field of AI. Beyond dispute, it has been and will be English. But, which 

English? Under the influence of its speakers (and now there are more of 

those who speak English as the second language than those who speak it 

as the first language), any language changes. So, David Crystal talks about 

world’s Englishes even when talking about English as a first language: 

“These new Englishes are somewhat like dialects within our own country, 
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except that they are on an international scale, applying to whole countries 

or regions… They are an inevitable consequence of the spread of English 

on a world scale” (Crystal 2003: 144). Apart from its existing variations, 

there is also constant change of the language at all its levels, especially 

semantics. The Internet has had a great effect on the English language, 

ranging from appearance of the whole new wold of acronyms addressing 

the all-permeating need for efficacy, to invention of new words, spreading 

extremely fast, again due to ICT and the Internet.   

On the other hand, the predominant position of the English language in 

all life spheres, especially on the Internet, has imposed a threat to minority 

languages, flooded by anglicism. Even when we speak our mother tongue, 

it is a must to use certain words of English origin. We are exposed to the 

contents in English language to such a degree, that it is not easy for us 

sometimes to find an appropriate word in our first languages. No matter 

how much effort has been invested in the attempts to localize Microsoft 

operational system Windows (i.e. to translate and adjust it to other/local 

languages), there is a large number of users who have never accepted its 

usage in their mother tongue, since they had already long before 

modifications accepted and used to use the English version. At the same 

time, the use of “any applicational program for specific purposes, in the 

largest number of cases excludes the possibility of using someone’s 

mother tongue” (Prtljaga&Prtljaga, 2009; 338). This is also the result of the 

so-called piracy. Actually, it was not economically justified to translate 

programs for relatively small number of legal users (with the paid licence) 

in the vast number of countries where the authorship rights have not been 

legally regulated, especially when IT industry/software is in question. The 

development of the Internet has additionally increased the value of 

English language competence and use. In order to be familiar with the 

latest versions of software, in order to access the latest data or, in short “to 

be in step with the time”, it is necessary to possess knowledge of English 
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language, since the localized versions (if they are available at all) are in 

most cases “late” and appear much after the pieces of information 

available in the English language.  

According to all the above mentioned, a conclusion might be made that 

AI “thinks”, or maybe it is better to say functions in the English language. 

However, the use of the Internet, for example Google search engine, have 

shown that the results obtained as a response to the query asked in the 

mother tongue to greatest extent are completely adequate for what was 

searched for. To be more precise, Google, but also other similar 

companies, have reached the level at which the algorithms successfully 

“manipulate” the local language in search for and finding of information.  

It is due to the Web 3.0 – semantic web, according to which “monitoring” 

our behaviour and our ways of using the service, a browser gives 

adequate, adjusted search results, based not only on the written key 

words, but dealing with our demand within a suitable context. This level 

of artificial intelligence is already an integral part of smart phones, cars, 

household equipment… (Prtljaga&Prtljaga, 2017; 438). However, it has to 

be admitted that there is still a long way to go in the field of Natural 

Language Processing (NLP). At the same time, it seems that, even aware 

of the above-mentioned facts, we have never been closer to „highly 

adaptive, general-purpose system that can autonomously acquire an 

extremely wide range of specific knowledge and skills and can improve 

its own cognitive ability through self-directed learning” (Voss, 2007; 131). 

 

Education & Artificial Intelligence 

For more than 30 years, in parallel with the AI development, the 

application of artificial intelligence to education (AIEd) has been intensely 

developed through research on changes in education, psychology, 

neurology, linguistics, sociology, anthropology… Studies in the field of 

AIEd, even though oriented towards all the aspects in education, have put 
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special emphasis on how to educate and prepare pupils/students for 

lifelong learning within the process of formal education. Such an approach 

is a result of the demands imposed by employers, and their expectations 

are possible to recognize in the concept „Learning in the flow of work“ 

advocated by Josh Bersin, a world-known industry analyst and founder 

of Bersin by Deloitte, the leading provider of research-based membership 

programs in human resources (HR), talent and learning. Development of 

the Internet, especially the moment when Google became inevitable part 

of not only our lives, but our work, too, has caused in the world of work a 

phenomenon called “war for talent” – having realized the importance of 

permanent improvement and modernization of knowledge, the 

employers „wanted to see learning aligned to all their corporate talent 

programs, and the LMS (learning management system) seemed like the 

best system to use“ (Bersin, 2018). New generation of LMS has favoured 

“micro-learning”, referring to „pragmatic innovation for lifelong learning 

in small steps and small units of content“ (Giurgiu, 2017; 22). As opposed 

to formal (macro-learning), the platforms like Grovo, TalentCards, 

Axonify etc. have tried to make learning relevant in the sense that it is 

delivered at work, in the moment when it is needed. Due to the integration 

of the achievements within AI in the recent years, efficacy of learning 

platforms has been multiplied, while personalized “micro-learning” is 

characterized as “modern learning experience” and a completely new 

branch of “industry” (Bersin, 2018). 

With the increase of possibilities of a computer in the context of learning, 

there has been a constant dispute dealing with the following: is there and 

what is the role of a teacher in the situation when “a computer can provide 

answers to a whole range of student’s questions, leading him/her through 

the process of learning and thinking, increasing learner’s independence 

and self-regulated learning, individualizing the teaching and learning 

process, enabling students’ advance”  (Jerinić,  1995; 73).  
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The development of AI makes the issue even more complicated, but, 

having in mind that computers still have not replaced teachers, it is not 

likely that robots will be able to do so. It is realistic to expect „future in 

which the role of the teacher continues to evolve and is eventually 

transformed; one where their time is used more effectively and efficiently, 

and where their expertise is better deployed, leveraged, and augmented.“ 

(Luckin et al. 2016; 11). It is expected that teachers will be able to, or that 

they will be enabled to control (their students) where, how and to what an 

extend AIEd tools will be used in the classroom and outside the classroom. 

We have witnessed that, even though a certain amount of control has been 

established in the use of mobile phones (in the classroom), teachers (and 

most often parents, too) are not capable of influencing their use out of 

school. Perhaps it is the right time now for teachers, along with pupils and 

parents, to become key figures in the creation of AIEd tools, rather than to 

be delivered by designers and developers what they need teachers need. 

With the respect for these arguments and interests in the process of the 

application of artificial intelligence to education “intelligent” technology 

might emerge as a result “embodied in enticing consumer grade products, 

which are then used effectively in real-life settings that combine the best 

of human and machine“ (Luckin et al. 2016; 50). 

 

The Gifted & Artificial Intelligence - Instead of a Conclusion 

Having in mind the fact that the paper does not explicitly consider the role 

and place of the gifted in the era of AI, the conclusion deals with certain 

moments which directly or indirectly refer to the importance of attention 

to be paid to the work with the gifted regarding their unique and specific 

high abilities.  

Even in the phase of macro-learning (formal education), a gifted 

individual can experience technology equipped with AI as a better, faster 

and more precise source of information and as a true partner in 
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communication and learning. At the same time, thanks to AI, teachers, 

unburdened from routine and demanding time-consuming obligations, 

should be in a position to dedicate more energy and attention to creative 

and gifted students, skilfully and resourcefully using empathy as a 

specific evolutive advantage in relation to AI.  

In the situation when they appear as potential/desirable candidates for 

participation in the so called “war for talent” the gifted have to know well 

the “tools” available to them and how to use them wisely, so that they do 

not become victims, but winners in the conflict which will be increasingly 

more intense.  

Finally, in their work context, the gifted have to be the first to recognize 

the advantages and disadvantages of the AI development. In other words, 

“if machines are to be placed in a position of being stronger, faster, more 

trusted, or smarter than humans, then the discipline of machine ethics 

must commit itself to seeking human-superior (not just human-

equivalent) niceness (Bostrom & Yudkowsky, 2014; 332). 
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TALENTS AND DISTRIBUTIVE JUSTICE 
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Abstract  

For much of its history, the notion of talent has been associated with the idea of ‘careers 

open to talent’. Its emancipatory promise of upward social mobility has ultimately 

radically transformed the distribution of advantaged social positions and has had a 

lasting influence on the very idea of social status itself. Nevertheless, unlike concepts 

traditionally associated with distributive justice, e.g. fairness, (in)equality, desert, 

equality of opportunity as well as justice itself, the notion of talent has received only 

limited examination. This chapter examines some of the most pressing problems and 

challenges arising out of a reductionist understanding of talents’ anatomy, a distorted 

characterization of their overall distributive value and talents’ non-voluntaristic 

nature. In particular, it aims to address those issues revolving around talents existing 

conceptions of distributive justice leave either neglected or outrightly ignored. The 

final part identifies two of the fundamental problems that call into question the 

coherence of egalitarian conceptions of social (in)equality and the associated idea of 

talent(s). 

 

Keywords: talents, distributive justice, (in)equality, education. 

 

Introduction 

Talents and distributive justice: some preliminary considerations 

For much of its history, the notion of talent has been associated with the 

idea of ‘careers open to talent’. Besides its inextricable link with equality 

of opportunity, the notion of talent came to be associated also with some 

of the most pressing contemporary issues as diverse as social mobility 

(Garnett, Guppy in Veenstra, 2009), ‘ownership’ of talents (Goldman, 

1987), desert (Sher, 2012), brain drain (Brock in Blake, 2015), ‘war for 

talent’ (Beechler in Woodward, 2009), identity (Petrović, 2009), higher 
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education (Morehouse in Busse, 2014), talent management (Lewis in 

Heckman, 2006), ‘taxation’ of talents (Hasen, 2006; Markovits, 2003; 

Zelenak, 2006) etc.  

Nevertheless, while central to egalitarian conceptions of distributive 

justice, the notion of talent remains to a large extent absent from the 

voluminous literature on these and related issues. Unlike concepts 

traditionally associated with distributive justice, e.g. fairness, (in)equality, 

desert, equality of opportunity as well as justice itself, the notion of talent 

has received only limited examination. At the same time, several 

egalitarian scholars started to perceive talents as a form of unfair 

advantage as holding a particular talent is arbitrary from a moral 

perspective. On this basis, some proponents of egalitarianism have 

derived the conclusion that individuals may not deserve the results of the 

‘lottery of birth’ and have equated talents as a form of ‘natural’ 

inequality with ‘social’ inequality.  

This chapter discusses some of the most pressing problems and challenges 

arising out of a reductionist understanding of talents’ anatomy, a distorted 

characterization of their overall distributive value as well as talents’ non-

voluntaristic nature. I first present the different questions dividing various 

conceptions of equal opportunity and then identify two foundational 

questions any issue related to equality of opportunity needs to provide an 

answer to. I then move to present the two basic principles associated with 

egalitarian conceptions of equal opportunities. Next, I identify the 

foundational characteristics of talent(s). The final part identifies two of the 

fundamental problems that call into question the coherence of egalitarian 

conceptions of social (in)equality and the associated idea of talent(s) as a 

form of unfair disadvantage. 
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Equality of opportunity: two foundational questions 

The basic premise of any conception of equal opportunities is that 

individuals’ opportunities in the process of competing for advantaged 

social positions should be equal. Despite a clear-cut message of this idea, 

a basic question arises, i.e. when are individuals’ opportunities being 

equal? Without further clarification of this concept and its basic 

characteristics, the question of when individuals’ opportunities are being 

equal cannot adequately be addressed. In fact, as Sven Ove Hansson 

emphasizes, discussions on equality of opportunity have often been 

‘hampered by insufficient attention to the very notion of opportunity 

itself’ (Hansson, 2004, p. 315). Any discussion over equality of opportunity 

needs therefore to address two separate – but interrelated – questions, i.e. 

[i] what is an opportunity [substantive question] and [ii] when are 

individuals’ opportunities being equal [referential question]. This 

distinction is an invaluable tool for identifying differences between 

various conceptions of equal opportunities and for our understanding of 

radical egalitarian objections to talents as a form of unfair advantage.  

 

What is an opportunity 

Any conception of equal opportunities, as Peter Westen emphasizes, 

consists of four basic elements, i.e. [i] agent or agents of equal 

opportunities; [ii] objective or objectives to which equal opportunities are 

directed, [iii] the relationship between the agent and the objective of equal 

opportunities and [iv] obstacles to the realization of equal opportunities 

(Westen, 1997, pp. 837–838). The first element primarily brings together 

the individuals who are entitled to equal treatment, which implies – at 

least formally – the same conditions. The second aspect, as Peter Westen 

emphasizes, defines the objective of opportunities that can be ‘a job, or an 

education, or medical care, or a political office, or land to settle, or 

housing, or a financial investment, or a military promotion, or a life of 
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'culture', or the development of natural ability or whatever’ (Westen, 1997, 

p. 838). The third element [the relationship between the agent and the 

objective of opportunities] is not yet a guarantee that the objective of equal 

opportunities will be achieved. The concept of opportunity may therefore 

be defined in two separate ways, i.e. i as the absence of obstacles to the 

attainment of a particular objective [negative justification] and ii as the 

ability of an individual to attain a particular goal by using his efforts 

[positive justification]. Having an opportunity, as Brian Barry claims, means 

that there ‘there is some course of action lying within my power such that 

it will lead, if I choose to take it, to my doing or obtaining the thing in 

question’ (Barry, 2005, p. 37). If an individual is therefore responsible for 

the outcome of the process of competing for advantaged social positions, 

then, it is necessary to ensure that only those factors an individual may be 

responsible for should be taken into account. This is consistent with the 

‘control principle’ as articulated by Thomas Nagel (Nagel, 1979).  

 

Equality of opportunity 

As a form of ‘fair competition among individuals for unequal positions in 

society’ (Fishkin, 1983, p. 1), the egalitarian conception of equal 

opportunities is associated with two separate principles, i.e. i the 

principle of non-discrimination and ii the principle of leveling the 

playing field. 

 

Equality of opportunity and non-discrimination 

The principle of non-discrimination gives to every individual irrespective 

of any of the morally arbitrary factors including gender, social and 

cultural background, religion, national origin, physical and mental 

constitution etc. an equal access to advanced social positions. This 

principle therefore ensures that a set of potential candidates includes ‘all 

individuals who possess the attributes relevant for the performance of the 
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duties of the position in question, [...] and that an individual's possible 

occupancy of the position be judged only with respect to those relevant 

attributes’ (Roemer, 1998, p. 1).  

 

Equality of opportunity and the compensation of inequality 

The second principle associated with the idea of equality of opportunity 

[the ‘leveling the playing field’ principle] has as its basic objective to 

neutralize, reduce, mitigate or even eliminate both the potential benefits 

of those who might be in an advantaged position as well as the potential 

barriers of those who might be disadvantaged. On an egalitarian 

interpretation, equal opportunities should ensure any individual 

irrespective of any of the morally arbitrary factors to achieve a fair starting 

point in the process of competing for advantages social positions as it 

would be both unjust and unfair, as Larry in emphasizes, ‘when one 

person is worse off than another through no fault or choice of her own’ 

(Temkin, 1993, p. 13).  

To sum up: if the principle of non-discrimination ensures that morally 

arbitrary factors have no impact or do not limit individuals in the process 

of competing for advanced social positions, the leveling the playing field 

principle aims to ensure fair conditions for the implementation of the non-

discrimination principle. One of the main devices used to substantiate 

claims for the understanding of talents as a form of an unfair advantage 

has been built on the idea of fairness. Egalitarian claims, in particular the 

radical egalitarian alternative(s), have been built on ‘the fairness 

argument’.  

 

Equality of opportunity and the ‘currency problem’  

Among the most important aspects distinguishing egalitarian conceptions 

of equality of opportunity is the very nature of an unfair advantage and 

the associated idea of ‘moral arbitrariness’, i.e. [i] those forms of inequality 
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that are beyond an individual's will [involuntary aspect of inequality] and 

[ii] those forms of inequality that are part of an individual's choices the 

voluntaristic understanding of one’s …. The distinction of factors that need 

to be counted among individuals' circumstances and those that can be 

included within the category of individuals' choices is one of the basic 

theoretical foundations of egalitarian liberalism. While there are a number 

of different versions of the fairness argument they all share a common 

ideal, as Samuel Scheffler argues, i.e. what ‘inequalities in the advantages 

that people enjoy are acceptable if they derive from the choices that people 

have voluntarily made, but that inequalities deriving from unchosen 

features of people's circumstances are unjust.’ (Scheffler, 2003, p. 5). This 

idea, as Shlomi Segall emphasizes, is based on the assumption ‘that is 

unfair for one person to be worse off than another due to reasons beyond 

her control’ (Segall, 2008, p. 10).  The basic question therefore revolves 

around the distinction between, i.e. [i] chance-based diversity or possible 

inequality/disadvantage and [ii] choice-based diversity or possible 

inequality/disadvantage. The former is a matter of individuals’ unchosen 

natural and social conditions circumstances-related fact. On the other 

hand, choice-based diversity is a matter of individual choice. As Will 

Kymlicka firmly points out, ‘[t]he distinction between choices and 

circumstances is in fact absolutely central to the liberal project’ (Kymlicka, 

1989, p. 186). An important issues associated with distributive justice is 

the very nature of talent(s).   

 

The anatomy of talent(s) 

While differences among individuals – as S.D.J. Green emphasizes in his 

article ‘Taking Talents Seriously’ – represent a 'fundamental issue of 

inequality' (Green, 1988, p. 202), '[i]nequality arising from differences in 

innate abilities' as Neven Sesardić argues in his article 'Egalitarianism and 

Natural Lottery', only recently ‘came to be regarded as a political problem’ 
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(Sesardic, 1993, p. 58). What are talents’ main characteristics and what, if 

anything, makes talents problematic from an egalitarian perspective? At 

least four separate characteristics can be identified. The first characteristic 

of talents is their non-voluntaristic nature. Talents, as George Sher 

emphasizes in his article ‘Talents and Choices’ – designate ‘any unchosen 

ability that has an impact on how well or badly its possessor is capable of 

performing any task.’ (Sher, 2011, p. 16). Individuals’ talents are therefore 

the result of factors that are beyond an individual’s influence: individuals 

cannot have an influence on which talents they are supposed to possess. 

The second characteristic feature of talents is their unequal distribution. 

Despite the fact that unequal distribution of talents among individuals – 

at least from the perspective of 'the ideal' theory of justice – is unfair, their 

equal distribution would result in the talents ceasing to function as an 

advantage. As Steven R. Smith emphasizes in his article ‘The Social 

Construction of Talent’, ‘talents (however they are conceived 

substantially) are qualities or characteristics that can only be talents if not 

everyone possesses them to the same degree’ (Smith, 2001, p. 28). 

Differences in individuals’ ‘natural’ talents are therefore a condition of 

their social 'desirability'.  

The third dimension is a talent’s social status. ‘A talent’, Alan Goldman 

emphasizes in his article ‘Natural Differences and the Scope of Justice’, 

depends on social demand at a time for the use of a particular ability or 

characteristic’ (Goldman, 1987, p. 392). The social status of a talent is 

therefore to a large extent dependent on how widely available it is in a 

given social context. The fourth key characteristic is the nontransferability 

of talents. This characteristic distinguishes talents from other factors that 

are part of the meritocracy-based conception of equal opportunities. In 

contrast to material or financial goods that individuals can either sell, 

borrow, inherit or otherwise transfer, talents like individuals’ other 

nontransferable characteristics, e.g. a handicap or natural resources in 
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general are both nontransferable and nonalienable’ (Roemer, 1996, p. 123). 

It is precisely due to their nontransferability that talents cannot qualify as 

a legitimate currency alongside effort in the process of competing for 

advantaged social positions (at least, this is what the advocates of radical 

egalitarian conceptions emphasize would argue). On this interpretation, 

talents represent a form of unfair advantage. That natural differences are 

undeserved – as Alan Goldman points out – ‘means that they should not 

in themselves be the basis for differential rewards’ (Goldman, 1987, p. 

378). Their unfairness is primarily due to the arbitrariness of their 

distribution, i.e. the possession of a certain talent as being undeserved. As 

S.D.J. Green emphasizes in his article ‘Taking Talents Seriously’: 

Individuals do not deserve those gifts because they did not earn them; 

they are not the product of the effort, or the virtue, or the moral worthiness 

of those who command them. They are privileges, gratuitously endowed. 

More important, they are unequally distributed privileges, and the 

inequality of that distribution is a fundamental and incorrigible cause for 

the unfairness of the subsequent distribution of resources and welfare 

between persons in a political community (Green, 1988, pp. 206–207). 

On the basis of these objections, advocates of egalitarianism – in addition 

to the conclusion that individuals do not deserve the results of 'natural 

lottery' together with associated benefits [or disadvantages] – also derive 

a conclusion on the moral equivalence of 'natural' and 'social' (in)equality. 

For them, both types of inequality – due to their their moral arbitrariness 

– are equally unacceptable. How talents are therefore to be understood in 

the relationship between distributive justice and (in)equality? 

 

The triangulation of talent 

Egalitarian conceptions of distributive justice including its radical 

alternatives face at least two problems that challenge the egalitarian 

sensitivity for fairness, i.e. i the delimitation problem and ii the dissociation 
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problem. On the one hand, the key challenge associated with the 

‘delimitation problem’ lays in advancing criteria that would enable us to 

determine whether a particular element influencing the process of 

competing for advantaged social positions is either part of chance or that 

of choice. This distinction, as George Sher argues in his book Equality for 

Inegalitarians, enables us ‘to make the cut between just and unjust 

inequalities’ (Sher, 2014, pp. 2–3). Egalitarian conceptions of equal 

opportunities use as two separate yet inter-connected criteria, i.e. i the 

basic voluntaristic assumption of control and ii the assumption of 

responsibility.  

On the other hand, the dissociation problem challenges the very 

relationship between ‘natural’ and ‘social’ inequality and its basic 

assumption that ‘natural inequalities are caused by differences in natural 

resources, while social inequalities are caused by differences in social 

resources’ (Lewens, 2010, p. 270). Without providing conclusive evidence 

to these two problems, egalitarianism looses much (if not all) of its 

intuitive appeal. The ultimate failure to provide a conclusive answer to 

these two problems, as Matthew Clayton emphasizes in his article ‘Rawls 

and Natural Aristocracy’, ‘neither type of cause of inequality justifies the 

inequality that it produces’ (Clayton, 2001, p. 246). Conceiving talents 

primarily as a form of unfair advantage remain trapped in the relation best 

described by Thomas Nagel in his article ‘Justice and Nature’ ‘between 

natural unfairness and social injustice’ (Nagel, 1997, p. 304). 

 

Conclusion 

Despite the fact that inequality arising from natural as well as social 

factors is arbitrary from the moral point of view, no equivalence can be 

made between the two. As Thomas Nagel points out in his article 'Justice 

and Nature', ‘the more one regards nature as a given, the less one will 

regard society as accountable for those inequalities in whose generation 
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nature plays a central role’ (Nagel, 1997, p. 305). The basic question is 

therefore how to ensure that the 'race' for advantaged social positions is 

fair and inequalities that are the result of a process of competition 

legitimate as the ideal of equal opportunity and social (in)equality are not 

mutually exclusive and the outcome of the process of competing for 

advantaged social situations far from negligible. Radical conceptions of 

egalitarianism may therefore end up with far greater problems than they 

try and solve. 
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Abstract 

The article in hand is devoted to some of the current legal foundations of the Austrian 

educational system, which specifically focuses on the issue “Giftedness and Support 

of Giftedness and Excellence”. It becomes evident that, especially in recent years, many 

efforts have been launched, focusing on the development of learners’ potentials. 

Measures such as Enrichment, Curriculum Compacting, Contracting and Accelerating are 

some of them; they relate to different school levels and types of school.  

Due to the increasing diversity of learners and to linguistic diversity teachers have to 

face new challenges; teacher education and further teacher training have already met 

these challenges through the creation of new modules designed to encourage talents 

and highly gifted students. 

In addition, the official Austrian infrastructure offers quite numerous contact persons 

and experts – from the ministerial level to the universities of education and the co-

ordination centers in the federal states. 

 

Key words: gifted education, excellence, internal measures, organizational measures, 

diversity, teacher education and further training of teachers 

 

Introduction and objectives 

A differentiated promotion of talents and highly gifted students has been 

a concern in Austria that has not only been established legally in recent 

years; in the “Schulorganisationsgesetz” (SchOG, school organization law) 

of the year 1962 first statements were made in this respect: According to § 

2 of the SchOG, the Austrian school is obliged to “take part in the 

development of the predispositions of the youth [...] by educating the 
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students according to their stages of development and their pathways of 

education.”  

This article attempts to analyze current ministerial guidelines regarding 

their statements on giftedness and fostering of talents and to outline key 

demands and challenges. 

 

The most recent Circular No. 25/2017 

Amongst the numerous educational concerns currently foreseen by the 

“Federal Ministry of Education, Science and Research” the Circular No. 

25/2017 contains key statements that specifically address the fostering of 

talents, which in turn includes gifted education. In the sense of equal 

opportunity the development of potentials of all learners is concerned – in 

the case of gifted education, this also means special support for students 

with high performance and willingness to perform (see preamble to 

Circular No. 25/2017). The decree is based on a multi-dimensional concept 

of giftedness “in which talent is understood as the potential of an 

individual to succeed in various domains and social areas. This includes 

cognitive-intellectual, emotional-social, artistic-creative, artistic, sportive 

and other skills, potentials and resulting skills relevant to the person and 

society.” (Circular No. 25/2017). Possibilities for implementing these 

matters of concern (formulated in Circular No. 25/ 2017) can be found in 

the “didactic principles” in the curricula of the Austrian schools – for the 

elementary school especially in “principle nr. 7”: Individualizing, 

differentiating and fostering learning", where amongst others concrete 

teaching measures are defined that affect both – groups of students and 

individual students. 

Reference is made to “differences in task setting (e.g. number of tasks, time 

spent, level of difficulty, number of repetitions); different social forms; 

different media and tools; different assistance from teachers and children” 

(Curriculum of the elementary school).  
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Somewhat more differentiated statements on the implementation of this 

didactic principle - “Promotion through Differentiation and 

Individualization” - are laid down in the Curriculum of the Academic 

Secondary School (Allgemein bildende höhere Schule AHS): creation of 

differentiated learning contents and materials that provide individual 

access as well as new approaches and incentives, responding to the 

individually required working hours, to different types of learning, prior 

knowledge, previous experience and cultural environment, consideration 

of different needs and support, awareness of the strengths and 

weaknesses in the students’ personal profile of talents, preferably focusing 

on the strengths, development of feedback-procedures, to check whether 

the students develop their individual performance potential optimally, 

creating an individually conducive learning climate and avoiding 

demotivation” (May 11, 2000, the [new] AHS curriculum was published 

in the Federal Law Gazette – Federal Law Gazette II No. 133/2000). 

Not to be forgotten are the learning individuals, students, who are to be 

actively involved in the planning and design of teaching. The choice of 

learning material and individually preferred forms of acquisition must be 

considered. The Circular letter no. 25/2017 provides “targeted measures” 

for the new upper secondary level, “which focus on increasing 

individualization and expanding giftedness”. Individualizing measures 

are to be understood as a qualitative enrichment of the lesson content 

regarding high-performance students in terms of an in-depth dealing with 

the learning content (Enrichment). Additional content may be introduced 

by modifying and/or speeding up learning opportunities (Curriculum 

Compacting). Learning agreements between teachers and students 

(Contracting) are voluntary and can be handled flexibly. An overall 

inclusive class climate and a positive teacher-student relationship 

including a constructive feedback culture are prerequisites for a successful 
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implementation. Self-directed learning, multi-level classes, elements of 

Montessori pedagogy may facilitate a successful implementation. 

Opportunities regarding school organization, which can be adapted in the 

context of school autonomy, allow further flexibility in terms of the 

number of students per class and educational resources. Although the 

implementation of the teaching principle “differentiation and 

individualization” requires a high degree of diagnostic competence 

(process diagnostics for the assessment of individualities relevant for 

support) it is indispensable (in individual cases) to call in school 

psychologists to clarify high giftedness. Another example is 

“accelerating”, an accelerated passing through the school career. 

Such possibilities concern 

- early schooling, 

- skipping of grades and 

- changing of grades. 

 

Possibilities of implementation 

In September 2006 the “dispensation period” (the period in which 

children are not re-quired to attend school) was extended. Children with 

a great developmental advant-age can already be enrolled if they 

complete their 6th year of age by the 1st of March of the following calendar 

year (Compulsory Schooling Law § 7). Since 1974, (highly) gifted students 

had the opportunity to skip grades (SchUG § 26). What was originally only 

possible within one type of school (initially from lower secondary school, 

then also in primary school) has been permitted at so-called “Nahtstellen”, 

that means between types of schools – since September 2006 (SchUG § 

26a), for example, from the third grade of primary school to the first grade 

of a general secondary school (AHS) or new middle school (NMS); fourth 

grade to the second grade of AHS or NMS; the seventh grade of an 

academic secondary school or NMS to the ninth grade of an upper 
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secondary school ...; the eighth grade of an academic secondary school or 

NMS to the tenth grade of an upper secondary school ...; 

According to the figures of “Statistik Austria” for the school year 2012/13, 

2.1% of the pupils had already graduated before entering the eighth school 

year. This small group is made up of students who started their school 

career earlier or of highly gifted students who have skipped one or more 

grades in their educational career (Statistik Austria 2018, p. 48). Since the 

school year 2017/18, (highly) gifted students in academic secondary 

schools (upper level) have the opportunity to take exams earlier and thus 

skip individual compulsory subjects; this also affects partial examinations 

of the maturity examination (Matura), the maturity and diploma 

examination or diploma examination (§ 23b, § 26b and 26c SchUG). The 

principle of “skipping school levels” is to be distinguished from the 

“change of school levels”, since the latter may also refer to a 

“downgrading” and such a downgrading can take place during the 

respective current school year – for example from the first level to a 

preschool class. The school conference makes the decision on request of 

the class teacher or the parent/guardian. Excessive demands as well as too 

low demands physically or mentally may be the reason. 

 

Exceptions and a special feature in the Viennese school system 

If pupils attend higher education courses within the framework of the 

program “Students to the Universities”, they may be allowed to stay away 

from the lessons “for im-portant reasons”; this can be interpreted in the 

sense of giftedness since 1998 (BMUKK-GZ 10.060/16-I/4b/98). Even for 

the participation in competitive sports events provision is made in this 

context. A special feature of the Viennese school system is the Wiedner 

Gymnasium (an experimental academic secondary school – upper level, 

grades 9 to 12), the “Sir Karl Popper School” in the fourth district of 

Vienna, in which fostering of talents and development of talents and 
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giftedness has been integral part of the school’s mission.  The image of the 

school is shaped by the fact that the students are perceived as unique 

persons – each of them with their individual talents and giftedness. The 

school experiment, which has been running for more than 20 years and 

starting from grade 9, aims to promote the highly gifted (see: 

https://www.wiednergymnasium.at/). 

 

Migration as a new challenge 

Taking into account that only in Vienna 43.9% of the population have a 

migration background (annual average in 2017; for comparison: 

Vorarlberg 43.9%, Salzburg 22.3%, Tyrol 20.5% (https://www.statistik.at)) 

challenges for teachers will be evident.  

As early as May 2013, sociologist and integration expert Kenan Güngör 

explored the question of how to foster giftedness in the context of 

immigration and multilingualism in the school system. In his keynote 

address, he pointed out that the topic “fostering talents and giftedness” is 

rarely discussed in terms of students with other first languages than 

German; this also applies to immigration history in Austria. On the other 

hand, deficiencies in the mastery of the German language as the language 

of instruction as well as lack of competence in tests and international 

comparative studies are discussed (see: Güngör, 2013, pp. 10f.). 

 

Teacher education and further training of teachers are being challenged 

In this broad spectrum of talents and giftedness the education and training 

of teachers is facing new challenges. On the basis of proposals formulated 

by the International Panel of Experts for Gifted Education (IPEGE), the ÖZBF 

in Salzburg in 2013 launched modules for giftedness and excellence, 

which provide current research results in terms of didactics and 

methodology, support diagnostics, basic advice and support – also taking 

into account the individual fostering of talents and thus form valuable 
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curricular foundations for teacher education and further teacher training. 

Contents and competences are described in detail for the individual 

modules, so that they can be immediately implemented at colleges of 

education and/or universities or accordingly can be adapted as part of 

“practical training”. The modules include: basic knowledge of the state of 

research on giftedness and excellence (2 EC points); fundamentals of 

pedagogical support diagnostics in the field of giftedness and excellence 

(2 EC-points); teaching and learning in the environment of giftedness and 

excellence (4 EC points); basics of counseling for gifted pupils (6 EC points) 

(ÖZBF, 2013, pp. 5-7).  

The authors of the curriculum recommend additional modules on topics 

such as school development through promotion of giftedness and 

excellence; in-depth studies in methodology and subject matter 

methodology in the context of giftedness and excellence; in-depth studies 

in counseling and support in the context of giftedness and excellence 

(ÖZBF, 2013). 

In addition to the above-mentioned ÖZBF (Center for Gifted Education 

and Research), the official infrastructure of the Austrian Giftedness Program 

offers three further contact persons: the responsible speaker in the relevant 

ministry, the Federal Center for Giftedness and Individualization at the 

Pädagogische Hochschule Salzburg (BZBFI at the University of Education 

Salzburg) as well as the so-called Coordination Centers of the Federal 

States (see: https://bildung.bmbwf.gv.at/schulen/unterricht/ba/begabungs 

foerderung.html). 

 

Final remarks 

The analysis of the legal foundations has shown that there are numerous 

opportunities for talented and (highly-)gifted students in Austrian schools. 

As mentioned above, these concern class-internal measures; on the other 
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hand, the legal situation also provides for numerous educational 

opportunities for support. 

Teachers of all grades and types of schools and – together with them – 

institutions of teacher education and further training are being 

challenged, especially against the background of increasing diversity. To 

perceive students as unique personalities is an indispensable prerequisite 

for a successful support of gifted and excellence education. 

Future generations perhaps will be able to establish schools of which Karl 

Popper already dreamed in the Vienna of the interwar period: “When I 

thought of the future, I dreamed of one day founding a school where 

young people could learn without being bored; in which they would be 

encouraged to raise and discuss problems; a school where they would not 

be forced to listen to unsolicited answers to unanswered questions, in 

which one would not study to pass exams but to learn something” 

(Popper, 2012, p. 51). 
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INDIVIDUAL EDUCATIONAL PLAN FOR ARTISTICALLY GIFTED STUDENTS – 

CHALLEGES AND ISSUES 
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Abstract  

Although the organization of work with the students of exceptional abilities is 

regulated by law, in practice it is implemented rather sporadically and with a 

certain reserve. Besides to introducing the customized and personalized method 

of working with gifted students (IOP3), there is still no adequate education 

strategy for gifted students in Serbia, and even more serious problem is the lack 

of knowledge and skills of professionals who should deal with this issue. The 

paper deals with questions and asks for answers why the art teachers are 

unwilling to write the Individual Education Plan for artistically gifted students 

while supporting such students quite certainly. The research was conducted in 

primary schools of the Zlatibor district (Western Serbia). The research included 

43 art teachers. It was deduced that none of the art teachers implement IOP3, but 

they all support and encourage the gifted student. 

 

Keywords: Artistically gifted primary school students, IOP3, primary school, art 

(Fine Arts), personalized teaching method 

 

Introduction 

Giftedness and creativity are the key terms for the advanced 

development of society, so as early identification and proper 

incentives for gifted and creative students are one of priorities in the 

goals of modern education. Some researchers express opinion even 

that in a highly competitive globalized world the countries that 

neglect gifted students in the education system are at risk of falling 

behind (Sternberg et all 2011, p. 16). In the settings of the overall need 

for creativity in the 21st Century Arts education has been widely 
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identified as the key factor for social and economic development, and 

recognized among all stakeholders in educational settings for its 

essential role in improving the quality of education (Road Map for 

Arts Education, 2006).  

The school is considered to be one of the key support factors for gifted 

students. To enable students developing their capacities, they need a 

stimulating environment in which they will use them and practice. 

However, the question arises how should the school, as a system 

oriented to the majority and the average student, meet the educational 

needs of gifted students? How should a teacher implement a 

compulsory program and perform regular classes while responding 

to the needs of students with exceptional abilities? How, in the 

existing system of organization and performing teaching work, 

should be created the conditions in which gifted students will be able 

to develop their potential abilities completely? Also, the school is 

expected to develop a system of measures which will ensure and 

increase the support from the management, teachers and parents to 

existing educational offer for gifted students.  

 

Individual Educational Plan – IOP3 

It is necessary to provide and supply with rich and challenging 

experiences each highly capable individual in order to realize their 

potential in any kind of interest area (George 2005, p. 129). Bloom's 

study confirms that, regardless of the potentials, if there is no long 

and intensive process of encouragement, nurturing, education and 

training, the individuals will not achieve top results in particular 

fields (Bloom, 1985). It is therefore important to systematically 

identify gifted students as soon as possible so the school might offer 

them additional opportunities for development and support in the 

form of the individualized classes. 
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In 2018, pursuant to Article 76 of the Law on the Basics of Education, 

Ministry of Education, Science and Technology Development of the 

Republic of Serbia adopted the Rulebook on the Detailed Instructions for 

Determining the Right to an Individual Educational Plan, its Application 

and Evaluation providing more detailed guidance for exercising the 

right to an Individual Educational Plan (hereinafter IOP3), its 

application and evaluation in preschool, primary and secondary 

school in order to provide expanded and deepened teaching and 

learning programs to gifted students, respectively the students with 

exceptional abilities. Also, the Law on Primary Education stipulates all 

the same - a student with exceptional abilities has the right to the IOP 

which enables personal development and advance towards the 

abilities and interests (Article 11). According to this law, gifted 

students are classified as the children with special needs and are 

subject to the IOP3 - an expanded and deepened program of teaching 

and learning defined in above mentioned Rulebook (Article 76). 

Basically, the educational process is adapted by enrichment in the 

classes, so that the student is exposed to different content than those 

that are integrated in the regular curriculum and teaching practice. It 

is a concept which provides a different way of working with gifted 

students (according to the principle of teaching differentiation) 

during the regular classes and within an unified educational system. 

It contains very clear and precise starting points for working with 

gifted students. The concept requires a complete team of experts in 

discovering gifted students, all the teachers and school advisory 

services have to be involved, and if the school considers it necessary 

the participation of external experts. At the same time, the concept 

suggests that, besides identifying the gifted ones timely and 

organizing various differentiated forms of work with them, regular 

monitoring of their development and advance is needed. The school 
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is also obliged to provide and organize additional classes for the 

students with special abilities and interests in particular subjects 

(Article 32), and the students with the extraordinary results and 

achievements in particular subjects can be praised or rewarded 

(Article 66). 

Although organizing the work among the students with exceptional 

abilities is regulated by law, in practice it is almost not applied or used 

only sporadically. There is no adequate education strategy for gifted 

students in Serbia, and a more serious problem is the lack of 

knowledge and skills of experts who should deal with this issue. 

Numerous studies on the education of the gifted ones emphasize the 

importance of teacher training for the application of adequate support 

measures in working with gifted students (Dimitrijević, Janevski 

2016) and confirm the positive effects of teacher training for more 

efficient work with gifted students (Hansen & Feldhusen, 1994; Reis 

& Westberg, 1994; Hoogeveen et al., 2005). In addition to teachers’ 

training for effective education of the gifted, systematic projects and 

long-term strategies focused on school development and 

improvement of education quality are of special importance in 

general.  

 

Methods  

Considering that the education policy is aimed at supporting and 

developing the potential talent of students, the purpose of this 

research is examining to what extent the art teachers work with gifted 

students according to the IOP3. The subject of research is artistically 

gifted students and implementation of the Individual Educational 

Plan (IOP3). The research issue is whether or not the art teachers in 

primary schools of the Zlatibor district work according with 

artistically gifted students according to the IOP3. The aim of this 
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research is to examine the views of the art teachers on the method of 

work and support to potentially artistically gifted students. 

The objective is operationalized in the following tasks: 

- To examine how art teachers identify artistically gifted students.  

- To examine how many art teachers work according to the IOP3.  

- To determine how art teachers support and promote potentially 

gifted student for Fine Arts.  

 

Methods and Techniques of  Research 

The research is descriptive and exploratory, aimed at understanding 

the importance of commitment to developing giftedness. The study 

sample was selected from the population of art teachers working in 

primary schools of the Zlatibor district in the territory of the Republic 

of Serbia in the school year 2018/2019. A questionnaire of open and 

closed type was designed for the purposes of this research, and a 

survey was used as the technique. We made a qualitative analysis of 

the responses received by the art teachers in order to examine in 

which way art teachers provide support to potentially artistically 

gifted students. 

 

Procedure and Course of  Research  

The research was conducted in February 2019. First, the 

questionnaires were sent electronically to school addresses. The forty-

seven schools in the Zlatibor district have a total of 17,456 students, 

but 9,411 students and 39 art teachers from the fifth to the eighth 

grade were included in the research. Out of the total number (43) of 

art teachers, 36 completed questionnaires were received. Although 

the official response from all the schools was that they did not have 

the work with artistically gifted students according to the IOP3, 
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however the art teachers accepted to fill out the questionnaire and 

thus make a contribution to this research. 

 

Interpretation of  Research  

In schools, after identifying potentially gifted students by teachers 

and parents, the specialists and experts in a particular field should 

continue to examine, test and measure those characteristics indicating 

to the gifted potential. However, based on the responses of the art 

teachers who participated in this research, it was found that the 

schools do not carry out further examinations of artistically gifted 

students. Usually the teachers respect the test results for professional 

orientation, which indicates good cooperation with a psychologist 

and professional staff. 

Regarding the response to the first task the research shows that art 

teachers rely most on their intuition and feeling to recognize 

giftedness. They do this even in the fifth grade by analyzing the way 

the student makes his drawing (richness and quality of lines, texture, 

composition, size ratio) and the original approach in solving the 

artistic task. Also, solving the abstract tasks, understanding the visual 

language and the use of art techniques are considered. The examinees 

pointed to another indicator of identifying artistically gifted students, 

which is increased interest in art, for a variety of painting techniques 

and artistic activities compared to other pupils. The desire of students 

to attend an art section, exceptional motivation and dedication to 

work at classes, as well as at home are particularly emphasized. 

Some teachers pointed out that they have good cooperation with 

teachers and respect their opinions when a student comes in the fifth 

grade of primary school. Also, the parents are not neglected in 

helping to identify the gifted one. It was concluded that the art 

teachers, as far as respecting their own sense and knowledge of art, so 
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do not neglect either the teacher's attitude and the parent's opinion, 

but also desire and need of the student. All this points to the fact that 

such a student should work according to the IOP3 and therefore can 

have benefits for better advance and develop own giftedness. 

Since it has been established that the art teachers are able to identify 

gifted students, as they are actually the most important in the chain 

of professionals who are most competent to discover them. The next 

task was to determine whether the art teachers work on a specially 

designed educational plan for artistically gifted students, and if not 

what is the reason for it. However, as per the responses obtained, 

there was a defeating data. None of the art teachers in primary schools 

in the Zlatibor disctrict does not work according to the IOP3, although 

such students are recognized. Due to extensive paperwork, IOP 3 is 

an additional job for teachers, and within the curriculum they already 

have an obligation to prepare students for various competitions. 

There is no official document, but in practice, the support is provided 

to gifted students and individualization of work with gifted students 

is applied. Although they do not formally work according to the IOP3, 

they work with gifted students according to a customized, additional, 

individualized plan and some even emphasize that they plan to 

seriously focus on the study of characteristics of artistically gifted 

students and the strategies for teaching and work with them. 

A similar conclusion was made by the authors who analyzed 

individual education plans for gifted students in primary schools in 

the Raška district. Out of the total number of 30,992 students, only 

sixteen IOPs were obtained, but this study does not specify which 

subjects and areas are covered by a special plan for the gifted (Popović 

et all 2016, p. 80). 

All the teachers from the total number of examinees circled the same 

answer describing to provide students with additional literature in 
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the field of art, refer them to additional sources of knowledge on the 

internet, give them additional artistic tasks and art techniques to the 

third question: “How and in what way the gifted student are 

supported by you ?“ The art teachers most often suggest the following 

techniques not scheduled by the curriculum to gifted students: oil 

pastels, acrylic painting, graphic techniques, textile printing, batik 

techniques, charcoal drawing, canvas making for calligraphy and 

learning how to write calligraphic letters, preparing a preparation for 

painting on different substrates such as wood, cardboard, canvas, 

plasterboard and alike. Then, making sculptures of various discarded 

materials such as wire, plastic, open - ended materials, clay tiling, 

studying the origami technique, wax paper and making the usable 

items also enriching the individual work with gifted students. 

All teachers include gifted students in the school projects such as 

school events, painting murals in the school, making scenery for 

school events, participating in humanitarian actions, setting up the 

school art exhibitions, creating posters and invitations for various 

events at school, etc. The art teachers who work in urban schools and 

places with galleries and museums always suggest and inform gifted 

students where they can see the current exhibition in their place or 

wider area. 

 

Conclusion 

The research results show that the right to distinctiveness and 

development is not provided to gifted children in the full sense. The 

artistically gifted children are usually left alone to themselves or to 

ambitious teachers. Obviously, in spite of the fact that art teachers are 

eager to work with gifted students, the specificity of work with the 

artistically gifted children requires different ways and forms of work, 

and the current school system with the existing way of work can not 
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fully develop them. The conclusions made are intended for the 

creators of the education policy. The aim of education is all children 

have the right for quality education, which complies inclusive 

education, involving gifted students. Milutinović and Zuković (2009), 

considering the giftedness as having the need to realize the right of 

gifted children to be included in appropriate educational experiences 

in an educational system that would ensure the adequate 

development and advance of the gifted. Also, based on the research 

findings obtained, the parents and their gifted children can have a 

clearer picture of the current education of the gifted in Serbia. It is 

obvious that the implementation of The Law on the Basics of the 

Education System (ZOSOV, 2009) and the realization of the rights and 

fulfillment of the needs of each gifted child according to their special 

features in regular schools to a specially individualized education 

plan in Serbia is very little implemented.  

Teachers are aware that the IOP means a plan that it is designed in 

advance and in accordance with the educational needs, interests and 

abilities of a particular student. However, some teachers in this 

research said that they mostly work with gifted students at extra 

classes or give them more demanding tasks than others at regular 

classes. They point out that they have enough time to devote 

themselves to a gifted student and without writing additional plans. 

Such a way is a plan of individual support, but extra tasks may 

become part of the IOP3 only if prepared in advance for a particular 

student with exceptional abilities for fine arts. 

Although numbers of attempts have been made through legal 

regulations, some studies show that educational practice still lacks 

sufficient ambition to achieve the complete development of gifted 

(Herzog, Drofenik 2018; Popović at all 2016). One of the possible 

suggestions is that motivated teachers are supposed to improve their 
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ability primarily to develop giftedness adequately. It is necessary to 

have better pedagogical, psychological, didactic, methodical and 

professional qualifications of teachers to work with gifted students. 

The programs should be monitored and evaluated periodically. There 

is a need for a variety of approaches in the teaching process, 

combining the different methods of work and more flexibility in 

organizing time. In addition to personnel and program measures, it is 

necessary to create appropriate material and technical conditions 

including functional teaching rooms, an adequate library fund with 

relevant literature, materials for the individualized work of students, 

multimedia cabinets and modern equipment for work. Creating new 

ways to nurture giftedness, such as art colonies, summer painting 

schools, museum programs are some of the opportunities that would 

ones commit and devote more to gifted students. Therefore, without 

a clear strategy, the work with gifted students will not be encouraging 

for them, and inadequately established and implemented school 

practices can only have negative consequences on the achievements 

of these students. 

All the art teachers involved in this study presented an identical 

attitude. It is not difficult for a single teacher to work with artistically 

gifted student, but anyone does not show interest in extra work in the 

form of students’pedagogic profiles, evaluation and writing the 

individual educational plan. Although the activities scheduled in the 

plan of IOP3 are useful and necessary for achieving full capacity 

related to regular curricular activities applied by them, however there 

are still administrative difficulties in regular completing the extensive 

documentation, tables and additional time-taking. Some believe that 

they need "flexibility in the planned steps in accordance with the 

personal preferences of students." Also, it is suggested to establish a 
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City Center for Talents which would work on a specialized program 

for gifted children from all fields of interest.  

Based on the responses it is clear that the teachers are able to identify 

potentially artistically gifted student, but in the schools where the 

study was carried out for any student artistically gifted recognized by 

the teachers was not made IOP3 and pedagogical profile. 
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Abstract 

Kindergarten teachers need to possess certain competencies to conduct artistic 

activities in early childhood education, such as artistic sensibility, creativity and 

interest, but how often teachers actually conduct artistic activities also depends on the 

material conditions in kindergartens. The purpose of this study was to examine the 

association between material conditions in kindergartens and the implementation of 

musical and visual arts activities to encourage creativity in early childhood education. 

An anonymous questionnaire was administered to 137 early childhood and preschool 

teachers, who were enrolled in the Early Childhood and Preschool graduate program. 

The results revealed a moderate positive correlation between material conditions 

required for conducting music activities and how often the teachers conducted music 

and music-creative activities, as well as a moderate positive correlation between the 

material conditions required for conducting visual arts activities and how often the 

teachers conducted visual and visual-creative arts activities. 

 

Key words: creativity; early childhood and preschool education; material conditions; 

teachers 

 

Introduction 

The new paradigms in early childhood and preschool education 

emphasize the importance of holistic approaches (Petrović-Sočo, 2007; 

Slunjski, Šagud & Branša-Žganec, 2006). Children spend most of their 

days in kindergartens, so pedagogical theory and practice is concerned 

with improving their environment, which is defined by the quality of 
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social relationships, material support, and teachers’ competencies (Miljak, 

2009; Petrović-Sočo, 2007; Rinalldi, 2006).  

Creating a supporting environment by organizing the space to be flexible 

and to offer a variety of materials that stimulate engagement and learning 

encourages children to participate in different activities, develop 

persistence, improve concentrations, and express their creativity. 

According to Miljak and Silvo (1996), children develop a sense of security, 

freedom, creativity, and competency when they are unfettered and 

provided with a certain degree of autonomy. Engaging children in art 

activities contributes to creating a specific environment that makes a 

community unique and recognizable (Ljubetić, 2009 as cited in Miočić, 

2012). At the same time, a positive environment facilitates spontaneous, 

creative expression through the arts, which is in line with contemporary 

ideas that promote holistic approaches in education (Bačlija Sušić, 2013). 

Because it affects the quality of arts activities in the kindergarten, a 

positive environment in the context of the arts is referred to as a pro-artistic 

environment (Balić Šimrak, Šverko & Županić Benić, 2010). However, 

adequate materials need to be available because they determine the 

quality of arts activities early childhood and preschool educators can 

conduct with children. Nordtømme (2012) identifies material conditions, 

location, and space as significant determinants of daily life in the 

kindergarten. Malaguzzi (1998) emphasized the importance of space as a 

type of aquarium that contains ideas, values, abilities, and culture of those 

that inhabit it, and space is also considered to be significant in Reggio 

pedagogy, so it can be referred to as the third educator of children. A 

stimulating and engaging environment is especially important during 

early childhood (Gopnik, Meltzoff, & Kuhl, 2003; Robson & Smedley, 

1996; Seitz & Hallwachs, 1997). 

Educators’ interest and competencies in the arts can affect the creation of 

material conditions for conducting arts activities. Kozulin et al. (2003) 
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reported that materials need to be prepared and available to children so 

that they can use it in their creative activities. The availability of materials 

enables children to find meaningful ways of creatively expressing 

themselves and improve their cognitive abilities (Daly & Beloglovsky, 

2015). For example, when children use different materials to explore a 

theme during a visual arts activity, they learn more about the theme 

because different materials have different advantages. Those advantages 

are defined as "the relationship between the transformable properties of a 

medium and the child's desire to use that property to make symbols" 

(Foreman, 1994, p. 4). Using different materials that are available and 

actively exploring their characteristics leads children to finding new ways 

to apply those materials (Daly & Beloglovsky, 2015; Hill, Stremmel, & Fu, 

2005; Schwall, 2015). Therefore, the environment and material conditions 

in the kindergarten should encourage children to explore and creatively 

think about the themes of their creative activities (Cadwell, Geismar Ryan, 

& Schwall, 2015). Early explorations of auditory creative activities are the 

foundation of attitudes towards and participation in musical activities in 

later stages of life (Bačlija Sušić & Fišer, 2016). Active learning and 

spontaneous improvisation enrich the emotional experiences of children 

during their first contacts with music and musical instruments (Bačlija 

Sušić, 2012). 

Based on the findings reported in the literature, early childhood and 

preschool teachers should contribute to creating supportive material 

condition, which requires a dedication to personal development and 

lifelong learning (Miljak, 2009). Teachers need to be active and creative in 

their relationship with children and develop the children’s intrinsic 

motivation through different activities in order to help them develop their 

intrinsic creative potential. 

Creativity is one of the most desirable competency for living and working 

in the 21st century, so it should be developed from an early age. In addition 
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to creating a supportive environment, teachers’ competencies and their 

sensibility and interest for the arts also contribute to conducting art 

activities more frequently in practice (Bleed, 2005; Hallam, 2010).  

 

Aims and hypotheses 

The purpose of this study was to examine the relationship between 

material conditions in the kindergarten and the frequency of conducting 

musical, creative musical, visual arts, and creative visual arts activities. 

Two hypotheses were tested: 

H1: The frequency of conducting musical and creative musical activities 

is significantly associated with the material conditions for conducting 

musical activities, but not with the material conditions for conducting 

visual arts activities. 

H2: The frequency of conducting visual arts and creative visual arts 

activities is significantly associated with the material conditions for 

conducting visual arts activities, but not with the material conditions for 

conducting musical activities. 

 

Methods 

 

Participants 

The study was conducted at the Faculty of Teacher Education, University 

of Zagreb. A sample of 137 employed teachers who were enrolled in the 

Early Childhood and Preschool Education study program and in their 

fourth or fifth year of study. Their demographic characteristics are shown 

in Table 1. 
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Table 1. Sample characteristics 

Variable Category n Percent 

Sex 
Female 135 99.26 

Male 1 0.74 

Age 

22-32 106 78.52 

33-43 21 15.56 

44-54 8 5.39 

Work experience 

0-5 years 96 70.07 

6-10 years 23 16.79 

11-20 years 12 8.76 

21+ years 6 4.38 

High school 

Gymnasium 75 54.74 

Trade school 61 44.53 

Art school 1 0.73 

 

Instrument 

An anonymous survey was administered to assess how often the 

participants conducted activities in music and the arts with the children 

in their kindergarten groups. A total of forty two statements were grouped 

into four composite variables: musical activities (Cronbach’s α = .81), 

visual arts activities (Cronbach’s α = .85), creative musical activities 

(Cronbach’s α = .91), and creative visual arts activities (Cronbach’s α = .90). 

For each set of activities, the participants were asked to answer the 

following question: "How often do you conduct [ musical / visual arts / 

creative musical / creative visual arts] activities in your classroom?" The 

responses were recorded on a Likert scale from 1 – Never to 5 – Often. 

Four items, two for music and two for visual arts, were used to ask the 

participants about their material conditions for conducting the 

aforementioned activities with children. 
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Results and discussion 

Creative visual arts activities (Mean = 3.70, SD = 0.77) and musical 

activities (Mean = 3.15, SD = 0.67) were conducted the most frequently, 

followed by creative musical activities (Mean = 3.15, SD = 0.87) and visual 

art activities (Mean = 2.99, SD = 0.63). On average the material conditions 

for conducting visual art activities (Mean = 3.59, SD = 1.05) were better 

than the material conditions for conducting musical activities (Mean = 

2.84, SD = 1.09). The variables measuring material conditions were not 

normally distributed, so Spearman’s correlation coefficient was 

calculated. 

The results of the correlation analysis are shown in Table 2.  

 

Table 2. Correlation analysis between the frequency of conducting arts activities and material 

conditions. 

 

Activities 

Material conditions 

Musical 

activities 

Visual arts 

activities 

Musical .46* .14 

Creative musical .38* .11 

Visual arts .31* .25* 

Creative visual arts .31* .33* 

Notes. * p < .01 

 

There was no significant correlation between material conditions for 

visual arts activities and the frequency of performing musical or creative 

musical activities, which is expected given the different requirements in 

material conditions for two different art forms. There was also a moderate 

and positive correlation between the material conditions for conducting 

musical activities and the frequency of conducting musical activities and 

creative musical activities. Therefore, the hypothesis H1, "The frequency 

of conducting musical and creative musical activities is significantly 
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associated with the material conditions for conducting musical activities, 

but not with the material conditions for conducting visual arts activities," 

was confirmed. 

In order to conduct musical and creative musical activities in early 

childhood and preschool education, several materials are necessary (e.g. 

instruments, Orff's instrumentarium, etc.). Eisner (2002) claims that the 

selection of artistic materials can affect how children learn, so it is possible 

to assume that in addition to the sensibility for the arts as a requirement 

for conducting artistic activities (Bleed, 2005; Hallam, 2010), adequate and 

supportive conditions are required to  conduct musical and creative 

musical activities more frequently. 

The correlation analysis found a statistically significant, positive 

relationship between material conditions for conducting visual arts 

activities and the frequency of conducting those activities, which was 

expected. However, a significant positive correlation between material 

conditions for conducting musical activities and the frequency of 

conducting visual arts activities was also found. A further analysis of 

partial correlations was conducted to eliminate the possibility of 

interference from other variables, i.e., the frequency of performing 

musical or creative musical activities and the material conditions for 

conducting musical activities.  

The partial correlations analysis results are reported in Table 3. No 

association was found between the material conditions for conducting 

musical activities and the frequency for conducting visual art, r = .02, p = 

1.00, and creative visual art activities, r = .00, p = 1.00. Therefore, the 

hypothesis H2 "The frequency of conducting visual arts and creative 

visual arts activities is significantly associated with the material 

conditions for conducting visual arts activities, but not with the material 

conditions for conducting musical activities" was confirmed. 
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Table 3. Partial correlation analysis between the frequency of conducting arts activities and material 

conditions. 

 Material conditions for musical activities* 

Visual arts activities .02 

Creative visual arts activities .00 

* Controlled variables: Material conditions for visual arts activities, frequency of conducting musical 

activities, frequency of conducting creative musical activities 

 

A stimulating pro-artistic environment (Balić-Šimrak, Šverko, & Županić 

Benić, 2010) is required to conduct visual arts activities because children 

will express their creativity visually when different materials are available 

for exploring (Županić Benić, 2015). However, given the differences 

between music and visual arts, those results were expected because 

different conditions are required to perform different types of art 

activities. 

Garvis and Pendergast, (2010) found that teachers with positive 

experiences in the arts are more likely to conduct arts activities with 

children, whereas negative experiences of teachers restrict children’s 

exposure to the arts or rule it out completely. The lack of music education 

of teachers was associated with their negative attitudes towards music 

and insecurities they experience while conducting musical activities 

(Barry, 1992; Jeanneret, 1997; Mills, 1989; Seddon & Biasutti, 2008), which 

results in avoiding musical activities in education. Adequate material 

conditions and a supportive environment in the kindergarten inspire 

children and teachers to participate in arts activities. Teachers should 

provide the materials and organize the space with the assumption that 

they can encourage active participation and learning (Fredriksen, 2012). 
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Conclusion 

The purpose of this study was to examine the relationship between 

material conditions in the kindergarten and the frequency of conducting 

art activities. A significant positive correlation was found between 

material conditions for conducting musical and creative musical activities 

and the frequency of conducting those activities. A significant positive 

correlation was also found between material conditions for conducting 

visual arts and creative visual arts activities and the frequency of 

conducting those activities. Ensuring proper material conditions for 

conducing art activities as frequently as possible is essential in early 

childhood and preschool education because art activities contribute to the 

development of creativity, critical thinking, and problem solving abilities, 

which should be encouraged from an early age.  
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