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Teacher Behaviors that Foster Creativity 

Giselle B. Esquivel t,2 

The literature on teacher behaviors that influence the development of creative 
abilities in children was reviewed. A historical overview of the concept of 
creativity within an educational context served to highlight the importance of 
the role of the teacher in providing the type of classroom environment that is 
conducive to creative learning. Teachers who show a humanistic philosophical 
orientation, have developed their own creative competencies, and implement 
specific creative methods and techniques in their classroom are more effective 
in enhancing students' creative abilities than teachers who follow more 
traditional instructional approaches. 
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INTRODUCTION 

The involvement of teachers in facilitating the development of crea- 
tivity in students is a concept that evolved gradually as a result of (1) an 
increased understanding of the nature of creativity as a distinct process, 
amenable to training; (2) historical developments that led to educational 
reform and innovative practices, emphasizing giftedness and creative abili- 
ties; (3) research findings on teacher variables, instructional behaviors, and 
learning environments effective in fostering creativity; and (4) the devel- 
opment and evaluation of creative curriculum methods and programs to 
be implemented by the teacher in the classroom. This paper will review 
the state of the art in creative teaching within the context of the above 
educational developments and with a focus on the role of the teacher. 
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THE NATURE OF CREATIVITY 

Originally, creativity was perceived as an integral aspect of intelligence, 
largely hereditary and possessed primarily by a few highly endowed indi- 
viduals (Galton, 1869; Terman, 1925). However, as multidimensional theo- 
ries of intelligence and as the concept of diverse human abilities evolved 
(Gardner, 1983; Guilford, 1956, 1967; Sternberg, 1988; Thurstone, 1952), 
creativity came to be viewed as a construct that, although bearing some 
relation to intelligence (Getzels and Jackson, 1962; Haensley and Reynolds, 
1989; WaUach, 1971; Wallach and Kogan, 1972), represents a unique and 
distinct aspect of human experience. Although creativity is a complex and 
multifaceted construct, for which there is no agreed-upon definition, it is 
viewed as a critical process involved in the generation of new ideas, the 
solution of problems, or the self-actualization of individuals, according to 
whichever theoretical perspective is espoused. In essence, creativity is rec- 
ognized as a fundamental dimension of giftedness (Marland, 1972; Treffin- 
ger, 1991a) that may, given the proper conditions, lead to exceptional 
accomplishments, productivity, or outcomes of potential value to society. 

An increased understanding of the importance of creativity has re- 
sulted in further study of its nature and an emphasis, from an applied re- 
search perspective, on examining the possibility of its responsiveness to 
educational interventions. A significant question that underlies many re- 
search efforts, therefore, has been: Can creativity be taught? 

Several decades of research on the nature of creativity has supported 
the assumption that creative abilities may be amenable to further develop- 
ment (HaUman, 1967; Hutchinson, 1967; Isaksen and Parries, 1985; Rose 
and Lin, 1984; Torrance, 1972, 1981a; Torrance and Safter, 1986). The na- 
ture-nurture position on creativity is predominantly an interactionist one. 
Although there is evidence for genetic factors in creativity, manifested in 
individual and gender differences, there is also strong support for the in- 
teractive role of environmental and sociocultural influences on the expres- 
sion of creative abilities (Vernon, 1989; Torrance, 1969; Woodman and 
Schoenfeldt, 1989). 

Obviously, proponents of creativity education have emphasized envi- 
ronmental variables over genetic factors, as being more relevant and fea- 
sible aspects to consider in impacting creativity development (Torrance, 
1970, 1972, 1977a, 1986, 1987; Renzulli, 1977, 1991; Treffinger, 1986, 1991). 
It is argued, from a social-learning perspective, that individual and gender 
differences in creativity are, to a great extent, related to interaction with 
significant adults. For example, educators may show less encouraging re- 
sponses to female versus male students in terms of specific academic or 
creative tasks, particularly in the area of mathematics, which may result in 
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the lowering of female students' interest in that subject (Fox, 1977; Fox, 
Brody, and Tobin, 1980; Hutchinson, 1967; Vernon, 1989). However, the 
major premise for advocating educational efforts in creativity is the assump- 
tion that all individuals have the potential to be creative, that children are 
naturally creative, and that creativity may be a life long process (Maslow, 
1968; May, 1975; Rogers, 1970; Torrance, 1987; "Ereffinger, 1989). This hu- 
manistic-developmental perspective appears to form the philosophical basis 
for creativite learning and creative teaching and has had significant edu- 
cational implications. 

CREATIVITY AND EDUCATION 

There are several historical developments in the field of education, 
noted by various movements, that have provided support for the concept 
and the implementation of creative teaching (Treffinger, Isaksen, and Feir- 
stein, 1983). 

Starting in the mid-1950s, American education was undergoing public 
scrutiny and criticism of its educational practices in comparison with the 
former Soviet Union's apparent superiority, particularly in the areas of sci- 
entific endeavor. The launching of the Sputnik satellite, symbolic of Soviet 
supremacy, made this rivalry more poignant and served as a turning point 
in American education. In response to this crisis, the National Defense 
Education Act was passed in 1958, as a comprehensive educational reform 
bill to strengthen teacher practices in the areas of math and science, foreign 
languages, and creative arts (Dow, 1991). 

Major educational efforts, led by the National Science Foundation, 
helped to promote scientific research, reform of science education, the de- 
velopment of educational materials, teacher training, and dissemination of 
innovative educational ideas and programs. Attempts to reform education 
also led educators to re-examine such issues as the relation between schol- 
arship and teaching; the nature of the leaming process; the replacement 
of conventional approaches with experimental and nondirective methods; 
and the implementation of teaching strategies for stimulating inquiry, crea- 
tivity, and self-directed learning (Dow, 1991). These innovative attempts 
were the precursors of current creative methods and approaches. 

In the 1960s, the "open classroom movement" served as another im- 
petus to creative education. One of the major goals of this movement was 
to foster creative thinking (Walberg and Thomas, 1972, Wright, 1975). Im- 
plementation of this goal included innovations with active learning, team 
teaching, independent learning, cooperative learning, and individualized in- 
struction. According to a review by Horwitz (1979) on the effectiveness of 
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these open classroom practices, most efforts in this area showed positive 
psychological outcomes in terms of attitudes and resulted in creative de- 
velopment. Moreover, contrary to the expectations of critics of this move- 
ment, the gains in creativity were not made at the expense of academic 
achievement. Torrance and Goff (1989) view this point in time as the "start 
of a quiet and subtle revolution in the direction of greater emphasis on 
creative problem solving and creative expression," and as continuing to 
have at least a positive influence on education today. During this time, 
attention was also given to the creative characteristics and strengths of chil- 
dren from disadvantaged or culturally diverse backgrounds. 

The 1970s may be characterized by a more conservative public mood 
regarding education, as a result of American space achievements, and as 
the impetus of curriculum reform in regular education began to wane 
(Dow, 1991). However, during the same time, the "gifted child movement" 
spurred the development of special programs for gifted students and the 
implementation of creative techniques and approaches (Davis, 1992). Yar- 
borough and Johnson (1983) conducted a survey to identify programs for 
the gifted and talented in the United States. Based on the 36 State De- 
partments of Education which responded, a total of 109 outstanding pro- 
grams for the gifted and talented were identified. 

In the 1980s, the decline in school performance, including the lowering 
of achievement test scores, led, once again, to questions about the quality 
of teaching. Research on teacher performance suggested that regular class- 
room teachers were still emphasizing traditional methods of rote learning 
and basic skill training, at the cost of higher-level thinking skills and crea- 
tivity (Goodlad, 1990). The National Commission on Excellence in Educa- 
tion (1983) and other blue ribbon panels, formed to examine the problem, 
reported on the educational state of affairs as a "nation at risk" and high- 
lighted the "rising tide of mediocrity" in our schools (Sikula, 1990). Ac- 
cording to Goodlad (1990), Torrance (1986) and others, not much has 
changed despite the increased research on creativity in education. 

In the 1990's, a new paradigm shift seems to be taking place in educa- 
tion. A renewed emphasis on educational restructuring is based on a concern 
with providing more equitable opportunities for all children, including those 
who have limited English proficiency or who have special learning needs 
(Barkaa and Bernal, 1991; Gallagher, 1991; Vanqhssel-Baska, 1991). Accord- 
ing to Renzulli (1991), school reform initiatives, which have called into ques- 
tion programs for gifted students, may provide an opportunity for upgrading 
the performance and the development of strengths and potential abilities of 
all students. Creative teaching and practices for the gifted may be infused 
into the regular curriculum, as exemplified by such approaches as the school- 
wide enrichment model. "lteffmger (1989, 1991b) argues that the notion that 
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only a few individuals are gifted or creative is false and that although not 
every one actually becomes gifted, anyone "might" have the possibility. It is 
the role of educators to enhance the creative potential of all students. 

TEACHER BEHAVIORS AND CREATIVITY 

The study of the teacher's role in creative teaching may be subsumed 
under the broad category of the "teacher effectiveness" research, which 
documents the impact that teachers have on student learning in general 
(Duncan, 1987; Houston, 1990; McKinnon, 1978). The research literature 
on teacher effectiveness in creative teaching is limited and, similar to this 
area in gifted education, lacks a well-integrated and coherent model. How- 
ever, Whitlock and DuCette (1989) have organized a review of this research 
in terms of (1) characteristics, (2) competencies, and (3) behaviors. 

TEACHER CHARACTERISTICS 

According to Eggen and Kauchak (1988), research on teacher charac- 
teristics was based for many years on the assumption that teachers were 
"born and not made" and that their characteristics were somehow related 
to student learning. Methodologically, these studies failed to investigate 
whether these traits produced any differences in the classroom or in student 
performance. However, Ryans (1960) studied teacher effectiveness in terms 
of personality characteristics of teachers and their relation to observable 
classroom behavior and to student achievement. Among the characteristics 
he found that have relevance for general teaching practices, as well as for 
creative teaching, is the emphasis that exceptional teachers give to their 
interpersonal relationship with students. Characteristics attributed to teach- 
ers of the gifted that have been studied, may also be pertinent to creative 
teaching. Whitlock and DuCette's (1989) study and review of the literature 
in this area suggested that teachers who are the most effective in teaching 
gifted children show enthusiasm, empathy, dedication to students, personal 
flexibility, openness, creativity, and imagination. 

Studies that relate teacher personality characteristics to creative de- 
velopment in students show a similar pattern. One of the most important 
characteristics of effective teachers is their attitude toward creativity and 
their ability to be accepting, open, and flexible in relating to students 
(Dacey, 1989). Teachers who possess these qualities tend to have a human- 
istic philosophical outlook on life (Torrance and Myers, 1970). Stein (1974) 
cites Torrance's description of these teachers as "highly sensitive, resource- 
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ful, flexible" and willing to "get off the beaten track." However, the most 
important quality of these teachers is "their capacity to form good rela- 
tionships with students." 

Consistent with Torrance's view, Halpin, Goldenberg, and Halpin 
(1990) found that more creative student teachers showed a more human- 
istic pupil control ideology. According to these findings, the more creative 
teachers tended to see students as capable of self-discipline in the context 
of a close personal teacher-student relationship. These teachers valued 
open communication and a flexible and democratic classroom atmosphere 
and stressed the importance of individual student needs and growth pat- 
terns. 

On the other hand, the less creative student teachers tended to be 
more authoritarian in their pupil control orientation. They were more con- 
cerned with appearance, status and behavior, preferred impersonal rela- 
tionships with students, and viewed student behavior more in moralistic 
than in psychological terms. 

New students' perspectives on creative teachers also reflect the impor- 
tance of interpersonal qualities. McGreevy (1990) surveyed students' re- 
flections about teachers they would nominate as the most creative teachers 
they ever had. The personality characteristics that surfaced in rank order 
were: a sense of humor, an open and accepting kind of mind; a willingness 
to share "a personal side"; a spontaneity in the classroom and an under- 
standing of and caring for individual students, especially those who do not 
learn as fast as others. Interestingly, the majority of nominated creative 
teachers were men and were high school teachers. 

The above findings suggest that teachers who enhance creative devel- 
opment tend to have a humanistic philosophical orientation, place high 
value on interpersonal relationships, and, in general, show characteristics 
of the creative personality. A critical question that may be raised is: Do 
teachers need to be creative themselves in order to be creative teachers? 
Gowan and Bruch (1967) describe the characteristics that make a creative 
individual a creative teacher. However, according to Stein (1974), although 
some people would answer this question affirmatively, based on their pref- 
erence for an apprenticeship model of teaching, others would argue that 
the creative individual is too involved in creative pursuits and has limited 
time left "to give" to students. 

It is possible that creative characteristics and abilities alone are not 
sufficient. For example, Torrance's (1987) review of studies on teacher vari- 
ables suggested that teachers' creative motivation was stronger than teach- 
ers' creative abilities in influencing student creativity. The fact is that 
research on the causal relations among teacher creativity, classroom be- 
havior, and student creative development shows inconclusive data (Houtz, 
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LeBlanc, and Butera, 1992). There is support, however, for the indirect 
effects that teacher creativity may have on student learning and creative 
thinking. When teachers are exposed through training to creative methods 
and activities, they are likely to show attitudes and behaviors that are more 
receptive to their students' creativity (McConnell and LeCapitaine, 1988; 
Treffinger, Ripple, and Dacey, 1968). It seems important, therefore, not 
only to enhance teachers' creative characteristics and abilities, but also to 
train them in specific creative teaching competencies. 

TEACHER COMPETENCIES 

The competencies of teachers in the areas of giftedness and creativity 
have been studied as an integration of characteristics and cognitive dimen- 
sions and as goals to be attained through preservice teacher training (Whit- 
lock and DuCette, 1989). Houtz (1992) reviewed the literature in the above 
area and suggested the need to develop creative teacher competencies in 
creative thinking, problem solving, experiential methods and activities, 
teaching as an art, reflective thinking; and the ability to use research to 
guide classroom practices. These latter competencies are based on the view 
of teachers as "reflective practitioners" or as professionals who apply their 
own critical thinking, creativity, and problem solving ability to their class- 
room instruction. 

The concept of the "expert teacher" is also receiving renewed emphasis 
in terms of its implications for enhancing teacher competencies (Brandt, 
1986; Feden, Vogel, and Clabaugh, 1992; Weinert, 1990; Welker, 1950; West- 
ernab, 1991). On the positive side, the expert teacher is viewed as one who 
demonstrates (a) thinking in action; (b) multiple points of view and a wide 
perspective; (c) active, sensitive and deliberate involvement in a situation; 
(d) relevance in content; and (e) problem-framing strategies. However, 
Welker (1991), questions that if the expert model of teaching involves such 
degrees of specialization and preciseness, there it may actually stifle student 
creativity and independent learning. Although content expertise and teach- 
ing competence are necessary, it is also important that teachers develop the 
ability to transfer these competencies to their relationship with students and 
to the learning environment in the form of creative behaviors. 

TEACHER BEHAVIORS 

Creative teacher behaviors may be classified into (9) "molecular" be- 
haviors, involving the more concretely defined and measurable activities 
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and techniques employed by the teacher and observable in interactions with 
students; and (b) "molar" behaviors, referring to the more global notions 
and approaches that teachers employ as a reference point in creating a 
learning atmosphere conducive to creativity (Houtz, 1992). Studies on both 
molar and molecular aspects of creative teaching have served to develop 
theoretical models of effective teaching, which, in turn, have been refined 
to serve as guidelines for teacher classroom behaviors. 

MOLAR BEHAVIORS 

Although there are several models that may form the basis for effective 
specific or "molar" creative teaching behaviors only three representative 
models that emphasize the creative process, creative enrichment, and crea- 
tive problem solving and productivity will be reviewed. The models are Tor- 
rance's Incubation Model, Renzulli's Enrichment Triad Model, and 
Treffinger's Enrichment ~iad Model. 

Torrance's Incubation Model of creative instruction (1979) refers to 
the stage in the creative process when unconscious or subconscious ele- 
ments are involved in the free association of symbols, images and ideas, 
and in the rehearsal of alternative relationships that may lead to problem 
solving (Wallas, 1926). The incubation model of creative teaching has three 
consecutive stages or phases that have implications for specific teaching 
behaviors: (1) the "heightening anticipation" stage, (2) the "deepening ex- 
pectations" stage, and (3) the "keeping it going" stage. 

Torrance and Safter (1990) suggest behavioral activities for each stage. 
The first stage involves attention-getting and warm-up activities to prepare 
the student to adopt a relaxed and motivated attitude and a divergent 
thinking state of mind. Some of the behavioral activities suggested for this 
stage are presenting ambiguities or uncertain ideas, asking questions to 
raise expectations, stimulating curiosity, looking for different viewpoints, 
giving clues or hints, and asking provocative questions to stimulate new 
ideas. 

The second stage in the Incubation Model involves becoming more 
engrossed in the creative task by analyzing and reflecting on the nature of 
the problem(s) involved and by personalizing the problem on an affective 
level. The behavioral activities for this stage include heightening awareness, 
practicing elaboration of ideas, using mysteries as curriculum content, 
stressing divergent thinking, introducing surprises, and developing imagery 
and imagination. 

The third stage involves the ability to "keep going" with the creative 
endeavor or to show persistence and sustained effort in generating new 
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ideas or alternatives. This phase may also require that the student transfer 
the process to settings outside the classroom and find opportunities for 
further exploration and experimentation on their own. The teaching be- 
haviors suggested for this stage are playing with ambiguities, deepening 
awareness of gaps or missing pieces, challenging students to respond con- 
structively, requiring experimentation, examining fantasies to find solutions 
to real problems, and encouraging future projections. 

Another major creative teaching model with implications for behav- 
ioral activities is the Enrichment "II'iad Model developed by Renzulli (1977). 
This model also includes three sequential stages: Type I enrichment in- 
volves "general exploratory activities," Type II enrichment involves "group 
training activities" to promote the development of thinking and feeling 
processes, and Type III enrichment activities involve the "investigation of 
real problems." In Type I enrichment, teachers identify topics of interest 
to students and provide opportunities for structured activities in the form 
of classroom learning centers or field trips and the use of community re- 
sources. This is an exploratory stage in which students are encouraged to 
investigate on their own. Type II activities involve specific training in think- 
ing skills and feeling processes. Some of the processes include problem 
solving, critical thinking, reflective thinking, divergent thinking, hypothesiz- 
ing, inquiry techniques, and creative thinking. Bloom's (1956) and Krath- 
wohrs (1964) taxonomic skills may be used as the basis for the development 
of higher-level thinking skills. 

Treffinger (1991a) describes the Creative Productivity Model of in- 
struction. This model also constitutes a "three stage approach" for nur- 
turing productivity. Level 1 represents the "basic tool for creative and 
critical thinking. Level 2 involves learning and practicing a systematic ap- 
proach to problem solving, drawing upon and extending the basic creative 
thinking tools. Level 3 involves the application of the systematic, creative 
problem solving process to real problems. Rather than prescribing teach- 
ing behaviors in absolute terms, Treffinger (1986) suggests the importance 
of different behaviors at different levels in the learning process. The in- 
structional behaviors for Level 1 involve the direct teaching of thinking 
skills and their integration into existing course content. The specific ac- 
tivities or techniques that may be used include brainstorming, attribute 
listing, idea checklists, forced relationships, morphological analogies and 
others. Level 2 activities are geared to extending the usefulness of tlae 
thinking skill "tools" by the systematic practice of steps or processes for 
creative problem solving. Some of the activities suggested include case 
studies, simulation, role playing, and future-scene scenarios. At this level, 
the teacher shifts from "teaching about" thinking skills to leading the stu- 
dents in their efforts to master and apply problem solving methods. Level 
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3 teaching activities are facilitative in nature and involve the transfer of 
problem solving skills to real-life problems and situations. Examples of 
the activities include involvement in the actual concerns of students, in 
community needs, or in special projects. 

MOLECULAR BEHAVIORS 

For effective teaching to occur, it may be important that specific 
teacher behaviors be based on a creative attitude or philosophical orien- 
tation that is pervasive of his or her interactions with students and of the 
learning environment in general (Martindale, 1989). The more global or 
"molar" behaviors represent the teacher's attempt to provide a learning 
atmosphere that is consistent with a creative methodology and that is sup- 
portive of day-to-day creative behaviors and techniques (Houtz, 1992). In 
essence, the teacher creates a classroom atmosphere that is stimulating and 
that facilitates creative learning (Heck, 1978). 

Amabile (1989) presents a philosophical basis for a creative teaching 
environment where (a) learning is made to seem important and fun to both 
students and teachers; (b) students are made to feel worthy, loved and 
respected; (c) students are active learners; (d) students have a sense of 
ownership and pride in their classrom and school; (e) teachers act like re- 
sources, coaches and advisers; (f) students feel they can discuss their prob- 
lems in an open manner; (g) cooperative learning methods are used more 
often than competitive methods; and (h) learning experiences are made 
relevant to students' lives. 

Feldheusen and Treffinger (1977) suggest the following classroom 
goals: define creative-thinking and problem-solving processes and abilities; 
be explicit in specifying the processes, skills and content you wish the stu- 
dents in your class to learn and develop; try out your plans and ideas before 
you begin to use them in your class; create an atmosphere in your class in 
which creative learning can occur; employ a variety of instructional activi- 
ties, alternative media, teaching methods, and learning products; and con- 
duct careful reviews and evaluations of your own projects and efforts, and 
of student learning, and plan revisions accordingly. 

Among the characteristics of a creative teaching style suggested by stu- 
dents in McGreevy's (1990) survey are the following: Do not always lecture; 
use interdisciplinary projects; relate real events; give attention to student 
interests and choices; use open-ended questions in class and on tests; en- 
courage questions from students and explore their opinions; allow inde- 
pendent study; and help students get ideas when none are flowing. 
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Torrance's (1965) suggestions for rewarding creative behavior are: be 
respectful of unusual questions; be respectful of imaginative, unusual ideas; 
show your students that their ideas have value; occasionally have students 
do something for practice; and tie in evaluation with causes and conse- 
quences. 

Frederiksen (1984) identified several themes within the creative teach- 
ing literature: allow time for incubation; suspend judgment; establish social 
climates that encourage and support imagination, playfulness, and original- 
ity; show respect for students' ideas; use training methods which require 
analyzing of ideas, and manipulating and combining of elements; teach un- 
derlying cognitive abilities; and provide practice with feedback in an envi- 
ronment where no negative stigma is attached to failure. 

In general, a review of the literature (Houtz, 1990) suggests that a 
creative learning environment is characterized by democratic and open in- 
teractions, by an atmosphere of safety to experiment with ideas, by stu- 
dent-initiated and cooperative learning activities, by nondirective teaching 
methods, and by a responsiveness to individual needs of students. 

Creative Curriculum Methods and Programs 

A number of curriculum methods, techniques and programs may also 
form the basis for teachers' specific and global behaviors in the classroom. 
Curriculum methods in creative teaching may be classified according to 
theoretical models of creativity proposed by Gowan (1972) and Treffinger, 
Isaksen and Firestien (1985). These models include cognitive, personality 
or affective, social and interpersonal, biological, perceptual and nonrational 
or psychedelic perspectives. Although there is overlap in the application of 
the various perspectives, teaching methods tend to emphasize certain proc- 
esses more than others. 

Developmental stage theory (Gowan, 1981a) has had implications for 
the use of play and fantasy, particularly in early childhood methods (Cor- 
nelius and Casler, 1991; Hildebrand; 1991, Runco; 1991). Curriculum meth- 
ods based on information-processing theory emphasize the role of teachers 
as being actively involved in directing and guiding students in the analysis 
of information, in the development of cognitive strategies for problem solv- 
ing, and in the attainment of higher-order conceptual reasoning skills 
(Eggen and Hauchach, 1979; Idol and Jones, 1991; Samson, 1979; Stern- 
berg, 1988). The systematic development of thinking skills is another ap- 
proach based on cognitive theory (Beyer, 1987). Basically, some cognitive 
psychologists propose that teaching cognitive strategies following a prob- 
lem-solving model will enable students to transfer learning to novel prob- 
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lem-solving situations (Mumford, Baughman, Costanza, Uhlman, and Con- 
nelly, 1993). Other psychologists have argued that training in creative think- 
ing should involve real-life or future goal-directed problems in order for 
creativity to have any productive significance (Okuda, Runco, and Berger, 
1991; Renzulli, 1983; ~effinger, 1986). 

Some instructional approaches are more domain-specific, based on the 
assumption that individuals are not globally creative but tend to develop 
and express their creative abilities in specific ways and areas. For example, 
Khatena's (1987) training in imagery and visual imagination processes and 
the use of creative arts, music, and movement to develop right hemisphere 
imagery and creativity (Bums, 1988; Gowan, 1981b; Houtz and Frankel, 
1992; Torrance, 1981b, 1987) have a sensorial and perceptual basis. Fol- 
lowing this approach, a teacher might involve students in imagery activities, 
such as visualizing rearrangements of patterns or musical tunes; engage stu- 
dents in the use of several sense modalities to explore a variety of rhythms; 
or provide materials, such as fairy tales, folk stories, myths, and fables, 
which enrich imagery in creative writing (Gowan, 1981b; Torrance, 1981b). 
Creative methods for bilingual and linguistically diverse students (Barkaa 
and Bernal, 1991; Kessler and Quinn, 1987; Snyman and de Kock, 1991) 
are based on psycholinguistic theories. The teacher may build on the bi- 
lingual student's cognitive flexibility, or may use verbal playfulness in the 
form of puns and storytelling, to enhance these students' creative learning 
(Martorell, Esquivel, and Carrasquillo, 1994). 

Parnes (1968) provides a list and a description of techniques that may 
be appropriate to use at different times or levels of instruction, depending 
on the model of creativity. The techniques most often used in school set- 
tings are: attribute listing, awareness development, braintorming, checklists, 
forced relationships, role playing, morphological analysis, psychodrama, 
synectics, modeling, and others. These techniques may also be classified 
according to theoretical perspectives on creativity. For example, brainstorm- 
ing involves cognitive associative processes for creative problem solving. 
The application of computer technology to creative instruction may be 
based on information processing and cognitive theory (Clements, 1991). 
Role playing, synectics and sociodrama are more pertinent and are found 
to be more effective for personality and affective processes (Stein, 1974). 

Various structured creativity programs have been developed, imple- 
mented, and evaluated. Mansfield, Busse, and Krepelka (1978) provide a 
review of some of the 1960s programs. Feldheusen and ~effinger (1977) 
review several programs, books, and commercially available materials with 
goals for the classroom. Torrance (1987) found the Osbom-Parnes Creative 
Problem Solving Program to be one of the most widely used and most 
successful program~ for enhancing creativity. Among other programs found 
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to be effective, at least in some aspect of creative development, are Covin- 
ton's Productive Thinking Program, CORT Thinking Skills, the Creative 
Problem Solving Model, and The Purdue Creative Thinking Program. 
Houtz (1992) provided a classification system for creativity programs on 
the basis of their relationship to curriculum content. Infused programs em- 
phasizing more content-specific skills, include William's Total Program for 
Humanizing and Bruner's Man: A Course of Study. Intermediary programs 
have some connections to curriculum. Some examples are the Structure of 
Intellect Model, Instrumental Enrichment, Philosophy for Children, and 
Parnes' Productive Thinking Programs. Abstract and generic skills programs 
include deBono's Cognitive Research q~'ust and The Ideal Problem Solver. 

More recent programs and approaches for overall school planning in- 
clude: Odyssey of the Mind; The Pyramid Project; Renzulli's School Wide 
Enrichment Model, with curriculum compacting and enrichment cluster 
components; and Taylor's Multiple Talent Pole Model, implemented in the 
Key School in Indianapolis (Davis, 1992; Renzulli and Reis, 1985). 

New Directions and Future Research 

The direction taken by historical developments in educational reform, 
as discussed in previous sections, suggests an emphasis on providing quality 
education to all children. This educational aim gives added importance to 
the role of the teacher in enhancing the creative abilities of each individual 
student in the classroom. Because students vary in terms of their learning 
and cognitive styles as a result of developmental, gender, personality, cul- 
tural, and linguistic differences or based on special learning needs, it is 
important that teachers understand these differences and adapt their teach- 
ing and behaviors in ways that are appropriate for the unique needs of 
students (Baum, 1990; Barkaa and Bernal, 1991; Van Tassel-Baska, 1991). 
According to "li'effmger (1991), educators need to become "resources for 
the nurture of creativity among all individuals"; therefore, greater under- 
standing of individual learning differences, as these relate to creativity, 
should be a critical research goal. A basis for this area of study may be 
found in the literature on differences in learning and thinking styles (Dunn 
and Dunn, 1978; Halpern, 1986; Messick, 1976) and on culturally diverse 
gifted students (Esquivel, 1985; Martorell, Esquivel, and Houtz, 1992; Ki- 
tano, 1986, Lopez, Esquivel, and Houtz, 1993; Renzulli, 1973; Torrance, 
1977b; Valencia, 1985). 

Another related area that needs further study and implementation, and 
which is often neglected in education, is the affective and personality as- 
pects that influence learning and, in this case, creative learning or the ex- 
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pression of creative abilities. For example, Torrance (1979) pointed to the 
affective aspects of creativity, including humor and emotional awareness. 
The importance of motivation as a dimension of creativity and of intrinsic 
motivation as an integral part of the creative process has been highlighted 
(Am.abile, 1989; Renzulli, 1977). Research in this area needs to focus on 
teacher attitudes and behaviors that promote student attainment of char- 
acteristics that are associated with creative functioning, such as flexibility, 
openness, and persistence. Moreover, because the nature of the relation- 
ship between teacher and student is an essential aspect of creative devel- 
opment, it is important to study further the potential effects of mentoring 
relationships on the link between affective and creative growth (Torrance, 
1984). 

CONCLUSION 

Creativity is a unique and integral aspect of human experience and an 
important educational goal. Its development is of potential value for indi- 
vidual self-actualization and expression and of benefit to others and society. 
Teachers may play a significant role in fostering the development of creative 
abilities in all students through their philosophical outlook and attitudes, 
the learning environment they provide, the instructional approaches they 
implement, and their relationship and behavioral interaction with students. 
Educators need to be aware of research-based findings on what constitute 
the best practices in the above areas, yet they must also realize that creative 
teaching is in itself a creative process. 
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