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EDITI] RI AI_E Francesco Pisanu

Integrare scuola, formazione e mondo
del lavoro: un punto di vista organizzativo

Anche il secondo numero del 2016 di Ricercazione & dedicato al tema dell’'integrazione tra
scuola, formazione e mondo del lavoro. Nell’editoriale del numero precedente (Pisanu, 2016)
ho descritto le dimensioni principali, tra le tante, coinvolte in questo processo di integrazione,
che negli ultimi anni in ltalia si sta sempre piu sovrapponendo con il processo di alternanza
scuola-lavoro. Tali dimensioni sono: pedagogico-didattica, psico-sociale, organizzativa e nor-
mativo-procedurale. Nell'editoriale precedente ho approfondito la dimensione psico-sociale,
per introdurre i contributi presenti nel numero. In questo editoriale focalizzerd I'attenzione sulla
dimensione organizzativa, per delinearne i collegamenti con altri due temi, dal mio punto di vista,
essenziali per la riuscita del processo di alternanza: il tema del transfer e il tema dell’innovazione.
Nella seconda parte dell’editoriale, utilizzando come pre-testo questa introduzione, descriverd
brevemente i contenuti del presente numero di Ricercazione.

Considerare 'alternanza da un punto di vista organizzativo porta ad una dinamica molto
ampia di attivita. Dalle relativamente sempilici attivita di organizzazione del processo (collegate
con I'ambito normativo-procedurale), ai processi organizzativi attivati e coinvolti nel momento in
cui gli studenti diventano, di fatto, anche se per poco tempo, parte dell’organizzazione dilavoro
che li ospita. L'impatto delle variabili organizzative sull’esperienza di alternanza € da tenere in forte
considerazione per gli studi futuri in questo ambito: si pensi agli esiti motivazionali di processi
come l'identificazione organizzativa, o la percezione di cittadinanza organizzativa che possono
essere rimodulati nella realizzazione dell’alternanza scuola-lavoro. Potra sembrare banale, ma
percepire di avere il proprio “spazio”, il proprio “ruolo” all'interno di un’organizzazione ha un
effetto benefico sui comportamenti e sugli atteggiamenti dei soggetti coinvolti, grazie anche al
ruolo delle variabili motivazionali (Battistelli et al., 2013). Visto che 'esperienza di alternanza &
anche, e soprattutto, un’esperienza di apprendimento, tale effetto benefico potrebbe riguardare
anche il coinvolgimento e la motivazione ad apprendere nei luoghi di lavoro. In maniera piu o
meno esplicita tale elemento organizzativo € uno degli aspetti cardine del sistema duale che
troviamo nei paesi di lingua tedesca ad esempio (Beozzo, 2016): lo studente & non solo un
ospite dell’organizzazione, ma ne & a tutti gli effetti parte, con tutti gli aspetti positivi legati a tale
senso di appartenenza (e forse qualche aspetto negativo come I'uso dell’alternanza per attivita
pre-selettive e di reclutamento che avvantaggiano piu I'azienda e meno lo sviluppo di interessi
professionali del soggetto in formazione).

Dal mio punto di vista, come gia accennato, parlare di processi organizzativi nell'integrazione
tra scuola, formazione e mondo del lavoro non pud prescindere dall’approfondire due ulteriori
processi: il transfer degli apprendimenti, e I'innovazione dei processi didattici e di apprendimento.

Per anni mi sono occupato di training transfer in eta adulta e in contesti organizzativi (Pisa-
nu & Fraccaroli, 2007; Pisanu et al., 2014). Lelemento che contraddistingue questa tipologia
di transfer & proprio I'interesse per le variabili organizzative coinvolte. In questa prospettiva, il
trasferimento degli apprendimenti dalla formazione al lavoro non si ottiene semplicemente lavo-
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rando sulla proposta formativa (rendendola ad
esempio piu congruente con le caratteristiche
del lavoro a cui la formazione ¢ rivolta), ma
anche e soprattutto sulla dimensione orga-
nizzativa del transfer: sugli elementi facilitanti
e sulle barriere, sulle dinamiche sociali, sulle
attivita preparatorie all’apprendimento, ecc.
(Grossman & Salas, 2011). Mi sembra ra-
gionevole porre la stessa attenzione anche a
chi si occupa di transfer degli apprendimenti,
tra scuola e mondo del lavoro: sicuramente
I'aspetto pedagogico-didattico & importante
per una buona riuscita del processo di al-
ternanza, ma lo € altrettanto la dimensione
sociale e organizzativa, attraverso cui si pud
realizzare il transfer.

In una recente edizione italiana del lavoro
del 2003 curato da Tuomi-Grohn & Enge-
strdm dal titolo “Between School and Work.
New Perspectives on Transfer and Boun-
dary-Crossing” (Ajello & Sannino, 2013), gli
autori presentano una sintesi delle differenti
concettualizzazioni del transfer in ambito
educativo che si sono succedute nell’ultimo
secolo di studi su questo tema. Tale sintesi &
riproposta in Tab. 1.

Questa sintesi ¢ interessante per capi-
re meglio quale pud essere attualmente la
visione del transfer degli apprendimenti tra
scuola e mondo del lavoro, e viceversa. Se la
parte alta della tabella fa riferimento a modelli
centrati su variabili individuali e di compito, la
parte bassa indica tre modelli che declinano il
transfer considerando il contesto come varia-
bile prioritaria, che non esclude le altre, male
ricolloca rispetto alle problematiche organiz-
zative e sociali. Mi pare che tra i contributi piu
originali prodotti in questi ultimi anni sul tema
del transfer, la Teoria dell’Attivita sia stata, ed
e tuttora, un eccellente punto di incontro tra
riflessione teorica e applicazione pratica, e
che possa rappresentare proprio per questo,
per chi progetta e gestisce processi diintegra-
zione tra scuola e mondo del lavoro, un solido
strumento da utilizzare. Piu contributi in questi
due numeri di Ricercazione fanno esplicito
riferimento a tale approccio (Amman, Tino &
Fedeli, Morselli). | concetti di “oggetti di con-
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fine” e di “attraversamento dei confini”, creati
all’interno di questo approccio, dal mio punto
di vista sono i piu interessanti per le scuole,
cosi come lo strumento del “laboratorio di
attraversamento dei confini”. Cido che rende
innovativo il pensare al processo di alternan-
za scuola lavoro da questo punto di vista &
I'ottica sistemica e il fatto che i sistemi scuola
e lavoro possano essere messi in comuni-
cazione attraverso degli “oggetti di confine”,
come le esperienze di alternanza, che ad un
certo punto non sono piu considerabili come
semplici esperienze scolastiche, ma neanche
come esperienze lavorative, e in cui “l'attra-
versamento dei confini” non & semplicemente
unidirezionale (la scuola che entra nel mondo
del lavoro), ma costantemente bidirezionale
(si veda a questo proposito il contributo di
Morselli, in questo numero). A ben vedere,
il soggetto che dovrebbe beneficiare di piu
dal processo di transfer non & solo la scuola,
o il gruppo di studenti, ma I'organizzazione
di lavoro che ospita tale esperienza, e che
pud basare su questa una parte del proprio
processo di innovazione.

Il tema dell'innovazione e strettamente
legato a quello del transfer. Anche in questo
caso non ¢ in gioco solo il cambiamento da
parte della scuola, ma dell’intero sistema inte-
grato, organizzazioni lavorative in primis. E or-
mai un dato acquisito nella ricerca psicologica
e organizzativa, che il processo diinnovazione
non si realizza unicamente nella dimensione
individuale (nella sua sovrapposizione con il
processo creativo), ma necessita di un siste-
ma organizzativo o inter-organizzativo per
realizzarsi pienamente (Amabile, 1988). Per
quanto riguarda il processo di innovazione
nell’alternanza scuola lavoro, attualmente il
focus & centrato sulla dimensione didattica e
dell'insegnamento. Il Problem Based Learning
(presentato nel lavoro di Eicker, Bohne e Ha-
seloff, in questo numero) appare oggi come
un ottimo strumento di innovazione della di-
dattica per facilitare I'integrazione tra scuola e
mondo del lavoro. Altri si spingono a delineare
scenari di classi aperte, capovolte, smart, 4.0,
ecc. (si veda ad esempio la recensione del



AUTORE BASE DEL TRANSFER MODALITA DEL TRANSFER

Thorndike
Judd
Approcci cognitivisti (es. Sternberg)

Bereiter

Approccio situato (es. Greeno)

Approccio socio-culturale
(es. Beach)

Compito
Elementi identici
Strategie generali
Schemi

Individuo

Carattere, comportamento
intelligente

Contesto

Azioni individuali in situazioni
statiche

Azioni individuali in
organizzazioni sociali differenti

Transfer specifico
Transfer esteso
Transfer specifico e esteso

Transfer delle situazioni

Transfer della partecipazione
sociale

Transfer individuale di sviluppo

e mutevoli

Teoria dell’Attivita
(es. Engestrom; Davydov)

Attivita collettiva in
organizzazioni sociali differenti

Transfer collettivo di sviluppo

Tab. 1 - Differenti concettualizzazioni del transfer (Tuomi-Grohn & Engestrom, 2003).

libro “Studiare in Azienda, Lavorare a scuola”
presente in coda a questo numero; si veda
anche il contributo di Campagnoli sul numero
predente di Ricercazione; Campagnoli, 2016).

Da questo punto di vista, un’altra dote
importante dalla ricerca psicologia e orga-
nizzativa sul processo di innovazione ¢ legata
alla dimensione temporale, da una parte, e
di “radicamento” dall’altra. In questi ultimi
anni (soprattutto in questo ultimo anno), in
ltalia € stata imposta una tabella di marcia
all'introduzione dell’alternanza scuola lavoro
a di poco forzata, con un passaggio, in alcuni
casi, da zero a centinaia di ore di alternanza
obbligatoria nel triennio delle superiori. Di per
sé & da accogliere positivamente (I’ennesimo)
tentativo di avvicinamento tra mondo della
scuola e mondo del lavoro, mail rischio di ef-
fetti collaterali, soprattutto per la scuola e per
gli studenti, da “disruptive innovation” & dietro
I'angolo. Ad oggi sappiamo che I'innovazione
sociale puo diffondersi solo se & presente e
attivo, all'interno dei sistemi e delle comunita
che la accodlie, I'esito di cio che viene definito
come “effetto dente d’arresto” (Pringle, 2013).

Con guesta espressione vengono indicati tutti
i pre-requisiti che una innovazione richiede
per stabilizzarsi e diventare pratica quoti-
diana, un “dente d’arresto” che impedisce
alle componenti dell’innovazione di regredire
ad uno stadio precedente, nell'impossibilita
di essere pienamente applicate. Nel caso
dell’alternanza scuola lavoro il rischio & che
tale “dente d’arresto”, sia sul versante scuola
che su quello organizzativo, non sia stato
ancora raggiunto e che si spinga dunque il
piede dell’acceleratore su strutture, compiti
e funzioni che semplicemente non hanno
una base solida su cui impiantarsi (questo
purtroppo é anche il destino delle tecnologie
applicate in ambito didattico, spinte dalla re-
torica dell'innovazione, ma non da basi solide
Su cui impiantarsi nell’esperienza di lavoro
quotidiana degli insegnanti). Ne pud derivare
come esito I’'esporre gli studenti a quello
che potremmo definire (con un parallelo con
I’educazione alimentare, e con il “junk food”
che sazia, ma non fa bene alla salute, anzi)
come “junk learning on the job”, cioé quelle
esperienze di alternanza che saziano I'esi-
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genza base (saturare il monte ore in azienda),
ma non creano apprendimento significativo.

Questo secondo numero monografico
dedicato al tema dell’integrazione tra scuola,
formazione e mondo del lavoro ha cercato di
raccogliere gli stimoli principali presenti nel
dibattito nazionale e internazionale su questo
tema, focalizzando I’attenzione in prevalenza
sulle ricerche empiriche e sulle rassegne
internazionali, a differenza del primo numero
incentrato su rassegne teoriche e descrizione
di buone pratiche.

Nello specifico, i contributi di Shepard e
Runco, di Zhao e Gearin, e di Eicker, Bohne e
Haseloff sono delle rassegne teoriche sui temi,
rispettivamente, dell’educazione alla creativi-
ta, del’educazione all'imprenditorialita e del
Problem Based Learning. Il lavoro di Gianfri-
glia & una prima sintesi del monitoraggio del
primo anno di alternanza scuola lavoro dopo
I'introduzione della Buona Scuolain ltalia. | re-
stanti lavori sono ricerche empiriche sul tema
dell’integrazione tra scuola, formazione e
mondo del lavoro, in parte di tipo quantitativo
e in parte qualitativo. | lavori quantitativi sugli
esiti nelle carriere degli studenti dei percorsi
riconducibili all’alternanza sono quelli di Virdia,
di Bonafe e Conti, e di Sartori, Ress e Buzzi.
| lavori quantitativi che esplorano dimensioni
individuali e sociali coinvolte nel processo di
orientamento, anche con un’ottica previsio-
nale rispetto alle carriere post-diploma (lavoro
vs studio) sono quelli di Sartori e colleghi, e di
Pandolfi e colleghi. Infine tre ricerche qualitati-
ve, basate sul framework dell’ Activity Theory
a cui si & fatto riferimento nella prima parte
di questo editoriale, esplorano dimensioni
strettamente collegate al tema dell’integra-
zione tra scuola e mondo del lavoro: i tirocini
di alta qualita e I'effetto sull’orientamento di
carriera, nel lavoro di Ammann, I’'approccio
“capacitante” nei percorsi di educazione
all'imprenditorialita per I'alternanza scuo-
la-lavoro, nel lavoro di Morselli, € il punto di
vista di tutor e coordinatori dell’alternanza
nelle organizzazioni che ospitano gli studenti

nel lavoro di Tino e Fedeli. Chiude il numero
la recensione del libro di Stefano Cianciotta
“Studiare in azienda, lavorare a scuola”, cu-
rata da chi scrive.

Chiudo questo editoriale con un tentativo
di tirare le somme dai contributi presentati
nei due numeri del 2016. Nel precedente
editoriale ho indicato la domanda “serve
integrare scuola, formazione e mondo del
lavoro?” come guida generale dell’annata
2016 di Ricercazione. Certo, altre domande
Ci sono servite per esplorare il tema (cos’é
I'alternanza negli altri paesi, quali scenari futuri
per I'apprendimento work based, ecc.), ma
questa & sicuramente la principale. Come
Spesso capita in chiusura di un editoriale diun
numero monografico di Ricercazione, alcune
indicazioni raccolte attraverso i contributi
presentati rispondono efficacemente a questa
domanda. Altre no. Ad esempio le rassegne
teoriche a livello nazionale e internazionale
danno un senso “possibilista” agli effetti bene-
fici delle esperienze di alternanza e in genere
di integrazione tra scuola e mondo del lavoro.
In un qualche modo, questa € una delle linee
di sviluppo scelte per i nostri sistemi educativi.
| lavori empirici, per la loro stessa natura, ci
danno a tratti uno scenario pit “critico”, in cui
gli effetti positivi, se ci sono, sono presenti
per quei percorsi di studio che hanno gia un
incanalamento professionale, e in ogni caso
“lavoro chiama lavoro”, nel senso che chi ha
esperienze di stage in genere ha piu proba-
bilita di trovare lavoro nel post diploma (e non
necessariamente di non proseguire gli studi
a livello universitario). Rimangono non risolte
delle problematicita strutturali, tra cui il ruolo
delle aziende nella realizzazione del processo
e l'infrastruttura didattica e organizzativa tra
scuola e organizzazione di lavoro, oltre che,
problema non banale, il difficile inserimento
dell’alternanza all’interno delle pratiche di
orientamento realizzato dalle scuole.

Buona lettural
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EDIT[I RI AI_ Francesco Pisanu

Integrating school, training and the world
of work: an organizational perspective

Like the previous one, the second issue of Ricercazione for 2016 is also dedicated to the
integration of school, training and the world of work. In the editorial of the previous issue (Pisanu,
2016) | described the main dimensions, among many others, involved in this process of integra-
tion, which in recent years in Italy are increasingly overlapping with the school-work alternance
process. These dimensions are: pedagogical-educational, psycho-social, organizational and
regulatory-procedural. In the previous editorial, | discussed the psycho-social dimension when
introducing the papers in the issue. In this editorial, | will focus on the organizational dimension
to outline the connections with two other themes that | believe are important for the success
of the integration process: learning transfer and innovation. In the second part of the editorial,
| will briefly describe the content of this issue of Ricercazione.

Considering the integration between school and work from an organizational point of view
leads to a very wide range of activities, starting with relatively simple tasks of setting up the
process (linked with the regulatory and procedural ‘things to do list’) all the way to activated
organizational processes involved when the students become, in fact, if only for a short time, a
part of the organization. The impact of organizational variables on the experience of alternan-
ce needs to be taken into strong consideration for future studies in this area. Let us examine,
for example, the outcomes of motivational processes such as organizational identification or
organizational citizenship perception that can be reformulated in implementing school-work
alternance. It may seem trivial, but the feeling of having their own ‘space’ and a ‘role’ within an
organization has a beneficial effect on the behavior and attitudes of the students involved, thanks
also to the role played by motivational variables (Battistelli et al., 2013). Since the experience of
alternance is also, and above all, a learning experience, this beneficial effect might also relate
to the involvement and motivation to learn in the workplace. In a more or less explicit manner,
this organizational element is one of the key aspects of the dual system that we find in Ger-
man-speaking countries, for example (Beozzo, 2016): the students are not only guests of the
organization, but they are, in actual fact, part of it, with all the positive aspects associated with
such a sense of belonging (and perhaps some negative aspects, such as the use of alternance
for pre-recruitment and staff selection activities, which benefits the company, mostly, and less
the development of the professional interests of the students).

From my point of view, as already mentioned, when discussing the organizational processes
involved in the integration of school, training and the world of work, one should not forget two
additional processes: the transfer of learning and innovation in teaching and learning processes.

For years | have dealt with research on training transfer in adulthood and organizational
contexts (Pisanu & Fraccaroli, 2007; Pisanu et al., 2014). The main feature that distinguishes
this type of transfer is precisely the interest in the organizational variables involved. In this per-
spective, the transfer of learning from training to work is not simply achieved by working on the
training proposal design (for instance by making it more consistent with the characteristics of
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the job on which the training is focused), but
also on the organizational dimensions of the
transfer: on facilitating factors and barriers,
on social dynamics, on preparatory activities
for learning, etc. (Grossman & Salas, 2011).
It seems reasonable to apply the same fo-
cus also on those involved in the transfer of
learning between school and the world of
work: certainly, the social and organizational
dimensions through which we do the transfer
are as important as the pedagogical-educa-
tional aspect for the success of the process
of alternance.

In a recent Italian edition of the 2003 work
edited by Tuomi- Gréhn & Engestrém entitled
‘Between School and Work. New Perspecti-
ves on Transfer and Boundary-Crossing’
(Ajello & Sannino, 2013), the authors present
an overview of the different conceptualizations
of the transfer in education that have occurred
in the last century of studies on this topic. This
synthesis is proposed in Table 1.

This synthesis is helpful in understanding
better what can be currently considered the
main view of transfer of learning between
school and the world of work, and vice versa.
The upper side of the table refers to models
based on individual variables and tasks; the
lower part shows three models that interpret
the transfer considering the environment as a
priority variable, which does not exclude the
former but relocates it as regards organizatio-
nal and social issues. It seems to me that the
Activity Theory (one of the most original contri-
butions produced in recent years on the issue
of the transfer of learning) has been, and still
is, an excellent mixture of theoretical reflection
and practical application, and that it can be a
solid tool for those who design and manage
the integration processes between school and
the world of work. Several contributions in
these two numbers of Ricercazione explicitly
refer to this approach (the works by Amman,
Tino & Fedeli, and Morselli). The concepts of
‘boundary objects’ and ‘crossing borders’
created within this approach, | believe, are
the most interesting for schools, as well as
the tool named ‘change borders laboratory’.
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The innovation of thinking about alternance,
from this point of view, lies in the systemic
approach and the fact that the school and
work systems can be put in communication
through the ‘boundary objects,” as the al-
ternance experiences certainly are. At some
point, it is impossible to consider alternance
as simple schooling experience, and not even
as work experience. ‘Crossing borders’ is not
simply one-way (the school that enters the
world of work), but steadily bidirectional (see
the contribution by Morselli, in this issue). On
closer inspection, the subject who should
benefit most from the transfer process is not
just the school or groups of students, but
the working organization hosting such an
experience. If well managed, alternance pro-
cesses could be a part of the organizational
innovation process.

The theme of innovation is closely linked to
the transfer of learning. In this case also, the
focus is not the change process of the school
but of the entire integrated system and work
organizations most of all. It is now an establi-
shed fact in psychological and organizational
research that the process of innovation is not
crafted only in the individual dimension (where
it overlaps with the creative process), but ne-
eds an organizational or inter-organizational
system to fulfill its potential (Amabile, 1988).
As for the process of innovation in scho-
ol-work alternance, currently, the focus is on
pedagogical and teaching devices. Problem
Based Learning (presented in the papers
by Eicker, Bohne and Haseloff, in this issue)
today appears as a great innovative teaching
tool, aimed to facilitate the integration betwe-
en school and the working world. Inside this
huge debate, others delineate open class,
flipped classroom, smart classroom, school
4.0, etc. scenarios (see for example the review
of the book ‘Study in the Company, working
at school’ at the end of this issue; see also the
contribution by Campagnoli in the previous
issue of Ricercazione; Campagnoli, 2016).

From this point of view, another important
outcome from psychological and organiza-
tional research on the innovation process is



AUTHORS TRANSFER BASE TRANSFER MODALITIES

Tasks
Thorndike
Judd
Cognitive Approach Outlines

(e.g. Sternberg)

Bereiter
Context
Situated approach (e.g.: Greeno)

Socio-cultural approach
(e.g.: Beach)

Activity Theory
(e.g.: Engstrém; Davydov)

Identical elements
General strategies

Individual characteristics

Personality, behavior,
intelligence

Individual actions
in static situations

Individual actions in different
and constantly changing social
organizations

Collective activity
in different social organizations

Specific Transfer
Extended Transfer

Specific and extended
Transfer

Situation Transfer

Social participation Transfer

Individual development
Transfer

Collective development
Transfer

Tab. 1 - Different conceptualizations of the transfer (Tuomi- Gréhn & Engestrém, 2003).

related to the time lapse scale, on the one
side, and to the ‘rooting’ process on the other.
In recent years (especially in this last year), in
ltaly, a slightly forced roadmap of the intro-
duction of school-work alternance has been
imposed by political actors, with an accele-
ration, in some cases, from zero to hundreds
of hours of mandatory alternance activity in
the last three years of high school. Obviously,
one welcomes (yet another) attempt at appro-
aching education to the world of work, but
the risk of ‘disruptive innovation’ side effects,
especially for the school and for students, is
always around the corner. To date, we know
that social innovation can be spread and
stabilized only if a so-called ‘ratchet effect’
(Pringle, 2013) is present and active within
the systems and communities that welcome
innovation. ‘Ratchet effect’ means having all
the pre-requisites that innovation needs to
become stable and an everyday practice,
i.e. a ‘ratchet’ that prevents innovation com-
ponents to go back to an earlier stage and

therefore unable to be fully applied. In the
case of school-work alternance, the risk is
that such a ‘ratchet’, both in the school and
in the organization, has not been achieved yet
and that, therefore, the accelerator is being
pressed on the development of structures,
tasks and functions that simply do not have
a solid base on which to grow (unfortunately,
this is also the fate of the technologies applied
to education, driven by some innovation rhe-
toric but not by a solid foundation that can
impact the daily work of teachers). The result
is the exposure of students to what we might
call (drawing a parallel with food education,
considering that ‘junk food’ is filing but is
not always healthy) ‘junk learning on the job’,
that is those experiences of alternance that
satisfy the basic needs (to fill in the number
of student hours in the company) but do not
create meaningful learning.

This second monographic issue has tried
to bring together the main stimuli present in
national and international debate on the in-
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tegration of school, training and the world of
work, focusing primarily on empirical research
and on international literature reviews, unlike
the first 2016 issue that focused more on
national literature reviews and the description
of good practices.

More specifically, the contributions by
Shepard and Runco, by Zhao and Gearin, and
by Eicker, Bohne and Haseloff are literature
reviews on creativity education, entrepreneur-
ship education and Problem Based Learning,
respectively. The work by Gianfriglia is a first
summary of the monitoring of the first year of
alternance after the introduction of the ‘Buona
Scuola’ project in Italy. The remaining works
concern empirical research on the integration
pbetween school, training and the world of
work, partly quantitative and partly qualita-
tive. The quantitative work on outcomes in
students’ careers paths due to alternance are
by Virdia, Bonafé and Conti, and by Sartori,
Ress, and Buzzi. The quantitative works that
explore the individual and social dimensions
involved in the guidance process, even with
a forecasting outlook compared to post-gra-
duate careers (working vs. studying) are by
Sartori and colleagues, and by Pandolfi and
colleagues. Finally, three qualitative research
papers, based on the Activity Theory fra-
mework, which | referred to in the first part
of this editorial, explore dimensions closely
related to the theme of integration between
school and the world of work: high quality pla-
cements and the effect of career guidance, in
the work by Ammann, the ‘capability approa-
ch’ in entrepreneurship education courses for
the alternance process in the work by Morselli,
and the tutors’ and coordinators’ point of view
on alternance in the organizations that host
the students in the work by Tino and Fedeli.
The issue closes with a review of the book by
Stefano Cianciotta ‘Studying in the company,
working in school,” written by me.

| end this editorial with an attempt to draw
conclusions from the contributions present
in these two issues of 2016. In the previous
editorial, | mentioned the question ‘Is it useful
to integrate school, training and the world of
work?’ as a general ‘guideline’ of the 2016
Ricercazione issues. Of course, we used
other questions to explore the topic too (what
is alternance in other European countries,
what are the future scenarios for work based
learning, etc.), but this is the main question.
As often happens during the closing part of
a Ricercazione monographic issue, some in-
dications collected through the contributions
submitted effectively answer this question.
Others do not. For example, the literature
reviews at national and international level give
a positive sense of the beneficial effects of the
experiences of alternance and generally of the
integration between school and the world of
work. Somehow, this is one of the paths of
development chosen for our educational sy-
stems by our political infrastructure. Empirical
works, on the other hand, at times give us a
more ‘critical’ scenario, in which the positive
effects, if any, are present for those paths of
study that already have a professional chan-
neling, and in any case ‘work brings work’,
in the sense that those students who have
extensively done internships are typically more
likely to find a job in the post-diploma stage
(and not necessarily to continue their studies
at university level). Structural problems remain
unsolved, including the role of the companies
in the making of the alternance process; the
educational and organizational infrastructu-
re between school and work organization;
and last but not the least, the problematic
introduction of alternance in the practices of
guidance performed by the schools.

| hope you enjoy this issue!
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LEITARTI KEI_ Francesco Pisanu

Die Integration von Schule, Aushildung
und Beruf aus der organisatorischen
Perspektive

Auch das zweite Heft von Ricercazione ist dem Thema der Integration von Schule, Aus-
bildung und Beruf gewidmet. Im Editorial des vorherigen Hefts (Pisanu, 2016) habe ich die
wichtigsten Ebenen beschrieben, die beim Integrationsprozess eine Rolle spielen. In den letzten
Jahren Uberschnitt sich dieser in Italien immer mehr mit der Wechselausbildung. Es geht dabei
um einen Prozess, der sich sich auf folgenden Ebenen abspielt: Die padagogisch-didaktische,
psychosoziale, organisatorische sowie die normative und prozedurale. Im vorherigen Editorial
bin ich auf die psychosoziale Ebene eingegangen, um die Beitrage jenes Heftes einzuflhren.
In diesem Editorial werde ich mich auf die organisatorische Ebene konzentrieren, um deren
Zusammenhang mit zwei weiteren Themen zu umrei3en, die m.E. entscheidend fur das Ge-
lingen des Wechsels sind: Das Thema des Transfers und das der Innovation. Im zweiten Teil
des Editorials werde ich schliesslich kurz auf den Inhalt des vorliegenden Ricercazione-Heftes
eingehen, ausgehend von dieser Einfuhrung.

Betrachtet man die Wechselausbildung von ihrer Organisation her, stellt man sogleich eine
breitgefacherte Aktivitatsdynamik fest. Von der relativ einfachen Prozess-Organisation (die mit
dem normativen und prozeduralen Bereich zusammenhangen), bis hin zu den Organisationspro-
zessen, die in dem Moment aktiviert werden, wo die Schuler, wenn auch nur flr kurz, de facto
Teil der Arbeitseinrichtung werden, die sie aufnimmt. Die Auswirkung der Organisationsfaktoren
auf die Wechselausbildung ist hinsichtlich der zukUnftigen Studien auf diesem Gebiet durchaus
zu berucksichtigen. Man denke nur an den Motivationsschub eines Prozesses wie die organi-
satorische Identifikation, oder die Wahrnehmung der organisatorischen Zugehorigkeit, die bei
der Umsetzung der Wechselausbildung neugeordnet werden kénnen. Es mag banal anmuten,
doch die Wahrnehmung eines eigenen ‘Raumes’, einer eigenen ‘Rolle’ innerhalb einer Einrich-
tung wirkt sich positiv auf die Betroffenen aus, auch dank der Motivationsvariablen (Battistelli
et al., 2013). Da die Erfahrung des Arbeit-Ausbildung-Wechsel in erster Linie ein Lernprozess
ist, kdbnnte dieser positive Effekt auch die Beteiligung und den Motivationsschub zum Lernen
bei der Arbeit angehen. Das organisatorische Element ist mehr oder weniger explizit eines der
Angelelemente des dualen Systems etwa der deutschsprachigen Lander (Beozzo, 2016): Der
Schuler ist nicht nur Gast einer Einrichtung, sondern ganz und gar ein Teil davon, mit allen po-
sitiven Aspekten, die dieser Zugehdrigkeitssinn mit sich fuhrt (und vielleicht einigen negativen
Aspekten, z.B. die Verwendung der Wechselausbildung zu Zwecken der Préselektion und
Kandidatenauswahl, die eher flr den Betrieb vorteilhaft sind und weniger zur Entwicklung der
professionellen Interessen des Ausbildungskandidaten fordern).

Bei der Handhabung von Organisationsaspekten in der Integration von Schule, Ausbildung
und Berufswelt kommt man m.E. nicht umhin, weitere Prozesse zu vertiefen: Den Transfer der
Lernresultate, und die Innovation der Didaktik- und Lernprozesse.
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Uber Jahre habe ich mich mit training
transfer im Erwachsenenalter und im orga-
nisatorischen Kontext beschaftigt (Pisanu &
Fraccaroli, 2007; Pisanu et al. 2014). Kenn-
zeichnendes Element fur diese Art von Trans-
fer ist gerade das Interesse fUr die betroffenen
Organisationsaspekte. In dieser Hinsicht
erfolgt der Transfer der Lernresultate von der
Ausbildung zum Beruf nicht nur durch die
Arbeit am Ausbildungsangebot (z.B. indem
man es auf die Beschaffenheit des Berufes,
den die Ausbildung anpeilt, starker zuschnei-
det), sondern auch und verstarkt Uber die
Arbeit an den organisatorischen Aspekten
des Transfers: An den erleichternden und
den erschwerenden Faktoren, den Aspekten
der Sozialdynamik, den Vorbereitungsaktivi-
taten des Lernprozesses usw. (Grossman &
Salas, 2011). Es ist m.E. sinnvoll, dieselbe
Aufmerksamkeit auch denen zu schenken,
die sich um den Transfer der Lernresultate
von der Schule in die Berufswelt kimmern.
Flr das Gelingen des Wechselprozesses ist
der padagogisch-didaktische Aspekt sicher
sehr wichtig, doch ebenso sind es die soziale
und organisatorische Ebene, Uber die der
Transfer erfolgt.

In der kdrzlich erschienenen italienischen
Ausgabe derim Jahr 2003 von Tuomi-Grohn &
Engestrom unter dem Titel “Between School
and Work. New Perspectives on Transfer and
Boundary-Crossing” (Ajello & Sannino, 2013)
herausgegebenen Untersuchung liefern die
Autoren eine Zusammenfassung der verschie-
denen Transfer-Konzepte des Ausbildungs-
bereichs, die von der Forschungsliteratur
im letzten Jahrhundert behandelt wurden.
Tabelle 1 zeigt diese Zusammenfassung.

Diese Zusammenfassung ist hinsichtlich
des besseren Verstandnisses der aktuellen
Vision des Transfers von Lernresultaten von
der Schule zum Beruf und umgekehrt inter-
essant. Der obere Teil der Tabelle liste solche
Modelle auf, die sich an individuellen und
aufgaben-orientierten Variablen ausrichten,
der untere zeigt Modelle, die beim Transfer
den Kontext an erste Stelle setzten, andere
Variablen jedoch nicht ausschliessen, son-
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dern sie hinsichtlich der organisatorischen
und sozialen Problematik neu einteilen. Unter
den originellsten Beitragen der letzten Jahre
zum Thema Transfer ist m.E. die Aktivitats-
theorie immer noch ein ausgezeichneter
BerUhrungspunkt zwischen Theorie und
praktischer Umsetzung, weswegen gerade
sie ein kostbares Instrument fUr diejenigen ist,
die den Integrationsprozess zwischen Schule
und Arbeitswelt planen und verwalten. Etliche
Beitrage dieser zwei Hefte von Ricercazione
berufen sich explizit auf diesen Ansatz (Am-
man, Tino & Fedeli, Morselli). Die Begriffe
“Grenzobjekte” und “Grenziberschreitung”,
die innerhalb dieses Ansatzes entstanden,
sind fUr die Schulen m.E. die interessantesten,
ebenso wie das Instrument der ,,Werkstatt zur
GrenzUberschreitung®. Was diesen Ansatz
zur Wechselausbildung innovativ macht, ist
das dahinterliegende Systemdenken und
die Tatsache, dass Schule und Beruf durch
“Grenzobjekte” in Verbindung gebracht wer-
den konnen, z.B. durch Wechselerfahrun-
gen, die irgendwann nicht mehr als einfache
Schulerfahrungen zu betrachten sind, aber
auch nicht als echte Berufserfahrungen, so
dass die “GrenzUberschreitung” nicht einfach
nur einseitig (d.h. die Schule dringt in die
Berufswelt ein), sondern stets zweiseitig ist
(siehe hierzu den Beitrag von Morselli in die-
sem Heft). Das Subjekt, das am meisten vom
Transfer-Prozess profitiert, ist bei genauerem
Hinsehen nicht die Schule, oder eine Gruppe
von Schulern, sondern die Arbeitseinrichtung,
die als Gastgeber der Austauscherfahrung
auftritt, die einen Teil seines eigenen Innova-
tionsprojektes auf diese stltzen kann.

Das Thema der Innovation ist eng mit
jenem des Transfers verbunden. Auch in
diesem Fall geht es nicht nur um die Erneue-
rung der Schule, sondern des ganzen, mit
ihr integrierten Systems, angefangen mit den
Arbeitseinrichtungen. Fur die Psychologie-
und Organisationsforschung steht inzwischen
fest, dass der Innovationsprozess nicht nur
auf der Einzelebene stattfindet (wobei er sich
mit dem Kreativitdtsprozess Uberschneidet),
sondern auch eines organisatorischen oder



AUTOR GRUNDLAGE DES TRANSFERS | FUNKTIONSWEISE DES TRANSFERS

Aufgabe
Thorndike Identische Elemente Spezifisches Transfer
Judd Allgemeine Strategien Umfassendes Transfer
Kognitive Ansétze Schemen Spezifisches
(z.B. Sternberg) und umfassendes Transfer
Individuum
Bereiter Charakter, intelligentes Situationstransfer
Verhalten
Kontext
Situationsansatz Individuelle Aktionen Transfer
(z.B. Greeno) in statischen Situationen der Sozialteilnahme
Soziokultureller Ansatz | Individuelle Aktionen Individuelles
(z.B. Beach) in verschiedenen Entwicklungstransfer
und wechselhaften
Sozialeinrichtungen
Aktivitatstheorie Gruppenarbeit in
(z.B. Engestrom; verschiedenen Gruppen-Entwicklungstransfer
Davydov) Sozialeinrichtungen

Tab. 1 - Verschiedene Transfer-Konzepte (Tuomi-Grohn & Engestrom, 2003).

inter-organisatorischen Systems bedarf, um
sich vollends umsetzen zu kénnen (Amabile,
1988). Hinsichtlich der Innovation der Wech-
selausbildung liegt der Fokus aktuell auf der
Didaktik- und Unterrichtsebene. Das Problem
Based Learning (das in diesem Heft in den
Beitrdgen von Eicker, Bohne und Haseloff
untersucht wird) erscheint heute als ein aus-
gezeichnetes Instrument zur Innovation der
Didaktik im Sinne der Integration von Schule
und Berufswelt. Andere gehen so weit, Sze-
narien mit offenen, umgekehrten, smarten,
4.0-Klassen zu erwéagen (siehe hierzu die Kri-
tik des Buches ,Studiare in Azienda, Lavorare
a scuola (,Im Betrieb lernen, auf der Schule
arbeiten’)”, die am Schluss des Heftes steht;
siehe hierzu auch den Beitrag von Campa-
gnoli im vorherigen Heft von Ricercazione;
Campagnoli, 2016).

Eine weitere Qualitat des Psychologie-
und Organisationsforschung zum Innovati-
onsprozess ist in diesem Zusammenhang
einerseits durch die Zeitdimension, anderer-
seits durch die ,Verwurzelung® gegeben. In
den letzten Jahren (und erst recht im letzten
Jahr) wurde in lItalien ein duBerst geraffter
Umsetzungsplan zur Einflhrung der Wech-
selausbildung durchgesetzt, der in manchen
Fallen etwa den Ubergang von null auf hun-
derte Stunden verbindlicher Wechselausbil-
dung wahrend der drei Jahre Sekundarstufe
vorsieht. An sich ist der (zigste) Versuch einer
Annaherung zwischen Schul- und Arbeits-
welt zu begrtBen, doch das Risiko, dass es
zu Nebenwirkungen kommt, besonders flr
Schule und Schuler, etwa durch ,disruptive
innovation®, ist betrachtlich. Soweit wissen
wir, dass Innovation im Sozialen nur dann
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stattfinden kann, wenn innerhalb der Systeme
und der Gemeinschaften, die sie berthrt, der
sogenannte Ratchet-Effekt (Pringle, 2013)
eintritt. Dieser Ausdruck bezeichnet samtli-
che Voraussetzungen, die eine Erneuerung
braucht, um sich zu stabilisieren und Alltag-
spraxis zu werden, also eine “Halteklaue”,
die es den Bestandteilen der Innovation
unmaoglich macht, sich zu einem vorherigen
Stadium zurlck zu entwickeln, wenn sie nicht
vollstandig eingesetzt werden. Im Fall der
Wechselausbildung besteht dabei das Risiko,
dass diese ,Halteklaue" sowohl auf dem Ge-
biet der Schule als auch auch auf jenem der
Organisation noch nicht erreicht wurde und
dass man stark auf Strukturen, Aufgaben und
Funktionen setzt, die ganz einfach noch keine
solide Basis besitzen (was auch mit den im
Unterricht angewandten Technik-Resourcen
geschieht, die zwar aufgrund der Rhetorik
der Innovation eingesetzt werden, sich je-
doch nicht auf solide Grundlagen innerhalb
der Arbeitserfahrung der Lehrkréafte stltzen).
Das kann dann auch dazu fuhren, dass die
Schuler (was ich anhand einer Parallele zur
Esskultur, also zum Junkfood, das zwar satt
macht, aber ungesund ist) einer Art “junk lear-
ning on the job” ausgesetzt sind, also jenen
Wechselerfahrungen, die dem Grundanliegen
gerecht werden (die Stundenzahl im betrieb
zu erreichen), jedoch kein signifikantes Lernen
erzeugen.

Mit dem vorliegenden Heft, dem zweiten,
das monographisch dem Thema der Integra-
tion von Schule, Ausbildung und Berufswelt
gewidmet wurde, haben wir versucht, die
wichtigsten Ansétze aus der nationalen und
internationalen Diskussion zu diesem Thema
zu vereinen, wobei das Augenmerk haupt-
séchlich auf die empirischen Forschungen
und auf die internationalen Revuen liegt,
wogegen das erste Heft theoretische Revuen
und Beschreibungen von vorbildlichen Prak-
tiken enthielt.

Die Beitrage von Shepard und Runco,
Zhao und Gearin, und die von Eicker, Bohne
und Haseloff sind dabei theoretische Revuen
Uber die Themen, jeweils, der Erziehung zur
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Kreativitat, zum Unternehmergeist und zum
Problem Based Learning. Der Beitrag von
Gianfriglia liefert eine erste Zusammenfassung
der Bestandsaufnahme nach dem ersten Jahr
nach der Einfihrung der Wechselausbildung
durch das italienische Buona-Scuola-Dekret.
Bei den Ubrigen Arbeiten handelt es sich um
empirische Untersuchungen zum Thema
der Integration von Schule, Ausbildung und
Berufswelt, teils qualitativer, teils quantitativer
Art. Die quantitativen Arbeiten zu den Ergeb-
nissen der Wechselausbildung hinsichtlich
der Karriere der Schuler sind jene von Virdia,
Bonafe und Conti, und die von Sartori, Ress
und Buzzi. Die qualitativen Beitrage, bei de-
nen es um die individuelle und soziale Ebene
innerhalb des Orientierungsprozesses geht,
auch im Hinblick auf eine mogliche Vorhersa-
ge der Karriere nach dem Abschluss (Beruf
vs. Studium), sind jene von Sartori und Mit-
arbeitern, und von Pandolfi und Mitarbeitern.
Schliesslich geht es bei den drei qualitativen
Untersuchungen, die sich auf das framework
der Activity Theory stltzen, die schon im
ersten Teil dieses Editorials genannt worden
sind, um die Ebenen, die mit dem Thema
der Integration von Schule und Berufswelt
zu tun haben: Hochwertige Praktika und ihre
Wirkung auf die Karrierewahl, im Beitrag von
Ammann, der fahigkeitsfordernde Ansatz bei
der Erziehung zum Unternehmertum inner-
halb der Wechselausbildung, im Beitrag von
Morselli, sowie der Standpunkt der Betreuer
und Koordinatoren in der Wechselausbildung
an den Arbeitseinrichtungen, die die Schuler
aufnehmen, im Beitrag von Tino und Fedeli.
Abschliessend die Kritik des Buches von Ste-
fano Cianciotta “Studiare in azienda, lavorare
a scuola” (,Im Betrieb lernen, auf der Schule
arbeiten’), von mir selbst verfasst.

Ich mdchte dieses Editorial mit dem
Versuch abschliessen, eine Bilanz aus den
Beitragen der zwei Hefte des Jahres 2016 zu
ziehen. Im vorherigen Editorial stellte ich die
Frage, ob es notwendig sei, zwischen Schule,
Ausbildung und Berufswelt zu integrieren, als
mdglichen Leitfaden zum Jahrgang 2016 von
Ricercazione. Sicher, weitere Fragen haben



der Aufarbeitung des Themas gedient (z.B.
die Beschaffenheit der Wechselausbildung
in den anderen L&ndern, die Zukunftssze-
narios des arbeitsbasierten Lernens usw.),
doch diese hier ist m.E. entscheidend. Wie
es zum Schluss des Editorials eines mono-
graphischen Ricercazione-Heftes oft der Fall
ist, beantworten etliche der hier vorgestellten
Ansatze diese Frage sehr wohl. Andere dage-
gen nicht. Die theoretischen Revuen mit natio-
nalem und internationalem Bezug stufen die
positiven Effekte der Wechselausbildungser-
fahrungen und Uberhaupt die Integration von
Schule und Beruf als ,m&glich’ ein. Irgendwie
ist dies eine der Entwicklungslinien, die far
unser Schulsystem ausgewahlt wurden. Auf-
grund ihrer Natur liefern uns die empirischen
Untersuchungen ein etwas ,kritischeres’
Szenario, in dem die positiven Auswirkungen,

soweit vorhanden, dort vorkommen, wo die
Lehrgange ohnehin schon eine Berufsausrich-
tung haben, wobei auf jeden Fall die Regel
LArbeit schafft Arbeit” gilt, d.h. wer schon ein
Arbeitspraktikum absolviert hat, bei dem ste-
hen die Chancen hoher, nach dem Abschluss
eine Arbeit zu finden (was nicht unbedingt fur
einen Ubergang zum Studium gilt). Noch zu
beantworten sind manche Strukturfragen, u.a.
die Rolle des Betriebs bei der Umsetzung des
Prozesses, die didaktische und organisatori-
sche Infrastruktur der Schule und im Bereich
der Arbeitsorganisation, sowie, und dabei
handelt es sich um kein geringes Problem,
die schwierige Aufnahme der Wechselausbil-
dung innerhalb der Orientierungspraxis einer
bestimmten Schule.

Viel Spass bei der Lektlre!

RICERCAZIONE - Vol. 8, n. 2 - December 2016 | 19



Bibliografia / References / Literatur

Ajello A. & Sannino (a cura di) (2013). Tra scuola e lavoro. Bologna: Il Mulino.

Battistelli A., Galletta M., Portoghese I., Pohl S. & Odoardi C. (2013). Promoting Organizational Citizenship
Behaviors: The Mediating Role of Intrinsic Work Motivation. Le travail humain 76 (2), pp. 205-226.

Beozzo M. (2016). Essere o non essere (come la Germania)? Il dilemma italiano sul modello duale. Ri-
cercazione, 8(1), pp. 71-90.

Campagnoli G. (2016). Scuola Aperta, Fab Lab, Imprese Studentesche, Alternanza Scuola lavoro: inno-
vazione verso una scuola pit contemporanea e motivante. Ricercazione, 8(1), pp. 133-144.

Grossman R. & Salas E. (2011). The Transfer of Training: What Really Matters. International Journal of
Training and Development, 15, pp. 103-120.

Pisanu F. & Fraccaroli F. (2007). Il transfer dalla formazione al lavoro: modelli teorici e misurazione. Psi-
cologia della Formazione e dell’Educazione, 9(3), pp. 7-32.

Pisanu F., Fraccaroli F. & Gentile, M. (2014). Training transfer in teachers training program: a longitudinal
case study transfer of learning in organizations. In K. Schneider (Ed), Transfer of learning in organiza-
tions. Heidelberg: Springer (pp. 99-120).

Pisanu F. (2016). Integrare scuola, formazione e mondo del lavoro: il processo di alternanza dal punto di
vista delle caratteristiche individuali degli studenti (Editoriale). Ricercazione, 8(1), pp. 7-16.

Pringle H. (2013). The origins of creativity. Scientific American, 308, pp. 36-43.

Tuomi-Grohn T. & Engestrom Y. (Eds) (2003). Between School and Work. New perspectives on transfer
and boundary crossing. Amsterdam: Pergamon.

20 | Editoriale / Editorial / Leitartikel



Aubra Shepard & Mark Runco [pp. 21-38]
University of Georgia, Athens, USA

Recent Research on Creativity
and Education

To get news on or to share views on this article, the first author can be contacted to the following address: University
of Georgia - Educational Psychology - 0323 Aderhold Hall Athens, GA 30602 - Email: aubra.shepard25@uga.edu.

Estratto

La creativita € uno degli elementi pitl importanti che gli educatori dovrebbero considerare nel proprio agire.
Questo perché ¢ legata ad un insieme considerevole esiti positivi (Runco, 2014) dell’attivita educativa.
Tra questi segnaliamo la flessibilita, I'adattabilita e problem solving, ciascuna delle quali & utile non solo
per il miglioramento delle vite personali degli studenti, ma anche per i loro futuri sviluppi professionali. La
creativita & anche legata all'innovazione, all'inventiva e ad altre forme di scoperta, incluse quelle possibili
attraverso I'uso delle nuove tecnologie. Da questo punto di vista la creativita pud apportare dei benefici
a livello individuale, ma anche a livello sociale. Fortunatamente si € registrata, in questi ultimi dieci anni,
un’esplosione di attivita di ricerca sulla creativita. La maggior parte di questa ricerca puo avere una rica-
duta nei sistemi educativi, e di fatto I’'ha gia avuta. Il presente articolo & una rassegna dei principali lavori
di ricerca sulle implicazioni educative della creativita, prodotti in questi ultimi anni. Verranno coperti temi
come le percezioni degli insegnanti sulla creativita, le caratteristiche degli studenti creativi e gli ambienti
di apprendimento che risultano supportavi dello sviluppo della creativita.

Parole chiave: creativita, adattabilita, problem solving, innovazione, educazione.

Abstract

Creativity is among the most important considerations for educators. That is because it is related to so
many desirable outcomes (Runco, 2014). These include flexibility, adaptability, and problem-solving, each
of which is useful in not just a student’s personal life, but in professional domains as well. Creativity also
underlies innovation, invention, and other forms of discovery, including those involved in the advance of
technology. As such, creativity is both beneficial on the individual level and integral to various forms of
social progress. Fortunately, there has been an explosion of research on creativity in the last ten years.
Much of it has implications for education. This article reviews the most recent creativity research, from
the last few years, and explores the implications for education. This review covers teachers’ perceptions
of creativity, the characteristics of creative students, and the school environments that are supportive
of creativity.

Key words: creativity, adaptability, problem solving, innovation, education.
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Zusammenfassung

Kreativitat ist insofern eines der wichtigsten Anliegen der Lehrer, als sie mit zahlreichen winschenswerten
Auswirkungen verbunden ist (Runco, 2014). Dabei geht es z.B. um Flexibilitat, Anpassungsfahigkeit,
Problembewaltigung, die jeweils nicht nur im persdnlichen Leben eines jeden Schilers wichtig sind,
sondern auch im professionellen Bereich. Ausserdem stérkt Kreativitat die Fahigkeit zur Innovation, zur
Erfindung und andere Formen des Entdeckens, einschliesslich derer, die zum technologischen Fortschritt
fUhren. Daher ist Kreativitat sowohl flir den Einzelnen, als auch im Sozialbereich hilfreich. Erfreulicherwei-
se hat sich die Forschung in den letzten zehn Jahren verstérkt auf das Thema Kreativitat konzentriert.
Viele Ergebnisse zeigten dabei Implikationen fUr den Unterricht. Die vorliegende Untersuchung liefert
eine Ubersicht der neueren Forschungsarbeiten zum Thema, und wertet deren Implikationen fir den
Unterricht aus. Die Ubersicht beriicksichtigt dabei Themen wie die Wahrnehmung der Kreativitét seitens
der Lehrer, die Eigenschaften kreativer Schiler sowie Schulausstattungen, die kreativitatsférdernd sind.

Schlisselworter: kreativitat, anpassungsfahigkeit, problembewaltigung, innovation, unterricht.

1. Introduction

Before diving into particular topics, it is
useful to describe several general contextual
issues. This is useful because creativity is
unique. It is very different from, say, intelli-
gence and education that is good for creativity
is not the same thing as education that is
good for intelligence (academic or otherwise)
(Runco, Acar & Cayirdag, 2016). With this in
mind, it is necessary to start with a clear defi-
nition of “creativity”. There is good agreement
that creative things are both original and in
some way effective. As a matter of fact, this is
the “standard definition” of creativity (Runco &
Jaeger, 2012). There is less agreement about
where to look for creativity. Many theories and
investigations look to socially-recognized cre-
ative products, where there is little ambiguity.
Creative products (i.e., tangible results, such
as portfolios, reports, designs, and works
of art) can be counted and are in that sense
objective. They can be observed. Products
may not be good indicators of the underlying
creative process. Runco (2007a) and others
have argued that educators should look at
the creative process rather than at creative
products. There is also an argument that ed-
ucators should attempt to focus on creative
potentials, which are also quite different from

observable products. Admittedly potential
is an ambiguous thing. After all, potential
implies that something is possible but not
yet manifest.

Potential can be a risky educational target,
but it is the most appropriate objective for
education. It is encouraging that the concept
of potential is widely used in various fields of
study. Genetics, for example, uses the range
of reaction to explain what humans inherit,
the idea being that genes give us a range
of possibilities, and where within that range
the individual ends up is determined by the
environment. This is not a mere analogy, ei-
ther. Recent research indicates that there is
a genetic basis for creativity (Murphy et al.,
2013; Reuter, Roth, Holve & Hennig, 2006;
Runco, Noble, Reiter-Palmon, Acar, Ritchie
& Yurkovich, 2011). That does not mean that
each person has some predetermined level
of creativity! On the contrary. What we inherit
is the potential to be creative. Experiences,
including educational experiences, determine
how much of that potential is fulfilled.

Other research indicates that there is
currently inadequate support for creative
potentials, in education and elsewhere. Why?
One reason was already mentioned, above-
the ambiguity of creative potential, at least
compared to productivity and even contrasted
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with performance on tests which have clear
(albeit uncreative) answers. The more general
problem is that administrative decision-mak-
ing tends to disregard creative potentials.
This might be due to risk aversion (Rubenson
& Runco, 1992, 1995; Tgayi et al., 2016).
There is always a risk involved in creativity.
Unlike literacy, just to name one example,
where you know what you will get if you invest
in it (e.g., verbal skills, reading and writing),
with creativity the return on the investment is
largely unknown. That is because, as noted
above, all creativity involves originality (Runco
& Jaeger, 2012), and originality by definition is
difficult to predict. If something is predictable,
it is probably not very original but is instead
consistent with what came before. Because of
this risk, administrators are usually disinclined
to invest in creativity.

2. Perceptions of Creativity

This brings us to the topic of perceptions
of creativity, which is related to research on
how different groups (teachers, students,
parents, and administrators) view creativity.
There is quite a bit of research on percep-
tions, including the so-called implicit theories
of these various groups. Implicit theories are
defined as the views held by non-scientists.
Scientists hold explicit theories. They are
explicit in that they are discussed, shared,
articulated, and even tested. But teachers,
parents, students, and administrators hold
implicit views of creativity. They need not test,
share, or articulate their views — but they do
have their own idiosyncratic views or implicit
theories.

Research suggests that implicit theories
of creativity often contain serious misunder-
standings. Westby and Dawson (1995), for
example, reported that teachers tend to value
creativity, but at the same time, they are una-
ble to support independent thought, intrinsic
motivation, autonomy, divergent thinking, and
unconventional tendencies in the classroom.
That is no surprise because divergent thinking

and the like are difficult to support in a class-
room, given the student:teacher ratio, but
unless these things are supported, creativity
is unlikely to flourish. The conclusion in the
original report was that teachers often do not
realize what it takes to be creative—and they
are not in a position where they can do much
about it. Similar concerns were raised earlier
by Torrance (1968) and others after they found
that teachers’ descriptions of “ideal students”
included conventional and mostly conforming
tendencies (“polite”, “considerate”, “punctu-
al”) rather than creative tendencies.

The most important finding from Westby
and Dawson (1995) was the discrepancy
between (a) teachers’ views of creativity (as
a valuable thing) and (b) teachers’ not being
able to support divergent thinking and the
other components of creativity listed above.
Westby and Dawson reasoned that the dis-
crepancy might reflect teachers’ inaccurate
beliefs about what creative individuals tend
to act like. In a second investigation Dawson,
D’Andrea, Affinito, and Westby (1999) had a
group of 8-10-year-old students complete
verbal and figural creativity tasks. For the fig-
ural task, each student was given materials to
create a collage and told that the researchers
were interested in what kind of art he or she
liked to make for fun. For the verbal task, the
same participants were instructed to write
a story entitled “The Dog That Didn’t Bark”.
Again, it was emphasized that this was meant
to be an enjoyable activity so that student
work would not be influenced by concerns
about grades or evaluation. The level of cre-
ativity of each of these products was rated
by two teachers who taught in participants’
classrooms, two teachers from a different el-
ementary school, and two college professors.
Raters were blind to which students produced
each product. Classroom teachers also rat-
ed their students on the 20 item personality
checklist from Westby and Dawson (1995).

Correlations were calculated for the de-
gree to which the teacher personality ratings
of their students matched conceptualization
of the creative individual. Using a median
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split method, students were placed in two of
four groups: most similar or least similar to
the traditional creative prototype, and most
or least similar to the teacher-defined pro-
totype. Within and across groups of judges,
students who were rated as most similar to
the traditional prototype received significantly
higher creativity scores on the figural task than
those rated less similar. Membership in the
highly prototypical group predicted creative
performance on the figural task, but not the
verbal task. Membership was not related to
ratings of creativity for the story. Students
seen as most similar to the teacher-defined
prototype received significantly higher cre-
ativity scores from college professors and
classroom teachers on the verbal creativity
task than those rated less similar.

This line of work has important implica-
tions for teachers. The findings of Westby
and Dawson (1995) indicate, for example,
that some teachers expect creative students
to act in a manner that may not actually
match the creative process or personality.
It may be that there is a context effect such
that, although teachers expect individualism
from creative students, they do not neces-
sarily expect students to modify school rules.
Teachers may also expect creative students
to be polite, good-natured, and responsive.
This will be the case for some but not all cre-
ative students. Some will fail to conform to
classroom norms and forge their own paths;
these characteristics could be manifested
in inconvenient behaviors. It is also possible
that if misunderstood, students will attempt
to hide characteristics that could be useful to
creativity. In short, teachers’ implicit beliefs
about how creative individuals act may be a
barrier to their supporting creative students
(Westby & Dawson, 1995).

Several other points pertaining to how
teachers may respond to creative students
were highlighted by Dawson et al. (1999).
Most important is probably that teachers may
purport to value one type of behavior, but then
act in a fashion that is contrary to creativity.
Indeed, Dawson et al. described one sam-

ple of teachers who endorsed the value of
characteristics like curiosity, but at the same
time, their students felt behaviors like “always
asking questions” were actually seen as unde-
sirable. It may also be that teachers’ implicit
ideas of what is creative guide the evaluation
of student products ineffectively. It is possible
that teachers could rate highly essays that
converge with their own views and give low
ratings to essays that are in fact creative but
challenge the teacher’s ideas (Dawson et al.,
1999). In this case, a teacher’s implicit ideas
about creativity are probably confounded with
likability (or a distaste for challenging behav-
ior). Relatedly, Westby and Dawson (1995)
found that teachers’ least favorite students
tended to be rated by their teachers as high
in characteristics associated with traditional
views of the creative personality, while their fa-
vorite students tended to be rated low in these
characteristics. This parallels what Torrance
(1963) found several decades earlier. Raina
(1975) described teachers’ implicit theories
of ideal students in India (also see Raina &
Raina, 1971). Cross-cultural work on the im-
plicit theories of teachers was also reported
by Runco, Johnson, and Raina (1993) and
Chan and Chan (1999).

Very likely it would be of some use if
teachers were provided with information
such that they could better understand which
characteristics actually tend to be associated
with creative individuals and the ways in which
behaviors that are frustrating in the classroom
might actually be strengths, at least for stu-
dents’ creative development.

Also, teachers should be informed that
creativity and the associated characteristics
can be domain-specific. In the research sum-
marized above Dawson et al. (1999) found
that characteristics associated with traditional
views of creative individuals predicted creative
performance on a figural but not a verbal task.
The characteristics associated with teachers’
beliefs about creative prototypicality in turn
only predicted verbal creativity. A great deal
of previous research has supported the idea
of domain specificity in creativity. Gardner’s
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(1983) well-known scheme with verbal/sym-
bolic, mathematical/logical, musical, spatial,
bodily/kinesthetic, interpersonal, intraper-
sonal, and naturalistic domains has proven
to be quite useful, for example, and other
domains (e.g. technological and everyday
creativity) have been identified as well (An &
Runco, 2016; Runco, Acar & Cayirdag, 2016;
Weinstein et al., 2014). It would be helpful for
teachers to know that students who are cre-
ative in different ways may possess different
characteristics and display different behaviors.
This knowledge speaks to the complexity of
creativity and can help teachers contextualize
student behavior more usefully in the service
of recognizing and supporting it.

One last implication of the research sum-
marized above is that teachers might adjust
their interpretations if they realize that beliefs
about creativity are easily confounded with
the likability of a student or student-made
product. Recall here that students who were
identified as teachers’ favorites tended also
to be seen as low in the personality charac-
teristics associated with traditional views of
the creative personality, while students who
were least liked tended to be rated higher
in these characteristics (Westby & Dawson,
1995). It is probably important for teachers
to understand this kind of “halo effect” where
generally positive or negative feelings about
students are misapplied to inferences about
students’ creativity.

3. Creativity and Academic Outcomes

Views of creativity might change if educa-
tors and administrators realize that creativity
can actually influence students’ academic
outcomes. This possibility was tested by
Freund and Holling (2008). They started with
a uniqgue methodology, the premise of which
was that because groups of classrooms are
typically utilized in studies, and students are
nested within classrooms, the assumption of
independence of sampling that should be met
for many statistical tests is often violated. Stu-

dents who are part of the one classroom share
similarities that would not occur if sampling
were truly random. This can create problems
for analyses unless taken into account.

Freund and Holling measured creativity
with the Berlin Structure of Intelligence (BIS;
Jager,1967). Three types of creativity are
covered with this assessment: figural, numer-
ical, and verbal. A sample of 1,133 German
students in grades seven through ten across
60 classrooms was sampled for this study.
Students were part of the standardization
sample for the BIS-HB (Berlin Structure of
Intelligence Test for Youth: Assessment of
Talent and Giftedness; Jagar et al., 2000).
They represented all tracks of the German
education system, which consists of three
levels based on formally assessed ability.
Students on different levels attend different
schools. GPA was used as a proxy for school
achievement, and scores from the creativity
and reasoning subscales of the BIS-HB, stu-
dent gender, and school type were examined
as predictor variables.

Results of this research confirmed that
creativity scores were significantly correlated
with GPA, though not to the same extent as
reasoning ability. The interaction of GPA and
reasoning was also statistically significant. As
expected, there was variability among class-
rooms in the extent to which creativity scores
predicted GPA. In traditional linear analyses,
these differences may have been obscured
(Freund & Holling, 2008). There were instanc-
es where high creative ability was predictive
of better grades in specific classrooms across
each school type; there was no stable trend
for the predictive value of creativity by school
type. And there were classrooms in which a
high level of creativity actually predicted poor-
er grades. This was not the case for reasoning
ability. It was associated with better grades
across school types and classrooms.

Interestingly, at extreme values, creativ-
ity did not contribute much to variability in
GPA between individuals. This was different
from reasoning ability: In the higher levels
of reasoning ability, there was more varia-
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tion in academic success. This was varied
among classrooms, however. The patterns
of reasoning ability and creativity were similar,
with higher levels of either at the classroom
level, indicating more variability in GPA. This
is all consistent with the suggestion that
some teachers reward creativity, while some
classroom environments make creativity
difficult to express. This study also demon-
strates the usefulness of employing diverse
methodologies in the study of creativity in
educational environments. Up to 25% of the
variability in GPA may have been attributable
to between-classroom differences (Freund &
Holling, 2008).

Given that creativity may or may not be
supported in the classroom, it is reason-
able to consider which teacher traits and
behaviors characterize the more supportive
classrooms, and what supporting creativity
in the classroom might actually look like.
Lee and Kemple (2014) drew from previous
research on creativity and offered the pre-
diction that the personality trait of openness
to experience would be related to creative
behavior and achievement, and with a crea-
tive teaching style. They also predicted that
teachers’ engagement in creative activities
might be indicative of the support of creativity
in the classroom and that this engagement
might also mediate the relationship between
teachers’ personality and their endorsement
of creativity-supportive teaching practices.

To test these ideas they administered the
Ten-Item Personality Inventory (TIPI; Gosling,
Rentfrow & Swann, 2003) to 302 preservice
teachers, along with the 12 items from the
Creative Behavior Inventory (CBI; Dollinger
et al., 2007) to assess participants’ previous
creative activities. To determine the extent
to which teachers endorsed classroom be-
haviors that supported student creativity,
the Creativity-Fostering Teacher Behavior
Index (CFTI; Soh, 2000) was administered.
This measure assesses nine areas: encour-
aging students to learn independently, using
a socially integrative method of teaching,
motivating students to create a foundational

knowledge base to support divergent think-
ing, withholding judgement of students’ ideas
until they have had the opportunity to fully for-
mulate them, encouraging flexibility of student
thinking, promoting student self-evaluation,
treating student questions and suggestions
seriously, giving students the chance to work
in a variety of ways and with a variety of ma-
terials, and helping students learn to cope
with difficulty and failure so that the potential
consequences of risk-taking are seen as
manageable (Lee & Kemple, 2014). Since
this sample was comprised of preservice
teachers and many lacked extensive class-
room experience, participants were asked
to imagine what would be important to their
future classroom management style.
Analyses indicated that the preservice
teachers’ openness to experience was indeed
significantly and positively predictive of scores
on both the CBI and the CFTI, and scores on
the CBI and CFTI were significantly and pos-
itively correlated with one another. No other
personality traits were significantly correlated
with either measure. Regression analyses indi-
cated that the relationship between openness
to experience and scores on the CFTI was
partially mediated by participants’ engage-
ment in creative activities. Of the nine facets
of the CFTI, full mediation was achieved for
motivating students to master foundational
knowledge and taking student questions
and suggestions seriously. These findings
suggest that preservice teachers who were
high in trait openness to experience and have
themselves engaged in creative activities val-
ued a teaching approach that is supportive of
student creativity. Ideally, these values would
actually translate into behavior supportive of
developing students’ creative potentials.
Additional research suggests that class-
room support for creativity requires more than
personality. DaVia Rubenstein, McCoach,
and Siegle (2013), for instance, pointed to
attitudes toward creativity that likely play a
role in teachers’ motivation to teach students
to become more creative. DaVia Rubenstein
et al. (2013) attempted to determine which
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attitudes influence teachers’ support for stu-
dents’ creativity. This required the construction
of the Teaching for Creativity Scales. It includes
four subscales: teachers’ efficacy beliefs (the
extent to which teachers see themselves as
capable of encouraging student creativity); a
subscale to examine teachers’ perceptions of
whether encouraging student creativity was
accepted within their school; motivated action
(to determine the extent to which teachers
believed that creativity was important to so-
ciety); and a subscale to assess the extent to
which teachers believed that student creativity
could be increased. DaVia Rubenstein et al.
(2013) used multiple methods to refine ques-
tions for each subscale, including sampling
expert opinion, exploratory factor analysis, and
confirmatory factor analysis. As part of data
collection for the confirmatory factor analysis,
the teachers participating in the research were
asked to rate how creative they considered
themselves to be and how creative they con-
sidered themselves to be as teachers.
Significant and positive correlations were
found, and the only mild surprise was the ex-
ception of the environmental encouragement
subscale. This subscale was only significantly
(positively) correlated with the student poten-
tial subscale, and to a relatively small degree.
Scores on the other three subscales were
fairly high (M =5.94-6.07), while the average
scores on the environmental encouragement
subscale were lower (M =4.59). These results
imply that teachers’ beliefs and attitudes about
developing students’ creativity were related,
whereas perceptions of environmental sup-
port were mostly independent of the meas-
ures administered. Thus, while teachers in this
sample valued creativity, believed it could be
developed, and felt that they could effectively
help students in this regard, they were less
optimistic about whether the development of
student creativity was supported in their work
environment. These findings make sense,
given that the larger environment (e.g., district
policy) plays an overarching role in whether
students’ creativity is encouraged, and it may
e more robust than teachers’ attitudes. The

results also reveal an important consideration
in terms of the inclusion of school administra-
tors in professional development endeavors
if creativity is to be supported. It may also
be important to help them see the value of
creativity and to identify methods that can be
readily employed to support creativity, along
with the other academic needs.

4. When there is a Lack of Support
for Creativity

A different line of research has examined
the consequences of the failure to support
creativity in educational environments. Kim
and Hull (2012), for example, examined the
relationship between dropping out of high
school and creativity. Data from the National
Educational Longitudinal Study (NELS), col-
lected between the years 1988 and 1992, as
well as data from the Educational Longitudinal
Study (ELS), collected between 2002 and
2004, were examined. Kim and Hull (2012)
also gathered data from 87 students who
attended high school in a low-income area in
Michigan. A composite measure of creative
personality was created from four items used
for the NELS and validated using the Michigan
sample. These items examined the extent to
which students believed it was acceptable
to (a) ask challenging questions and (b) solve
problems using new ideas, and how often
they (c) made up new methods to solve sci-
ence problems and (d) conducted their own
science experiments. The composite measure
was indeed moderately correlated with three
tests of creative potential: the Torrance Test of
Creative Thinking-Figural (TTCT), the Runco
|deational Behavioral Scale (RIBS), and the
Scales for Rating the Behavioral Character-
istics of Creative Students-Revised edition
(SRBCCS-R), which is a teacher-report.

Of the 9.3% of students in the NELS
sample who dropped out of high school,
15% did so because they disliked school,
11.8% because of their poor academic
achievement, and 5.1% because they missed
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too many school days. It is possible that the
reasons reflected a mismatch between stu-
dents’ creative personality and the school
environment. The NELS data indicated that
the creative personality composite — believing
it was acceptable to disobey school rules,
and being criticized by teachers — were each
associated with higher odds of dropping
out. Environmental variables associated with
higher odds of dropping out were similar be-
tween the NELS and the ELS, and included
participation in cheerleading, spending time
driving around, and patrticipation in activities
like vocational education and job-shadowing.
Variables that decreased the odds of drop-
ping out included persisting even when work
was difficult, and involvement in school and
community-related activities. These activities
were also fairly similar between the NELS and
the ELS and included participation in band
or chorus, student government, academic
honors societies, and religious organizations.
Additionally, time spent in extracurricular activ-
ities, and whether and the extent to which one
was involved in community service, served as
protective factors.

The results of this study indicate that cre-
ativity may indeed be associated with school
difficulties, or at least confer increased risk. It
seems possible that some creative students
drop out of high school as a result of incom-
patibilities with their educational environment,
or that access to vocational training may pro-
vide aless structured environment for creative
students who desire more autonomy. It is also
possible that some creative students were
able to find environments within the school
that allowed them to act authentically and
express their creativity, such as participation
in music programs, and that this helped them
to stay in school. If this is the case, it follows
that making time for creative endeavors in
the classroom should be a priority, along with
offering a range of options within school activ-
ities (e.g. band) for the expression of creativity.

Kim and VanTassel-Baska (2010) ap-
proached the topic by examining over- and
underachieving students. They administered

ameasure of IQ, the TTCT, and the RIBS to a
sample of 130 urban elementary and subur-
ban high school students in Southeast Korea.
The SRBCSS-R and a measure of student
behavior problems were administered to their
teachers. (Only the Creativity Characteristics
subscale of the SRBCSS-R was used.) The
student behavior questionnaire included
items such as The student interrupts class
with strange thoughts and questions, and
The student has difficulty following school
rules. Students’ achievement scores in five
subject areas were also obtained. Students
were categorized as underachieving (N =21)
if their IQ score was above the 50" percentile
but their achievement scores were below
the 50" percentile. If the converse was true,
students were categorized as overachieving
(N=15). The remaining students constituted
a comparison group (N =94).

Overachieving students received the
highest scores on the measure of behavior
problems, the TTCT, and the SRBCSS-R,
followed by the underachieving group. The
comparison group of students scored lowest
on all measures. Underachieving students
scored slightly higher on the RIBS than the
overachieving group, though the difference in
mean scores was less than one point. There
was a statistically significant difference in
scores on the TTCT between overachieving
students and the comparison group, but no
other statistically significant differences on any
measures. It is possible that this occurred due
to a small sample size, and the differences
found may still be practically significant. Males
scored significantly higher than females on the
measure of behavior problems, and elemen-
tary students had significantly higher scores
on the SBRBCSS-R.

There were small non-significant positive
correlations between the measure of behavior
problems and measures of creative potential,
with the exception of the SRBCSS-R. This
is not surprising given that the SRBCSS-R
is a teacher-report measure. Recall here the
results of Westby and Dawson (1995) indi-
cating that teachers may look unfavorably

28 | Six-monthly Journal on Learning. Research and Innovation in Education



on students who display creative personality
characteristics. Notably, scores on the meas-
ure of behavior problems and all measures of
creative potential were significantly and posi-
tively correlated in the group of underachiev-
ing students. A regression analysis indicated
that creative potential accounted for 54% of
the variance in behavior problems.

At least in this sample, students who were
underachievers and had higher creative po-
tential were likely to display behavior problems
in the classroom. Both being perceived as
having behavior problems and underachieve-
ment in school might result from a poor fit be-
tween the students’ personality and creative
tendencies and the educational environment
(Kim & VanTassel-Baska, 2010). Interestingly,
overachievers, or those who performed at a
level higher than what might be indicated by
their 1Q, scored the highest on measures of
creative potential. This implies that creative
potential may also be a strength in navigating
challenges. It is also possible that motivation
plays a role.

Of some relevance is Beghetto’s (2006)
examination of creative self-efficacy among
1322 primary and secondary school students.
Beghetto was concerned with suggestions
that creative students often feel marginalized,
ignored, or rejected by teachers and peers.
Creative self-efficacy, in general terms, refers
to the extent to which individuals believe in
their ability to be creative. In this research, it
was related to students’ motivational orienta-
tion, beliefs related to their classroom environ-
ment, academic beliefs, and involvement in
after-school activities. Beghetto hypothesized
that students’ motivational orientations would
be related to their creative self-efficacy beliefs,
in part because of many of the characteris-
tics of those with a mastery goal orientation,
such as high levels of interest and curiosity,
also appear to be characteristic of creative
students. Put simply, individuals with a mas-
tery orientation engage in learning for its own
sake. Students who are most concerned with
demonstrating their abilities to others are said
to have a performance-approach orientation,

and individuals who prioritize avoiding failure
have a performance-avoidance expectation.
Unfortunately, the reliability of the perfor-
mance-avoidance measure was too low to
be used in this study.

Students’ engagement in several types
of after-school activities was also measured.
Students indicated the frequency with which
they engaged in after-school academics,
which included the following: worked on
homework, met with a tutor, and reading,
writing, or science activities that were not
homework. After-school group activities
were also assessed using items like school
activities like band, drama, art and practiced
or played on a sports team. Lastly, passive
after-school activities were examined, which
included played video games and hung out
with friends.

In a regression analysis, student char-
acteristics (age, gender, and English lan-
guage learner [ELL] status) and all examined
variables significantly predicted creative
self-efficacy. Positive relationships existed
between creative self-efficacy and age,
mastery orientation, performance-approach
orientation, feedback that one was creative,
and feeling as though teachers had given up
on the student. Creative self-efficacy had a
negative relationship with gender, ELL sta-
tus, and feeling as though teachers listened.
Twenty-five percent of the variance in creative
self-efficacy was explained by the combina-
tion of these variables.

These results point to suggestions for
educators who wish to support students’
beliefs in their own creative abilities. For ex-
ample, it is possible that females may need
more encouragement to see themselves as
creative. Positive feedback from teachers
may be generally useful as well, though the
finding, summarized above, that students who
see themselves as more creative sometimes
feel as though their teachers have given up
on them, is interesting. Given that the study
summarized above was correlational, it can-
not be said for certain that the causal factor
was student belief in an ability to be creative.
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Correlational studies identify associations but
do not point to causality.

One last analysis from that same study
should be summarized. It involved splitting the
sample into two groups to represent high and
low creative self-efficacy. Students who were
high in creative self-efficacy scored significant-
ly higher on the measure of academic beliefs,
indicating that they had higher confidence that
they would do wellin math, science, language
arts, and social studies, and that they planned
to go to college. Students high in creative
self-efficacy also reported a greater frequency
of work on homework or academic activities
that were not homework after school, and
participated in after-school activities and clubs
(aside from sports) more than the low creative
self-efficacy group. Both groups met with a
tutor, played on a sports team, played video
games, watched TV, or spent time with friends
after school, to a similar degree.

5. Culture & Changes in Educational
Support

Since the year 2000, education reform in
Hong Kong has shifted the emphasis from
pure academics to developing student cre-
ativity. This shift provided Cheung and Lau
(2013) with the opportunity to examine how
creativity has changed over time, in direct
response to educational support. In particular,
Cheung and Lau (2013) examined the extent
to which Chinese primary and secondary
school students’ creativity increased between
1994 and 2002, and whether there were dif-
ferences by gender.

The Chinese version of the Wallach-Ko-
gan Creativity Test (WKCT; Wallach & Kogan,
1965) was administered to students in grades
four and nine in 1994 (N = 956), and 2002
(N=2,476). Mean scores for fluency, flexibility,
uniqueness and unusualness were compared
by grade level and gender between the two
cohorts. Earlier work demonstrated the
usefulness of the same tests in Hong Kong
(Chan & Zhao, 2010; Chan, Cheung, Lau,

Wu, Kwong & Li, 2000/2001; Cheung, Lau,
Chan & Wu, 2004). These tests of ideation are
also called tests of divergent thinking (Runco,
1991, 2013; Torrance, 1968) though very
recent work questions the actual divergence
tested in most tests of divergent thinking (Acar
& Runco, 2014, 2015, 2016)

Getting back to the Hong Kong study, in
2002, fluency elicited by verbal stimuli was
generally higher in grades 4 and 5, and lower
in grades six through nine, compared to 1994.
This is slightly surprising, given reports of a
41 grade slump in creativity (Torrance, 1968),
but then again, the initial report of a slump
was in the U.S., decades ago, and a more
recent study failed to find a slump (Charles &
Runco, 2000). In addition, most of the 2002
differences did not reach statistical signifi-
cance. Interestingly, fluency elicited by figural
stimuli had uniformly increased over time in
the Chinese sample, mostly to a significant
degree. The later cohort had lower scores for
flexibility elicited by verbal stimuli for grades 4
through 6. Scores were similar between the
two cohorts for seventh and eighth graders,
and ninth grade students had higher scores in
2002. But cohort differences after fifth grade
were not statistically significant. Again, in
response to figural stimuli, all students in the
later cohort achieved higher flexibility scores
than their predecessors. Almost all differences
by grade and gender were significant in this
case. Differences between verbal and figural
divergent thinking are often found. Runco
and Albert (1985) suggested that figural tests
are less familiar and thus require on-the-spot
imagination. They proposed that figural tests
are therefore better than verbal tests, at least
for originality.

Speaking of which, in regard to unique-
ness and unusualness scores, Cheung and
Lau (2013) found increases for each grade
level; this was the case for both types of
stimuli utilized. Differences between groups
mostly reached statistical significance. The
exception was unusualness elicited by verbal
stimuli. Overall, gains were made in creativity
scores (at least suggested by cohort