
EUROPEAN COUNCIL FOR HIGH ABILITY SPRING 2020

volume 34 · no 1

Dear ECHA Community, Dear Friends! 

It is my sad duty to inform you that the Honorary 
President of ECHA, Franz Mönks, has passed away in 
peace on March 10th. He had suffered from a severe 
gland inflammation which has led to a serious condition 
in the last few months. He passed his 87th birthday in 
April 2019. 

Franz obtained his PhD in Bonn in 1966 about the future 
vision of adolescents. From 1967 to 1988 he was professor 
of developmental psychology at Radboud University in 
Nijmegen. From 1988 he held the first chair in Psychology 
and Pedagogy of the Gifted Child in Europe. From 
1973 to 1978, he was also professor of developmental 
psychology at the University of Leuven (Belgium). He 
was visiting professor in Hamburg, Düsseldorf, Lima, 
Bandung, Jakarta, Yogyakarta, Lexington (Kentucky), 
Debrecen (Hungary), Hefei and Shanghai (China). In 
1997 he retired as an emeritus professor of Radboud 
University (Nijmegen, The Netherlands). He became the 
Honorary Professor and Doctor of many universities. 

In 1989 he became vice president of the World Council 
for Gifted and Talented Children (WCGTC). In that 
position, he organized the 9th World Congress on 
giftedness in The Hague in 1991. In 1992, he resigned 
from that position to become President of the European 
Council for High Ability (ECHA). He was re-elected 
altogether three times for a four-year period. In this 
position he founded a globally recognized training 
in 1992: Specialist in Gifted Education. In 1994, the 
first five diplomas were awarded during the ECHA 
Congress in Nijmegen. There are now several thousand 
teachers who have successfully completed this training, 
most of them in Hungary, Austria, Switzerland and the 
Netherlands, but also in Sweden, Chile and Peru. 

Franz was the recipient of the Kelemen László Award 
of the Hungarian Association of Psychology (2000), 
as well as the Lifetime Achievement Awards of the 

Hungarian Talent Support Organization (2012) and 
MENSA International (2012). 

One of the last public occasions he participated in was 
the 1st Thematic Conference of ECHA in Dubrovnik in 
2019, Croatia where he became the Honorary President 
of ECHA and received its Certificate. That was a moment 
of well-deserved honour for Franz's many-decade 
long service for ECHA. I am truly glad that the ECHA 
community was able to give this to him. We will miss 
Franz. He contributed a lot to our community and had 
personal friendships with many, many members in 
ECHA. Please keep Franz in your best memory, and think 
about those who were close to him, sharing their loss, 
pain and suffering. 

Peter Csermely, President of ECHA

Franz Mönks (1932-2020)
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ANNETTE HEINBOKEL, GERMANY 

This spring 2020 issue of ECHA News starts 
with a sad news: the obituary of Franz 
Mönks.

I first met Franz at the first and still very 
small conference on giftedness in Germany 
in 1981. At that time there was nothing in 
Europe yet concerning giftedness, except for 
the National Association for Gifted Children 
(NAGC) in England. In Germany, the German 
word for gifted (hochbegabt) did not exist 
in the dictionary yet. Of course there had 
always been gifted children, some of them 
individually supported by their parents, 
teachers, mentors or a ruler, who wanted to 
use their abilities for his state.

Franz was invited because years before 
he had published an article on intelligent 
children (Mönks 1963). At the time of the 
conference he was 50, he had already had a 
career as a professor of psychology, but his 
new interest and career in giftedness started 
in Hamburg. In his presentation he set out 
what was missing and what should be done 
in the following years (Mönks 1981), and 
that is what he turned into action.

Creativity is always mentioned as a very 
important part of giftedness. Vlad Glaveanu 
decribes in his article on creativity how 
this deficiency can and should be mended. 

Despite its importance it is often missing 
in giftedness programmes, as well as in 
teacher training. In Germany, future teachers 
first study at university, then get further 
in-service training while already teaching. 
This is still the case today. For me, that 
time lasted between two to three years. 
We regularly had to present lessons to 
our supervisors and fellow teachers, that 
meant: start punctually on time – provide 
an incentive or motivation (very important 
because the pupils probably had to learn 
something they were not really interested 
in!) – present the material they’ll have to 
learn, which they do individually or with a 
partner or in groups – check whether they 
did understand what they had to learn – 
give homework – end punctually on time. 
It is clear that this leaves absolutely no 
room for creativity, because that would 
mean there is very little or no control over 
where the lesson ends. After having trained 
to teach like that, pupils are lucky if their 
teachers regain or redevelop creative ways 
of imparting knowledge. Vlad is quite right: 
The way that knowledge and abilities are 
compared, e.g. in the PISA studies, cannot 
take creative ideas and abilities into account.

I was very impressed by David Rempel’s 
description of the Mully Model of 
Education. It’s not only that the Mullys help 
disadvantaged children out of the slums 
they live in, that they provide them with 
food, clothing and housing: they also help 
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them to develop their abilities up to a very 
high standard. Albert Ziegler’s ‚Actiotop 
Model‘ helps to understand how this can 
be achieved.

Grade skipping as one form of acceleration 
is a very effective way of ending a lack of 
challenge for very bright and gifted children 
and youth. The state of Hamburg developed 
an excellent method of financing it and 
putting it into action.

Bullying is a huge problems in schools. It 
also happens to gifted children and then 
has a devastating effect on the rest of their 
lives. Tony Freeman, a psychologist, finds 
that many of his clients suffer as adults 
from bullying in early childhood and as 
youngsters. It is not known yet whether 
bullying happens to gifted children more 
often than to other children.

Annette Heinbokel, editor
Contact: annette.heinbokel@swbmail.de
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President’s Message

Dear ECHA Members,

we are in between two ECHA Conferences. 
Our 1st Thematic ECHA Conference in 
Dubrovnik on creativity was a success 
having 190 participants which is more 
than originally expected. The upcoming 
17th International ECHA Conference 
will be in Porto, Portugal between 9 and 
12 September 2020. The conference 
will feature excellent keynote speakers, 
symposia, plenty of discussion time in 
parallel and poster sessions and a lucrative 
social programme. Please register 
yourself to this exciting conference at 
the website: http://echa2020.org. The 
2nd Thematic ECHA Conference will be 
in Budapest, between 25-27 March 2021 
featuring the key topic of "Closing the 
achievement gaps in gifted education". The 
18th International ECHA Conference will 
be in The Hague, Netherlands between 
31st August and 3rd September 2022. 
Please mark these events in your calendar! 
We will soon publish the call for the 2023 
3rd ECHA Thematic Conference.

2020 is an election year in ECHA. 
Election will take place until the 15th 
June preferentially at the ECHA e-vote 
side https://echa.info/e-vote/ (or mailing 
the ballot form as described at the ECHA 
website in detail). Election results will be 
announced by the 30th June. The new 
General Committee will start its mandate 
at the end of the 2020 ECHA General 
Assembly which will be convened at 17.30 
on the 10th September 2018 at the 17th 
International ECHA Conference in Porto. 
Many thanks for your participation in the 
election process!

The ECHA Education Board (Christian 
Fischer, chair; Lianne Hoogeveen, contact 
person; Ulrike Kempter, Victor Müller-
Oppliger and Szilvia Fodor, members) has 
qualified the first four ECHA trainings from 
Lower Austria, Styria (Austria), Germany 
and the Netherlands. Their brief summary 
and contact details will be published soon 
here: https://echa.info/echa-training. 
Please have a look at the guidelines 
and application procedure for the 
ECHA qualification of university-based 
training programmes leading to a 
certificate of advanced studies, diploma 

of advanced studies or a master degree 
in gifted education here: http://echa.info/
echa-training. We opened a separate sub-
account for the ECHA Education Board 
in our bank, where the qualification fees 
were transferred. Please address all your 
inquiries to the ECHA Education Board at 
training@echa.info.

ECHA signed a Memorandum 
of Understanding for long term 
cooperation with the newly established 
NGO of the European Talent Support 
Network. You may read the text of the 
MoU here: https://echa.info/images/
ECHA-ETSN-Mou-signed.pdf.  You can see 
the 300+ participating organizations of 
the Network here: http://etsn.eu/map-of-
etsn. The applications to join as Talent 
Points became continuous. Call and 
application form can be reached and filled 
out at the Network's website: http://etsn.
eu. In case of any further inquiries, please 
send an email to contact@etsn.eu.

Thanks to the perseverant inquiries of 
our General Committee member, Mariska 

Poelman (great thanks Mariska!) ECHA 
became an officially incorporated 
charity organization and received the 
information that its TAX ID as a charity 
organization is 8260 97 741 in the 
Netherlands. We have put up this number 
as part of the public information on ECHA 
as a charity organization to our website: 
https : / /echa. info/echa-as-a-publ ic -
organisation. 

As a sign of networking activity the 
number of ECHA’s Facebook group 
members https://www.facebook.com/
groups/ECHAGroup/ increased to more 
than 4400.

I am wishing all ECHA members a great 
continuation of our more than three 
decades of tradition of high quality 
research and even broader talent-related 
cooperation across Europe!

Peter Csermely, President of ECHA
Contact: csermelynet@gmail.com 
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FINANCIAL REPORT 01 JANUARY 2019 - 31 DECEMBER 2019

OLD BELGIAN BANK ACCOUNT
Opening Balance 1.1.2019  (Report 2018) 47,748.81€               

NEW BANK OF IRELAND ACCOUNT
Opening Balance Feb 2019 -€                           

IN OUT
Closing Transfers from Old Bank Account 46,500.00€               Annette Heinbokel ECHA News (2 Issues) 700.00€               
Full Members (x39) 2,340.00€                 Rolf Dicks ECHA News (1 issue) 714.00€               
Student Members (x1) 30.00€                       ETSN Notary Ad (De Mul Zegger) 646.65€               
Corporate Members (x5)* 660.00€                     ETSN Registration costs (Chamber of Commerce) 50.00€                 
Bank ECHA NL members 8,415.00€                 ECHA Statutes (De Mul Zegger) 537.75€               
Lodgement from paypal** 1,950.08€                 Website Maintenance (Naoise Collins) 1,000.00€            
Transfer from paypal 0.29€                         

Total IN 59,895.37€               Total OUT 3,648.40€            

CLOSING BALANCE 31.12.2019 56,246.97€               

Note: €1,248.81  is outstanding from the old Belgian bank account.
Note: An invoice for Rolf Dicks's work on the second issue of ECHA News is yet to be received.
Note: An invoice from Taylor & Francis for High Ability Studies this year is yet to be received.
*One corporate member overpaid by 10euro. To be refunded.
**The treasurer moved these funds from the Paypal account to the new Bank account on 16/4/2019. The was a remaining balance of 6euro.

NEW ECHA TRAINING SUBACCOUNT
Opening Balance July 2019 -€                           

IN OUT
ECHA Training (x3) 1,800.00€                 

Total IN 1,800.00€                 Total OUT -€                      

CLOSING BALANCE 31.12.2019 1,800.00€                 

PAYPAL
Opening balance 1.1.2019 1,308.93€                 

Paypal IN Paypal OUT
Full Members (x48) 2,880.00€                 Paypal Fees 184.14€               
Corporate Members (x8) 1,040.00€                 *Paypal Withdrawal and Transfer to Bank Account 1,950.08€            
Student members (x3) 90.00€                       
HAS Journal Purchase (x1) 27.00€                       

Total IN 4,037.00€                 Total OUT 2,134.22€            

CLOSING BALANCE 31.12.2019 3,211.71€                 

*The treasurer moved these funds from the Paypal account to the new Bank account on 16/4/2019. The was a remaining balance of 6euro.

FINANCIAL REPORT 01 JANUARY 2019 – 31 DECEMBER 2019
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ŽELJKO RAČKI, CROATIA 

The ECHA (European Council for High Ability), and the Faculty of 
Education in Osijek (FOOZOS), Croatia, organized the 1st Thematic 
ECHA Conference from 16th to 18th October 2019 in the beautiful 
historic city of Dubrovnik, a UNESCO World Heritage Site, on the 
Croatian Adriatic coast. The Faculty of Education in Osijek offered 
this conference as the registered European Talent Point (ETP) in 
the developing European Talent Support Network (ETSN). The 
conference took place in the Hotel Dubrovnik Palace, overlooking 
the Adriatic sea. Related to the conference was the 4th European 
Youth Summit of the ETSN Youth Platform; it closely followed 
the ECHA conference. It was also held in the Hotel Dubrovnik 
Palace where the conference was taking place. The goal of the 
summit was for the young people to learn from experts about 
creativity, and use the knowledge on creativity in further work of 
the Youth Platform. The conference and the youth summit were 
sponsored by the Hamdan bin Rashid Al Maktoum Foundation for 
Distinguished Academic Performance. 

The central focus of this first thematic conference, as an innovation 
in itself, was the relevance of creativity perspectives and study 
approaches to the theory, research, and everyday practice in 
gifted education. Thus, the specific theme of the conference was 
CREATIVITY. 

It is emerging as a common insight that if we are to preserve the 
biosphere we have to act now without delay. We have to create 
more efficiently, with much more modesty, and in full respect of 
all our resources, including human resources. The scientific studies 
of creativity, its relationship with innovation, and the established 
field of giftedness studies, are of crucial importance to gifted 
education and talent support due to the explicitly stated national 
and international educational objectives specifying creativity as 
the 21st century skill to be fully developed in everyone. In order 
to more adaptively respond to the needs of our communities to 
educate and support their members to display socially productive 
creative behaviours and innovation in all walks of life, the findings 
on creativity must be communicated with the public. This 

1st Thematic ECHA Conference:

Creativity Research and Innovation in Gifted Education: 
Social, Individual, and Educational Perspective

conference aimed at providing valuable thematically focused 
research insights on creativity  as the most important topic for 
the education of the gifted  for the first thematic conference. 
The three subthemes included social, individual, and educational 
perspectives and creativity, as stated in the invitation letter and on 
the conference website. 

The social perspective of creativity research and innovation 
in gifted education broadly refers to research on social and 
environmental processes and influences on creativity. These may 
cover ecological, work and organizational, political, religious, 
familial, and all other cultural processes in a given space and 
time that individually and jointly influence creativity and its 
embeddedness within evolving giftedness paradigms. The social 
perspective also includes conceptualisations and provisions for 
the gifted, including networking and other modes of intra- and 
intercultural sharing of innovations. 

The individual perspective of creativity research and innovation 
in gifted education broadly refers to research on lifelong 
developmental trends and influences on creativity, the cognitive, 
affective, motivational, and social characteristics of a creative 
individual as evident in their personality and cognition, health and 
clinical research, including research on special populations, as well 
as the evaluation and measurement, identification, enhancement, 
and fulfillment of the creative potential.

The educational perspective of creativity research and innovation 
in gifted education broadly refers to research on learning 
environments and psycho-educational processes and their 
influences on creativity via theoretical and administrative gifted 
education models and practices. The theory of creativity and the 
nature of creativity, and its relationship with giftedness and gifted 
education invite us to present research on curricular creation and 
reform, curriculum planning and development, including content, 
process, and product modifications, as well as administrative 
educational procedures of grouping, enrichment, and the 
acceleration in gifted education, and how they relate to creativity.

The conference venue, Hotel Dubrovnik Palace, Dubrovnik, Croatia.

From right to left: Peter Csermely, president of ECHA, Jonathan 
Plucker, Zorana Ivčević Pringle, Vlad Glăveanu, Tijana Borovac 
(member of the Organizing Committee), and Željko Rački (Head 
of the Organizing Committee). Photo taken on 16th October 2019 
(Opening ceremony) by Petra Spithost, RITHA student.
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Three keynote speakers, and the conference attendees and 
active participants, covered these three connected conference 
sub-themes, i.e. social, individual, and educational perspectives 
of creativity, in order to provide insights and promote research, 
as well as innovations based on best practice in gifted education 
when creativity research is taken into account. The keynote 
speakers were: Vlad Glăveanu, Ph.D., Associate Professor and Head 
of the Department of Psychology and Professional Counseling at 
Webster University Geneva, Switzerland; Zorana Ivčević Pringle, 
Ph.D., a Research Scientist at the Yale Center for Emotional 
Intelligence; and Jonathan Plucker, Ph.D., the Julian C. Stanley 
Endowed Professor of Talent Development at Johns Hopkins 
University, where he works in the Center for Talented Youth and 
School of Education.

The conference was held under the auspices of the President 
of the Republic of Croatia, Kolinda Grabar-Kitarović, and with 
support by the Ministry of Science and Education of the Republic 
of Croatia. The Croatian European Talent Centre (ETC), entitled 
European Talent Centre Varaždin County’s Centres of Excellence, 
from the Varaždin county of the Republic of Croatia, sponsored 
the conference by taking active part in this conference by sending 
their head (Miroslav Huđek, Ph.D.), their professors and delegates, 
and their excellent School TV crew, to cover the conference 
through media. 

As the Honorary Chair of the Conference, Korado Korlević (Science 
and Education Centre Višnjan, Croatia), Maja Zrnčić, Miroslav 
Mićanović, and Davorka Parmač (Ministry of Culture of the 

Republic of Croatia / Education and Teacher Training Agency 
/ Novigrad’s Spring - School of Applied Creativity), and Jasna 
Cvetković-Lay (the first ECHA Specialist in Gifted Education in the 
Republic of Croatia), were invited. 

Students of Luka Sorkočević Art School in Dubrovnik, the cello 
quartet (Marta Kekez, Iva Nodilo, Lovro Marković, Đive Ćatić) led by 
their teacher Vanda Đanić, and the flute duo (Nika Vidojević, Nevia 
Miloslavić) led by their teacher Đive Franetović Kušelj, played at 
the opening and the closing ceremony of the conference. 

As the highlight of the conference, the ECHA General Assembly, 
held in Dubrovnik, awarded the founding president of ECHA, Prof. 
Joan Freeman the unique and only Lifetime Achievement Award 
of ECHA by acclamation. At the same time Prof. Franz Mönks (who 
served three terms as the president of ECHA) was elected to be 
the Honorary President of ECHA also by acclamation. More about 
the conference may be found here: https://echathematic2019.
info/

The conference concluded with the invitations to the next ECHA 
conference to be held in the city of Porto, Portugal, in 2020 and 
the 2nd Thematic ECHA Conference, to be held in Budapest, 
Hungary, in 2021. 

Željko Rački, Ph.D., is Assistant Professor Faculty of Education,  
J. J. Strossmayer University of Osijek. He is ECHA Specialist in Gifted 
Education and ECHA National Correspondent for Croatia

Contact: zracki@foozos.hr

www.echa.info
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VLAD GLAVEANU, SWITZERLAND 

Researchers and practitioners focused on creativity and high 
abilities have long been dissatisfied with a dominant paradigm 
of education based on standardized instruction, assessment and 
curriculum. There are many reasons for this, both theoretical 
and applied, but ultimately what education’s drive towards 
standardization revels is an obsession with uniformity. The same 
kinds of teaching are expected to lead to the same kinds of results 
which, in turn, can be evaluated against the same scales – a dream 
for a testing expert, perhaps, but a nightmare for educators who 
want to cultivate creativity and unique abilities in the classroom. 
The problem for the latter is that, unlike a psychometrician, the 
focus is on difference rather than sameness. This is not to say 
that similarities don’t play a role in the dynamic of creativity, a 
point I will return to at the end, but that at the heart of creativity 
lies difference and cultivating creativity means being able to 
spot, value and make the most of the intrinsic diversity within 
each classroom. This, I propose, is the main aim of what I call 
pedagogies of the possible in order to contrast them with those 
pedagogies set up to (unwillingly) limit potential, cage creative 
expression, and suppress differences. 

As a sociocultural psychologist interested in creativity, my starting 
point when approaching this phenomenon differs from the 
‘classical’ one. Those interested in creativity would probably know 
that the way psychologists define it is in terms of the novelty / 
originality and value / appropriateness of creative outcomes. This 
definition, for as useful as it might be to measure and compare 
products (back to the psychometrician’s dream!) remains silent 
about the processes that lead up to novel, original and valuable 
outcomes. Conversely, as educators, parents and students 
themselves can tell us, a journey is often more exciting than its 
end point. That’s why children often spend an hour setting up a 
perfect play scenario only to lose interest in it once everything 
is in place. The actual playing (and creating) happen well before 
the final outcome is ready to be evaluated. Equally, products 
that don’t seem novel or original at all at first sight can be the 
result of highly innovative ways of thinking. What lies behind the 
correct (or even incorrect) math answer, for instance, can be a very 
interesting alternative way of thinking about mathematics. But we 
would be sure to miss all of it if we were to collect only the final 
answer and nothing else.

What these short vignettes tell us is the fact that we need to be 
sensitive to difference and differences in education especially if 
we want to cultivate creativity and high potential. The expressions 
we are after are not those that lead to the one, correct answer. 
And they also are not fully captured by outcomes alone. It isn’t 
the similarity between students and their answers that we are 
after, even when these students or answers are all representative 
of ‘high potential’. What we must understand is how and why 
students, activities, outcomes, and context differ. This, after all, is 

Cultivating Differences in Education: Towards a 
Pedagogy of the Possible

the story of creativity. The creative process is rooted in differences 
of point of view between people, in the difference between what 
objects are and how we name or interpret them, in the difference 
between what we know happened in the past, what is taking 
place at the moment and our expectations for the future, and so 
on. Without these psychological, material and social differences 
there would be no point to creativity or for learning. For what can 
be created or learned if we all think the same, do the same things, 
and use the same words to describe the same reality? It is because 
we live in words marked by difference that emergence and novelty 
become possible. New things come about because there are gaps 
and tensions between self and other, objects and symbols, past, 
present, and future. These tensions make life meaningful and call 
upon us to be creative in order to understand ourselves and other 
people, to communicate meaning, to create new environments 
and to shape our individual and collective futures.

The creative process has been described in many ways across 
the years, all of them excessively cognitive: divergent thinking, 
combinatorial thinking, lateral thinking, etc. It’s no wonder then 
that the emblematic image of creativity is a lit lightbulb – to create 
means, for many creativity scholars, to get the creative idea. What 
happens before and after this moment of insight is irrelevant or, 
at least, much less important (except for educators, of course, who 
want to understand how to trigger creative insights and what to 
do with them afterwards). This is why creative cognition is the 
dominant paradigm for approaching this phenomenon, at least 
in psychology and cognitive science, and ‘creative thinking’ is 
the main skill educators are told to educate. What about creative 
doing or creative making? What about affect, motivation, and 
social relations? We surely create not only as floating brains or 
isolated, Cartesian minds, but as embodied social and cultural 
beings. We are not all the same in terms of our cognitive makeup 
but different, as high abilities researchers would be quick to 
testify. And this difference is rooted in the fact that we occupy 
different positions in the world, play various social roles, and 
develop a multitude of perspectives that guide our thinking and 
action. To talk about creative action instead of creative thinking 
doesn’t mean to deny thinking (or the mind, or the brain) but to 
integrate the latter within a body and a culture that give birth to 
it. It means to ‘socialize’ creativity and, with this, to move beyond 
purely individualistic ways of thinking about creative people and 
about their education. It means to focus our attention not only on 
‘what is’ and ‘who is’ in the classroom but what ‘could be’. 

The latter is the domain of the possible. Creativity and high abilities 
researchers often talk about the possible in terms of potential. 
Without getting into too many details I want to note, once more, 
the individualizing ways in which we conceive of potential, 
creative and otherwise. Even when we know this potential needs 

>>> next page
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a certain environment to materialize and, thus, that it is highly 
dynamic and contextual, we still insist on relating it to more or less 
stable or permanent cognitive and conative features and traits. 
There is a reason why creativity testing happens at individual level 
and requires students to work alone, preferably not disturbed by 
others. Just that for a socio-culturalist, these others are essential 
for both creativity and possibility.

There are many ways in which we can think about the possible 
and one of the most common ones, from antiquity onwards, has 
been to oppose the possible to the actual or the real. This, I argue, 
is a highly misleading dichotomy that relegates the possible 
to what is not real and, as such, either potentially pathological 
(what if one takes what is possible for what is real?) or eventually 
irrelevant (why would we waste time discussing what is not when 
we could focus on what is?). Of course, as psychologists and 
educators know, the possible is much more than this and, in fact, 
instead of being opposed to the real, it infuses and transforms 
our relation to it. At each moment, we live at once in worlds of 
actuality and of possibility that are intrinsically related to each 
other. As students sit in the classroom, listening to their teachers 
and peers, they hear and see as well as remember, imagine, think 
about counterfactuals, wonder, and explore alternative futures. 
Cultivating these kinds of possibilities of going beyond the here 
and now of experience is precisely the task of education, even 
if this task is often contradicted, unfortunately, by classroom 
practices. For the sake of sameness and uniformity, teachers 
are often happy to say what they know they should say and 
then expect students to tell them back what they heard. This 
doesn’t count as authentic learning, little less as creativity or the 
cultivation of one’s potential.

I was inspired to think about pedagogies of the possible by the 
work of Paulo Freire who famously wrote about pedagogies of the 
oppressed and, less well known, about pedagogies of hope. He 
was a key advocate of the role of education in one’s emancipation 
and in thinking critically about one’s own condition, always 
together with others, within a community. Freire’s process of 
conscientization is one of expanding one’s horizon, of exploring 
new perspectives beyond hegemonic or dominant views. Of 
cultivating difference in the face of sameness – what Freire 
aptly referred to as the banking metaphor of education, in 
which teachers aim to make deposits in the minds of students. 
Pedagogies of the possible share this premise but go further in 
emphasizing the role of difference for possibility, creativity, and 
potential. Practicing a pedagogy of the possible means being: a) 
aware of differences and their dynamic, in the school and beyond; 
b) valuing differences, in particular differences of perspective; and 
c) acting on difference in ways that bring about new meanings 
and practices, in school and in the wider community.

This ‘three steps’ formula, that I first wrote about together with 
Ron Beghetto, is deceivingly simple. It’s first step is perhaps the 
hardest, both in the classroom and outside of it. For it comes 
much more easily to ignore difference and to assume shared 
views, knowledge and value, than to confront the uncomfortable 
truth that other people might think differently and want different 
things. Teachers at school are often happy to ask for a collective 
answer to different questions, accept the ‘correct’ answer voiced 

by many, and ignore those who answer differently. At some point, 
they might not even be aware that other answers had been 
formulated! This makes valuing them altogether impossible. But 
what does valuing mean? It certainly doesn’t mean agreement 
and this is a hugely important point. Practicing a pedagogy of 
the possible doesn’t mean that all answers are valid and that 
everything goes; this mentality, after all, got us in the mess of 
post-truth politics we are suffering through in many parts of the 
world. Valuing means listening to a different point of view and 
trying to understand its logic, to conceive of it ‘from within’, from 
the position of the other person. It is an exercise in empathy and 
perspective taking but not in agreement, for agreement takes us 
back to the sameness that is counterproductive for possibility (if 
we think the same then there’s no point for further discussion). 
You can value the fact that another person has a different point of 
view without agreeing with him or her. But what do you do next? 
In the classroom, is it enough to have listened, even openly, to 
the logic of students who got the ‘wrong’ answer? No, especially 
if you want to make a pedagogical point out of it and ultimately 
just change their mind and nothing more. This means that you 
yourself are not open to learning anything new. And this is a 
missed opportunity for expanding one’s own possible and the 
possible for others, in this case the other students. What would it 
mean to make something out of this difference of view? To ‘act’ on 
it by developing new meanings about the topic under discussion 
and, perhaps, about the value of difference itself? I acknowledge 
this is all easier said than done. But, then again, the pedagogies of 
the possible are not a finished ideal one should aim towards. As 
mentioned before, it’s not the product that matters most, it’s the 
journey to it.

As I promised, a final word on sameness. Creativity and possibility 
are rooted in difference, but differences are insufficient if we have 
no similarities to build on. To take an extreme example, we talk 
about difference using a language whose meanings we share. 
If we had no language in common, communication would fail 
and, with it, possibilities would be narrowed or even closed. But 
the sameness of standardized teaching and testing is not the 
same as the similarity of understanding each other and reaching 
intersubjective views of the world. The former is imposed, and to 
some extend unnatural to the act of education itself, if not the act 
of living, to paraphrase Dewey. The latter is the basis on which 
things can grow and potential of all kinds can flourish. 

Vlad Glaveanu is Associate Professor and Head of the Department 
of Psychology and Counselling at Webster University Geneva, 
Associate Professor II at Bergen University, Norway, and Director 
of the Webster Center for Creativity and Innovation (WCCI). His 
work focuses on creativity, imagination, culture, collaboration, 
and societal challenges and has been published in more than 200 
books, articles and chapters. Recently, he became interested in the 
study of the possible and of wonder. These reflections are included 
in three upcoming projects: the book The possible: A theory, to be 
published in Oxford University Press in 2020, the book Wonder: 
The extraordinary power of an ordinary experience, published by 
Bloomsbury Press in 2020, and in editing the Palgrave Encyclopedia 
of the Possible, already available online and finalized in 2021. 

Contact: glaveanu@webster.ch
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DAVID REMPEL, CANADA / GERMANY 

As Katunge* was teaching visitors from a German University how 
to plant trees in the semi-arid Machakos county in Kenya, she had 
to chuckle as another German almost fell into one of the holes 
prepared for the 3000 trees that were to be planted that day. Laura, 
her new German tree-planting friend, smiled at Katunge and asked 
her how many trees she had already planted in her life…
 

Talent Development and Success of the Marginalized in Kenya:

The Mully Model of Education (Development of Gifts)

Katunge was thrown back to the day she had been an orphan and 
involved in illegal child labour on the streets in her village, and was 
rescued by community elders and brought to the Mully Children’s 
Family (MCF) Social Worker.

Katunge thought she was dreaming. 24 hours after her rescue she 
was driving up to what seemed to be a miracle; there were green 
trees everywhere, although it hadn’t rained for over 10 months. 
She asked the social worker, who had introduced himself as Ben, if 
they were going to a park. He smiled at her, and he said, “Katunge, 
this is your new home”. When she got out of the jeep, the kindest 
man she had ever seen and a woman who seemed to be wearing 
her big heart on her face were waiting for her and the other 5 
children sitting in the big jeep. 

It didn’t take long for Katunge to adjust, to realize she would 
always have enough to eat, she had time to play sports, a chance to 
join the karate team, she could focus on her school work, she could 
sing in the choir and learn how to dance … and she loved to dance 
and sing. She had never sung from the top of her lungs as she did 
those first few days. She discovered she had a voice.

Within a few weeks of adjusting a kind social worker, Miriam, came 
and sat beside her. They talked about many things. Miriam asked 
her what she would like to become when she grew up; since Miriam 
was well trained, she recognized Katunge’s discomfort. It was as if 
Miriam could read her mind, “It is ok if you don’t know. Let’s talk 

about this another time, ok?” For the first time in Katunge’s life, she 
felt like she could dream.

Soon all the “new” brothers and sisters (those who had recently 
been added to the family) were gathered with their “Dad”. Each of 
the children got 2 seedlings. There were told they would be not 
only planting their own trees, but would be changing Kenya one 
tree at a time. They would have to take very special care of these 
seedlings for the first year, ensuring that the trees would not die.

Those first two trees have a special place in Katunge’s heart. Every 
week, for almost another year, she carried buckets of water to her 
trees. That first year in her new family, it didn’t rain for another 11 
months. Although water was scarce, she learned from Mum and 
Dad, how important it was to plan beyond the drought and think 
of the time after the drought.

After about a year, when the trees didn’t need watering and 
Katunge felt very comfortable in her new family, the new brothers 
and sisters were gathered for a special meeting, with their parents. 
She could not believe Mum and Dad Mully – who were so busy 
– would take personal time for them, there were more than 800 
children living in this campus. Mum asked the girls to join her for 
a private talk and left the boys with Dad. Mum took time for each 
individually. All the girls were encouraged to try out the various 
clubs, discover what they liked best. As Mum talked to her, she 
asked “Have you thought of your dream?”. She had been thinking 
about this a lot, but had not even allowed herself to express it. With 
Mum – her fears of sharing vanished. 

It was quiet for some time … finally Katunge blurted, “I want 
to become a doctor!” No one in her family had ever been past 
elementary school. Mum said – “That is wonderful, then let us 
make a plan to help you achieve that goal. Have you thought of 
joining the biology club?” 

Soon enough she was spending every spare moment she had in 
the biology club. She loved it. One day while sitting in the biology 
club, the teacher introduced a special guest, a doctor, who let 
them know that she was their big sister. She, too, had grown up at 
Mully Children’s Family. She told her story – and Katunge couldn’t 
believe her ears. This big sister was found living on the streets and 
had been rummaging through rubbish bins for food – … and now 
she was a medical doctor.

This day was pivotal for her. She now felt it was possible that she 
could become a physician. She had to keep her eyes on her goal, 
work hard, look forward, not focus on her difficulties, but learn 
from them, see the blessings in the midst of the darkness. 

“Katunge?” Laura gently spoke her name. “Are you alright?”

“Sorry Laura, my thoughts were just back to when I planted my 
first two trees almost 10 years ago – so much has happened since 
then!”
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She went on to explain that she had helped plant hundreds if not 
thousands of trees after her own two trees were well rooted. She 
explained to Laura that all the children plant trees, and the older 
children at Mully Children’s Family go into the communities to not 
only plant trees with children from other schools, but they are all 
involved in teaching the importance of changing the environment. 
So since those first trees – she stopped counting …

Laura was in awe – especially when Katunge explained how brown 
and dry the whole area had been, even 10 years ago when she first 
came.

Laura had already learned from her that she was going to study 
medicine and was waiting to start on a scholarship this fall. Laura, 
although already studying in Germany, still wasn’t sure if she had 
chosen the right path – so she asked Katunge, how she was so sure 
that studying medicine was right for her.

She smiled and said the biggest reassuring moment came when 
Mama Esther talked to her after Biology Club. Mum said she had 
been performing so well not only in school, but in the various clubs 
she was in, and it had come to her attention that she was still very 
keen on studying medicine. Katunge nodded.

Mum smiled back, “…then I would like you to help out in the 
medical camp next week.” Every year at least once, doctors, 
dentists and teams of medical professionals from all over the world 
came to Mully Medical Clinic to offer free medical services to the 
poorest. Many of the villagers could not speak English or Swahili 
but spoke various tribal languages and dialects. The older children 
would often be asked if they could assist – at first to translate for 
the doctors and nurses, who of course could not speak Swahili or 
any of the 45 Kenyan languages or hundreds of dialects – and later 
to actually have an apprentice experience.

The privilege of translating for a dentist from Seoul one day and an 
eye surgeon from Toronto the next – who would ever have thought. 
She who came from a poor Kumba village working as a child 
labourer, and now she was assisting international professionals 
wearing a white medical smock. She felt especially needed when 
an older woman was brought into the clinic. No one could really 
understand her Kumba dialect. Katunge recognized the dialect; it 
was hers. She accompanied the patient to the eye-doctor. 

This woman stayed in the care of Katunge until after the operation. 
When she could finally see clearly again, she looked at Katunge, 
and said “Katunge, is that you, from my village? Are you part of 
this miracle?”

This was the moment when she realized that yes, she was part 
of this “miracle”. When she committed to work hard, she could 
perform many more miracles, because she was given a chance, 
given the environment, given the support not only of Mum and 
Dad but so many others, the chance to dream and to make goals 
as well as the financial support… She wanted to help others see!

It had been such a joy to watch the doctor perform the cataract 
operations, translate the process to her patient and then sit down 
with Dr Chow and talk about everything. 

That is when she knew, she would do everything she could to 
achieve her goal to study medicine. Laura wished she had such an 
experience and was shocked that Katunge had been given such a 
role when she was only 17. 

She and Laura planted another 20 or 30 trees that day, the number 
didn’t really matter anymore. What mattered was that they were 
both changed through their meeting.    

*The story of Katunge is a combination of a number of MCF 
children. The other names in the story have been changed.

**All the children at Mully Children’s Family are in legal custody, 
some foster, some adopted by Dr Charles and Esther Mully. In the 
Kenyan context those who provide parental care are called Mum 
and Dad.

The complexity of Katunge’s story can best understood with the 
help of the Actiotope Model by Albert Ziegler. As illustrated in the 
diagrams below. 

 When looking at the story one can discover each of the exogenous 
learning resources provided enabled Katunge to interact with the 
newly developed endogenous learning resources – (the various 
learning resources are explained in the table below).
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The support needed for Katunge is created by the Mully Model of 
systemic development, as explained in the graphic below.

The Mully Model of Systemic Development
 

*in the story there were no matrons, as they are for the younger 
primary school aged children.

The above outlines how much the child (Katunge) is in the centre 
of the model and how a systemic team supports the child’s 
development. In the context of MCF the peers are also brothers 
and sisters.

The Mully Model of Systemic Development fits very closely to the 
actiotope model, and gives insight to why so many of Katunge and 
her “siblings” or beneficiaries of the Mully Children’s Family achieve 
outstanding results in various fields from academics, to sports and 
performing arts.  

The Mully Model of Systemic Development

Through the story it becomes clear how important role models are, 
and that a role model can evolve out of one of many interactions 
provided in the model.

Through the Mully Model of Education, hundreds of highly gifted 
motivated youth have been discovered, winning numerous awards. 
The Mully Model is a unique systematic modern learning method 
of education developed and implemented over the last 30 years 
by Dr Charles Mully through servant leadership, creativity and 
innovation. This model opens doors for talent development and 
provides opportunities for “miracles to happen” (as the cataract 
patient noted), in green forests in the midst of a harsh environment. 

In much appreciation for the hard work of Dr. Charles Mully, the 
founder and his wife Esther of MULLY CHILDRENS FAMILY.

David Rempel has spent his life in education, has taught in various 
levels of schools, developed a curriculum for a community college 
in Canada, worked in the private sector both in Germany and 
Canada, is involved in gifted education in Kenya, lectures at a private 
university in Germany and is involved in the international expansion 
of the online programmes of the university where he is employed. He 
is a champion for the further development of Gifted Education and 
Programmes, especially in numerous African countries.

Contact: d.rempel@iubh-dualesstudium.de
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1 https://etsn.eu/wp-content/uploads/ 
  2019/11/ETSN_-ARTICLES_2019.pdf

CSILLA FUSZEK, HUNGARY 

The European Talent Support Network 
– ETSN – is a constantly forming and 
developing network for talent support 
organizations throughout Europe and 
outside the EU as well. The need for the 
cooperation of European talent support 
organizations already emerged at the 
Hungarian EU Presidential Conference on 
Talent Support, in Budapest in 2011. After 
four years of meetings and exchanging 
ideas, the European Talent Support 
Network was officially founded on 29th 
September 2015 with fourteen European 
Talent Centres being the would-be hubs 
of it. 
Last year an important step was the 
creation of the Articles of the Network1, 
which describes the aims and goals of the 
ETSN and the types of its membership. The 
General Assembly of the Network voted 
and accepted the Articles in May 2019. 
The Articles were necessary for the most 
important step that happened last year, 
for the registration. The ETSN became a 
registered international NGO on 12th July 
2019. By the time of the registration due 
to the on-going Talent Point application 
and due to the four rounds of Talent 
Centre application there were already 
21 European Talent Centres and four 
Associated European Talent Centres (the 
latter are outside Europe) acting as hubs 
and close to 400 Talent Points as nodes of 
the network. 

All European Talent Centres do excellent 
professional work in several talent support 
fields, but they are quite different in many 
respects. Some are non-profit, others 
for-profit organizations; some are public 
entities or even background institutions 
of the national ministries, others are 
NGOs. From the establishment of the 
Networks the main tasks of the Centres 
include, in addition to their own quality 
work, network-building and the supply 
of relevant professional information to 
the Network members. This means that, 
within the Network, the European Talent 
Centres assume more responsibility for 

coordination and information supply at 
regional, national or all-European level, 
that is, participation in the European Talent 
Support Network requires community 
thinking.

The set of activities of individual European 
Talent Points are also very different: 
some tend to focus more on teacher 
training, others on working directly 
with young talents, some are parents’ 
organisations, counselling or science 
centres or foundations focusing on the 
talent support of disadvantaged students. 
Interestingly enough there are close to 50 
universities in the Network but only a few 
kindergartens. It is an important fact that 
close to half of the Points do not belong to 
any of the public education systems of the 
given countries. 

Such diversity is welcomed and crucial 
to the strength of the emerging 
European Talent Support Network but 
still the number of the Talent Points are 
not enough for forming more frequent 
connections within the Network.

Within the Network information is shared 
by the Newsletter which is distributed to 
the members in an electronic form. It has 
now reached its 5th issue with articles 
about events, member organizations 
and research work. Each issue contains 
permanent columns such as „Talent 
Centre in Action”(about the work of one 
particular Talent Centre), „Talent Point in 
Action” (about the work of one particular 
Talent Point), „Research Echoes” (about 
development in the research of this field) 
or „Upcoming Events” (important events 
within and outside the Network). Besides 
these there are various other articles that 
can be interesting for the readers who 
would like to learn more about talent 
support.

One of the projects of seven Networks 
was the development of EGIFT – an online 
learning platform for educators, parents 
and experts in the field of talent support, 
developed by the experts from these 
seven centres and Glasgow University. The 
Erasmus+ funded cooperation started in 

2016 and by November 2019 the platform 
became available for everyone interested. 
The end result of the project was the 
launch of the online learning platform on 
the website.

Another important event in the present life 
of the ETSN was the Dubrovnik conference 
of ECHA in October where ETSN held its 
2nd official General Assembly as well. It 
was stated at that time that recently the 
most important task of the Talent Centres 
is the network building; that means 
finding more and more Talent Points that 
are interested in joining the Network and 
taking part in collaborating with each 
other within the Network.

Csilla Fuszek works for the Association of 
the Hungarian Talent Support Organizations; 
is the director of the European Talent 
Centre – Budapest, and was a lecturer at 
ELTE Pedagogical Psychological Faculty for 
8 years. She has been the secretary of the 
European Talent Support Networks since 
2016. She is also the Hungarian National 
Correspondent for ECHA.

Contact: 
csilla.fuszek@talentcentrebudapest.eu

The Present Situation of the European Talent Support 
Network (ETSN) 

www.echa.info
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TONY FREEMAN, ENGLAND 

After 15 years of treating gifted teens and 
adults at my London therapy practice, 
I have come to understand the unique 
challenges and difficulties; these can 
be isolating, frustrating and depressing, 
often made worse by unhelpful therapy 
or unnecessary psychoactive medication. 
Problems may manifest in anxiety 
symptoms resistant to normal therapy 
as the cause, giftedness, usually goes 
unidentified. However, once recognised, 
exposed and challenged, the gifted’s 
problems can be quickly overcome.

Gifted clients reveal surprisingly similar 
histories in education, employment and 
social lives. In school, making friends and 
socialising are often difficult. Boredom 
and frustration in class, when intellectually 
unchallenged, often leads to misbehaviour 
or conflict with authority. Some drop 
out of education or avoid school, while 
others pass exams easily, studying the 
night before while fellow students must 
study for months. University is often more 
enjoyable, providing greater challenging 
and students of similar intellect, however 
difficulties socialising and perfectionism / 
procrastination are often an issue.

I was surprised to find one childhood issue 
present in almost every one of my gifted 
clients, an experience so distressing and 
hurtful, that it changed them and coloured 
much of their future life – bullying.

The cause of gifted children targeted 
for bullying may be their awkwardness, 
difficulty making friends and fitting in, 
jealousy of their intelligence, isolation 
or inability to fight back. I have noticed 
a significant increase in bullying issues 
compared to non-gifted clients.

Most children are bullied at some point, 
perhaps the gifted suffer no more bullying 
than others. The logical, problem solving, 
highly analytical nature of gifted may 
cause an exaggerated response to 
common bullying, that non-gifted shrug 

off or forget. Whatever the facts, the 
damages appear to be more severe. 

Often schools are negligent in stopping 
bully, perhaps because the child has been a 
‘problem’ and so is ignored or disbelieved, 
or professional incompetence allowing 
the child to suffer harm. Despite bullying 
becoming recently widely recognised and 
programmes set up to support victims, 
I have been surprised at the reluctance 
of schools to take action when reported. 
Many young people talk of years of abuse, 
or having to move school.  

Bullying can be sustained, brutal and so 
harmful that the damage continues for 
a lifetime. The hurt is not only being 
a victim, but creation of a negative or 
crippling self-image. The victim often 
internalises bullying and continues it, 
long after the bully has gone.

Bullying is rarely physical. Rather it appears 
to be a psychological attempt to destroy 
the victim’s self-worth, creating the belief 
they are deserving of abuse. Prolonged 
insult, isolation, group attack and 
humiliation at an early age persuade the 
victim they are faulty, weird or unlikeable. 
This distorted self-image follows them 
through life, and is not challenged but 
confirmed; their already existing social 
awkwardness reinforces core beliefs (how 
we see ourselves, others and the world), 
that label them as strange and deserving 
of rejection.

Surprisingly, few gifted clients realise they 
were bullied, regarding this as inevitable, 
normal, or (with low self-esteem) justified. 
It can be a revelation that many later 
life problems result from this, or that 
these problems are a normal and healthy 
response to bullying. Many are unaware 
of their giftedness, or how it explains 
many of their challenges. I encourage 
clients to read about these two subjects, 
this information is often absorbed quickly, 
bringing great relief.

I have found higher levels of anxiety 
disorders in my gifted clients. Their 
remarkable intellectual ability can 

exaggerate ordinary problems by creating 
terrible worst-case scenarios, over-analysis 
or a fruitless search for logical answers. It 
is this need for order and explanation that 
often causes harm with bullying, which is 
usually random, illogical and unfair. Many 
have been in therapy, however, this often 
causes more harm than good. 

Common issues are OCD (Obsessive 
Compulsive Disorder), GAD (General 
Anxiety Disorder), depression, 
perfectionism and procrastination, social 
anxiety, as well as internet addiction and 
other isolating behaviours.

However, therapy can be harmful 
and many clients bear the scars of 
inappropriate treatment. Some therapists 
insist they open up and share their 
feelings, an activity many gifted regard 
as boring, irrelevant and pointless. They 
often have the desire to focus on a 
problem and overcome it. Though they 
try to participate, emotional sharing often 
leaves them more depressed and hopeless 
after taking part in an activity they find of 
little value. 

Other therapists engage in analysis, 
dredging the client’s past for clues and 
meaning, examining family dynamics, 
requiring the creation of complicated 
theories; often created to please the 
therapist. This often creates an unfair 
sense of responsibility. No one chooses 
to be gifted or bullied; the therapists’ 
insistence on mystical hidden causes 
further exasperates the client’s belief 
that there is something wrong with 
them, leading to despondency and self-
anger. The search for the hidden cause of 
problems, its self, becomes the problem, 
tying them up in a spider’s web of endless 
and often depressing self-analysis. The 
cause of anxiety is usually too simple and 
easy for highly qualified therapists to see – 
sometimes gifted people think too much.
  

Bullying and Giftedness

>>> next page
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These therapeutic approaches are often 
helpful with others, but may backfire with 
the gifted. Misdiagnosis, laziness and 
therapists’ enthusiasm to peruse their 
favoured therapy style may be harmful. 
Some clients are most reluctant to 
return to treatment, having experienced 
repeated failure leading to self-blame.

I find CBT (Cognitive Behavioural Therapy) 
most effective, offering simple, easy, direct 
and speedy solutions suitable for gifted 
people. A clear diagnosis, correct labelling, 
achievable goals and practical tools bring 
swift results. Once giftedness and bullying 
are identified and rationalised, clients 
quickly create a healthy concept of their 
past and themselves, from which difficulties 
are understood and changes made.

Clients very quickly grasp concepts 
which non-gifted struggle with and may 
apply CBT techniques so quickly and 

effectively that I often have to catch 
up. I also notice that writing exercises, 
a basic component of CBT, are often 
unnecessary. Psychological theories and 
CBT techniques are often applied without 
arduous therapeutic work others must 
work through.

Once clients understand the nature of 
giftedness and its peculiar challenges and 
difficulties, clarity is gained, and a great 
weight lifted from them. That weight 
being the belief there is something wrong 
with them. Normalisation of problems, 
(viewing them as healthy and normal for 
gifted people), and not evidence of their 
weirdness, can be the most therapeutic 
element of treatment.

Once bullying and its relation to their 
past problems and present self-regard 
is understood, it is relatively simple to 
create a more healthy and constructive 

self-image. Confidence increases, 
anxiety is reduced, leading to self-
acceptance and compassion replacing 
unhealthy self-criticism. With this change 
comes a reduction in anxiety, increase 
in social activity and problems such as 
perfectionism and procrastination are 
brought under control.

Gifted people have the capacity for rapid 
and permanent change, once given 
correct information and simple techniques 
to achieve this.

Tony Freeman is a CBT therapist, is working 
in London and has been seeing clients online 
for 13 years. He specialises in the treatment 
of anxiety disorders and gifted people.

Contact: office@freemancbt.com
www.freemancbt.com

JAN KWIETNIEWSKI & 
CHRISTINE GOSSEL, GERMANY 

Individual grade skipping is one of the most 
effective options to support the gifted. 
Scientific proof for it have been convincing 
for years (Colangelo et al. 2004, Heinbokel 
2016, BMBF 2017).

Despite that, this option is rarely used in 
the states of Germany. This is also a fact in 
the state of Hamburg. For years just about 
100 pupils skipped a grade, which is about 
0,05 per cent of all pupils. That means that 
according to statistics it is not even used for 
all of the most intelligent pupils.

Here is an interesting report by a primary 
school teacher:

After reading the literature on this subject 
intensively we suddenly had more and more 
cases of grade skipping at our school. What 
had happened? In the regular talks on the 
development of the children those with 
special gifts were taken more into focus and 

grade skipping was discussed by the heads 
of the school with the form teachers. The 
parents were given the brochure published 
by the Landesinstitut1 and they were offered 
counseling by the school. In those talks we 
listened to the parents‘ and the teachers‘ fears 
and worries. We discussed the advantages 
and disadvantages and offered that the 
children spend time in the higher grade. 
Suddenly grade skipping was not frightening 
anymore and was accepted as a positive 
option to promote the gifted.

In order to support the process of skipping 
and to help the teachers in Hamburg as well 
as the parents to take a decision, Hamburg 
has got a system of support that includes 
several elements. 

First of all there is individual support of 
grade skipping. Pupils who skipped 
a grade can apply for support, in order 
to compensate for partial problems. It 
is important that this option is seen as 
educationally beneficial and appropriate 
by the school and the parents. This partial 
support is meant to help the decision 
and can be made use of in one subject (if 

there are gaps in knowledge because of 
acceleration) or support to develop self-
organization and learning skills. 

As a rule there are 40 periods a year (fee 
for an educational expert or a teacher), 
which means about one period a week. It 
is possible to extend this time, but is rarely 
applied for. Experience shows that about 20 
per cent of the children apply for this type 
of support.

Grade Skipping in Hamburg

BEGABtENFöRDERUNG

ÜBERSPRINGEN

EINER KLASSENStUFE

Informationen für Schulen und schulische Beratungskräfte
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It is interesting to see how this kind of 
support developed.

In 2004 the education authority worked 
out the number of periods that would 
be „saved“ per year through pupils who 
skipped a grade (these move faster through 
the school system and therefore „cause“ less 
costs). This sum was the basis for different 
flexible options for „grade skippers“ and 
„potential grade skippers“ in Hamburg.

Out of this money not only the individual 
support of grade skippers is funded, but 
also other offers for the group of very bright 
and gifted children and youth. Of course 
there are options of enrichment as well. 
Different types of school, e.g. primary and 
secondary schools, cooperate. There are 
many different courses offered by experts, 
e.g. journalists, media experts, architects. 
In these courses they get additional 
challenges, can follow their interests and 
meet others who are just as bright and 
interested.

On this basis between 500 and 700 pupils 
are supported in Hamburg every year. This 
can be an example that can be transferred 
to other German states or education 
authorities and can assure a systematic 
support of bright and gifted pupils. 

Another element of the support system 
of grade skipping in Hamburg is the 
information and counselling service of the 
Beratungsstelle besondere Begabung – 
BbB (information Centre for Special Gifts). 
This centre has worked in Hamburg since 
2006 and counsels parents and schools on 
the subject of gifted education.

One of the central subjects of counseling 
are questions concerning grade skipping. 
The multi professional team of the BbB 
offers preliminary discussions (that includes 
a psychological assessment), supervision 
during the trial period and a ‚round table‘ 
when all those involved, the parents and 
the school, come to a decision. After grade 
skipping counseling can continue, follow-
up meetings or individual support (see 
above) can be arranged. 

To prepare and accompany the individual 
counseling process there is the BbB 
brochure ‚Skipping a grade1. This brochure 
is aimed at answering practical questions 
and can be used free of charge as a 

guideline for counseling by experts at 
schools and parents in Hamburg.

In 2009 Hamburg introduced inclusion2 at 
all the state schools. This should certainly 
be in the interest of most of the very bright 
and gifted pupils. Despite that: in all the 
in-service courses at the Landesinstitut on 
the subject of the promotion of the gifted, 
grade skipping as part of all the options 
for bright pupils is regularly presented and 
discussed. 

The aim is to contemplate the question when 
grade skipping, that means acceleration 
through the school system, makes sense for 
the development of a child or a youngster. 

In Hamburg grade skipping remains 
an individual decision, related to the 
development and the individual potential 
of a child or a youngster! It does not happen 
automatically and is not at all mandatory 
for all the very bright, gifted and high 
achieving pupils. However, when high 
potential, combined with a permanent lack 
of challenge, results in stress for the child, 
if there are few other problems and there 
are no other risk factors such as a serious 
learning disability or emotional problems, 
this option must not be overlooked. It can 
be the absolutely right and necessary option 
for the individual development of some 
children, who suffer from a permanent lack 
of challenge. 

A careful consideration of the chances and 
the risks as well as a prognosis must always 
be the basis of the decision.

In our experience reservations towards 
grade skipping are often caused by 

problems in relationships (e.g. difficulties 
in communicating between parents and 
a teacher) or they happen because of the 
situation in a particular school (for example 
the receiving class is already full).

Summing up it can be said that there are 
four elements in supporting those who 
want to skip:
1. A handbook available to everybody
2. The offer of individual counselling for  
 parents and schools
3. Optional individual support after  
 skipping
4. The inclusion of the subject in the  
 basic teacher training on the pro- 
 motion of the bright and the gifted.

These provisions assure that this option – 
if there is a good reason to use it – is not 
made too difficult for any pupil, or it is 
advised against it.

Translation: Annette Heinbokel

Jan Kwietniewski holds a degree in 
psychology and is a school psychologist in 
Hamburg. Since 2005 he has been working 
as a coach and consultant in the field of 
teaching gifted students. He has been the 
head of the department Beratungsstelle 
besondere Begabungen since 2008. 

Contact: Jan.Kwietniewski@bsb.hamburg.de 

Christine Gossel is a member of the school 
management in an elementary school with 
a focus on the education of gifted pupils. She 
has been working in the field of instructing 
gifted pupils since 2005. She also works at 
the Beratungsstelle besondere Begabungen

Contact: Christine.Gossel@bsb.hamburg.de
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SWITZERLAND

VICTOR MÜLLER-OPPLIGER 
Contact: victor.mueller@fhnw.ch

For 15 years the University for Education 
and Teacher Training of Northwestern 
Switzerland has offered further education 
studies (Certificates, Diploma and 
Master level). The ongoing programme 
guarantees a research and science based 
and practical relevant programme for 
the continuous education of teachers to 
become a specialist or expert in gifted 
education and talent development. The 
programme keeps a close collaboration 
with the Renzulli Center for Creativity, 
Gifted Education, and Talent Development 
of the University of Connecticut, USA. Every 
school in Switzerland should have at least 
one specialist (CAS) in gifted education; 
every school district/town is expected to 
employ at least one person with a master 
degree (MAS)1.

The “Swiss Network for Gifted Education”2 in 
cooperation with the “Swiss Foundation for 
High Ability Children”3 held a conference in 
November 2019 on the topics: “Promotion 
of excellence and high achievement: 
Interdisciplinary perspectives on 
motivation, identification and promotion 
possibilities”. The topics were considered 
from the viewpoints of “educational policy”, 
“school development and leadership”, 
“psychological and pedagogical diagnosis”, 
“economical perspective for the future” and 
“special education; high ability with special 
needs”, with presentations by experts and a 
set of workshops.

The schools of Zürich restructured its 
programmes in gifted education. The 

new model contains an arrangement of 
ongoing and gapless promotion activities 
and formats from the “classroom with 
adaptive learning architectures” (inclusive 
gifted education) to “pull-out-programmes 
within the schools” and “out of school-
activities” (with a research centre for high 
achievers and mentoring programmes). For 
further details of this school development 
see footnote 1.

In relation to this new concept, a new 
instrument and procedure for the 
identification of the potentials of gifted 
students has been developed. This 
instrument combines the pedagogical 
observations of the teachers, the parents 
and the self-understanding of the 
students with process diagnostic data on 
the progress and effects of promotion 
activities. The tool originally was thought to 
be an identification instrument; it has been 
further developed into a tool of ongoing 
reflection and navigation of personalized 
talent development processes. 
Identification of high-end potentials is no 
longer dominated exclusively by the IQ 
but by personal traits, co-cognitive and 
executive competencies, interests, self-
concept, mindsets, and environmental 
influences4.

The Swiss Teacher Association (LCH: Lehrer/
innen Schweiz) worked out a position paper 
for the Swiss Board of Education (Schweizer 
Erziehungsdirektorenkonferenz). This paper 
asks for the actual needs of schoolwide and 
nationwide gifted education programmes 
in Switzerland. The paper is very important 
because Switzerland as a federalist nation 
with 26 different cantons (each with its 
own school laws and policies) until today 
does not have any national policy or 
regulation in gifted education. The position 
paper asks for: 

- implementation of talent promotion at  
 every level of education (toddler to  
 tertiary level); 
-  specialised staff, targeted training and  
 further education of teachers; 
-  school and teaching development  
 processes for the design, implementation  
 and evaluation of talent promotion; 
-  potential must be captured through  
 multi-stage, pedagogical and goal- 
 oriented procedures; 
-  talent promotion should be composed  
 of different and individualized  
 opportunities/activities5. 

A “Handbook on Gifted Education” in 
German with more than 50 international 
authors is in preparation. The book will 
be published by Beltz Verlag (Weinheim, 
Basel) in late 2020 (eds: Gabriele Weigand & 
Victor Müller-Oppliger). In addition to this, 
two new books were published last year 
by the «Swiss Foundation for High Ability 
Children»: “Begabungsförderung steigt 
auf” with the focus on schools at secondary 
level 2 (grade 7 to 10) and “Mentoring” that 
shows success conditions, backgrounds 
and opportunities for mentoring and 
the collaboration with out-of-school-
promotion.

The 3rd (international) Swiss Conference on 
Gifted Education and Talent Development 
will be held from 3–5 September 2020 
at the Campus of the University for 
Science of Education and Teacher 
Training of Northwestern Switzerland 
(PH FHNW) in the town of Muttenz (Part 
of the city of Basel). The special focus 
of the conference (besides all the other 
contents - identification, creativity, school-
development, twice exceptional, … et 
cetera) will be “Gifted education means 
to take responsibility … for one’s own 
learning and acting, … for the community, 
… for the future of a shared society and 
global environment”.

The “Call for papers” is open from January 
2020 and registration opens February 1st. 
International participants and speakers are 
welcome.6

Reports by National Correspondents of ECHA

1 http://www.begabungsfoerderung-schweiz.ch
2 http://www.begabungsfoerderung.ch
3 https://www.hochbegabt.ch
4 More about the new instrument (DBE: Dimensions of personalized talent development): victor.mueller@fhnw.ch
5 https://www.lch.ch/dokument/dokument/foerderung-von-begabungspotenzialen-als-grundauftrag-aller-schulstufen
6 For further details, the programme and the topic cluster: See https://www.BegabungsfoerderungKongress.ch
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In the light of this, sixty-two educators 
were asked what they think about 
giftedness and gifted students. The 
participating educators were presented 
with forty-one statements which they had 
to give their opinion about.

The first notable concept that came out 
of this study is that educators believe that 
they did not receive enough training and 
resources in order to be able to cater for 
the needs of the gifted. In fact, teachers are 
not provided with any direct study units on 
giftedness during their studies. In addition 
to this, there are very few opportunities for 
them to attend courses aimed at enabling 
educators to help the gifted and talented 
students.

Furthermore, the huge demands which 
are put on teachers’ shoulders frustrate 
them and it is impossible for them to meet 

WARREN ZAMMIT, MALTA

Maltese teachers are willing to help the 
gifted and talented in their classrooms, but 
request more support from the Education 
Department. This was the outcome 
of a questionnaire that examined the 
perceptions of Maltese teachers on gifted 
education.

Gifted education is a highly debatable area 
in the field of education. One major reason 
for this is that there is no definition of 
giftedness which is accepted universally. 
This creates a problem when it comes to 
identifying the gifted. In fact, what one 
particular culture values as giftedness 
might not be considered as giftedness in 
another. 

Maltese Educators Need More Support to 
Meet the Needs of the Gifted and Talented

the needs of the gifted in the general 
classroom. Many educators think that 
differentiation alone is not enough to 
target the needs of the gifted and they 
are willing to go back to the old system 
of streaming since they believe that it is 
through this way that they can cater for 
the needs of the various populations of 
students in schools.

It is due to the lack of training and resources 
that many educators have misconceptions 
with regards to gifted students. For 
example, they believe that the gifted are 
a homogenous group. Although grouped 
under the umbrella of giftedness, research 
indicates that gifted students vary from 
each other not just in their academic 
preferences, but also in their unique socio-
emotional characteristics.

of gifted (n = 24) and regular (n = 26) 
pupils and teachers in gifted education 
(n = 30) and regular primary education 
(n = 28) to complete an open-ended 
questionnaire, called the teacher-spider 
by Bakx, Koopman, De Kruijf and Den 
Brok (2015). Using this teacher-spider, 
children were asked about their views on 
desired characteristics of a good teacher 
for themselves. Parents were asked to fill 
out the teacher-spider from their child’s 
perspective as well as from their own. 
Teachers were asked about characteristics 
of parents that they valued in the parent-
teacher relationship. Results showed no 
differences in relatedness, competence 
or autonomy between gifted and regular 
children, parents or teachers. For all 
groups, teaching characteristics fostering 
relatedness were mentioned most, 
followed by competence and autonomy.

MARLIES VAN EIJK AND  
CATHELIJNE TESINK, NETHERLANDS

Summary:
The teacher-child relationship and 
the interaction between parents and 
teacher are both important for a child’s 
development and the motivation to learn. 
Many high-ability or gifted pupils in primary 
schools are not optimally motivated and 
achieve below their potential. The self-
determination theory (SDT) states that 
there are three basic psychological needs 
that need to be supported for a child 
to be motivated to learn: relatedness, 
competence and autonomy. In this study, 
differences in these three basic needs were 
examined by asking young gifted (n = 
30) and regular (n = 30) pupils, parents 

Superteam! Pupil, Parent, Teacher and their 
Relatedness, Competence and Autonomy.

Marlies van Eijk is a child psychologist in 
primary education.

Contact marliesvaneijk@gmail.com

Cathelijne Tesink holds master degrees in 
Speech & language pathology and Neuro- 
& rehabilitation psychology. For her PhD 
in Social Sciences she studied language 
processing in autism. Over the past years she 
worked as a neuropsychologist in the field of 
child psychiatry.
Contact: cathelijne_tesink@hotmail.com 
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The majority of educators believe that 
gifted students should be all-rounders. 
However, giftedness can exist in one 
domain and as educators we have to do 
our utmost to nurture all talents of our 
students. If we start thinking that students 
should be all-rounders in order to access 
services, we will be creating winners and 
losers in the identification process.

This takes us back to the argument of 
identification. How are we going to 
decide who is gifted and who is not? 
When presented with this question, a 
number of misconceptions emerged from 
educators; they mentioned IQ tests, high 
academic ability, excellent behaviour 
and exams. These can be considered as 
misconceptions because giftedness goes 
beyond these traits. As pointed out in the 
study, the needs of the gifted are met 
if their education is built around their 
strengths.

Following identification, students need 
to be assessed. Ten of the participant 
educators think that students should be 
assessed through exams and IQ tests. A 
particular educator stated that there is no 
need to make alterations in assessment 
for these students. This means that there 
are educators who are yet to recognise 
and understand the various needs of these 
students.

Many educators think that unless the 
education department provides them with 
resources, they can’t do anything to target 
the needs of the gifted. The result of such 
approach means that we will have talented 
students who will not reach their potential 
and end up lost in the education system.

Another worrying misconception that 
came up is that nearly half of the educators 
believe that by giving resources to the 
gifted, we can make this population of 
students an élitist one. It is due to this fear 

that many educators are refraining from 
providing provisions for the gifted as they 
might think that they will be giving special 
privileges to the already advantaged. 
If this happens, however, the gifted 
students coming from low socio-economic 
environments will suffer most because 
these are the students whose parents do 
not have the necessary means to provide 
them with resources themselves. Especially 
these students need teachers who see their 
potential talent and have the knowledge 
and experience to give the necessary 
support.

There are a number of positive findings, 
though.

First and foremost, educators acknowledge 
their lack of training and are interested in 
receiving training in the field of giftedness. 
In fact, educators are already providing 
opportunities to all their students in order 
to exhibit their talents.

Furthermore, the majority of educators are 
not happy simply if high ability students 
pass their exams. As a matter of fact, 
they acknowledge that gifted education 
goes beyond exams. This indicates that 
the efforts of the education department 
to move away from an exam oriented 
approach is starting to bear fruit.

At last, teachers are aware of twice-
exceptional students. These are students 
who possess a disability together with 
giftedness. They are also conscious about 
gifted students who come from low socio-
economic environments. With regards to 
the latter, they believe that they also have 
a chance to succeed. In light of this, we 
should do our best to maximise the learning 
opportunities of these students. This is 
also one of the reasons why educators 
correctly indicated that a healthy school 
environment is important for all students 
in order to succeed.

The educators also acknowledge that 
gifted and talented students have unique 
socio-emotional needs. This puts more 
responsibility on authorities in education 
to provide more trained guidance teachers. 

In a nutshell, educators in Malta do possess 
a number of misconceptions with regards 
to the needs of the gifted and talented 
students. However, they also show the will 
to learn in order to help these students 
in the best possible way. In this context, 
I will put forward two recommendations 
to the Ministry of Education. The first one 
is to invest more in educators. Educators 
showed that they didn’t receive any training 
and are interested to learn more on how 
to cater for the needs of the gifted. After 
doing so, the Ministry can start working 
on a policy as well as programmes that 
will have the benefit of the gifted as their 
core. If this is done, we will be paving the 
way for a new concept in our education 
by starting to provide for the gifted and 
talented as well.

This article is a summary of the findings 
that emerged from a questionnaire which 
Warren Zammit distributed amongst a 
sample of sixty-two educators as part of his 
final product in the Radboud International 
Training for High Ability (RITHA) (www.
ritha.world). If you are interested in the 
more extended article, contact Warren 
Zammit.

Warren Zammit is a primary school 
teacher in Malta. He graduated in 2015 
with a Bachelor of Education specialising 
in Primary Education. At the moment, he is 
on the verge of completing a post-graduate 
diploma at the Radboud International 
Training for High Ability (RITHA).
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