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1. Introduction

Creative thinking is an essential contributor 
to success across all academic disciplines and 
therefore has long been a focus of educators. 
This guidebook offers insights into the current 
pedagogy on creative thinking skills and equips 
readers with the knowledge to teach them. 
 
The present research began in the context of an 
unprecedented rise in the demand and desire to 
be creative in contemporary society. “Creative 
thinking skills have been considered one of the 
key competencies for the twenty-first century” 
(Ritter & Mostert, 2017, p. 243). In a UNESCO 
report on learning in the twenty-first century, 
creativity is presented as a guiding principle 
for enabling students “to rethink situations 
from new perspectives, to see approaches 
that are not apparent at first, and to respond to 
situations with elegance, utility, and novelty” 
(Acedo & Hughes, 2015, p. 16). As we write 
this introduction, COVID-19 is ongoing, 
and with the ever-changing landscape of the 
pandemic, the importance of creativity has 
become more widely recognised for generating 
new and appropriate coping measures. 
 
In response to the increasing emphasis on 
creative thinking, the Asian education system 
has been paying more attention to developing 
training programmes to stimulate students’ 
creative thinking skills. However, with the 
limited time and packed curriculum, teaching 
creativity as a standalone subject is a challenge 
for some educators and educational systems. It 
has been suggested that creative thinking can 
be developed by encouraging exploration and 
discovery while promoting content knowledge 
acquisition (Beghetto et al., 2015).  Therefore, 
we initiated a Community of Practice (CoP) 
research project in our university to address 
this issue. The primary goals of this project 
were to identify key skills underpinning the 
development of creative thinking and engage 

teachers in the development of teachable 
creative-thinking strategies in tandem with 
teaching subject knowledge. The CoP task 
force comprised 11 university teachers from 
various departments / subject areas including 
drama, educational management, language, 
music, social science, and visual arts. Eight 
key creative thinking skills were identified 
by the CoP. Via engagement in professional 
dialogues, sharing of experience, and critical 
reviews, co-ordinators of the CoP collectively 
developed pedagogies and instructional 
designs that would effectively engage students 
in creative thinking and nurture each of the key 
skills. The pedagogies were then integrated 
into the courses taught by the participating co-
ordinators. 
 
Notably, because the project was conducted 
during the pandemic, some of the content was 
implemented while teaching online. Moreover, 
some of the pedagogies were implemented 
in the same course and they are categorised 
by their targeted key skills in this book. The 
effectiveness of these pedagogies was assessed 
by examining the changes in students’ level 
of creative thinking skills before and after 
the courses using different means, including 
the Torrance Tests of Creative Thinking - 
Figural form, a self-reporting inventory, focus 
group interviews, and evidence collected from 
students’ assignments. 
 
The applicability of the teaching strategies 
herein depends on the environment and the 
network formed by the school, the home, and 
the broader education system. Thus, educators 
may find some practices more pertinent than 
others. We hope that this guidebook can provide 
educators with possibilities and effective ways 
for weaving together the curriculum and the 
teaching of creative thinking. 
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2. What are Creative Thinking Skills

Creativity is multi-dimensional

Academic interest in creativity can be traced 
back to the 1930’s (Runco & Jaeger, 2012) and 
much research, theory, and knowledge has been 
generated since then. In a review of research 
methodologies between 2003 and 2012, Long 
(2014) identified 612 empirical studies on 
creativity from five key journals. Among 
these studies, there have been many attempts 
to define creativity. Due to its complexity and 
multi-dimensional nature, various definitions 
of creativity have been proposed (e.g., Mayer, 
1999). For example, Guilford (1950) defined 
creativity as the mental abilities involved in 
creative achievement, while Campbell (1960) 
saw creativity as dependent upon blind variation 
and selective retention. Despite the differences 
and challenges in defining creativity, there 
seems to be agreement that creativity involves 
both novelty (or originality) and acceptability 
(or usefulness) (Mumford, 2003). Runco and 
Jaeger (2012) regarded this consensus as 
indicating a standard definition of creativity, 
which can be traced to Stein’s work in 1953.  
 
By “novelty,” Stein (1953) meant “the creative 
product did not exist previously in precisely the 
same form” (p. 311). To be called creative, a 
novel work has to be accepted as “tenable or 
useful or satisfying by a group at some point in 
time” (p. 311). Although this definition has been 
widely accepted, it remains contentious. One of 
the concerns is whether the definition should 
contain explicit reference to the judgment of 
the outcome (Corazza, 2016). Unlike Stein 
(1953), Thurstone (1952) argued that an idea 
is creative as long as it is novel to the thinker 
regardless of the judgments of society. By this 
definition, creativity is everywhere and is for 
everyone. Stein (1953) and Thurstone (1952) 
seemed to conceptualise creativity at different 
levels. Apart from this, since creativity is 
defined in terms of novel and useful ideas, 
the creative outcome is underscored, rather 
than the process and the qualities that make an 
idea creative; however, Walia (2019) argued 
that creative outcomes alone cannot define 

creativity. To encompass the dynamic interplay 
of various forces in creativity, Walia (2019) 
suggested examining creativity by considering 
different perspectives. Among the different 
frameworks and investigations, the Four-C 
model (Kaufman & Beghetto, 2009) and the 
4P’s model of creativity (Rhodes, 1961) are 
useful in understanding the study of creativity. 
 
Research has also focused on the different 
levels of creativity as proposed by Stein and 
Thurstone. For example, Gardner (1993) 
concentrated on well-known creative geniuses, 
while MacKinnon (1965) examined lesser-
known creative individuals. Kaufman and 
Beghetto’s (2009) Four-C model of creativity 
classified various levels of creative magnitude 
into four categories and pointed to the 
potential developmental trajectory of creative 
maturation: mini-c (creativity inherent in the 
learning process); little-c (everyday creativity 
that can be found in nearly all people); Pro-c 
(the developmental progression that represents 
professional-level expertise in any creative 
area); and Big-C (eminent creativity). Pro-c 
/ Big-C often require a certain amount of 
time to attain, especially Big-C, which may 
take decades to determine its actual impact 
(Kaufman & Beghetto, 2009). Therefore, 
studies that aim to nurture students’ creativity 
usually focus on the mini-c / little-c constructs. 
 
Unlike the Four-C model, the 4P’s model 
of creativity proposed by Rhodes (1961) 
presented creativity as an interaction between 
four strands: 1) person (the personality, traits, 
or attitudes of a creative person); 2) process (the 
cognitive learning, thinking or communicating 
process that converts an idea into a creative 
outcome); 3) press (the relationship between 
human beings and their environment); and 4) 
products (the creative outcome). The standard 
definition of creativity focuses on the product 
strand, while creative thinking, a generative 
process that leads to original and useful output 
(Ramalingam et al., 2020), falls into the process 
strand of creativity.  
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Creative thinking skills as a focal point 
  
Given the multi-dimensional nature of creativity 
which “tends to involve a hybrid set of skills” 
(Ramalingam et al., 2020, p. 1) to enhance 
students’ creative ability, it seems appropriate 
for researchers to narrow the focus to operational 
and teachable aspects.  
 
Creative thinking involves a multitude of 
underlying skills that can be learned (Guilford, 
1950; Ramalingam et al., 2020; Rhodes, 
1961). This has been the concern of multiple 
educational studies on creativity (e.g., Larraz-
Rábanos, 2021; Ritter & Mostert, 2017). 
Moreover, creative thinking has been included as 
one of the general capabilities in the Australian 
curriculum (ACARA, n.d.), and will be 
included in PISA (the OECD’s Programme for 
International Student Assessment) in 2022 as an 
important skill for students to acquire (OECD, 
2019). Therefore, the present research focuses 
on teaching creative thinking skills rather than 
creativity itself, while identifying the learnable 
skills or factors underpinning creative outcomes 
(Lucas & Spencer, 2017). 
 
Creative thinking skills are closely related 
to cognitive capacities. These include 
mechanisms of cognitive control, such as 
executive functioning, working memory (and by 
association fluid intelligence), mind wandering, 
and cognitive inhibition (Benedek & Jauk, 2019). 
Creative thinking skills are also linked to more 
trainable cognitive skills such as problem finding 
(Getzels & Csikszentmihalyi, 1976), problem-
solving (Sternberg, 1988), divergent thinking 
(Baer, 1993), critical thinking (Wyn, 2017), 
and brainstorming (Sternberg, 2019). Various 
studies have suggested that the development of 
reasoning or cognitive abilities contributes to an 
individual’s creativity. According to a systematic 
review of creativity training, Scott, Leritz and 
Mumford (2004, p. 361) reported that “more 
successful [creativity training] programs were 
likely to focus on the development of cognitive 
skills and the heuristics involved in skill 
application, using realistic exercises appropriate 

to the domain at hand.” Via a synthesises of 
existing theories and research, we offer our 
definition of creative thinking skills as follows:   
  
Creative thinking skills are the abilities related 
to intellectual functioning, cognitive processes 
and the problem-solving underpinning original 
and useful output, and such abilities can be 
developed and enhanced.    
 
key skills of creative thinking  

While studies have argued for the domain-
specificity of creative thinking (e.g., 
Csikszentmihalyi, 1999; Diakidoy & Spanoudis, 
2002), others have also promoted its domain-
transversal nature (e.g., Runco, 1994; Scott et al., 
2004). For instance, Scott, Leritz, and Mumford 
(2004) found that cognitive strategies in creative 
thinking, including underlying core processes 
such as problem construction, information 
encoding, combination and reorganisation, and 
idea evaluation, were effective in developing 
creative skills across programmes and domains. 

The principal goal of this CoP research is to 
enhance students’ creative thinking skills across 
disciplines. It aims to identify a set of creative 
thinking skills that can be operationalised in 
practice across disciplines while reviewing 
multiple frameworks of creative thinking 
(Guilford, 1950; Guilford & Vaughan, 1962; 
Hokanson, 2018; OECD, 2019; Ramalingam 
et al., 2020; Torrance, 1972, 2018; Treffinger 
et al., 2002). Hence, we have identified eight 
factors and skills that can be enhanced across 
domains through practice, feedback, and diverse 
classroom applications within the context of 
teaching and assessment. These key skills are: 
1) Sensitivity- the ability to be aware of defects, 
changes, signals, and influences; 2) Fluency- the 
ability to develop many different responses to a 
question with deferred judgement, not limited 
by social pressure or habit; 3) Combining and 
Synthesising- the ability to see links among 
remote associates and to combine and synthesise 
existing ideas, images or expertise in original 
ways to form new ideas or directions; 4) 
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Flexibility- the ability to modify information, 
adapt to new conditions by being receptive to 
different ideas, and to shift between perspectives 
or thinking styles; 5) Elaboration- the ability to 
develop and expand rough ideas by adding details 
or creating a comprehensive implementation 
plan; 6) Resistance to Premature Closure- the 
ability to keep an open mind, consider available 
information, re-examine ideas, and delay 
closure long enough to develop original ideas; 
7) Originality- the ability to generate or extend 
(ideas, claims, questions, etc.) with novelty or 
uniqueness; and 8) Trait- personal beliefs and 
personalities, including willingness to take risks, 
tolerance to ambiguity, and self-efficacy that will 
facilitate creative thinking.  
 
Assessment methods of creative thinking skills
 
Describing creative thinking in terms of the 
above key skills helps support teachers not only 
in developing corresponding teaching strategies 
but also in assessing student performance. 
Common creativity assessment methods include 
divergent thinking tests, consensual assessment 
techniques, and self-assessment. The most widely 
used is the Torrance Test of Creative Thinking 
(TTCT) (Davis, 1997). Divergent thinking tests, 
such as the TTCT, typically ask for numerous 
responses to an open-ended question to quantify 
the creative process (Plucker et al., 2019). The 
consensual assessment technique assesses actual 
creative products by a panel of experts. Self-
assessment estimates a person’s creative ability 
by asking them to report on personality traits, 
thinking styles and creative achievements from 
their own perspectives.  
 

Based on the nature of this CoP research, the 
TTCT-Figural form that provides assessment for 
fluency, originality, elaboration, and resistance to 
premature closure was adopted as an assessment 
method. Considering that the assessment of 
creativity should be conducted using multiple 
measures beyond objective scoring methods 
(Cheung et al., 2006), we evaluated students’ 
assignments in three ways: 1) search for the 
employment of creative thinking skills; 2) 
conduct focus group interviews to collect 
students’ thoughts about the teaching strategies; 
and 3) adopt a self-report inventory to cover 
all key skills to understand students’ subjective 
perceptions of their creative ability.  
 
Discussions were held regarding the adoption 
of one of the self-report scales below as an 
assessment tool in this research. Self-report 
scales that assess creative cognition include the 
Runco Ideational Behavior Scale (Runco et al., 
2001), Creative Attributes and Behavior (Kelly, 
2004), the Cognitive Processes Associated 
with Creativity Scale (Miller, 2014), the Mode 
Shifting Index (Pringle & Sowden, 2017), 
and the Creative Adaptability Scale (Orkibi, 
2021). However, none of these scales examines 
elaboration, one of the key skills identified by 
this research. Therefore, we developed a new 
self-report inventory to include the key learnable 
skills across multiple disciplines with reference 
to the above scales and frameworks. A Likert 
scale from 1 (strongly agree) to 5 (strongly 
disagree) was used. A lower score indicates a 
higher level of creative thinking skills. The total 
score of the self-report inventory ranges from 40 
to 200.  
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3. Creative Thinking Skills Pedagogy 
and its Integration into the Classroom 

Fluency

Fluency, also known as ideational fluency, 
refers to the ability to produce and consider a 
large number of diverse ideas, alternatives, and 
solutions within a time limit (Guildford, 1961). 
Fluency is regarded as the most common and 
accurate indicator for assessing a person’s 
capacity to think creatively (Hokanson, 2018; 
OECD, 2019). In the Torrance Test of Creative 
Thinking, the score of fluency is assessed by the 
total number of relevant responses (Torrance, 
2018). Regarding fluency assessment, there 
is a clear emphasis on quantity, which builds 
on the premise that generating more ideas is 
likely to lead to better solutions and provide 
opportunities for improved quality (McGoff, 
n.d.; Treffinger et al., 2002, p. 12). It also seems 
possible that many ideas, even if pedestrian, can 
be combined in novel ways (Ramalingam et al., 
2020). Nobel Laureate Linus Pauling thought 
likewise: “the best way to have a good idea is 
to have a lot of ideas and then to throw the bad 
ones away” (as cited in Hokanson, 2018, p.9). 
Rapidity is another fluency element (Hokanson, 
2018). While most people can produce many 
ideas with unlimited time, those who come up 
with multiple possibilities quickly tend to be 
more creative in problem solving (Guildford, 
1961, p. 3). Nevertheless, the generated ideas 
should be relevant and appropriate to the task 
requirement (Torrance, 1972).  
 
Fluency is one of the four essential skills of 
divergent thinking (Guildford, 1951), which 
is essential for being creative and solving 
problems. Divergent thinking is non-domain 
specific and can be applied to a broad range 
of fields. Research has revealed that fluent 
thinkers are generally quick to generate 
numerous ideas (Hokanson, 2018, p. 38), make 
suggestions, and offer alternatives (McGoff., 

n.d.), For instance, the most prolific scientists 
also produce the most breakthrough articles 
(Simonton, 1997). However, studies have 
found that a person’s ability to produce many 
alternatives seems to decline significantly with 
age, with a 74% drop between kindergarten and 
second grade alone. (McGarvey, 1990, as cited 
in Burnett et al., 2020, p. 57). This underscores 
the importance of teachers in keeping this skill 
active.  
 
Fluency as a creative thinking skill can be 
improved through training and guided practice 
(Burnett & Keller-Mathers, 2017, p. 285). A 
common strategy is the use of brainstorming 
and “what if… thinking,” which encourages 
students to offer unrestrained ideas and 
suggestions to a problem or question (Burnett 
et al., 2020). For instance, a literature teacher 
could ask students to write alternative endings 
or suggest different titles for an assigned book; 
a math teacher could ask students to suggest 
various ways to make “4”; and a social studies 
teacher could ask students to think of many 
different ways to explain the topic of “class 
inequality.” However, there are several rules 
governing the effective use of brainstorming: 
there is no single right answer and every idea 
is valuable; students are encouraged to offer 
far-fetched, unusual ideas while deferring 
judgement (McGoff, n.d). Teachers can 
brainstorm and create ongoing lists or concept 
maps; they can even construct a “fluency wall” 
in a classroom to promote longer-term fluency 
by allowing students to keep adding new ideas 
(Shively, 2011). Teachers can also incorporate, 
produce, and consider many alternatives into 
a lesson plan to teach the subject and nurture 
students’ creative capacities. 

Introduction
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Example 1

“Curriculum and Assessment” is a core course 
for Bachelor of Education (BEd) programmes 
aiming to introduce students to basic 
concepts, principles, and skills in the fields 
of curriculum and assessment as it relates to 
Hong Kong’s educational system, as well as to 
international trends. Equipped with knowledge 
of fundamental theories of curriculum and 
assessment, students are guided to apply them 
when they become teachers.
 
The class was comprised of students majoring 
in BEd (Chinese Language) with around 
50 participants. To develop their creativity 
skills regarding fluency, learning tasks were 
incorporated in both asynchronous and 

synchronous modes during the Covid-19 
community outbreak. For the asynchronous 
mode, students were asked to watch selected 
video clips on National Security Education 
(NSE) in the HKSAR, read the official 
curriculum framework, and then brainstorm 
and complete two questions via the Forum 
on Moodle: (a) As a student teacher, how can 
you implement NSE during Field Experience? 
Please give some concrete examples regarding 
your subject discipline. (b) Can you think of 
any cross-subject / whole-school approaches 
that can foster NSE in a school setting? Please 
elaborate. Students were encouraged to propose 
as many ideas as possible. Tables 1 and 2 shows 
some examples of their collective ideas. 

Curriculum and Assessment
Ms. Rowena Hoi-yee liu, Department of Curriculum and Instruction

Forum 1 As a student teacher, how can you implement National Security Education (NSE) during Field Experience (FE)? Please 
give some concrete examples regarding your subject discipline.

Student 1 1) Preparation before the class: teacher should have a thorough understanding of the basic content of the National Security 
Law and design interesting lessons that are easy for students to accept based on their circumstances. I will ask students to 
do some self-learning on related topics through the internet. 2) During class: Use different teaching approaches, e.g., for 
primary school students, use relevant Chinese traditional short stories to help them understand the meaning of the National 
Security Law. For elder secondary school students, use real historical events or recent news happened in HK to let them 
understand the Law. Use different teaching tool, e.g., video. 3) After class: recommend students to watch films related to 
Chinese traditional culture, this may subliminally build their national consciousness through an interesting way.

Student 2 I will infiltrate national security law into everyday teaching and learning. Before my Chinese class, I will show students 
some videos about actual news in HK and mainland China, enable them to understand the rule of law and the state of the 
nation based on social events. It will raise their awareness of national policies and national security through my elabora-
tion. Linking Chinese learning text with national security education is significant. If possible, after class, teachers ought 
to prepare extra-curriculum materials regarding nation security for students to consolidate what they have learned in class.

Table 1 
Excerpted Ideas about Q(a)- Implementing NSE during FE

Table 2
Excerpted Ideas about Q(b)- Fostering NSE with Cross-Subject / Whole-School Approaches

Forum 2 Can you think of any cross-subject / whole  school approaches that can foster NSE in a school setting? Please elaborate.

Student 3 1) Teachers can work with students to draw posters about National Security Law and post them on the walls to always 
remind students of the key concepts of the Law. Teachers should integrate citizenship into the education of every subject 
on a daily basis. 2) The school’s administration can incorporate the concepts of national security education into the school’s 
mission, and direct teachers of each subject to incorporate national security education into the classroom when developing 
the curriculum for all subjects. 3) Schools can regularly invite professionals in national security education or from other 
related fields to give lectures and speeches to whole-school.

Student 4 When teaching visual arts, teachers can use cartoons to convey national security education. This is similar to the way Xin-
hua net uses colorful cartoons to convey the ideas of President Xi. In addition, holding flag-raising ceremony every day 
and Chinese marching exercises are taught in the gymnasium.
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Fluency

Figure 1
Word-Cloud Capturing Students’ Ideas of Useful Assessment Strategies in CL

Through this practice, students’ fluency skills 
in generating relevant ideas within a limited 
time were enhanced. Moreover, by viewing 
other classmates’ examples (terms, e.g., group 
project, role-play, quiz, etc.) and unique 
ideas (shown by words - e.g., “fill-in-the-
blanks” dictation, self / peer-evaluation form, 
debate, bingo game, etc.) immediately after 
submitting their answers, their horizons were 
broadened triggering more alternatives for 
future assessment strategies, which could lead 
to better choices and solutions. 

Although the word-cloud exercise was 
completed as planned, only 19 students (around 
40%) submitted their answers within the time 

limit. Such a low participation rate may have 
been due to the insufficient time (three minutes) 
and a lack of prior inputs. To improve the 
teaching and learning practice, teachers should 
provide sufficient time (say, 15 minutes with 
a short break included and reviewing answers 
after the break), and students should be given 
more stimuli like showing them authentic 
assessment samples commonly used in 
schools beforehand. Further, employing group 
activities to allow discussion among peers 
would help incubate more ideas. Using these 
teaching methods, the students’ fluency scores 
in the TTCT increased by 21.2% indicating the 
effectiveness of the treatments. 

In sum, over 70 ideas for each question were 
generated. These included: 

• fostering individuals’ self-learning (films, 
videos, readings)

• in-class activities (learning Chinese 
literature / poems / idioms, history, culture 
and virtues)

• inter-class activities (microfilming / writing 
/ slogans / poster / singing competitions)

• whole-school activities (Chinese Culture 
Week, Chinese festivals celebration, flag-
raising ceremony, talks, assemblies)

• outings or tours (visit Heritage Museum, 
Hong Kong Museum of History, Dr. 

Sun Yat-sen Museum, Office of the 
Commissioner of the Ministry of Foreign 
Affairs in Hong Kong, tours around the 
Greater Bay Area)

For the synchronous mode, students were 
often given opportunities to brainstorm their 
ideas. For instance, prior to teaching the topic 
of “Assessment – principles and functions,” 
students were asked to name as many 
assessment strategies as they could based on 
their past experiences in three minutes as a 
warm-up exercise. Answers were uploaded 
to Mentimeter and an instant word-cloud was 
generated (Figure 1). 
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Example 2

“Self & Society” is a senior elective course in 
the Minor in Liberal Studies open to students of 
any discipline or programme. Using youth as a 
focus, the course aims to equip students with 
sociological concepts and ways to empirically 
analyse the issues and challenges that young 
people encounter in late modern society. 
As a senior course, students are required to 
participate actively in their own learning, with 
a large portion of the assessment, i.e., 40%, 
accorded to class participation, which includes 
class exercises, presenting prescribed readings 
and commenting on each other’s group 
presentations. Upon completion of the course, 
students will be able to not only critically 
analyse the problems and concerns faced by 
young people but also to reflect on their own 
personal experiences and social relationships.   
 
This course can be demanding for students who 
have little or no training in sociology. To address 
their diverse disciplinary backgrounds, I have 
modified the pedagogy and tried to introduce 

sociological perspectives and concepts in such 
a way that students could critically approach 
the relationships between self and society, 
i.e., logically, beyond common sense, and 
creatively (widely and with many possibilities). 
Inspired by Burnett and Keller-Mathers’ (2017) 
suggestion, this course has incorporated the 
Torrance Incubation Model (TIM) in its design, 
so that while teaching sociological concepts and 
issues, I could also develop students’ creative 
thinking skills. Hence, in heightening students’ 
curiosity and desire to learn a new topic (Stage 
one), I also tried to cultivate their fluency – the 
ability to generate many new and diverse ideas 
– by means of class discussion, class exercises, 
and video-clips.  
 
For the topic of “Youth and Changing 
Gender,” I started by raising some timely 
and controversial gender issues, such as “has 
gender equality been achieved?” and “are men 
increasingly disadvantaged in Hong Kong?” 
(Figure 1), and invited discussion. 

Self and Society 
Dr. Anita kit-wa Chan, Department of Social Science

Figure 1
Example of Class Discussion for the Topic on “Youth and Changing Gender”
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Fluency

To encourage students to list numerous ideas, 
make suggestions and offer alternatives 
(McGoff, n.d.), I also made use of Class 
Exercise (Table 1) – a brainstorming technique 
– and rewarded bonus points to students 
who produced the most evidence or the most 
original and insightful answers. I also showed 
short video clips to encourage students to 
generate alternative views. The video clips 
are taken from MTV, movies, advertisements 
or documentaries (e.g., The Treadmill 
Runner). Students might have come across 
these materials before, but I used the strategy 
of, “what-if,” and invited them to adopt the 
perspective of an assigned character. 

As corroborated by participants in the focus 
group interviews below, students have found 
these brainstorming strategies useful in 
enhancing their interest and preparing them for 
more serious learning. Some feel challenged to 
think differently and more imaginatively when 
they put themselves into the shoes of another 
person. Some also feel motivated by the 
incentives and have found themselves thinking 
more widely and creatively when listening to 
their peers, regardless of whether their views 
converged or diverged. 
 
When the professor asked us questions in Class 

Exercise, I started to think. They were social 
issues that I seldom thought about. I also 
listened to what others had answered, which 
inspired me to think more. I would compare 
their views with mine, and tried to figure out 
whether and how we differed or converged. I 
found this very useful in enhancing creative 
thinking skills… Sometimes the professor 
would ask us to think of five reasons or more, 
and this kind of requirement really forced me 
to think more than I usually did… Those video 
clips were very relevant and engaging, but what 
really made me think more was her guiding 
questions afterwards, such as “Would you 
do it if you were her?” I might have watched 
the video clips before, but I never thought of 
approaching them from this angle. (Student 1)
 
Some of the questions were controversial and 
unusual, so our answers varied… When I did 
a class exercise, I thought hard to provide an 
answer. When there is an extra mark, I would 
think harder; but if I could choose, I preferred 
discussion… The impacts and messages of 
video clips were more direct than academic 
reading. I began to realise that there were 
messages in advertisements or a documentary 
that I never thought about. I found video clips 
were immensely effective in enhancing our 
thinking. (Student 2)

Class Exercise (1%)

1. Do you agree that gender equality in Hong Kong (or China) has been more or less achieved? Give at least 
3 evidence. (The 10 students who give the most evidence will be awarded with 0.5 marks extra.)

2. Do you agree that young women these days have been freed from any constraints, and hence can do, be 
and have anything they want? Elaborate.

3. Do you agree that women should prioritse their children over their career?
4. Do you agree that men seem to enjoy more freedom than before in expressing themselves? Elaborate.
5. Do you agree that men seem to be increasingly disadvantaged in the current society? Elaborate.
6. In your view, what are the major obstacles against the achievement of gender equality? Name at least 

3 obstacles. (The 10 students who give the most orginial answer will be awarded with 0.5 marks 
extra.)

7. In your view, is gender equality desirable? Who will benefit from gender equality? (The 10 students who 
give the most insightful answer will be awarded with 0.5 marks extra.)

8. Have you heard about feminism and women’s movement? What is your impression of these?
9. Is feminism and women’s movement still needed in contemporary society? (The 10 students who give 

the most creative answer will be awarded with 0.5 marks extra.)

Table 1
An Example of Class Exercise
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Example 3

To illustrate fluency, I will describe a lesson 
based on a picture book called The Enormous 
Turnip, sampled from the course, “Drama 
Education for the Early Years,” which is 
offered as an elective in the Higher Diploma 
in Early Childhood Education Programme 
(Two-Year Full-time) [HD(EDE)]. The course, 
focusing on a process-based and student-
centred approach for applying process drama as 
pedagogical practice, aims to develop students’ 
basic competences to plan and implement 
process drama teaching. At the end of the 
course, students are required to demonstrate 
their learning outcomes by designing and 
implementing a process-drama lesson plan.

Process drama is always devised from a story 
and structured with theatre games and various 
drama conventions (Neelands and Goode, 
2015); it is a term that encompasses a wide 
range of drama strategies such as teacher-in-
role, pantomime, and hot-seating (Neelands 

& Goode, 2015). These drama conventions 
are always arranged within an open and 
participatory frame to offer children abundant 
opportunities for public expression and 
communal creation. In the process, the teacher 
is often “de-crowned” (Tam, 2018) and the 
children are encouraged to make use of their 
own experiences, languages, feelings, and 
cultural identities to respond to and renew the 
identities provided by the story and the teacher. 
In this regard, drama education scholars (e.g., 
Cremin & McDonald, 2013; Neelands, 2011; 
Tam, 2016) generally interpret creativity in 
and through process drama as learnable and 
transformative. 

“Drama Education for the Early Years” 
provides students with opportunities to enhance 
their understanding of process drama through 
experiential drama workshops, where they get a 
real taste of the learning experiences structured 
by the pedagogy. Guided by me, the lecturer 

Drama Education for the Early Years 
Dr. Pansy Po-chi Tam, Department of Early Childhood Education 

 I find the class discussion useful as it expands 
my boundaries and increases my imagination. 
The social issues provided me a real context to 
think; I had to imagine myself in those contexts 
and think of different stances… I took every 
class exercise seriously and thought of what 
to answer. I would ask myself “what are the 
possible answers?”, “how would I answer 
better?” These really made me think of answers 
that I had never thought of before… However, 
Class Exercise is done individually, and I 
preferred more interactions with classmates 
and received feedback from the teacher…  
(Student 3)
 
Class discussion really helped me to think 
from different angles … I think Class Exercise 
could help me think about a social issue more 

holistically, as the guiding questions required 
us to think from different angles. I also find the 
bonus points attractive. As I wanted to earn 
extra points, I tried to think of different or more 
answers. However, as I didn’t know what others 
have answered, I could not learn from their 
views… Video clips are good. Their messages 
are direct and we could imagine ourselves in 
the role of a parent or others, and this helped 
me to think deeper.  (Student 4)
 
Regarding assessment test results, fluency 
scores in the TTCT increased significantly by 
45.1%. Moreover, as reflected by the self-report 
inventory, students perceived themselves as 
being more fluent in thinking. Therefore, the 
effectiveness of these treatments is evident.  
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of the course, who also acts as a facilitator and 
play worker, students explore and create in an 
immersive drama world built with games and 
drama conventions.

In one process drama workshop using a story 
called The Enormous Turnip, I demonstrated 
how to encourage children to explore a farm 
scene in the story through collective drawing 
(Neelands & Goode, 2015, p. 13). It is a drama 
convention that provokes children’s imagination 
of the story scene by engaging them in (re-)
imaging and (re-)creating a collective image to 

represent all kinds of elements from characters 
to objects, which can play a part in the story 
scene. Instead of a detailed farm setting, the 
original text of The Enormous Turnip only 
introduces the main characters, i.e., the farmer 
and his wife, their farm cottage on a hill and 
the kinds of animals and crops they farm. 
Based on these details, I engaged the students 
in spontaneous imagination of the farm scene, 
which they enriched by deciding what animals 
to be raised and how to organise the vegetable 
patches.

Figure 1
The Farm of the Story The Enormous Turnip Collectively Re-Created by a Class of Students

The goal of experiencing collective drawing 
encompasses more than feeling its effectiveness 
as a process drama teaching strategy. An 
important revelation I intended for my students 
was to use questioning techniques to facilitate 
their free expression and divergent thinking 
which allowed them to collectively draw 
images with an open frame of mind. I stressed 
that the point of collective drawing was not to 
reconstruct the original farm scene. Rather, it 
was a means to open an exploratory pathway 
for the children to build their understanding of 

farms to harness their imaginative powers to 
visualise a vivid story scene, and to help them 
navigate the drama world. Therefore, in the 
collective drawing session, apart from asking 
prompting and guided questions like “what 
else is there?” I encouraged them to add their 
suggestions to the drawing and to depict what 
they added with more specifics. I sustained my 
role as a facilitator by actively listening to their 
responses, leaving my own preferences and 
subjective judgements aside, and guiding them 
to develop sophisticated imagination. The same 
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facilitation skills are applied in teaching young 
children. Two vignettes of this lesson follow. 

The first vignette began with me spotting a tree 
drawn beside the farmer’s house (Figure 1). I 
asked, “what kind of tree is it?” and “what’s 
on it?” My questions caused quite a stir, but 
because I did not want to kill their enthusiasm 
and imagination, I let them interrupt politely 
when they contributed meaningfully with 
their suggestions and follow-up questions. As 
the students were drawing and discussing, the 
lone, generic-looking tree gradually became an 
apple tree; then it stopped being the only apple 
tree when another one was painted on the other 
side of the house. According to the students, 
the trees made perfect spots for the farmer to 
take a break on a hot day.  

The second vignette illustrates that when a 
drama lesson is not burdened with the original 
text and pre-determined answers, the guided 
questioning and facilitation techniques can 
create ideal conditions for free, deep, and 
interactive drama engagement to provoke 
students’ creative urge for expressing new ideas 
through drawing. One student drew a puppy 
beside a vegetable patch because they said that 
dogs were a quintessential farm animal (Figure 
1). At the sight of a puppy standing beside 
rows of plants, another student added a pile of 
dog waste, jokingly adding that the puppy was 
organically fertilising the soil. 

As the students were drawing and giggling in a 
playful and imaginative atmosphere, I observed 
the quirky, cheeky, and very unconventional 
creativity permeating the classroom. It occurred 
to me that when neither teachers nor students 
are confined to a rigid role, when teaching 
and learning are liberated from the normality 
of classroom management, and when teachers 
are supported with the appropriate skills and 
conditions, the creative mind will thrive. 

Regarding the assessment test results, the 
fluency scores in the TTCT conducted in both 
of my classes increased by 12.1%. Moreover, 
in the Student Evaluation of Teaching, 
numerous students wrote that process drama 
can provide them with many new ideas, 
different perspectives, and various strategies 
to dramatise a picture book. The students’ 
performances as reflected by their assignments 
on designing process-drama teaching plans 
also served as further evidence of their 
development of fluency. This course offers 
the students real exposure to a wide range of 
drama conventions, such as the collective 
drawing described here. Those who joined 
the course assuming that story instruction was 
only a page-by-page and text-based approach 
finished with a new-found understanding and 
appreciation for the interactive, creative, and 
reader-response-oriented nature of this age-old 
teaching approach.
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Flexibility is a major dimension of creativity 
and a key thinking skill within the same 
domain. It is defined as “the ease with which 
people can switch to a different approach or 
consider a different perspective” (Baas et 
al., 2013, p. 734) and refers to the ability to 
adapt, change, or switch between concepts, to 
conceive alternative pathways, and to get away 
from mental fixations. In real life situations, 
flexibility may manifest itself in the ways 
we cope with difficulties. If the usual way to 
address a problem is not effective, a person 
who thinks flexibly does not continue with their 
original practice but instead quickly devises 
new approaches. Flexibility, therefore, always 
involves “shifts of meaning or reinterpretations 
in the service of problem-solving” (Guilford, 
1966, p. 188). According to the Torrance Test 
of Creative Thinking (2018), flexibility is 
measured by the score “[representing] a person’s 
ability to produce a variety of ideas, shift from 
one approach to another, or use a variety of 
strategies. A low score indicates a narrow 
range of responses, which may be the result of 
rigid thinking habits, limited knowledge and/
or experience, limited intellectual energy, and/
or low motivation” (p. 17). At the operational 
level, “[flexibility] is seen to seek answers that 
go beyond slight differences and to generate 
new answers that are categorically different 
from those previously given” (Hokanson, 
2018, p. 57).  
 
Flexibility contributes to different aspects of 
learning, communicating, and socialising. In 
particular, it allows the learner to: 

• understand an issue from different 
perspectives 

• produce novel and original ideas 
• make connections between matters that fall 

within different domains or categories 

• understand other people’s situations  
• consider a variety of approaches to a 

problem  
• challenge and override established beliefs 
• quickly adapt to novel or unfamiliar 

environments 
• accommodate unexpected situations 
• entertain different possibilities and 

solutions 
 
Family, education, and the social and cultural 
background all serve to contextualise the ways 
we live, act, and behave; thus, they formulate a 
specific mental schema. To a large extent, such 
a schema also limits the ways we think and 
make decisions. Consequently, strategies that 
teach flexibility focus on encouraging students 
to break free of these background constraints 
and make a conscious shift away from their 
usual thought paradigms while adopting new 
dimensions. For example, teachers may engage 
students in questions or projects that require 
them to challenge their perspectives, to think 
or act in ways that are different from what they 
are used to, to adopt an unusual point of view, 
or to approach things from the perspective of 
unfamiliar disciplines. An example within the 
realm of learning visual arts is to ask students 
to create a painting from the viewing angle of 
an ant, a bee, or an eagle. Another strategy that 
teachers commonly use to foster flexibility is 
to ask students to generate a variety of ideas 
and responses for a specific task. The focus is 
not on the number of ideas generated, but the 
categories to which these ideas can belong. For 
example, a circle can be associated with fruit 
such as oranges, peaches and watermelons, all 
of which belong to the same category. Clocks 
and watches represent a different category, 
and basketballs, footballs and tennis balls yet 
another.  

Introduction

Flexibility
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Example 1

Aesthetics and Art Criticism                                                                                             
Dr. Cheung-on Tam, Department of Cultural and Creative Arts

I tried out various creative thinking skill 
learning activities in the course “Aesthetics 
and Art Criticism.” This course overviews 
aesthetic theories relevant to the Chinese and 
Western cultural contexts and their teaching 
applications in schools. It aims to develop 
students’ abilities in making informed 
responses and judgments to artworks and 
visual cultural phenomena. Through critical 
discussions and presentations, the course 
equips students with the concepts and skills 
that are required to teach art appreciation and 
criticism. The course ran between September 
and December 2021 before the 28 students 
undertook their teaching practice in primary 
or secondary schools. Delivered primarily via 
Zoom due to the COVID-19 pandemic, three 

learning / assessment activities, all designed 
with the aim of enhancing students’ flexibility, 
were introduced in the fourth and seventh 
lessons and the group presentation project. 
 
The activity in the fourth lesson, which 
explored the interpretation of artworks from 
the perspectives of using symbols and signs, 
touched upon aesthetic theories including 
iconology, semiology, and structuralism. I 
began the lesson by introducing artworks which 
contained images of dogs. In each artwork, the 
dog conveys different meanings (see Table 1). 
Working in groups, the students were asked 
to search for artworks that contained a dog(s) 
images and group them into as many different 
categories as possible. 

Artworks  Details Meaning

The Arnolfini Portrait, 1434
Jan van Eyck (1390 - 1441)
Oil on oak
82.2 cm x 60 cm
National Gallery, London

Faithfulness
Loyalty

The Threatened Swan, c. 1650
Jan Asselijn (c. 1601 - 1652)
Oil on canvas
144 cm x 171 cm
Rijksmuseum, Amsterdam, Netherlands

Attack
Danger
Invasion

Beware of Luxury, 1663
Jan Steen (1626 - 1679)
Oil on canvas
105 cm x 145.5 cm
Kunsthistorisches Museum Wien, Vienna

Lust
Greed
Illness

Table 1                                                                                       
Artworks which Contained Images of Dogs
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In the activity in the seventh lesson, which 
was an introduction to children’s aesthetic 
development, students were asked to imagine 
that they were the people in the list below; 
then they had to ask three questions or make 
three comments about the painting, Into the 
World Came a Soul Named Ida (1930), by Ivan 
Albright (1897-1983):  

• a kindergarten child
• a primary five pupil
• a secondary five student (with a gender 

different to your own)
• a housewife in her mid-50s
• a retired police officer 
 
Michael Parsons’ five-stage aesthetic 
development model (1987) was then discussed 
together with students’ questions and 
comments.
 
The final activity had students working in groups 
of five or six presenting a self-chosen theme 
comparing Chinese and Western aesthetics. 
Adopting a role-play format, one student in 
each group acted as the classroom teacher 
while the others acted as students. Through the 
teacher’s presentation and questions and the 
student-teacher dialogue, the purpose of the 
role play was to deliver the main points of the 
chosen theme.  
 
The focus of the first activity was to encourage 
students to think flexibly by discovering as many 
different categories of meaning associated with 
the dog image as possible. The second activity 
focused on engaging students by directing 

them to think from the perspective of others 
and imagine what they would ask or how they 
would respond to a painting. Students needed 
to adopt a totally different mentality from their 
own and consider what others might see, think, 
and feel. Similarly, the group presentation 
assessment activity invited students to think 
in terms of others. The creation of a dialogue 
between a teacher and a group of pupils the 
same age as those they would teach in the 
future required them to think flexibly about 
the kinds of questions they might be asked and 
to imagine the difficulties that the pupils may 
encounter.  
 
In the post-lesson interview, students 
commented that the first activity enhanced 
their creative thinking skills while they were 
engaged in the search for dogs in the paintings. 
Some students found that art could express 
and communicate in ways that they had never 
thought of before. One student mentioned 
that it was good to see the different categories 
created, and that they learnt from other group 
members when a category was proposed which 
was different from the one they had envisaged. 
Students found the second activity interesting 
and creative as it helped them consider the 
painting from the age of the people they were 
pretending to be and to adopt an angle which 
was different from their own. Some of the 
students reflected that the assessment format 
was a better approach since it provided a more 
authentic context within which to deliver the 
presentation, making a deeper impression on 
both the presenters and the audience. 
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In the course, “Curriculum and Assessment,” I 
have incorporated some learning opportunities 
to enhance the flexibility of the BEd (Chinese 
Language) students who participated in the 
course. During an online session teaching about 
the implementation of Bloom’s Taxonomy, the 
instructional steps were as follows:

Figure 1
Example of how to Implement Bloom’s 
Taxonomy

TLS3003 Curriculum and Assessment
Lesson 8: Activity 2.2

Using Bloom’s Taxonomy to design assessment tasks  

Instruction
With reference to the verbs 
table (Activity 2.1), discuss 
with group mates to design 
reliable and valid assessment 
tasks for the following cases

Example

Level of 
students:

UG yr.2

Topic: Curriculum & Assessment – Bloom’s 
Taxonomy

Assessment 
purpose:

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

Bloom’s 
Taxonomy:

Remember/Understand/Apply/Analyze/
Evaluate/Create

Assessment 
Task(s):

1. [Apply] Use Bloom’s Taxonomy to design 
valid and reliable assessment tasks for some 
designated cases.
2. [Create] Design a case to demonstrate how 
Bloom’s Taxonomy can be used in school 
settings.
3. [Analyze] Present the group’s ideas in 
the class and analyze how the suggested 
assessment tasks match certain levels of 
Bloom’s Taxonomy.

First, the students watched an introductory 
video covering the basic concepts of Bloom’s 
Taxonomy. I then elaborated and asked 
questions on the concepts explained in 
the video. Building on an example of how 

Bloom’s Taxonomy was implemented in the 
class (Figure 1), students were grouped into 
10 breakout rooms where they discussed how 
they could adapt the taxonomy in their future 
teaching. There were three sets of learning tasks 
for the 10 groups. Each group was assigned 
two scenarios and topics related to teaching 
Chinese, in which they were required to decide 
on the levels of Bloom’s Taxonomy they 
planned to use. In this way, three or four groups 
worked on the same set of tasks to demonstrate 
alternative pathways, various strategies, and 
different approaches that teachers could use 
when tackling the same situation or problem.

All the groups recorded their discussions in 
a Google document to facilitate progress, 
checking, and content comparison. In the 
review and debriefing session immediately after 
the class activity, students found it was possible 
and sometimes desirable to adopt alternative 
means when teaching the same topic to different 
classes while catering to students’ individual 
learning needs. For example, Table 1 shows 
that when teaching the composition of Chinese 
characters to primary one students, the lower 
difficulty strategy level of “remembering” 
(online stroke matching) might suit the needs 
of lower-achievers, whilst the higher difficulty 
level of “applying” (using a worksheet to 
check the use of the words) may be a better 
alternative for higher-achievers. Table 2 shows 
another example of teaching secondary three 
students to appreciate Chinese Literature. 
Student teachers may set the assessment tasks 
on levels of “understanding” (understand the 
meaning and the main idea of the passage) and 
“analysing” (compare different passages and 
tell the reason why the author has such feelings 
using certain things as topics, etc.). Yet the 
same assessment task could also aim to push 
the higher achievers to the next level by setting 
the “creating” task (using artistic images to 

Example 2

Curriculum and Assessment 
Ms. Rowena Hoi-yee liu, Department of Curriculum and Instruction
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imitate new paragraphs). Finally, Table 3 
captures how student teachers can advance 
secondary one students’ ability by teaching a 
piece of Classical Chinese rhetoric on Mulan, 
moving from “evaluating” (reflecting Chinese 

traditional values) to the top level of “creating” 
(asking students to continue writing the plot 
of a Mulan poem and sharing it with the same 
group for mutual evaluation). 

Primary One: Chinese Characters

Group 2 Group 3

Assessment 
purpose

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

Bloom’s 
Taxonomy

Remember / Understand / Apply 
/ Analyze / Evaluate / Create

Remember / Understand / Apply / 
Analyze / Evaluate / Create

Assessment 
Task(s)

Online stroke matching: show a 
Chinese character and ask stu-
dents to match strokes to spell 
the correct stroke. (MC ques-
tion).

[Remember]: Remember how to write the right Chinese character 
(doing dictation).
[Understand]: Understand the meaning of words (quiz, examination, 
summarise Chinese words with the same radical).
[Apply]: Giving students WS to check the use of the words.

Table 1
Pair One – Two Groups’ Various Assessment Tasks for Primary One Students

Secondary Three: A Taste of Chinese Literature

Group 4 Group 5

Assessment 
purpose

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

Bloom’s 
Taxonomy

Remember / Understand / Apply / 
Analyze / Evaluate / Create

Remember /Understand / Apply / 
Analyze / Evaluate / Create

Assessment 
Task(s)

[Understand]: Understand the mean-
ing and the main idea of the passage.
[Analyze]: Compare different pas-
sages and tell the reason why the 
author has such feelings / use certain 
things as topics, etc.

[Understand]: Ask students to explain the main idea of the con-
text and the feelings.
[Analyze]: Find text sample & ask questions. Can analyse the 
text independently according to the perspective learned in class 
and give their own impressions.
[Create]: Use artistic image to imitate new paragraphs.

Table 2
Pair Two – Two Groups’ Various Assessment Tasks for Secondary Three Students
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In sum, students learned the importance of 
flexibility in teaching when facing variables 
such as student ability, prior knowledge, year 
level, and assessment purpose. Therefore, 
switching to different teaching and assessment 
approaches or using a wide range of strategies 
to cater for students’ diversified learning needs 
was encouraged.

Regarding the effectiveness of the treatment, 
although the TTCT does not test for flexibility, 

by comparing the creativity index national 
perrcentile of the experimental and control 
groups, it showed a net effect of treatment 
of 15.9%. In other words, the treatments 
were deemed to be effective in nurturing 
students’ overall creative thinking skills. 
This improvement was also confirmed by the 
students’ self-report inventory which showed 
they perceived themselves as being more 
creative after taking the course.  

Example 3

Foundations of Hong Kong Studies 
Dr. Gordon Yiu-ming Chan, Department of Social Science

Creative teaching strategies were applied 
in “Foundations of Hong Kong Studies,” a 
course which intends to provide students with 
basic knowledge on different aspects of Hong 
Kong society. Since the scope of the teaching 
content is broad, a selection of topics is used 
as examples for discussion in class. Students in 
the course (36 in total in 2021/22) came from 
diverse backgrounds: about half were newly 

admitted as senior entry students who took the 
course as a mandatory requirement from the 
programme, “Global and Hong Kong Studies;” 
the other half were students from various 
programmes and years of study, who took the 
course as an elective.     

The Torrance Incubation Model (TIM) was 
adopted as a framework for integrating the 

Table 3
Pair Three – Two Groups’ Various Assessment Tasks for Secondary One Students

Secondary One: Classical Chinese Mulan

Group 7 Group 8

Assessment 
purpose

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

1. Selection & placement
2. Accountability  
3. Diagnosis
4. Support learning

Bloom’s 
Taxonomy

Remember / Understand / Apply / Analyze / Evaluate 
/ Create

Remember / Understand / Apply / Analyze / 
Evaluate / Create

Assessment 
Task(s)

[Remember]: Tacitly write the article; Fill in the 
blanks with important sentences in the article.
[Apply]: Role play- let students play the scene 
of Mulan joining the army to have a deeper 
understanding.
[Evaluate]: Write sentences according to the main 
idea; fill in the blanks with special classical Chinese 
phenomena (e.g., use of parts of speech, polysemy of a 
word, different meanings of ancient and modern).
[Create]: Ask students to continue writing the plot of 
Mulan and share it with the same group for mutual 
evaluation.

[Remember]: Recite the passage
(verbally/dictation).
[Analyze]: Analyze the main points of each 
paragraphs. Analyze the personality of the 
roles.
[Understand]: Ask for the explanations 
of the important sentences. Ask for the 
meanings of some single vocabulary.
[Evaluate]: reflect the traditional value of 
Chinese.
Analyze / Understand / Evaluate: Worksheet 
/ Small quiz.



33

Flexibility

dual goal of teaching the course content 
and developing students’ creative thinking 
skills (Burnett & Keller-Mathers, 2017). To 
this end, I combined the TIM framework 
with a problem-solving approach, which is 
commonly employed for training creativity. 
As such, my strategy for teaching creative 
thinking required students to devise practical 
solutions to problems arising from prominent 
social issues. Three social issues were chosen, 
namely, the Small House Policy, the Greater 
Bay Area, and policies to combat COVID-19, 
because they had been discussed in lectures; 
however, they could not be examined further 
due to time constraints. In line with the TIM 
framework, activities preparing students to be 
creative problem solvers covered three stages. 
In stage one, “Heightening Anticipation,” I 
established three online brainstorming forums 
corresponding to the issues for students to 
exchange their initial thoughts. Stage two, 
“Deepening Expectations,” took the form of 
a tutorial discussion conducted a week or two 
after the brainstorming exercise ended. In 
each of the three rounds of tutorial discussions 
(approximately two hours), students worked in 
groups to either lead or participate in in-depth 
discussions of one issue. Finally, in stage three, 
“Extending the Learning,” students submitted 
a policy proposal detailing solutions to any one 

of the problems discussed in the tutorials as 
their individual assignment. 
 
Two of the above-mentioned activities are 
pertinent for developing students’ flexibility. 
The first one was the online brainstorming 
forums. Brainstorming is frequently used 
to encourage the exchange of ideas and 
stimulate new thoughts. Applying it to the 
course, I constructed forums in Moodle for 
students to brainstorm the issues and arouse 
their curiosity and interest for the subsequent 
tutorial discussion. In each forum, a few 
open-ended questions were assigned as the 
focus of discussion, but these questions were 
deliberately drafted in a very broad manner 
to allow room for students to contribute their 
ideas freely. Marks for this activity were 
awarded to students if they posted a reply at 
least once. They were told that no assessment 
would be made on the quality of their posts, 
and hence there should have been no concern 
about posting “wrong answers.” Further, 
students were given sufficient time (more than 
a week) to complete the activity. However, it 
was disappointing that no student posted more 
than one reply. Nevertheless, some did share 
diverse views and elaborated on them in their 
posts (Figure 1). 

Re: Forum-Class Activity 2-Greater Bay Area 
by Student L - Monday, 18 October 2021, 3:22 PM 
Reason(s) for the new growth engine: 1) the widening wealth gap, 2) low social (upward) mobility, 3) lack of diversity of 
industries (only rely on tertiary industries), 4) strengthen the capacity to mobilize societal participation. 
Purpose of Greater Bay Area (GBA): 1) build a cooperative framework between Hong Kong, Macau, and Guangdong 
to facilitate their integration 
Factors that would facilitate the development of GBA: 1) monetary support from the government to attract the SME, 2) 
open market structure, 3) offshore renminbi business hub, 4) international asset management centre and risk management 
centre, 5) international legal and arbitration services, 6) skillful working population, 7) costal location, 8) international 
financial, shipping and trade centre, 9) bi-language, 10) international metropolis.
Factors that would inhibit the development of GBA: 1) misunderstanding and anti-Chinese sentiment of HK people, 2) 
“sloppy” attitude towards its cooperation with Mainland China, 3) the current practice of “positive non-intervention,” 4) 
the philosophy of fiscal policy, 5) political situation.
Conflicting point: 1) Does HK really need the GBA opportunities to achieve purpose 1234? vs. the alternative option (e.g. 
other policy or join other international project), 2) How do get majority support when there is a tensive political relation-
ship between HK and China? vs. the government may harm its legitimacy if showing a strong attitude to force some of the 
business to join the scheme, 3) the gain from the project (maybe purpose 1234) vs. the loss (giving up the original policy 
environment), 4) upload the international trade vs. the local one, 5) parenting style government (benefit > harm from gov-
ernment’s perspective so have to do) vs. let the majority to choose in or out by themselves.

Figure 1
Example of One Student’s Posts
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Also relevant for cultivating students’ flexibility 
were the tutorial discussions which aimed 
to probe deeper into some major questions 
identified in the brainstorming forums. What 
was special about the tutorials, however, was 
that students were largely the ones who were in 
charge. Each group of students had one chance 
to play the role of the leader who decided on 
both the questions and the activities for leading 
the discussion. An Activity Plan was provided 
for the students to document their plans / tools 
for fostering the discussion and reflecting on 
the actual implementation (Table 1). It was my 
hope that such an arrangement, i.e., by shifting 
students’ roles from learners to facilitators 
of learning, would encourage them to “shift 

from their usual paradigm of thought” (see 
the Introduction of this thinking construct). 
According to interviews with students, they 
generally found that leading the tutorial 
discussion (as opposed to merely participating 
in it) enhanced their creativity. As leaders, they 
were mindful of helping other classmates to 
appreciate different perspectives on the issues 
(Figure 2). On the other hand, they also realised 
that not everyone would participate actively in 
discussion, and this prompted them to devise 
different measures or tactics to engage students 
more effectively (Figure 3). It appears that the 
strategy of assigning students to leadership 
roles is useful for promoting their flexibility.      

Class Activity 3 - Law and COVID-19

Person in 
charge

Content Time 
allocation

Student A

Student B 

Introduction:
-Introduce rules of the game: students need to participate and type in their 
name, otherwise they will be marked as absent.
Ready for the Quizizz:
-Check attendance, invite participants to find the missing participants if 
needed.

5-min

Student D Interactive game (Quizizz):
-Using Quizizz to test students’ general knowledge of several regulatory 
measures in Hong Kong. 
-Ask students about the information of regulatory measures according to the 
class reading and their daily experience.
-Students will answer some multiple choice and true / false questions. At the 
end, they will have a chance to express opinions on “Leave Home Save” and 
collecting personal information by filling forms.
-Explanation will be provided after each question.

10-min

Student B & C
Student A & D

Reporting: Explain our rationale and review students’ performance.
Summarise students’ opinions in Task 1: Screen capture students’ response of 
last two questions in Quizizz to the presentation.

5-min

Rationale:             1) Check students’ attendance
                             2) Reward the hard-working students
                             3) Value students’ perception and feelings as input of our discussion
                             4) Prepare students for the subsequent discussion

Table 1
A Sample of the Activity Plan
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Figure 2
Padlet Sticky Notes for Tutorial Discussion

Figure 3
Padlet Sticky Notes with Student Numbers

Note. Students used the Padlet app in the tutorial discussion for participants to express their views and 
read the views of others.

Note. Participants were asked to indicate their student number in the comments so that if the Leader 
Group of the tutorial wanted, they could ask a specific participant some follow-up questions.
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Connecting and Synthesising

Connecting and synthesising, as a category of 
creative thinking, refers to the act of combining 
and synthesising ideas together into a single 
cohesive thought or unit (Guilford, 1950, p. 
453). Creative people show a superior ability 
to make connections between seemingly 
unconnected objects; also, when making 
connections between related objects, they do 
so in ways that may not seem immediately 
obvious (Runco & Acar, 2019). For instance, 
when asked to make a connection between 
oranges and limes, the obvious connection is 
that both are fruit. A more remote observation 
might be that oranges and limes are similar in 
that both are the same color on the inside and 
outside (as opposed to other types of fruit, such 
as watermelon).

Connecting as an act of creative thinking 
manifests itself and proliferates as part of 
learning and development. For instance, 
children engaging in play make meaningful 
learning connections and demonstrate creative 
connections by pretending that a plastic banana 
is a mobile phone, thus making a creative 
connection between shape and function 
(Hui et al., 2019). In addition to research 
findings showing that connecting is part of the 
developmental process, there is also evidence 

that the act of making connections can have 
a positive influence on students’ creative and 
cognitive development (Scott et al., 2004). 
Further, regarding creative training, studies 
(e.g., Yi et al., 2015) have found that providing 
models and examples to students can foster 
their ability to make connections as well as 
other modes of divergent and creative thinking. 

To promote students’ abilities to make 
connections, teachers should provide: a) 
models of creative thinking; b) ample practice; 
and c) time to think and reflect. Teachers should 
demonstrate how to make connections. Next, 
students should be provided with opportunities 
to practice making connections with feedback. 
Such practice might include opportunities 
to make connections between related and 
unrelated objects. This could be something that 
is personally meaningful to the students. In 
addition, teachers can design competitions that 
challenge students to find connections between 
two seemingly unrelated objects. Finally, to 
further foster students’ imagination, it has been 
suggested that learners be given ample time to 
disengage from external stimuli, look inward, 
and reflect in order to make novel connections 
(Gotlieb et al., 2019).

Introduction
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Example 1

Creativity in Music                                                                                             
Dr. Chi-hin leung, Department of Cultural and Creative Arts

The course entitled “MUS2170 Creativity 
in Music” aims to teach participants about 
the nature of creativity through music. The 
course examines established theories and 
practices involving creativity in music, 
creative thinking, composition, creative 
performance, improvisation, and creative 
listening. Students participate in various tasks, 
including evaluating the nature of creativity 
in selected musical works and creating 
music in diverse styles for different contexts. 
Students learn various kinds of genres, from 
Baroque to Contemporary music and from 
traditional Chinese to Western pop music. 
They are equipped with skills in composition 
by attending a series of hands-on workshops 
about using Max MSP for programming, Synth 
Kits for building electronic instruments, and 
Soundtrap for sequencing. Groups of students 
create their original music compositions as the 
final product of the course. 

Since the course is an elective for all 
undergraduate students, the musical background 
of students ranges from neophyte to music 
major. The design of the activities assumes 
everyone should be able to learn how to create 

music without barriers. One of the assignments 
is to build a creative music portfolio with 
STEAM elements. A group of three to four 
students composes a piece of original music 
collaboratively by using techniques covered 
in the course, such as sequencing, recording, 
building electronic blocks, and coding, which 
serve to aid artistic purposes. Students are also 
encouraged to make use of their musical skills, 
such as their ability to play an instrument, to 
support their original music creation. The 
performance duration of the creative output 
in video format should be around three to four 
minutes. 

Music creation is always abstract and 
imaginative. My strategy in guiding students 
to create music is to provide demonstrations 
as models, progressive creation-oriented tasks, 
and ample time for creating and reflecting. 
No matter what compositional skills I am 
teaching, I always use simple questions to 
demonstrate the process, for example, “what’s 
the weather like today? is it cloudy? how can 
we think in sound and depict today’s weather?” 
I ask students to describe the atmosphere 
on a cloudy day. What sound can we use to 
depict such a scenario? I demonstrate how to 
do it with simple musical materials with long 
rhythms and static pitch-class sets. Meanwhile, 
I provide musical excerpts composed by 
renowned composers to give more relevant 
models. To create a complete work from 
scratch is not as easy as imagined. I divide the 
project into tiny tasks in which students try to 
create short gestures to depict their ideas. The 
process is like learning a language in that one 
may use different words to describe the same 
scenario. After many attempts, students reflect 
and share their thoughts about what they have 
achieved and how others may perceive ideas in 
sound. Students are then asked to express their 
thoughts during a consultation session, i.e., 

Figure 1
Demonstrating Music-Making with the Use of 
Max MSP
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how to compose the sound, and why the sound 
fits into the idea.

I further provide my thinking model in 

composition by using my “5-con” approach, 
which includes conceptualising, constructing, 
connecting, contrasting, and continuing. In 
the first step of the approach – conceptualising 
the artistic goal – students are stimulated by 
the creative compositions composed by giant 
figures. Then, students construct the motive and 
gesture of their composition to generate new 
sounds. However, sound is not music. Making 
sense of organised sound is essential. Most 
importantly, giving meaning and expression 
to sounds connects musical knowledge, skills, 
and life experiences which makes the sounds 
come alive. Musical development provides 
unity, and composers use contrast to create 
musical surprise. Finally, we continue to reflect 
and refine to improve the product. This is the 
way I guide students to synthesise information 
in a novel way.  

Example 2

English for Academic Purposes                                                                                          
Dr. John Rogers, Department of English language Education

The context for this example is drawn from 
a course on academic writing. This course 
is a required component as part of the 
undergraduate curriculum in a Bachelor of 
Education in English Language Programme, 
in which all the students in the programme 
are currently enrolled. In the course, which 
is taught in English, students are exposed to 
two written academic genres (analytical report 
and exposition) and one spoken genre (oral 
presentation). By the end of the course, they are 
expected to produce texts of the same genres.

The course takes a genre-based approach 
to learning and uses model academic texts 
extensively as units of analysis. Students 
are provided with model texts of genre types 
that frequently occur in their classes and 
are guided to critically read and engage in 
detailed deconstruction of these texts through 
several collaborative and independent learning 
activities. These activities have various 

focuses, including language functions (such as 
analysing grammar) and activities designed to 
heighten students’ awareness of text structure 
while potentially raising their creative thinking 
processes (see example below). These activities 
build towards the students producing each genre 
collaboratively, and ultimately, independently. 
All the students in the course are in the first 
semester of their first year at the university. 
Due to the ongoing COVID-19 pandemic, the 
particular course described here was delivered 
in online mode primarily via Zoom. 

This activity is broadly conceptualised as a 
“What if” activity and is intended for students 
to broaden their creative thinking skills in 
making connections between the sequences 
of the stages of one academic genre and the 
impact that this might have on the reader. This 
lesson was conducted several weeks into the 
semester. The students at this point had been 
introduced to the expository essay and were 

Figure 2
Guiding Students to Connect Sound and 
Meaning
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familiar with its basic structure and stages. As 
part of this activity, the students were first given 
some time to individually read and identify the 
stages of a short new model expository essay. 
The students were then put into groups and 
given the following discussion questions:

1. What is the communicative purpose of the 
text?

2. Do you think the text is staged 
appropriately? Why / Why not?

3. What if…? What if we moved the 
recommendation to the beginning? What 
would the effect be on the reader?

The students then discussed the questions in 
breakout rooms and posted their responses as a 
group on Padlet (www.padlet.com)

Below are examples of responses from three 
groups, which represent the groups’ creative 
thinking in the form of making connections. 
For instance, in Sample 1 (Figure 1), Group 
4 concluded from the “What if” activity that 
putting the conclusion at the beginning would 
make the exposition unclear. Similarly, in 
Sample 2 (Figure 2), another group stated 
that rearranging the order might confuse the 
readers.

In both cases, the students attempted to 
make connections; however, they were not 
completely successful because they were 
focused on the clarity, rather than the content, 
of the argument. In Sample 3 (Figure 3), the 
group make the connection that putting the 
recommendation first can give the impression 
that the author is not giving equal consideration 
to both sides of the issue.

From the Samples above, it appears that the 
“What if” activity was successful in promoting 
the creative strategy of making connections. 
There was, however, mixed success regarding 
the degree to which the students were able to 
make the correct connection. Uncertainty also 
remains regarding how much the students felt 
the strategy was effective in promoting their 
creative thinking. Semi-structured interviews 
were conducted with four students in the 
course during which they were asked to rate the 
activity and then explain whether they felt it was 

Connecting & Synthesising

Figure 1
Sample 1

Group 4
1. Issue can introduce the following 
of context 
A can explain part of the truth 
B can explain a side by side 
or progressive argument and 
recommendation can conclude 
opinions and give your own opinion
2. We think it is undoubtedly that 
this context is staged appropriately, 
because it is logical and persuasive

E: it will make the exposition unclear

Figure 2
Sample 2

Figure 3
Sample 3

EQ1: The reader will not get the gist of 
the piece as there is no given context of 
the writer skipped the issue off the bat 
(not in chronological order). The piece 
will become argumentative rather than 
a two sided discussion if one side of 
the paragraph were to be skipped.

Additional Q: If put the 
recommendation out at first, there 
will not background things to offer to 
readers to know about the topic. If the 
writer skip the middle paragraphs, there 
will no support and argument about 
the topic , which will make readers 
confusing.
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beneficial in promoting their creative thinking 
and whether the skills were transferable to other 
courses and activities. Overall, the students, 
were positive about the activity and felt that 
it was beneficial in promoting their creativity. 
Some excerpts are below.

I will give a four out of five. Because this 
activity asks us to imagine what if the essay 
structure was rearranged, what the effect would 
be on the reader. We would use our imagination 
to imagine the essay in the wrong order and 
imagine what would I feel if I am the reader. I 
think it’s a way of thinking that enhances our 
imagination. (Student 1)

When we shuffle the order, we need to think 

about it from a negative perspective, like we 
should put this move here, and then put the 
next move there, which makes us think more 
creatively / critically. (Student 3)

I will also give a four. In grammar or linguistic 
courses, I think there are few chances to use 
creative thinking. However, in my daily life, 
such as talking to people, I think such skills will 
be useful. (Student 1)

Taken together, the students’ work and their 
interview responses suggest that the outlined 
strategy was effective in promoting the use of 
the creative strategy of making connections 
/ synthesising information, and the students 
were able to see the value in the activity.

Example 3

Teacher Leadership for School Improvement                                                                                         
Dr. Eric Chi-keung Cheng, Department of Curriculum and Instruction

This course, entitled “Teacher Leadership 
for School Improvement” in the Master 
of Teaching programme, aims to develop 
students’ knowledge and leadership skills 
to build professional learning communities 
and improve instructional design while 
enhancing teaching and learning outcomes. 
The course is conducted with lectures and 
group discussions; for assessment, students 
conduct a group presentation and submit an 
individual assignment. The intended learning 
outcome is to frame and outline literature 
reviews drawn from various sources and 
articles. I use a compare and contrast strategy 
to help students connect and synthesise their 
ideas into a well-articulated paper facilitated 
by mind-mapping activities. Via metacognitive 
teaching and learning activities, the example 
below illustrates the teaching strategies for 
conducting a literature review which nurtures 
students’ connecting and synthesising using a 
concept map. 

Using self-questioning, think-aloud, and 

modelling, students’ awareness of developing 
a framework for effective reading and 
understanding of literature can be aroused.  

Self-questioning
I begin the self-questioning with the following 
questions:  

1. What is the purpose of literature reviews? 
2. Why are literature reviews important? 
3. What are the different parts of a paper?
4. What is the research focus of the paper? 
5. What is the problem to be addressed in this 

paper?
6. What is the case selected for the study?
7. What is the main claim?
8. What is the conclusion?

Think-aloud and modelling
I give a brief presentation using think-aloud 
and modelling for writing an effective literature 
review. I then provide students with well written 
and poorly written examples of literature 
reviews and asked them which is which, while 
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offering the criteria for judging. The criteria 
include: providing a topic sentence; avoiding 
irrelevant information; and synthesising more 
than a single idea. 

Concept mapping

Concept mapping (Figure 1) is one proposed 
way to help students visually see and connect 
the ideas and theories they are studying to see 
how they come together to inform their work. 
I constructs the concept map with the students 
through interactive questioning and answering. 

Group activity for discerning the concept of 
synthesising 
I separate and teach the different parts of a 
literature review by putting the students into 
small groups and handing each group a set of 
sub-sections of the review of  literature randomly 
distributed on pieces of paper. The structure of 
a paper is separated into the research focus, 
case selection, main claim, and conclusion. 
Students benefit from learning about working 
on each part separately. Although blending the 
different parts of the literature review into one 
unit is easy for the students, it is helpful for 
them to conceptually think about each part and 
section. The students benefit from working on 
sub-sections of a literature review across time. 

I then ask students to re-assemble a few sub-
sections into a working literature review of a 
few paragraphs, creating a topic sentence for 

each part in 20 minutes. The activity helps the 
students understand there is no single right way 
to organise a literature review. They can do it 
in various ways, although it is often around 
similar themes. After that, each group shares 
how they organised their review and the topic 
sentences for each part. 

In this way, the students effectively demonstrate 
their understanding of the same information by 
connecting and synthesising, and I have them 
tell me why their literature review is better than 
that of other groups. In this way, they answer 
the captioned questions. Comparing and 
contrasting can then be applied to help students 
discern examples of summary and synthesis 
while comparing the differences between 
the two; students can then list the criteria for 
judging a well-organised paper.

Figure 1
Concept Mapping



42

Sensitivity

Sensitivity, often described as one of the 
mental traits shared by creative people, is 
typically perceived as a feature of one’s 
temperament or disposition (Runco, 2014). 
Instead of being a specific cognitive ability, 
it refers to an awareness of incompleteness, 
the detection or discovery of problems, an 
attention to detail, and the state of being 
sensorily perceptive. Torrance (1974) defined 
creativity as “a process of becoming sensitive 
to problems, deficiencies, gaps in knowledge, 
missing elements, disharmonies, and so on” (p. 
8). Sensitivity is related to creative thinking; 
sensitive people can sense subtle differences, 
spot mistakes and errors, and absorb more 
information or stimuli, all of which contribute to 
solving problems and possibly generating new 
ideas and connections. Guilford (1962) further 
states that “the unusually creative person has 
a high degree of sensitivity to problems. One 
person notices something wrong or in need of 
improvement, whereas another fails to observe 
defects, deficiencies, or errors. The observation 
of imperfections starts the creative person on his 
way to creative production. The observation of 
inadequacy of solutions also keeps the creative 
thinker at work on his problem” (p.17).

Manifesting itself across different walks of life, 
and having a positive correlation to creativity, 
sensitivity can contribute to:

• becoming emphatic and understanding the 
moods, emotions, and needs of others

• being responsive to different kinds of 
perceptual stimuli such as sounds, scents, 
and sights in the environment

• thinking deeply and finding meanings
• seeing the critical features of an issue
• reacting positively to solitude and having 

the space and time to engage in careful 

planning and problem solving in profound 
depth 

• noticing hidden connections and patterns 
among ordinary things

• spotting cues and signals that go unnoticed 
by others

• remembering important information 

Accomplished artists, musicians, performers, 
and writers are often described as creative 
individuals endowed with highly sensitive 
minds (Bridgesa & Schendanc, 2019; Feist, 
1998; Lang & Ryba, 1976). In addition, 
there is plenty of anecdotal documentation 
on the different ways that sensitivity can 
contribute to the creative endeavours of 
such people. Although its measurement falls 
primarily within the discipline of biological 
science and neuroscience, sensitivity can be 
fostered and contribute to the development of 
creativity through interactions with appropriate 
environments and other cognitive faculties. 
Likewise, there are some activities, such 
as the noticing of subtle differences, which 
can promote students’ sensitive tendencies. 
To develop such abilities, teachers may 
engage students in exercises that develop 
their observational skills and enable them to 
pay closer attention to and understand their 
surroundings. For example, visual arts teachers 
may ask students to collect small objects of 
the same basic colour, but that vary in terms 
of their tones and shades. A display of all these 
collections demonstrates how easily a variety 
of colours within the same environment can 
go unnoticed. Scheduling breaks and time for 
solitude are also recommended within lessons 
to allow rest time for sensitive students who are 
receptive to an abundance of stimuli from the 
environment.

Introduction
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Example 1

Aesthetics and Art Criticism                                                                                             
Dr. Cheung-on Tam, Department of Cultural and Creative Arts

I tried out various creative thinking skill-
learning activities in the course “Aesthetics 
and Art Criticism.” This course is an overview 
of aesthetic theories relevant to Chinese 
and Western cultural contexts and their 
teaching applications in schools. It aims to 
develop students’ abilities to make informed 
responses and judgments about artworks and 
visual cultural phenomena. Through critical 
discussions and presentations, the course 
equips students with the concepts and skills 
that are required to teach art appreciation and 
criticism. The course ran between September 
and December 2021 before the 28 students 
undertook their teaching practice in primary 
or secondary schools. Delivered primarily via 
Zoom due to the COVID-19 pandemic, one 
learning activity was introduced with the aim 
to enhance students’ sensitivity in the eighth 
lesson.

The eighth lesson introduces ways of connecting 
art criticism with art-making activities. The 
hope is that students, when planning their 
curriculum during teaching practice, can 
formulate art criticism themes in conjunction 
with relevant artworks, using the teaching of art-
making to continue their exploration. A theme 
can focus on styles, forms, artists, techniques, 
expressions, or art movements that are typical 
of traditional historical methods. A theme can 
also be a framework that binds the artworks 
together, ranging from concerns about broader 
issues of human existence, such as courage, life 
and death or social justice, to those of everyday 
life, such as insects, a memorable object, or 
a birthday celebration. Based on their own 
interpretations, students have to decide which 
artworks to include, and then create narratives 
that demonstrate how these works are related 
to the theme.

Artworks  Close-up of the fly Details

Portrait of a Carthusian, 1446
Petrus Christus (c. 1410/1420 - 1475/1476)
Oil on wood
29.2 cm x 21.6 cm
Metropolitan Museum of Art, New York

Christ Supported by Two Angels, c. 1490
Giovanni Santi (c. 1435 - 1494)
Oil on canvas
66.5 cm x 54.5 cm
Museum of Fine Arts, Budapest

Table 1                                                                                     
Artworks which Contained a Fly / Flies
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Artworks  Close-up of the fly Details

Madonna and Child, c. 1480
Carlo Crivelli (1430 - 1495)
Oil on canvas
37.8 cm x 25.4 cm
Metropolitan Museum of Art, New 
York

Portrait of the Artist and his Wife, 
c. 1496
Master of Flemish (1460 - c. 1533)
Oil on panel
38 cm x 26 cm
Royal Museum of Fine Arts, 
Antwerp

In a Roman Osteria, 1866
Carl Heinrich Bloch (1834 - 1890)
Oil on canvas
148.5 cm x 177.5 cm
National Gallery of Denmark, 
Copenhagen

With reference to five paintings (Table 1) 
featuring various periods and artists1, I 
asked students whether they could spot any 
commonalities among them. I encouraged 
them to scan the painting surfaces from top 
to bottom, left to right and back to front (the 
imaginary depth) with the aim of enhancing 
their observational abilities in ways that could 
develop their sensitivity to visual stimuli. When 
the students finally discovered that there was a 
fly / flies in each painting, they were invited 
to discuss the reasons why this insect had been 
included. 

Based on the post-lesson student interviews, 
it was agreed that the activity helped them 

make keener observations of the paintings. 
Some students admitted that they were unable 
to find the connection between the selected 
paintings because they had never thought that 
flies (or insects) could be a theme. They found 
it interesting to know that flies could be an 
expression of mortality, a way of impressing 
upon the viewer the artist’s skilful painting 
techniques, or an indication of the hygienic or 
climatic conditions of the environment being 
portrayed. The activity also inspired students 
to notice “abnormal” aspects when they look at 
artworks in the future. 
 
The Solomon four-group design was adopted, 
and the TTCT was used as the measuring 

1  Adaption of ideas from the book 宮下規久朗，楊明綺譯（2016）：《這幅畫，還可以看這裡》，臺北市，新經典
圖文傳播有限公司。



45

Sensitivity

instrument of the students’ level of creative 
thinking at the beginning (pre-test) and the 
end (post-test) of the course. Half of the class 
(14 students) was randomly assigned as the 
experimental group. Since participation in the 
test was voluntary and the course was delivered 

online, only four students completed both the 
pre- and the post-test. According to the Solomon 
analysis, the net effect of treatment was 18.5%, 
suggesting that a slight improvement in the 
students’ creative thinking skills emerged as a 
result of the teaching activities detailed above.

Example 2

Gateway to Music                                                                                             
Dr. Yang He, Department of Cultural and Creative Arts

“Gateway to Music” is an introductory course 
for year one students consisting of 13 lessons 
over the semester. It is a compulsory course for 
Visual Arts major students in the Bachelor of 
Creative Arts and Culture programme. Topics 
in the course include: Music in the Community, 
Musical Elements, Musical Instruments, Music 
History, Music and Technology, and Music 
Appreciation. These topics are explored via 
various in-class activities throughout the 
course. Below, I introduce two activities, 
Group Performance and Guest Workshops, 
and discuss how they have enhanced students’ 
sensitivity. 

Activity 1. Group Performance
Students were divided into groups at the end of 
the semester to prepare for group performances. 
Students planned performances, which 
include the programme, format, selection 
of instruments and vocals, and the creation 
of props. There were many opportunities 
for students to produce their creative works 
throughout the semester, but not everyone had 
the opportunity to perform them. Thus, this 
group performance allowed them to showcase 
their creative thinking skills in project-based 
learning; it also fostered their creativity while 
collaborating with others.

Since students were in their first year of studies, 
they were unfamiliar with their peers. Most of 
them had no musical / performance experience 
and they may not be comfortable performing in 

front of an audience. This activity was designed 
to increase students’ self-awareness and 
understanding of team dynamics by engaging 
them in a situation in which they need to be 
aware of the needs of others. Upon completion 
of the course, one student commented: 

Although I was nervous at that moment, I 
felt so happy that I could stand in front of 
everyone and sing the song rearranged by 
our groupmates. It changed my perspective 
on appreciating music. And it was a great 
experience for me to do research and make 
analysis by using the elements that I learned 
from the lesson practically. (Student E) 

Activity 2. Guest Workshops
There were two guest workshops during the 
semester, one jazz and one composer. The 
jazz workshop delivered basic jazz-related 
knowledge to students, such as instruments, 
genre, and classic piece appreciation. 
Students were then invited to improvise 
short compositions together with the guest 
and perform. In the composer workshop, a 
guest music educator was invited to stimulate 
students’ ideas and creativity in composing. For 
example, during one activity, the guest guided 
students to create a melody using the intonation  
of their name in Cantonese pronunciation. 

Jazz itself is a creative music genre. Students 
were more likely to respond favorably to 
unexpected sounds in this activity. The 
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improvisation and experimental nature of jazz 
music can encourage students to think of new 
musical ideas. This led to increased cognitive 
sensitivity and flexibility in students’ creative 
thinking. The following are two comments 
from students who completed the activity.

How can wrong notes be played so amazingly 
you might think? It is because jazz focuses 
on personal expression and openness to all 
influence. Therefore, playing jazz music is 
flexible. You even cannot guess how the song 
will go on. (Student R)

It is a unique experience for me to watch a jazz 
music performance in school. People will not 
care too much on the note you play is correct 
or not in jazz music, as they think it is a creative 
idea to change some of the notes of the original 

song. (Student T)

The above examples show that students became 
more sensitive towards their insecurities 
and the power of their peers via group 
performances. They also experienced and 
understood the significance of trial and error 
through composition and improvisation in jazz 
music workshops. 

According to a quantitative analysis of the Self-
report Inventory conducted on students who 
completed the course in 2021, the change in 
Sensitivity was not significant. However, from 
the qualitative findings, the students appeared 
aware of the importance of creative thinking 
skills and started to perceive themselves as 
creative; they were also willing to take risks to 
use different ways to solve problems. 

Figure 1                                                                                     
A Student Performing
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Elaboration as a category of creative thinking, 
refers to the ability to make ideas “richer, more 
interesting, or more complete” (Treffinger et 
al., 2002, p. 12).  In this sense, elaboration 
can be viewed as a facility for adding a variety 
of details to information that has already 
been produced, whether it is an outline for an 
academic essay, a painting for art class, a poem, 
or a scientific theory, etc. Further, this facility 
can evaluate the impact of the addition of 
details such as whether the changes have made 
an original poem more (or less) interesting or 
aesthetically pleasing (Hokanson, 2018). In 
this sense, the construct of elaboration also has 
a quantitative element in that it is interested in 
the number of details that might be added as part 
of the creative process. This notion is reflected 
in many standardised tests of creativity (e.g., 
the TTCT; Torrance, 1972). 

Like other creative thinking constructs, 
empirical research has observed positive 
relationships between play and the development 
of creativity. Further, activities that encourage 
students to stretch their imaginations to 
engage in creative processes, such as role 
play activities, have been shown to facilitate 
these creative processes for various purposes 
at later stages of life (Russ & Doernberg, 
2019). A second contribution of elaboration to 
learning is its link to the ability to work well in 

a team environment. As elaboration of an idea 
involves giving substance to an idea to support 
its fitness for a purpose (Ramalingam et al., 
2020), teams comprised of individuals who 
build upon and transform each other’s ideas 
towards an intended outcome tend to be more 
effective (Reiter-Palmon et al., 2019).

As noted, elaboration has the quantitative 
nature of adding details to an idea. For 
instance, in a science class, students might add 
details as they annotate a diagram or image of a 
plant, cell, or insect, etc. In language arts, they 
might use a pre-existing word list to compose 
a story, or add details and figurative speech to 
an existing passage, etc. (Shively, 2011). As 
a first step in this process, the teacher might 
model what it is the students are expected 
to do, encouraging them to produce more 
details about the minimum amount required to 
communicate the main idea (Torrance, 1972). 
In other words, students should be encouraged 
to elaborate beyond what is typically expected. 
Next, students should be provided with 
opportunities to work together in groups to 
build upon each other’s’ ideas. Finally, students 
should be given time to reflect on the impact of 
their elaborations, e.g., did they make the story 
more interesting or aesthetically pleasing? Or 
did they have a negative impact? 

Introduction

Elaboration
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Example 1

Foundations of Hong Kong Studies 
Dr. Gordon Yiu-ming Chan, Department of Social Science

This example is also taken from the 
“Foundations of Hong Kong Studies” 
course cited in the sections on flexibility and 
resistance to premature closure in this book. 
The course intends to provide students with 
basic knowledge on different aspects of Hong 
Kong society. Since the scope of the teaching 
content is broad, a selection of topics is used 
as examples for discussion in class. Students in 
the course (36 in total in 2021/22) came from 
diverse backgrounds: about half were newly 
admitted as senior entry students who took the 
course as a mandatory requirement from the 
programme, “Global and Hong Kong Studies;” 
the other half were students from various 
programmes and years of study, who took the 
course as an elective.     
 
As mentioned in the previous section on 
flexibility, the Torrance Incubation Model (TIM) 
was adopted as a framework for integrating 
the dual goal of teaching the course content 
and developing students’ creative thinking 
skills (Burnett & Keller-Mathers, 2017). To 
this end, I combined the TIM framework 
with a problem-solving approach, which is 
commonly employed for training creativity. 
As such, my strategy for teaching creative 
thinking required students to devise practical 
solutions to problems arising from prominent 
social issues. Three social issues were chosen, 
namely, the Small House Policy, the Greater 
Bay Area, and policies to combat COVID-19, 
because they had been discussed in lectures; 
however, they could not be examined further 
due to time constraints. In line with the TIM 
framework, activities preparing students to be 
creative problem solvers covered three stages. 
In stage one, “Heightening Anticipation,” I 
established three online brainstorming forums 
corresponding to the issues for students to 

exchange their initial thoughts. Stage two, 
“Deepening Expectations,” took the form of 
a tutorial discussion conducted a week or two 
after the brainstorming exercise ended. In 
each of the three rounds of tutorial discussions 
(approximately two hours), students worked in 
groups to either lead or participate in in-depth 
discussions of one issue. Finally, in stage three, 
“Extending the Learning,” students submitted 
a policy proposal detailing solutions to any one 
of the problems discussed in the tutorials as 
their individual assignment.    

Elaboration was facilitated in various ways 
during the three stages of the TIM framework. 
However, as shown in the test data, students’ 
improvement in this thinking construct was not 
particularly impressive2, which may indicate 
that my teaching methods may have to be refined 
or adjusted. For instance, in the brainstorming 
exercise of stage one, I originally thought 
that by furnishing a platform for students to 
freely express and exchange their views, they 
would automatically take up and develop the 
thoughts of others. As it turned out, however, I 
underestimated the students’ passivity as none 
of them had completed more than the minimum, 
i.e., making one post stating their opinions to 
the brainstorming questions. One possible way 
to mitigate this problem would be to amend 
the instructions to require students to make 
additional posts responding to others’ views. 
In stage two, the tutorial discussion, the task 
of elaboration was accomplished with greater 
effectiveness perhaps because students were 
specifically asked to “dig deeper” into one or 
two problems emerging from the brainstorming 
exercise. In general, groups that were leading 
the discussion, by asking different types of 
questions, could inspire the participants to 
elaborate ideas, interpretations, or arguments

2  The TTCT elaboration scores increased only by 8.2% whereas the same under the self-report inventory even decreased by 
0.2%.
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Figure 1
Sticky Notes Listing out the Pros and Cons of Using the “Leave Home Safe” App

Comparison framework for considering possible solutions

Effectiveness
whether this suggestion can solve the problem?

Feasibility
whether this suggestion can be carried out?

• Longevity (short/long-term?)
• Comprehensiveness
• Different stakeholders’ perspective
• Can/cannot solve the problem?

• Time (adequate/insufficient?)
• Place (culture/habit)
• People (who support/oppose)
• Issue (complicated/simple?)
• Resources (natural/human/financial?)

Table 1
A Comparison Framework Developed by One Leader Group 

expressed during the brainstorming. These 
questions ranged from simple ones requiring the 
consideration of the pros and cons of a policy 
measure (Figure 1) to more elaborate ones such 
as drafting a comprehensive framework for 
assessing how likely a proposed solution would 
be accepted by policymakers (Table 1).

The policy proposal in stage three aimed to elicit 
a specific form of elaboration from students, 
i.e., the construction of arguments. Proposals 
are essentially a form of argumentation in which 
students argue that their solutions work. The 
need to develop convincing arguments prompted 
students to enrich their original ideas with a 
variety of details, for example, demonstration 
of logic flow, provision of supporting data / 
evidence (Figure 2), illustration with examples, 
refutation of unfounded claims, and inclusion 
of feasibility / reality checks (Figure 3). In 

proposal writing, the cultivation of students’ 
creative thinking skills coincides with the 
training of their ability to articulate arguments. 
Admittedly, students seldom associate the 
writing of papers with creativity probably 
because they often misunderstand the research 
task as merely involving reassembling or even 
copying and pasting information from reading 
materials. As teachers, we therefore need to put 
more effort into correcting this misconception 
and help students appreciate the link between 
creativity and successful research (e.g., the 
ability to view old questions from a new angle, 
generate fresh insights from familiar material, 
and draw novel connections between hitherto 
isolated concepts, etc.) so that the typical 
assessment task of writing a research paper can 
be transformed into a useful tool for nurturing 
students’ creative thinking and analytical skills.
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According to a survey on the employment needs of HK young people, over 85% of the 
respondents paid the most attention to income level when considering working in other regions 
or countries (香港廣東青年總會, 2021). Similarly, another survey revealed that “income 
level” and “development opportunities and prospoects” are two of the three main factors HK 
youth will consider before working in the Greater Bay Area (工聯會, 2021). The “Greater Bay 
Area Youth Employment Scheme” stated that participating companies should offer applicants 
not less than HK$18,000 monthly (Labour Department, 2020). The median monthly wage of 
lower-skilled labour in HK is around HKD 13k to 15k (Sensus & Statistics Department, 2021), 
which is similar to the salary offered by the GBA scheme. The slight salary increase may not be 
enough to attract HK young university graduates to leave their hometowns. Around 30% of the 
respondents claimed that salary issue is one of the factors that make them not consider working 
in the Mainland and 30% of the interviewees thought the income offered is unattractive (民建聯
和青年民建聯, 2021).

Figure 2
Sample of One Student’s Proposal Using a Variety of Survey Results

Evaluation of the proposed measures:

Regarding the acceptability of different stakeholders, non-indigenous inhabitants will strongly 
agree with the first measure. The restriction on the resale of small houses may offer an appropriate 
solution in terms of equality as it effectively handles the abuse of the policy while respecting 
the conventional customs of the traditional and preserving the cohesiveness of communities 
of the indigenous villagers. The indigenous inhabitatns still have the right to apply for private 
treaty land grants or land swaps. This proposed measure would not influence the construction 
of small houses. It allows them to improve their living standard. Hopkinson and Lao (2003) 
stated that a minority of the older and more conventional indigenous residents would accept this 
suggestion. They want to protect the rural character (preserving the ancestral land and houses) 
from facilitating the cohesiveness of their communitites. 

Figure 3
Sample of One Student’s Proposal Conducting a Feasibility Evaluation

Example 2

English for Academic Purposes
Dr. John Rogers, Department of English language Education

The context for this example is also drawn 
from a course on academic writing cited in the 
section on connecting and synthesising in this 
book. This course is a required component of 
the undergraduate curriculum of a Bachelor of 
Education in the English Language Programme, 
in which all the students in the programme 

are currently enrolled. In the course, which 
is taught in English, students are exposed to 
two written academic genres (analytical report 
and exposition) and one spoken genre (oral 
presentation). By the end of the course, they are 
expected to produce texts of the same genres.
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Regarding content, this course takes a genre-
based approach to learning, and extensively 
uses model academic texts as units of analysis. 
Students are provided with model texts of 
genre types that frequently occur in their 
academic study, and are guided to critically 
read and engage in detailed deconstruction of 
these texts through a number of collaborative 
and independent learning activities. These 
activities have a variety of focuses, e.g., 
language functions (such as analyses of 
grammar) and activities designed to heighten 
students’ awareness of text structure and raise 
their creative thinking processes (see example 
below).  These activities build towards the 
students producing each genre collaboratively, 
and, ultimately, independently.  

All the students in the course are in the first 
semester of their first year of study at university. 
Due to the ongoing COVID-19 pandemic, the 
particular course described here was delivered 
in online mode primarily via Zoom. 

The activity is broadly conceptualised as a 
rewriting activity and is intended for students 
to broaden their creative thinking skills via 
the construct of elaboration. The lesson took 
place in the middle of the semester following 
several weeks of instruction on language work, 
in this case, exploring interpersonal meanings 
in academic texts and how such meanings are 
affected by choices of language, for instance, 
by voice (active versus passive) tense (past 
versus present), modality (low, medium, 
high), and so on. The students at this point in 
the unit had been introduced to the expository 
essay, and were familiar with its structure. 
As part of this activity sequence, the students 
were first presented with a short new model 
expository essay and were given time to read 
it. The students were then put into groups via 
the breakout room function of Zoom. There, 
they were asked to choose one paragraph 
and to rewrite it in multiple ways (minimum 
three) using the choices of language that had 
been discussed on the course so far, e.g., voice, 
tense, modality, etc.

Students then posted one of their new paragraphs 
as a group on a dedicated Padlet page (www.
padlet.com). Next, they presented their chosen 
paragraph to the class and discussed how the 
rewritten paragraph changed the interpersonal 
meanings from the original paragraph. Below 
are two examples of responses that the groups 
were able to produce in this activity.

Both samples here illustrate that the 
students attempted to perform the task and 
the creative process of elaboration.

The negative side of genre approaches 
was that they undervalue the skills that 
need to produce a text and see learners 
as largely passive. More positively, 
they acknowledged that writing took 
place in a social situation, and was a 
reflection of a particular purpose, and 
understood that learning could happen 
consciously through imitation and 
analysis.

Group 4
The weaknesses of product 
approaches were that product 
approaches gave a relatively smaller 
role to process skills, such as 
planning a text, and they undervalued 
the knowledge and skills that learners 
bought to the classroom. Their 
strengths were that they recognised 
the need to give learners linguistic 
knowledge about texts, and  they 
understood that imitation was one 
way I which people learned.

Figure 1
Sample 1

Figure 2
Sample 2
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From the samples above, it appears that the 
rewriting activity successfully promoted 
the creative strategy of elaboration. It was 
uncertain, however, whether the students 
also felt that the strategy was effective in 
promoting their creative thinking. Therefore, 
in semi-structured interviews, four students 
in the course were asked to rate the activity 
and explain whether they felt it promoted 
their creative thinking including whether they 
thought the skills were transferable to other 
courses and activities. Overall, the students, 
were positive about the activity and felt that it 
promoted their creativity. Some excerpts are 
below.

Four out of five because…we would think in 

multiple perspectives. It’s like thinking about 
the effect of writing from a positive perspective. 
(Student 3)

Four out of five. The skills learned in these 
activities will definitely be transferable to other 
classes. This type of exploratory thinking…can 
be applied in every subject, whether it is essay 
writing or presentation, etc. It is not bounded 
by disciplines. (Student 4)

Taken together, the students’ work coupled with 
their responses to the interview suggest that the 
outlined strategy was effective in promoting 
the use of elaboration. The students were also 
able to see the value of the activity.

Example 3

Social Studies I-II
Dr. vilmos vass, Budapest Metropolitan University, Institute of Social Sciences and 
International Studies

The context for this example is drawn from a 
course on Social Studies I-II. This course is part 
of BA Communication and Media Studies and 
International Studies programme, which uses a 
transdisciplinary approach. In the course there 
are some Hungarian and international students 
so the course is taught in English. Students work 
together on socially oriented problem-based 
projects using qualitative research methods.

According to Guilford, “[e]laboration is 
a facility for adding a variety of details to 
information that has already been produced. 
Creative productions very often progress from 
a vague outline or theme, through development 
of a more clearly organised structure or system 
with its essential aspects to the more elaborate 
finished affair, whether it is a poem, a novel, 
a painting, or a scientific theory. There are 
implications to be followed up and finishing 
touches to be added in order to round out the 
final product.” (Guilford, 1966, p. 188) Based 
on this fundamental definition, elaboration 

involves information processing, especially 
constructing information, systematic analysis, 
and summarisation. In this context, the activity 
described below in a project-based course 
promotes elaboration in order to develop 
creative thinking. As the students come from 
various countries, this course is conducted in 
English, and because of COVID-19 we use 
Zoom for effective learning. 

The course uses problem- and project-based 
learning in which the main activity has the 
students conducting qualitative research 
and completeing a project based on their 
chosen research question on a social problem. 
Regarding elaboration, at the beginning of 
the semester, the first task is to make a word 
cloud using vocabulary related to creativity in 
research. Students first select key words and 
concepts and then construct a word cloud using 
Mentimeter. As a class, the teacher and students 
evaluate and discuss the level of elaboration 
focusing on the quality of selection and unique 
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relationships among the words and concepts. 
In the next task, students collaborately make 
a mindmap using MIRO for structuralisation 
based on knowledge, skills and attitudes of 
creative thinking. At the semester midpoint, 
students write a progress report based on their 
project plan including: (i) what they did; (ii) 
what they will do; (iii) risk factors; and (iv) 
success criteria. In the report, students discuss 
the progress of the project, focusing on details 
and the coherence of their progress. We together 
evaluate and discuss with the students about 
their level of elaboration focusing on systematic 
thinking. At the end of the semester, students 
need to fill in the “Motivation window,” which 
is a feedback tool with four windows. The first 
part of the window is related to new learning 
(What did I learn?). The second part concerns 
the question, “what kind of question did I 
raise?” leading to summaries and a conclusion. 
The third part of the window is related to 
feelings based on affective dimensions. Finally, 
the fourth part concerns knowledge transfer, 
“what do I want to use and apply from my new 
learning”? Teachers evaluate and discuss with 
the students about their level of elaboration 

focusing on analytical thinking and the quality 
of their summaries.

Below are two examples of student’s response 
and reflection at the end of the semester, which 
have evidences on the importance of creative 
thinking. 

This course can help me to connect my 
fragmented previous knowledge with more 
conscious level of understanding. (Student 1)

I really appreciate to collaborative thinking, 
the level of inspiration was strong. I learnt 
the importance of opened conclusion using 
questions and dilemmas. (Student 2)

Based on the examples above and some focus-
group interviews, the students emphasized 
the pragmatism of elaboration, especially the 
value of problem- and project-based learning 
promoting creative thinking. Regarding 
elaboration, they claimed that the learning 
process and tasks were based on analysis and 
summarisation. 
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Resistance to Premature Closure

Resistance to premature closure is the skill 
of delaying judgement and remaining open 
to new ideas (Burnett et al., 2020, p. 13). It 
is considered a foundational skill of creative 
or divergent thinking as individuals have to 
defer judgement in order to be fluent thinkers 
while generating many different unusual ideas 
(see also Fluency). Resistance to premature 
closure is one of the five scores in the Torrance 
Test of Creative Thinking, which assesses “a 
person’s ability to keep open and stay closure 
long enough to make the mental leap that 
makes possible original ideas.” (Torrance, 
2018, p. 9). Cognitive closure is a desire for 
a quick firm answer (Chirumbolo et al., 2004, 
p. 265). Staying open to new ideas is one of 
the most distinguishing characteristics of 
creative people. Individuals who can consider 
multiple viewpoints, tolerate ambiguity and 
complexity for prolonged periods, and resist 
excluding unusual ideas too early (Efland, 
1967; Ramalingam et al., 2020) have been 
found to be more creative than those who 
quickly settle for half-way measures (Guilford, 
1962), choose something that is good enough 
(Simon, 1978), or are easily attached to initial 
ideas. Time is a valuable factor in this construct 
as allowing sufficient time for ideas to sink in 
facilitates the generation of creative solutions 
(Hines et al., 2019).

Studies have found that premature closure 
produces superficial learning and reduces 
further inquiry. On the other hand, individuals 
who delay closure, attempt to handle complex 
information, and tolerate initial uncertainty 
develop a more complete understanding 
while discovering original solutions. (Efland, 
1967). Remaining open to alternative ideas 
and deferring judgement are also significant 
cognitive components of deep learning, which 
enable students to take ownership of learning 
(Burnett & Keller-Mathers, 2017; Hines et al., 

2019). However, in small group interactions, 
time pressure and group conformity often 
induce a need for closure and significantly 
reduce the quality and creativity of group 
products (Chirumbolo et al., 2004). As most 
innovative work is developed in group settings, 
to enhance creative thinking, teachers have to 
be mindful of the negative effects of a need for 
closure. 

Resistance to premature closure is a creative 
thinking skill that can be improved through 
training and guided practice (Burnett & Keller-
Mathers, 2017, p. 285). Teachers can cultivate 
openness by encouraging students to defer their 
judgement, examine multiple viewpoints, and 
remain open to new possibilities. For instance, 
a teacher may first ask students to think of 
alternative solutions related to the topic at hand 
while avoiding the immediate acceptance of 
seemingly correct ones. Then the teacher can 
invite students with the worst ideas imaginable 
to discuss what is good about them (Burnett 
et al., 2020). Teachers should also resist the 
temptation to provide clear answers, but instead, 
assign open-ended questions, encouraging 
students to be iterative in their learning. In 
other words, students should search for more 
information, revise and refine ideas, develop 
new ideas from what they have already learned, 
and take ownership of their learning (Daly et 
al., 2016; Hokanson, 2018). Teachers can 
also consider incorporating open-mindedness 
into a lesson plan and teach the subject while 
developing students’ creative skills (Burnett 
& Keller-Mathers, 2017; Hines et al., 2019). 
For instance, in a history lesson, after learning 
the causes of World War I, students can be 
invited to discuss how individuals (women, 
young soldiers, businesspeople, etc.) may have 
reacted when they first heard about the outcome 
of the war.  

Introduction
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Example 1

Self and Society 
Dr. Anita kit-wa Chan, Department of Social Science

 “Self & Society” is a senior elective course in 
the Minor in Liberal Studies, open to students 
of any discipline or programme. Using youth as 
a focus, the course aims to equip students with 
sociological concepts and empirical analysis 
to understand the issues and challenges that 
young people encounter in late modern society. 
As a senior course, students are required to 
participate actively in their own learning, and 
thus a high percentage of the assessment, i.e., 
40%, is accorded to their class participation, 
which includes class exercises, presentations of 
prescribed readings, and commenting on each 
other’s group presentations. Upon completion 
of the course, students are able not only to 
critically analyse the problems and concerns 
faced by young people but also to reflect on 
their own personal experiences and social 
relationships.

As mentioned in the previous section on 
fluency, this course has incorporated the 

Torrance Incubation Model (TIM), as 
suggested by Burnett and Keller-Mather 
(2017), which cultivates students’ creative 
thinking skills while teaching sociological 
concepts and issues. As the teaching of 
sociology trains students to think more widely 
while avoiding presuppositions, these qualities 
align well with creative thinking skills which 
encourage resistance to premature closure, 
deferring judgement, staying open to new 
ideas, considering multiple points, handling 
complex information, and developing a more 
complete understanding. To deepen students’ 
expectations (Stage two; for Stage one, see 
“Fluency”), students were required to present 
a prescribed academic article in 10 slides and 
another group of students had to comment and 
rate the presentations. These learning strategies 
train students to process complex information, 
compare views, and highlight key ideas vividly 
in visual form. Figure 1 shows an example 
from one class. 

Figure 1
Presentations and Comments – Highlighting and Visualising the Essence Colourfully

Resistance to Premature Closure
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Figure 2
An Example of Students’ Video

Then to extend learning (Stage three), I assigned 
open-ended group projects, asking students to 
apply at least one sociological perspective / 
concept to critically discuss an issue in relation 

to young people. Students could choose to 
present their ideas in a written report or in a 
video (see example in Figure 2). 

The main purpose of the assignment is to 
help students take ownership of learning by 
developing new ideas based on the lecture and 
tutorials and searching for more information to 
refine their understanding. As indicated in the 
following excerpts, participants in focus group 
interviews in one class found the group project 
assignment useful:

The teacher allowed us to choose our own 
topic, so we had a space to figure out what we 
wanted to do and how to do it. This required 
me to communicate with my groupmates. In 
the discussion, we could really learn from each 
other, as there were areas that my groupmates 
could think of and I couldn’t, or vice versa… 
As the teacher also asked us to include first-
hand information, so we did some interviews. 
The whole process was rather fun, and we did 
not simply read. (Student 1)

I really enjoyed doing the project. I could have 
maximum freedom to choose a topic that I was 
interested in and read relevant rather than 
prescribed articles, and this really enhanced 
my interest. It was also the first time I presented 
my work in a video. A new attempt... I could 
develop my creativity when producing a video. 

I could add some funny characters or small 
details to enhance the presentation. (Student 2)
The unique feature of this assignment is that we 
have the freedom to choose our topic, to decide 
which concepts to be utilised. This is a real 
challenge. In the past, I was usually assigned 
a topic, or a perspective or an issue to explore, 
and I simply had to cut and paste information 
from various sources to make up an essay. But 
this time I had to discuss with my group mates 
and we had to apply what we have learned from 
the course to our topic… During discussions, 
we had diverse views and we sometimes even 
quarrelled, but this was good, as we learned to 
integrate our differences. (Student 3)

I found the assignment very meaningful 
and it was very different from my previous 
projects. I got the chance to do research, to 
collect information, to read, to interview, and 
then to write a report. I really learned a lot 
from this project. I remembered I had done 
some interviews and had to analyse what 
they had said. I read the transcripts carefully 
and noticed that different interviewees had 
different views because of their diverse socio-
economic backgrounds. In writing up, I found 
my communication and understanding of the
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topic had been significantly improved than 
before. (Student 4) 

The effectiveness of these strategies was 
evident in the test results of one class. The 

TTCT resistance to premature closure scores 
increased by 16.5% and the self-report inventory 
scores was reflected by the increase in students’ 
ability in resisting premature closure.

Resistance to Premature Closure

Example 2

Foundations of Hong Kong Studies 
Dr. Gordon Yiu-ming Chan, Department of Social Science

This example is also taken from the 
“Foundations of Hong Kong Studies” 
course cited in the sections on flexibility and 
elaboration in this book. The course intends 
to provide students with basic knowledge on 
different aspects of Hong Kong society. Since 
the scope of the teaching content is broad, 
a selection of topics is used as examples for 
discussion in class. Students in the course 
(36 in total in 2021/22) came from diverse 
backgrounds: about half were newly admitted 
as senior entry students who took the course as 
a mandatory requirement from the programme, 
“Global and Hong Kong Studies;” the other 
half were students from various programmes 
and years of study, who took the course as an 
elective.     
 
As mentioned in the previous section on 
flexibility and elaboration, the Torrance 
Incubation Model (TIM) was adopted as a 
framework for integrating the dual goal of 
teaching the course content and developing 
students’ creative thinking skills (Burnett & 
Keller-Mathers, 2017). To this end, I combined 
the TIM framework with a problem-solving 
approach, which is commonly employed for 
training creativity. As such, my strategy for 
teaching creative thinking required students 
to devise practical solutions to problems 
arising from prominent social issues. Three 
social issues were chosen, namely, the Small 
House Policy, the Greater Bay Area, and 
policies to combat COVID-19, because they 
had been discussed in lectures; however, they 
could not be examined further due to time 

constraints. In line with the TIM framework, 
activities preparing students to be creative 
problem solvers covered three stages. In 
stage one, “Heightening Anticipation,” I 
established three online brainstorming forums 
corresponding to the issues for students to 
exchange their initial thoughts. Stage two, 
“Deepening Expectations,” took the form of 
a tutorial discussion conducted a week or two 
after the brainstorming exercise ended. In 
each of the three rounds of tutorial discussions 
(approximately two hours), students worked in 
groups to either lead or participate in in-depth 
discussions of one issue. Finally, in stage three, 
“Extending the Learning,” students submitted 
a policy proposal detailing solutions to any one 
of the problems discussed in the tutorials as 
their individual assignment.

By conceiving the acquisition of creative 
thinking skills as a process, the TIM has built 
in an element which works to resist premature 
closure. Students went through the stages of 
brainstorming, tutorial discussion and policy 
proposal before arriving at their conclusions. 
The practice shares some similarities with the 
scaffolding teaching method in the sense that 
it helps students to gradually increase their 
understanding of the complexities involved 
in a problem. The effectiveness of the TIM in 
discouraging students from settling on quick 
and half-baked solutions was indicated by the 
test data. The TTCT resistance to premature  
closure scores increased significantly by 36.2%, 
although the counterpart score of the self-report 
inventory increased slightly by 0.3%.
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When using the TIM framework for designing 
class activities, two matters deserve closer 
attention. First, as highlighted in the Introduction 
of this thinking construct, considerable time 
must be allowed for ideas to sink in to facilitate 
creative solutions. Hence, students should be 
given sufficient time to progress from one stage 
of the TIM to another. Yet, there is a trade-off 
here. On the one hand, students’ creativity 
could be better enhanced if their discussion 
issues were not restricted. On the other hand, if 
too many issues are included, there would not 
be enough time for each of them to go through 
the complete incubation process. How to strike 
a balance between these two concerns remains 
a pedagogical choice for teachers.

Secondly, three highly controversial social 
issues were selected to teach creative thinking 
skills in the hope that students would evaluate 
different viewpoints and arguments carefully 

before making any judgments. However, as 
students were familiar with these social issues, 
it was normal for them to bring their own 
preconceptions / prejudices into the discussion. 
Particularly illustrative was the SHP to which 
the immediate response of students was, 
almost without exception, the call for its 
abolition.  Anticipating this possible response, 
I deliberately asked students to propose ways 
to reform the SHP other than its abolition3. 
The strategy seems to work for most students 
as some interesting / creative ideas were 
then generated (Figures 1 and 2). However, 
a handful of students still adhered to their 
initial position on the issue and were unwilling 
to change (Figures 3 and 4). Nevertheless, 
depending on the subject nature, measures for 
counteracting prejudices or stereotypes may 
have to be incorporated into the strategy to 
prevent premature closure.

How should the Small House Policy be reformed (if abolishing it is NOT a viable option)?
Small House policy is protected by law which is difficult to abolish this policy, so it can only be improved by reform. 
I will propose a few reform methods: 1).This policy has led to gener discrimination since it only benefit a male who 
is a New Territories resident and aged 18 or over. Gender discrimination would be eliminated if the Government 
gave indigienous female villagers the right to build small houses. However, this will increase the shortage of land, 
so I suggest that if the indigenous male inhabitants of the New Territories want to build small houses, they should 
marry before they use the Ding rights, and they should share the ownership of small houses with their wives, which 
will protect women. This approach can achieve equality between men and women, and more women have the right to 
own small houses. In summary, change the qligibility of Small House Policy to married men who is New Territories 
residents and aged 18 or over. 

The Small House Policy
The Small House Policy prompts fierce controversy in HK owing to inadequate land supply. There is a surge in demand 
for land for public housing. However, some government land is granted to indigenous villagers. This increases the 
average waiting time for public housing, causing widespread discontent among HK residents with the SHP. Another 
reason for this debatable issue is sex discrimination. Female indigenous villagers do not have the rights to build small 
houses, resulting in gender inequality. Reforms to the SHP will be necessary. Firstly, the indigenous villagers should 
be barred from transferring the ownership of small houses to entrepreneurs or other people. Not only can this prevent 
the villagers from making money, but also ensures that small houses are provided to them for self-occupation only. 
Secondly, it is suggested that the government increases the maximum allowable number of storeys for small houses. For 
example, two male indigenous villagers are allowed to build a six-storey small house. This can alleviate land scarcity 
by saving 700 sq ft.

Figure 1
Student Response to the SHP Problem

Figure 2
A Student’s Response Effectively Proposes Reform

3  The abolition option is not itself a problem, but students typically see it as the only possible option and are content to 
support it without considering further how the complex political and legal hurdles involved can be overcome.
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Firstly, in the reform of the small house policy, a deadline was set for the end of the small house policy 
to reflect the principle of equality. The small houses are a historical legacy, and from the perspective of 
the Basic Law, the rights of the indigenous inhabitants in Article 40 can be amended by the changing 
circumstances. Therefore, it is a very realistic option to set a deadline for the end of the construction of 
small houses, to completely resolve the abnormal rights structure created by the small house policy and 
thus reflect the equality of all HK residents in law. If the small house system is maintained any longer, 
it will create inequality in the housing ptoperty system between HK and Kowloon residents and the 
indigenous inhabitants of the New Territories and create inequality between the indigenous inhabitatns 
of the New Territories and other residents of the New Territories, making the indigenous inhabitants 
and their descendants a small minority of the HK community who enjoy property priviledges. More 
importantly, the infinite nature of the small house right determines the unsustainability of its existence. 
Only by resolving the existence of the ...

Figure 3
Responses to the SHP Issue Overlooking Reform Options

Figure 4
One Student’s Response Ignoring the Requirement to Propose Reform Option

Resistance to Premature Closure
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Example 3

Curriculum and Assessment 
Ms. Rowena Hoi-yee liu, Department of Curriculum and Instruction 

Open-mindedness is emphasised in the course, 
“Curriculum and Assessment (TLS3003).” 
Unlike the construct of fluency in which time 
limit and abundance are deemed to be two 
essential parameters, resistance to premature 
closure emphasises duration and openness. 
An effective means to nurture students’ 
resistance to premature closure is the end-of-
term summative assessments, as they allow 
a prolonged period for students to immerse 
themselves in preparation and compilation 
processes, and require them to take ownership 
of learning. The two summative course 
assessments were: a) group presentation (30%) 
and b) individual essay (70%). In addition, 
some in-class activities also helped students 
develop the importance of resistance to 
premature closure. Below, I will first introduce 
an example of the in-class activity encouraging 
student teachers’ persistence, and then the 
summative assessments. 

Regarding the topic, “roles of teachers in 
changing school curriculum & assessment,” 
I inserted an in-class activity to emphasise 
the importance of teachers’ persistence in 
improving the school curriculum. I first 
reviewed the Change Theory taught earlier, 

explained the relations between persistence / 
resistance to premature closure and successful 
curriculum change (Figures 1 and 2), and then 
asked my students to post tips on their Padlets 
describing how to maintain their teaching 
passion while resisting pre-mature closure. 
Some posts were related to their personal 
experiences (e.g., remembering their original 
intentions for becoming a teacher and imagining 
the happiness and satisfaction after successfully 
reaching a goal); some were related to their own 
teachers (e.g., remembering how their teachers 
had had both positive and negative impacts on 
their growth and imagining their great sense of 
accomplishment when they saw their students 
improve); and some were related to their vision 
and mission (e.g., teaching Chinese culture to 
the next generation, improving society to make 
a better world) (Figure 3).   

In-class activities aside, a more effective 
way to nurture students’ resistance to 
premature closure was through the summative 
assessments. In both assignments, students took 
the lead in formulating the topic, searching for 
information, analysing it and compiling it in a 
systematic way to form their final products. It

Figures 1 and 2
Class Activity Illustrating the Relations between Persistence / Resistance to Premature Closure and 
Successful Curriculum Change
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Figure 3
Posts by Student Teachers Encouraging Themselves to Keep the Teaching Passion and to Resist 
Premature Closure in Their Future Teaching Career

Group presentation topic: 
Evaluate the effectiveness of HKDSE’s School-based Assessment (SBA) in Chinese Language for promoting 
assessment for learning
The situation:  
The group had drafted the presentation outlines earlier and solicited my advice. They restructured their contents 
accordingly. However, in the process of information searching, they encountered difficulties in gathering concrete 
evidence of SBA cheating cases, and thus sent an email enquiry to me.

My response:
To show the possible ‘cheating cases’ in SBA, you may consider the followings:
a. Yes, ‘ghostwriter’/ ‘service provider’ online do reflect there are ‘demand and supply’
b. HKEAA’s FAQ session – ‘Revised Procedures in Handling SBA Plagiarism cases’ 
c. Sound example:

鄧穎琳. (2020). DSE放榜2020 I 一名考生試卷底放筆記本作弊被DQ 一人SBA抄襲降級. 香港 01 
d. Other relevant DSE cheating cases reflecting the reality – 

e.g., Weslie Siao (蕭源) (Website link), Kris Lau (劉冠華) (Website link) 

Figure 4
Case 1 - Group Presentation: Email Q&A and Written Comments to Encourage Students’ Resistance 
to Premature Closure

Resistance to Premature Closure

took months for the entire process and students 
had to remain open to the possibility of 
gathering more information and new ideas for 
their topics of enquiry to reach a more mature 
judgment and make a mental leap. Students 
assumed full responsibility in their learning. It 
was not uncommon for students to encounter 
difficulties and frustrations during the process. 

As a guide / coach / consultant, I gave them 
advice, new perspectives, and encouragement. 
By keeping close contact with students via 
email, after-class chats, and consultation 
sessions, I offered timely support whenever 
necessary. Here are some relevant measures 
taken and observations made:
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Stage 1:  Initial self-set essay topic: 
A student set her essay topic as “Evaluation of ‘Reading across the Curriculum’ strategies implement in a Hong Kong 
Secondary School - A Case study of XXX College focusing on Chinese materials” with endorsement by the course 
instructor. 

Stage 2: The development & setback 
The student decided to gather in-depth information from XXX College for analysis and thus scheduled an interview 
with the Library Teacher. The pre-set interview questions were sent to me for comment in advance. However, the 
student encountered some setbacks in the interview, including insufficient materials and information provided by the 
Library Teacher. She was frustrated and confused if she could continue with her research. She consulted me again.

Stage 3: My response & encouragement
I recognised her effort and reassured the value and feasibility of the information and materials that she had gathered so 
far. I advised her to have a flexible strategy at this point – based on what she had at hand; she was also encouraged to 
expand her ways of information searching, including analysing lesson plans by other secondary schools to substantiate 
her essay.

Stage 4: Retitle of the essay topic
After deliberation, the student lightly modified the topic as “Evaluation of ‘Reading across the Curriculum’ strategies 
implemented in Hong Kong Secondary Schools - Case studies focusing on Chinese materials” and continued her essay 
writing. 

Figure 5
Case 2 - Individual Essay: Consultation to Encourage Students’ Resistance to Premature Closure

An interesting finding emerged when I  looked 
at the contradictory resistance to premature 
closure scores between the TTCT and students’ 
self-report inventory. There was a slight 
decrease in the TTCT score of -3.5%; however, 
students self-assessed their ability of resistance 
to premature closure as raising by 0.5%. Such a 
discrepancy may be explained by the different 
emphasis of the TTCT, which assesses the 
drawing design (i.e., whether students leave the 
image blank or draw a closed line to an open 
figure) and students’ authentic experiences of 
completing the two summative assessment 
tasks persistantly.

To conclude, Cases 1 and 2 (Figures 4 and 5) 
above demonstrate that students inevitably face 
challenges and uncertainties when performing 
the group project and writing individual essays. 
They needed to tolerate initial uncertainties 
and handle complex information throughout 
the whole course to develop deep learning. 
All these elements were essential for nurturing 
students’ creativity thinking skills related to 
resistance to premature closure. I also noticed 
that to help students succeed, I occasionally had 
to use both strategies – resistance to premature 
closure and flexibility.
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Originality  

Originality is an element found in creative works 
or products; “it may be a complete novelty or 
just some degree of unusualness, but without 
originality, there is no creativity” (Runco et al., 
2005, p. 138). Originality is often perceived as 
something new and unique, not seen or thought 
of beforehand; it is often used interchangeably 
with “novelty.” Without appropriateness or 
usefulness, originality or novelty is simply 
random. To differentiate ideas that are original 
from mere fantasy or simply bizarre, they must 
be realistic, purposeful, appropriate, useful, 
feasible, or acceptable. Originality is the ability 
to generate new and unusual ideas or options 
(Treffinger et al., 2002); an original thinker is 
often associated with words such as unique, 
surprising, wild, unusual, unconventional, 
novel, weird, remarkable or revolutionary. 
(McGoff, n.d). 

An original idea is described by Torrance (2018) 
as the statistical infrequency and unusualness 
of the response. Hokanson (2018) explained the 
twofold characteristics of original ideas –  they 
can be rare or unique, or they can be strange 
mutations, dead ends, and utter failures. (pp. 
56-57). Guilford (1966) defined originality as 
uncommon, remote, and clever. Original ideas 
are generated during the process of creative 
thinking and during cognitive activities such as 
problem-solving (novel solution to a problem) 
(Mayer, 1983, as cited in Ebert II, 1994). 
During the thinking process, an original pattern 
is formed (Ebert II, 1994) and it is the process 
that is creative. 

The originality, novelty, usefulness, or 
unusualness of ideas or products are relative 
to the individual and thus are unique (Ebert II, 
1994, p. 282). Scheffer et al. (2017) stated that 
“most great contributions to science and arts 
combine elements developed by predecessors 
in the field.” Runco (2008) claimed that 

insightful solutions or behaviors are original 
in the sense that they are new; however, they 
are also “simply the spontaneous integration of 
previously learned responses.” The knowledge 
and experience repertoire of an individual is 
then a pre-requisite for creative endeavors and 
products (OECD, 2019). The new, unusual, and 
original ideas often stem from an individual’s 
experiences and knowledge through processes 
such as combining and synthesising, 
reorganising and redefining (Guilford, 1950), 
restructuring and associating (Ebert II, 1994), 
or juxtapositioning elements and concepts 
(Rogers, 1954).  

Training students’ cognitive skills, such as 
divergent and convergent thinking, is crucial 
for developing their creativity. Cognitive skills 
enable students to surf through their knowledge 
repertoire, make connections and associations, 
juxtapose concepts and information, and 
eventually produce something novel and 
useful. Teachers should adopt pedagogies 
that develop students’ cognitive skills, which 
is inherent to the creative process (OECD, 
2019). To develop students’ creativity and 
originality, teachers should help students build 
their knowledge repertoire. Learning facts, 
seeking and embracing new experiences, 
and collecting diverse experiences, all enrich 
students’ knowledge and experience inventory 
and should be encouraged. Creativity can be 
reinforced by keeping a notebook, writing 
dairy, or learning portfolio. Learning activities 
provide opportunities for developing and 
training students’ originality. Maltzman (1960), 
in his study on the training of originality, 
summarised strategies adopted by others for 
developing originality, and tasks that can 
stimulate or draw more uncommon responses. 
Teachers, by assigning students drawing and 
creative writing tasks, present students with 
an uncommon stimulus to brainstorm and 

Introduction

Originality
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work on. Students can be motivated when 
their original ideas and work are recognised 
and their efforts rewarded. Teachers should 
identify and praise students’ original ideas to 
motivate them. Teachers should also reward 

students’ original interpretations or ideas that 
are “post-conventional, mindful and controlled 
originality,” but not those with “out-of-control 
originality” (Runco, 2008).  

Example 1

Teacher Leadership for School Improvement 
Dr. Eric Chi-keung Cheng, Department of Curriculum and Instruction

The course, “Teacher Leadership for School 
Improvement,” in the Master of Teaching 
programme aims to develop students’ 
knowledge and leadership skills for building 
professional learning communities to improve 
instructional design and teaching and learning 
outcomes. The course is taught through lectures 
and group discussions; for assessment, students 
are required to conduct a group presentation 
and submit an individual assignment. The 
assignment is designed to facilitate and 
consolidate students’ learning about the 
concepts of teacher leadership for improving 
teaching and learning. The knowledge café 
activity described below illustrates the teaching 
strategies adopted for nurturing students’ 
originality by integrating ideas from fellow 
students and their experiences.

In demonstrating the concept of originality in 
assignment writing, I adopted and presented 
the following principles with my publications 
to the students through think-aloud and 
modelling. I shared the following ideas with 
the students before conducting the knowledge 
café for idea creation:

1. demonstrating originality by testing other 
ideas

2. extending, qualifying or elaborating on an 
existing piece of work

3. undertaking an original piece of work 
designed by someone else

4. developing a new claim or improving an 
existing one

5. reinterpreting or applying an existing 
theory in the school context

6. carrying out inquiry-based work that has 
not been completed before

7. synthesising information in a new or 
different way

8. providing new interpretations using 
existing information

Knowledge café 
I used the knowledge café to direct the students 
to focus not on their own ideas but rather to 
explore alternative ideas from others. I spent 20 
minutes introducing the rules of the knowledge 
café, clearly stating its purpose, and answering 
students’ questions about its operation while 
responding to students’ questions within a 
specified time. Students discussed a problem 
for 30 minutes in groups of five. A few students 
from each group would then rotate to other 
groups, regroup and continue the conversation. 
In general, each student conducted three 
rounds of group conversations taking an 
average of 10 minutes for each. Afterwards, all 
students formed a circle and spent 15 minutes 
in a plenary dialogue, sharing and exchanging 
views and ideas. The instructor encouraged all 
students to actively participate in the dialogue. 
I told the students to avoid dominating the 
discussion, to move around and listen to others, 
and listen critically to the conversations.

Plenary discussion
I invited the students to sit in a circle to form 
an intimate group in which they could observe 
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and listen to each other. I reminded the students 
to speak to the whole audience, not only me. 
The dialogue started with an invitation, and 
there was a cold scene at the beginning, but 
it slowed down. The students were reminded 
to be open-minded and playful. They often 
came up with ideas when not thinking about 
their assignments. When their minds were “at 
play,” generating new thoughts often came 
more easily. I asked the students to engage in 
brainstorming sessions which let them think 
freely. In this way, what seems like a crazy 
idea can turn into a brilliant discovery. I made 
a short closing remark that didn’t break the 
rules and challenge conformity since too much 
emphasis on practicality can narrow the scope 
of students’ ideas. 

Originality can be nurtured using the following 
points: 

1. repeating the inquiry in their school 
contexts

2. applying existing ideas to new subject 
areas for teaching

3. adding to pedagogy that has not previously 
been implemented before

4. conducting an inquiry on a previously un-
researched or under-researched topic

5. assigning tasks to inquire about peers or 
mentors whose thinking inspires them 

6. reading widely and thinking about various 
topics 

7. brainstorming and stimulating creative 
ideas with peers    

8. developing a plan and spending time 
developing ideas

9. recognising that originality is a developing 
process 

10. continuing with inquiry, and acknowledging 
that there are many different ways to define 
and demonstrate originality 

Example 2

Creativity in Music 
Dr. Chi-hin leung, Department of Cultural and Creative Arts

This example is also taken from the “Creativity 
in Music” course cited in the sections on 
connecting and synthesising, and trait in this 
book. The course aims to inspire participants 
about the nature of creativity through 
explorations in music. It examines established 
theories and practices involving creativity 
in music, creative thinking, composition, 
creative performance, improvisation, and 
creative listening. Participants are involved in 
various tasks, including evaluating the nature 
of creativity of selected musical works and 
creating music in different styles for different 
contexts. Students learn various genres from 
Baroque to Contemporary music and from 
traditional Chinese to Western pop music. 
They are equipped with skills in composition 
by attending a series of hands-on workshops 
on using Max MSP for programming, Synth 

Kits for building electronic instruments, and 
Soundtrap for sequencing. Groups of students 
create their original music compositions as the 
final product of the course. 

Since the course is an elective for all 
undergraduate students, their musical 
background ranges from neophytes to music 
majors. The design of the activities assumes 
everyone should be able to learn how to create 
music without barriers. One of the assignments 
is to build a creative music portfolio with 
STEAM elements. A group of three to four 
students composes a piece of original music 
collaboratively by using techniques covered 
in the course, such as sequencing, recording, 
electronic building blocks, and coding, which 
serve to aid artistic purposes. Students are also 
encouraged to make use of their musical skills, 

Originality
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such as their ability to play an instrument, to 
support their original music creation. The 
performance duration of the creative output 
in video format should be around three to four 
minutes. 

I tried to break the traditional belief that a 
composer must have solid knowledge in 
musical theory before composing. Instead, 
in this project, I encouraged spontaneous 
music-making in a collaborative environment. 
Students had the chance to appraise various 
kinds of creative music learning from the 
masters how to balance appropriateness and 
uniqueness. Then, I provided basic concepts 
of manipulating musical elements such as 
rhythm, pitch, timbre, and texture to achieve 
artistic goals. Students were guided to create 
short gestures and were frequently asked why 
and what was depicted throughout the creative 
process. Although the process was not crystal 
clear, students gradually felt safe and confident 
to create new music as they knew themselves 
better after each creation. They extended their 

work from 10 seconds to a complete work 
of three to four minutes. Finally, students 
reflected on their roles, the creative process, 
the difficulties encountered, and the creative 
product in this music project.

The project was effective in nurturing creative 
thinking skills. The TTCT originality score 
increased by 4.9%, suggesting that a slight 
improvement in the students’ creative thinking 
skills emerged as a result of the teaching 
activities detailed above. A focus group 
interview conducted after the course showed 
that students found the project raised their 
creativity and creative thinking skills as they 
had never had the chance to compose without 
a traditional framework before. Although the 
creative process was difficult, they enjoyed it. 
Students stated that the project enabled them to 
explore musical ideas instead of following rules 
or theories. Their ideas could be developed and 
incorporated into their musical composition, 
which made the product creative and unique. 
The class provided a safe and productive 
environment for students to create.

Figure 1
Spontaneous Music-Making by Using 
Electronic Building Blocks

Figure 2
Inventing Unique Timbre by Using Electronic 
Building Blocks.
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Originality

Example 3

Social Studies I-II
Dr. vilmos vass, Budapest Metropolitan University, Institute of Social Sciences and 
International Studies

This example is also drawn from the “Social 
Studies I-II” course cited in the section on 
elaboration in this book. This course is part of 
BA Communication and Media Studies and 
International Studies programme, which uses 
a transdisciplinary approach. In the course 
there are some Hungarian and international 
students so the course is taught in English. 
Students work together on socially oriented 
problem-based projects using qualitative 
research methods. At the end of the course, 
students are able to cooperate and conduct 
collaborative presentations and evaluations of 
their project work. Students can reflect on both 
their own projects as well as others. They can 
solve problems in a creative way, listen to and 
understand each other’s opinions, and make 
conscious decisions. The fundamental structure 
of the development is based on the “question 
triangle,” namely, why, how, and what.  The 
“why” part is related to the importance of 
the creative characteristic dimension. A key 
question is: Why is originality important in the 
21st century? The “how” part focuses on task 
consistency and practice, individually, in pairs 
or in groups. The “what” part has two pillars. 
First, this part is responsible for conceptually 
understanding, analysing, and comparing 
scientific-based definitions on creativity. 
Second, conclusions and assessments are 
made of the development process. All the 
students in the course are in the first semester 
of their first year at university. Due to the 
ongoing COVID-19 pandemic, the course was 
delivered in online mode primarily via Zoom. 
The students work individually and in groups 
using different collaborative learning strategies 
including some summaries and reflections. 

The activities and strategy is based on the social-
constructivistic approach of learning focusing 
on originality under the umbrella of developing 

creative thinking skills. At the beginning of the 
semester, student originality is stimuated using 
their prior knowledge by collecting photos, 
pictures and paintings that represent creativity. 
The students need to explain with evidence, 
why they chose their photos, pictures, and 
paintings. This activity involves discussion, 
analysis, and critical thinking. Collecting 
quotes on creativity is the next activity via a 
mapping of their prior knowledge. Teachers 
analyse these quotes with the students by first 
collecting arguments for their choices and 
then by comparing and analysing the quotes 
while pointing out some important phenomena 
on creativity. The way of thinking is also 
important during this task. In the middle of 
the semester, students raise research questions 
related to the project. Then, teachers organise a 
short brainstorming session regarding the best 
questions. Next, students raise one or two key 
questions which are evaluated collaboratively 
based on the criteria for good questions. The 
class then selects original questions and 
discusses their originality. In the next activity 
during the middle of the semester, projects 
are organised on social problems and research 
plans are formulated based on the research 
questions including describing and defining 
problems while writing feasible alternative 
solutions, planning a schedule, project 
management, and writing expected outcomes. 
Focusing on describing and defining problems 
while writing feasible alternative solutions, 
teachers evaluate and discuss with the students 
the level of originality focusing on unique, 
innovative problem solving. At the end of the 
semester, students present their work under a 
collaborative assessment and feedback culture, 
where originality is one of the most important 
criteria. 

Below are two examples of student’s responses 
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and reflections at the end of the semester 
showing evidence on the importance of creative 
thinking. 

I really appreciate that I got the opportunity to 
raise my questions and learnt qualitative ways 
for questioning. (Student 3)

I felt positive about the open discussion and I 
was brave to make ideas in the project work.
(Student 4)

In sum, both examples show the value of 
originality via questioning, open-mindedness 
and stimulating ideas during the process of 
creativity development. 

From the examples above and some focus-
group interviews with the students, project-
based learning using a transdisciplinary 
approach is a pragmatic way to develop creative 
thinking skills. Creating opportunities based on 
mapping prior knowledge for raising questions, 
while using creative, complex problem 
solving is a successful activity for promoting 
creativity and originality. The students also 
used the transferable approach of questioning 
and idea-making in their other courses. They 
really appreciated the collaborative and open 
ethos of the course, which is a fundamental 
dimension for promoting creative thinking 
skills, especially originality. 
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Trait

Personality is one of the main components of 
creativity. Rhodes (1961) proposed the 4P’s 
of creativity: creative process, product, press 
(the environment), and personality. Selby 
et al. (2005) posited that creativity results 
from interactions between cognition and 
personality while interacting with the situation 
or environment. Guilford (1950) defined the 
creative personality as a unique pattern of 
traits (p. 447) that include a person’s aptitudes, 
interests, attitudes, and temperament. Patterns 
of traits are manifested through behavior 
such as inventing, designing, contriving, 
composing, and planning. Based on Rogers’ 
(1954) definition of creativity, Selby et al. 
(2005) categorised characteristics of the 
creative personality into two patterns: one 
was associated with openness and courage to 
explore ideas, and the other concerned listening 
to one’s inner voices (p. 303). 

Scholars, such as MacKinnon, studied 
the personalities of creative members of 
professional groups to clarify what makes 
a person creative. He claimed that creative 
people are intellectually above average, 
unusually capable of recording and retaining 
experiences, discerning, alert, focused, fluent 
in combining ideas and experiences, open to 
experience, relatively less defensive, interested 
and curious, more perceiving than judging, 
non-conformists, and free from conventional 
restrains (MacKinnon, 1966). Other traits 
may include having willingness (Sternberg, 
2006), an awareness of one’s creativity and 
other related qualities (Kaufmann & Sternberg, 
2019), creative self-efficacy (OECD, 2019), 
belief in one’s own creative capability 
(Hokanson, 2018), tolerance of ambiguity 
(Kaufman & Sternberg, 2019), courage to 
experience, effective intelligence, risk-taking 
behaviour (Treffinger et al., 2002), sensitivity 
to problems, curiosity, and general inhibition 

against closure (asking the right questions) 
(Guilford, 1950). 

Creativity can be nurtured (Mellou, 1996) 
and taught (Sternberg, 2006). Personality 
traits that drive or facilitate creativity can be 
fostered. Teachers can identify the creative 
personality traits their students exhibit in class, 
raise students’ awareness on their creative 
characteristics, encourage and reinforce 
their creative personality traits, and reward 
their creativity. Positive reinforcement helps 
students build confidence and self-belief, 
where self-belief shapes creative identity and 
determines their engagement and persistence 
in pursuit of creative endeavors (Beghetto & 
Karwowski, 2017). 

By knowing or learning the creative style 
of their students, such as how they process 
information, generate new ideas, and test 
and apply these ideas, teachers can better 
individualise instruction and improve teaching 
effectiveness. Curriculum design may take into 
consideration students’ preferences and adjust 
methods, techniques, and activities. Teachers 
may also help students understand their styles 
and preferences and thus improve their ability 
in problem-solving, idea-generation and 
tool-selection (Selby et al., 2005). Teachers 
can also create environments and organise 
classrooms for fostering creative thinking 
where students can shape and develop their 
creative personality while feeling safe and 
free to explore, express their creativity, and 
learn through trial-and-error (Mellou,1996; 
Sternberg, 2019). Modeling creative thinking 
and questioning can set examples for students 
to follow and develop creative personality 
traits (Sternberg, 2019). Through teaching 
and learning activities, teachers can create 
experiences which students may encounter 
in the process of being creative, such as 

Introduction

Trait
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rejection, tolerating ambiguity, improving self-
efficacy and prudent risk-taking, and providing 
guidance and feedback. Teachers may adopt 
cross-disciplinary learning, project-based 
learning, and team learning to foster creative 

collaborations, create opportunities for students 
to interact and discuss, generate new ideas, and 
set open-ended questions which allow more 
space and freedom for students to discover 
their creative self.

Example 1

Creativity in Music 
Dr. Chi-hin leung, Department of Cultural and Creative Arts

This example is also taken from the “Creativity 
in Music” course cited in the sections on 
connecting and synthesising, and originality in 
this book. The course aims to inspire participants 
about the nature of creativity through 
explorations in music. It examines established 
theories and practices involving creativity 
in music, creative thinking, composition, 
creative performance, improvisation, and 
creative listening. Participants are involved in 
various tasks, including evaluating the nature 
of creativity of selected musical works and 
creating music in diverse styles for different 
contexts. Students learn various genres, from 
Baroque to Contemporary music and from 
traditional Chinese to Western pop music. 
They are equipped with skills in composition 
by attending a series of hands-on workshops 
on using Max MSP for programming, Synth 
Kits for building electronic instruments, and 
Soundtrap for sequencing. Groups of students 
create original music compositions as the final 
product of the course. 

Since the course is an elective for all 
undergraduate students, their musical 
background ranges from neophyte to music 
major. The design of the activities assumes 
everyone should be able to learn how to create 
music without barriers. One of the assignments 
is to build a creative music portfolio with 
STEAM elements. A group of three to four 
students composes a piece of original music 
collaboratively by using techniques covered 
in the course, such as sequencing, recording, 
electronic building blocks, and coding, which 

serve to aid artistic purposes. Students are 
also encouraged to make use of their musical 
skills such as their ability to play an instrument 
to support their original music creation. The 
performance duration of the creative output 
in video format should be around three to four 
minutes. 

Music creation involves all four P’s, creative 
process, product, press, and personality. During 
the course, attention is paid to personality in 
the curriculum’s design as music creators have 
to find their unique voices during the creative 
process. The design of the course takes careful 
consideration of students’ preferences and 
backgrounds. In doing so, I survey students’ 
listening habits, preferences, and styles at the 
beginning of the course. Although students 
enrolled in this course are mostly music lovers, 
they tend to show different preferences in 
music. I further investigate their preferences 
through their presentations of a piece of self-
selected creative music composition. The 
genres range from traditional classical music 
to modernism and from Chinese traditional to 
pop music. 

During the 2021/22 fall semester, 18 students 
were enrolled in the course that I taught. 
The beginning of students’ creative process 
was vague and ambiguous, especially in the 
creative music tasks with STEAM elements 
as they were novel with few examples in the 
same setting. Thus, I tried not to ask students to 
follow my practice. Instead, I encouraged them
to express their preferences in music, and we
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worked together to see how to generate novel 
ideas within these characteristics. I rewarded 
their first try of using electronic building 
block for generating sound by giving positive 
feedback with my opinion. Gradually, the 
students composed with confidence and were 
eager to express their ideas. Students found 
the environment safe and constructive for 
developing their creative personality with many 
opportunities to explore various composition 
tools, techniques, and methods. The progressive 
in-class creative activity promoted a spirit of 
trial and error. Without any absolute right or 
wrong moves in music, students were building 
their creative personalities and were eager to 
explore in a safe environment.

Figure 1
Working Closely with Students to Learn from 
Their Creating Habits

Example 2

Gateway to Music
Dr. Yang He, Department of Cultural and Creative Arts

This example is also taken from two activities 
of the “Gateway to Music” course cited in the 
section on sensitivity in this book. “Gateway 
to Music” is an introductory course, offered 
to year one students in 2021, consisting of 
13 weekly lessons. It is a compulsory course 
for Visual Arts-major students; the goal of 
the creative arts programme is to cultivate 
and train multidisciplinary arts educators and 
community practitioners. Course topics include 
Music in the Community, Musical Elements, 
Musical Instruments, Music History, Music 
and Technology, and Music Appreciation. 
There are various in-class activities throughout 
the course. A group performance and guest 
workshops, which have received generally 
positive feedback, are selected here to share. 

Activity One. Group Performance
At the end of the semester, students were divided 
into groups to prepare for group performances. 
Students planned what they would perform, 
including the programme, the format of the 
performance, the division of instruments and 

vocals, and the creation of props. There were 
many opportunities for students to produce their 
own creative work throughout the semester; 
however, not everyone had the chance to 
perform. This group performance allowed 
students to showcase their creative thinking 
ability in project-based learning, which also 
fostered their creativity while collaborating 
with others.

Activity Two. Guest Workshops
There were two guest workshops during the 
semester, a jazz workshop and a composer 
workshop. The jazz workshop delivered 
basic jazz-related knowledge to students, 
such as instruments, genre, and classic-piece 
appreciation. Then, students were invited to 
improvise short compositions together with 
the guest and perform them. The composer 
workshop invited a guest music educator to 
stimulate students’ ideas and creativity in 
composing. One of the activities had the guest 
guide students to create a melody with the 
intonation of their names in Cantonese. 

Trait
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In a focus group interview, students shared that 
they believed they had learned creative thinking 
skills from activities one and two, which could 
be applied in their future classroom teaching. 
As students’ creativity in class was encouraged 
and rewarded, students believed they could be 
boldly creative. 

Like what we did in class, when I study other 
subjects which have many terminologies, I 
could be creative and put those terms into a 
song that I wrote and sing it. I think it helps me 
memorising them. (Student 4)

The atmosphere of the class was relaxed and 
interactive which made us dare to be creative 
and express our ideas whatever we could think 
of. (Student 1)

In this course, project-based learning, 
which fostered creative collaboration, was 
implemented. The rationale was that students 
could explore and discover their creative 
personality and style. At the same time, 
opportunities for interaction and discussion 
were provided, thus facilitating the generation 
of ideas that gradually developed their creative 
personality. 

Apart from project-based learning, having 
a casual classroom setting was one of the 
strategies implemented in this course. 
As reflected by participants in the focus 
group interview, the relaxed and interactive 
atmosphere was beneficial for creative in-class 
activities and general teaching and learning, 
allowing students to boldly think and speak out.

Quantitatively, the change in Trait in the self-
report inventory was not significant. However, 
the qualitative findings show that students 
were aware of the importance of creative 
thinking skills as they started to perceive 
themselves as creative and were willing to take 
risks to try different ways to solve problems. 
The differences between the quantitative and 
qualitative results, i.e., some participants 
became more aware while others did not, may 
have been because of the short duration of the 
experiment with only 13 weeks of three-hour 
lectures being delivered. This experiment may 
have been more effective if it had had a longer 
duration where students would have more time 
to develop their creative ideas and be more 
well-equipped with creative thinking skills.

Figure 1
Students Performing in Groups
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Example 3

Drama Education for the Early Years 
Dr. Pansy Po-chi Tam, Department of Early Childhood Education

The creativity evoked by process drama is 
the result of both collective participation 
and personalised expression. It provides 
opportunities for children to respond to a story 
with their own linguistic and cultural resources. 
Tension in process drama, such as dilemmas 
and problems encountered by the characters, 
is often exploited by the teacher with drama 
and non-drama strategies to elicit solutions 
(Dunn, 2016). As process drama encourages 
children to demonstrate individual analytic and 
decision-making powers to suggest solutions in 
their own way, it is also regarded as a strategy 
that promotes creative problem-solving.

The example of trait illustrated here is also 
taken from a process drama workshop based 
on The Enormous Turnip cited in the section 
on fluency in this book. The story is about how 
everyone in the farm gathers together to pull up a 
gigantic turnip. To give this famous story a new 
look so that my students would find it exciting 
and challenging, I built more tension into the 
story by refashioning the original problem of 
the giant turnip: I reset the role of the mouse 
in the picture book as a character from the city 

who suggested building a crane machine which 
he had seen how powerful it was to move heavy 
loads in the city. The tension was created as this 
tiny-brained creature could only recall that the 
crane had a long and strong arm attached to a 
hook with a long thick wire. He was at wit’s 
end when asked how to build one.

In this drama activity, I role-played the city 
mouse to stimulate suggestions among the 
students. In the role of the farm animals, 
my students were tasked with creating this 
machine; they would also name it and explain 
how it worked. Without much instructions, 
they had to draw on their own creativity and 
prior knowledge. The design that was the 
easiest to build and use would be adopted to 
extract the giant turnip. Regarding the modes of 
representation, I tried both build-and-tell with 
loose materials that they were ready at hand 
and draw-and-tell on different classes, which 
proved to me that the latter is also feasible 
for online teaching during the COVID-19 
pandemic as the students can improvise with 
anything available in their home. Figures below 
show examples of their creations.

Figure 1
Example 1: Eco-crane      

Figure 2
Example 2: HerculesCat

Trait
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The students showed commitment to this 
challenging task with designs displaying their 
individuality. Their eco-cranes were created 
with cheap, eco-friendly materials; HerculesCat 
had an impressively cute design and Crane-
for-dummies had operational simplicity. The 
creations displayed the students’ individual 
traits during the creative problem-solving in 
the drama workshop. 

The students further exhibited their traits in 
their individual work. The process drama lesson 
plans of 75 students were collected from the 
two classes and assessed via content analysis 
(Schreier, 2012) focusing on their skills for 
designing a drama problem-solving task. The 
results revealed that very few students chose the 
same picture book. Even though there were two 
students from each of the two classes using the 
same picture book, the problem-solving tasks 
they designed were completely different from 

each other. In this way, we collected 75 unique 
drama problem-solving tasks. The teaching 
skills involved and largely demonstrated in the 
lesson plans included:

• identifying the problem encountered by 
the story character(s) based on the picture 
book they had chosen

• escalating the problem of the main 
characters or the tension of the story for the 
process drama

• designing a challenging, interesting and 
inspirational problem-solving task with 
drama strategies

• applying appropriate drama strategies to 
engage children in solving the problem 
particularly designed for the story they had 
chosen

• providing general or basic guidelines and 
guidance to make the task manageable and 
help children steer away from over-the-top 
or irrelevant solutions

• role-playing a story character with less 
power such as a character who is foolish, 
incapable or in need of help, through which 
they can create the impression that they 
have swapped knowledge and power with 
the children

• using various modes of representation 
to enable children to demonstrate their 
learning outcomes

The classroom observations together with the 
students’ assignments reveal that the students 
not only had the capacity to transfer the 
teaching skills of designing drama problem-
solving tasks gained from the experiential 
drama workshop, they also exhibited their 
own interests, approach, and decision-making 
regarding story choice and task design.

Figure 3
Example 3: Crane-for-dummies
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4. Concluding Thoughts

Regarding the limitations of this research, 
the major difficulty this project faced was the 
administration of the TTCT and the self-report 
inventory. Since the project was conducted 
under the COVID-19 pandemic, social-
distancing measures were implemented, as a 
result, the TTCT and the self-report inventory 
were conducted online rather than in a 
classroom setting. Invigilating and supervising 
students during the tests were therefore 
difficult. Moreover, the test response rate of 
some courses was not ideal. It might be due to 
the online format and voluntary nature of the 
participant recruitment. To obtain more data 
to support the findings, focus group interviews 
were conducted. However, if situation allows, 
it is best to administer the tests face to face in 
future studies. 

As shown in the teaching examples, some 
constructs are closely related to each other, 
for example, coming up with many ideas 
(fluency) essentially involves ideas of different 
categories (flexibility), while implementing 
enduring projects that involve coming up with 
a thorough plan of executing an idea, multiple 
key skills will be employed in the process. It 
is sometimes difficult for a teaching strategy 
to enhance only one specific key skill in 

the complex creative thinking process since 
creative thinking components are closely 
related to each other. Nonetheless, a benefit of 
describing creative thinking in a set of key skills 
is providing a clear and operational guide for 
educators to develop strategies for the teaching 
of creative thinking, and its assessment. 

To conclude, creative thinking skills have 
proven to be a crucial and almost required 
competency for individuals to achieve better 
outcomes in everyday life or in the face of 
challenges. It is more widely known that 
creativity is not just about art, and students 
can learn creative thinking skills from subjects 
other than art. To teach for creative thinking 
skills, it is important for teachers to first 
creatively search for ways to incorporate these 
skills into the curriculum and ensure they are 
relevant. This pedagogic research has provided 
operational examples and demonstrated that 
teaching the content in tandem with developing 
students’ creative thinking skills is possible in 
all disciplines. We hope that more educators 
can infuse creative thinking skills into the 
curriculum to enable more students to benefit 
from the infusion and discover their potential 
to be creative. 
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5. Useful Resources

https://www.mycoted.com/Main_Page
This website provides a wide range of creativity techniques, tools and exercises.

http://creatingminds.org/
This website lists useful articles and tools about creativity.

Creativity Research Journal
This journal covers research into all aspects of creativity.

Thinking Skills and Creativity
This journal covers research into the teaching of thinking skills and creativity.

Creative Universities: Reimagining Education for Global Challenges and Alternative Futures
Anke Schwittay, 2021
This book proposes concrete ideas for the reimagination of higher education, to inspire students to 
generate better responses to global challenges.

Developing creative thinking skills: An introduction 
Brad Hokanson, 2017
This book provides concrete activities and exercises that can be used to increase learners creative 
thinking skills inside or outside of a classroom.  

The Cambridge Handbook of Creativity
Edited by James C. Kaufman and Robert J. Sternberg, 2019
This book provides a thorough introduction to the field of creativity and covers diverse topics such as 
psychology, business, entrepreneurship, and education.

Weaving Creativity into Every Strand of Your Curriculum
Cyndi Burnett and Julia Figliotti, 2015
This book includes a myriad of teaching techniques and ideas to help bringing creative thinking skills 
into any curriculum.
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