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A CENTURY OF CONTRIBUTIONS
TO GIFTED EDUCATION

A Century of Contributions to Gifted Education traces the conceptual
history of the field of gifted education. Bookended by Sir Francis Galton's
Hereditary Genius of 1869 and Sidney Marland's report to the United States
Congress in 1972, each chapter represents the life and work of a key figure
in the development of the field.

While the historical record of gifted education has previously been
limited, 4 Century of Contributions to Gifted Education explores the lives
of individuals who made fundamental contributions in the areas of
eminence, intelligence, creativity, advocacy, policy, and curriculum.
Drawing heavily on archival research and primary source documentation,
expert contributors highlight the major philosophical, theoretical, and
pedagogical developments in gifted education over the course of a century,
providing both lively biography and scholarly analysis.

Ann Robinson is Professor of Educational Psychology and Director of the
Jodie Mahony Center for Gifted Education at the University of Arkansas at
Little Rock.

Jennifer L. Jolly is Associate Professor of Gifted Education at Louisiana
State University.
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FOREWORD

Abraham J. Tannenbaum

PROFESSOR EMERITUS OF EDUCATION AND PSYCHOLOGY
TEACHERS COLLEGE

It is a pleasure for me to herald this book into being for a few reasons. For
one, my friend and mentor A. Harry Passow is included here. I still vividly
remember the day I interviewed to be his research assistant. Working with
Harry and the delightful Miriam Goldberg (another illuminated life within
the contents of this book) will remain treasured memories as we created
what was to become the Talented Youth Project. Secondly, I have had the
pleasure of working with Ann Robinson and watching her develop as an
important leader in the field. Last, but not least, this book can help shape
gifted education by borrowing from past research, ongoing research, and
projecting into the future. For example, one will note that an interest in the
biographies of eminent people has a history that formed one of this field's
earliest contributions to curriculum. The gifted students taught by Leta
Hollingworth (illuminated in another chapter) studied the biographies of
eminent individuals and synthesized their learning into creative products
that continue, to this day, to impress. Gifted education curriculum often
includes the study of leaders and contributors in all fields. The authors in
llluminated Lives have extended this practice by demonstrating the richness
of primary resources as biographical research tools that can also outline the
birth of a field.

A field that examines its history increases its opportunities to shape the
future. In l/luminating Lives, Ann Robinson and Jennifer L. Jolly have
conceptualized a unique scholarly investigation into the lives and work of
important contributors to our foundational theories, our large-scale research
studies, and our ideological and practical fascinations and achievements.



Using the lens of history, the materials and strategies of documentary
research, and the art of biography, the authors have painted portraits of
important and interesting thinkers and activists who built the field. They
focused on individuals whose lives are preserved in archives and private
collections to afford an evidentiary base for their chapters. Some of the key
figures are well-known psychologists and educators who have influenced a
broad swath of disciplines and schools of thought. Others contributed to
psychology or to education with multiple lines of research. Several of the
figures contributed to the study of creativity and creative lives. Still others
provided much-needed practical and philosophical work through advocacy,
legislation, and administration.

By standing on the shoulders of this first century of work, we might
better assess our ongoing debates and clarify the political challenges of the
21st century. As such, this book is also useful to those involved in general
education. The hidden gems of scholarship that were uncovered by the
authors and their insightful explanations that address past practice may help
fortify the needed collaboration between general education and gifted
education practitioners. Perhaps the future will address the issue I find most
compelling: that giftedness is perceived as incompatible with equality. As
much as we try to squeeze giftedness into the limits of equality, it just
doesn't fit—unless gifted children are seen as having equal rights to a
challenging education appropriate to their special needs.



FOREWORD

Julia Link Roberts, Ed.D.

MAHURIN PROFESSOR OF GIFTED EDUCATION
WESTERN KENTUCKY UNIVERSITY

PRESIDENT, THE ASSOCIATION FOR THE GIFTED (TAG)
COUNCIL FOR EXCEPTIONAL CHILDREN

What an honor it is to write a foreword for [l/luminating Lives! Ann
Robinson and Jennifer L. Jolly are both editors of this important book and
authors as well. They conceptualized a book like no other in the field of
gifted education. They gathered together a small group of authors who are
outstanding scholars. They are responsible for writing about important
individuals in gifted education.

llluminating Lives makes a unique contribution to the field of gifted
education. The book illuminates the lives of 18 psychologists and educators
in the history of gifted education, shedding new light on what is known
about these individuals. Chapters reveal information discovered in
documents and other primary sources. What has previously been known
about some of the early contributors to the field of gifted education has
been relatively limited in scope and depth prior to the research for this
book.

Another unique contribution of this book resides in the scholarly
techniques used to collect information about the individuals who
represented slightly more than 100 years, spanning the time from the
publication of Sir Francis Galton's Hereditary Genius to Sidney P.
Marland's Report to Congress. The authors conducted biographical and
documentary research to highlight contributions of these important figures
to the field of gifted education. Although these research techniques are not
new, they seldom have been used in gifted education.



A field of study gains prominence from understanding its origins.
llluminating Lives fills a gap in gifted education as it “illuminates” what 1s
known about individuals who made early and significant contributions to
gifted education.

I commend the inclusion of educators and psychologists from several
countries as key figures for this work. The editors have also included
international authors as well. It is very important to note contributions in
gifted education by individuals around the globe.

Congratulations on the publication of this noteworthy book.



FOREWORD

Tracy L. Cross, Ph.D.

JODY AND LAYTON SMITH

PROFESSOR OF PSYCHOLOGY AND GIFTED EDUCATION

THE COLLEGE OF WILLIAM AND MARY

PRESIDENT, NATIONAL ASSOCIATION FOR GIFTED CHILDREN

When does an academic field of study become worthy of being described as
rich, valuable, or important? I would argue, right here, right now for the
field of gifted education. Whether we call it Gifted Education, Gifted
Studies, or Talent Development, our field has crossed an important
threshold of substance— having historical accounts of its successes and
failures. Pointing to and tracing the historical contributions of significant
thinkers and researchers who have pursued important questions is exactly
what this book, edited by Dr. Ann Robinson and Jennifer L. Jolly, does. It
raises the dead and brings to life the important, often unknown, work of
some of the seminal people in our field. The book reveals numerous
pathways that have become partially obscured by the very few who
followed the work of these people. Perhaps the single greatest lesson of this
substantial book is that it teaches us humility about the fact that, no matter
how wise we have become, some of our predecessors cleared even darker
paths to enable us to imagine what can happen today.

From Francis Galton to Paul Torrance, from Binet to Dabrowski, Drs.
Robinson and Jolly have assembled a fascinating intellectual stroll through
the rich works of many of our forefathers and mothers in the field. Highly
recognized names such as Lewis Terman, Calvin Taylor, and Leta
Hollingworth exist in the book, like they did in real life, alongside some
remarkable, but somewhat less well-known pioneers such as Paul Witty,
Martin Jenkins, and Miriam Goldberg. Reading this book will help add to



the sophistication that comes with really knowing one's field. While
genuinely humbling, it will also elevate the position from which we can
imagine our future as a field, not a bad outcome for merely reading one
book.

My hat is off to my colleagues for having the expertise to put the book
together and the authors who provided excellent scholarship bringing to
light our only slightly visible paths for the future.
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BIOGRAPHY, HISTORY, AND
PIONEERING IDEAS

Illuminating Lives

Ann Robinson

The secret of biography resides in finding the link between talent and achievement. A
biography seems irrelevant if it doesn't discover the overlap between what the individual
did and the life that made this possible. Without discovering that, you have shapeless
happenings and gossip.

—(Edel, 1985, para. 41).

Gifted education is assuredly a nascent field. Although the classical Greeks
have been credited with divine explanations of genius (Grinder, 1985) and
Platonic visions of differential preparation for varying social roles
(Tannenbaum, 2000), and examples of eighteenth-century child assessment
practices and policies for educational opportunity appear in reviews (Shi &
Zha, 2000), the modern, scientific beginnings of interest in the constructs of
eminence, giftedness, precocity, and talent initially appear most visibly in
concert with the nineteenth-century rise of psychology as a distinct
discipline. In particular, the 103 years bookended by the appearance of Sir
Francis Galton's Hereditary Genius in 1869 and U.S. Commissioner of
Education Sidney P. Marland's Report to the United States Congress in
1972 provide a rich array of ideas about talent development and the people
who initiated, applied, or popularized those ideas. The time period covered
by llluminating Lives i1s peopled by fascinating figures and offers the reader
often surprising analyses of their contributions to gifted education. This text
provides the first book-length examination of selected key figures in gifted
education and of their conceptual and practical contributions to the field



during a productive and prescient 100-year period. Although the book
begins with the appearance of a British publication four years after the end
of the American Civil War and concludes with a report to the U.S. Congress
that coincides with a period of political and educational activism on behalf
of gifted learners in the United States, the key figures in this book represent
multiple countries and cultures. The book is overtly Western in its
orientation, but in both the key figures and in the authors invited to
investigate them, we have included individuals outside the United States.
This international perspective is an important part of a broader
understanding of gifted education.

Criteria for Selection

Because there are more worthy candidates for inclusion than any single text
can accommodate, we used explicit criteria for selecting the individuals
included in this book. The decision to begin with Galton and to end with
Marland was deliberate because the period encompassed major historical
trends in gifted education-early studies of eminence, the mental
measurement movement, the rising interest in the scientific study of
creativity and the attention to cultural diversity, the establishment of the
gifted child movement through deliberate advocacy, and the importance of
curriculum and programming to talent development in the schools.

The choice of key figures who appear in /lluminating Lives is based on
three explicit criteria. First, the individuals were deceased at least seven
years when we began the research project so that at the time of publication,
each key figure will have been deceased for a minimum of a decade. Our
reasoning for the choice of a decade was to let the conceptual dust settle, to
provide some analytical distance between the key figure and his or her
researcher, and to respect the sensibilities of living family members.
Second, the key figures must have made foundational contributions to the
field through scholarly activity or professional activism (e.g., through the
constructs of intelligence, creativity, motivation, cultural or curriculum
theory or advocacy) prior to the appearance of the Marland Report in the
early 1970s. For example, proposing theory, conducting empirical research
studies, founding advocacy and professional societies, engaging in
systematic clinical or educational practices, or any combination of these
activities were possible accomplishments that met our second criterion of a



foundational contribution to the field. Finally, to be included in this project,
archival research materials related to the key figure must exist and be
accessible to the researchers authoring the chapters in l//luminating Lives.
This final criterion was especially important to this project for several
reasons. Gifted education is an excellent match for biographical research,
although archival, documentary, and historiographic methods have yet to be
applied widely to investigations of the field's own eminent contributors
(Robinson, 2009b). One of the purposes underlying the Illuminating Lives
scholarly project was to encourage biographical and documentary research
in archival collections. The rigorous conventions of biographical research
are not widely practiced by scholars in gifted education. We hope this text
will entice other researchers into this endlessly and obsessively attractive
form of scholarship (Robinson, 2009a).

The Importance of Biographical and Documentary Research

Our insistence on the use of documentary sources and the subsequent
scholarly analyses of ideas through the vehicle of biographical study is not
entirely self-indulgent. Important ideas do not appear fully formed as did
the goddess of wisdom Athena, springing forth from the forehead of Zeus.
Ideas come from people, and people are shaped by their contexts. We have
an increased opportunity to understand our twenty-first-century thinking
and theorizing if we examine the contexts, the events, the webs of ideas,
and the people whose contributions built a field. To do so, we asked our
authors to access original documents. What did they find? Biographer Leon
Edel provides a compelling picture of the daunting task our scholars faced.
In Principia Biographia, he notes,

Let us image the great table of biography-for biographers need larger
tables or desks than most writers. It is piled high with books and
papers: certificates of birth and death, genealogies, photos of deeds,
letters-letters  filled  with  rationalizations and  subterfuges,
exaggerations, wishful thinking, deliberate falsehoods, elaborate
politenessess-and then, testimonials, photographs, manuscripts, diaries,
notebooks, bank checks, newspaper clippings, as if we had poured out
the contents of desk drawers or of old boxes in an attic: a great chaotic
mass of materials, not to forget volumes of memoirs by



contemporaries-how they abound in some cases!-and the diaries and
notebooks of these contemporaries, and often biographies of the
subject written by other hands. All this material, assembled out of the
years, will make its way into the mind-and the heart-of the person who
has gathered it. (Edel, 1984, p. 42)

Our authors, indeed, found themselves in many cases confronted by
archival largesse. Some visited institutional archives (VanTassel-Baska on
Galton; da Costa and colleagues on Binet; Jolly on Terman, Marland, and
Witty; Robinson and Simonton on Cox Miles; Hébert on Torrance; Rogers
on Isaacs). Other researchers were able to access archives digitally (Worrell
on Du Bois, Hertberg-Davis on Hollingworth, Davis on Jenkins, Borland on
Goldberg, Kronborg on Strang, Robinson and colleagues on Passow). A
third group of authors investigated privately held papers and interviewed
living family members and colleagues (Henshon on Ward, Cohen and
colleagues on Taylor, and Piirto and Kellar-Mathers on Meeker).

In some cases, key figures who could have been included in this volume
were ineligible because we could not locate an accessible archive or one
does not appear to exist. Two examples are instructive. Our initial list of
key figures included Joy P. Guilford. On the strength of his 1950
Presidential Address to the American Psychological Association calling for
the scientific study of creativity, Guilford was a candidate to be a
foundational contributor to the field of gifted education. We determined his
papers had possibly been exported to a society in Japan, but there the trail
ran cold. Perhaps the appearance of this volume will bring forth individuals
who know of the existence and location of Guilford's personal and
unpublished professional papers. If so, this book has contributed to the field
beyond the work between its covers. In the second example, the
documentary pursuit has a happier conclusion. Virgil Ward also appeared on
our 1nitial list. Electronic searches did not uncover an institutional archive,
and phone calls to former colleagues and students left us tantalizingly close
to Ward's papers but unable to find them. In the end, a fortuitous suggestion
from colleague and Ward co-author Bruce Shore led us to Ward's former
student, Maurice Fisher, who had stored some materials from his mentor in
the basement of his home. Subsequently, Dr. Fisher led us to Professor
Ward's daughter, Rebecca. The Ward papers were found in private hands
and made accessible to our project! Absent the tenuous chain of events that



led to these privately held papers , llluminating Lives would lack the
chapter on a foundational scholar who counted the theory of differential
education of the gifted among his many achievements. Biographical
research is a thrilling pursuit as well as a scholarly investigation.

The Organization of Illuminating Lives

Readers of this text will no doubt have their own favorite candidates whose
lives and contributions do not appear in this volume. We hope that other
biographical and analytical works will materialize and that we regain lost
archives and missing voices. In the meantime, we are fortunate to have
found sufficient primary material to trace the development of several
important ideas over time. For conceptual convenience and in keeping with
our biographers' preference for a flowing narrative that unfolds over time,
the text is organized chronologically in four sections: Foundational Pioneers
(Galton, Binet, DuBois); Great Investigations (Terman, Hollingworth, Cox
Miles); Cultural Diversity, Creativity, and Crisis (Witty, Jenkins, Torrance,
Taylor, Dabrowski); and Curriculum, Advocacy, and Policy (Goldberg,
Passow, Ward, Meeker, Strang, Isaacs, Marland). Within the four sections,
the chronology is not so strictly observed; we avoided cutting the
conceptual and historical flow made by our key figures to fit a procrustean
bed of birth and death dates.

The individual chapters are generally organized in two parts. First, the
key figure 1s introduced through a biographical sketch. Next, the authors
analyze the major contributions of the person and link these contributions to
gifted education. The similarity among the chapters ends there. Again, the
variability across authors certainly accounts for some of the differences, but
the differences are also a function of the kinds of archival and documentary
materials available on the key figures and the ease with which these
materials can be searched through catalogues or finding aids. Our authors
encountered both thick and thin documentary sources. In some cases,
extensive archives exist for a key figure. For example, the Galton Archive
at the University of London contains a vast collection of papers in one area
and the preserved experimental devices invented by Galton in another. In
addition, Galton letters and documents are also found in the collections of
the British Library and in other archival collections of his Victorian
contemporaries. The University of Massachusetts at Amherst has digitally



preserved an extensive collection of materials on W. E. B. Du Bois,
including searchable textual documents and photographic images. The
robust papers of Catharine Cox Miles are embedded in her husband's
collection at the Center on the History of Psychology in Akron, Ohio, but
other relevant documents are found in family archives at Haverford College
in Pennsylvania and within the Terman papers at Stanford University. In
these cases, authors were both bedeviled by thick archives and blessed by
well-organized finding aids. Other authors worked with thin archives. For
example, the Paul Witty papers located at Northwestern University are
limited and largely focused on Witty's contributions to his work in reading
rather than to gifted education. In this case, the thin archival evidence was
buttressed by interviews with a former student of Witty's, Dr. Walter Barbe,
who supplied personal stories and additional documentary materials. What
documents were preserved, how they are preserved (digitally scanned or
fragile originals), how they were made accessible (catalogued and digitally
searchable, catalogued and hand searchable, digitally scanned, but
uncatalogued, uncatalogued and thus hand searchable only), and where they
are preserved (university or institutional archives, casually accumulated, or
privately held) all affect the kind of biographical research that authors could
carry out for this project. All biographers and historians face the problems
of too much diffuse and unrelated material, too little relevant material, or
gaps in the record that invite dangerous inferences. Across the authors in
this volume, each of these problems confronted one or more researchers and
affected the nature of the chapter that could be written.

Foundational Pioneers: Polymaths and Provocateurs

In terms of archival richness and both lively and contentious analytical
scholarship across multiple decades, the individuals appearing in the section
of the book focused on foundational pioneers provide an intriguing set of
portraits and an enduring set of conceptual concerns. Sir Francis Galton has
been identified as the grandfather of gifted education (Stanley, 1976).
VanTassel-Baska (this volume) claims him as the father of gifted education
but points out he never formally studied gifted children per se although he
secured data on a variety of measures of child physical and psychological
variability. A member of a prominent family that included the Darwins and
the Wedgewoods who had prospered in the china pottery trade, Galton



made original contributions to multiple fields-statistics, criminology,
geography, and psychology. His Victorian habits of collecting and counting
translated into ingenious data collection devices and practices, while his
Victorian values of accomplishment and improvement led him to
investigate eminence and ultimately to endorse the tenets of eugenics. He is
a troublesome figure for the modern scholar of gifted education-a brilliant
innovator whose enthusiasms led to dark beliefs and presaged even darker
practices. His inclusion in ///luminating Lives posed a challenge for his
author and will pose challenges for his readers, but his life is also an
exemplar of the problems of presentism and revisionist analysis that are
integral issues in biographical and historiographic research (Lovett, 2006).
Historians caution that our interpretation of events is bounded by
chronology and our current worldview. Applying a twenty-first-century lens
to a nineteenth-century life can mislead as well as enlighten. Instead we
must enter Galton's world and extract the numerous insights, lessons, and
cautionary tales that exist there.

While Galton was charging Londoners a few pence to enter their vital
statistics into the register in his anthropometric laboratory and proposing
the sale of baby books to proud parents in order to collect data on a very
young sample, his contemporary, Alfred Binet, was busily observing his
daughters and developing what he termed individual psychology. While the
appearance of Binet in a book devoted to gifted education might be
reasonably assumed to rest on his development of an intelligence scale for
children, Binet has other claims on our field. English-speaking readers have
not had the opportunity to read Binet's original works but have had to rely
heavily on those that have been translated. The works in English translation
do not represent the full range of his oeuvre. In addition to theoretical and
experimental work on children's thinking and personality, Binet investigated
the “creative imagination” of writers, investigated the cognitive strategies
of mental calculators and expert chess players, and worked with teachers
and school administrators to carry out pedagogical investigations in the real
world of the schools rather than in the brass and glass laboratories of the
late nineteenth century. Binet theorized about and studied several
constructs, samples, and practices relevant to gifted education-intelligence,
creativity in writers and actors, extreme cases such as mental calculators
and chess experts, and pedagogical practices adapted to individual
differences. Binet and Galton exchanged letters as did many intellectuals of



the time, but their interests in individual differences diverged. Galton
maintained an abiding interest in adult eminence; Binet was passionately
devoted to understanding children and improving their opportunities to
learn in schools.

Finally, the third foundational figure whose thinking has influenced
gifted education is the scholar and activist, W. E. B. Du Bois. Du Bois was
born a year before the appearance of Galton's Hereditary Genius and lived a
full 95 years, dying in 1963. Thus, Du Bois understood the lingering effects
of slavery but lived to see the beginnings of and contribute to the American
Civil Rights movement. His key contribution to gifted education, published
in 1903, was The Talented Tenth. Du Bois suggested that improvements for
African Americans had their best hope in the -cultivation of
accomplishments among their most talented individuals. He neither
published in gifted or psychology journals dominated by White researchers
nor investigated the theories, constructs, or educational practices most
associated with the field of gifted education, but his influence is undeniable
and foundational, as is aptly explained in the chapter devoted to his life and
work.

Across these early figures, we find several enduring concepts in the field
that absorbed them. Taken together, pioneers Galton, Binet and Du Bois
thought, theorized, researched, or wrote about eminence, genius, creativity,
intelligence, and cultural diversity. One hundred years on, these constructs
remain twenty-first-century concerns-they are truly foundational.
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2
SIR FRANCIS GALTON

The Victorian Polymath (1822—1911 )1
Joyce Vanlassel-Baska

The life and work of Sir Francis Galton is surely the most important in any
history of the field of gifted education. He not only was the first to study
giftedness in a serious way but also invented statistical techniques such as
correlation and regression in order to use statistics to handle the data sets he
constructed. His interest in children in schools and women in hospitals led
to his initiating questionnaires to collect data on needs in both settings.
Galton's 1nvestigations led to improved attention to vision and hearing
needs of children and to pregnancy issues related for women. Thus, his
work impacted many aspects of what we still do today in education in
general as well as in gifted education.

Galton's strong belief in his cousin Charles Darwin's work drove his
research in the direction of investigating hereditary influences on giftedness
and on using mixed methods he invented to study the phenomenon in
different ways. He conducted case study work on eminent personalities
across history, presaging the work of Catharine Cox Miles almost a century
later (Cox, 1926). He studied the lineage of English men of science and
their families, examining the presence of eminent accomplishments across
and within generations in his native England (Galton, 1874). He studied
synesthesia through collecting data on examples of it; many of the
responses came from women (Galton, 1880). He conducted studies of facial
features of prototypical people and eminent personalities in the hope of
finding physical characteristics that mirrored mental ones (Galton, 1883).



His broad-based and extensive research agenda ultimately required more
space and led to the establishment of the Galton Laboratory at the
University of London, a lab that was ultimately taken over after Galton's
death by Karl Pearson, his colleague and student. While Galton was an
amateur scientist, his contributions were enormous to technical fields not
yet developed in his lifetime, such as statistical analyses, fingerprinting
methods, and large scale testing of subjects for various purposes.

Galton's Archive

Galton's archive is extensive. Located at University College London, it
contains 120 boxes of material, ranging from original family albums with
photographs to letters, original glass slides of photographic images, and
original manuscripts of his work. The archive catalogue contains multiple
categories and thousands of data points. Visits to the archive over three
years have yielded a depth of understanding of Galton's life and work that
exceeds what would have been possible from online exploration although
much of the archive is now available digitally. The archival materials most
useful for framing this chapter were letters, Galton's memoir, his published
papers and books, his study notes, photographs of family and archival
photographic slides, and related materials in draft form.

The joy of archival research cannot be overstated. While the process of
gaining access to Galton's archive is formal and stringent in respect to
credentials, purpose, and the hours it is accessible, the opportunity to
request and handle any document or artifact, take digital pictures of the
contents, and type notes on a personal laptop was quite freeing. I decided to
focus on biographical material, Galton's works in the original, including his
memoir, and selected letters written by and to him. The catalogue allowed
me to decide what was most important and how to attack the sheer volume
of material. Reviewing the notes each night back at the hotel led me to
consider what I understood and what needed greater clarification. It also
allowed me to realize how exciting certain finds were—the original
manuscripts of English Men of Science and Hereditary Genius, still tied up
with twine, the letters from Darwin, and Galton's original sketches from
Egypt—particularly meaningful as I had just returned from the trip of a
lifetime to the sandy land of the pyramids. No other kind of research sparks



quite the same fire or bears such personal relevance as the biographical
study of an eminent individual's personal possessions.

Biographical Data

Born the youngest of seven children to an English Quaker family in 1822,
Gal-ton's family background presaged much of his career. His mother and
father both came from long lines of eminent families, notable respectively
for the banking trade and scientific research. His paternal grandfather,
Samuel Galton, was a highly successful businessman with a bent for
science and statistics who belonged to the Lunar Society with Joseph
Priestly. His maternal grandfather, Erasmus Darwin, was a polymath in his
own right, a respected physician, inventor, and poet who proposed a theory
of evolution that his other grandson, Charles Darwin, devoted his life to
proving. Both of Galton's great-grandfathers had established endowed
chairs at Oxford, and many relatives were in the Dictionary of National
Biography (Galton, 1906). His father, Samuel Tertius Galton, was a
successful banker and businessman who loved numbers and working with
statistics, even writing a book about currency. He retired at age 44 and died
at age 60, leaving a large family to fend for themselves, although not in
poverty. His mother, Violetta, was a cousin of Charles Darwin's. Galton
spoke of her as a good manager of the household and an artist skilled at
drawing perspective. Growing up, Galton was close to his sisters, especially
Adele and Emily (Baska, 2009). Thus, Galton had great role models for his
development in the form of his own family.

Galton suffered from undiagnosed physical ailments throughout his life.
Nervous breakdowns, perceived to be due to overwork, plagued him as did
a degree of depression or at least melancholia. Whenever these bouts
occurred, generally when he was a young man at Cambridge, Galton
usually took a rest and traveled as an antidote. Ye t he had an insatiable
curiosity about the world and used that characteristic to shape his research
agenda across his lifetime. He also loved to organize and sort, especially if
the task involved numbers. His early childhood record attests to the dual
importance of working with number concepts and talking. He often recited
poetry, for example, to his sister Adele and established number patterns for
her enjoyment as well (Keynes, 1993).



Precocity and Giftedness

As a child, both Galton and his sister Adele exhibited precocious behaviors.
Adele took her younger brother under her wing from birth, teaching him
letters and using the reading method to help him understand language. She
taught herself Greek and Latin so that she could teach him and informally
trained him in the study of insects at home. The day before his fifth
birthday, Francis wrote a letter to his sister stating:

My dear Adele,

[ am four years old and I can read any English book. I can say all the
Latin Substantives and Adjectives and active verbs besides 52 lines of
Latin poetry. I can cast up any sum in addition and can multiply by 2,
3,4,5,6,7,8,9,10, 11. I can also say the pence table, I read French a
little and I know the clock.

Francis Galton
Febuary [sic] 15, 1827. (Pearson, 1914, p. 66)

By age six, both Francis and Adele had mastered Homer's /liad and
Odyssey, even beginning their own compositions in ancient Greek and
Latin, a task still considered challenging for many graduate students of the
classics (Baska, 2009). While many biographers refer to Galton as being a
prime example of a late bloomer from a prodigious family (his most lasting
work was not completed until his 80s), Lewis Terman published a study on
Galton's precocity in 1917, projecting his childhood IQ around the 200
range (Terman, 1917). Even without quantifying the behaviors, his
intelligence and intellectual curiosity were clearly evident from an early
age.

Education

His father wanted him to be well-educated and to take advantage of
opportunities that he had not. Thus, education was an important
consideration in Galton's early life. He attended the local schools around the
area of Birmingham. In 1836, he entered King Edward's School, where he



learned much about the classics and religion, but his parents withdrew him
because of his failed expectations and encouraged him in the pursuit of a
medical career instead. To this end, he studied at Birmingham General
Hospital from the age of sixteen. Galton wrote in his memoirs that he
relished his time on ward duty, even while he spent time tending to men
who had been injured in fights. He cavalierly noted in Memories, “It was
my part to shave the head, using the blood as lather, which makes a far
better preparation for shaving than soap” (1908, p. 42). After his year
apprenticing with local doctors at Birmingham General, he attended
medical school at King's College for a year, where he again showed a
predilection for morbid topics in his studies. He commented rather
ghoulishly to his father, “Dissecting increases the appetite wonderfully”
(1908, p. 48). Already in his adolescence, he had developed a somewhat
macabre and distanced attitude toward patients and the medical profession
in general that would follow him in his later career.

He then entered Trinity College at Cambridge University in 1840,
studying mathematics and medicine, but did not take well to the rigors of
academic life. After a difficult start, he took a year off to recover from
mental overexertion. He writes in his memoirs of this period: “It was as if |
had asked a steam engine to perform more work than it was constructed for,
by tampering with its safety valve, had strained the mechanism. Happily, a
human body may repair itself” (Galton, 1908, p. 97). When his father died
in 1844, he realized he could live well without an income and made the
decision to discontinue his dalliance with medicine. He graduated from
Cambridge without distinction, unsure of his future. For a few years he
indulged 1n sports and lived a life of leisure while recovering his health but
became bored and decided to engage in extensive travel which he found
more to his liking.

The Travels of Galton

Galton had an insatiable appetite for world travel, a taste first developed on
an extensive trip to Europe. Ye t his passion for travel was only beginning.
He went to Egypt and explored the Nile River to its origin near Khartoum,
sketching images of interest along the way and corresponding with his
friends about the wonders of the country. He continued on in the continent
of Africa, developing both personal and professional interest in the place.



He explored the inland areas of present-day Namibia for two years, leading
an expedition of 28 men. He mapped the region geologically and
astronomically, made contact with the people of the region, and brought
back flora and other artifacts of the area. He later compiled his collections
and sketches to write two travel books, one an account of his journey
(Narrative of an Explorer in Tropical South Africa, 1853), and one for the
lay person who would be interested in travelling, an early Frommer's Guide
to the art of successful travel (The Art of Travel, 1855). For his ground-
breaking work in Africa, he received the Gold Medal of the Royal
Geographical Society and three years later, in 1856, was made a Fellow of
the Royal Society, the highest awards that could be made to Englishmen at
the time for scientifi ¢ discoveries (Bulmer, 2003).

Scientific Career

The momentous discoveries of his cousin, Charles Darwin, and the
publication of Origin of the Species in 1859 led Galton to discover himself
as a scientist. After reading the work, Galton later wrote in Memories of My
Life,

I felt little difficulty in connecting with the Origin of Species, but
devoured its contents and assimilated them as fast as they were
devoured—a fact to which I am inclined to ascribe to a natural bent of
mind that both its illustrious author and myself have inherited from our
common grandfather Erasmus Darwin. (Galton, 1908, p. 288)

From the moment he read Origin, he began applying the concepts of
heredity to human capacity.

After much correspondence with Darwin and study of his cousin's work,
Galton became convinced that the development of eminence as a human
trait was due almost entirely to heredity. Regardless of academic field or
talent, Galton believed that eminence was a heritable characteristic, a belief
very much at odds with the more popular sentiment of the time which
claimed that all individuals possessed equal ability. Even Darwin believed
that all he had learned of value was self-taught and that people should credit
no one but themselves for their achievements. However, Darwin had to
recant these opinions after reading Hereditary Genius, Galton's first



professionally important work. Darwin's letter from 1869 reads, “You have
made a convert of an opponent in one sense for I have always maintained
that, excepting fools, men did not differ much in intellect, only in zeal and
hard work” (Darwin, 1869).

To Galton, genius was innate talent and skill, sometimes shaped by
circum-stance, but always passed down from former generations. He set out
to study this idea extensively through his lifetime in various ways. In the
process, he invented statistical methods, developed a survey method for
collecting data, and calibrated differences in human response to various
items through use of a scale. His first studies of eminence focused on great
men of science, many of whom he knew personally, collecting data on their
families and their personal characteristics, their predilections and habits of
mind. In English Men of Science (1874), he wrote that Darwin was very bad
at modern languages and learning by rote but that he had a good memory
for concepts and excellent organizational skills for planning and monitoring
projects.

Just as in preparation for his later work, Hereditary Genius, Galton
studied genealogies and obituaries for clues to support his emergent ideas.
Both English Men of Science and Hereditary Genius celebrated his thesis
that genius ran in families, mining the data from those he knew personally,
such as family members and Royal Society colleagues, and those whose
work he admired, such as Plato, Michelangelo, Newton, and the Bronté
sisters. He once remarked at a talk on his work 1n Paris,

It must be recollected that we have to work not only for ourselves but
for future generations of scientific men and that we are doing really
good science if we can succeed in the establishing of family records
that will afford information to others of a kind inaccessible to
ourselves. (Galton, 1869, p. 32)

Galton's work propagated the idea of nature versus nurture, and he spent
much of his life trying to help others understand the strong influence of
natural traits. He initiated the first studies of twins, attempting to show
indisputable aspects of heritability in the same family. He also became
interested in census-taking among school children to predict and diagnose
problems in physical health such as vision or mental capacity that would
affect learning. While he never created an IQ test, his ideas would surely



have influenced Binet, who first developed such an instrument (Wolf,
1973).

A natural outgrowth of these interests was Galton's more infamous
association with eugenics. Galton believed that Darwin's 1dea of survival of
the fittest should be applied to human society, where he believed that
desirable traits should be passed down to future generations to benefit the
world as a whole. He wrote,

The living world does not consist of a repetition of similar elements,
but of an endless variety of them that have grown, body and soul,
through selective influences into close adaptation to their
contemporaries, and to the physical circumstances of the localities they
inhabit. The moral and intellectual wealth of a nation largely consists
in the multifarious variety of the gifts of the men who compose it, and
it would be the very reverse of improvement to make all its members
assimilate to a common type. (Galton, 1883, p. 2)

Galton's philosophical focus in eugenics always tended toward the
encouragement of talent, and the natural development of such gifts passed
on for prosperity. In the introductory chapter to Hereditary Genius, he
analyzed eugenics from a historical perspective, discussing the tragedy of
the monastic movement that appealed to the great intellectuals of the
medieval era. According to Galton, the great men of the Middle Ages
devoted themselves to Christian celibacy, thus depriving the world of
stronger, intellectually powerful, and morally superior men. His protégé
Karl Pearson later distilled Galton's idea of eugenics into a metaphor,

The garden of humanity is very full of weeds. Nurture will never
transform them into flowers; the eugenist calls upon the rulers of
mankind to see that there shall be space in the garden, freed of weeds,
for individuals and races of finer growth to develop with the full
bloom possible to their species. (Pearson, 1924, p. 220)

This more reductive view of Galton's theory of eugenics would be used
later to argue for white supremacist ideology, but Galton himself was far
more focused on the possible accomplishments of the genetically gifted
individual, rather than the concept of a master race.



Other Accomplishments

While Galton's eminence was guaranteed with his contributions to the
psychology of individual differences, he made contributions at world-class
levels to other fields as well. He was the first to use pictures to analyze
weather patterns, tracking trends in maps of Europe—techniques still used
today by meteorologists. He also discovered the unique properties of
fingerprints, writing two books that proposed fingerprints as an ideal way to
track criminals, a suggestion implemented and institutionalized by Scotland
Yard five years after his ground-breaking work on the subject.

He developed the science of biometrics, the application of statistical
techniques to the understanding of living forms. He contributed to the
founding of inferential statistics, by working through the concept of
correlation and regression, which put him on the forefront of a completely
new scientific and mathematical process. In 1889, Galton published Natural
Inheritance, a summary of his work on correlation and regression and the
techniques he had worked out. His graduate student and biographer Karl
Pearson noted how impressed he was with Galton's work in this area: “It
was Galton who first freed me from the prejudice that sound mathematics
could only be applied to natural phenomena under the category of
causation. Here for the first time there was a possibility ... of reaching
knowledge as valid as physical knowledge was thought to be, in the field of
living forms and above all in the field of human conduct” (Pearson, 1930, p.
87).

Galton studied visual imagery and was fascinated by what his subjects
sent him in the way of both images and their personal meaning. Mental
associations commented on were frequently very interesting and literary.
Galton received letters from women who experienced visual imagery in
very vivid associations (Galton, 1864-1892). A letter from a Mrs. Turner
(“old lady from Nottingham™) noted,

Even and odd numbers have very distinct associations. The odd ones
seem to me more eccentric individuals—<cleverer; the even more
reliable and respectable; probably from the early impression which the
words odd and even conveyed. I see all historical characters or marked

events in present times on the map where they took place. (1864—
1892)



She noted that these maps were inside of her head unconsciously at the
same time. Mrs. Turrell, a second respondent to Galton's queries for
examples, related associations with specific letters (B with a dwarf, S with
an overdressed lady with a boiler glass in her hand, I as milestone, Q as
serpent). Another respondent noted that she “always saw printed words as
having faces.” A male respondent noted that he saw numbers between 1 and
1,000 as situated in a circle with a definite place (1864—1892). Some
women sent in full family trees with how each member of their family
(parents, aunts, and uncles) reacted to the same number. These comments
provide an early glimpse of the development of the study of synesthesia, a
condition that documents the perceptual capacities of many individuals in
respect to crossover sensory abilities in visual, auditory, and kinesthetic
areas (Cytowic & Eagleman, 2009). Viewed by some as psychologically
abnormal and by others as a spur to creativity, Galton was the first to see
the heritability of synaesthesia and its promise for positive outcomes in
human products. We now know that the condition has positively affected
many geniuses in the arts, including Duke Ellington and Wassily Kandinsky
(Tucker, 1995; Grohmann, 1958).

Galton also created instruments to conduct measurements of physical
characteristics such as height and certain dimensions of body parts just as
he created statistical tools to analyze data. His research interests drove the
nature of his original thinking and approaches to address questions. These
instruments are accessible for viewing at the University of London Galton
laboratory archive.

Last Years

Galton's later years were spent continuing to do studies in his laboratory,
working on his memoirs, and lecturing on eugenics and its importance to
the future of mankind. He continued his correspondence with Karl Pearson
and others who influenced his thinking at this stage of life. His desire to
travel extensively diminished although he did travel abroad with his niece
Eva on a few occasions (Bulmer, 2003).

Galton received many awards throughout his long, 89-year life. He even
received a knighthood from Queen Victoria in the year of his death. He
grew increasingly infirm, first unable to hear and then to walk. In spite of
his physical condition, he still loved the outdoors and valued a close



connection to the natural world. He died of acute bronchitis in 1911, leaving
the bulk of his estate to an endowed chair in eugenics at the University of
London, where he began his anthropogenic laboratory so many years before
in 1884. Karl Pearson was its first occupant. Galton's last words were said
to be, “One must learn to suffer and not complain” (Brookes, 2004, p. 235).

Beliefs and Values

For his whole life, Galton believed in the propensity of individuals from
pres-tigious families to have the capacity to contribute through their
abilities to the betterment of society. Because of their natural capacity, he
believed that resources should flow to support the most able in a society. He
also believed that the race of man should seek to improve itself through
collecting family data, through birth control, and through other measures.
As an apolitical man, his motive was to enhance the life of future
generations, an aspiration well within the grasp of England in the nineteenth
century. Fanchon (2009) even suggested that for Galton, eugenics was his
religion, a way of merging his veneration for Darwin's ideas about
evolution into a dynamic progressive direction for mankind. In the last year
of his life, Galton wrote a novel, Kantsaywhere, on his utopian vision of
eugenics. As much as the idea has been reviled since his death, due partly to
its appropriation as a justification for crimes against humanity during the
Holocaust, his dream for it was altruistic. Like many Victorians, Galton
hoped to improve the natural condition of life for future generations. In our
current genetic era, this desire is still alive and is being addressed in a
number of ways such as through the painstaking delineation of the human
genome to prevent disease and demonstrate that individual differences in
one's genetic code have large effects on health and future life trajectories.

Galton, the Man

Many biographers have analyzed Galton and the characteristics that drove
him to accomplish so much in his lifetime. The mark of an omnibus gifted
personality is the extent to which it has impacted multiple fields. Galton did
just that as an explorer, meteorologist, biometrist, and scientist, yet today he
is still best known as a researcher of heritability and as the father of the
eugenics movement. Known as a polymath, Galton influenced many fields



during his lifetime. He also instituted procedures for schools and other
agencies that are still in place. For example, his techniques for
fingerprinting are still employed to identify criminals; his research
techniques are still applied to contemporary studies, as are his ideas about
collecting data on large school-age groups or pregnant women to
understand their needs.

Galton had great intellectual drive and energy, particularly for a man who
could so easily have lived a life of gentlemanly leisure. He accomplished a
great deal in the public eye, but also steered the organizations he cared
about through several periods of his life. He served as president, secretary,
and in other offices for most of the organizations with which he was
affiliated, including the British Association, the Royal Society, and the
Anthropological Association. He began new projects and research studies
as they came to interest him. By most contemporary biographical accounts,
Galton was also highly social and an affable personality (Gillham, 2001).
He managed an active social life, with the help of his wife who had strong
connections and helped him entertain at home on Rutledge Street in
Kensington, London, or on picnics in various favorite spots throughout
England.

Galton spent much of his life trying to live up to his own illustrious
heritage. The sizeable shadows cast by his grandfather and cousin
intimidated him and in many ways spurred him to look for new areas of
science to define. He once observed, “The world is beginning to awaken to
the fact that the life of the individual is in some real sense a prolongation of
those of his ancestry. The life histories of our relatives are prophetic of our
own futures ...” (Galton, 1869, p. 145). Not only was this comment
indicative of his work to date, it also signals our own contemporary
understanding of population genetics and its application to health care.

One of his biographers, Bulmer (2003), described him as a man whose
creativity exceeded his intellect. His capacity for ideas extended beyond his
capacity to carry them out to the deepest level necessary for logical
conclusions to be drawn from all aspects of the work. Consequently, the
world has forgotten nearly all of the spheres to which he contributed
because others have made a deeper mark on the intellectual canvas and
because modern history has given eugenics a bad name. Ye t no researcher
has exceeded Galton in the sheer scope of his imagination to understand
individual differences and apply them to his work.



One puzzling issue that remains in his personal life is his relationship
with women. He never directly acknowledges his debt to the women in his
life, even though his sister gave him his best educational experiences, his
mother was his close confidant well into his twenties, and his wife
supported his intellectual efforts and helped him flourish in the social
climate of Victorian England. Another of Galton's biographers (Forrest,
1974) accused his wife of having little or no imagination, perhaps
accounting for her barest of mentions in Galton's memoirs. However, given
his evaluations of the contributions of mothers in his works on great men in
the arts and sciences, it is inexplicable as to why he gives all the women in
his own life such short shrift. Of his mother, he noted only that she had
good perspective in drawing, even though she held the family together for
30 years after her husband's death. His sister also suffers from limited
commentary and receives no credit for her intellectual contributions to his
development. Galton notes in the Memoirs, “1 owe enormously to her pious,
serene, and resolute disposition” (1908, p. 11).

TABLE 2.1 Biographical and Professional Milestones

1822 Born in Birmingham, England, the youngest of six siblings by several years and
only the second son in the family. Father Samuel and mother Violetta.

1824-1829 Tutored at home by his sister Adele in classical subjects; learned to read at age
2'> and acquired math facts by age 4.

1830-1837 Attended a series of private schools from age 8 to 16, which he found
distasteful and lacking in educational value.

1838 Started medical training at Birmingham Hospital.

1840-1844 Attended Cambridge for three years but left after a nervous breakdown;
returned and completed medical training.

1845 Travelled to Egypt and discovered aspects of animal behavior in cattle;
sketched highlights of his trip and did watercolors.

1850-1855 Charted the interior of South Africa for which he received a medal from the

National Geographic Society and wrote The Art of Travel in 1855 as a guide
to others wanting to explore new lands.

1853 Married Louisa Butler.

1859 Publication of The Origin of Species by Charles Darwin, the book that
influenced Galton immeasurably in his work on hereditary influences on
genius.

1862 Discovered the anticyclone and methods of mapping patterns of weather.

1865 Delivered a definitive paper on the nature of hereditary genius, the basis of his

work for the rest of his life.
1869 Completed and published Hereditary Genius.



Studied animal husbandry to understand inherited traits.
Began photographic studies.

1884 Published Inquiry into Human Faculty.

1884-1891 Established and ran an anthropometric laboratory for his studies of human
biology.

1889 Published Natural Inheritance.

1891 Published a paper on the role of fingerprinting as a way to pinpoint individual

differences, a technique ultimately adopted by Scotland Yard to identify
criminals; Galton also wrote two books on the subject.

1897 Louisa, his wife of 40 years, dies while they are travelling abroad.

1901 Delivered a lecture on eugenics to the Huxley Society; presided over its
spreading influence in England and abroad.

1902 Awarded the Darwin Medal.

1906 Emily, his sister, died at age 98.

1908 Published Memories, his autobiography.

1910 Wrote a Utopian novel on eugenics titled Kantsaywhere.

1911 Died at home of heart failure after a bout with bronchitis; his will established

the Galton Chair at the University of London, first held by Karl Pearson.
1912 First International Congress of Eugenics held in London.

Galton was a private person when it came to personal feelings (Brookes,
2004), not unlike his cousin Darwin. His memoirs reveal little of the man,
only of what he did at different stages of life. Perhaps this lack of
introspection was a characteristic of the Victorian Age in which he lived.
Because he never had a child, he once admitted in a candid moment that he
lacked the same motivation for succeeding that other men possess because
of family obligations and duties. He probably perceived the lack of an heir
as a personal failure, given his focus on heritable characteristics. Two things
appeared to bother him throughout his life—the inability to have children,
one area in which he could not emulate his cousin Darwin, and religion, a
struggle that resolved itself through his unique view of his work as religious
in nature, with eugenics as the highest act of reverence for the human race.
Table 2.1 summarizes key biographical and professional milestones.

At his funeral and quoted in published obituaries, the Reverend Butler of
Trinity College, Cambridge, addressed the worthiness of Galton the man:

He was a man of singular sweetness of temper, courteous, considerate,
prompt to sympathize in little things as well as great. He was a
stimulating conversationalist ... charming travel companion who could



solve problems well ... had a keen intellect, vigilant for something
new, beautiful, or wonderful. (Butler, 1911)

Galton and Darwin

Since Galton and Darwin were cousins, sharing the same illustrious
grandfather Erasmus Darwin, they sporadically kept in touch with each
other on matters of mutual interest. While neither man knew their
grandfather, both followed in his footsteps in important ways, perhaps
Galton more so than Darwin in respect to the range of his interests—in
invention, in science, in medicine, and in poetry. Certainly his mother
thought that medicine was a good career for Francis, based on her father's
success with it. Pursuit of all of these interests kept Galton quite busy and
productive for many of his adult years before settling into a life of science
that foreshadowed modern-day psychology.

Galton was fascinated with Darwin's theory of evolution, which shaped
his work in profound ways, and Darwin, in his own way, was fascinated
with Galton's views on natural inheritance of ability. The two men
exchanged many letters on the topic. On Galton's book, Hereditary Genius,
Darwin remarked, “I do not think in all my life I have read anything more
interesting and original—and how well and clearly you put every point. I
congratulate you on producing what I am convinced will prove a
memorable work™ (Darwin, 1869).

Galton was quite influential in seeing that Darwin was interred at
Westminster Abbey rather than at Down, his home for most of his adult life.
Galton's efforts would have been perceived as family duty to ensure his
cousin's accomplishments were recognized for the ages. For Galton, Darwin
was not only his model for scientific thought but also a philosophical and
religious guide. As he moved more toward an agnostic view and away from
traditional religion, Galton became enamored with the religious aspects of
evolutionary biology, noting in his conclusion to Hereditary Genius, ... all
life 1s single in its essence, but various ... and interactive in its
manifestations. ... Men and all other animals are active workers and sharers
in a vastly more extended system of cosmic action than any of us can
possibly comprehend” (1869, p. 428).



Galton, the Father of Behavioral Genetics

The studies of individual differences in mental ability were begun by
Galton through his study of twins, families, and school contexts. More than
any other person in the history of this evolving field that has become
behavioral genetics, he anticipated the right questions to ask and followed
up on them with data collection and analysis that were unique to his vision.
Beginning with his study of English Men of Science, Galton meticulously
collected data to support his theory of familial inheritance as having a
profound impact on societal contributions. He regretted that because of the
celibacy demanded by the church in the Middle Ages, gifted men in Europe
had not produced the offspring so necessary for the advancement of
civilization. He noted, “The subtraction for generation after gen-eration of
the brightest minds and gentlest hearts from the world which so grievously
needed them ...” (Galton, 1869, p. 45). He believed in the perfectibility of
mankind and that careful testing provided a tool to make it realizable. He
founded eugenics, a branch of science that sought to manipulate genetic
understanding of the time on behalf of improving the mental capacity of the
English. He foreshadowed the development of mental testing, credited to
Binet and Simon, albeit for a different purpose, and numerous studies of
twins reared apart to document the role of genes in human development
(Bouchard, Lykken, McGue, Segal, & Tellegen, 1990).

Galton, the Father of Gifted Education

Although the field of gifted education as it has evolved in the United States
tends to credit Lewis Terman and Leta Hollingworth with the progenitor
label, it is difficult to ascribe that ancestral laurel to anyone but Francis
Galton. He conceptualized the theories that guide our thinking today—the
role of families, the boundaries of heredity, the role of individual
differences in performance in all fields, and the special nature of eminence.
He also created methodologies and tools by which we conduct research in
gifted education from biographical techniques to statistical methods still in
use. Galton also crafted the macro research agenda still followed today—
twin studies, biographical inquiry into the lives and family background of
contemporary eminent people, and large scale studies that allow us to
understand the development of talent over time. While revisionists among



us may be quick to dismiss his ideas as racist, sexist, and inaccurate in light
of contemporary understanding, it seems fair to judge Galton as a product
of his time and his culture and to give him a leading place in the pantheon
of individuals who have contributed greatly both to understanding genius
and the mark that such genius makes on societies. He not only studied such
topics but also chose to demonstrate them by the exemplum of his own life.

Conclusion

In the final analysis, Galton's research was “me-search,” a search for
himself in respect to eminence, family background, and trait theory. He was
heavily influenced by Darwin at several levels but particularly by his
evolutionary theory that provided the groundwork for his eugenics
movement. Eugenics was his next logical step in a chain of reasoning about
improvement of humans. His view of women was heavily influenced by the
age in which he worked and lived. While he respected them, he was ill at
ease with many women and rarely credited them for their unique
accomplishments and abilities. He indisputably contributed more to gifted
education research and development of the field than anyone else in history.
In sum, he was an example of a highly gifted person living a life of optimal
match to his interests and predispositions in many areas and was able to
convert those abilities and interests into new fields of study, benefitting
society in many ways. His life and work established him as an eminent
personage for all time.

Note

1. Part of this chapter is a revision of Eminent Remains: The Life, Studies, and Archives of Sir
Francis Galton (Baska, 2009). We thank Prufrock Press, Inc. for permission to adapt that
material.
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3
ALFRED BINET

A Creative Life in Measurement and Pedagogy
(1857-1911)

Maria Pereira Da Costa, Franck Zenasni, Serge
Nicolas, and Todd Lubart

Alfred Binet was one of the pioneers of modern psychology (Fancher,
1997). He was particularly known for his contribution to the measurement
of children's intelligence (Fancher, 1985), but he also contributed to many
discoveries in psychology and to the dissemination of ideas subsequently
developed by psychologists during the twentieth century (Nicolas &
Levine, 2012; Siegler, 1992). Abroad, Binet is recognized primarily for the
development of the metric scale of intelligence, the Binet-Simon,
considered the first test of children's intelligence. Unfortunately, due to the
paucity of translations of his numerous French publications, Binet's work
does not yet have the international recognition it deserves. Although a
detailed biography and bibliography by Wolf (1973) was published in
English and continues to be the international resource bibliography
regarding Binet's life and scientific work, the full measure of his
contributions and their relevance to gifted education are not widely known.
Binet's life and career are full of surprises with regard to the diversity of
his interests and the subjects to which he contributed. To become more
familiar with this innovative psychologist and thinker, we benefit from the
work of the Binet-Simon Society, founded by a small group of researchers
interested in the history of psychology. Its president, Bernard Andrieu,
Professor at the University of Nancy, is also the director of Binet's archives.
With the help of Guy Avanzini, Alexandre Klein, and Binet's family,



documents and artifacts connected with Binet's work have been identified
and collected. Reprints of books are published, and seminars are held
regularly in memory of Alfred Binet. For this chapter, we have relied
heavily on their work and on many articles published by historians of
French psychology including Serge Nicolas, co-author of this chapter. In
this chapter, we first describe Binet's unusual personal journey; then we
discuss his contributions that led to a better understanding of several
domains of psychology, especially the development of children's
intelligence. Applications of his research and ideas through the Metric Scale
and his conception of the nature of effective pedagogy are presented. We
also discuss a more mysterious side of Alfred Binet, namely his passion for
Grand-Guignol Theater, where plays anticipating modern horror movies
were staged.

Biography

Alfred Edouard Louis Antoine Binet was born in Nice on July 8, 1857. At
that time, Nice was still attached to the Kingdom of Piedmont-Sardinia (a
future Italian province) but would become French again in 1860. Alfred
was the only child of Edouard Binet, a physician, and of Moina Allard, a
painter. On August 14, 1884, Binet married Laura Balbiani (1857-1922),
daughter of Edouard Gerard Balbiani (1825-1899), professor of
embryology at the College de France, a prestigious institution where
prominent scientists of the period conducted research and taught. Alfred
and Laura had two daughters: Madeleine (1885-1961) and Alice (1887—
1938), who were a source of inspiration and the subjects of observation for
their father (Nicolas & Sanitioso, 2011).

Binet's academic background was diverse; he completed an
undergraduate law degree in 1878 and practiced as a lawyer for a few years.
He did not like the law and simultaneously began scientific training that led
him to the Salpétriere Hospital, where neurologist Jean-Martin Charcot
(1825-1893) treated hysteria through experiments in hypnosis. In 1892,
Binet published Les Altérations de la Personnalité (Binet, 1892a), inspired
by Charcot's lessons; the scientific value of the work was recognized by the
Academy of Moral and Political Sciences. In Les Altérations, Binet defends
the i1dea that there are multiple consciousnesses (Binet, 1890a).



Although Binet's activities and contributions in the field of psychology
are noteworthy, Binet's dissertation was actually in the natural sciences. At
the same time he worked with Charcot, Binet studied with his father-in-law
and on December 24, 1894, defended a thesis as Doctor és Sciences
Naturelles entitled “Contribution to the Study of the Nervous System in
Insects Tract” (Binet, 1894b). For many years the scientifi ¢ interests of
Binet were doubly oriented; he became a member of the Society of Biology
in 1895 and Director of the Laboratory of Experimental Psychology at the
Sorbonne in 1895.

Although he was infl uenced by Charcot's instruction, Binet's interest in
psychology took a more scientific direction in 1890 after he met Henry
Beaunis (1830-1921), the founder of the Laboratory of Physiological
Psychology at the Sorbonne. Binet became deputy (assistant) director of the
laboratory in 1892 and then director of the laboratory in 1895. In his
autobiography, Beaunis gave a very clear description of his meeting with
Binet. He described,

A big man, with robust complexion, intelligent eyes behind ‘“nose-
tight” spectacles, who smiles easily, an imposing figure of a researcher.
He introduced himself, and the ice was quickly broken between us. I
knew and appreciated his work, even if I was in the opposite camp on
the questions that preoccupied me at the time related to hypnosis and
suggestion. We talked, he asked if he could come and work in the
laboratory, a request that I granted immediately, happy to find a
valuable collaborator for a laboratory that was just starting and whose
establishment had evoked expressed or implied negative reactions that
had not yet disappeared. 1 right away appreciated him for his
intelligence, for his lively curiosity and for his personal involvement in
all his research. In each experiment, in each scientific domain, he was
able to discover something new that had not been studied before, to
evoke a new way of thinking, and attempted unexplored avenues. He
had a remarkable working capacity, a surprising brain activity.
(Beaunis, p. 495, translated by Nicolas & Sanitioso, 2011)

In the same year, 1895, Binet founded the prominent French journal of
psychology, L'Année Psychologique, still published today under the



direction of Serge Nicolas and Ludovic Ferrand (Nicolas, Segui, & Ferrand
2000).

The beginning of Binet's career in psychology is representative of the
evolution of French psychology in the late nineteenth century. At that time,
French psychology was predominantly oriented towards psychopathology.
At the end of the nineteenth century, psychology distinguished itself from
medicine, and the study of pathological cases became a means to better
understand normal psychological functioning (Huteau & Lautrey, 1999). In
this context, individual psychology developed, and, in particular, the need
to distinguish between degrees of intelligence was recognized. Binet
followed these theoretical developments. He discovered “psychopathology”
with Ribot and continued with Charcot's lessons, but the birth of his two
daughters and his interest in pedagogy were defining events in his interest
in understanding the intelligence of children. Binet began by studying
psychological activities such as memory, which was then a major focus of
scientific psychology. One of Binet's approaches was to examine the
behaviors and performances of exceptional and extraordinary individuals,
particularly mental calculators and expert chess players who demonstrated
superior memory for particular tasks (Nicolas & Sanitioso, 2012).

From the Study of Exceptional Individuals to the Systematic
Measurement of Mental Abilities

Beginning in 1880, Binet published scientific works related to a variety of
topics such as hypnotism, reasoning, sensations, visual hallucinations, and
somnambulism. In the nineties, Binet was interested in atypical people in
terms of cognition. With his colleague Beaunis, he was initially interested
in individuals with colored audition, defined as the perception of auditory
stimuli, such as words associated with the experience of color perception.
Beaunis and Binet (1892) reported the cases of two men. The first one, Mr.
X, saw color when he read or heard or simply thought about a letter. For
example, the researchers noted that Mr. X used to fee/ the red color for “a,”
grey for “e,” black for “1” and so on. These associations between a letter
and a color are quite similar to those observed in gifted mathematicians
who, in some cases, see numbers in term of colors.

During the period Binet worked on colored audition, he also focused on
ex-ceptional mental calculators and the specific case of Inaudi (Binet &



Henneguy, 1892). Inaudi was a well-known mental calculator who had
already been examined by Broca, Charcot, and the Academy of Sciences.
Inaudi began to calculate at age 6. In contrast, he learned to read and write
14 years later. According to Binet, from early childhood Inaudi was able to
mentally calculate solutions to word problems given to him orally by his
brother.

Binet examined the adult Inaudi using several tests. Results indicated that
Inaudi was able to mentally calculate a subtraction problem with 2 numbers
of 21 figures, the addition of 5 numbers with 6 figures, and the square of a
4-figure number. Inaudi proceeded in the following way: At each
instruction, he repeated the problem and then began by murmuring
numbers. Apparently, he could hold a conversation during his mental
calculation, suggesting that the cognitive process of mental calculation was
quite independent from his verbal activity. Binet interpreted Inaudi's ability
as an exceptional memory for numbers, based on the theory of partial
memory which was well established in the late nineteenth century. It is
interesting to note from Binet's description that Inaudi's personality
resembled current descriptions of prodigies with Asperger's Syndrome
(Binet, 1894c).

Binet noted that the complexity and rapidity of the cognitive operations
appeared as the two main parameters of exceptional performance. One
indicator of giftedness 1is the instantaneous response to complex
instructions. Inaudi was able to add 36 and 2435 as fast as adding 1 and 2
(Binet & Henneguy, 1892). To evaluate Inaudi's performance, Binet
measured numerical memory span; Inaudi was able to repeat up to 24
numbers whereas the average is 7 for a typical individual. Inaudi's
exceptional memory relates to good encoding ability that was so efficient he
could repeat the 24 numbers in reverse order without hesitation or error.
Moreover, he was able to maintain in memory the list of numbers for an
extended time. At the end of the day, Inaudi could repeat a large quantity of
the numbers that he used earlier, often as many as 400, as long as each
individual list of numbers did not exceed approximately 24 (Binet, 1894c).

The most important characteristics underlying Inaudi's abilities, however,
are not the quantitative performances but the qualitative differences in the
strategy used. In the Revue des Deux Mondes (Review of the Two Worlds),
Binet (1892b) noted that even though Inaudi had learned a classical method
of calculation, he used a personal methodology. In general, he used



multiplication for other operations and accomplished partial operations by
“trial and error.” Broca (1880) compared this operation to the retrieval of
words in a dictionary. In other words, Inaudi seemed to access information
in long term memory. Moreover, compared to other mental calculators who
typically used their visual memory to memorize numbers (i.e., they created
a mental visual representation of written numbers), Inaudi encoded and
memorized numbers only on the basis of auditive memory and movements
of the larynx when he repeated the numbers more or less silently. This
multimodality appears to have favored his exceptional memory
performance. For Binet, this was not a simple case of hypermnesia or the
enhancement of memory through hypnosis, a common belief in the
nineteenth century. Binet observed that Inaudi demonstrated other high
abilities. They were not as exceptional but were quite superior to average
performance. Inaudi's other notable capabilities included perception as
measured by reaction time and attentional focus—abilities which were also
helpful for the retention of numbers (Binet, 1894c).

Binet also attempted to explain the abilities of other exceptional
calculators like Gauss, Ampere, Mondeux, and Mangiamele by comparing
them across several factors. He observed similarities in their lives such as
childhood poverty, illiteracy, impulsivity, obsession, and precocity in their
use or passion for calculating. Some of the exceptional calculators used
their potential more broadly in domains such as Gauss in statistics or
Ampere in science. Finally, Binet also examined Damiandi, another mental
calculator who, in contrast to Inaudi, seemed to use a visual memory of
numbers (Binet, 1894c).

Binet also extended his observation on the exceptionality of the talented
through the study of individuals presenting extraordinary memory in other
areas. Specifically, he examined the performance of chess players who
played without seeing the chess board (Binet, 1893b). He conducted
interviews with well-known chess experts and noted the strong similarities
between chess play and mathematics, in particular calculation. He noted
differences, too. The abilities of calculators were more precocious,
appearing around age 4, while the giftedness of chess players appeared
around age 11. In chess, exceptional memory is observable when
individuals play several chess games simultaneously without actually
seeing the chess boards. Binet noted that only a few players were able to
maintain in memory from 6 to 10 games simultaneously. His observations



of expert chess players led Binet to pose the question of to what degree
intelligence depends on memory (Binet, 1893b, 1894c).

One of Binet's important conclusions concerning the memory abilities of
both exceptional calculators and expert chess players was the importance of
training and experience. Despite his suggestion that being an excellent
chess player is innate (“One becomes a good player but one is born an
excellent player,” in Binet, 1893a, p. 835), he observed that training the
memory daily encouraged the maintenance and/or the development of recall
performance (Binet, 1893b). Thus, if a calculator stopped practicing for
several days, decreased performance is expected. This analysis led Binet to
hypothesize that some cognitive abilities can be trained and that some
intellectual difficulties were skill-related.

From Adults to Children

After studying the exceptional abilities and memory of adults, Binet and his
colleague Henri (Binet, 1894a; Binet & Henri, 1895a, 1895b) began in 1894
to focus on the memory ability of children, principally the encoding
(prehension) and the memorization (conservation) functions. For encoding
he used a method that is still employed today to test short term memory.
Based on Jacobs' experiments in England (1887) in which children had to
learn a list of numbers and recall the list few seconds later, Binet (1894a)
examined the progression of the mean recall of numbers according to
children's ages (Table 3.1).

This normative approach allowed him to observe children who were
precocious in terms of memory. He noted, “I observed sometimes children
who showed a curious memory; they repeated eight or nine numbers like
adults, although they were only ten to twelve years old”(Binet, 1894a, p.
443-444). After interviewing the teacher of these children, Binet concluded
that no special coaching was provided and suggested that the educational
program did not encourage the teacher to develop memory for numbers.
Binet (1894a) then proposed that these tests of memory are an indication of
the global level of intelligence of the pupils; the measure of digit span
became part of the future intelligence scale developed by Binet and Simon.

In 1900, Binet focused on exceptionally intelligent children, calling them
elite. One of Binet's preoccupations during this period was to test the
hypothesis of a link between head measurements and the level of children's



intelligence. Thus, in a series of studies (Binet, 1901a, 1901b, 190Ic,
1901d), Binet analyzed this relationship with normal children, then with
elite children, and subsequently compared them to less intelligent children.
In this way, he helped create the experimental strategy of contrasted groups
of subjects. He essentially relied on teacher judgment to form these groups
initially as the children for his investigations were identified by their
teachers. In one study, he examined 10 elite and 16 backward children and
compared their head sizes with the normative scores of 50 children. Binet
found what he considered to be significant results: The extremely intelligent
children presented, on average, three to five millimeters greater diameter
and one centimeter greater head periphery; however, backward children
showed even greater head measurements than elite children. Binet also
reviewed the cephalometric studies by Matiegka (1902), who concluded
that head circumference was greater for the more gifted children. With such
inconclusive results, these anthropometric data were not considered by
Binet (1910) as measures of intelligence. In contrast, he proposed to focus
on the superior function of thinking and to create tasks that allowed these
processes to be evaluated in a standardized way.

TABLE 3.1 Mean Recall of Numbers Across Age Groups

Age of children 2 10 12 14 16 18

Mean numeric recall fi. .8 7.4 7.3 g0 20

The Measurement of Intelligence

As noted previously, Binet focused more specifically on child psychology
after the birth of his two daughters, Madeleine in 1885 and Alice in 1887.
His daughters would be later known under the names of “Marguerite” and
“Armande,” when they became subjects for their father in The Experimental
Study of Intelligence (Binet, 1903). During Binet's investigations in the
1890s and 1900s, basic research in psychology was not distinct from
applied psychology as it is today, and Binet adopted a mixed perspective.
Two of Binet's important contributions to the study of intelligence,
scholastic difficulties, and high abilities were his proposals of a scientific,
experimental psychology and using psychometric tools in schools in order
to encourage the control and the development of pupils' potentials. In 1898,



he illustrated the importance of experimental psychology for classical
elementary studies because such studies permitted systematic and rigorous
examinations of intelligence (Binet, 1898). Binet suggested that differential
pedagogy should be proposed according to the type or the intellectual
resources of the children. He said, “We do not all have intelligence based on
the same schemata. Several different kinds of intelligence exist, and the
kind that fits one person does not fit another. This is a common sense truth”
(Binet, 1898, p. 462). Thus, experimental psychology, and more specifically
what he called “individual psychology” (Binet & Henri, 1896) should help
to identify the types of abilities and the ways to develop them. Based on his
previous research, Binet (1898) proposed three kinds of abilities or spirits
—literary spirit, scientific spirit, and artistic spirit. In Binet's
conceptualization, the literary spirit was related to verbal abilities, the
scientific spirit was related to the ability to analyze and reason, and the
artistic spirit, which is clearly less stimulated in traditional schools, was
related to the sensation and the feeling of beauty. One task Binet (1898)
proposed to determine the type of spirit or ability characteristic of an
individual was the standardized task of object description. To be valid, the
object description task must be repeated with several items, in other words
with different objects.

One of Binet's examples, the description of a cigarette given by two types
of students, is summarized in Table 3.2. The contrast between the two
spirits 1s very evident.

Binet (1898) continued his analysis, making proposals concerning the
pedagogy that should be offered to children based on these different kinds
of intelligences or spirits. In fact, he believed that (a) all the abilities must
be developed in a global way and (b) if an ability is naturally high, it should
be developed to its highest potential. The interest of experimental,
individual-oriented psychologists in the educational system was
demonstrated by Binet's membership in 1899 in the Société Libre Pour
L'étude Psychologique de L'enfant (The Free Society for the Psychological
Study of the Child), an association founded by Ferdinand Buisson, holder of
the Chair of Science of Education at the Sorbonne. In 1901, Binet published
a paper which advocated the potential role of experimental psychology and
psychometrics for pedagogy in their journal. A year later, Binet became
president of the Free Society, the majority of whose members were
teachers, students, and staff of the national education system. The members



particularly focused on four themes: the physical development of the child,
psychological development, educational methods, and the measurement of
intelligence. With the arrival of Binet, study methods were based on the use
of experimental methodology and investigative techniques such as
questionnaires. In 1903, Binet chaired a commission dedicated to the “study
of solutions that can be proposed for abnormal and unstable children” (Vial
& Hugon, 1998). At that time, the French government had adopted a policy
of mandatory education and sought solutions for children who could not
find their place in the conventional system. Binet wanted first to identify
these children and said,

TABLE 3.2 Description of a Cigarette by Two Types of Individuals

Description by a pupil observer (16 years old) Description by a literary pupil (21 years old)

Long, thin, cylindrical object wrapped in a white It's a cigarette. It is thin, long, plump, slightly
paper, tobacco comes out on each side; a few pleated. The folds give it a casually elegant
grains of tobacco have fallen onto the table. character. Is it by itself? Is it by the memories

it evokes that it has something naughty about
it? This cigarette, there, on the table, alone,
makes me think about a bad schoolboy, who
smokes a cigarette in a corner, at the back of
the court...

Before education, we must be able to recognize, distinguish abnormal
children among who are confused in schools. How, by what processes,
can one recognize them? The processes that could be used are
multiple. There is a medical procedure, there is also the psychological
process, there is finally the educational process. This is needed to
evaluate the instruction level of pupils in comparison to normal
pupils.” (Binet, 1905a, p. 653)

In the following years, Binet continued to explain how psychology was a
useful science for the development of the potential of each child. In a short
paper for the Revue Générale des Sciences Pures et Appliquées (General
Review of Pure and Applied Sciences), Binet (1905b) again argued that
schools needed to take into account the typology of abilities of their
students in order to adapt education to the personality of each child.

Through the optic of individual differences, Binet developed the
Laboratory of Experimental Pedagogy in a primary school, La Grange aux
Belles, located in a working-class district of Paris. The school was managed



by Victor Vaney, also member of the Free Society for the Psychological
Study of the Child. Vaney had already developed knowledge scales which
defined the level of achievement each child should have reached at the end
of a grade. At the same time, Binet was working on his own intelligence
scale. Both had the same philosophy—a child should not be defined as a
good, bad, or medium-level pupil. Instead, the tools must compare the child
to the average performance of children with the same socioeconomic status
and age. According to Binet and Vaney, the question should be whether the
child was on schedule, late, or advanced in comparison to his or her peers.
Influenced by Vaney, Binet applied to intelligence what Vaney had done for
academic learning. In fact, the Binet-Simon scale had been developed and
adapted taking into account Vaney's work and the pedagogical specificity
endorsed by the Free Society for the Psychological Study of Children.

In this context, Binet also tried to develop an individual experimental
psychology that applied to education. He called this approach scientific
pedagogy and explained this science and the research in a paper published
in 1905. He suggested that the results in France and other countries like the
United States and Germany were helpful for proposing a methodology to
examine the development of intellectual abilities of children.
Internationally, Binet's most influential work was the construction of the
intelligence scale associated with its main pedagogical mission: to create
guidelines for admission of abnormal children to specific classes in school
(Binet & Simon, 1907).

The Binet-Simon Metric Scale of Intelligence

In October 1904, the Ministry of Education appointed the Commission
Bourgeois on the education of retarded children. Binet was invited to be a
member of this commission, which was designed to identify children unable
to succeed in a normal school, and for whom the Ministry had plans to
create special classes (Vial & Hugon, 1998). This demand for social justice
and responsible decisions with regard to vulnerable children was seen as an
outcome of his previous research and results and strongly motivated Binet.
In contrast to other scientists of the twentieth century, the construction of
a theory about intelligence was not his main objective. He focused more on
the identification and the measurement of behaviors that express
intelligence. This way of thinking and his perception of psychology led



Binet to be very interested in all that could be learned from studying
individual differences. As already stated, Binet's first interest was normal
adults and exceptional minds such as Inaudi. Until then, intelligence-related
measurements were mainly based on sensory perception. In contrast, Binet
described intelligence as a dynamic process that developed in three stages.
The first stage concerns the comprehension of the situation, the problem, or
the question. The second stage concerns adaptation, creativity in order to
find a solution or an answer, or to solve a problem. The third and last stage
concerns regulation mechanisms and verification processes (Binet, 1909).

This very modern point of view did not match the first tools constructed
for the measurement of intelligence. In 1896, Binet and Henri published a
paper in which they wrote that pretending to measure intelligence while
measuring simple processes instead allowed precise measurements but did
not offer a greater understanding of the nature of intelligence. They
considered that superior cognitive processes, even if methodological issues
were more complex, were better measures of individual differences and
abilities. After a critical review of contemporary measurements of
intelligence, Binet and Henri described how a useful intelligence test should
be constructed. It should be short (no more than one-and-a-half hours for
administration) with a variety of exercises to keep the child interested and
easy to administer without materials available only in a laboratory or in a
specially equipped room. Binet and Henri also listed 10 processes that
should be investigated: memory, mental imagery, imagination, attention,
understanding, suggestibility, aesthetic feelings, moral sentiments, muscle
strength, and motor and visual skills. In the 1896 paper, Binet and Henri
presented the foundations of the Metric Scale published in 1905 (Huteau &
Lautrey, 1999).

The Binet-Simon Metric Scale (Binet & Simon, 1905) i1s considered the
fi rst intelligence test aligned with the scientific criteria still used for such
assessments today. In addition to the test itself, Binet outlined the
importance of the psychologist's attitude when administering the metric
scale, which should be positive and neutral. Binet defined the conditions for
a standardized test administration to allow his comparisons between
children and conditions and for the identification of failure due to a child's
attention-related problems or to anxiety. This clinical sensitivity to
intelligence test administration provided a new approach in the
measurement of intelligence. The Metric Scale subtests were based on the



observation of children's development in real social environments such as
the home or school rather than on observations in artificial laboratory
settings.

The Metric Scale was the outcome of research conducted by Binet in
various domains and fields: his own family, his work with Simon in a
psychiatric hospital, his collaboration with teachers and school directors
like Vaney, and his previous research on adult cognitive functions such as
memory. An important starting point was Binet's daughters' births,
Madeleine and Alice. As in Jean Piaget's family many years later, everyday
life provided a laboratory at home. In 1890, Binet published three papers
about children's perception of lengths and numbers based on the
observations of his daughters (Binet, 1890b, 1890c, 1890d), but the main
work based on his family is The Experimental Study of Intelligence (Binet,
1903) with his children renamed “Marguerite” and “Armande.”

The first version of the Metric Scale was published on 1905 and included
30 short subtests based on the age when children should be successful on
each subtest. Differentiation of normal children was not Binet and Simon's
objective. As the Ministry of Education had requested, they planned to
identify only children who were unable to profit from normal schooling.
Binet collaborated with Théodore Simon, who was studying abnormal
children at the Perray-Vaucluse Psychiatric Hospital.

Binet and Simon scored performance in terms of mental level, which was
trans-formed later into mental age. Mental age is based on a child's
performance, compared to the average performance of children at a given
age. A child aged eight who failed on items usually answered correctly by
children aged eight or seven but solved problems usually answered
correctly by children aged six would be identified as having a mental level
of a six-year-old child. Binet and Simon focused on the idea that de-
velopmental speed is the best criteria for the measurement of children's
intelligence.

The second version of the Metric Scale was published in 1908 with many
items removed or modified (less than 30% of the original version items
remained). The main innovation of the revised version was to discriminate
among the performances of normal children. This version includes clearer
instructions, examples of acceptable and incorrect answers, and information
related to the characteristics of the sample used to establish norms, with
children predominantly from families with low socioeconomic status.



Table 3.3 provides items and reference ages Binet and Simon considered
good measures of intelligence.

TABLE 3.3 Measures of Intelligence by Age

3 years Show nose, eyes, mouth; repeat 2 numbers; repeat a 6-syllable sentence; know
his/her last name

4 years Indicate his/her gender; name a key, a knife, a coin; repeat 3 numbers; compare 2
lines

5 years Compare 2 boxes with different weights; copy a square; repeat a 10-syllable

sentence; count 4 simple coins; solve a 2 piece puzzle

6 years Repeat a 16-syllable sentence; compare the aesthetics of 2 pictures; define simple
objects; know his/her age; distinguish between morning and evening; be able to
do 3 different actions at the same time.

7 years Indicate missing parts in a figure; be able to count with his/her 10 fingers; copy a
triangle and a thombus; repeat 5 numbers; describe a picture; count 13 coins;
name 4 different coins

8 years Read a news story and remember 2 ideas; count 9 coins (3 singles, 3 doubles); name
4 colors; count backward from 20 to 0; compare 2 objects by memory; write a
dictation

9 years Give the date (day, month, year); enumerate the days of the week; give definitions;
retain 6 memories after reading a news story; make 4 coins of 20; order 5 weights

10 years Enumerate the months; identify 9 coins; place 3 imposed words in two sentences;
answer 3 questions of intelligence; answer 5 questions of intelligence;

11 years Criticize sentences containing nonsense; place 3 imposed words in one sentence;
find more than 60 words in 3 minutes; give abstract definitions; put words in
order

12 years Repeat 7 digits; find 3 rhymes; repeat a sentence of 26-syllables; interpret prints

13 years Cutting; triangle cut

A third version was published in 1911; the authors (Binet & Simon,
1911) kept only five items for each age and adapted the Metric Scale for
older children, with norms extended to children from middle and high
socioeconomic backgrounds.

The Metric Scale of Intelligence was intended to be used by teachers in
schools. In 1911, Binet published an article designed to help teachers use
the Metric Scale and personally trained himself and the first users. Binet
died sud-denly at the age of 54 in 1911. His early death did not allow him to
learn of Stern's 1Q score or the uses that Goddard made of his work among
the immigrants to the United States (Goddard, 1908, 1910; Gould, 1996).



Binet's Other Fascinations

Like many people, Alfred Binet had hobbies related to some of his
scientific interests but expressed in different ways. Binet loved the Grand-
Guignol Theater, perhaps fueled by his interest in the creativity of actors
and playwrights.

The Grand-Guignol Theater, founded in Paris in 1897, presented gory
dramas and horror shows to a public expecting very dramatic stories with
shocking scenes and murders. The Grand-Guignol was the precursor to the
horror movies that ultimately caused its closure in 1963. Parisian society
loved to go to this very fashionable theater at the end of the nineteenth
century. Today, the French retain the phrase, “This is Grand-Guignol,” to
describe exaggerated and ridiculous dramatic behaviors.

André de la Tour, Comte de Lorde (1869-1942), is one of the most
famous dramatic authors for the Grand-Guignol. An archivist at the French
National Library, he wrote about 150 dramatic theater pieces for the Grand-
Guignol signed with the name of André de Lorde. André de Lorde and
Alfred Binet both had fathers who were physicians, which was an important
similarity and may have influenced their interest in Grand-Guignol.

From his youth, Binet was fascinated by the theater and by actors. He
was particularly interested in the mental states of actors. He wondered how
an actor could become someone else during his or her performance and
what happened in the actor's mind. In 1897, Binet published a paper about
this issue in L'Année Psychologique; he concluded that the actors shared
similarities with some mentally i1l people. From Binet's perspectives, actors
alternate phases of being possessed or adopting the personality of another,
but in contrast to those with mental illness become themselves again off the
stage.

Binet also tried to understand and define the creative insight of dramatic
authors. He was interested in how their ideas originated and how authors
developed and transformed an idea in a story expressed in a book or a
drama. His method involved interviewing famous authors and asking them
to complete questionnaires. Binet's approach focused on three aspects. First,
Binet described the physical characteristics of these creative individuals: the
diameter of the head, weight, motor strength, health, etc. Second, he
focused on biographical aspects: characteristics of parents, schooling, age
of first dramatic work, family supports, and date of first theatrical success.



Third, Binet posed questions focused on work processes and conditions. In
his investigation, based on Titchener's questionnaire (Binet, 1901¢), Binet
asked questions about the working environment of the author (“Do you
prefer to write with or without any sound around you?”), sociological
parameters (“Do you prefer to work alone or with another au-thor?”), and
physiological information (“At what time of the day do you prefer to
write?”’). Binet also exhibited a great deal of interest in qualitative research
processes, describing the methods used by the authors (“While you are
writing a scene, do you hear the character, or do you see him/her as if he/her
was in front of your eyes?”). Unfortunately, as noted in the Etudes de
Psychologie Dramatique, collected by Agnes Pierron in 1998, Binet did not
succeed in understanding creative processes in a scientific way through his
investigations of authors and actors.

Even if this part of Binet's research did not succeed scientifically, his
meeting with André de Lorde, a prolific dramatic author for the Grand-
Guignol, was an important step in his life. André de Lorde needed scientific
expertise for his dramas which focused on mental illness, and Binet loved
Grand-Guignol Theater. Their collaboration started in 1905, and according
to Garcin-Marrou (2011), they wrote 13 dramas together; some of them
remain unpublished. Only three of them were staged before Binet's death,
and most are published in Pierron (1995). During the Grand-Guignol theatre
period, medical issues were very fashionable; medicine, including
psychiatry, was advancing. The plays provided a source of information and
protection for the public. In all the dramas written by Binet and De Lorde,
the central idea is that alienists, as psychiatrics were then called, were not
competent. The physical expression of mental illness and the realistic
representations of murders or surgical acts were emphasized in their scripts
and staged in order to be congruent with the Grand-Guignol norms.

Their first theater drama staged was entitled L'obsession ou Les Deux
Forces (The Obsession or the Two Strengths). The main character, Jean
Desmarest, goes to see a very famous alienist because he wants to know
what to do about his brother-in-law who is obsessed by the idea of murder.
The alienist answers that the only possibility is to detain the man so the
family will be protected. Jean Desmarest becomes very frightened after the
alienist's conclusion, has a mental crisis, and murders his own son. The
second part of the drama reveals the truth to the audience. Jean Desmarest
lied to the psychiatrist and had come for his own problems. The authors



emphasize that the alienist was unable to detect his patient's personality
disorders during the session. Thus, the incompetency of alienists was
highlighted as was the fact that some mental problems are invisible and can
appear abruptly and dangerously.

In 1908, André de Lorde alone wrote a drama titled Une lecon a la
Salpétriere (A Course at the Salpetriere). Obviously, this text was inspired
and studied by Binet, but he did not co-author it; it is the only piece
dedicated to Binet by De Lorde. The subject is inspired from a part of
Binet's life when he joined Jean-Martin Charcot at the Salpétriere Hospital
in Paris, conducting research on hysteria and hypnosis. Charcot was still
very famous at this time; many eminent psychiatrists, and neurologists,
including Sigmund Freud, had been taught by Charcot. In the drama, the
doctor 1s named “Marbois,” but the audience will recognize Charcot. The
drama is based on the extreme behavior of the actors who imitate madness
to scare the spectators.

The final play co-authored by Binet and performed during his lifetime
was L'horrible Experience (The Horrible Experiment). Again, in this
drama, the central character is a physician. In this case, the physician tries
to resurrect his daughter who died in a car accident, but during the
experiment, the corpse resurrects only long enough to strangle the doctor.
All of the plays share the same topic: physicians, particularly alienists, are
incompetent and sometimes can be more dangerous than the mentally ill
individuals they are supposed to treat.

Binet faced the hostility of alienists and seemed to find vengeance using
the theater to expose them. When Binet and Simon published their Metric
Scale in 1905, it was partially in order to remove psychiatrists from the role
of those identifying abnormal children in schools. Binet wanted to expose
the incompetence of the alienists at school, showing that psychiatrists had
no reliable method for identifying abnormal pupils. When Binet published
his Metric Scale in 1905, with the pretext of a request from the Commission
Bourgeois, he wished to demonstrate that psychology can be guided by a
scientific method.

After Binet...

In October 1911, Binet died of cerebral attack and was buried in the
Cemetery of Montparnasse in Paris. Following Binet's death, the Sorbonne's



Physiological Psychology Laboratory was then directed by Henri Piéron.
Although Piéron had studied psychology with Binet, he did not follow in
Binet's footsteps. Pieron did not accept the idea that intelligence can be
measured with a global score. Working mainly on vocational issues, Piéron
preferred measures of specific abilities, considered as quite independent one
from each other. He was not interested in pedagogical issues and abandoned
the Laboratory of La Grange aux Belles. Today, one of the most important
French departments of psychology is named the Henri Piéron Center due to
Piéron's involvement at the Sorbonne, where he established the first
bachelor's degree in psychology in France. Despite his great contributions
to psychology and to pedagogy, not even an amphitheater in the Center is
named after Alfred Binet.

After Binet's death, Theodore Simon decided to render the 1911 version
of the Binet-Simon Scale definitive, so that no further scientific
development of the tool could be possible. Unfortunately, this strict respect
of his mentor's work by Simon led the Metric Scale to be sidelined in
France. In 1926, a psychologist named Bonnis created developmental
profiles of children with a low level of intelligence using the Binet-Simon
Metric Scale. In 1949, René Zazzo established new norms based on a
sample of 550 pupils aged 3 to 12, almost 40 years after Binet and Simon's
norms. As a result of his work, Zazzo observed that the metric scale was no
longer useful for the discrimination of children more than 10 years old,
referring to a phenomenon that was eventually termed the Flynn effect 25
years later. In 1966, Zazzo published the New Metric Scale of Intelligence
(NEMI), considered in France as the continuation of Binet's work. Abroad,
the first adaptation of the 1908 Metric Scale version was constructed by
Goddard in 1909, but the most well-known adaptation was the Stanford-
Binet published in 1916 and developed for children and adults as well
(Cognet, 2011). Binet's vision of the measurement of intelligence was not
only quantitative; he also emphasized the importance of taking into account
psychological assessment through the individuality of each child. This very
modern idea is still important in most psychologists' practices.

Alfred Binet's memory is still alive in French psychology, even if some
twentieth-century French psychologists have largely rejected the use of
cognitive tests and criticized Binet for designing a tool intended to identify
children with mental retardation.



Ignorance of the purpose and design of the work of this great scholar led
to its misinterpretation. Fortunately, the patient and painstaking work of the
Binet-Simon Society, the Binet Archives, and important publications
describing his work have helped to restore his image and his very positive
contributions to experimental psychology and pedagogy and to the
psychology of individual differences, a foundational concept underlying
gifted education.
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WILLIAM EDWARD BURGHARDT
DU BOIS AND THE TALENTED
TENTH (1868-1963)

Frank C. Worrell

For those who are familiar with both early twentieth century African
American history and gifted education, it should come as no surprise that
W. E. B. Du Bois is included in a book devoted to historical luminaries
whose contributions have had implications for the education of the gifted
and talented. Indeed, “in a 2000 poll of African-American political
scientists asked to select and rank the greatest African American leaders of
all time, W. E. B. Du Bois ranked No. 2 behind only Martin Luther King
Jr.” (Smith, 2003, p. 121). Described by many titles during and after his
lifetime, including author, editor, essayist, historian, journalist, leader,
lecturer, scholar, sociologist, statesman, teacher, and writer (Altman, 1997;
Gates, 2007a; Smith, 2003), Du Bois was clearly an exceptional individual.
Although his inclusion in this volume is based, in large part, on his
conception of the “Talented Tenth” (Du Bois, 1902/2002, 1903b/2003), Du
Bois' educational trajectory speaks volumes about many of the variables
associated with gifted and talented education today.

In addition to his prolific writings, Du Bois' contr ibutions are well-
documented by scholars, and there are two electronic archives devoted to
Du Bois. One of these is at the University of Massachusetts, Amherst
(http://www.library.umass.edu/spcoll/dubois/?page 1d=861); the other can
be found at http://www.webdubois.org. On the home page of the archive at
the University of Massachusetts, there are several live links under two
headings (Digital Projects and About Du Bois). The former contains links


http://www.library.umass.edu/spcoll/dubois/?page_id=861
http://www.webdubois.org/

to Du Bois' writings, as well as to exhibits and the Niagara Movement, a
group that Du Bois founded in 1905 “to chart a new and more radical
course toward social and racial justice” (Niagara Movement, n.d., “The
Niagara Movement emerged,” para. 1), and the latter contains links to a
biography and chronologies of Du Bois as well as to microfilm and print
editions of Du Bois' papers. The webdubois.org archive is maintained by
Robert W. Williams, a political science professor and Du Bois scholar; the
archive contains links to works by Du Bois, many with annotations by
Professor Williams. These two archives contain many documents by Du
Bois and were among the primary sources consulted for this chapter.

In the following pages, I provide an overview of Du Bois' educational
journey, touching on his family life, the social context in which he was
raised, and his educational accomplishments. Then, I discuss his notion of
the Talented Tenth. My goal is to highlight how Du Bois' personal
educational history as well as some of his views on education (Aptheker,
2001; Provenzo, 2002; Sundquist, 1996; Zuckerman, 2004) resonate with
contemporary thought on outstanding performance and gifted and talented
education (e.g., Colangelo, Assouline, & Gross, 2004; Gladwell, 2008;
Subotnik, Olszewski-Kubilius, & Worrell, 2011; Syed, 2010; Wai, Lubinski,
Benbow, & Steiger, 2010).

Biography
Family

Du Bois was born on February 23, 1868, in Great Barrington, a small town
in Massachusetts, located approximately halfway between Boston and New
York. He was the only child of Mary Silvina Burghardt and Alfred Du Bois
(Gates & Oliver, 2007). After his birth, Du Bois and his mother lived at his
maternal grandfather's farm on the South Egremont Plain a few miles from
Great Barrington. His immediate family consisted of his “very dark
grandfather, Othello Burghardt” (Du Bois, 1940/2007, p. 5); his
grandmother, Sally; his mother; and his older halfbrother, Idelbert, who was
the son of his mother and her cousin, John Burghardt. Du Bois and his
mother moved back to Great Barrington in 1872 after his grandfather died.
Although Du Bois' (1968, 1940/2007) descriptions of his early life are
not bitter, he is clear about issues that promoted discord in the family. Du



Bois' parents were married, a point that was certainly important at that time,
and important to Du Bois, given statements that he made about his parents'
marriage and in reference to his half-brother: “So far as I ever knew there
was only one illegitimate child throughout the family in my grandfather's
and the two succeeding generations” (Du Bois, 1940/2007, p. 6).
Nonetheless, he was raised by a single mother. After his birth, Du Bois'
father “went away to establish a home for his family” (Du Bois, 1968, p.
72). Alfred Du Bois did send for his wife and son a few months later, but
they never went to live with him, in part because his mother was hesitant
about moving away from her family and the town she knew.

Additionally, the Burghardts did not like Alfred Du Bois—a situation that
was made quite clear—and they objected to Mary Burghardt going to live
with her husband. In his autobiography, Du Bois stated,

When my father came to Great Barrington in 1867, the Black
Burghardts did not like him. He was too good-looking, too White. He
had apparently no property and no job, so far as they knew; and they
had never heard of the Du Bois family in New York. Then suddenly in
a runaway marriage, but one duly attested and published in the
Berkshire Courier , Alfred married Mary Burghardt and they went to
live in the house of Jefferson McKinley. Here they lived for a year or
two and against them the Black Burghardt family carried on a more or
less open feud, until my birth.... They still looked askance at my father
and he was not attracted by them.... The result was in the end that
mother never went and my father never came back to Great
Barrington. If he wrote, the letters were not delivered. I never saw him,
and know not where or when he died. (Du Bois, 1968, pp. 72—73)

The events surrounding the births of her sons took a toll on Du Bois'
mother. Du Bois (1968) commented that his mother had become “silent”
and “repressed” after the birth of his older brother, and he suggested that
her unhappiness was due to the fact that she had not been allowed to marry
her first cousin with whom she had the child. Du Bois does not indicate
how he found out this information but does say, “no one talked of it in the
family” (Du Bois, 1968, p. 65).

Mary Du Bois became depressed again after the decision was made not
to go and live with Alfred, a situation that was not lost on her son:



My mother seldom mentioned my father. She was silent before family
criticism. She uttered no word of criticism or blame. I do not
remember asking much about him. Why, [ am not sure; but I think that
I knew instinctively that this was a subject which hurt my mother too
much even to mention. (Du Bois, 1968, p. 73)

In 1879, when Du Bois was 11, his mother had a stroke, which left her
partially paralyzed—*"“lame in her left leg, with a withered left hand” (Du
Bois, 1968, p. 74)—although she continued to work. Mary Du Bois died in
the fall of 1884 when Du Bois was 16 years old. Du Bois continued to live
in Great Barrington, where he boarded with an aunt, and he worked as a
timekeeper on a building project at “the fabulous wage of a dollar a day”
(Du Bois, 1940/2007, p. 10), before beginning college in the fall of 1885.

Du Bois had mixed feelings about his mother's death:

I felt a certain gladness to see her at peace at last, for she had worried
all her life.... There followed the half-guilty feeling that I could begin
life without forsaking my mother. I had realized all along that even
college would not have induced me to leave my mother in want....
Now I was free and unencumbered and at the same time more alone
than I had ever dreamed of being. (Du Bois, 1968, p. 102)

Despite these circumstances, Du Bois' recollections of his childhood are
generally positive. He recognized that they were poor but indicated that
there was no sense of growing up in poverty. There was always food to eat
and clothing to wear. Indeed, he reported that he had his own bedroom from
the age of 12 and did not recognize that this was very rare for his time and
circumstances.

Social Context

Great Barrington was an interesting community for Du Bois' development,
in large part because it insulated him to a large extent from the extreme
anti-Black prejudices and racism of the times. In Dusk of Dawn: An Essay
Toward an Autobiography of a Race Concept , Du Bois commented that
“physically and socially [Great Barrington] belonged to the Dutch valley of
the Hudson rather than to Puritan New England, and travel went south to



New York more often and more easily than east to Boston,” (1940/2007, p.
4), and he described the town as beautiful and provincial. There were hills,
rivers, lakes, orchards, and caves, and “all of it was apparently property of
the children of the town” (Du Bois, 1940/2007, p. 7). Although the town
had two hotels and a bank, Great Barrington had very few wealthy
individuals, with the population consisting primarily of merchants,
tradesmen, and farmers of Dutch and English descent. The gap between the
wealthy and the poor was not great, and there was no obvious abject
poverty. “There was some inherited wealth but not in very large amounts.
There were no idle rich and no outstanding ‘society’” (Du Bois, 1968, p.
78). Perhaps consequently, “the color line was manifest and yet not
absolutely drawn” (Du Bois, 1940/2007, p. 5).

Du Bois estimated that African Americans made up somewhere between
25 and 50 of the 5,000 residents of Great Barrington—that is, less than 1%
—and most of the Black families were longstanding residents of the area
and known to the White families. He had little personal experience with
discrimination in his childhood years and commented that racism was more
evident against the Irish than against him personally. Du Bois (1940/2007)
speculated that his reticence to be involved in activities may have saved
him from experiencing discrimination earlier, as he had to be asked to
participate in activities and did not ask himself. His natural abilities in
several domains (e.g., exploring, story-telling, planning games, intellectual
activities) resulted in his often being the leader, and thus, he was often the
one being courted.

Importantly, Du Bois did not learn to associate race with poverty or
intelligence when he was a child:

Less clearly, I early realized that most of the Colored persons I saw,
including my own folk, were poorer than the well-to-do Whites; lived
in humbler houses, and did not own stores. None of the Colored folk I
knew were so poor, drunken and sloven as some of the lower class
Americans and Irish. I did not then associate poverty or ignorance with
color, but rather with lack of opportunity; or more often with lack of
thrift, which was in strict accord with the philosophy of New England
and of the 19th century. (Du Bois, 1968, p. 75)



Du Bois heard about discrimination from cousins and other family
members, but he could not relate to these experiences as he was
outperforming all of the students at his school, where he was the only
African American most of the time. Du Bois reported that he had access to
the homes of all the children in Great Barrington, homes that were larger,
more modern, and filled with more things, but the homes did not differ in
substance. Children of summer visitors who stayed at the hotels had more
impressive clothing but were generally weaker, too overdressed for play,
and did not seem “to differ in kind from himself” (Du Bois, 1968, p. 77).

Elementary and Secondary Education

The context of Great Barrington also proved propitious for Du Bois' access
to early, high-quality schooling. His family had been school attendees for
several generations, and most of them could read and write. Moreover, the
idea of regular attendance at school was an important lesson in his
upbringing, and he noted that he was “seldom absent or tardy” (Du Bois,
1968, p. 77). Great Barrington had good schools with strong teachers and
enforced the truancy laws; thus, attending school was expected by the
community, and in Du Bois' case, by his mother:

The secret of life and the loosing of the color bar, then, lay in
excellence, in accomplishment. If others of my family, of my Colored
kin, had stayed in school instead of quitting early for small jobs, they
could have risen to equal Whites. On this my mother quietly insisted.
There was no real discrimination on account of color—it was all a
matter of ability and hard work. (Du Bois, 1968, p. 75)

Du Bois began school around age 6 and continued in the same compound,
which housed the primary school, grammar school, and high school, until
he graduated with his high school diploma from Great Barrington High
School in 1884 at age 16.

Du Bois' early education was traditional. He attended school from 9:00
a.m. to noon and 1:00 to 4:00 p.m. 5 days a week and 10 months a year, and
not unlike elementary schools today, his teachers were White females. They
studied reading, writing, and arithmetic, alongside spelling, grammar,
history, and geography (Du Bois, 1940/2007, 1968). Du Bois was an



exceptional student, which he attributed to natural ability and regular
attendance, and his outstanding performance on academic tasks resulted in
educational accelerations and protected him from slights. He also
acknowledged that his abilities were not evenly distributed; thus, while
excelling the academic domains came easily to him, he was less skilled at
and had to work harder at drawing and some sports.

His academic bent is evident in his recollections of singular events in his
early life. For example, he was impressed with a townsman who was
documenting the history of Great Barrington, and he had fond memories of
a bookstore in the town and its owner, Johnny Morgan. He visited the
bookstore often as Mr. Morgan allowed him to look at books, magazines,
and newspapers. Du Bois started a library at home with books that were
lying around the house and during his second year of high school purchased
his first book—a five-volume history of England—from Mr. Morgan's
bookstore. He had to purchase the book “on installments ... not a usual
method at that time” (Du Bois, 1968, p. 87), but the suggestion to do so
came from Mr. Morgan himself. In high school, he was coeditor of a school
paper, the Howler , although they only put out a few issues, and also with
Mr. Morgan's patronage became local correspondent “of the Springfield
Republican, which was the most influential and widely circulated
newspaper in western Massachusetts” (Du Bois, 1968, p. 88).

The principal of Great Barrington High School, Frank Hosmer, also
contributed to Du Bois' educational trajectory. The jobs that were available
to African Americans were limited and did not require much education.
Thus, it was not typical or even appropriate for African Americans to aspire
to college. Nonetheless, Hosmer told Du Bois that he should take the
college preparatory classes, which included mathematics (algebra and
geometry) and classical languages (Latin and Greek). Du Bois observed that
he would have followed Hosmer's advice if the latter had suggested
agricultural science or subjects more in keeping with “a Negro's ‘place’”
(1940/2007, p. 7). Du Bois' textbooks were more expensive than his mother
and family could afford and were purchased by the mother of one of his
playmates, the wife of a mill owner. As a student preparing for college, he
said, “I was thrown with the upper rather than the lower social classes and
protected in many ways” (Du Bois, 1940/2007, p. 8).

While in high school, Du Bois was invited to visit his paternal
grandfather who lived in New Bedford. Thus, he got to leave Great



Barrington, and on his trip to New Bedford and back, he visited Hartford,
Providence, Amherst, Martha's Vineyard, Springfield, and Albany, where he
saw an electric streetlight for the first time. It would be remiss not to point
out that Du Bois was just an ordinary lad, in spite of his extraordinary
intellect. He recounted participating in a fight at lunch, and he could have
been sent to reform school after stealing some prize grapes with friends, if
the owner of the vineyard had chosen to press charges. He also worked in
high school at a variety of jobs. In 1884, Du Bois was the only African
American in his high school graduation class of 13. His mother was proud
to see her son graduate, but she died less than a year later; she never got the
opportunity to see him attend college.

Tertiary Education

Not surprisingly, given his geographic location and intellect, Du Bois
wanted to attend Harvard, and it is as an emerging adult that the realities of
being Black and poor in America in the late 1800s began to affect him in a
major way: “I was an orphan ‘without a cent of property,” and no relative
who could for a moment think of undertaking the burden of my further
education” (Du Bois, 1968, p. 102). Indeed, the majority of his classmates,
all White, did not plan to attend college. Du Bois was not able to attend
Harvard for two major reasons: He did not have the financial resources
required to attend, and the graduation diploma from Great Barrington High
School did not meet Harvard's requirements for college entrance.
Nonetheless, his college aspirations were supported by “three White men in
Great Barrington who seemed to have clear ideas as to my future” (Du
Bois, 1968, p. 102), his high school principal, the principal of the local
private school who was superintendent of the Sunday School that Du Bois
attended, and a classmate's father who was also a Congregational minister.
After working for a year, he was able to attend Fisk University, a
historically Black university which had been founded in 1866 in Nashville,
Tennessee. His education at Fisk was supported by a scholarship, which
was provided by four churches in Massachusetts and Connecticut and
arranged by his classmate's father, the minister. Despite being
underprepared for Harvard, in the fall of 1885, Du Bois entered Fisk as a
sophomore and completed his degree in three years.



At Fisk, Du Bois continued to excel academically. Entering as a 17-year-
old sophomore with most of his classmates several years older marked him
as exceptional, and he continued to be an outstanding student. He edited the
Fisk Herald , sang with the Mozart Society, and got as much as he could get
from the school, which he appreciated but found limited: “Fisk was a good
college; I liked it; but it was small, it was limited in equipment, in
laboratories, in books; it was not a university. I wanted the largest and the
best in organized learning” (Du Bois, 1968, pp. 123-124).

However, Fisk contributed greatly to his education on racism in America,
setting the stage for much of the rest of his life's work:

What was wrong was that I and people like me and thousands of others
who might have my ability and aspiration, were refused permission to
be a part of this world.... My problem then was how, into the
inevitable and logical democracy which was spreading over the world,
could Black folk in America and particularly in the South be openly
and effectively admitted ... [Moreover] lynching was a continuing and
recurrent horror during my college days: from 1885 to 1894, seventeen
hundred Negroes were lynched in America. Each death was