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Chapter I

INTRODUCTION TO THE STUDY

The Problem !
lawrence Kubie writes that:

The great cultural processes of human society,
including art and literature, science, education
in genersl, the humanities and religion, have
three essential missions--namely: to enabie
human nature itself to change; to enable each
generation to treansmit to the next whatever
wisdom it has gained about living; to free

the enormous untapped creative potential which
is latent in varying degrees in the precon-
scious processes of everyone,

Schools and educators have traditionally dona welli with the
second of these missions. And it seems plausible that current
work on the materials of education and the organisation of know-
ledge for educational purposes will usher in a period of parti-
cularly successful transmission of imowledge.

The other two missions have fared less well, It is to one

of these--the freeing of creative potentiel--that this study is
addressed, A uajor premise here is that the elementary school

holds & position in our society which is strateglcally crucial for
this mission. It has done as much as any other institution to

shackle the creative impulse of the young mind. At the =ame time,

llawrence S. Kubie, Neurotic Distortion of the Creative Process
(New York: Noonday Press, 1961), p. 113.




partially because so many children spend so much of their %ime
in school and partially because there are moderately effective
channels of commnication between scholars and elementary school
systems, it seems possible that the school could achieve a dif-
ferent role--that of a mediational vehicle between the child's
creative impulse and the repressive nature of other institutions
in the child's experience,

This conception of the role of the school is at least as old
as Rousseau's Einile. And substantial efforts to translate it into
practice have been made, for example, under the rubric of permissive
education. Such efforts have demonstrated that the grenting of
freedom to create is an elusive and complex task. Mare passive
granting is not enough,

A necessary step, it would seem, in the effort to recast the
school in the mediational role, is the search for an adequate
theory of the creative process and the forces which oppose ite. Such
a theory would have to be capable of generating analytic propositions
which relate specific classroom variables to the development and
protection of the creative process, If the intent is eventually
to effect school practices, the propositions would need to be
applical '@ to the instructional context that dominates classroom
activity; the school will not abandon its other missions. And to
ve adequate the theory would need to generate a praxeology whick
can be understood and applied, if not by the average school person
in the present, then at least by the talented school person in the

foreseeable future,




The purpose of the present study is to initiate inquiry into
the adequacy fer the foregoing purposes of a mcdel. of the creative
process based on the thecretical work of Lawrence Kubie.? The
general plan is to compare the effects upon a sample of first-grade
children of two approaches tc teaching children's literature. The
first approach, which conatitutes the experimental treatment, is
baged upon the development, through the course of a training progvem,
of teaching patterns inferred from the model and guided by the domi-
nant intent to protect preconscious thought processes. The second
approach, which constitutes the comparison treatment, is based ﬁpon
the development, through the course of a trmining program, of
teaching patterns inferred from a model of the structure of
literature itself and guided by the dominant intent to commnicate
insight into childrents literature.

The study attempts to examine the general hypotheais that
pupils exposed to the exparimental“;tnreatment will perform better
on measures of creative thinking ability than will pupils exposed
to the comparison treatment. Specifically, the following five
hypotheses were tested:

(1) pupils exposed to the experimental treatment
will perform better on measures of fluency
than will pupils exposed to the comparison
treatment;

(2) pupils exposed to the experimental treatment
will perform better on measures of flexibility

chan will pupils exposed to the comparison
treatment;

2The model is based specifically on the theory of the creative
process presented in Kubie, op, cit,




pupils exposed to the experimental treatment
will perform better on measures of original-

ity than will pupils exposed to the compari~
son treatment;

(4) pupils exposed to the experimental treatment
will perform better on a measure of recall

than will pupils exposed to the comparison
treatment; and

(5) pupils exposed to the experimental treacment

will perform better on a measure of analogy-

making than will pupils exposed to the com~
parison treatment,

The Conceptual Model

Hunan mental activity is construed as occurring in three
simultanecusly operant symbol-making systems: the Unconscious
system {UCS), the Preconscious system (PCS), and the Jonscious
system (CS).3 Thinking itself is a function of the FCS. The
manifestations of thinking which shall here be called creative
thinlking are a joint function of PCS and CS processes, The UCS,
as well as certain abusive applications of CS processes, tend to
effect creative thinking adversely, In describing these systems
and the relations among them, only those dimensions which bear
directly upon this study shall be considered, leaving aside the many

complex issues which would need to be dealt with in a psychiatrically-
oriented paper,

3'J['hia model is drawn principally from Lawrence S, Kubie,

Neurotic Distortion of the Creative Process (New York: Noonday
PI‘BBS, 19 1 *®

No pretense is made to having done justice to Kubie's work,
Inadequacies of the model are the author's respons*bility,




Preconscious System (PCS)

The content and processes of the preconscious system are not
in awareness, but available to awareness, At the simplest level,
Dr. Jones' telephone number is an example. One is not aware of.
the number most of the time, But one can become aware o;t' it at
will, Just a bit more complex is the way in which one knows that
8 x 7= 56, This is more complex by virtue of the fact that it is
a datum located within a data system, S8till, for people who have
used this datum many times it is & matteé of bringing a known fact
into ¢warenesa rather than a matter of calculation,

If one accepts these situations as evidence that the mind
holds information in a way that is neither unconscious because it
is not beyond retrieval nor conscious because it is not in awareness
except when sumroned, then one can begin to explore the isore complex
implications of the notion of a preconscious system,

How, for example, does one make the hundreds of decisions in-
volved in a simple conversation with a colléague? Our experience
of it is that "the words just QW." Yet the flow of words satisfies
an enormously complex set of requirements: that they by syntactically
cohgrant; that they constitute a response to what was just heard:
frequently that they reflect an instantaneous arrangement of mow-
ledge which does rot at the time enter consciousness; that they
reflect the relationship one has with the colleague; that they re-
flect the conditions of the conversation--is it over coffee, or at
a research staff meeting, or on a panel in front of a nationwide T, V,
audience? It is inconceivable that during the process we call the




flow of speqch one consciously entertains all the data relevant

to making eéch of these decisions with respect to each of the words,
grammatical units, complete ideas, pauses, emphases, etc. which
nevertheless manage incessantly to flow from our mouths more or less
in conformity to the requirements of the moment. ‘This instance, then,
testifies to a more complex aspect of the preconscious system, It

is & system for decision-making, for information sorting and arreng-
ing, for prediction of effect, for integrating new perceptions with
stored information and producing relevant new combinations of
information, And it is a system which works involuntarily and with
incredible speed.

One could go on to analyZe instances of problem-solving, invent-
ing, scientific discovery, or artistic creation. There is sufficient
evidence in the first-hand testimony of many highly creative persons
to suggest that with relatively rare exception which we shall dis-
cuss below under Consecious processes, thought goes on without aware-
ness and with speed comparable to that of the fastest computers.A

On the basis of such observations, the model employed in this
study assigns all thinking properly so-called to the PC3. And
furt.er, the model asserts that the PCS is in constant process re-
gardless of whether or not one has any knowledge that he is thinking
or is paying attention to any particular problem, Th; cdﬂsequence
of this constant process is that there is a stream of ideas continu-

ously flowing by the threshold of consciousness., The specific laws

hpan interesting collection of statements by outstanding
individuals about their own creative processes may be found in
Brewster Ghiselin, ed,, The Creative Process (New York: Mentor
Books » 1955 ) )




which govern Preconscious operations are not known, It seems
plausible that principles of learning strategy, problem-solving,
concept-achievement, etc. may be construesd as metaphorical expres-
slons of these laws. A more fruitful approach to preconscious law-
fulness might involve a heuristics analysis, Such an analysis
wou;d posit dominant sets of abatractions whose structures serve
as heuristic guidelines to the continuous preconscious processing
of data, These heuristics, and the processes they guide, are pro-
bably metaphorical or analogical in nature, as compared to the

formally logical, digital processes of consciousness,

It may be that one or another heuristic set becomss dominant

in response either to external stimuli or to a conscious volitional

acte This conception of the heuristics of preconscious thousht
would give meaning to such pedagogicel conceptions, for example,
as teaching someone to "think historically,” to "think biologically™
or to "think poetically;" Further, one might explore the feasibility
of accounting for'apecific intellectual strengths and weaknesses
in terms of the availability or unavailability of appropriate heu-
ristic sets, . ,

These ideas will faqnire exploration,s For the present, however,
the following propositions are important: capacity for thought is a
function of the freedom of preconscious processes; these processes
are probably analogical in nature and are probably guided by heu-
ristic principles; the PCS provides an incessant bombardment of thought

upon the threshold of consciousness,

-




Concious System (CS)

The chlief function of the conscious system is to sample
from the incessant preconscious bombardment for the purposes of
validating and commnicating its products, Thus understood, the
CS appears to be a mediational vehicle for bringing selected por-
tions of one's private world into the public domain, The PCS has
its omn systems for validation, But these systems are only par-
tially in correspondence with public criteria of validity., It
is through the comparatively slow and cumbersome process of con-
sciously subjecting data and ideas to scrutiny in terms of the
formal syntax of public knowledge that one achieves publicly under-
standable and scientifically valid assertion,’ Thus, for example,
Kekule's vision of snakes was a preconsciously valid assertion of
the structure of the benzine ring.6 For the purposes both of communi-
cating this assertion and of testing for public consumption the
validity of the assertion, it was necessary for him to translate

it into the symbolic terms of organic chemistry and to derive the
assertion, thus translated, according to the syntax of orggnic
chemistry,

The demands upon the CS for communication and validation differ
in different spheres of activity. The sciences, it would seem, make

5Joseph J, Schwab, "Problems, Topics, and Issues," in Phi Delta
Kappa, Education and the Structure of Knowledge (Chicago: Rand
McNally, 193-1:5. See especially PPe 5‘350

6Kubio, op, cits., pe 83,




more rigorous demands upon consciousness than do thg arts., Still
it is important to recognize that in both cases the total process
culminating in public expression begins with some form of pre-
consclous manipulation of data and ends with some form of conscious

mediational activity,

Thinking and Creativity

Thinking, according to our model, is a preconscious process
by which the mind manipulates all modes of data at extremely high
speed, resulting in a continuous prqductic .4 of references, indexes,
insights, combinations, and i:deaa of all sorts in many media, This
process in its totality is equated in the model with the creative
proce..e Conscious processes involve neither thinking nor creating,
but rather sampling from the incessant creative gctivity of the
PCS for purposes of communication and validation., Manifestations
of the creative process with which this study shall desl are a
function of the combined freedom of thinking and sampling., Theoreti-
cally such manifestations should include a vast set of behaviors,
like the abllity to identify one's emotions, the ability to solve
both mechanical and human problems, and the ability to discover rela-
tionships within a field of data, as well as those artistic behaviors
more commonly associated with creativity.

Factors Inhibiting Thinking Power

The UCS.~~The UCS differs from the PCS in that its materials
are not accessible to consciousness, except in extreordinary cir-

cumstances which it is the stock in trade of the psychoanalyst to

s




provide. The data of the UCS are subjective experiences which it
1 intolerable for the organism to entertain in consciousness. The
circumstances which cause a given experience to be intolerable to
the organism are not known with any precision, A great portion of ‘
the literature haar focused upon single "traumatico" experiences as 1
the source of repression into the unconsciocus. Other writers, in-
cluding Kubie, foous their attention upon continuing day-to-day
experiences of ths child which thmten his gresp of the world and
his dencgto psychic organigation., So coneeived s repression emerges
as an ubiquitous condition of paychic survival in s social world, 1
Thus, for example, in order to maintain the esteem of his parents
& child may nsed to conceal bis feelings of rage towards a sibling,
And, to the extent that children's self-esteem is likely in part to
be based upon criteria learned from parents, in order to maintain his
self-esteam & child may have to conceal from himself the same feelings
of rage, Repression may be though’ of ¢s this process of concealment
from onet's ae.lf. While this description of ropression is not peychia-
trically adequate, it suffices here to call attention to its general
characteristic, It hides from view that which it is intolerable to 1
see,

Repressed material, however, does not stay neatly in its un-
consclous place, For the UCS operates in a paradoxical mammer,
It simultaneously expresses and disguises its contents, Its thrust
for expression is what melss it visible at all, Its thrust for dis-
guise keeps repressed and out of recognition the actualities which
afe consigned to it, The combination of thess two contrary ddynamic

tendencies of the UCS combine into the characteristic consequence of




unconscious processes with which we are here concerned, For any
given individual the thematic assertions of the unconscious are
practically invariant, though they may undergo a varieiy of in-
genious symbolic transformations which keep its actual content
disguised, Thus the chief characteristic of the UCS is repeti-~
tiveness, Without our awareness the repstitive product of the
unconscious redically affects preconscious thought, The symbolic
expressions of unconscious rege, dismay, fzar, etc, weave them-
selves into the fabric of preconscious processes, thus exerting
a distorting and stereotyping influence upon the creative process,
This iq the essence of what Kpbi‘.e calls the neurotic process,
It is a ubiquitous fact of mankind, It may exist with or apart
from more specific symptoms of mental disease., ‘The part it plays
in the total mentation of a given individual may be more or less,
depending in part on the nature and sheer bulk of repressed meterial
and in part upon a large‘number of other factors which fall outside
the domain of this study. Of importance here are the propositions
that the neurotic process tends to distort and inhibit .the creative

process, and that minimiging repression, in combination with other
contingencies, tends to free the creative process,

Abuses of the Conscious System

One might speculate that at birth the infantt's experience is

primarily preconscious, and that.the CS and the UCS ewvolve out of

the infantile preconscious state, If thia proposition were held as

& premise, one would have to predict the ultimate discovery of somse
number of patterns of development from the infantile state to the




state of the mature creative individual in whom CS and PCS interact
in a highly desirable fashion with minimal interference from the
UCS. Similarly cne would predict the discovery of types of exper-
ience which would tend to interfere id.th these developmental pattemmse
Though these discoveries are yet to be made and validated empiri-
cally, one might rationslly converge upon some of the characteristics,
at least, of experiences which are likely to interfere with the
development of sound preconscious-conscious interaction. There is
one such characteristic of experience of particular concern here
because it seems to be a fairly typical characteristic of early
achml experience, This experience is the devaluation of, and con-
gequent. loss of trust in, preconsciocus processes-~-that is, in
thought itself--and the concomitant excessive valuing of conscious
validating and oonnmicafging processes vhich are treated as if they
were thought, The consequence of such experience, the model would
suggest, is a loss of desire and u‘lt_:imately & loss of ability to
sample the preconscious bombardment, Thus the CS, which in its
developmental place is a proper adjunct to the PCS, and one without
which neitﬁer communication nor publicly validated commumnal know-
ledge 1s possible, is also susceptible to abuses ﬁhich would tend
to disrupt thes creative process,




Chapter II

PERSPECTIVES ON THE PROBLEM

\ t ts
The intent of this chapter is to locate the present aludy

in relation to other inquiries, In a sense it is a highly specu-
lative chaptsr., The structure of the field of ths study of creati-
vity is ty no means clear, and so the task of locating this parti-
cular study within that field requires the ad hoc generation of
landmarks and direction signs, The basic contention of the chap-
ter, that studies of creativity tend to fall into one of two
categories depending upon whether they look primarily at process
or product, has support in the literaturs. Whaisver structures
are suggested besyond this dichotomy, though in part inferred from
the statements of other investigators, are nonetheless speculative
and designed primarily to help the reader understand the concerns
of the experimenter, In a sense then, the chapter is valus-laden;
it is an effort to conceptualige the structure of a field in such
a way that it will serve the authorts personal commiiments with
respect to the significance of "creativity,

To o t
Studies of creativity will be divided into two main cate-
gories--product-oriented studies and process-oriented stucies.
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Within each of these categories two sub-divisions will be sug-
gested. Product studies will be divided into the political and
the economic, Process studies will be divided into these which
focus upon behavior and those which focus upon experience,
Finally, an effort will be made to classify a small body

of studies of creativity within an education context and to
assess in particular the relationship of the present study to

the scheme outlined above.

Product-Oriented Studies
Barron and many others have repeatedly called attention

to the existence of two basically different ways of regarding
creativity--the "process" way and the "product! way.l Some of
the concomitants of this distinction are suggested in the

following comment by Barron:

It has been assumed in most of our discusaion
that we can determine whether a person is crea-
tive by observing his behavior or discovering
what his products are. I should like to point
out that this kind of definition is probably
basic to the kinds of prejudices that pesycholo-
gists have, One could just as well construe
creativity as an internal process continually
in action but not always observabls, or psrhapa
in some cases fundamentally unobservable.

Mixed into the product-process dichotomy is a good deal
more than the mere "prejudices that psychologists have," however,

18«, for example, "Process vs, Product, a spontaneous
discussion among conference participants®: Chapter 9 in Calvin

Taylor, ed., Widz% Horizons in Creativity (Now York: John
Wiley & Sons , 196L) .

2This was the opening comment in the discussion cited in
Taylor, ibid., p. 112,
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Taylor's introductory comments to his 1964 review of the creatl-
vity scene suggests what this more may be in connection with at
least one substantial body of research effort:

Currently there is competition .for the very
minds of men, Among those factors which will
determine the outcome of that competition,
creativity is onse of the most important. Both
the quantity and depth of creativity in various
areas of knowledge and in different nations
will be significant., Because creative acts
affect enormously not only scientific progress,
but society in generel, those nations who learn
best how to identify, develop, and encourege
the creative potential in their people may £ind
themselves in very advantageous positions.

Taylor continues, several paragraphs later:
If we are to survive in international competi-~
tion, our most promieing solution + o « is for
this nation to encourage and support the identi-
fication and development of various types of
important persomnel, One such type is the high-
ly creative person, for even a few such persons
in science can keep our scientific movement
vigorously in front--recall the World War II
race for the development of the atamic bonded
Taylorts comments seem to indicate one of the important
motivating forces behind some of the current product-oriented
studies of creativity. It might be labeled a political force——
not in tiic sense that it is produced undex or is intended to
generate political pressure, but in thé sense that it is ener-
glzed b~ & poiitical commitment,
The general problem of product-oriented, politically-

motivated investigation is to answer the question "how can

3calvin We Taylor, ed., greativit§; Progress and Potential
(NGW Yorxs McGraw-Hill Book Coe, 19 s Do 3.




we reise our society's output of creative producta?nlo Speci-

fic studies within the "product-political® category tend to
approach the general problem through the sub-problem of
nidentifying creative talent," This problem, in turr, has
been attacked on two fronts, the criterion front and the
predictor front,

The criterion front attacks the problem head-on by seek-
ing reliable means of evaluating products. A mmber of such
studies are cited in the review by Brogden and Sprecher.5
The most comprehensive study, however, is that by Taylor, Smith,
and Ghiselin," which reported upon 52 criterion variables charec-
teristic of research scientists. The 52 variables may be classi-
fied according to the source of judgment applied to them. The
scores were derived from supervisors! judgments on 1l variables,
from laboratory chiefs on 4 variables, frcm peer nominations on

I‘Taylor distinguishes between productivity and creativity:
tproductivity implies quantity and creativity implies high quali-
ty of a particular kind® (Taylor, Widening Horigons in Creativity,
M,o, P 7)0

Stubert E. Brogden and Thomas B, Sprecher, "Criteria of
Creativity," in Taylor, Creativity: Progreas and Potential (op. cit.)e

6calvin Taylor, We R. Smith, and B Ghiselin, “The Creative
and other Contributions of One Sample of Research Scientists,"
in C, W. Taylor and Frank Barron, eds., Scientific Creativity:
s Recognition and Development (New York: John Wiley & Soms,

1963).
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6 variables, from quantity of publications on 7 variables,
from sanior sclentiats! evalustions of publications on 5

i variables, from organisational records on 9 variables, from
various other sources for the remaining 10 variables, Typi-
cal variables for 6 of these sources are shown in Figure 1.

I

Source Yariable
Supervisar Productivity Ranking
Laboratory Chiefs Creativity Check-List
Peers Preferred Consultant
Project Researchers Productivity Predicted
Official Records Patents and Invention Dis-
closures peor Year of
Experience
Reports and Publications Total of Journal Articles
Fige lo=- Vi es Scored each of S N

In this study, scores on the 52 variables were subjected
to a Factor Analysis with a resulting set of 15 Criterion Faotors
which were relatively independent of each other, Taylor and his

colleagues speculate upon various ways of grouping the 15 factors,
and conclude quite reagonably that they have merely opened the
dcor on & research area, To facilitate further research in this
area, the criterion committee at the third University of Utah
conference on the "Identification of Creative Scientific Talent®
produced an outline of variables involved in the study of creati-

vity criteria,7 Part IV of the report of the fifth Utah conference

7Calvin Taylor, ede, The Third University of U onference
on the Ident tion of Creative Scientific Talent Eaalt Lake
City: University of Utah Press, 1959).




indicates that ressarch on the criterion problen is a continuing
concern,®

Closely related to the criterion {ront of attack on the
problem of identifying creative talent is the problem of
acourately predicting future creative performance, that is,
the problem of knowing in advance with some degree of pre-
cision which people are likely to become creatively productive
in a given field, Flacement of this body of research in the
product-political category is justified by Taylor and Holland's
comment that "predictive studies are the only way we have. to
aoquire valid information which will enable us to identify
those adolescerts who will become creative acientists."? Re-
search on this problem is in & very primitive state, although
a large number of variables have been examined., One of thp
reasons for this, say Brogden ar;d Sprecher, is that "the quaiity
of research on predictor tests . . . depends, in the last analy-
sis, on the adequacy of the criteria used.,"l0 That is to eay,
the ability to identify valid and reliable predictive variables
depends in part on ihe prior ability to establish valid and re-
liable criteria for that which is being predicted, Taylor and

R

Bpart IV (Chapters 16-21) in Calvin Taylor, ed., Widening
Horizons Creativity (op, cite).

9Calvin Taylor and John Holland, 'Predictors of Creative

Performance,”" in Calvin Taylor, ed., Creativity, Progress and
Potential (ope cit.), pe 474

loBrogdon and Sprecher, op, cits, Pe 156,
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Holland argue essentially the same point:

It is elementary, but of fundamental importance,
to note that the use of predictors assumes that
we have some explicit, relevant, external cri-
terion for recognising the oreative performance
we hope to predist with our psrsonal and situs-
tional variables. Tests of creative ability, f
often used as criteria of creativity because
they appear to be valid measures of the pro-
cesses tested, are at best preliminary and in-
adequate criteria;: if we rely on them extensive~
1y, we may overlook our chief criterion: adult
creative performance.ll

When ono recalls that Taylor's own study with Smith and
Ghiselin explores 15 Criterion Factors derived from 52 cori-
terion variables and that this is only one of a number of
studies, the difficulty of the search for predictors may be
| appreciated,

Taylor and Holland reviswsd the pertinent literature
with the intent of organising current knowledge in a way 1
that would facilitate future research.}2 For the purpose
of this chapter it would be well merely to mention the kinds

of variables which these reviewers consider most promising

as well as those which they would discard,
To begin with the rejects, Taylor and Holland find that
"the evidence suggests that intelligence tests are not very

e e
e

1l1aylor and Holland, gp, cit., Pe 16.

lzToylor and Holland, jibid,




effactive , ., . (as predictors); intelligence . , . accounts

for only & small part of the variation in creative performance.'l3
Studies by Getzels and Jackson,l4 Torrance,l5 and Mackirmonl6
would support this contention, Similarly, both academic grades
and "'sheer accumulation of knowledge" are regarded as poor
predictors,

The most efficient predictors appear to be biographical
items of the sort reported by Taylor, Smith, Ghiselin, and
Holland,17 These investigators used check lists to obtain
data on background, preferred activities, expressed goals, and
levels and kind of desired attainment,

Self-ratings on creativity and direct expressions of
goals end aspirations are rated second by Taylor and Holland.
"Originality and personality inventories run a very poor third,
Aptitude and Intellige::ce measures renk fourthe « o o

Research activity in the Product-Political category has
continued to expand, and a good deal of the initiative in this
expansion has bsen supplied by Taylor and the University of Utah,

_—

13&&0: Pe 17_‘

u‘Jacob We Getsels and Philip W, Jackson, Creativity
Intelligence (New York: John Wiley & Sons, 1962).

15g, Paul Torrence, "Current Research on the Nature of

Creative Talent," Journal of Counselling Psychology, 6 (1959), 309-316.

16p, W, Mackirmon, "What Do We Mean by Talent and How Do We
Test for It? in S £ ent (New York: College Entrance
Examination Board, 1959).

17calvin Taylor, W. R, Smith, B, Chiaolin, and R, Ellison,
ixploretions in the Measurement and of Contributions

£ On of Sclentists Report No. ASD-TR—-9 ‘
Air Force Base, Texas: 'ﬁ Personnel laboratory, 1961).




An interesting development may be noted in the book reporting

the activities at the most recent Utah conference on creati-
vity-~that is, the tendency to treat the criterion and pre-
dictor problems together. This tendency might have been pre-
dicted from comments, cited above, by Brogden and Sprecher

and by Taylor and Holland., The most comprehensive effort to
deal with the two problems together is the work of Taylor and
Ellison, reported in the book just mentioned.18 This highly
complex series of studies in essence is an attempt (1) to v
refine earlier criterion measures, (2) to refine earlier pre-
dictor studies, and (3) to study the relationship between the
twe with rether elaborate correlational techniques., With respect
to the first task, the 15 factors derived from 52 itams, which
Taylor had reported url:l.er,19 were subjected to a second-order
factor analysis to see whether meaningful simplification of the
criterion problem could thus be derived. Taylor and Ellison are
not of the opinion that the seven second-order factors thus
produced are of any great help, either in clarifying the problem
conceptually or in simplifying it technically. They point out,
however, that the strongest of the seven second-order factors
contains all five of the first-order factors which had speci-
fically "ocreative features in their composition.”" A second

18Calvin Taylor and Robert Ellison, "Predicting Creative
Performance from Multiple Measures," in Calvin Taylor, ed,,

Widening Horigons in Crestivity (op, cit.).
19Calvin Taylor, We R, Smith, sand B, Ghiselin, op, cit.




important observation was that two independent recognition
factors emerged, namely, 'non-material recognition®' and 'material
recognition and success.' Both these kinds of recognition were
independent of (unrelated to) the creativeness of the scientist's
work."

Work on predictors focused on the further development
of a Biographical Inventory. This work used a "double cross-
validation design®" to refine the Biographical Inventory over
three separate studies and phases of revision. The results of
this work suggest support for the observation of Taylor and
Holland?C that biographical information may provide the most
reliable predictor measure. Taylor and Ellison are continuing
their work in this area, with special attention being given to
factor-amalysis of biographical data,

Fimally, Taylor and Ellison report computing multiple
correlations of & set of 52 predictor measures against 17
criterion measures. Among the interesting results of this
offert was the finding that the total battery of prediction
measures overlape approximately half or more (50.0%, 46.8%,
70,73, 71,08, 66,08, and 65.4%) of the eriterion variance for
the six criterion factors which include specifically creative

items,

g

%talvin Taylor and John Holland, op, cite
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Related to the work reported above is one final study that
should be mentioned in this section. Taylor, Cauley, and Nielsen
examined the applicability of the Biographical Inventory to the

problem of predicting creative scientific performance of adoles-

cents participating in the National Science Foundation Summer
Institute program. They found that with appropriate modification
(appropriate in the sense of altering items from the inventory
which could apply only to mature science research personnel)
Biographical Inventory scores correlated .47 with supervisory
ratings on creativitys, An interesting indication which has not
been thoroughly checked yest is that the Biographical Inventory
did a better job of prediction than did the collective Judgnment
of the fellowship committee ™who used the entire folder of materials
for each applicant in making its decisions.®

These are some of the highlights of research here classi-
fied as product-political, In focusing this report on the work

of Taylor and other participants in the work at Utah University the in-
tent has not been to indicate that all the work or all the people
involved in the Utah studies fit precisely into the product-

political category. Rather the intent has been to suggeet &

context in terms of which the basic thrust of inquiry of an out-
standingly productive and competent bedy of literaturs can be

understood,

The product-economic category is somewhat more speculative
than the product-political category. The money motive is not
given the same kind of blatant expression that Taylor gives the
democracy motive, Nor does the literature to be placed in this




category gravitate about a central point the way the product-
political literature does about the Utah work., Still, the
contention might be made that investment in the study of creati-
vity by corporations whose motives are comnonly construed to be
monetary and competi‘ive has to a large extent determined the
kinds of programs established and questions asked in & certain
segment of the creativity literature,<l This segment, because
it lacks the centrality and cumilative ohamctoriat;l.cs of the
product-political segment, is treated briefly,

If the political concern characterising the first category
was responsidle for the fact that studies in that category
focuded upon problems of identification and prediction with an
eye toward ultimate sifting and winnowing, the economic concern
characterising the second category is responsible for the focus
in this second segment of the literature upon the problem of
production itself with an eye upon current personnel. Thus the
guiding concern in the product-economic category is the problem
of getting a given set of peopie to produce better and more
ideas and things, The following statement by the Course Develop-
ment Engineer at General Flectric may be taken to typify this

concem:

The objectives of General Electric's Creative

Courses are to identify young engineers with
potential creative talents and to help them

21'1110 corporetions which have contributed to and/or parti-
cipated in the development of this segment include the following:
United States Steel, B, F., Goodrich, A, C, Spark-Flug of General
Motors, Boeing Aircreft, Esso Research and Engineering Campany,
Aerojet Cenersl, Generel Electric, Dayton Rubber, Dow Chemical

Company. Standard 0il, and Industrial Research, Inc, Some of their

specific involvements will be cited below,

_g




develop these talents. The courses seek
to increass the ability of partiocipants
to produce ideas, to improve the practi-
cality of their ideas, to utilise their
ideas fully, and to gain u%gimate accept~
ance for useful new ideas,
The concerns that characterise the moduct-economic
category have been approached in several ways: (1) attempts
to directly teach people how to increase their creative pro-
ductivity; and (2) attempts to manipulate the controlling forces
in the working enviromment which condition creative productivity,
The first of these approaches to the problem has focused
upon the establishment of "ereativity!" courses for industrial
personnel, and the systematic evaluation of such courses., A
large munber of these courses have been adaptations of the mater-
2] prepared by Alex Osborn.?3 Such courses have been conducted
at United States Steel, A, C. Sperk-Flug Division of Ceneral
Motors, B, F. Goodrich, and other ma jor corporations, The
evaluation rrogrem conducted by A-C is typical of the work

surrouncing thy Osborn material. In their study?# a group of

employees with high suggestion records and a group with low sug-

e RS R

22Georgo I. Samstad, "General Electric's Creative Courses,”

Sidney Parnes and Harold Harding, eds, A_Source-Book for Creative
Tainicing (New York: Scribmer's, 1962). Do 33l

230sborn has produced pamphlets, workbooks, and teachers!
guldes as well as his major textbook, Applied tion (New
Tork: Scribner's, 1954), which as of 1962 had gone through
twelve printings with over 100,000 copies solde A brief descrip-
tion of the course is to be found in Sidney J, Parnes, "The Creat-
ive Problem-Solving Course and Institute at the University of Buf-
falo," in Parnes and Harding, op, cit,

2L, L. Sinberg and T, E. Shannon, "The Effect of AC Creati-
vity Treining on the AC Suggestion Progream," A, C, Spark-Plug Di-
vision of Genersl Motors Corporetion, March 27, 1959, mimeo,
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gestion records tock part in a creativity treining progrem.
Records were kept for both groupe as well as for the remainder
of the plant employees who conetituted a control group, with
respect to (1) number of suggestions submitted, (2) rumber of
suggestions accepted, and (3) amount of monetary awards for
acoepted suggestions, for one year before and or . year after
treining, Analysis of these records indicated that both groups
receiving creativity treining made significant gains on all
three criteria while the control group did not make such gains,
The high suggestion group maintained its position, The authors
consider the third criterion to be a measure of Quality of sug-
gestions, and thus are able to conclude that the study supports
the hypothesis that the creativity course is beneficial to the
suggestion program,

Parnes and Meadow have conducted a series of studies intended
to evaluate the effectiveness of specific dimensions of the Osborn
course, as well as the effectiveness of related "brainstorming®
techniques,25

A second body of work focuses on V. J. J. Gordon's "Opera~-
tional Creativity." Gordon was Director of the Design Synthesis
Group of the Arthur D, Little Company, a Cambridge business con-

AR

253ee, for example, the following: Armold Meadow and Sidney
Jo Parnes, "Evaluation of Treining in Creative Problem-Solving,

Journa) of Applied g%olog, XVII (1959), 180-194; Arnold Meadow,
Sidney J. Parnes, and e Reese, "Influence of Brainstorming
Instructions and Problem Sequence on a Creative Problem-Solving
Test," Journal of Applied Paychology, XVIII (1959), 413-416; and

[

Sidney J. Parnes and Arnold Meadow, "Effects of tBreainstorming*

instructions on Creative Problem-Solving by Treined and Untreined

Subjects,” Journal of Educational Paychology, L (1959), 17-176.
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aultmg firm, Gordon developed his "operational oreativity'
technique to answer the needs of various industrial clients

for help in inventing solutions to difficult design problems.

His technique is more elaborate than Osborn's, does not involve
the rather academic investigation of the nmature of creative
thinking and its stumbling blocks that Osbornts course includes,
and places heavy emphasis on the special role of ths group 1oador.26
Gordon felt that Osborn's technique and related brainstorming
techniques tended to converge too quickly upon a solution, with
the result either that the ultimate solution tends to be less
perfect than it otherwise might be or that much time is spent on
supposed solutions which turn out to be inadequate. To counteract
this shortcoming, the Gordon technique projects a situation in
which at first only the group lsader knows the exact nature of
the problem to be solved, Thus, for example, if the problem is
#to find a new way to park automobiles in a crowded city," the
chairman may invite the group members to talk about ways of
storing things.?7 The group will continue to produce ideas about
storing things until, in the leaderts judgment, they hit upon
something suited to the particular problem, The leader will then

o

265 nelpful introduction to Gordon's method will be found
in William J. J. Gordon's "Operatiomsl Approach to Creativity,"
(November-December, 1956). Gordon has
expounded in dotain:ll upon th; techgioggo and mportod(tmon its
accomplishments William J on, Synectics (New York:
Harper and Bros., 1961). *e ’

27'11:1. axample is taken from (anon,) ti
e (P O, Bax 913, Grend Centrel Station, New York:
Creative Treining Associates, 1955).




discloss the problem, parking cars in a crowded city," and the
group will proceed to develop specific suggestions for this
problem, When they have finally arrived at a specific solution,
they move into the second phase of operations, 'which inclides
solving problems of production, marketing, etc. The rules for
phase one are rather stringent. They involve the application

of a set of principles, including: (1) deferment--defer direct
confrontation with the pirroblem vhile related ideas and pointe

of view are generatad; (2) autonomy of problem--allow the cojects
involved in problem to take on a life of their own; (3) use of
the commonplace--take advantage of the familiar as a springboard
to the strange; (4) altemate between involvement and detachment;
(5) use metaphor Qnd analogy,

Gordon's book<8 surmarizes both the system itself and efforts
to evaluate its effectiveneas. Lircoln reports that synectics
groups have been successfully established at Kimbsrly-Clerk,
Dewey and Almy, and the Rockefeller Foundation,29

The systems of Osborn and Gordon are two of a growing number
of approaches to the problem of getting groups of people to pro-
duce more and vetter tideaa. The whole body of such techniques
has come to be known as 'brainstorming.™ A book by that title
eurveys the literature fairly t'.h«oroughl;r.30 Even with this book

B, Jo Jo Gordon, Synectics, (ops cit.).

29John Wo Lincoln, “Developing a Creativeness in People.”
Parnes and Harding, op, cit.

30Charles H, Clark, Brainstopming (New York: Doubleday and
Company, 1958).




29
it is difficult to estimate the extent of vhe influence of
Osborn's, Gordon's and other people's work on "braingtorming!
in industry and elsewhers. It is interesting to note, however,
that Osborn is the founder and senior partner of the famous
advertising firm of Batten, Barton, Durstine, and Osborn, as
well as the founder of the Creative Education Foundaticn whose
principal officers are executives in leading corpomtima.31

The second approach to the problem characteristic oi the
product-economic category of creativity literature is the attempt
to control the forces in the working environment which condition
creative productivity. Work on this approach has been conducted
both in an act.demic context with an emphasis upon research and in
an industrial context with an emphasis upon application. In the
academic context, the research program conducted by Fiedler and
his colleagues at the University of Illinois ie exemplary, This

progrem was comprised of & series of studies designed to assess
the relationships among group climate, leader attitudes and in-
| telligence, and group oreativity.32 Fiedler sumarises the major

SRy

e president of CEF is Lee Bristol, Jr., President of the
Bristol-Meyers Corporation.

2petailed reports of some of the studies conducted under

this progrem may be located as follows: F, B, Fledler, We A Ie
Meuwese, and Sophie Oonk, "Performeance of Laboretory Tasks Requir-

| ing Group Creativity," Acts Psychologica, 18 (1961), 100-119; Fo E.
Fiedler, P, London, and R, S, Nemo, "Hypnotically Induced Leader

. Attitude and Group Creativity,” Group Effectiveness Research
Laboratory (University of Ilinois, “961), mimeo.; F. E. Fiedler,
A, R, Boss, and Judith M, Fiedler, "ihe Leader's Perception of
Co-workers, Group Climate, and Group Creativity: A Cross Valida-
tion ' Group Effectiveness Research laboratory (loc it,), mimeo.
Other studies in the program, as well as related literature, may
be found in Pledler, F. E., A Contingency Model of Leadership
Rffectiveness," in [xi cial Psych (New Iork:
Acadenic Press, 196.4).




£indings of this work as follows:

The investigetions . » « present a very consistent
picture, « ¢+ ¢+ A harmonious cohesive group pre-
sents a favorable climate for the permiesiva, con-
siderate person-oriented leader, and it pormits the
leader to contribute to group performance according
to his intelligenice. A less pleasant, disharmoniocus
group climate requires a more task-oriented, active,
controlling leader, Moreover, where stress becomes
relatively great, or where the group is not harmoni-
ous, the leader's intelligence does not contribute
to group performance, whereas the members! intellect-
ual abilities do contribute to a substantial degrees.

These findings suggest that the maintainance func-
tions of the leader absord his energies under stress-
ful conditions, throwing the burden of crestive group
performance upon the group members,”-
Within the context of industrial application, work in progress
at the Dow Chemical Company seems perticularly interesting, This
work is a combination of improvement program and evaluative re-

aearch.% In a paper delivered to the Fifth Utah Conference on

331’1'04'1 E., Fledler. The Effect of Group Climate on the
Leaders' Influence on Creative Group Performance," in Calvin

Taylor, ed,, Widenine Horisons of Creativity (ope gite), Pe 409

3hpow Chenical publishes a Creativity Review! in which their
own activities and those of other ups are réviewed: J. He
McFherson, ed,., t Midland: The Dow Chemical
Company)e Specific reports of research on creativity at Dow have
been printed separately and include the following of particular
note: J. H, McFherson, Independence: An I:portsnt Varjsble |
t u jual
t

), ]
Comparny, 1962); L. C. Repucol, Defini Criteris of Creati-
vity (Midland: The Dow Chemical ey !’H%'r ,':L_"""mmoo L';"'Jc.to
on

* TRepuced, dictive Value of e Rela
Creativity (lfidland: The Dow Chemlcal Company, 1 , mimeo




Creativity, MoFherson describes the highlights of the work at
Dow.35 Included are: an Employee Review Board which aims at

assuring that employees are placed in positions which allow
optimum use of their potentials; examination of labor contracts

to determine which of their clauses tend to create conditions
favorable and unfavorable to creativity; a program to evaluate
research group leaders and subordinates, and to determine the
effects of leader and subordinate characteristics upon the group
operation (this is similar to Fiedler's work, described above);

a course for supervisors aimed at helping them lmow how to conduct
interviews which will help subordinates in their efforts to be
productive;36 and & Management course based on the techniques
used to develop group leadership abilities at the National
Training Laboratories in Bethel, Maine, Along with these programs
and throughout McPhersont's paper thexje is an smerging rationale~-
a point of view about the overall requirements for maximizing
creative productivity within a given corporete body. Though
McPherson doss not explicate this retionale as such, the following
statements from his paper communicate its general charecteristics:

The success of whatever directions are set will
depend partially upon the dominant philosophy

35 Je He McPherson, "Prospescts for Future Creativity Research
in Industry," in Calvin Taylor, ed., Widening Horizons in Creati-
vity (ope cit.)e.

361’013 course uses Maier's book, No R, F. Maier, The Appraisal
Interview (New York: Wiley and Sons, 1958); and also includes dis-
cusslion ol "the self-actualizing" personality and the conditions
that foster self-actualisation,
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held by the tgg management of the
organigation,

A shift from benevolent autocracy toward

maturity can be assessed by noting an in-
crease in the axpectatigga for aggressive
action by staff groups.,”® - - - :

.3..0.0‘........0..0. {

We define creativity in such a way that it

can be m’?ected from everyone in the cor-
poration,39

Finally, McFherson specifies the objectives of the various
programs in terms of the sffect they are ‘ntended to have upon
individual employees of the corporation., He acknowladges that
these objectives are synthesised from the work of Maslow”C and
Jahoda : 41

Briefly stated, our aims are to help indi-
viduals move from:
Dependency to Independency
Few Ways to Behave to Many Ways
Passivity to Activity
Superficial Interests to Deep Interests ]
Short Term Perspective to Long Term
Perspective
Subordinate Positions to Bqual Positions
Lack of Awareness of Self as Infant to -
Awareness and Control over Self as an
Adult,.42

- 375, H, McPhersen, in Taylor, Widening Horisons in Creativity
(ope cit.), pe Llhe

BIbid., p. 415,

391bid,
"OMoPheraon cites in particular: A, H, Maslow, "Self-Actual-

iging People: A Study of Psychological Healths,™ in W, Wolff, ed,,
Pergonallty Symposium (New York: Grune and Stretton, 1950).

‘arie Jahoda, t Congepts of Positive Mental Health
(New York: Basic Books, 1958),

425, B, McPherson, in Taylor, Widening Horigons in Creativity
(ope_cite), pe 415, y
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Throughout the literature doscribed here as product-sconomic,
wo have seen an emphasis upon programs for getting people to
produce more and better., The center of gravity for such programs,
mcluding.concomitant esvaluative résearch, is within the business
commnity, This body of literaturs shares with the body described
as product-political a tendency to focus upon products.

It differs from the latter in that, while the product-political
body aims at :l.dentiﬁinq people who will be productive, the product-
economic body aims at squeezing production out of those at hand,

The work discussed thus far has been characterised by a

direct concern for what have been called the products of creeative

thought, In turming now to a brief consideration of some out-

standing of:orta to understand the creative process itself, a

perplexing question might be raised, It is obviously true that

in a logical sense understanding of process and underetanding of

product muat ultimately converge, A certain faith in this pro-

position is demonstrated by MoPherson's implicit assumption, in

work cited above, that adaptation at the total organisutional 1
level of the views of a lesding student of process (in this case |

Maslow) will result in more creative producta. A serious question
exists, however, as to the relation between what a psychologist
interested in the "peak experience' of human existence calls

the creative process, and what a corporation employee who must
ultimately be interested in corporate profits calls the creative
product, The terma "political®” and Meconomic" used to describe

two ma jor product orientations are deliberately suggestive of moti-
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vations, and motivation, in turn may be thought of in this context
as being heavily weighted by a special variety of commitment—-
what Polanyl calls "the tacit component" of scientific mquiry.l's
It seems iiltaly that the process-oriented work and the product-
oriented work may siem from two radically different sets of tacit
components-~that regardless of definition the very attractiveness
of the term "oreativity" is dependent for each group of scholars
upon these differing sets of tacit components, and that, conse-
quently and in spite of apparent logical necessity the kinds of
questions asked must ultimstely lead to divergent rether than
convergent bodies of knowledge., Contrery to MoFherson's faith,
the processes which may be projected backwards from the products
of interest to product-oriented scholars may look very different
from the process of concern to the process scholars; and conversely
a forward projection from the processes of interest to process
scholars to products may result in products which are different
from those of concern to the product scholars,

‘There are numercus ways of subdividing the procese-oriented
work, For the purposes of this chapter it is appropriate to
consider two sub-categories-—~the process-behavior category and
the process—experience category.

The process-behavior category is comprised of work which
in terms of history and methodology properly belongs to a separate
literature--the study of thinking, The parent body is enormous,

h3Mychael Polanyi, Personal Knowledge (Chicago: University
of Chicago Press, 19585.
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and that offspring which is concerned apecit.‘ically with ¥creative
thinking" takes its syntax more from the requirements of filling
out our understanding of thinkipg than from the commitment to
undoutanQing creativity itself, This syntax determines the
kinds of questions about creativity that will be asked, and
thus is responsibl. for the peripheral nature of tho contribution
it makes to the endeavor to understand creativity, Nevertheless
a brief description of some segments .of this work 4s appropriate,
even 1f only to indicate limitations,’¥

The work of Je P Guilford is of particular note. Through
an elaborate series of Factor-Analytical studies conducted over
nearly a decade, Guilford has pieced together a model of thinking
which he calls "the structure of intellect." The model is a
three-dimensional matrix representing the interactions of the
operations, the contents, and the products of thinking, The major
categories of operations Guilford calls Evaluation, Convergent
Production, Divergent Production, Memory, and Cognition. The major
categories of contents are Figural, Symbolic, Semantic and Behavior-
al; and the major categories of products are Units, Classes, Rela-
tions, Systems, Transformations and Implications, Guilford and his
colleagues have used this model in much the same way that Mendelesv
and his colleagues used the periodic table of elements, They have
predicted and sought the discovery of discreet thinking abilities

e

.

hlp prief historical treatment of the study of thinking

may be found in Robert Thomson, The cholo, £ Th
(Baltimore: Penguin Press, 1959
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correspending to each cell within the matrix. So far they have
established, within the limits of their methodology, some 50
thinking sbilities,5 Thinking ability tests have been developed
for each of these abilities,® _

Though there has been a tendency to equate creativity with
the cells on the "divergent production" plane, Guilford himself
offers a much more complex description of creativity in the terms
of his model. In & recent article®’ he synthesizes Wallas'
description of the phases of cr«aasi:,:hr:l.t.y“8 with his own structure-
of-intellect model, indicating a combination of thinking abilities
in action at each phase, The divergent production abilities are
dominant only at the "idea-generating" phase, which corresponds
to Wallas®' "illumination" phase,

LT complete description 6f the Structure of Intellect model
may be found in Guilford, J. P. and Merrifield, P. Re, "The
Structure-of-Intellect Model: Its Uses and Implications," Reports

the Psvchological laboratory, No. 24 (Los Angeles: Univer-

S Scothoun faTifomia, 19655, A brief description of the
model will be found in Robert Wilson, "The Structure of the In-
tellect,” in Mary Jane Aschner and Charles E. Bish, eds,, Productive
hinking in Education (Washington: National Education Assoclation,

1965), Detailed reports of factorial studies, tests, and other
aspects of Guilford's work are to be found in the Reports from the

Psychological Laborato? , No. 1, present (Los Angeles: University
of Southern Califormia).

hbguilford acknowledges that the abilities are diccreet only
in an analytic sense, and that behaviorelly, while & given ability
may dominate at a given time, there is always interaction among
severel such abilities, See, for example, Guilford and Merrifield,

22‘2 cit.
k75, P, Guilford, "Some New Views of Creativity," in H, Nelson,

ede, Theories and Data in Psychology (Princeton: D. Van Nostrend
Cos, 1965).

wG. Wallas, The Art of Thought (London: C. A. Watts and

co. » 19"5) e
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A second approach to the study of thinking whi f.h is of
peripheral interest here is work on pmb‘.!:em-aolving. The solu-
tions to problems meet one of ths key requirements of creativity,
the production of an entity (in this case an idea or a behavior
pattern which solves the problem) which is novel to the subject.
Even in the esrly experiments with non-human subjects some workers
found it necessary to postulate a process often used in connection
with creativity, Kohler, for example, in his work with spes,
talked--somevhat vagusly--about Minsight."? Exploration of
problem-solving in humans has been voluninous, and various -
theoretical points of view have emergeds Of particular interest
here is the work on concept attainment by Jerome Bruner and his
col’l.eaguee.so These workers have developed a clever and elaborate
mechanism for making inferences from the behavior to the process
of problem-solving. The problems they use involve discovery of
a concept which determines the feedbeck the subject ggta from
each discreet move in his effort to learn the concept. By mani-
pulating the nature of the concept, the conditions under which
the experiment is conducted, and the rules governing feedback,
these workers were able to make fairly detailed inferences as to
the kinds of "atrategies® various subjects use under various ocondi-

tions to "solve" various kinds of concepts, Detailed description

"9N01fgang Kohler, The Mentality of Apep (London: Routledge
and Kegan, 1925).

%0 serome Bruner, J. J. Goodnow, and Ge As Austin, A Study
of Thinking (New York: Wiley and Co., 1956) .
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of these ve.riables and of Bruner's conclusions is not pertinent

here, Two general observations are: First, although the problems
involved in Bruner's concept attainment task have fixed and pre-
determined solutions, it is possible that from the point of view
of the subject they have many of the characteristics of the prol_)lema
typically encountered, for example, by Gordon's synectics giroups
This is particularly likely in connection with what Bruner has
called "disjunctive" concepts, Thus it is suggested that Brunert's
ngtrategies” may be descriptive of the kinds of processes that
characterige efforts to come up with at least some kinds of
creative products, ‘
The second comment is intended to establish the link between
Bruner and Guilford, and by so doing to clarify the nature of
the process-behavior category--the most tenuous of those to be
dealt with in this chapter, Bruner and Guilford have in common
the commitment to understanding and describing processes which in
some senses include or are rela‘ted to creativity; and both pursue
this commitment through techniques which derive from and yet go
beyond the traditional meth'odology of behavioral psychology. They
have both developed techniques for artificially capturing segments
or moments of behavior in ovder to make more detailed inferences
conce.ning sub-tending processes. Both workers, while interested
in internal processes, have uged comparatively "obJjective' behavioral
data as a basis for inference, In the following section this will
be seen to contrast with both the concerns and methods of work in

the process-experience categorys.




Work in the process-experience category in an higtord.cal
sense also comes to the study of creativity obliquely. Its
roots are in the ‘qmichron:lstic search for a better state of
being for mankind, In modern times this search has found parti-
cularly cogent expreseion in a complex matrix of pleces of dis-
ciplines which focus upon man's experience of himself, It is
significant that many of the modern descriptions of man's
experience of himself, though they did not derive from the
study of creativity, have included in central positions concep-
tions of man in his creating espect. The hallmarks of work on
creativity which belong in the process-experience .category,
therefore, are (1) that i+ takes its syntax of inquiry from a
comnitment to understanding and altering for the betfter man’s
experience of himself, and (2) that it considers the key to such
understand:@ng and betterment to bg in the immer procsse of that
experience, Competition for inclusion in this category is high,
partly because the assumptions that define the categgry‘inm“
such a broa@ spectrum of contemporary intellectual life, The
poetry of W, B, Yeats and Te S. Eliot, the novels of James Joyce,
Marcel Proust, and Fyodor Dostoyevsky, the music, perhaps, of
Alban Berg, certainly the existential psychiatry of Binswenger,
the phenomenology of Husserl, the social philosspy of Marcuse,
and the drama of Pirandello, all need to be ingiuded, For the
purpose of making the point, however, a very brief treatment of
the centrally relevant ideas within certain modern theories of

personality (oroadly defined) will be the plan of this section.




B ontinh

Signund Freud's work has been among the most generative
in modern times. He provided the basic conceptual tools,
however crude in some regards, for the study of the phenomena
of consciousness. Freud's theory evqlved through various forms
during the course cf his life's work., At almost all points of
developmerit, however, it was characterized by a dichotomous view
of man,’+ Marn is the stage whereon opposing sets of instincts
are continuously at war, In hic early works the antagonists are
a rether simplistic unconscious libido instinct on one hand and
a repressive socially determined and conscious set of ego in-
stincts on the other. Ilater in his work the conflict is between
the pleasure principle as instrument of the "Nirvana" instinct
and reality principle as instrument of the ego. In his later
writings ths libido instinct has been expanded to - pan-gexual
Eros, or 1'fe-ingstinct, and its antagonist has become the death~
wish, Throughout these stages of his thinking, the battle bstwsen
the instincts is correlated to the relation between conscious and
unconscious mentation and to the dynamice of repreaaion.52 What-
ever particular forrn the battle of conflicting instincts takes, it

may always be characterized as a system of tensions between the

Slpor development of this understanding of Freud's work,
Chapter IT in H, Marcuse, Eros and Civilization (Boston: Beacon
Press, 1954) is helpful, See also N¢ O, Brown, Life Againat Death
 (New York: Vintage Books, 1959),

52Brown calls attention to Freud®s own opinion that "“the
whole edifice of psychoanalysis « « « is based upon the theory
of repre‘aiono" Ne Oo Brdbm, ibid., Pe 3.




thrust for expression and the opposing thrust for repression,
The manifestations of this dynamic take many forms, including
both pathological and creative hehaviors, The circumstances

in which one or the other type of manifestation will occur

are amlysed differently at different periods in Freud's
development, One of the more clear, though not necessarily
most, satisfying, analyses occurs in “The Unco:mw:i.ous\4."53 Here
Freud argues that if the unconscious resolution of conflict is
Wego-syutonich its expression is creative, and if it is not ego-
syntonic it will ultimately emerge in the form of neurotic or
nther pathological behavior. Elseswhere, the creative and patho-
logical manifestations of conflict were differentiated in terms
of the concept of successful and unsuccessful sublimation of
1libidinous instincta,%

The ramifications of Freud's theory as it applies to creati-
vity are extremely complex, For the purposes of this chepter,
the following points are important:

(1) Freud®s concern with creativity occurred in the context
of his analysis of the processes of psychopathology, and particu~
larly in relation to the doctrine of repreasions That is, he saw
creat:i:vity in relation to disease and in relation to the process
of acquiring and protecting psychological health,””

5331gmund Freud, **The Unconscious," The Collected Papers
of Siegmund Freud. IV (London: Hogarth Press, 1949),

SI‘B’.L.-
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(2) Fx;eud'a analysis of all psychological phenomena including
the phenomena of creativity is cast in temms of.mun'a axperience
of himself at different levels of consciousness, It is in relation
to Freud's probing of the phenomena of oconsciousness that Kneller
calls psychoanalysis "the single most important influence on the
theory of creativity today."56

Kubie's theory of the creative process, which is central
to this study, is built upon the Freudian tredition and yet departs
from it in several key ways, Whlle the key features of Kubie's
work are included in the conceptual model above (Chapter 1), a few
comments are in order here,®? Kubie is strictly within the Freudian
tradition in that his commitm.nt is to understanding of the pro-
cesses of psychological disease and health through analysis of the ‘
phenomens of consclousness, that is, of man's experience of himself,
He departs from Freud in two ma jor ways which are clogely related
to each other, First, he hes drawn a clear distinction between
unconscious and preconscious thought systems, where Froud had only
& foggy one. By so doing, he has succeeded in generating a basis
for distinction botween pathological and healthy processes.

Second, he has succeeded in establiihing the place of the
creative process among man's richest potentialities in contrast
to its traditional position 88 & bi-product of disease at worst or
a mystical ravishment at beat.58

58George F. Kneller, The Art and S, .onée of Creativity (New
York: Hclt, Rinenart and Winston, 1965), p, 28,

57Kubio'a full theoretical description of the creative pro-
cess may be found in Lawrence S, Kubie, MNeurotic Distortion of

the Creative Process (New York: Noonday Press, 1981).

58Knoller briefly traces this side of the history of the con-
ception of creativity, in George F. Kneller, op, cit,




A third characteristic of Kubie's ‘work which needs to be
cited is its expansion of data sources, Whereas Freud depended
almost exolusively upon introspective clinicel data, Kubie has
introduced into his theorising several other sources of data
which, while still essentially introspective, are subject to
ocatrols of a sort which are not feasible in the psychiatric
interview. The types of data which he claims havo tended to
validate soms of his basic conceptions include: the experimental
induction of neurotic states under hypnosis, experimental work
with differentiated preconscious perceptions during sleep, experi-
ments on preconscious functions with the tachistoscope, experiments
under hypmoaig on the symbolic representation of repressed amnesic
materisl, etc.59

Carl Rogers, while working out of a theoretical base that
is at odds with psychoanalytic theory in many respects, has come

to a view of creapivity which has one critical feature in common
with Kubie's view, For Rogers, as for Kubie, the creative process
is viewed as an expression of man's highest potential, Rogers!
view, however, is an extension of his peychology of "becoming"
which apparently is influenced to a degres by modern existential

thought.éo Much of Rogers! work nas focused upon the conditions

5'9Theee data sources, together with their specific referents,
are cited in Kuble, op, cit., p. 22,

60The influence of existentialism upon American "3rd Force"
Paychology, including Rollo May, Gordon Allport, Abreham Maslow,
flogers and others, is given some credence in Rollo , 6de,

Existential Psychoiogy (New York: Random House, 1961).




under which & per on can becowe '"more fully h:l.maelf."6l The

process of becoming more fully onets self involves the discovery

and actualisation of onet's potent.:!al:l.t::i.aen.‘52 The role of the

therapist, as well as the role of anyone else in a "helping"

velationship, is to provide the conditions under which such dis-

covery and actualisation can occur, Rogers considers the tendency

towards actualization of self to be basic to all organic life.

And, in an important paper on creativity Rogers asserts that

"the mainspring of creativity appears to be the same tendency

vhich we discover so deeply as the curative force in peychotherapy-~

man's tendency to actualige himself, to become his potentialitiea."63
In Rogers' work, then, there is an identification of the

creative process with the ultimately healthy processes of organic

life, Maslow, in his studies of what he callg "gelf-actualizing

individuals" comes to & similar point of view.&‘ He discusses

6lcar) Rogers, 0o Becaning 4 Peragn (Boston: Houghton-Mifflin,
1961), passim, See also Carl Rogers, "The Actualizing Tendency
in Relation to Motives and to the Unconscious,™ Nebraska Symposium
on Motivation, February 21 and 22, 1966, mimeo,

62Roge:res » in contrast to Freud, manifests faith in the pro-
position that the potentialitiées of the authentically human self
are socially viable and "good",

®3carl Rogers, "Toward a Theory of Creativity,” in Harold H.
Anderson, tivit Cultivation (New York: Harper and
Row, 1959), Pe 2.

6"Abmham Maslow, Toward & Psychology of Being (Princeton:

Van Nostrend, 1962),
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primary creativeness, secondary creativeness, and integrated or
self-actualising creativeness., Secondary creativeness pertains
essentially to the use of skills., It "includes a large poriion
of tproduction-in-the-world, the bridges, the houses, the new
automobiles, and even many scientific experiments and much
1itorary'work'."65 Primary creativeness involves the free gra-
tuitous acts of discovering or making in a "peak experience'
which is free of the restraints that characterize much of our
lives, The integration of these two types of creativity are
what Maslow calls integrated or self-actualizing creativeness.
The overaell picture bares a striking resemblance to Kubie's
model of the relationship between preconscious creating and
oonscious validating and communicating. The relation to Rogers!
conception of creativity as an expression of the optimally healthy
tendency in human life is made clear as Maslow writes:

SA (self-actualizing) creativeness is hard

to define because it seems synonomous with

health itself . . « And since self-actual-

ization or health must ultimately be de-

fined as the coming to pass of the fullest

hunanness, or as the "being! of the person,

it is as if SA creativity were almost syno-

nomous with, or the eine qua non aspect of,

or a defin%gg characteristic of, essential
humanness.

65‘(&’610“, ibid., pe. 135.

66}{331“, 1b1d0, p‘ 1370
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These four writers, FMread, Kubie, Rogers, and Maslow, occupy

[

}
a central position in the process-experience category. Two other
sources should be mentionsd in passing, though they are somewhat
more at the periphery, The "Thaory of Personal Constructs" of
George Kelly has important implications for this categony.67 The
- concept of Mconstruing," while having its roots in cognitive theory,
provides a common denominator for the processes of creating and of
optimum human functioning in much the same way that Maslow's
self-actualizing" does. And the body of work surveyed and in-
terpreted by White, in his effort to establish the concept of
"the competence motive," also suggests that man is som:how &t his
best when he is encountering and making something new out of
hia‘en.vironm.ent.68

The final catezory to be considered here is research on

creativity in the classroom, This work is orthogonal to the

category system employed above, and serves as a bridge between

that system and the task of describing the position of this study.
This section will deal only with the work done by E. Paul 1

Torrance and his colleagues at the University of Minnesota.69

67beorgo Kelly, A Theory of Personality (New York: W, W.
Norton, 1963),

68R.'W’. White, "Motivation Reconsidered: The Compstence
Motive," Psych, Rev,, 66, 1959.

69For a thorough review of the relevani literature, see
E, Paul Torrance, "Education and Creativity," in Calvin Taylor,

ed., Creativity: Progress and Potential (op, cit.).
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Over a hundred papers and several books have emerged from
Torrance's work,/C For the purposes of this chapter, a few
of the major concerns and findings will be reported,
Torrance's work is orthogonal to the category system
used above in the sense that at one point or another he has
expressed the concerns which typify each of the four categories.
He has pulled together these concerns in a single chapter.7l
He lists the following as causes for concern about creativity:
Mental Health (Process-Experience)
There is little question but that the
stifling of creativity eats at the vegg
roots of satisfaction in living , . &
Fully Functioning Persons (Procesa-Experience)
Certainly we cannot say that one is fully
functioning mentally, if the abilities

involved in creative thinking remain un-
developed,

Educational Achievement (Process-Behavior)
We are finding that the creative thinking
abilities contribute importantly to the
acquisition of information and various
educational skills, Recent experiments
have shown that apparently many things
can be learned creatively more economi-
cally than they can by authority, and some
people strongly prefer to learn creatively, /4

TOFor a fairly complete list of relevant publishel papers,
pamphlets, and books, see "Publications in Open Sources Related
to the Minnesota Studies of Creative Thinking," Bureau of
Educational Research, University of Minnesota, mimco.

7lchapter I in E, Paul Torrance, Guid Creative Talent
(Englewood Cliffs: Prentice Hall, 1962),
" Ibid., p. 2.

Brvig., pe 3

7"_12_&0, Pe 4o




Vocational Success (Product-Economic)
e o o it has long been recognized that
creativity is a distinguishing charac-
teristic of outstanding individuals in
almost every fields « « o It has also
been recogniged that creativity is impor-
tant in scientific discovery, invention,
and the arts.’>

Social Importance (Product-Political)
It takes little imagination to recognize
that the future of our civilization--our
very survival--depends upon the quality
of the creat%ve imagination of vur next
generation.7
For our purposes three major phases of Torrance's work
may be recognized--development and validation of instruments
to measure creativity, identification of "facilitators and
inhibitors of creativity," and identification of some of the
problems involved in maintaining creativity.77 Each of these
phases will be described briefly, with sufficient citation to

facilitate the location of more detailed information,

5bide, Pe 5o
T6Ihid., pe 6.

77.A fourth phase of Torrance's work, while tangential to
this chapter, is important enough to be mentioned, He has made
an extensive effort to synthesize his findings and make them
availabla commercially for application in schools. Thus two
of hie books (Guiding Creative Talent and Rewarding Creative
Behavior) are written in a manner that maximizes their useful-
ness to people who work with children. In addition, he has
published two creativity "workbooks® with accomparying teachers!
maruals, for use in the primary grades (R. E. Myerec and E, Paul
Torrence, Can You Imagine and R, E. Myers and E, Paul Torrance,
Jnvitations to Thinking and Doing, both Boston: Ginn and Company,
1965), And the "Sounds and Images’ record is commercially avail-
able for use as a classroom exercise as well as for research

purposes.,
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The Minnesota Tests of Creative Thinking have evolved

through numerous forms., At present, two forms of each of

three batteries are commercially available. These are

"Thinking Creatively with Words," "Thinking Creatively with
Pictures," and "Sounds and Images,"’8 u, , , Words" is a

test of verbal thinking ability composed of seven sub-tests:

(1) "asking" questions about a picture showing a striking or
unusual situation; (_2) "guessing causes" about the same picture;
(3) “guessing consequences" about the same picture; (4) "product-
improvement"--guggesting ways of improving a toy; (5) "unusual
usest of an ordinary .ob:ject such as a cardboard box or tin can;
(6) asking "unusual questions' about the same cbjoct; and (7) "just
suppoca' what would happen if, for ;xample ,» Mclouds had strings
attached to them which hang down to earth."

The "Pictures" test is compoaed of three sub-tests: picture
constructicn, picture coempletion, and lines (drawing pictures using
sets of parallel lines provided), "Sounds and Images" is a record
in which subjects are asked to guess what is making each of a
geries of unusual sounds,

Each of the Torrance tests are seored for four creativity

"factors," fluency, flexibility, originality, and elaboration,’?

78published by Personnel Press, Inc., Princeton, New
Jersey, 1966,

79For details of scoring, see "Scoring Manuals for
Torrance Tests of Creative Thinking" (Princeton: Personnel
Press, in press).




Validity of these instruments has been established through

two techniques. First, identifying high and low groups on some
test measure and then determining whather or not they can be
differentiated in terms of behavior which can be regarded as
creative or in terms of personality traits which differentiate
highly creative from less creative persons, and gecond, identi-
fying criterion groups on some behavior accepted as creative
and then determining whether or not they can be differentiated
by test scores. Through several stages of refinement the tests
have been brought to a point at which they can be considered
valid, %0

Test-retest reliability has been established over rumerous
trials with reliability coefficients typically in the ,70-.80
range,81

In Guiding Creative Talent Torrance discusses the following
inhibitors and facilitators of creativity:82

Inhibitors

l, sanctions against questioning and explaining
2. over-emphasis or misplaced anrhaéis on sex-roles

3. the work-play dichotomy

Le the tendency to equate divergency with abnormality.,

ao'l‘tachnzi.call. details concerning validity and other aspects of
the test will be available in a Technical Marual for the Torrance

Tests of Creative Thinking (Princeton: Personnel Press, in press).

€lrbid,

82~ Paul Torrance, Guiding Creative Talent (ops cit.)e
Torrance cites more detailed sources therein. A discussior of
other ressarch evidence in support of his findings may be found
in Torrence, "Education and Creativity" (op, cit.), pp. $6-107.




Facilitators
1. rewarding crsative achievement®3

2. helping children recognize the value of their
c¢reative achievements

3+ teaching children to use creative problem-solving
processes

L. developing creative acceptance of realistic
limitations in a problem situation

5. avolding the equation of divergency with
mental illness and delinquency

6. modifying the misplaced emphasis on sex roles

7o helping highly creative children become less
objectionable

8. developing school pride in creative achievement
9o reducing the isolation of highly creative children

providing sponsors or patrons for certain highly
creative children

developing values and purposes

helping highly creative children learn to cope
with anxietie: and fears

helping highly creative childwan to develop
courage and to tolerate the anxieties of being in
the small minority, of exploring the uncertain, etq.

14, reducing the discontinuities that seem to be
associated with entrance into kindergarten, the
fourth grade, and the seventh grede,

Torrance has identified the following *'problems in
maintaining creativity":84

1, maintaining creativity may alienate friends

83Thie single factor has been explorsd extensively in E. Paul

‘ Tozm§nce, Rewarding Creative Behavior (Englewcod Cliffs: Prentice Hall,
1965),

8lmese are discussed in detail in E. Paul Torrance, Guiding
Creative Talent (op, cit.), fhapter 6.
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2, creative children may not be well-rounded
3. creative children may diverge from sex norms
L. - creative children prefer to learn on their own
5« creative children like to attempt difficult tasks
6, creative children may undertake dangerous tasks
7. creative children are searching for a purpose
8. creative children have different values
9. some creative children can't stop mrki_.ng
10. creative children search for their uniqueness.
A concluding observation about Torrance!s work is in order,
Its orf;hog_onal relation to the f ur categories described above
raises a question first about Tomnée's work, second about the
area of creativity in general, and t?zird about the location of
this study, to which attention shall presently turn. The question
is this: is it possible to simultaneously serve the four separate
¥inds of commitrants ascribed to the four categories? Are the .
requirements, for example , for foeter:mg the creativity that gets
bridges built the same as the requirements for fostering the
creativity which Rogers calls “becoming onef's potentialities"?
If they are, then one would predict the discovery cof a structural
paraellelism between the psycho’iogieal theory of Rogers and th~
gsynectic methodg of Cordon, Does this parallelism exist? The
answer to this question will probably be that indeed the creati-
vities of the four categeries, or at least cf the two major cate-~
gories, are differsnt creativities, The consequehces' of this
assertion for Torrance's work would include the likelihocd that one
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of the three following propositions be true; either the virlables
vhich facilitate and irhibit creativity are factorable into dis-
creet packages whilch diacreetly effact each of the various creati-
vities; ov that the cregtivities are relsted in such & way that

they are multiple consequences of a single set of variables; or
that the creativities are related to each other in some hierar-
chical way such that manipulation at the apex of the hierarchy

hae consequences on down the line, Of these alternatives, tho
third seems more neecrly true; that certain creativities are subsumed
within others. The rslation of this study to the other literature
discussed here emerges from this supposition, In ﬁlannihéﬂthia
study it was assumed that the creativity characteristic of the
process-experience category is at the apax of & structure of
creativities-~that sell-actualization, becomingnees, or preconscious
freedom define the parameters within which one is free to develop
one or another of the subsumed creativities. This does not mean
that the subsumed oreativities are isometric with pmoceaa—axperiehce
creativity, It is likely that between the outer liniis imposed o
upon gubsumed creativities by onets state of being with respect ;
to process-experience creativity and one's actual ability lie

numerous intervening variables, And it is assumed that the

poasibilities for subsumed creativities are increased by gains with

regpect to the process-experience kind of creativity, Still, the

focus 9f this study is the process-experience kind of creativity

itself, In main;aining this focus the study is intended to reflect

several premises, By focusing upon that conception of creativity

which has been identified with psychological health it asserts the
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educator's proper concern with the quality of human experience,
As a corollary to this, it asserts that an "experience'' metapho:
is a mors appropriate heuristic for edugational reaearch on
creativity than is a "product! metaphor. And finally, it expresses
the belief that continued study of the "process~experience" kind or
creativity will show the latter to be integrelly related to many
other processes, including "learning," with which educators are
traditionally concerned, |

Of the various expressions of the process-experience orienta-
tion, the Kubie model was chosen as a point of departure because
its apparatus seems caﬁéble of generating intereeting propositions
about classroom events, One might foresee, for example, the
emergence of longitudinal curriculum prescriptions based upon a8
developmental extension of the Kubie modél of the creative process.
Such prescriptions might be derived from an apparatus for making
curriculum decisions in termms of normative data on the developing
relations between the conscious and preconscious thought systems.
Othar propositions might include: analysis of the cultural components
of, and socializing processes inherent in, teaching acts in terms
of the dynamics of selective repression and expression; rediscovery
of an appropriate role in schools for such phenomera as "intuition"
and "guessing'; and the discovery of as yet unpredicted implications
of the emphasis in schools upon "retional" modes of knowing,

Finally, while not denying the importance to society of the
products considered in the product-oriented studies, this study

rests upon the social premise that emphasis upon processes of psycho-

2 i

e o T TR . . > - :
0 STD St VAR W RN B o s AP SR U U U S B e L o




55

logical health, including the creative process &s construed
within the process-experience orientation, will contribute
substantially to the development of products which are consistent
with the interests of society, One might in fact speculate that |
emphasis upon "creative! product;; unexemined in the light of
healthy psychological processes s could prove disastrous to the
long-renge intervsts of society.

bt}




Chapter III
DESIGN AND INSTRUMENTATION

Design

General Design

It was decided early in the planning of this project that
the undertaking had best be thought of as a pilot study rather
than a full-fledged experimental study. While the design called
for controlled testing of a set of hypotheses, it also was intended
to permit a great deal of controlled flexibility in the actual
conduct of the research. This decision was based on the fact that
the experimenter did not have a fixed operational definition of
the experimental variables until he was well into the research,
There are several reasons for this. First » there was no precedent
for the generstion either of hypotheses appropriate to the primary
grade situation or for the generation of operational descriptions
of classroom procedures to be used, from the conceptual model em-
ployeds Second, there was the problem oi_‘ training teachers to put
the experimental variables into practice, Successful training
seemed to the experimenter to depend upon the ability of the teachers
to develop patterns of Behavior whicl'g were consistent with their own
personalities as well as with the requirements of the conceptual
model., Imposition of patterns of behavior which were alien to the

56
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teachers?! personalities would have made a reasonable test of the
model and hypotheses impossible. And finally, because the intent
of the experimental variable was to establish a mode of tranagction
between pupil and teacher, the actusl details of the teacher's
behavior ultimately had to depend upon her ability to make appro-
priate instantaneous decisions in terms of irmediate teaching
situations. Here too the absence cf precedins experimentation
with the variables of the study made it difficult to specify in
advance, excsept atrthe grossest level, the precise pattern of
teacher behaviors that would constitute the experimental variable.
Technically, the decision to consider this research a pilot
study meant sacrificing the generalizability of findings for the
sake of a gain in controlled procedural flexibility, Practically
this decision involved cutting to the bone the number of subjects
and the number of teachers involved in the study in order to gain
~ the possibility of working very closely with the teachers as they
went through the process of inveanting a teaching technique which
was consistent with the requirements of the conceptual model. What
this decision lost by way of rigorous testing os clearly operation-
alized hypotheses it gained by way of opening up for exploration
the implications for teaching of the conceptual model, These are
presented below in the discussion of the experimental treatment,
Consistent with fhe roregoing éommenta, the decision was made
to use a single first-grade class:=cii vandomly divided into experi-
mental and zomparison groups. These two groups, modified as dis-
cussed below, were considered to be roughly equivalent and were ex-
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posed to a conirol group-post-test only design. In spite of the

low reliability of reandomization with such a amall group, this
procedure was adopted for lack of a valid and practical alternative,
Pre-treatment measures that might have been used to establish matched
groups either are inadequately correlated with the dependent varisbles
being studied to provide valid matching, or are related to the ex-
perimental treatment in such & way that in interaction with experi-
mental and comparison treatments they may have differentially
effected the two groups. Thus, for example, a Torrance Creativity
battery may have in.equital";ly cued the experimental group subjects

to the expectations of thsir teacher,

The experimental teacher and the comparison teacher were each

selected from training seminars (deseribed below) which were conducted

during the semester prior to that in which the research was conducted.
These teachers were students in the University of Wisconsin Intern
Program, During the semester in which the research program was
carried out, they taught full time as & second-grade team in the
school used for this study, For a half-hour period every day during
the research semester each left her second-grade room to work with
one of the two first-grade groups who were the research sub; jects,
Both teachers conducted their work in the context of a "story houx,"
using nearly identical selections of childrent's literature.l “Since
the two available rooms were markedly different with respect to

physical charecteristics, the groups alternated rooms weekly.

e e T

J'Moat of the books used were used by both teachers, Problems
of avallability as well as the interns' desires to choose materials
that had speclal significance for their groups, resulted in some di-
vergance from the design which called for identical selections,
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Towards the end of the school semester, tae entire first-grade
class was tested in their reguiar classroom. The experimentcl and
comparison ieachers were not present. Instrumentation and analysis

of test results are described below,

bjects .

The selection of a school was made on a purely logistic basis,
It had v: be one in which two of the University of Wisconsin interns,
who had volunteered for the training seminars for fall semester,
would be teaching during the spring semester. It was preferable
that vhe two interns be working at the same grade level and that
their grade level be either first or second grade. Finally, it
was necessary to apply to local school officials who in turn had to
select a principal who they belisved would welcome the project in
his school.

The selected school was in a lower middle-class section of a
clty in south-central Wiséonsin. The first-grade class asaignéd to
the project was composed of 16 boys and 13 girls, Lach boy and each
girl in the class was assigned a number, The numbers wers written
on cards, and the cards for the boyg placed in one box and those
for the girle placed in another box, Half of the cards in each
bex were drawn at random by a disinterested person, and a coin
flipped to determine whether the reaultipg group would be designated
the experimental or the comparison group, The remainder were assigned
to the other group, The results were an experimental group of 8 boys
and 6 girls, and a comparison group of 8 boys and 7 girls.




The group rosters thus determined were submitted to the firsc-

grade teacher to determine whether there were, in her judgment, any
gross differences between the two groups that she could recognize
at sight. She reported that four of the five outstandingly "bright®
children in her class were in the experimental group. In order to
correct this situation, a coin was flipped to determine which of
the two groups wonld have three of these five children, According
to the outcome of thaet procedurs, two of the outstanding children,
whose names were drawn blindly from a box containing the names of
the five outstandingly bright children, were exchanged .dth two
children chosen by the same method from the comparison group, The

resulting groups were maintained throughout the program,

Teachers

At the beginning of the fall semester, 1965, an invitation was
extended to th;"ee pairs of interns in the University of Wi.sconsin
Intern Program who would be teaching as teams in second grades
during the spring semester, The invitations asked the intermns to
participate in training seminars in connecticn with a research pro-
Ject involving first-grade children, At a preliminary meeting the
project was briefly described and the interns were informed that
they would receive course credit for participation in the seminars
in lieu of a required course, Care was taken to explain the experi-
ment only in highly general terms. Hypotheses were not presented.
The interns were told that one of the three pairs would be chosen
to participate in the experiment in the spring semester, and that
participation in the training program would be construed as an ex-

*~
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pression of willingness to serve in the experimental phase if chosan,
The interns were given several days to consider whether they wished
to participate and which of the two trestuent groups they would
prefer. All of the interns agreed to participate, and, on the

basis of their preferences, were assigned one from each pair to
axperimental or comparison treatments, Training seminars, which
were conducted separately for the two treatment groups, began

immediately thereafter,

fhe Experimental Variable

Consistent with the designation of this research as a pilot
study, the experimental variables were defined in such a way that
the details of their characteristics were left free to emerge,
within certain governing parameters, through the course of inter—
action among the experimenter, the interns, and the clasgroom gitua-
tions encountered during the trainihg sessions, There were two
parameters governing these interactions, First, it was agreed that
the dominant intent of the teacher in the experimental treatment
would be the protection and enhancemert of preconscious freedom.A
This intent would be preemptive over, but would not exclude, other
intents, Thus, for example, the teacher was free to introducs into
the experimental treatment any instructional objective and/or tech~
nique with respect to childrents literature which did not violate
the dominant intent, |

»The second parameter is a set of eriteria for declsion-making

in the classroom. These criteria are inferrecd from the acnceptual
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model, and, while they are still highly general, wers intended t9o
be a semi-behavioral tool to help the teacher make decisions”
that would actualige her dominent intent. The eriteria are:

Emphasis on sampling asctivity, The teacher will
assign highest priority to solicitation of sus-
tained production of ideas, "Ideas!! here means
any product of mentation, in any medium, and there-
fore includes things as diverse as painting a pic-
ture, identifying a feeling, and formulating a
scientific test of an hypothesis. "Sustained"
suggests that ideas will be treated as stepping
stones to new ideas rather than as conclusions.,

De-emphasis of presentation. A proportionately
smali amount of tim¢ will bs spent in formal
presentation of materials. Low value will be
asgigned to it., Data, rather than constructions
upon data, will be presenteds A story will be
read, but the “eacher will neither interpret it
nor lead the children toward any preconceived
interpretations of it,

De-emphasis of formal validating activity. The
children will not generally be askéd to demon-
strate the validity of their ideas, They will be
encocuraged, as in 1 above, to react to their ideas
with the further production of ideas. This will

‘result, sometimes, in correction and clarification

and validating efforts.

Elimination of application of validity eriteria
other than those emanating from or solicited by
the pupil,

Elimination of communicated assigrment of negative

- value to children®s feelings and ideas,

From the point of view of rigorous experimental design,
defining the experimental variable as a dominant intent together
with a set of criteria for decision-making raises éome problems,
First, the experimenter cannot directly manipulate the teacher's
intent or application of a set of criteria for decision-making.
Second, it is extremely difficult to know, on the bagis of ob-
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served behavior, whether or not, or to what extent, a given intent
i3 dominant in a teacher's mind, And it is almost as difficult to
imow whether or not o; to what exttent a teacher is making decisions
in terms of a given set of criteria, These are serious proplems.
And while an observer protocol was introduced to lend some quanti-
tative support to the contention that the experimental treatment
did in fact take place, it must bs recognized that this contention
rests primarily upon the experimenter's assessment of thé integrity
and capability of the experimental teacher and upon the unaesayed
strength of the training nrogram,

The compensating advantage of defining the experimental
variable in such a way is the contribution this kind of definition
makes to the exploratory function of the study. Considering the
insufficiency of prior study of the conceptual model in a classroom
context, it would have been premature and possibly wasteful of fe-
sources to confine the study to a rigidly operational set of varia-
bles, The present approach to defining the variables opens up
the possibility of discovering, through the efforts of the re-

search personnel, some of the implications of the model whicn

“under a more rigid definition may not have come to light, Further,

it was felt that, given the present inadeqpacy of our ability to
control teacher behavior variables even in rigorously delineated
studies, the integrity of the interns actually proyides a more
reliable cortrecl than rigid definitions would, providing that

a commitment to the research could be elicited. The strategy for
eliciting such commitment was to invite the interms to participatc
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voluntarily in the creation of a methodology designed to fit ob-
Jectives with which they'ware professionally in sympathy, The
objectives offered for consideration were *410se suggested by the
paraneters of the experimental treatment. Thus, in a sense, the
very looseness of definition of the experimental variables was
instrumental in securing that modicum of control which the study
can properly claim to have achieved, It should be noted that the
resultant process of creating a methodology did not terminate
at the end of the training phase, though this was the original
plan, Rather the methodology continued to evolve throughout the
experimental phase itself,

In summary, the experimental variable was defined as (1) the

dominant intent to protect and enhance preconscious freedom, and

intent, to the minute-by-minute decision-msking process. Control
of 'the experimental variable was dependent upon the interns?
integrity and commitment to the intent, The resultant patterns

of classroom behavior are discussed below, in Chapter IV,

The Comparison Group
There were a number of problems in deciding upon the kind of

experience thap would constitute a valid comparison group treatment
for this study, Because the subjects involved are normally exposed
to a continuous barrage of teaching treatment, it would not be
pessible to compare @he "experimental treatment" group with a

(2) the application of a set of oriteria, designed to fulfill that
"no treatment™ group, And because "teaching treatments" vary so
Qe o A%
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much from teacher to teacher it would not make sense to compare
the eacper;mental treatment to something called "normal teaching
treatment,” Further, the possibility of a "Hawthorne" effect in
this type of axpe.rime‘nt is very real, The problem under study
would seem to require a oarefully conceived "comparison treatment® 1
which is as special in its own right as the experimental treatment,

The validity of the comparison, it was felt, would be further

enhanced if the comparison treatment resembled the experimental

treatment in certain general ways: the comparison teacher, like

the experimental teacher, should he involved in the creation of a | 1
set of procedures inferred from a conceptual framework; the compari-
son treatment should emerge out of a training program in the same
way that the experimental treatment does; and finally, the compari-
son treatment should have a rationale as rigorous in its own terms
as the experimental'treatment has in its terms., There was one ]
final consideration. In spite of tha difficulty of defining a
"normal" instructional situation, the idea persisted that the signi-
ficance of the hypotheses being tested lay in the differences they

implied bgtween the experimental treatment and just such a ™normal®
sitvation, The key to the solution of this problem would lay in
the discovery of a dimension of teaching which (1) remained
relatively constant throughout and across the variety of =ituations
thought of as "normal" and (2) distinguished markedly between the |

"normal" esicuations and the experimental treatment. The concept of
teacher intent, introduced in connection with the experimental
varicble, proved to be such a key, Thus it was asserted that at
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a certain level of abstraction the dominant intent of '"normal"
situations had a common denominator which was rnot shared with
the experimental treatment. The common dencuinator of 'normalf
instxuctional situations was taken to be the presence of a domi-
nant intent to trensmit knowledge in soue form (facts, concepts,
methods of analysis, etc,), while the dominant intent of the ex-
perimental treatment was to preserve and enhance preconscious
freedom, A significant consequerice of this assertion was that
it freed the study from the constraint of demonstrating that the
teacher in the comparison treatment did not manifest behaviors
similar to those deliberately cultivated in the experimental
teacher, Thus, while giving dominant attention to the task of
transmitting knowledge, the comparison teacher was free also to
act in ways that seemed right to her and would have the effecrt
of protecting and/or emhancing preconscious freedom. And the
experimental teacher, while giving dominant attention to the task
of protecting and emhancing preconscious freedom, was not enjoined
againat transmitting information when she deemed it consistent with
her dominant intent,2

On the basis of these assertions it became possible to con-
ceptualize & comparison tregtment in the light of the other chn-

siderations presented above., To summarize, the reationale for the

%his mode of distingulshing betwsen "experimental® and
"normal"” situations is conceptually rigorous, but gives rige
to experimental difficulties which are discussed below. It is
consistent with the designation of this research as & pilot
atu@ .
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design of the research demanded a comparison treatment which was
(1) as special in its own right as the experimental treatment;
(2) resembled the experimental treatment in that its specific
procedures would emerge from a conceptual framework out of a
treining program through the effort of the teachers participating
in the comparison group training seminars; (3) and that it would
have & rationale as rigorous in its own terms as the experimental
treatment is in its terms, Attention to these considerations, it
was belleved, would prevent both Hawthorne effect and comparison
between an experimental treatment and a straw man,

The present concern among educators with the teaching of
"principles" supplied the basis for the formulation of a comparison
treatment, It was decided to defins the comparison treatment as
the effort, or intent, to teach principles of literature to the
comparison group through the medium of childrents literature. There
is ample rationale in the educaticn literature for the teaching of
principles to children,? There is amp.e literary criticism and
aesthetic analysis to establish the plausibility of the proposition
that literature can be construed to manifest highly generalizable
and highly subsumptive principies or sets of principles comparable
in some senae to those being incorporated into new math and sclence
programs.# And finally the gap which had to be filled by the creative

3Seo, for example, Phi Delta Kappa, Education and the Structure
of Knowledge (Chicago: Rand McNally, 1964).

by good overview of theoretical propositions about literature
may be found in Rene Wellek and Austin Werren, Theory of Literature
(New York: Harcourt, Brace and Company--& Harvest book--1950).
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efforts of the teachers in the study, between conzeption and
claassroom procedures, is of the same order of magnitude with
respect to principles of literature as it is with respect to

the model of thinking upon which this study is basede The intent
to teach principles of l:l:terature to the comparison group there-
fore meets the design requirements for a comparison treatment,

Instrumentation

To test vhe hypotheses concerning fluency, flexibility, and

originality, the Torrance Tests of Creative Thinking, Form A,
Figural, and portions of the Torrance Tests of Creative Thinking,

Form A, Verbal, were used,? Both types of test yield scores for
fluency, flexibility, &nd originality,

To test the hypothesis concerning recall, a very simple test
of recall was devised by the experimenter., The Recall Test asked
subjects to recall as many items as they could from a pictorial
display of twenty items, The experimenter assumed that for a task
as straight-forward as this, used in cormection with a pllot study,
sheer face validity was sufficient to Justify use of the instrument
without elaborate procedures for establishing validity and reliability.5

To test the hypothesis concerning analogy-making, an instrument
was designed by the axperimenter which asked subjects to think of

5E. Paul Torrence, The Torrance Tests of Creative
(Princeton: Personnel Press, Inc., 1968).

STe items piotorially displayed for this test, together
with directions for administration, are given in Appendix A.
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analogies for each of several base analogues, This instrument
seemed to the experimonter»to be a little bit more problematic
than the recall instrument. An effort was made to sst up checks
on its validity and reliability, but under pressure of time the
difficulties of carrying through such checks proved insurmountable,
The instrument has a certain degree of face walidity, but lacks

. the kind of technical atuqy that would have increased the experi-
menterts confidence in it.?

7'I‘he Analogies Test is reproduced in Appendix A,




Chapteyr IV

PROCEDURES

General Considerations
The purpose of the training programs was to prepare the .

interns to conduct the experimental and comparison treatments.

It will be recalled that, consistent with the designation "pilot
study," the variables of the study are defined primarily in terms
of the dominant intent of the teacher, and only secondarily in
terms of criteria for degieion-mld.ns and emerging patterns of
teacher behavior, Consequently the training program was thought

of as having three main goals--understanding of the ideas and
criteria pertinent to the given approach, conmitment to ths intent
of the given approach, and the opportunity both to practice applying
the criteria and to evaluate the behavior patterns that emerge in
the course of this practice, As goals for a training program of
necessarily limited duretion and intenqity, these are difficult

to appioach in a highly systematic way. A general strategy was
adhered to, but within the broad limits set by this strategy the
course of the training programs was highly flexible with decisions
being made very ruch on the basis of interaction between the experi-
menter and the interns. There were several dimensions to the

general strategy,.
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First, in order to secure a modicun of commitment, the interns
were briefed on the general nature of the study and were glven
both the option to participate or not and the option to be in
the experimental or comparison treatment group. Further the
interns were given course credit for their participation in lieu
of a required professional preparation course, were encouraged
to sleze upon some aspect of the study as the basis for their
rester's papers, and were promised a great deal of latitude with
respect to the development of their own methods of applying the
conceptions with which we were to deal, In order to protect the
comnitment from victimization by the kinds of frustrations and
diaappoiptmants that tend to arise in such situations, interns
were frequently to be invited to air their feelings about the pro-
grem, either in the seminar or in conferenqe with the experimenter,

Second, a '"spiral" approach to the acquisition of the concepts
pertinent to each treatment was phnned. That is, the concepts
wers first to be encountered in a comparatively simple--even
common-sense--form; this to be followed by a focus upon other
problems the interns were facing in their weekly practice-teaching
sessions, and this in turn was followed by a broader and more
sophisticated examination of the concepts in light of the inter-
vening classroom experience, etc,

Third, the weekly practice-teaching itself, as a workshop for
tne application of ideas growing out of the seminars, was to serve
as the vehicle through which each intern could develop her own
patterns of fulfilling the eriteria for the treatments, Fourth ’
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none of the interns was told anything about the study beyond the
requirements of the treatment they were preparing for. They were
not told what hypotheses were being examined. There were no re-
ferences to "experimental" or "comparison™ groups. The intern
groups were referred to as "The Psych Group" and "The Lit Group."
They were told that two orientations were being examined and that
details concerning the owerall design of the study would be
forthcoming after the project was completed,

There are several sources of data on the training program.
First there are the interns' logs, the notes they were required
to keep upon what for them were the highlights of the training
program.1

Second, there are notes taken by the experimenter after
each training seminar, These are presented in roundud-out form
below, a3 resumes of the treining seminars. A delibsrate attempt
has besn made to avoid intreducing into these resumes any perspective
beyond what vias expressed in note form immediately following each
session,

Third, there are evaluations of the training program wiitten
by the interns. These are reproduced verbatim in Appendix Ce.

An effort was made to develop an observational instrument

to verify the experimental conditions, This effort was abandoned
when scheduling problems became insurmountatile,

1The logs of the two interns who were chosen to participate
in the experimental phase of the study are reproduced verbatim 4n
Appendix B. |
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There is no adequate record of the glassroom experiences
of the interns during the training phaqe. This is due partially
to technical problems with recording equipment and partially to
a tactical error on the part of the en:perimenter.z There is some
useful material in the interns® logs. The experimenter?'s seminar
notes also contain some information that was brought in by the
interns.

The report on the tminipg phase thus is based primarily
upon the experimenterts notes, This is supplemented by the interns?

logs and evaluations,

Regumé of the Experimental
Group Seminar

Session 1.-~This session was opened with the question 'what
is freedom of mind.%* Discussion first centered upon the attmpt
to epecify what a person who had fr«aec_im of mind would be like.
The most recurrent term was "creative,” "Feeling at eaase" was
mentioned often., The term "warm" occurred several times and was
challenged. ."Are free pecple necessarily warm?" was asked, and this
lead to the question "what kinds of factors .aﬁ’ect freedom of mind
in young children?* A list of contrasting qualities was made in
response, congisting of such pairs as "warm--strict,® Yorderly--rigid,®

B

2The experimenter assumed that if he made recorders readily
available and discussed with the interns some of the uses to which re~
cordings could be put, they would take initiative in recording
regularly. This assumption proved false.
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Nflexible~-gtatic."” The discussior turmed to the question of

""expectations" created by a teacher, Finally questions were
raised concerning the relation of freedom of mind to intelligence,
to beauty, to creativity, to "childrents ability to senss things,."
It was suggested that freedom of mind is *the conscious use of
more of your mind," The experimenter asked whether adult culture
ae experienced by children tended to favor or cppose freedom of
xh.‘md. Ari articie by Bugene Gendlin on "The Discovery of Felt

Meaning” was aaeigned.3

Session 2.--This session was a free-for-all on creativity.
Personal experience, pet ideas, bits of theories or other scholarly |
work, reference to the arts, all occurred, ‘owards the close of
the session attention was turned to the problem of recognizing
creativity. Mimeographed transcripts of classroom incidents were
handed out with the intent of examining them for evidence of teach-
ing practices that affect creativity negatively or positively and
for Information concerning the comparative usefulness of the product

or process approach to identifying creativity.

Session 3.--This session was primarily devotod to discussion
of the classroom incidents distributed in Session 2, The experimen-
ter frequently referred to the most recurrent terms and concepts
of the two previous sessions. Some new terms were introduced, such
as ‘"motivation" and "learning' and discussed in terms of their re-

lation to creativity,

' alingone Gendlin, "The Discovery of Felt Meaning," in James
B, Hacdonald, ed., Language and Meaning, Association for Super-
vision and Curriculum Development, NEA, Washington, D, C., 1966,
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Several articles were suggested but not assigned, including
Robert Whitets "Motivation Rec_:onsidered"l’ and sectiona of George
Kelly's Theory of Personality.’ Finally, an attempt was made to
anticipata some of the problems the interns might encounter in
their forthcoming first practice-teaching session., The interns
were given a set of children's books from which to select one for
use in this first session, No suggestions were made with respect
to the instruction tnat was to take place, except that it was
agreed to attempt to solicit some kind of "creative'! or "free"
response to the story from the children,

The interns were asked to keep logs of thelr experienccs which
would form the basis of seminar discussion for the coming few sessions.

Session Le—~The first part of this session was used by the
interns to express a wide range of feelings about the chacs that
had, :m_their perceptions, characterized their first teaching
seasion, After some time the m:per:imgnter asked whether they had
been successful in bringing about "freedom of mind," and whether it
was posaib:q.e to distinguish clearly between chaos and the expression
of freedom. There was intuitive agreement that such a distinct:@.on
must exist, but attempts to draw the distinction elearly failed.

I‘R. We White, "Motivation Reconsidered: The Competence Motive,"
The Paychological Review, 66, 1959,

5George Kelly, A Theory of Personality (New York: W, W,
Norton, 1963).
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Attention was then turned to the account of one intern, She had
read a story about a bird® and invited the chilglran to act out
the part of the bird--to show how the bird felt, The ch:lldren_
began to flap their way around the room making crow-calls, eto,
The intern was pleased at first but after a while thought it looked
silly and meaningless. She was unable to decide what to do and
uneble to recover the childrens' attention until the end of the
periode This incident is important because it contained the form
of what was to be the most difficult and persistent problem en-
countered by the interns in this group--the relation between freedom
and control in the classroom, This became the dominant theme of
the next several sessions,

Towards the end of the session the feelings of the interms
finally jelled into a series of very clear and somewhat angry
declarations to the effect that "™we don't know what you want us

to doo" In the remaining time the experimenter presented in outline
the notion of preconsciqua freedom and the cunceptual model from

. which the noticn erises. The experimenter said that he wanted the

| interns to focus their efforts on the solicitation of expressions
of preconscious thought and to try to figurs out what kinds of
controls were detrimental and what kinds were necéssary to this

sndeavor. A paper by Kubie was auggeated7 and childrents books wers

6‘ll’:l.co of the Golden Wings. Here and in the following pages
children's books are referred to by title only. All children's
books used in the study are listed with complete citations in

7I.awrence S. Kubie, "Research on Protecting Preconscious
Finctions in Education,” Nurturing Individual Poteutial (Washington,
Ds Co: Association for Supervision and Curriculum Development, 1961).
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selected for the next practice~teaching session,

Seggion S5.~-Session 5 was divided between two activities, First,
the interns reported in detail upon their most recent classroom
efforts. During this portion of the seninar we deliberately took
frequent excursions into the interns! feelings about the teaching
situations, their feelings while teaching, and their feallngs
about the project and the demands it was making upon them,.

In the second portion of the session we moved into a cloger
lrook at the conceptual model and explored some rather specific
questions arising out of the first portion: "is it all right to
tell a puplil to stop doing something?'; "is it all right to get
angry?; "what do I do if there's one kid who keeps messing e rery-
thing up?"; "what kind of freedom is it if they just want to beat
each other up? etc, The experimenter rather persistently responded
to these questions by asking what kinds of answers are suggested
bty the model, At the close of the period the experimenter suggested
that it would be economical to develop a set nf criteria in terms
of which such questions could either be answered or determined to
be orthogonal to the concerns of the model, He presented the five
criteria mentioned above and requested the interns to evaluate,
modify, and attempt to improve upon them, Kubie's book was assigned,

Sessicn 6,--The experimenter attempted to direct discussion
to the criteria presented in Session 5¢ The interns however pre-
ferred to exchange incidents of, tixeir past week's teaching exvesrience,
The incidents reported had in common the failure to resolve the

freedom~control problem. The problem seemed to have crystaligad




somewhat, however. In essence the situations they asseried %o be

describing involved an initial granting of freedom, a subsequent
division of the group between those who chose to participate in
activities with the teacher and those who chose not to, and

finally a situation in which the teacherts efforts to interact
openly with a small group are interrupted by angry, tenuous, and
guilty attempts to get the rest of the children quiet enough so
that the little group was not distracted. The conflicts and
ramifications in this situation put the interns under great stress,
which accounted, in part, for their persistent desire to spend the
period exchanging stories,

The discussion took a turn towards the end which might have
been but was not anticipated. Rather abruptly the interns decided
that they needed some instructional objectives that had something
to do with the stories they were reading to the children--'Wetve 1
got to teach something, You can't just sit around creating freedom.!

We agreed to spend the next session discussing three children's
books, one selected by each of the :lnt:erna.8 !

We also agreed to come “ack to the problem of control the

following week, 7The experimenter suggested that we invite as

& guest a person with a wide variety of experiences in elementary
education, The suggestion was accepted with enthusiasm, Flans
were made to have & guest in Session 8,

I'm d Lions, Johnny Crow!'s Garden, The Wigard of Oz,
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Session 7.~-The discussion began with each intern briefly

describing the book she had selected, Questions wers raised

about the value of sach particular book for children, These
questions were not answered, We moved into a general diacussion
of "what these kids are supposed to got out of the stories,n

and from here plunged into a heated debate over the relation between
the intent of the experimental treatment and the intent of instruc-
tion. In the course of this debate a great deal of confusion and
antagonism was expressed with respect to the progran, Exploration
of these feelings was encouraged by the experimenter. Towards the
end of the period, he reiterated the following points, all of
which had been made at some time earlier in the program:

The experimental treatment posits the dominant intent of
protecting and enhancing preconscious freedom,

It posits a set of criteria, subject to modification, to
be applied to decisions pertinent tc the conduct of teaching,

Any instructional objective which does not. contradict the
dorinant intent or the criteria may be pursued,

Any instructional technique which does not contradict the
dominant intent or the criteria may be used,

These cbservations were found helpful, even though they did
not directly solve the problems that had been raised. It was sug-
gested that the crux of the matter was whether or not the dominant
intent of the experimental treatment was in itself sufficient to
generate plans for teaching, We tentatively concluded (1) that it
might be sufficient to a teacher who knew a lot more about tech-
niques for "goliciting sustained production of thought" than any
of us at the present did, but (2) that with respect both to our
present inadequacy and to the instructional function of the teacher
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in most schools it would be most ssnsible to think of the dominant
i;itent: ;a functioning in conjunction with instructional objectives,
This discussion represented an important breakthrough in the trein-
ing program., First, it gave the interns a way out of the freedom-
control problem which had riagued them, They began to see that
simply offering a set of activities, designed with an inetfuctional
objective in mind, minimigsed the kind of "free behavior that con-
stituted a threat to the teacher. They were still concerned that
these activities might restrict preconscious freedom, Nevertheless
they began to think of their job as giving freedom within the con-
text of a carefully designed set of restrictions, rather than as
giving freedom by removing all restrictions. ‘ It was suggested that
the behavior they had seen emerging as a result of their efforts

to remove restrictions had in fact been guided by a more subtle

and stultifying set of restrictious imposad upon the 'group by their
own psycho-social makeup.

Session 8.,--We began by outlining to our guest the kind of
problem we had been atzjuggling with,? Under the guest's guidance
our discussion turned quickly to the use of choice as a classroom
qtmtegy. The timing here was particularly fortunate. The interns
quickly grasped the idea that the very simple devide of giving
children sets of carefully conceived choices could be used to com-
municate to the children both the concept of freedom within a set

J0ur guest, to whom we owe thanks for her help at this im-
portant point in the training program, was Mrs, Esther Zaret , who
is an Assistant Professor of Education at Marquette University,
Milwaukee, Wisconsin.
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of restrictions and the specific set qf paransters for freedom
which the teacher wished to establish., The interns exprezsed
an interest in trying appiications of this idea in their next
teaching session, The last part of the session was spent in
discussing rether detailed answers to the question "what kinde.
of choices can we rsalistically offer first-grade children which
will serve some instructionsl purpose without violating the five
criteria?™

It was agreed that for the next session we would attempt to
list a wide range of activities that could be used in coajunction
with children's stories, Each intern assumed responsibility for
contributing obqprvat:lono in connection with a particular book
of her choosing,

Session 9.~-Early in this session the interns expressed the
feeling that they had little to say to each other at this time., They
felt that they were involved in different situations with diffsrent
problems, and that they needed time both for plaming and teaching
before they would be ready to discuss what they were doing. The

seasion was adjlourned,

Session 10,~~-In Jight of the fact that this was to be our
third from last meeting, the experimenter felt that some important
decisions had to be made. There were more tasks remaining than we
really had time for. It was clear that, while the interns gave
evidence of a decent genersl understanding of what we were trying
to dp, they were still encountering serious problems in their class-
room work, It seemed unlikely that these problems would be solved
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by the beginning of the experimental phase of the project, On
the other hand, individual discussions with the interns left the
impression that their commitment to the project was strong in

spite of their fealings of frustration.

In the light of these impressions, two decisions were made,

The first was to share with tha interns the thought that a good
many of their problems might with no adverse effect on the projact
be worked out during tiie early part of the research phase itself,
when they would be seeing children every day. So long as a basic
understanding of and commitaiant to the experimental treatment
wers p:fesent, the experimenter stated, the actual codification of
techniques could emerge on an in-service basis during the second
semester, While this was not apecific&lly a part of the original
design of the study, it is not inconsistent with the definition of
the experimental variable which places stress upon intent and
application of criteria rather than upon teacher behaviors. The
decision seemed to make sensze in terms of the axploratory nature of
the study.

The second decision was to suggest to the interne that we
call a halt on our tendency to become rather abstract in our dis-
cussions and instead drew up a plan together for dealing with what-
ever they identified as their most pressing needs in relation to
the project.

These decisions were carried out. The plans we drew up for our
remaining time were as follows, First, the interns would go back
over their logs and attempt to pull from them accounts of their
most successful experiences. These would be presented and analyzed




for the benefit of the intern that would be chosen to participate

in the experimental phase,

Second, we would attempt to specify the kinds of behaviors
we had learmed to anticipate from children in response to the ex-
perimental conditions and to discuss the implications of these ex-
pectations for the planning of the experimental treatment, Third ’
we would spend time specifically helping the selected Aintem,
who would be identified by Session 11, begin plaming.w And finally,
we would attempt an _overall evaluation of the training program,
The expsrimenter requested that evaluations be written so that
they might become part of the dgta of the study, They are re-
produced verbatim in Appendix C.

Session 11.-~Christmas vacation had intervened between Sessions
10 and 11, with unfortunate loss of focus. This effect was com-
pounded by the fact that the interns had only two weeks of classes
between the end of vacation and the begimming of final exams and
term paper deadlines, On top of this, announcement of the name of
the intern who would participate in the experimental n}aae had a
complex and generally depressant effect upon the group, We attempted
to talk about key incidents recorded in the :mtema' logs, but
this was unsuccessful for lack of preparation. One of the interns
expressed the opinion that they *had never beex} told much about
how you go about getting kids to produce ideas." The experimenter
referred to severel articles that had been suggested early in the

semester but never brought into our discussions » and asked whether

they might not serve as a jumping-off point for developing appropriate
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techniques.lo

These papers were briefly discussed with the effect of focusing
our attention on two questions: (1) what kinds of quertions tend to
solicit thought with first-graders, and (2) what other variables besides
types of questions could be manipulated to soliqit thought, No one
had much to contribute towards answering these questions, but it was
felt that, consistent with the decisions made for Session 10, the
questions theuselves could serve as a focal point for the experimenter
and the selected intern during the early part of the experimental phase.

Session l2.~-We spent the first half of this session talking
| about. ways tho experimental teacher might go about plamming for the
coming semester, Seversl points met with general agreement:

1. The teacher should begin by establishing the idea that
there were certain restrictions of physical motion and rules of
courtesy which she expected to enforce, but that within these limita-
tiqua children could say and think whatever they wanted to. Tech-
niques for establishing this idea were discussed, It was unanimously
agreed that the critical elsment was the teacherts omwn certainty
and firmness, and that given thls, appropriate patterns of rein-
forcement would riaturally tend to emerge.s The intern pointed out
that she way not certain or firm, and that saying she should be
wouldn't solve the problem, It was suggested that she might maks
a provisional commitment to a set of procedural rules, The implica-
tions of this suggestion did not come fully to light at this time,
During the course of the experimental semester, however, this idea

10puzene Gendlin, op, cit., and James Raths, "Clarifying
Childrents Values,® mimeo,
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blossomed into a useful tool and one of the more exciting incidental
insights provided by the study (see pages 106, 124-127).

2. That the teacher should have some definite instructional
plans which would provide a focus of interest, These plans Md
be used to initiate activity, but they would yield to the require-
ments of the exporimental treatment,

3. Plans should specifically include at least two types of
options: first, a choice among stories and activities as a group
focus; second, a choice between participating in the group activity
and participating in some other activity which would not disrupt
the group. This second kind of option was regarded as particularly
important, Our expectation was that cavreful planning of options
could considerably reduce the teacherts problem cof having to divids
herself betwsen the roles of disciplinarian and soliciter of free
thinking processes.

Lo It was suggested that as & followup to ground covered in
Session 11 the teachgr and the experimenter work together to formm-
late gpeciﬁ.c techniques for soliciting the sustained production of
ideas,

In the second portion of the session we moved on to evaluation
of the program, The interns reported the main points of their

written evaluations, There was not much interest in diascussion,

so the session was &djourned.
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g_-;mmg of the Comparison
Group Seminar

An atiempt was made to conduct the comparison treatment
training program in a fashion that closely resembled the experi-
mental treatment training program, Differences in the nature of
the material to be deelt with as well as differences in the kinds
of problems encountered by the two groups of teachers as a result
of their contrasting intents was a limiting faétor upon this
sffort. These differences will become apparent in the following

section,

Session l.--The experimenter opened the session by asking
thwhat are» structures and doeg literature have any?"® Jerome
Bruner was iqmediately citede All the intems had read The Process
of Education.ll Though no precise definition of structure was
offered, it seemed clear that we had a decent common mdemmdMg
of the term, and so we proceeded to the second part of the question--
does literature have principles? No one seemed certain, but it
was agreed that we could proceed, upon thg assumption of an affirm-
ative answer, to look for such principles. The experimenter re-
jterated to the interns that the job they were preparing for was
that of "aying the foundations for the understanding of literary
principles,” and that if they all felt moderately comfortable with
the assumption that literature has principles, we could get on with
the job of discovering some of them and figuring out how to teach in

nJerome Bruner, The Process of Education (Cambridge: Harvard

University Press, 196l),
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terms of them, During the ensuing discussion, it was agreed that
two further assumptions needed to be made: (1) that soms of the
structures of literature per se were also operant in "children's
literature," that is, that children's literature does in some
senses belong in the general category "iterature," and (2) that
it is possible to teach children'.s literature to children in

such a way that chi:!.dren will acquire some "functional recognition"
of these structures, The term "functional recognition," while not
precisely defined, was intended to convey the conviction we shared
fron the begiming that we should guard against the kind of teach-
ing of principles which would result in verbal familiarity with
technical devices without any ""feel" for the way they worked.

At the close of the session we attempted to name some principles
of literature and to discuss their functions. The single concrete
auggea’pion was that "'rhyme and beat" in poetry meke it sasy to re-
membere

The interns were assigned the task of locating a piece of
literature ' they kmew and liked and preparing to talk about its
structures, The experimenter volunteered to talk about the struc-
tures of the AShakeepearean Sonnet !"That time of year thou mayest
in me behold."

A suggested reading list of critical writings on each of four

genrass of litgratum was presented, together with some general

critical works,
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Session 2,-~The assignment proved too difficult. The experi-
menter made his presentation, which was followed by unsuccessful ‘
efforts by the interns to talk about the pisces they had aelect.gd.
We moved on to a more genersl discussion of literary structures,
This discussion revealed to the author the limitations of the
group's knowledge of literature and generated a decision on his
part to suggest that‘we narrow the range of our effort to a parti-
cular literary genre, The short story was suggested for several
reasons: & number of complete pieces could be examined in a rela-
tively brief time; the problems of attaining a simple surface
understanding are not as severe, generally, as they are in poetry;
it was suspected that the short story had more in common with
children's literature than did other genres; and finally, the experi-
menter was familiar with an excellent critical work on the short
story which was well suited to our task,1?

This suggestion was accepted, and so in the reansaining time
the experimenter previewed the key concepts in Schorerts book.

Sections of Schorer were assigned,

Session 3.~ In this session we attempted to extract, primarily
from the introductory chapter, thorer'a basic assumptions about
the structure of the short story, The most basic assumptions, one
assumes, are intended by Schoroxf to subsume a much broader range of

literature than the short story,

Prark Schorer, The Short Story: An Anthology (New York:
Alfred Knopf, 1959).

—
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At the highest level of abstraction we recognized the
principle that "literature conveys meaning and that the meanings
it conveys are intrinsically united to the structures in which they
are conveyed,”" This principle generated the first criterion for
the comparison treatment--that whatever structures we attempted to
teach would be taught in terms of their contribution to the meaning
conveyed by the plece in question, Without our explicitly recog-
nizing it this criterion was to generate the prototype for the peda-~
gogy of the comparison treatment, The thrust of inquiry was always
to go beyond naming a structure to questions of the type "what
would be the effect of changing this structure in a given way?"
fhat is, all structures were viswad as being subsumed by the
bagic structural proposition’that specific structures are the means
by which meaning is conveyed.

Schorer's second principle contributed to our understanding
of the first, The primary thesis of his book is an expansion of
the statement he quotes from Goethe that "art exists in limitation."
Schorer says:

Fiction is, or can be, an art, and art, if it
is about anything, is about life, but exactly
because it is about it, it is a different thing
from it, The very obvicusness of this proposi-
tion makes it elusive, , , « lLife offers all
the subjects of fioction, but fiction itself
must choose the subjects it will treat, and then
treat them,
Structures,; then, are viewed by Schorer as the choices an author

makes in the sffort to convey meaninz, And the choices he makes

Ibido 9 Da hl
D NERT e R RS T s e W 3




constitute his vehicle for conveying his sense of the meanings
in life,

This second principle, that art exists in limitation and that
the choice of limitations ccustitutes the authorts vehicle for con-
veying meening, provides the framework in terms of which we were
to attempt to understand specific literary structures of a lower
order of abstraction,l

Our discussion of these principles did not follow the coherent
rattern of the above explication of them., Still it is the experi-
menter?s ~onviction that recognition of these principles was the
product of a rather loose discussio... It was agreed that in our
next session we would examine some of the specific structures

presented by Schorer, Sections of Schorer weve assigned,

Session L.--In this session we briefly discussed several
specific structures:

(1) Point of view., The author has to choose who shall tell
the story, The author himself? The author as iiterary personna?
A narrator? A character within the story? What kinds of meanings
can be conveyed through which of these points of view? The most
common structure is that in which the omniscient author tells the
story in the third person; this lends itself to thematic contrast
| between a characterts percsptions or illusions and the authorts
grasp of reality., Other choices lend themselves to other sortu of
thematic material,

M’An interesting parallel may be drawn between the conception of
art as choices from iife in its totality and Xubie's conception of
conscious behavior as a sampling of the total preconscious activity.




(2) We explored in less detail choices concerning the use of
characters, the structure of plot (e.g. critical events are inter-
nal or external, plot culminates to a reversal, revelation, or
epiphany), and the use of images,

(3) Finally we began to explore the "illusion-reality"
structure of stories, The importance of this structure rests
with the fact that while art is about life it is &lso often about
itself, That is, in the very act of imposing limitations upon
life art rarely avoids either presenting its own subjects as
choosing their sets of limitations in order to create meaning in
their lives, or presenting a contrast between its subjectts per-
ceptions and the author's ouniscient perceptions, or presenting
a number of subjects with conflicting perceptions of reality,

This phase of the discussion did not go vsry well., As our
time was nearly over, it was agreed to adjourn, and to prepare to
move next time into a new undertaking--the sxamination of same
children's books in light of the structures we had discussed. It

was agreed that we would all read The Tales of Peter Rabbit,

Sessicn S.--Session 5 was devoted to a critical analysis of
Peter Rabbit with respect to the structures discussed previously,
and to planning for the interns! first practice-teaching session.

The interns were incredulous about the proposition that
Peter Rabbit was susceptible to literary analysis. They had all |
read it since Session 4, but had nothing to say about its structure,
The experimenter presented a hrief analysis of one set of structurel

features, This set--contrasts and similarities among the character




B Zun

of Farmer Brown, the character of Mrs. Rabbit, the final sequence
of incidents, and the moral of the story--was chosen for the
clarity with which it exemplifies the relationship between structure
and meaning, This presentation was followed by a fairly careful
discussion of the concepts of character and point of view, as
defined by Schorer, in relation to Peter Rabbit,.

Finally, & short time was spent in helping the interns prepare
to teach Peter Rabbit in their first class sessions,

Session 6.~-This session was spent largely in an unfocuaed
discussion of *"what happened" in the interns* teaching efforts.
There was no coherent analytic or academic thread, but the experi-
mentor felt that something of importance, which he could not
quite grasp, was occurring, Consequently the discussion was allowed
to continue for most of the period. A half-hour before the session
was over the experimenter asked whether there was anything parti-
cular we needed to do in the remaining time, It was decided to
look at some other children's books, which were immediately avail-
able to us, These books were Where the Wild Things Are, lLittle
Blue and Little Yellow, and Tico of the Golden Wings, We touched
briefly upon one key structural characteristic of each book. For
Where the Wild Things Are we t:alked about the structural devices,
including illustration technique and word sounds as well as literal
elements, which express the relationship botween reality and ima-
gination at the heart of the story. With Tico we compared Lionni's
manner of delivering a morel with Potterts (Peter Rabhit). We

P RS IR T P T SR 0 SR T IR 0 e




| ERIC

Aruitoxt provided by Eic:

93

touched upon the plausibility of regarding little Blue and Little
Yollow as & novitiate experience in symbolism,

We came back to the problem of what in particular we might
do next time to help the interns. They agreed to choose books
themselves for their next teaching session, and to come back to
the aeqimr next time prepared to suggest to each other specific
techniques for communicating structures to children,

Session 7.--This session again be@n with interns telling
vwhat happeneds The experimenter asked quite early whether this
was how we wanted to spend our time or whether it was happening
because no one was directing attention to anything else, This lead
to 8 series of evaluative commen's about the program, which the
experimenter explicitly welcomed. Through this discussion a problem
was clarified which was to remain one of ou: key problems through-
out, the training program. The interns seemed to feel that it was
all very well to have "functional understanding of literary prin-
ciples" as & long-range objective but that it didn't make sense to
®just go in and teach literery principles to f:!.rat-gmders."w This
problem was analywable into two distinct parts, First, the interns
had to recognige that their lack of experi.ence and skill at this
point was a limiting factor upon their approach to teaching literery
structures, They had so far limited themselves to a rather head-
on verbal approach characteriged by a fairly rigid single-minded
intent, This would not be sufficient. It was agreed that we
needed to seek a broad range of classroom activities, both verbal
and nonverbal, which would support the general intent of the pro-

15This problem has its pareilel in the experimental group's
problem described on page 78,
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gram. This was to be our focus for next session.

Second, however, we gave some consideration to the proposition
that, given the most skillful and imaginative of teachers, the
intent to teach literary structures might still profitably be
combined with othsr soxts of objectives, Out of this discussion
grew a formulation which stuck with us through the program, with-
out ever becoming as clear as oﬁe would have liked. We made a
distinction between "teaching literary structures" on the one hand

and "teaching in the light of our knowledge of literary structures"

on the other, Though the term was not used in this session, this
formulation lead the way to the concept of "dominant intent" which
is 8o critical to the definition of the variables in this study.
The interns began to recognize at this point that they “could

teach literary structure without teaching literary structure."
Another way it was put was "You can have & free discussion with

no advance plan at all, as long as your (the teacherts) ccments
are consistent with and implicitly convey the sense of structure
you wish to communicate in the long run,"

| Finally, towards the end of this session, we turned our
attention to a long~-range plan for our work together. The experi-~
menter asked the intems to consider how the seminar could best
contribute to their progress in developing the "literary" treatment.
It was agreed that for the next few weeks we would take a specific
structural elemont each session, review Schorerts treatment of it,
and comn to the seminar prepared to generate ideas for incorporating
a treatment of that element into class activities, We were to ‘ry
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to exemplify our ideas with specific ¢hildren's books., The
experimenter noted, however, that the interns seemed to feel that
the seminar was not of great importance at their present stage of
development, The inteins suggested that if they followed up each
of the next few siminars with lessons hased upon the seminar
material "things would improve." The inconsistency between this
and the discussion above went umnoticed., We decided to talk about
"“character! in Session 8,

Session 8,--Our diacuasioz; of character was poor, No one
had ideas they wished to share, An intern pointed out that "our
groups are so different and we have different problems." The
interns seemed to want to work on their own without the seminar,
We agreed not to meet the next week, and to talk about "symbolism'
the following week. The session was adjourned early,

Session 9.--No meeting,

Session 10,~~It was pointed out that Christmas vacation would
intervene between this and the next session, and that following
vacation we had only two sessions remaining, We agreed to save
some time at the end of the session for planning our last two sessions.

Our discussion of symbolism followed the agreed-upon pattern,

We talked first about the meanings Schorer attaches to that term.
The main point we stressed was that in Schorer's view symbolism is
rot a device some authors use but rather an inherent dimension of
all literary expression vhich is developed more or less fully by
various authors, In one sense the symbolic level of & story is
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represented by the confluence of all the structurel chcices an
author makes in order to convey meaning, and stands counter-
balanced against the literal, or "surface," line of events, We
felt that there were two possible approaches to symbolism with
first-graders, The first was simply to leavg ‘the concept implicit
in the act of discovering meaning in stories. In this approach
the concept itself would not be directly examined a. all, or at
least not until the process of discovering meaning through con-
frontation with a range of authors® structurel choices was quite
familiar to the children,

The second approach would teach symbolism directly through
books in which the symbolic dimension was particularly strong in
relation to the surface dimension and in which there wsre clearly
recognigable and discreet symbols present., Included in this
- approach might be a close examination of that particular set of
forms of symboliam called metaphor,

We did not choose between these two approaches. However we
went on to discuss two children's books which seemed particularly
appropriate to the second approach. These were Little Blue and Little

Yellow and Where the Wild Things Are.
We went on to explore several possible activities which could

be used in connection with teaching symbolism: Ask children to

describe & character who was angry without using the word angry;
Ask children what kind of weather it would be in a mystery story
or a love story or an adventure story; Have children draw parti-

cular kinds of feelings without showing any characters who feel




that way, etc, We were nc: entirely satisfied with these, but
felt that they might provide a basis for experimenting in class
which would in turn lead to new 1dw?.

Rather spontaneously we turned to the task of thinking up
devices for communicating other structures: ths use of constructions
to illustrate the relationship of author to narrator to characters
in the story; the use of a display of faces and words from which
children select combinations for particular kinds of stories they
wish to tell; the use of a series of drawings of the same cbject
in different styles to parallel the stylistic structure of stories
in relation to their meanings, etc,

F:inally‘we came back to the task of plamning for our last
few sessions, We agreed that our time should be spent specifically
in tasks that would help ths intern who was going to work next
aunest.er in plamming for her job, We divided the task into three
units, Two interns wouid accumulate a list of specific activities
that might be used in connection with specific structures. The
third intermn would accumlate a descriptive bibliography of children's
books that might be particularly appropriate for teaching specific
structures. The experimenter would draw up a general outline of
the ground we had coverad and a very open-ended and flexible out.iine
of strategies that might be employed in planning,

It was further agreed that the intems would prepere written
evaluations of the training program, and that we would save some time

in the last meeting to discuss the ksy points in their evaluations.
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Seasion 1l.--Christmas vacation intervened between Sessions 10
and 11, At the beginning of the session the experimenter armounced
the name of the intern who would ba conducting the literary approach
in the experimental phase of the research, This had an effect upon
the group which seemed to make discussion difficult. The experi-
menter invited the interns to discuss their feelings about the
decision, but the results were platitudinous. The experimenter
moved into a preéentation of the notes he had made pursuant to the
agreement _of the previous session. The effect of his report '-as
to raise questions about several possible ways of organizing the
content of the Mliterary approach" for the coming semester. We
explored the possible advantages and disadvantages of three types
of organization: (1) ioving from the more comprehensive principles
to less comprehensive ones; (2) moving from the less comprehensive
to the more comprehensive; (3) explication of comprehensive prin-
ciples, followed by "discovery" of specific principles and instances
of principles; (4) explication of specific instances of principles
followed by attempts to induce more comprehensive principles;

(5) "spiral" approach to organizing confrontation with principles;
and (6) plannin; only to read stories with multiple structures

and following children's lead into exploration of structures, Of
course no decision was intended or made, We discussed some of the
implications of each approach and made suggestions as to the details
that would be involved, The selected intern felt that all these

suggestions were useful, but that she would have to feel her way

into a plan that would probably combine elements from seversal of
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the suggested patterns, Discussion turmed again to the distinction
between ''teaching pﬁnc@p&ea" and "teaching in the light of our
knowledge of principles."” The meaning of the latter expression
was not clarified but was felt to express better than the first
the intent of our undertaking.

The intern assigned the task of compiling a descriptive
bi ‘ogmphy reported on her work, The two interns who were to
report on activities had nothing to present, The session was

adjourned.

Session ]2.«;140 briefly discussed the salient points from
the interns' evaluations. The difference in investment between
the intern who was continuing and those for whom this was the last
gsession seemead to make discussion extremely difficult. The selected
intern expressed the feeling that "if the training program were
beginning now I might feel ready to begin the experiment the
semester after next." The experimenter pointed out that he would

continue to work with her in developing the approach at least in
the early part of the semester, and that she was not expected to
have perfected a method at this time. This seemed to help. The
interns all ugreed that whatever else could be done could best be
done bstween the selected inte:mm and the experimenter, Session

12 was adjourned,
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Treatment

General Considerations
During the course of the spring semester, the participating

interns met dalily with the experimental and comparison treatment
groups. The program began two weeks after the opening of the
scmester and ended two weeks before the end of the semester--ll
weeks in all, The meeting time was the first period after lunch,
and it lasted 30 mimutes, The interns, 7who were employed regularly
as part of a second-grade team in the same bullding, came to the
first-grade room to meet their groups. One group remained in the
first-grade room and the other group went to the small second-grade
#team-room™ which was separated from the mgin second-grade room by

a movable and relatively sc:ndproof screen, Because the two rooms

wore markedly different in ssveral respects, it was agreed that AN

the treatment groups would alternate rooms weekly.

eg of Information on the

Conduct of the Treatmenta
While the burden of the asrgument for two treatments which

differed according to design requirements rests primarily upon
the treining programs, there are several corroborating sources of
information.

The first source, which is most convincing to the experimenter
but which has lowest public validity, is the experimenterts own

observations and conferences with the intems, These were condvcted

on a weeldy.baaia in the early part of the program and then gradually
tapered off,

.

.
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Jecond, an observation check~list was employed by an outside
observer who had no knowledge of the hypotheses or variables undcw
investigation, This observer worked independently of the experi-
menter. The number of such observations was limited by scheduling
difficulties to the point where the check-list data is useful only
in & crude descriptive sense.

The final and most important sources of corroborating data
are the records kept by the interns themselves. Both interns
kept reasonably detailed records of their plans, of important
classroom incidents, and of their feelings and ideas about their
work in progress, These records were incorporated into their
Seminar Reports,

The findings from these three sources of data are discussed
briefly below. The interns! logs are reproduced in Appendix E.

Mrimgter'g @gemtigng

The observations to be reported here deal with conceptual
foatures of the treatments and with some specific problems en-
countered in the experimental treatment., Details concerning the
contonts of various lessons, specific bqw.wka or ideas discussed,
etc,, are recorded in the interns' logs.

The experimenter observed each treatment group six times during
the course of the program. During ths first three observations he
focused his attention primarily upon the task of spotting cues to
the interns! dominant internt and decision-making stretegy. In
Figare 2 below, typiczl notes from observations of the experimental
group are matched with notes concerning similar categories of
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tehavior in the comparison group.

Comparison of Behaviors
of Two Treatment Groups

Experimental Group

Comparison Group

Asks questions continuously,

Questions often use "how do
you feel about. , " formula,

Asgks questions about process
of group itself,

Questions reflect ambiguity
of intent.

Intern typically responds
neutrally to childrents ideas
(shake of head or uh<huh),
addresses follow-up question
to same student,

Intern typically expresses a
wide range of emotions, in-
cluding detached annoyance,
conflict between responsibi-
lity to entire group and to
an individual or sub-group,
intense involvement and plea-
sure with individual or sub-
gIroupe

Intern appears to be explor-
ing a variety of approaches

to freedom and control, Ef-
forts result both in a wel-
comed openness and & confusing
inconsistency,

Intem seeks direction from
chﬂerno

Uses quostions following present-
ations.

Questions ars typically "what
do you think.”

No comparable observation,

Questions focus clearly on features
of stories,

Intern typically restates or comments
upon answers to questions, moves
on either to a new question or to
another pupil with same question.

Intern typically maintains a happy,
friendly attitude, and handles
threats to maintainance of uvhat atti-
tude by sharp, quick, professionally
detached reprimand,

Intern has no control problem.
Discipline maintained and freedom
controlled indirectly by require-
ments of task.

Intem has clear sense of dir-
ection of lesson,

Figure 2
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The experimenter attempted to observe the two treatments with
respect to the five criteria pertaining to the experimental varia-
ble, He noted the following:

Criterion l.--The experimentel treatment intern devoted much
more effort to aol;citation of ideas than did the comparison treat-
ment intem. The questions used by the experimental treatmeqt in-
tem to solicit thinking tended to te open-ended. while the ques-
tions asked by the comparison treatment intern terded to call for
convergence upon information the intern had or upon matogial she
had presented, The experimen*al treatment intern asked questions
that often reflected response to affective components ofrthe situa-
tion, The comparison treatment intern asked fewer such questions,

Criterion 2,--The experimental treatment intern did less
presentation of ideas directly and less presentation of ideas
by indirectly converging upon them through questions than did the
comparison treatment interm,

Criterion J.--Both interns asked childresn to explain their
ideas, Neither pushed very hard for formal validation.

Criterion L.--The comparison treatment intern was slightly
more prone than the experimental treatment intern to apply her own
criteria of corrgctneas or validity to children's ideas.

Criterion 5.-~The experimental treatment intern showed more
negative affect in response to children's behaviors than did the
comparison treatment intern. Neither teacher showed negative atffect
with respect to children's ideas, The experimental treatment intern,
in showing negative feelings towards certain behaviors, tended also
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to show them toward the feelings subtending the behaviors., However
she tended rather consistently to follow up such axpreaaiogo with
an attempt to have the child express the feelings verbally, When
she was successful at this she seemed also to be somewhat success-
ful both at exploring the fesling with the child and at separating
behavior from feeling enough to meke clear that she accepted the
feelings while rejecting the behaviors. This success was somewhat
tenuous and spotity, however,

By contrast, the comparison treatment intern rerely dealt
directly or at length with feelings or "out-of-place'" behavior;
the behavior was controlled by focus upon the task at hand, and
feslings simply were not explored very often or very far,

The experimenter recorded the following opinions at the con-
clusion of these three observations of each intern: (1) that in a
gross sense the treatments differed both with respect to dominant
intent and with respect to decision-making processes. The experimen-
tal treatment intern seemed to be guided by a concern for establish-
ing psychological freedem of some sort which could not be precisely
defined; and the comparison treatmert intern seemed to be guided by
concern for the tasks at hand, which reflected morc or less directly
at different times an effort to communicate insight into the struc-
ture of literature; (2) that oriteria 1 and 2 seesmed to discrimi-
nate between the two treatments much more powerfully than did
criteria 3-5; (3) that distinguishing between the treatments in
terms of dominant intent seemed much more valid, though from the
points of view of operational definition and measurement much more




temwous, than _..tinguishing between treatments in terms of behavior
criteria; and (4) that the freedom-control issue which had occupied
much of our attention during the training phase, now manifested
itself in an unanticipated form related to (3) above. By allowing
freedom at the outset, the .xperimental treatment intern permitted
problems to develop which were far more threatening to the intern
and to the chi.ldren than anything that occurred in the comparison
group. Consequently the experimental treatment intern was under
considerable strain, often resulting in such behaviors as expressing
intense anger at liberties taken by one group which made another
group's work impossible, which violated the behavior criteria in
ways that the comparison treatment intern did not. The efforts of
the experimental treatment intern to face this problem dominate her
loge And to the experimenter this problem seemed to be the critical
test of the viability of the experimental treatment.

Over the following weeks observations were less regular and
less systematic, The comparison treatment was proceeding smoothly,
The experimenter felt that by virtue of temperament the comparison
treatment intern violated fewer of the behavior criteria than the
average'" teacher does, but that still her focus was clearly and
competently upon the job of dealing with principles of literature.
Criteria 1 and 2 still seemed to distinguish her work clearly from
that of the experimental treatment intern, though here, too, the
contrast was less great, in the opinion of the experimenter, than
would "typically"™ bte the case.

During this period the experimental treatment intern, in ocon-
ference with the experimenter, planned a strategy which she hoped
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would solve or at least alleviate the freedom-control problem,
The basic strategy was designed to meet several needs. First

and most simply, it was intended to reduce disorder to a limit
which permitted the interm to work with individuals and sub-groups
Athout having her attention continuously drawn away. Second, it
was intended to facilitate a separation of overt acts of a disrup-
tive lcir}d from the feelingse and thoughts surrounding theme The
intern quite reasonably felt torn apart by the conflict between
her anger at certain behaviors and her desire to be receptive to
feelings and ideas. And third, to maximize the intern's availa-
bility in the perceptions of the children, it was designed to
remove from the person of the intern the authoi.ity role which
adheres %o the maker and keeper of laws.

The strategy involved several phases, First, a clear-cut and
firm pronouncement of rules of conduct and an explanation of the
way in whlch these rules relate to the efforts and needs of both
the children and the intermn. Second an invitation to the children
to set up their own means of enforcing the ground-rules; and third,
opening up to the children the poae::.bility of modifying the ground-
rules through democratic procedures,

The experimenter felt that this plan (1) was not inconsistent
with the intent of the experimental treatment, (2) might relieve
the intern in a situation in which sl:e might otherwise feel increas-
ingly unable to meet the demands of the experimental treatment,

(3) but that there was danger of the strategy and its mechanism
itself becoming the dominant intent of the experimental treatment

e
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:lntem.. The intern was encoureged to attempt the s.rategy., At
her request the experimenter refrained from observations in the
early part of the intem's effort, Her log notes must suffice for
& record of this period,

Scatte;'ed observationc were made throughout the remainder of
the program, The experimenter continued to make himself available
for conferences for interns, In the occasional conferences held R
the comparison treatment intern would report that things were
going well and that she had no particular problems to discuss.

This was in agreement with the experimenter's observations. She
would occasionally request materials--pj_.ctures s puppets, etc.—
vhich the experimenter procured for her.

The experimental treatment intern reported that the new strategy
was working well and not interforing with her main concern. This
conformed to the experimenterts observations, The experimental
treatment intern had now established a situation in which she was
able to work much more intensively with small groups of children
than had been the case. Development of ideas came more easily than
had been the case earlier, children responded more freely to the
intern, and with less interference from other sub-groups.

A new prohlsm emerged in this period, howgver, which shed
interesting light on the axperimental variable. The problen con-
cerned a conflict between commitment to an individual and commitment
to a group, There was one boy in the group who was extremely talka-
tive and had very good ideas, However he found it difficult to
stop talking once he had started, even when he had run out of things

-
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to say. He appeared to become deliberately "silly" and seemed to
e provoking the intern, The intern felt that he should have
ample opportunity to talk and that she wﬂd 1like to help him
clarify the intent of what he was doing. But she also felt that
he wta erriving other members of the group. This problem was
not adequately resolved, but it did subside after a while, It
points to the possibility that in some respects and under certain
conditions the experimental treatment is such that its intent
cannot be i‘ulﬁ.llqd uniformly with a group of children--that in
effect what is required by the intent for one child or sub-group
of children may be in direct conflict with what is required by
the same intent at the same time with another child or sub-group
of children,

For his final set of observations the experimenter went back
to the list of paired observations compiled after the first three
weeke to try to gain perspective on changes that had taken place
during the semester. Results are shown in Figure 3 below.

These observations suggest that while most of the differences
were maintained over time, the comparison treatment intern was more
stable in her approach than was the experimental treatment intern,
At the end of the treatment programs the experimental treatment
intem was still struggling with problems which seem to be inherent
in the experimsntal approach, It seems possible i:hat the experi-
mental approach is necessarily an extremely difficult and stress-
ful one--perhaps too stressful for a large number of teachers, The

experimental treatment intern, however, seemed to have preserved

the integrity of the dominant intent of the program. In this con-
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nection it should be noted that while the experimental treatment

intern seems to have passed the peak of stress in her class at

the end of the program, the compariaon treatment intern seemed

to be just begimming to feel stress, One might speculate as to

the long-range prospects here, Projecting the two treatments

indefinitely into the future, one possibility is that the comparison

treatment, having no means for dealing with stress, might witimately

degenerate into the emotional stalemate with subtle undercurrents

of anger that characterizes many classrooms, while the experimental

treatment, in its bungling, up-and-down sort of course, perhaps

has the capacity for maintaining its own integrity through direct

confrontations among persons in an inherently stressful situation.
In conclusion, the experimenter is of the opinion that the two

treatments differed substantially in accordance with the nature of

the =xperimental varishlas,

The Indepsndent Obeerver and the

Observetion Check-List

The independent observer was a graduate student in the

Depmrtmen@ of Curriculum and Instruction at the University of
Wisconsin, He observed each intern twice., His visits fell in
the middle of the semester,

The observer used a.2o-item.check~list with four recponse
categories for each item, The items reflected the tive behavior
criteria associated with the experimental treatment, The four
response categories were YES (the teacher is very mach like this),

yes (the teacher is somewhat like this), no (the teacher is not

mach like this), and NO (the teacher is very much unlike this), The
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instrument is reproduced in Appendix A.

The original intent was to treat the data obtained from this
instrument analytically., The small number of observations combined
with the weak discriminating power of thg instrument for those
observations eliminated this possibility., Instead the discrimi-
nations that were made will be described below.

Only four items discriminated consistently over the several
obgervations. These were items 1, 8, 11, and 14, Table 1 summarizes
these data,

These observations tend to support the contention that the
treatments differed with respect to criteria 1, 2, and 5, The
support for criterion 5 contrasts somewhat with the experimenter's
obzervations above, Support for criteria 1 and 2 and absence of
support for Qriteria 3 and 4 are consistent with the experimenterts

observations,

Interns! Logs

The interns! logs constitute the ﬁhird_source oi data con-
cerning the conduct of the treatment groups. It is the least neat
of the th:ee sources because it was not reproduced through the
convergent conceptual eye of the sxperimenter. But conversely,
it is the Qost valid source precisely because it is relatively
unmediated. The logs reflect in what strikes the experimenter
as an authentic manner the guiding conceins of the interns who
actually did the experimental work, and they present in reasonable

detail the manner in which these concerns were snacted in the

classroomg,
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The logs speak wa}l for themgelves, No effort will be made

here to surmarigs them. However the following opinions of the
experimenter concérning them might be noted:

(1) They clearly reflect two distinctly different sets of
dominant intents, in accordance with design rgqnirementa.

(2) The intents reflected are roughly equivalent to those
specified in the definitions of the indepencent variables,

(3) The log of the experimental treatment intern reflects
a pattern of rising and falling stress, This is in accord with
the experimenter's obsarvations above,

(4) The log of the experimental treatment intern is multi-
dimensionals It reflects overlapping concern for a number of
dimensions of the experi.ental treatment,

(5) The iog of the comparison treatment intern, by contrast
to (3) above, seems to reflect a comparatively constant level of
stress, That level appears to be less than the average level of
stress for the experimental treatment intern.

(6) The log of the comparison treatment interm, by contrast
to (4) above, is one-dimensional, It reflects serial concern for
related sub~topics of the comparison treatment.

(7) The log of the comparison treatment intern seems to be
& professional record of plans and events, while the log of the
experimental treatment intern seems to be a personal record of a
sometimes bumbling struggle to fulfill & commitment,

These observations are not inconsistent with the inferences from
the othar two date sources, They add aoma,dimensiona, however,

which are discussed in the final chapter,

¢
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Collection of Data

The data which were used to assay the hypotheses of this
study were collected over & week's time immediately following
termination of treatments, A week end intervened between final
treatment sessions and first "testing" session.

Instrumentation was divided into two batteries. The first
battery consisted of tests which could be administered.on a group
basis, The second battery consisted of tests which required
individial administration. The group battery was the Torrance
Test of Creative Thinking--Figural, Form A, The individual
battery was the Recall test, the Analogies test, and items 4 and
7, ("Product Improvement" and "Just Suppose™) from the Torrance
Test of Creative Thinking--Verbal, Form A,

A tester and two assistants adminigtered the group tattery on
the morning of the first day of testing., The test was conducted
in the first-grade classroom. The participating interms were not
present, and no mention was m@de of the relation between the testing
and the experimental programs,

The individual testing was done over the following four days.
Children were released from class individually by the first-grade
teacher, and told to proceed to conference rooms which were made
available for this purpose. At the completion of the battery,
children were told to return to the classroom,

Differences between testers was minimized to some degree by
the use of standard instructions and protocol, gone over with care
before testing, Timing on all itews wes by stop-watch, Time-limits

were rigorously observed,




Though it would have been desirsble to systematically distri-

bute experimental and oomparieqn subjects across testers and
across time, thls was not done. Considering that me:-urement in
this study was fairly crude, such an undertaking would have con-
stituted an wmarrented burden upon the efforts of the rira§~grade
teachers to do their job under already trying circumstances. And

since the pattern of releasing children was centered upon the

activities of ability-grouped reading groups which were heterogeneous

with respect to experimental and comparison subjeots, it was assumed
that a significant tregtment-time—teater interastion would not
occur. A record of sequence and tea;er'was kept for a check, This
record bore out the above assumption,

During the middle of the testing wesk, a cnild in the class
was killed in an automobile accident, The testers indicated that
this geemod to have an impact upon subjectst reéponaea te test
items, Examination of scores preceding and following this day did
not support the testers! belief,
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Chapter V
ANALYSIS OF DATA

Scoring

The Torrance tests of Creative Thinking were sent to
The Bureau of Educational Research at the University of Minnesota
to be scored by trained personnel under the direction of Dr.
Torrance. Scores for fluency, flexibility, and originality were
derived for the "figurel" form collectively and for each of the
two items of the "verbal" form, providing a basis for testing hy-
potheses A, B, and C cf the study. In addition a fourth score,
"elaboration," was derived, This score does not bear directly
upon & hypothesis of the study. Still, these scores were analyzed
and are included in the discussion below. The acoring procedure
used conforms to the procedures published with the iests,l

The "Analogiss" and'Recall" tests were scored by the experi-
menter, providing the basis for testing hypotheses D.and E, Al-
though the scoring procedure was quite straightforward, names of

subjects were masked before scoring was begun,

1E, Paul Torrance, Scoring Manual for the Torrance Tests of
Creative Thinking (Englewood Cliffs: Personnal Press, in press).

-
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The Recall test was scored simply by couniting the number of
correct responses, The Analogles test was scored by counting
P responses which met the following criteria:

(1) Reapoﬂcoa had to be structurally congruent with their
aralogues to be counted as analogies, For example, "scissors and
paper” could be countad an analogy to "hammer and nails,"” but
"scissors and knives," "scissors," or "paper,” could not, "Sledge-
hammer and stake" could be counted as an analogy to haimer and
nails (but see qualification in (2) below), but "sledge-hammer"
could not and "stake" could not.

(2) Rspeated use of one of several entities in an analogue
could not be counted more than once, For example, 1f "hammer and
nails" were the analogue, "hammer and tacks" couid be counted;
but if it were followed by "hammer and screws," “hamaer and brads,"
“hammer and staples, these items would not constitute additional
countable analogies. Similarly, if the analogue were "duck's feet,n
the list "gwans! feet, geese! feet, gulls' feet" would be counted
&8 one response,

(3) With respect to analogue number 6, "“when your father is
angry at you it's like volcanoes in your head--what is it like
when you feel happy?," descriptions of situations in which the sub ject
feels happy, and synonyms for happy, were not counted as analogies,
This criterion was not entirely satisfactory, because it led to
distinctions, between such responses as "it's like goetting ice cream
five times a day" and "it's like having ice cream in your brains,®

which may not be valid. A relatively small number of such distinc-



" tions were called for, however, so that this inadequacy is not

likely to have significantly effected group scores.

Ana and t

The Torrance tzsts provided scores for fluency, flexibility,
originality, and elaboration on each of three items-~total scores
for the figural test, item scores for "Product Improvement," and
item scores for "Just Suppose." The "Recall" test provided one
sot of scores, as did the "Analogies™ test, Thus there were a
total of 14 sets of scores to be analyzed, Each of these sets of
scores was subjectsd to analysis by means of 't' tests.? Those
analyses showed that the two treatment groups did not differ signi-
ficantly from each other on any of the 1/ sets of scores. Means
for the twb groupe on each of the 14 sets of scores are shown in
Table 2,

In Table 2 the measures with asterisks are those which faveored
the experimental treatment, Of the 1l measures that bear directly
upon the hypotheses of the study (that is, discounting the three
measures of elaboration), 8 would tend to support the hypotheses.
Thus there is & degree of support for the hypotheses concerning
fluency and flexibility on the Figural battery and on the "Just

susbuntaye

2The Cochran-Cox adjusted *t! was used to compensate for the
lack of homogeneity of variance. This test is described in George
A. Ferguson, Statistical Analysis in Psychology and Education
(New York: McGraw-Hill, 19%35), Pe 143,
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Suppose! test, but not on the 'Product Improvement" test; and
there is a degree of support for the hypothesis concerning
originality on the "Product Improvement! and the "Just Sﬁppose"
tests, but not on the Figural battery., It seems likely that the
Figural battery is the most reliable of these measures since the
other two are only single items out of a battery, On this basis
support seems strongest for the Fluency and Flexibility hypotheses.
But this support is weak. Likewise, the Analogies and Recall
tests suggest weak support for the Analogy-~Making and Recall

hypotheses,

"
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Chapter VI
DISCUSSION

Failure of Hypothesges

The failure of the study to confirm its hypothesges may be
examined from several viewpoints, First, it is possible that
the modgl from which the hypotheses were generdted does not
describe the variables considered with sufficient accuracy.

This is a tensble explanation, but one which is not capable of
direct verification. The experimenter would reject this explana-
tion pending further investigation of the generative power of the
model.,

Second, it is possible that the hypotheses are not accurately
inferred from the model, Of the several possible srrors of ir~
ference, the most important has to do with the comparative strength
of the two sources of disruption of preconscious freedom. The.
experimental treatment focused primarily upon the relation between
the PCS andﬂthe CS. The hypotheses therefore imply the inference
that disruption of the creative process attributable to the UCS
is not of sufficient magnitude to render negligible the effects
upon the creatire process of manipulations of the relation between
the PCS and the CS, It ssems poseible to the experimenter that
this inference is faulty--that is, it seems possible that disruption

of the creative process attributable to the UCS is of. such magaitude
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that manipulation of the CS-PCS relation, without concom. - .int
attention to the UCS, can have only a very small effect upon
measurable creativity., This very small effect may be measurable
in a.more refined experimental aetting.iith a more intensive ex-
perimental treatment, but for the purposes of this study it would
be negligible,

The implications of this possible reason for failure to
confirm the hypotheses lead into the difficult probleﬁ of the
role of paychotheraﬁw in school. To what gxment is it pcseible
for the teacher deliberately to undertake exploration and manipu-
lation of her pupils? unconsciour processes? What might the roie
of the psychiatrist be in the school and what would his relation
be to the teacher? While the experimenter has no evidence to
convince him that the inference under discussion here is in fact
faulty, he thinks that the possibility is worthy of investigation.

A third way of accounting for the failure of the hypothescs
ia that the actual experimental treatment did not conform ade-
quately to its theoretical specifications, There area number of
ways in which this could have come about, First, the problem of
conceptualizing the experimental treatment in operational terms,
as described in Chapter III, was extremely difficult, and may —ot
have been adeqpatsly solveds Second, the training program may ot
have been adequate, The interns were involved over the same pe=iod
of time with other professional courses which may have been in
sharp conflict with the training ceminars., Practice teaching sessions

were too few and too far between. The program depended elmost ex-
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clusively on the leadership of the experimenter. Third, the treat-
ment depended ¢n the commitment and the ability of an intern in-
volved in her first full-time teaching experisnce. It is possible
that a truer rendering of the experimental treatment may have
occurred under less stressful circumstances.

While evidence is mustered, in Chapter IV, in support of the
argument that the experimental treatment took place, the experi-
menter is of the opinion that some or all of the above factors
contributed to a less than perfect correspondence between the
actual treatment and its theoretical specifications. It seems likely
that this played a part in the failure of the hypotheses,

A fourth way of accounting for the fgilure of the hypotheses
is the possibility that there was not adequate contrast betwsen
the experimental and comparison treatment, While the interns in
sach group were apparently quite rigorous in their efforts to
avoid commnnicatioq about the substance of their respective apprdaches,
still they were acquainted, shared other classes, and probably did
discuss the various aspects of the teaching profession. Thus &
certain amount of indirect cormunication may have occurred. Also
the two interns in the experimental rhase of the program did work
together as part of a second-grade team, Thus they would neces-
sarily have aeeﬁ each other in action. Even though the context
of this action was not the experimeﬁtal or comparison treatment
program, it is possible that nere too some cross-fertilization

took place.




A fifth possible explanation for the failure to confirm the

hypotheses of ths study may be that the experimental treatment was

of insufficlent duration or intenzity., As suggestcd in Chapter I,
the experimental treatment was conceived in part as an antidoteﬂ
to the repressive tendencies of schools, Since the experimental
subjects continued to function in the typicai school situation
for most of the day during the experimental phase of the study,
it is possible that the experimental treatment is conceptually
gorrect but insufficiently powerful. This possibility would re-
quire further study,
A sixt:i poagibility has to do with the operational definition

of the dependent variable., In Chapter II it was suggested that
the sort of creativity with which this study is concerned 1s a
general or global characteristic which defines the parameters

~ within which specific creative abilities may be daveloped, But
because the experimenter was unable to solve the problem of measur-
ing this glohal characteristic directly within ihe context of this
study, the dependent variable was operationally defined as a set
of creative abilities. Thus it seems theoretically possible that
the experimental treatment could in fact affect preconscious freedom
without affecting "subsumed creative abilities" at all or to a
measurable degree. Exploration of this possibility would be facili-
tated by an eitension of the conceptual model employed in this Study
to include hypothetical propositions concerning the relation between
preconscious freedom and subsumed creative abilities. Such an ex-

tenasion might employ the notion of learned heuristics which direct
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the combinatorial activity of the PCS within its general limits

of freedom. The heuristics themselves may highly abstract sym.
bolie representations of characteristic modes of axperience, They
may be verbal and/or nonverbal, They probably would not be conscious,
They may be strongly influenced by unconscious symbol-productisr,
To the extent that they were, they woald be‘extremely difficult

to modify; tﬁeir modification and thq consequent modification of
specific creative abilities might requiré that the experimental
treatment attempted in this study be accompenied by the kinds of
treatments for which psychiatrists are ‘especially competent, as
suggeated'above.

It is difficult to foresee the form that examination of these
speculations m;ght take, The point here is to suggest the possibil-
ity that inadequate operational definition of the deperdent vaida-
bles may have contributed to the failure of this study to confim
its hypotheses. The way in which this situation might be corrected
in future studies is not cle:.y,

The seventh and final possibilitv ¢o be considered hers is that
effectiveness of the experimental treatment or contrest between the
two treatmerits was minimized by teacher personality variables, The
experimenter has been aware of the extent to which personality varia-
bles haya entered into every phase of this study. In particular,
the adequacy of the concept of daminant~intent itself, which is at
the heart of the matter, is subject to queation froem the point of
view of personality thgony. At the very least one may wonder whether
a "dominant intent" acquired through a one-semester training seminar
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can really be expe:ted to g.lde the subtler components of teacher
behavior unless this intent is congruent with less guperficial
personelity components. Seen in this light, an adequate training
program in preparation for a treatment such as that attempted in
the study would in effect invelve manipulation of personality.
Waile there is no direct evidence to suggest that personality
variables did in fact militate against an adequate experimental
treatment in this study, the experimenter has come to suspect that
an altogether Aifferent approach to the examination of the concep-
tual model employed in this study may be required--an approach which
does not depend upon manipulation of personality. One such approach
is suggested in the final section of this chapter,

There are, then, at least these seven factors which may have
contributed in varying degrees to the failure of the study to achieve
confirmation of itec hypotheses. The experimenter thinks that the
- first estplanation, that the model is seriously at fault, should
be rejected pending further study. Of the other six factors, the
experimenter feels that the third (disparity between theoretical
and actusl treatment), the fifth (inadequate duration and intensity
of treatment), the aixth (the problem of operationalizing the de-
pendent variable), and the seventh (teacher personality), are pro-
bably the major contributing factors., Plans for further examina-
tion 6f the model or the hypotheses of this study should include
gpecific procedures for controlling these factors more adequately
than was done here, The duration and intensity problem is simply

a logistics one, and not difficult to solve, The problem of opera-
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tionalizing the dependent'variable iy more complex. Its solution
would depend in part upon the development of a measurement tech-
nology not now available, and/or successful extensions of the
model itself in directions suggested above in order to generate
a more accurate description of the relations between preconscious
freedom itgelf and specific creative abilities,

The other two factors are more integrally related to the
conduct of the experimental treatment itself, Suggestions for
controlling them are implicit in the mgjor recommendation for

future study at the end of this chapter,

Findings

Insight into the usefulness of the model employed in this
study for clasgssroom research centers upon the freedom-control prob-
lem referred to frequently in Chapter IV, This problem came to
light in the very first practice-teaching session of the training

program, and persisted through the study,
There are basically two ways in which this problem can be

approached, The first would be to consider it as extraneous to
the experimental variable--an accident of persomnel which would
not have occurred with a more experienced teacher. The second
way would be to regard the problem &s a necessary and integral
part of the experimental treatment,

The axperimenter regards the second approach as more nearly
true, for reasons which, though they had gone undetected until the

study wsa well under way, are implicit in the assumptions of the

©
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 study itself, In ascribing a repressive role to the school in
Chapter I, the study is asserting that children in school are
denied the freedom to express and explore certain kinds of exper-
jences. Kubie argues that paramount among these is the complex
of experiences surrounding the meaning of authofity:

The schoolroom and the school as a whole confront
the child with surrogate parents and siblings.

If we were raively optimistic we might expect

that schools would long since have seized on this
as an opportunity to explore each child®s responses
both to parental authority and to sibling rivalry,
so as to help him to understand himself in these |
basic relatisnships and thus to achieve a capa- !
city for maturs self-direction. Instead, in most |
schools the structure of school "society! is such

as to allow the child merely to relive blindly

the buried hates and loves and fears and rivalries

which had their origins at home-~-sacrificing under-

s’anding to some limited degree of blind "self-

mastery." Schooling tends rather to accentuate

whatever automatic patterns of child-to-adult and

child-to-child relationship each child has brought

to his school years, and not to change them. The

schooiroom as we know it tends neither to balance

nor to neutralize these conflict-laden feelings,

nor to render them less fixed and rigid by bring-

ing them within the reach of conscious selection,

direction, and control. Self-control as taught

is limited to a control of the gsecondary consequence

of these conflicts, never directed at their inner

sources, The exceptions to this are rare. At

best, most schools today constitute a pragmatic

test of the extent to which a student as he comes

to them can either accept or reject or modify

or exercise authority,l

The teacher who in accordance with the requirements of, the
experimental treatment invites exploration of her puplls'! feelings

about authority invites challenge, hostility, strong and deep-rooted

1Lawrence S. Kubie, Neurotic Distortion of the Creative Process
(New York: Noonday Press, 1961), pp. 116-117.
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expressions of anger, etc, In this light, the freedom-control

problem may be seen to have two closely related dimensions, First,

in making the transiticn from automatic control of behavior to the

gort of self-control which involves first becoming conscious of

and then mastering profound feelings, there would seem to be an
inevitable period in which control of any sort is tenuous. Second,
the tencher involved in the experimental treatment held a bi-valent
role, On the one hand she was the solicitor of freedom, the person
who asked children to explore themselves gad to give expreésion to
what, they found, On the other hand she was the authority figure
who was personally .sesponsible for maintaining order as defined
by institutional protocol. This not only put her under stress,
but also must have resulted in ambigucus and cqnflicting signalsy
to the children which placed them under stress,

The combination of these several factors would seem to account
for the major characteristics of the experimental treatment program,
That authoriny should be questioned and explored is predictable

from the nature of the experimental variable and Kubie!s assertions

quoted above, That these questionings and explorations should

produce a situation characterized by loss of control follows from
the fact that the transition is indeed & difficult one requiring
both unlearning and extremely difficult new learning. One might

even’speculate that these characteristics of the program--the stress,

the questioning, the loss of control--are the best evidence obtained

for substantiating the existence of the experimental treatment. Con-
sistent with this is the observation on pages 36-4l4 passim of Chapter IVithat
the comparative lack of stress in the comparison treatment program

ERIC
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suggests failure’to sncounter crucial problems rathe. than adequate
solution of them. The most important observation, however, has to
do with the teacher's effort to handle the freedom-control problem
by removing responsibility for institutional protocol from her

own person to an impersonal and more highly institutionalized

set ol rules which have some of the characteristics of & game.

This move, if successfully accomplished, would have at least two
effects, First, it would reduce or eliminate the bi-valence of the
teacher's role, thereby making her.a more consistent and more trust-
worthy exponent of psychological freedom in the perception of the
children. Second, sinze the rules of the game provide for both
execution and alteration, within limits, by the pupils, it provides
them with a symbolic apparatus for exploring authority without
enacting violations of institutional protocol. One would thus
predict that this ""game" strategy on the part of the experimental
teacher'would tend. to reduce stress in the experimental treatmeﬁt
program, This prediction is confirmed both by the experimentert's
observations (see page 107of Chapter IV) and the experimental treat-
ment internts log entries for that period (see Appendix E, page 189.ff.).

In summary, the major findings, and some of the implications ~:
these, are as follows:

(1) It fo.lows from the assunptions of this study that the
experimental treatment as here defined will be characterized by
stress focusing upon children's feelings about authority and related
experiences, One might predict that other kinds of stress would

also emerge over time, Such stress, while frustrating, may be con-
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strued as a necessary and desirable cencomitant. of the experimental
treatment, It is difiicult to imagine psychological growth, of
the sort envisioned here, occurring in the superficially harmonious
atmogphere that is 8o often tho ideal of school people. Such an
atmosphere may be céhstrued not as resolution, but as failure to
confront the difficult obstacles on the road to psychological free-
dom. The disinclination of & school system to permit such stress
is a measure of the extent to which it is party to the repressive
tendency of society at large. While methods need to be developed
for containing'stress within morally acceptable symbolic vehicles,
stress itself may be taken as an indication that at least the possi-
bility for growth is still alive. This has implications, beyond
the competence of this experimenter to pursue here, for a reappraisal
of the comparative merits of the "nice" middle class school and the
disorderiy alum.achool. | )
(2) It seems likely that the freedom-control problem is
necessarily preemptive over other problems that mightlemerge in
a classroom application of the experimental tr;atmente Exploration
of the meanings of authority and freedom might be expected to be a
high pricrity item on the tacit agenda of children bging invited to
sample freely from their preconscious thought systeme Thus a fruit-
ful application of the experimental treatment may depend in part on
the ability of the teacher to resolve aufhority problems that exist
both in her profesaionai role and in her own mind, There is evidence
herein to suggest that a game strategy, whereby institutional authori-
ty is removed from the person of the teacher, depersonalized, fully
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explicated, and made available within limits to manipulation by
the pupils thgmselves, is a useful approach to resolution of the
role conflict. This strategy seems to have brought the stress
level in the experimental treatment group within tolerable bounds

by providing a "safe" symbolic appeiatue for the exploration of

the meanings of .authority, thereby clearing the way for deeper
exploration of this problem as well as for other explorations. A
Question remains, however, as to whether %t is possible for a
teacher to resolve this role conflict adequately while employed

in an'instituéion which has iimited tolerance of the secondary
ccisequences of genuine exploration, such as, perhaps, a high noise
level on some occasions.?

The prcblem of the %sacher's own state of mind with respect
to'authority has no easy solution, It is bart of the general problem
of the psychological health of the teaqher. The implications here
are not new. Somewhere during the course of teacher~training, if
] hot during prior general education, it would'seem necessary that
| the teacher be engaged in intensive efforts to acquire self-knowledge
‘ in depth,3 It is not clear what form this might take, though some
form of therapy as a prerequisite to teaching sugcests itself as

a poseibility,

%It should be pointed out that the sehosl in which this re-
search took place was exceptionally tolerant in thigs regard, when
compared to other schools, Nevertheless, the nature of the insti~
tution itself is such that even this school could not be tolerant
enough without penalizing other efforts, What is perhaps more im-
portant is the conception of protocol which persists in the teaching
profession itself even in the face of administrative efforts to
the contrary,

35ce L. S. Kubie, "The Forgotten Man of Education," Harvard
Alumni Balletin, LVI (1954), 349-55,




Conclusions

(1) The major findings of this study have centered on the

quastion of authority as manifested in the freedom~control problem
which chargcterized the experimental treatment program. This
probiem requires further attentior, either in the form of investi-
gation of the problem itself or in the form of anticipation of
and planning for the problem ir the context of further study of
the experimental treatmernt,

‘(2) Although the hypotheses of tbs study have not been con-

firmed, the experimenter thinks that the model from which they

were generated has retained its attractiveness as a vehicle of in-
quiry. The technical data, while not achieving statistical signi-
ficance, show sufficient support to warrant further study. This

13 particularly so in light of the fact that the statistical

-

failure can be plausibly accounted for in a numher of ways which

do not require modification of the model itself, In fact, of the

geven possible explanations offered above, three take their rationale
from the modsl, One of these explanations involves a speculative
extension of the model (the heuristics of subsumed creativitiqa,

page 4 ) which in itself seems capable of generating fresh inquiry
into the nature of the creative proccess. Finally, the mod;l, aided
by extensions derived from the same source as the model itself

(page 128 above), has been useful in accounting for the major
unpredicted findings of the study-~those relating to the freedom-

control problem,




(3) Throughout this chapter attention has been called to
the central role of the teacher in the conduct of the experimental
treatments And on page 136 it was pointed out that the treatment
as conceived in this study may in fact require what would amount
to blatant manipulation of teacher personalitye. While the experi-
menter continues to see heuristic value in the conceptual model,
he thinks that the approach here taken to its application and
investigation is seriously in error., The major conclusion he draws
frc: this study is that a method of investigation is required
which does not dzpend directly on the teacher for conduct of the

experimental {reatment., An altermative approach is generated by

the distinction between curriculum research and instruction research.“

The present study is of the latter sort, in that its independent
variable is defined in terms of attributes of the teacher and her
behavior and §he dependent variable.ia defined in terms of pre-
sumably consequent changes in rpupil attributes and behaviors. A
curriculum study would apprvach the problem by asking what attri-
butes of the school system, independent‘of ingtruction systems,
tend to maximige the probability or frequency of occurrence of
pupil behaviors, the solicitation of which was the main concern of
the axpegimental treatment intemm in this study., A subsumed inter-
mediate question would be 'what attributes of the school gystem
tend to mgximize the probability of a teacher soliciting the beha-

viors in question, regardless of individusl teacher personalities."

brnis distinction is developed in some detail in John S, Mamn,
"Functions of Curriculum Research,! 1966, mimeo.




Within the context of such an approach independent variables
examined might include: the structure of authority within the
school; the comparative :interest within related institutions
(PaTsAs, school board, supervisory personnel, commnity at large)
in achievamentvaa opposed to experience or in science as opposed
to art; the existence within the school of immediate access from
classrooms to outdoor areas, to art or craft shops, to semi-private
nooks and crannies--and the rules governing the use of such access;
the degr#e of audial isolation of various facilities; the extent
to which textbooks, curriculum "guides," gtandardized tests, and
achievement scores are emphasized at various levels of administra-
tive authority; the extent to which and manner in which the teaching
staff participates in the formation of educational policy; dominant
staff attitudes toward classroom authority and protocol; the manner
in which these attitudes are institutionalized; and the access
granted pupils to manipulation of authority and protocol,

Studies of this sort would at first be exploratory and descrip-
tive, They would attempt to describe a diversity of existing
situations in the dimensions presented above, Presumably such
studies would result in isolation of & group of factorq which seem
%0 have the effect of maximizming or minimizing tha'frequency or
prqbability of the teacher and pupil behaviors ir question, Sub-
sequent studies might assay with more rigor the strength of rela-
tion betweun the independent and dependent variables thus identified,
Finally, dependirg upon the nature and strength of the independent
varjables examined, further studies could converge upon direct
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examination of the model in question in one of two ways. Either
they could utilige existing situations in which, according to

the work algeady done, beth the probability of teacher soliciting
and the frequency of pupil seampling would be high, and compare
pupil performance in such situations to pupil performance in strong-
ly contrasting situations on appropriste measures of creativity; or,
if the isolated factors lend themselves to immediate experimental
manipulation, the studies could set up experimental and comparison
treatment groups in order to amamiqe compaxative performance on
appropriate measures of creativity,

This approach to the problem is tedious and indirect. Its
appropriateness is founded upon two assumptions; first, that the
manipulation of teacher personality, even if desirable and ethically
tolerable, is far from being a sufficiently fine art to permit

either a large-scale investigation or ultimate large-scale adopticn

by school systems of the propositions generated by the model; and

second, that the teacher is ermeshed in a ccmplex crossway of social
institutions which, regardless of her personality structure and
unless she possesses super-human self-directive power, will determine
to a large extent the subtler but nonetheless critical attitudes

and behaviors which charecterize her professional performance.

The experimenter thinks that this switch in foczus from the
teacher to the teaching environment would bs productive of impor-
tant research findings. And in spite of the complexity of the varia-
bles to be considered in this approach, he believes that over time
these findings would ylield more readily to incorporation in school.
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piamning than would findings which depend upon manipulation of
teacher personality., On the assumption that the modsl employed
in this study, while needing extension and perhaps modification,
is essentially sound, s swiich from an instruction analysis ap-
proéch to a curriculum analysis approach is indicated for future
investigations,.




APPENDICES

APPENDIX A -~ INSTRUMENTS

Protocol for Test of Recall

I am going to show you a big chart with a lot of pictures
on it, Fach picture shows an object you have probably seen. I
will point to each object once and read its name,
(Do this approximately 3 seconds between items, Then turn display

away from S

Now, how mémy of the objects do you remember? Tell me all the
ones you can remember,
(Tester record all responses, right or wrong.)

[The chart was of white cardboard covered with clear plastic 2' x 3%'.
The pictures wore ink dreawings, simple, clear, and easily identifiable.
The name of each object was printed beneath it. The objects were:

clock chair gloves
bird boots house
flag tree telephone
car ball beok
pencil glass brush

hat dog elephant]
television table




Do not write below this line,







UL

I want you to make analogies. Making analogies is if I say "mother
and child"” you say “cow and calfi or if I say football and toucirdown"
you say '"baseball and home run' or if I say "bird in the air® you say
"fish in the water."

There are other analogies y.u can mske with each of the things I
said, What else is like a bird in the air? (pause) Did you think of a
mole in the ground, a deer in the forest, & baby in a carrisge? Did you
think of other analogies? Tell me them,

Do _not write below this line,




Let's try a different one. Can you think of analogies for %a lamp
on'a table"? Tell me the ores you can think of. (Record responses --
time 90 seconds or until 3C seconds have elapsed without response. After
each response say ™Can you think of another?")

Do not write below this line,

©
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Goode Now let's try anocther. Can you think of analogioa for hammer
nd nails? (record responses -- time as above)

Do not write below this linee




Okay, now here’s a different kind of analogy. |

A snake is like a very very big worm. Or, an elephant?s nose is like
2 banana, Can you think of analogies like this? What can you think of
that's like a bull's horns? (rucord responses -- time as above)

Do not write below this line,

©
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What can you think of that's like a duck's feet? (record)

Do not write be. ow this line,

e




b

There are other kinds +f aralogies, too., DBeing angry is like a
volcano is in your head., What's it like when you feol happy? (record)

| Do _not write below this line,
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Obgerver Instrument

Ingtructions:

Py

Following are twenty statements about teachers, Read all the
statements &nd become familiar with them before beginning observations.

__

Each statement is followed by the four words YES, yes, no, and
NO. After every statement which you think characterizes the teacher
vary well circle the word YES, After each statement that characteriges
the teacher moderately well circle the word yes. If a statement
does not characterize the teacher you are observing, circle no, If
a statement seems dirsctly contrary to the practices of the teacher
you are observing, circle NO, '
! Be sure to respond to each statement,

It is suggested that you use the blank space between the
statements and the response columns for tally-marks, comments, or
other sorts of notes that will facilitate accurete completion of this

instrument at the end of the observation period.

Do_not show this instrument to the teechers or discuss it

with them, Refer them to the project director if they have questions.

R e e e e —




Observer Questionnaire - Form A

TR e

1, The teacher's main emphasis is up-
on soliciting expressiona of
thought from the children, YES yes

2, The teacher asks a lot of quea-
tions of the sort that dontt have
fixed answers, YES yes

3s The teacher usually spends time in
presenting ideas or information to
the children after reading to them YES yes

Le The teacher seems to accept chil-
dren's intuitive judgements, YES yes

5¢ When children want to know if
their ideas are right or wrong,
the teacher encourages them to
develop their own criteria, YES yes

6. The teacher's attitude towards
the childrents thoughts and feel-

ings is always open and accepting, ‘ YES yes

7« The teacher responds to children's
ideas by asking pertinent ques-
tlons which encourage the children
to go on to new ideas. YES yes

8, The teacher encourages expression
of personal feelings, YES yes

9. The teacher tells children why :
their ideas are wrorgzg. : YES yes

o

10. The teacher sncoursges children
to rationally evaivate their own
ideas, YES yes

11, The teacher seems to have certain
ideas or information which she
tries to get across to the chil-
dren, YES yes
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Observer Questionnaire (continued)

12, The teacher frequently includ-s in
her plans the opportunity for chil-
dren to express themselves in non-
verbal media, fES yea| no NO

13, Vhen personal feelings run high,
the teacher allows these feelings
to displace instructional activity, YES yes| no NO

14, When a teacher reprimands a child
for his actions, she follows up
this reprimand by helping the child
identify the feeling that made him
act that way,. :

15, When children want to know if their
ideas are right or wrong, the
teacher tells them, YES yes| no NNO

16, When children express ideas, the
teacher sometimes asks them to
prove or demonstrate that their
ideas are right, YES yes; no NO

17. The teacher values right answers
or ideas more than wrong answers
or ideas, YES yes{ no NO

18. The teacher tries to logically
demonstrate the validity of the
idess she expresses, YES yes| no NO

19, The teacher tries to bring into the
open children's personal feelings
and values, YES yes| no NO

20, The teacher presentis interpretation#
as if they were fact, YES yes| no NO

e PRy SRR
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APPINDIX B
INTERNS* LOGS FROM TRAINING FHASE OF STUDY
tern? - " t

tob 653 2
The children entered the "Little Theater" very orderly and
wiited for directions from me., They were very disorderly by the
end of the periods This behavior must be a reflection of oy com-
munication of my expectations to them, or a failure to communicate
this, The disorder confused me; I couldn't decide whether to stop
it or permit it. Ao a recult, I did a little of each, This in-
decisive behavior on my part was wrong, and shows an incongruence,

I think that I communicated to the children my interest in them,
There was spontaneous discussion at the beginning of the class but
it didn't extend into the realm of the childrens® attitudes, It
was simply statements about their pets, with little feeling expressed.
Ideas wore not used as stepping stones to new ideas,

After I told the story of Tdco; I lost the childrens' interest,
Some of them demonstrated this by leaving the group and exploring
the stage., I asked a question, "What would you do with golden
wings?" and Diane began to fly off the stage., The others followed
her. The problem here is how to relate the story to the childrens?
feelings after I read it., They seem to have the ides that after
a story is read, the activity is over,

I don't think I accomplished much in relation to my objectives,
The next class, I will allow them to axplore the staga first,

And after the story I will ask questions that will elicit feelings
and imagination,

QOctober 21, 1965: Session 2
Book: Where the Wild Things Are, Maurice Sendak

Activity: Puppets

Today I had the feeling that a lot of feelings were being ex-
pressed but I clarified very few of them because so much was hap-
pening 3o quickly that I didn't know where to begin,

There was a lot of rumning around the room; the children seemed
entranced with finding out about the rooms around the stage; and with
their physical freedom, But I feel that we aren't getting anywhere
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with this running around, and that I ,.ight better limit them to
verbal expression ("You may say anything you want"), Now the
limite are not definite; I permit running around, but restrict it
at times.

They ssemed to like "he story and commented spontaneously
throughout. Ricky referred to one monster as his Grandfather,
Eric callsd the boy his brother.

I related the story to the children by asking them if they
ever were bad at home, and what happens then, I introduced the
puppets (rembers of a family), and they 41l wanted a chance to
use them, I felt that it was more productive if I interacted with
one puppet and another child with another, The first episode
vhen Eric was the boy, cnd I the father went quite far. The other
children gave suggesticns about how Eric could get out of the situ-
ation he got himself into, But after this, I allowed four of the
children to use the puppets on the stage and they ended up just
running around. Then I used the puppets with several other chil-
dren: Pam and Karin. It is difficult to relate to more than
one child at a time, and to pursue a child's ideas because the
others become disinterested,

I don't feel that I know the children very well, And they
don't seem to krow me well either,

Next week, I must set some limits; begin evaluating with the
children what they have done, and what they might do; and perhaps
discuss sibling rivalry,.

Ogtober 28, 1965;: Session 3

Book: Dumb Stupid David, Dorothy Aldis

Activity: Pelt bosrd figures; mother, father, brother, sister, baby,
I felt that I didn't get any closer to my objectives this week.

There was too much confusion in the classroom as a result of my
failure to control the children's behavior.

I did find out that the children do not see the class as a
"free play” period. They see the teacher as playing a definite
role, I used four pictures of school activities and then asked
the children to check the picture that was most like our class.

There were many comments about the story that I didn't pursue,
which I might do next time I read to them, Also, I could have had
the children make up endings rather than read the end which I did
not care for,

The children like the humor and catchy words that they can imi-
tate in a book, '
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The confusion began when I wanted the children to talk about
the felt board figures, Some were interested, but others wanted
to Ywatch colored T.V." and they made a lot of noise doing it, I
should have insist:d that they be quiet so we could hear each other,
The children who were interested in the felt board activity were
impatient to take one of ‘he figures, They didn't have much opportunity
to express their feelings because the period ended. Diane really
wanted to talk about her family., And Tommy identified with the older
brother, A ,

For next week, I must decide what I will permit, and what they
may 1ot do in class. I may plan for two activities so the children
cansplit up as they sporitaneously seem to do, Also I think I have
been planning activities which are too advanced to start with, I
must go back to som:thing easier until I learn the needs of the group.

November 11, 1965; Sesaion 4
Book: Secret Garden, Burgess
Activity: Drewings

I felt that we got a lot of expression of feeling today, and
since my objective was to clarify the meaning of feeling, where
fselings come from, and that there is a reason for feeling the
way you do, I accomplished my objective,

The objective was accomplished through group interection. I :
came to know the group much better today, and discovered how impor- ‘
tant my role is. I have to say the right things at the right
time in order to move the group along. I discovered that Steven
is a dominant force in the group, carrying a lot of power. He
affects Diane and Tor esmpecially.

In the middle of our discussion of feeling, Steven said to
Diane, "Diane always does the wrong thing," Other boys supported
Steven against Diane, I daid, "How do you think Diane feeis about
this?" Diane said, "I feel mad; I'm going to punch you in the nose."
Steven said, "You can't do that. . . Diane continued to express
her anger,

At this point I gave out paper to the children and asked them
to draw how they feel and where their feeling came from, I tried
to emphasize the seriousness of a fesling by saying "You'll have
to think about this; when you're ready for paper, I'll give you some,"

During the time they were drawing, thers was a lot of discus-
sion among them, especially among Diane, Eric and Steven, Diane
was really angry with Steven and expressing it in her drawing, and
verbally, She finished drewing Steven (throwing him over her shoulde:)
and drew the same picturs on the other side except it was Eric she
was throwing over her shoulder,
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The children brought their pictures to me to tell what they
drew. There was repetition of two themes-~punching in the nose , and
taking a book away, There were drewings of friends, family and
clasamates. Steven drew something entirely different than his
involvement with Diane, which leads me to believe ne just likes to
tease her.

Karin seems to support Diane; she follows her around., Pam
needs adult approval for what she does. Emily is independent.

After the drewings, I brought the group together and began

to introduce the Secret Garden. I told them about the two charac-
ters in the book. I was going to follow by reading a selection and
having the children identify the feeling that was expressed. How-
sver, at this time Diane finished her drawing, and interrupted, She
began making motions of fighting, imagining that Steven was in front
of her, I should have said something to her to bring her feelings
out, but I didn't, She decided to run away on her horse. She went
to the back of the room and quietly pranced around.

I started losing the children who decided that they wanted
to be horses too (Diane had come to where we were sitting at this
point), But I felt that this was not right because they were not
expréssing anything but restlessness. I offered a book to Steven
to look at. And I returned to the others. I asked them "Are you
interested in this?" They said, "Yes." But I felt as if they were
Just responding automatically, I said, "How do you feel about the
book?" Eric said, "I feel sad because of the crippled boy." At
this point I really felt ridiculous about the whole thing so we
stopped,

At the end I allowed the children to run around the room as
horses. Then they lined up to go back to the classroom. The at-
mosphere always follows the same pattern, It is a bulld-up to &
high pitch where the group falls apart, and Just runs around, This
ought to be controlled by me,

This class was successful in part, because of the interaction
between Diane and Steven and their opportunity to express their
feelings, But thers was no litereture involved. I must think of
& better way to bring literature into the class; and I need %o be
alert to say the right things at the right times.

Comments: Tom wants Andy to be his friend. There is a be
of a feeling about the difference bestween boys and girls.
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November 1965: Segsion 5
Book: Johnny Crow's Garden

This week the childien were generally restless ¢ ain, and
could not sit in chairs lrnger than two minutes, They moved to
the floor to listen to the story. The children still seam to
be looking for limits from me, and are not sure what they may and
may not do, This caused a lot of moving around until I began the
story, and thei: there wes still a lot of interaction,

They enjoyed repedting the phrases.after me, and guessing what
was going to rhyme with the animals. Diane liked this; she sat
beside ms, and said several times that she was not interested, but
she couldn't bring herself to leavs the group,

We had to change rooms in the middls of the story « « « we went
to the kindergarten room, and of course this intrigued the children,
They immediately began looking around the room, The girls wanted
to set up the little house, but I asked them not to touch the things,
This may have been a mistake because it would have been an oppor-
tunity for role play,

I sat down and had time to converse with children who came to
me with comments: Ricky, Karin, Emily, and Pam,

After five minutes, some of the children wanted to hear the
rest of the story., I read it.

Before we left, I asked the children to help ms plan for the
next class, Steve immediately decided they should have a play,
and the others seemed to like the idea, I did not ask what else
we could do « . . instead I went along with the idea of a play,

They immediately began planning a play--cowboys, Indians, pilgrims,
tm‘yao

I asked them several questions: do you think the people watching
will know what is happening? They suggested that we have an intro-
ducer, Steve, Ricky and Tom all wanted to do the introducing, Emily
suggested we have three parts to the play so the three boys could
all be introducers. Mike suggested that Andy be the introducer,
but Andy said he was not going to be in the play bocause he did
not like to act things out in front of people, I said that would
be all right,

I also asked, "Do you think everyone should be on the stage at
once? They said "No," there would be too much confusion. Thus, we
ended the class,

I learned more atout some of the children:
- Diane still uses her horse as a mechanism tc leave
the group, and to bother Steven. She stayed away

from the group while we planned s and Karin stayed
with her,
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- Steve sees himself as a leader of the group, and
thinks he can control the other children. Diane
won't let him control her.

~ Andy is shy, but has expressed himself in & variety
of ways; todu” he wanted :o be the teacher,

- Pam has trouble getting interested in anything:
she tries to be sweet and adult-like,

- Emily is very imaginative and can think of a
variety of ways to solve a problem,

This week I felt ag if there were good reasons to conduct a
class like this., Those who are interested can participate; the
others can find something else to do, However, those that leave
the group should not be the same children every time; I rust try
to bring them into the group by tapping their interests,

I think I will let the children go shead with the play about
Thanksgiving; and have them svaluate it afterwards. But they nesd
to develop a clearer idea about the play before they get on stage--
I hope I can help them realise this, I may take pictures of Indians,
pilgrims, etc. and let them build a story around them,

Next time we plan a session, I must push them for alternative
ideas; things are happening too fast, and the children are not
involved with the class.,

November 22, 1965: Session 6 (Eric absent)

There was a lot happening this week; the children were con-
fronted with a feeling of real frustration at not being able to
put on a play without planning. I did not meke them face their
failure and look at it; instead I "let them off the hook." This
is where I failed to see my role as &n adult, They wanted to
represg this experience and I permitted it.

After their first attempt to put on a play (which consisted of
children running around the stage, all making attempts to get the
play going, but with no organisation) I called them together to
discuss it. However, many of the childron did not come to discuss,
and I permitted them to continus making noise on the stage, i

children were listening, They decided to try again, .  with the
same confusion resulting,

Many children just gave up after this, I felt that I did not
know how to control the group so that they would be as productive
as possgible. »

The children did not like all the noise, but could do nothing
to stop it There was no consistent leader within the group; it
alternated among Enily, Steven, and MM.cky. Perhaps a leader wouid
emerge if they had more time to plan as a group,

e
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During the time the children were on the stage trying to get
going, they kept turning to me, expecting me to make the decisions
about who was to do what, I tried to support them in their feelings
but asked them to make their own decisions, However, I did not
support the group's feeling of frustration or push to resolve it,

Karin, Emily, Steven, Ricky, Diane, Lisa, really wanted to
have a play. Perhaps I could divide the group into two--those
who want to work on a play; and those who want to do something else,

I feel that I ought to set several limits for the group:
ls no fooling around
2, importance of listening
initiation--involved--aelf-directiva--productive.

December 2: Session 7 (Diane absent)

Today we began by sitting in small chairs which the children
found around the stage, and I suggested they bring dewn to sit on,
I had to use a lot of my authority today, insisting that the chil-
dren stay together and discuss what happened last time we met, what
their feelings were about it, and their plans for the future,

They remembered well what happened last wesk and were able
’ and willing to discuss their feelings: "too nolsy," yild,"
"everyone doing different things." They felt sad and mad, all
except Mike who said he felt happy,

They said they would like to try it again, Ricky suggested
that we do something about Christmas; Emily agreed because Thanks-
glving was over, she said, and Christmas was coming,

I asked for alternate ideas; and some of the responses were
Captain Hook, Alice in Wonderland » but all the children did not
know t' ese stories, and most of the children were determined to
have a Christmas theme, They all started shouting what they wanted
to be, and Ricky started telling them if they could be that person
or limt. Other children suggested that they would need a family as
woll,

Again I had to use my authority to keep order. The children
wore not listening to each other; I felt that this was necessary
in order to pursue and develop ideas, After the children said who
they wanted te be, many left the group from time to time, I called
them b&Cko

I wrote down what everyone wanted to be, Next the children
discussed how the play was to develop., ILisa, Emily, Karin, Ricky,
and Pam all gave many contributions. ‘his is when I should have
let the others leave and get interested in another activity, but
I had no other activities}
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It was very difficult for gome of the children to wait before
acting, They couldntt discipline themselves to plan, and were not
interested in it, However, they all wanted to have a part in the

play.
We stretched with a ! reak which seemed to help.

There were many constructive ideas about the sequence and
sst~-up of the play., I was surprised at their ability to work out
a lot of details,

We decided that next week we would discuss the play a little
bit, and then practice, The last week we would use costumes and
props.

Following is a list of the cast; and the sequence of the play
(I had no influence on these decisions):

Introducer - Emnily
Mr. Santa Claus - Ricky
Mrs. Santa Claus - Lisa

Elves - Tim, Eric, Sandra, Andy, Steven
Reindeer - Elizabeth, Emily

Family: baby - Karin
Father - Tom
Curtain - Mike, Pam
(1) Elves working at the table and cleaning up the house.
(2) Mrs, Claus cooking dinner for Santa, |
(3) Santa prepares sleigh:; rides to the house,

(4) Family goes to bed: baby in bed playing with toys,
father comes in and orders her to go to sleep.

(5) Pather goes to sleep.

(6) Santa Claus comes into the house and leaves packages
and f£ills the stockings.

(7) The family wakes up and finds all the packages.
Stage setting: divided into two parts --

House

{ Family 1 Santa Claus
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December 12, 1965: Session 8

Today the children were anxious to continue the play they plamned
last weeks I had decided to have only those who really went to put
on a play working on it. The others could have a story. However,
all the children wanted t. work on the play; but they did not want

to do anymore planning, They got up on the stage and began arranging
it.

Steven started telling the children where the props should g0,
and he got the elves working at the table. But the group never got
beyond that point,

There was confusion, noise, and no direction for the children,
They each nad their own ideas about what to do. They could not get
organiged, and no one child could get control over the others.

"I brought them together and we discussed it. I kept throwing
out questions until Eric got the idea that there was no one to
direct the group, and everyone was doing what he or she wanted to
do, Eric decided to be the boss. He wanted them to plan, but
Ricky was & disrupting force because he wanted to be the boss.

Eric couldn't get the children off the stage to discuss. He was
going to tell everyone what to do. Lisa and Karin were trying to
help him get the others together so they put the chairs in a circle
for the childran to sit on., Steven got angry bscause the chairs
were supposed to be on stage for the elves,

Eric had some support from some of the children but none from
the others, Perhaps I should have weeded out some of the children
at this point? - some of the children seemed to want to Just fool
around,

I felt at a loss about how to help the children discover a
way to work out their problems without sitting still and talking.

There were many feelings expressed by the children. Eric was
very angry with the other children. I asked them to mark how they
felt on a piece of paper which had a continuum from sad to happy.
All the children marked sad or mad except Elizabeth who was happy.

December 16, 196

This class period was spent in having the children answer
questions which I had made in order to evaluate what happened in
this class, and to see if the children came closer to a "free-mindedness
than they had in their usual classroom.

I used a series of questions related to pictures for the children
to mark according to how they felt,
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Following are the questions (pictures correspond here, also):

(1)

(2)
(3)
(4)
(5)
(6)

(7)

(8)

Which picture shows what you thought we were going to
do when we met for the first time?

Which picture s »ws what you usually did?

Which picture shows what you usually wanted to do?
In which classroom do you have better ideas?

In which classroom can you tell about your ideas?
Who's the boas in each classroom? Dreaw a teacher
standing in front of the chairs if you think the
teacher is the boss; drew a child sitting in a chair
if you think the child is the boss; don't drew any-
one if there is no boss,

In which classroom would you rather show how you feel
about something or someone?

Show how you feel about beirg in your reg"lar classroom
(mexic anywhere on the continuum),

‘ (9) Show how you feel about this class,
(10) Show how you feel about me and what I've done,
(11) Show how you would feel if you always had a class like
this in school,
No. Responses for each possible answer
Crestion Possible answers:
1 2 3 I\ Total No,
Which picture shows what you
(1) thought we were going to do
when we met for the first
time? 0 5 7 1 13
‘ Which picture shows what |
(2) you: usually did? 2 L 1 6 13

Which picture shows what you
(3) usually wanted to do? L 6 3 0 13
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Queptionnaire continued
No. Responses for each possible answer
Question Possible answers:
1 2 3 I Total No.
Possible answers:
1l 2 both Total No,
(%) In which classroom do you
have better ideas? 1l 2 13
(5) In which classroom can you
tell about your ideas 3 5 5 13
Possible answers: Total No,
Glasproom 1: Clagsroom 2:
teacher 4 teacher 8
6 “hots the hoss in sech chiid 1 chilad 2
(6) classroom? no one 8 no one 2
teacher &
child 3 13
N Possible answers: Total No,
In which classroom would
you rather show how you
(7; feel about something? 1 2
(7) or someone? 8 6 1
R - B PRS- ———
# 8-11 Possible answers:
Good Pad Indifferent Total No,
(8) Show how you feel about béing
in your regular classroom, 8 2 L 1
) Show how you feel about this
(9 class, 8 1l 4 13
(10) Show how you feel about me
and what I've done, 12 0 1 13
Show how you would feel if
(11) you always had a class like
this in school, 9 2 2 13
‘ W . N R R R o




Results:

The previous page shows the number of responses for each

possible answer. Following are the most common responses, and the
ratio of those who gave that response to the number of responses:

Question 1: 7:13 childrea thought we were going to discuss in our

class,

Question 2: 6:13 children usually interacted directly with me

during class,

Question 3: 6:13 children usually wanted to look at books in

our class.

Question 4: 11:13 children felt they had better ideas in our

class than in their regular class.

Question 5: 5:13 children felt they could tell about their ideas

in both classes; and 5:13 thought they could tell
about them in their regular class,

Question 6: 2:13 children thought that there was no boss in our

class; and 8:13 thought that the boss was their
teacher in their regular class.

Question 7: 8:12 children felt that they would rether show how

they felt in our class,

Questions 8

& 9: 8:13 children felt good about being in both classrooms.

Question 10: 12:13 children felt good about what I had done.
Question 11: 9:3 children felt good about the idea of always

having a class like ours in school,

Generalisations:

(1)

(2)
(3)

(4)

Most of the children did not do what they expected to be doing
in our class; nor did they do what they wanted to do,

Most of the children actually wanted to read books,

Very few children saw the class, or wanted ths class, to

- be chaotie,

Most of the children fakt that they had better ideas in my class,
but they felt that they could axpress their ideas just as well
in their regular class,
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(5) Most of the children saw a difference in the role that the
teacher played in the two classes: I was not thought of as
the boss; but their regular teacher was,

(6) Most of the childrei. felt good about both classes,

Implications:

(1) The children either did not answer the questions in the way
they really felt: or else ny interpretation of what was going
on in class was quite different from theirs, Or a third
possibility was that they interpreted the pictures differently
than Io

I would have answered the second question by marking the first
picture--that of chaos} Somehow, I did not communicate or
"feel with" the children during class,

(2) If the children really wanted to look at, read books in our
class, they never expressed the desire, even when they were
asked what they wanted to do,

(3) For every response that compared the two classrooms, there
Wis a slight difference in favor of our class except to
Question 5, Perhaps I made some progress after allg

Conclusions in Relation to Teaching Sessione:

»-fter re-reading Kubie, and reading my Log I feel that I did
not do enough to move the children toward developing a "freemindedness'
and a "self-knowledge." The childrens® behavior followed a similar
pattern each week: disinterest in discussion of the literature,
rejection of any atteapts to become organized » &nd expression of
dissociated aggressive behavior, They sometimes seemed to be ax~
pressi g inner conflicts, but they themselves were not aware of it,
They were not learning to control or direct their inner processes.

I feel that this repetitive behavior on the part of the children
was demonstrating & phenomena that Kubie describes in his book,

Neurotic Distortion of the Creative Process (p. 131):

Precisely here is where the educational system,
the neurotioc process, and the emotional demands
of the creative impulse come into a three-way
collision, For reasons which I have tried to in-
dicate, the imperious creative impulss frequently
arises in a young man or woman who is rebelling
against all external authority, yet who has un-
wittingly remained enslaved to his own unconscious,
He brooks no external interference: but also will
not welooms any well-meant efforts on the part of
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others to help him to become free from the
internal slave-driver about whose existence
he is both unconscious and paradoxically
defensive, Therefore he rejects not only
formal educational responsibility but also
any depths of s~lf-understanding,

This pattern of behavior expressed by the children was a result
of my failure to clarify for them what the class was intended to
do for them, I did not play an active enough role in bringing their
feelings from an unconscious axpression to conscious awareness,
If I had done this, I could have moved further toward bringing about
& preconscious thought process,

I think I could have done this in two ways:

(1) Control--the physical psrmissiveness which I allowed
was not beneficial to my method s it consisted of random
reactions on the part of the childran, I axpected them
<0 Junvnstrate an independent responsibility before
they had a chance to learn it, I should have told them
in the begimning what it was we were going to do so
they could have had an idea about how to react. This
way their reactions would have been more meaningful,

(2) Activities—-at first, I plamned activities that were not
appropriate to the neads of the group; and then I stopped
planning activities and left everyiiing up to the children,

I should have started out by plaming general activities
which would appeal to, and stimulate the group; and after
I started to know the children, I should have planned
activities which would be helpful to particular individuals,
This would include using spontaneous group interaction,
and a choice of activities,

h Neither of these points limit our proposed method of
teaching; they simply help to get it going on the right
track,

A Second Look: Statement of Psychological
od and Its A cation

I feel now that I can attempi to give a stat.ment about our
method of teaching, and how it might be applied,

Statement of Purpose:

My purpose in teaching is to use literature to help the child
develop self-kriowledge, thus moving toward inteliectual and emotional
maturity., This can be done by giving the child insight into » and
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freedom from, neurotic deviations, i.e. repotitive dnd automatic
responses through ths unconscious without realization of why and
what,

I want to prewvent both neurotic submissiveness and unconscious
rebellion, Through literature I hope to enable the child to see
poesibilities for change by reacting to past experiences ani seeing
new relationships amon~ them, thus freeing the creative potential
of the preconscious,

I want each child to have the opportunity to develop an in-
dependent responsibility to others and to himself., He can do this
by learning how he can use that which 1s inside himself to bring
about creative thought and expression; and by discovering the common
human condition that he shares with others,

Applicaiion:

The prodlem which .ies ahead is to bring this theoretical
purpose to practical sig ificance, Following are some teacher
behaviors which I see as consistent with my purpose and necessary
to accomplish it.

(1) The teacher does not have predetermined expectations
for pupil responses, but encourages expression of new ideas,

(2) The teacher encourages the children to share their ex-
periences, memories, plans, and ideas through the media
of literature; and to reshuffle these experiences to
find new meanings,

8, use of words found in literature to discuss
emotive connotations,

be ©respect for each other's ideas and discovery
of comnon feelings,

(3) The teacher uses the classroom situations as an opportunity
{or children to resolve their conflicts on a conscious
evel,

8, the teacher supports the child, both ve
and unconditionally, when he attempts to carry
through a problem,

b, the teacher is aware of the interaction of the
group,

(4) The teacher encourages children to study and learn from
their own errors,
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(5) The teacher helps the children to see the rvlationship
between inner and outer expsriences,

(6) The teacher knows her children well, and is constantly
alert to their individual problems and growth,

(7) The teacher respscts the integrity of each child, and
tries to eliminate amdous and guilty feelings about
expressing feelings and ideas..

(8) The teacher realises that all children will not be in-
terested in one activity all the same time; and therefore
plans for and permits a variety of simultaneous activities,

(9) The teacher knows the charecteristics of the ags group
with which she is working, and plans activities accordingliy.

- first grnddro can sit #1ill for only short
periods of time, and need a balance between
active, and less active periods of time,

(10) The teacher is alert to and encourages spontaniety in
her class,

- she plans activities, but they are flexible.

(11) The teacher helps the children bescome aware of alternatives
from which they can choose,




Intern's Log - "Lit" Section

Ojoctive -- Cultivate an awareness on the part of the child of the
stracture of literature, i.e., every story has a structure made up
of different elements which fit together neatly to form a whole,

Lesson I -~ Peter Rabbit

INTRODUCTIN: Stories--what can we learn about them?
What ls a story?
Where do they come fiom?
Why do people write them?

TODAY: "Tale of Peter Rabbit" by Beatrix Potter

Why did she write it--to cheer up little boy--5 yrse--
sick--sent in letter--likud it--made a book--cther
children can enjoy.

STORY

Discussjon: Was this a story?
What makes it a story?

Are there some things all stories have?

This story: Who tells it? (narrator)
Who is in 1t? (characters)
What happens in the story? (plot)

Changes: What would this story be like if ~-
Parmer McGregor liked rebbits? (tension)

Peter had blusberries and milk instead of going to bed?
Peter hadn't lost his clothes? (morsl)

Found some things in this story. Do you think we could find
some of these same things in another story?

Next week — we will try.

Look this week too in stories you read,

October 12. 1965
Lesson I

My group consisted of fourteen first-graders from the middle
reading section, After bringing them from their room, I had them
8it on the floor and then introduced myself, We talked a little
about what we would be doing--i,e. learning about stories--and also
about their names and how I might learn them,
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Interest ran high in the discussion sbout what a story was,
where it came from, etc. Telling about why "Peter Rabbit" was
written seemad to make the discussion more meaningful to them,

The children wers quite attentive while listening to the story.

Afterward I introduced the concept of a narrator but time and
attention span were both rumning out and I didn't go farther than
this, Next time I'd like to discuss this story again hefore going
on to another., It's one they will probably remembe> since most of
them know it and I feel they can yrofit from the discussion I had
planned for afterward. )

All in all, I think some generel ideus about stories » Writers
and motivation for writing were communicated.

Lesson II --Whatts in a story?
IAST TIME: What & story is -- Where stories come from.

TODAY: What®s in a story? Are there things we can find in
every story we read? Almost every story? Should we
look to see? Why?

Bulletin board--
Stories, Things I think we can find in a story.
You may think of more; some we may not find at all,

Petear Rabbit--~
Last timo we talked about two things (or elements)
that this story has: (1) author (writer); (2) narra-
tor (atorytoller).

What else--Who's in story? (characters) Other
stories? If you wrote story?

What happens? (plot)
change ending or --Mr, McGregor likes rabbits,

Is there a lesson in it? (iorel)

What should Pster do next time? Why? What if Peter
had blucberries and milk instead of going to bed?

What if Peter hadn't lost his clothes?

Little Hlack Sambo-~
Are some of these things in this story?
Author -- why writtan?
Jisten for others.
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October 19 1965
Lesson II

I don't feel terribly successful about today. The children are
still vague on what they .hould be looking for, and rightly so. I
feel they now understand what an author is though, but we slso
talked about the narrator. I found this quite difficult to explain
and differentiate from authos. They thought since it was the person
who saw and told the story, it must be the author,

I wanted to get into characters and plot today but felt their
attention span wasn't able to bear this. After about a fifteen-mimute
discussion I read them "lLittle Black Sambo." Wo talked about its
author and why she wrote the story. Again I tried to describe the
narrator but I think the distinction was lost on them. Perha;s if
I review some discussions of the narrator I will be able to a_proach
it from a different angle. |

In sum, the children are now eware that they should be able to
find some common elements in the storiss we read. Author and narra-
tor are two of these. Perhaps this is enough for only two s=~ssions.
I may have been expecting tco much from them. Next time I think
I'll go on at least to plot--perhaps characters too if I can. None
of this is very deep yot, I realize, but an awareness of structure
must certainly come before its analysis.

Lesson III - Characters
Element ofi scory -- suthor manipulates -- fit together

IAST TIME: Story about who?
First story was about who?
Other stories--who are they about?
If you were to tell a story, what or who would
you tell about?
The people, animals -~ or anyone in the story --
is called a character,

Let's look at the characters in our two stories:

A. Peter Rabbit

Who did you like best? Why?

Did you like Mr. McGregor?

Did you like Peter?'s mother?

If you could change anyone, who would it be?
How would you changs him? -- effect on
story? (author manipulation--interaction
of characters--opposing forces)

B. Black Sgg;b_g
Same type of discussion,
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If we wrote a story could we make our citracters any way we liked?
Could we fit them together so the story would be a good one?
lot's try it~
Decide what story is to be about. Who should we have
in it? What happens? (Have children dictate story--
write it dow1.)

Lesson III -- Charecters

We had an exceptionally good discussion today about characters,
Although we didn't write our own story, we did talk about the stories
we'd read and the characters in them, They realised the distinction
between objects and characters--we talked about the butter in "Little
Black Sambo" and why it wasn't & character--how we could make it one,
etc, (The "Little Blue and Little Yellow" story would illustrete
this point very well, I think,)

How one character change could completely change the story was
brought out when we changed Mr. McGregor into a nice farmer, We
-alked about what the story would be like if we did this,

The author'y prerogative to design characters any way he
chooses was also brought in,

I introduced "title" as another element of every story and we
discussed this briefly,

We only had ten minutes left but rather than compose & story
I decided to read Laure Bannon's "The Other Side of the World"
80 we could talk next time about point of view,

Although we ran about five minutes overtime, it was a good
session.

Lesson IV -~ Point of View

People look at things in different ways--example, watching
T. VO ht@o
Happens in a story too--sometimes see what author thinks ’
sometimes see what a charecter thinks,

(chart below) sometimes see what narrator sees
In Peter Rabbit was farmer nice? Who thinks so? '

How would Mr. McGregor tell the story of Peter Rabbit?

Important--to see who's eyes the story is looking through.
Choices: author, narrator, characters
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"Other Side of World" -~ Who's eyes?
Pe 1 - Narrator
Pe 2 - Motherts (character)
Pe 38 - Narmator
Pe 39 - Mother
p. 48 - Nara: tor

Narrator seso both sides of world -- tells about America and Japan,

Lets charecters tell how they feel sometimes -- boys?! mothers,
Most of story -- eyes of narrator -- sees everything,

How would Jun tell this story? Could he see America like the
narrator can?

Who can see most? (chart)
Author
may let narrator tell
may let character tell

Character sees leaspt—-
What does Mr. McGregor see--doesn't see rabbits!
blueberries and milk--narrator does.

Lesson IV -- Point of View

Our discussion todsy was less of one than usual in that most of
it was my giving and their receiving ideas. Again, it's difficult
to tell how much they absorbed but I found the graphic representa-
tion of author, narrator and characters to be very helpful..

They did centribute to the discussion of point of viev;, when
related to their own experisnces and to the Tale of Peter Rabbit,

It took them awhile to get interested in "Little Rlue & Little
Yellow" but they were fascinated by it, once they did. They did a
fine job of anticipating future events in “he story and enjoyed
it immensely. We talked a minute about the colors as characters
and for next week I asked them to think about why they were charac-
ters--what about them made them characters.

November 9, 1965

Lesson V - Constructing a Story

Materials -~ Picture cut into five pieces, each with some
character or interesting object, As & whole it tells the
story of the jolly green giant loading trucks with vegetables
and sending them on to market.

~.
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Objectives--
Ilustrate: limited view of character
different points of view
interrelatedness of parts and parts to
whole

I'm leaving this les.nn relatively unstructured for various
reasons, I want to see what the kids will come up with on the.ir
owne And I'd like to see how fruitful such a lesson can be in
unifying the pointing out some of what has gone before and how
meaningful it has been for them,

Activity: Pass out parts of story. Ask children to tell a story
about their "picture,”
Put the whole picture together and have the class tell
its story.
Coatrest this with the stories of the separate pleces,

Lesson V «- Constructing a Story

It was fun for the kids to tell their own stories today and
they did quite well., One thing I hadn't anticipated was that they
all knew the jolly green giant story, Xven having only a riece,
they could reconstruct the whole. Because of this, the story didntt
change much when we put the pieces together., That is, it really
didn*t give them any new ingights to see it all put together, since

A pioture they were unfamiliar with may have illustrated better
the incompleteness of a characterts viewpoint as well as the rela-
tion of part to whole better than this one did,

lesson VI - Message

Stories not always written juet for fun.
Author sometimes has something to tell you.
A story is a good way to say it.
How about Peter Rabbit--do you think there was a message in it?
Was the author trying to tell us something? What?
Clues: Peter disobeys, then loses new clothes, has
Narrow escape, gets wet in sprinkler, goes
to bed sick,

Message: Thirgs +0 wrong when you dv waat youtre
not suppesed to, |

Iittle Black Sambo
Message: Being a bully doesn't get you anywhere,

Tigers - LBS (Little Black Sambo
Tigers —~ themselves didn'i): fight--comes out
.ahead

Read: The Three Bears -- look for nessage
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November 16, 1965

Jesson VI -- Megsage

We began our day touay by telling about things wetd like other
people to share with us. This was fortuitous and unplanned on my
part but since many of the children had things to tell, we proceeded ‘
from here, I then suggested that perhaps an author might have some-
thing to tell and put it into a story, I explained how my Dad used 1
to tell me stories about myself in order to tell me something, e.g.
it's time to go to bed. I suggested that perhaps some of the stories
we'd read had a message like this in them.

m_%g_\gg was retold by one of the children. He stressed
the fight of the tigers and their end, which fit in nicely, I

brought out the '"message" in this story and we talked about it for
& fow minutes, I suggested thinking about Feter Rabbit, hoping
they'd gotten the idea. Their comments were quite good--Pster was
naughty, had to go to bed, other rebbits were good and got to stay
up and have blackberries and milk. But try as I would, I couldn't
get them to put this in tems of boys and girls and the berefits
of obedience, I do feel though that aithough they werentt able
to verbalize this, that they did have some grasp of the morel in-
volved, The comments made about the story were certainly relevant
to its message although they couldn't tell it in so many words,

Next I introduced the story of The thpep Bears and reminded them
to look for its message--it does have one. We read the story and
I dismissed them asking them to think and talk about tho message in
this story and promising them that we'd talk about it next weei.

An encoureging day,

Lesson VII -- Measages
Listinguish moyel as a certain type of message from ths author.

e Th )
Message: Don't touch things that don't belong to
you without permission. (See if children
can arrive at this sonclusion inductively)

Introduce message in Qther Sido of the World -- People may
look different and do things differently but they
are really same, Have same feelings about life,

Different from other messages--doesn't tell reader to
act in given way., Not telling us to "be good" like:
28mbo - bully; Peter Rabbit - obsdience; Thres Bears -
respect for property.

How does each of above tell us to be good?
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Other Side of the World -~ gives message —- doesn't tell us
to Y"be good."

When message of story tells us how to act -~ it is called & igorel.

d Ijttle Yellow -~ & moral? a message?
- clothes don't make the man 3
- friends affect our behavior--change us,

Tico-- |

Leszon VII - Mespage

We talked about the morel in "The Three Bears" and the children
decided the author was saying we shouldn't act the way Goldilocks
did, She wasn't courteous, We discussed--reviewed--the morels

in Peter Rabbit and M%Mm and I reiterated the defini-
tion of a morel: the mo of a story tells us how to act.
Lesson VIII -- Flot

Last Week's story --Tico
Who can remember what happened?

* What did Just tell us?
Whole story?
Part of it? What part?

PLOT is what happens in a story, |
Exerrle: story about going fishing--went fishing and
caught ten fish; as I was coming back to shore
I dropped my bucket and lost all of the fish,

What didn't I tell you about this story?--
Whare I went--setting
Who was with me--characters
What was the Mgpgage. if one?

Short way of telling story--just tell plot, lLeave out
8 lot but it tells what happens in story.

Lett's try it--
Tae Three Boars
Littls Hluo and Little Yellow
Little Black Sembo

Lesson VIII -- Flot

An attempt to distinguish plot as an element of the story was
made--as opposed to setting, characters s message and other elements
of & story. One child retold Tico very well and the others seemed

"y b b
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The_Three 8 and I made up & plote I'd planned that we would
then eh thip skeleton with other parts of s story to com-

Plete i}/

P4
/ﬁy thie time, though their attention left something to be
dedired and the attempt was unsuccessful. ~

’ The last few weeks have shown an increasing problem with dis-
cipline. I'm not sure where the blame should lie--the content itselr,

or the fact that I've given them too much freedom from the start,

I'd like to think it isn't the latter since it seems if the lesson

is interesting enough their attention would be held, I can't help

but feel that much of what I'm trying to do is beyond the capacity

and experience of -a child of this age.

also to remember it as they helped him in spots. We also retold

Lesson IX -- Story Endings

Sometimes before a story really ends, we can imagine what
the ending will be like--Tico--we all knew friends would take him
back befors we actually read it,

Sometimes a story might end in two or three ways--the author
chooses one, you might think of two or threes more.

Endings can be happy, sad or funny, wuat kind of endings
do you like? Why?

Story--"Who Took the Farmer's Hat?"
While I r..d it think of how yoy would like this story to end,
(Read story up to a point. Children make up endings--drew
& picture of it--tell it to class,)

Lesson IX -- Completing a Story

I think this type of activity has much potential, although I'm
not at all sure I carried it out in the best WAy possible.

The discussion wasn't good at all--I couldn't seem to glean any
creative ideas from them as far as endings tc stories read previously
g0 I think they are tired of re~discussing these same stories,

The activity itself want well--interest in the story ran high
and the drawings showed that most of the children understood the
problem and did create endings for the story. A fow of the children
showed their pictures and told how they would end the story.




APPENDIX C

INTERNS®* BVALUATIONS OF TRAINING PROGRAMS

"Peych" Se¢ction - Intern 1
I felt that the first part of the training phase was successful

and beneficial in developing a theoretical basis for our method of
teaching, However, I felt it was not successful in developing prac-
tical applications for teaching,

I realised and appreciated the fact that Mr, Mann could not tell
us what this method was all about until we read about it; but that
through the reading and a weekly discussion we could gradually gain
a feoling for it, |

The resding material was helpful, and adequate for a theoretical
understanding of forces influencing creat.ty. The weekly discussions
were helpful in clarifying and expressing my thoughts and reactions
to the reading.

However, we had no prectical preparetion for the classroom teach-
ing phase., I feel that two additional parts should have been added
to the program: (1) observation of severel first-grede classrooms
which would range from a structured and rigid method of learning to
8 flexible and creative method of learning. A discussion about the
teacher behavior, and child beshaviors observed would be helpful;

(2) A ccnsultant who could have talked with us about our proposed
method of teaching, giving us an idea about what behaviors we might
expsct from the children and what we might do to elicit the desired
behaviors,

¥This is the intern who was selected to participate in the
experimental phase .f the study,
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I felt that the second part, or teaching ph&se, of our training

program was characterized throvghout by a vagueness concerning evi-
dsnce of our success in carrying ovt our objectives; and hy a series
of unsuccessful experiences for both myself and the children with
whom I was working.

I felt the necessity of a model from which I could get an idea
about what child behaviors were indicative of a free-mindedness, or
growth toward maturity. I was at & loss as to what behaviors to rein-
force or "call up' from the children, And I was not certain about
what behavior in myself was bringing about the responses in tﬁé
children, Throughout the semester, I was convinced that I believed
in sur theory, and was willing to do anything to bring it aboute . «
but I never felt as if I accomplished much,

This feeling indicates a need for more vvaluation and more plan-
ning after each week's teaching period. I think it would have been
beneficial to hav~ a tape recorder, or video-tape for each teaching
session; but more important, to have a chance to tal!; about the ex-
perience directly afterwards,

C-ncerning our weekly discussions, I feel that they should have
been more meaningful, As it was, we wers dealing with scmething
unknown, and the answers became more vague as we grew apart through
different classroom experiences. Mr, Mann had a definite idea about
the theory of our approach, but he did not offer ony definite ideas
about applying it to the classroom, It seemed that although we
felt free to talk about our problems, no one gave constructive sug-

gestions about how to solve them,
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I thinlg soms of this vagueness would have been eliminated if we
had been able to observe sach other in the classroom situation, or
to have video-tapes of euch class. This would have made it possible
to givg each other suggestiones for improvement, and to ask each !
other questions about what we did, and why. At this point, the .
theory was not the thing to focus on--the practice of tha theory
was vital,

The consultant that we talked with during one of our sessions

helped me a great degl in clarifying what it was we were trying to
cio, and how to do it. I would have liked to make this kind of 1
session more regular throughout the semester,

The reading that Mr, Mann reco?monded to us was helpful in

| planning and evaluating my class; but it was neceasary to read a lot

to find a little that applied directly to uuuching a first grade,

In short, I was satisfied with the theorstical aspects of the
training phase, ™:t would have liked to have more practical suggestions

for teaching. I realige that there are not a lot of resources of this
type available and that we did not have enough time during the semester
to do 1 lot more., I enjoyed working with the group because of the
free atmosphers we were in, which permitted us to explore the litera-
ture in this area and experiment with its application in the classroom.
I feel that it will be an invaluable experience for me in my future
teaching,

And, in gpite of my‘criticisma of the courss, it did accomplish
what it set out to 40 , » « to be a training period for planning

next semester's teaching,




"Paych" Section - Int 2

In evaluating the training progrem, I may exhibit a slight
negative bias, Thia is due to the fact that I was not satisfied

with my performance with the children. It is easier to blame the
training program than it is myself, First of all, I feel the best
part of the training was the atmosphere created between Mr, Mann
and the interns. Gne could always give and receive an honest answsr,
it seems that it was this sort of atmosphere we wanted to create with
the children. The feeling was achieved by asking us what we thought
we should do on the basis of our reading and discussion. It was
clear the intarms had a job to do, and Mr, Mann would accept our
opinions and ideas as valuable..

However, this same technique had a serious drawback. We were
dealing with the 'concrete implementation of some very abstract ideas.
I never felt sure whether or not I was on the right track. One of
the most valuable things was the feedback I received from Mr. Mann
when he observed me, As a result of this, I was able to get a liitle
better picture of what we were trying to do, More feedback should
come from Mr, Manmn as a result of tape-recorded sessions and live
observations. '

The three interns as a whole, in the treining session, didntt
interact enoughs Each Thursday was like a symposium rather than a
discussion, One reason for this is that we weren't all aware of
what the others were doing until we met in class, I feel more group
planning in the meetings on activities and books would have been help-
ful. During this Mr, Mann could havs offered suggestions, approval,
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and criticiam as to the relevance of the activities to our objectives,
It was because of this sense of almost secrecy among the three of us
that I felt we were competing against each other. Competition has,
of course, good and bad aspects, It keeps you trying, but it keeps
you & loner. More cooperation in the planning of the program among
the interns would have been very helpful.

Speaking of objectives~-someplace in the action of our experiences
I lost sight of ours, They were (1) provide an antidote to the
situation in which children have been taught not to trust their own
intuition and (2) allow children to have a certain freedom of mind,
On rereading Kubie, I can now understand better what he is saying,
but it is not what I thought he was saying throughcut the training
phase, Reexamination of Kubie periodically in the light of ou ex-
periences would have been helpful. e

Besides tape recording the sessions with the children, it would
be & good idea t~ tape record comments the intern would care to make
immediately after leaving the children. These aocounts may be more
colored emctionally than a written log, but they would be a good
source to write the log from. Many times by the time I reached home
I had no ambition to write. but had a great desire to talk about my
experiences, Writing, howsver, does make you more objective and or-
ganiges your thoughts,

Now that I have aired my negative bias, I would Like to say that
I enjoyed the course very much and believe I Lave learnsd something
about a veluable aprroach for working with children. The training did
put more and more focus on how to do what we were trying to do as it
went on., This is evidenced by the fact that I feel as though this was
‘the beginning of the project and not the end,




“Psychtt Section - Intern 3

I wuet honestly say that I have enjoyed being a rart of Mr, Marm'e
study.\ I woﬁld have liked a little more guidance and help, However,

I know that I learn on my own if I am interested and stimulated encugh,
I took this idea of Mr. Mann's lightly at first, then I began to see
myself actually applying his ideas and Mr. Kubie's,

Being able to discuss problems each Thursday was eye-operiing for
me. I could compare and learn from the others, as well as hear thieir
comments about my experiences. Discussions opened my eyes &as to how
I might be a potential teacher. Realizing that control, respect,
understanding, patience, flexibility, consistency and communication
are some of the fundamental praectices helped me. Now I have more
an idea of what they mesn and hold for me in practice, I would have
liked to discuss more with ihe othe:ps in this experience to find out
vhat was most valuatle to them, Mr. Mamn's appréisal of our group
would have been nice to know, too. For me, I formed somewhat my
own appraigal as I typed out this paper and reviewed my seuester's

experience,

*1it" Section -~ Intern 1%

The following lesson plans and comments represent a summary of
the preliminary work done on this projects, During this time ol?jectives
were being worked out, literary principles and teaching techniques
were being sought. This planning stage was valuable in giving form

¥This is the intern who wes selected to participate in the
experimental phase of the study.
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and direction to overall plans for the project, What is here
represented is but a amall part of that plamning procedure, None
of the leason plans represent a finished product of an ideal ‘plan
for this project. They do represent trials--tests of technique and
ldeas, some of which will be incorporated into the teaching sessions
in the coming semester,

In looking back on this work, I would make these general criticisms
anc suggeations:

(1) These lessons were too concentrated and the time lapse
between them was too long. Theuse considerations could not be other-
wise, but it ie well to remember them in appraising the work done.

(2) The generel emphasis throughout the nine s3ssions was on
specific elements of the structure of the short story. I think it
would have been wiger to deal more with thu ganeral principles of
literature outlined previously. A general understanding of these
would make the s*dy of specific structures more meaningful ,

(3} Beginning the work with a problem situation more directly
relevant to the childrens' interesta may have stimulated more of a
desire *o learn abcut literature-—as opposed to the desire to please
the teacher, which seems to come naturally for the majority of
first graders.

(4) A wider variation of activities would have been another
desirable change,

(5) Some of the concepts may have been presented in terms which
prevented their comprehension by children of this level, 8¢8s distinc-

tion between narrator and author's point of view,




In viewing these criticisms, however, it is well to keep in mind
the purpose of these sessions, Experimenting with topics for dis-
cussion, ways of approaching problems, and choices concerning what
problems to deal with were the main objectives here. And the work done
proved to be very fruitful in these areas. The fact that after having
done this work, the above criticisms could be made is important,

They could not have been made before actually trying out some of
these ideas in the classroom; and the fact that they have been made
will expedite changes and improvements for the coming semester which

otherwise might have gone unnoticed and unremedied.

"Lit" Section ~ Intern 2

A review of this gemester's experiences results in mixed emotions,
There were many valuable things to be gained by my experiences, all
influenced by events in the classroom. A mistake on my part was not
to continually look at my log and draw from past experiences, Each
week I tried to start something new in hopes of obtaining better
results. However, if T had referred to the log, I would have been
able to use the suggestions written the week before, and see my atti-
tuds and how it was influencing the students. Another result of not.
looking at the log was that I lost sight of the original objective,
and found myeelf trying to plan activities without a real conception
of what I was trying to achieve., I think this affected my attitude
which was then passed on to the children and exhibited in their lack
of interest in what I was doing., Here it was my responsibility to make
the work interesting and make them feel that this information was worth
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learning. I have learned too that I must demand the attention of the
kids but only if I fulfill my share o; the responsibility.,

An evaluation of the tx:ain:l.ng program is also colored by my
classroom experience, One question is whether it would have been
desirable to have more guidance and concrete suggesticns for our
class work. Before the begimning of the training sessions, I was
undes the impression that we would be told what we had to do--we
weren't--but I am begiming to realige that the amount of freedom
we had was beneficial because I think we learned more by making our
own declgions and mistakes. If we had been told what to do we would
probably have learned noihings In this situation we created our
own problems and had tc seek our own solutions, and this was a very
L valuable experience, One need I felt in the treining program was for
mors discussion and materials on the basic p:rinciples being taught,

I folt that I was unprepared to discuss these things with the
children, since T knew so little about them myself., Another problem
was the lack of feedback in our work. Earlier observation, as dis-

cussed in clase would probably take care of this, but at several times

duri v+ the semester when I lost my direction, an outside opinion would
have been helpful, My main feeling‘ at the end of the training session
is that I have done little in accomplishing the goals set out for the
project at the bezimming of the term, However I do feel that I have
gained some very valuable opportunity that I could not have gained in
a normal classroom situation, and I thank you very much for giving

me this opportunity,
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nLi*n Section - Intern 3

I see two revisions that would have helped the training phase,
One would be more observations, at regularly scheduled intervals,
Thus we would have had a better chance to revise and rechannel our
etforﬁe earlier. The other would be more emphasis on children's
literature itself. Perhaps a guest who knew more about children's |
books could have given us some annotations on the lists we received,
I realize that this will be done for next semester but it would have
helped me earlier this semester, Also tape recordings probably would
have helped for better analysis of the sessions.

The study itself seems to be limited by the age level of the
children. Their age seems to limit the attention span and thus, the
amount of material “hat can be covered, ‘1he age level alsv limits the
method of presentation, They must listen to it being read to them;
they cannot reac¢ it themselves, Studies on listening indicate that
critical consideration of materials is difficult when the only pre-~
sentation is through the auditory channel, (Witty and Sizemore,
"3ty ¥ ‘s in Listeningl® NCTE Reprint, 1959) It appears that over a o
longer period of time and with use of visual, in addition to auditory,
medie these limitations can be overcome. Also, given the age group,
studies show that listening is more effective than reading for gain-
ing knowledge. This factor indicates the value of auditory presenta-
tion to first-graders. These factors may not have a definite effect
upon ths results of this study, but they ahoﬁld be considered in the

methods used for presentation of children's literature.
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APPENDIX D

CHTLDREN'S BOOKS USED IN STUDY

Bennerman, Helen. little Black Sambo. Philadelphia: Lippincott, 1923.
Bannon, laura. The Cther 3ide of the World. Maaaachuaetts; Houghton, 196

Brown, Margaret Wise, 'Nibble, Nibble," Poems for Children. New
York: Scctt, 1959,

Fatio, Louise., The Happy Lion. New York: McGraw-Hill, 1954.

» The Happy Iion in Africa., New York: Whittlesey, n. d. '
Flack, Marjoris. Walter the lLazy Mouse. New York: Doubleday, 1965.

Freeman, Donald. No the rman, MNew York: Viking Press, 1959,
Gay, Zhena, I'm Tired of Iions., New York: Viking Press, 1961,
Iwamatsu, Jun. Crow Boy. New York: Viking Press, 1955,

Jaques, Florence P, "A Goblinade," The Giant Golden Book of Elves

and Fairies, New York: Simon & Schuster, 1951,

Lemp, Louise. The Potter and the Little Greek Maid. New York:
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APPENDIX E

INTERNS® LOGS FRCM EXPERIMENTAL PHASE OF STUDY

Intern's log - Experimental Treatment

The teacher 4id not keep a detailed log everyday, She did jot
down remarks from time to time,

The sessions followed a pattern in that one type of procedure was
used for a series of sessicns; and then there was a change to another
procedure,

Therefore, the description of procedures wil) consist of a general
description of a procedure used for a certain time period, followed by
relevant sections of the log, verbatim, The log is necessary to include
in order to communicate the attitude and feelings of the teacher,

The first week the teacher read to the children each day, and
she asked questions throughout, The questions wers mostly anticipatory:
"What do you think will happen?"; "What could he do now?" The children
ssemed eager to be in tl.e class, and seemed to get the idea that they
would be permitted to do what they wanted *» 4o, The teacher's behav-
ior relinquished control; she was not the model teacher the children
had anticipated, By the end of the week, the teacher felt that she
was facing a problem concerning how to have the children working in
groups, yst not disturbing each other,

Following are sections from her logs:

2/7 I read Buszy Berr Goes South; the children wanted to talk about
trips they had taken after li;toning to the story. They did not
discuss running away from home at all,

2/8 Comments about the children: Randy dominates the conversation,
but is eager to please me; I can't understand what Mike says
when he talks because he has some kind of a speech impediment.

2/9 We finished iorman the Doorman and I asked: "What would you
make 1f you were in a drawing contest?' The children did not
respcad to the question, but were eager to draw pictures about
the book, I permitted this insteud. Some of the children did
not want to draw, so I let them tell me about their personal
experiences and plans (Dean and Ernest),

2/10 I read Little Hlack Samho which Randy brought in. After a while
I began to feel I was just searching for questions for them to
answer. whether they were meaningful or not.
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2/11 Many of the children were at the blackboard; this disturbed me

because thsy were bothering the group I was reading with, and
because I felt it was not a meaningful aotivity, It was making
too much noise. But perhaps I ought to think of a way that the
blackboard could be used in the future.

The second week was charasteriged by two different procedures,

First, the teacher attempted to get the children to discuss the story
in terms of how the character felt at various times. The second part
of the week was spent in trying to plan with the children an activity
in which they would feel more involved.

The teacher still felt that there was a problem in directing the

children who were not participating in the literature group, toward
activities in which they would be involved, not distracting the others.
The teacher also felt that she needed more structure in the form of a

plan with continuity from day to day.

2/1.,

2/16

2/17

I'm still having trouble getting them to build upon their ideas,
I read Crow Boy and many of the children chose to listen (Joe,
Susan, Mike, Randy, Ernest, Guy, Dean and Dawn). They seemed to
like the story; but didn't interpret the idea as it was developed
in the story. They thought the teacher wan making Crow Boy stay
in during recess and talk to him because the boy was bad., Actu-
ally, the teacher was trying to befriend the boy. I asked the
children how they felt about their vuwoaers; they said they
always liked them, Joe called Sussn "dumb" and "gtupid " kut
Susan did not want to talk about this. I'd like to pursus this
discugsion tomorrow. What about the children who are drawing-~
what else can they do?

Discussion was centered around the book, Crow Boy. I asked the
children how they thought the Boy felt. Responses were: sad,
unhappy, lonely. I asked "What kind of a feeling is & lonely
faeling?" There were many ideas aboub its meaning in terms of
versonal experiences--Dorothy: W"Itts when you go home and your
nother is not there." It was difficul: to keep the children
pursuing this. They seemed to lose interest and couldn't make
any generalizationa about this feeling, Is this too much to
expect? I thought that maybe they did not want to discuss lone-.
liness, but when I asked about this s they said they wanted to
falk about it., Randy: "I want to talk about it so I'1l know
what to do when I get lonely,"

Today there was & build-up in the classroom as if the children
were trying me out; there was little interest in the stories,

Today I suggested that we make our own story about Winnie the
Pooh and one of his adventures. They liked the idea, but soon
were distracted by playing a version of musical chairs. Randy
said that he was listening but he really didn't want to. He
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wanted to act out the story of Winnie the Pooh that we had read
yesterday. I let him do this with some of the others. He really
enjoyed it, It was decided to work in groups: one group pre-
pare & play of Winnie; another group write their own version

and act it out. I wonder where this play idea will go--they
don't want to plan for it; they just want to act, each one in

his own way,

2/18 Following is the story written by some of the children:
(Kevin, Dawn, Mary)

Winnie goes to the store for the honey.,
He has a guitar playing, smoking a cigar,
He's going to climb the tree for honey now.
Winnie's weapon has smoke.
The bees fight back with their stingers,
The bees hurt Winnie:
One of the bees stings his ncse.
One of the bees tickles his toes.
One bee stings his foot, his leg, his arm, his hind end.

The third week consisted of preparing for and carrying out a
play. Much of the work was‘done ir groups, and was a process of making
and painting the scenery and props. It wes characterized by a lot of
nolse, disorganization and little teache: . .ection, The teacher felt
that there was not snough control by her, resulting in too permissive
an atmosphere forr some of the children. Two children in particular
seemed to be misdirected and in need of limits, The last day was a
return to a single group discussion around a story.,

2/21 There is scme antagonism against Randy because he wants to do
everything: paint the box, be Winnie . . . but he is the one
who gets all the ideas}

2/22 The actual play was a ruckus with the amount of noise in that
amall room, but they actually carried the play out to the end.
There was little audience interest. I asked them how they liked
it, and they said they liked it}

2/23 I have the feeling that everything is disorganized, with no
progress being shown, It is difficult to communicate what I
expect without dictating, I feel that something must be done
to put limits on Guy and Mike., I have brought this problem up
to the class and they suggested: put them in the hall, send
them to the principal, tell their teacher.

2/2l, I read Dragon in the Clockbox. Mike was acting up so I suggested
we put him in the clockbox. This sesmed to get his attention,
The children had many ideas about what was in the box and what
could be done with it, .
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During weeks four through six the teacher continued with more or
less the same procedure of reading and discussing stories as was used
previously, However there was a gradual build-up of frustration for
the teacher, She tried to get the children to react to the literature
through discussion, but it seemed as though they were reacting to
everything else except thc litereturs., She could not receive what
they were communicating to her and the children did not understand
what they were supposed to do,

The teacher felt that she was not using proper control; that

the children did not respect her for this, and therefore they did not
care what they said in discussion. The teacher felt that the children
ought to iake responsibility for their self-control, Thers were occa-
sional reactions and feelings expressed but it was difficult for the
teacher to know what to do with these feelings. The children seemed
unwilling to focus their attention on another childts feelings; they
only wanted to express their own feelings,

The teacher began to feel that she was not fulfilling the four
conditions of empathy, warmth, unconditional positive regard and con-
gruence, She found it difficult to be firm, yet accepting,

3/3 Mike was interrupting while I was reading. I stopped and said
he had to go outside in the hall and sit. He cried and I asked
‘ the class if we should give him another changs. They said "yes,"
Randy wants to talk all the time; if I call en him, he rambles
on and on,

3/6 I read The Ugly Duckling and we discussed what it was like to be
left out. Randy, Dorothy and Mary all told of experiences at
school in w.ich they felt left out., I asked the other children
why fandy was left out in his specific illustration, There were
suggestions,

3/14 Randy was encouraging Mike to do things he wasn't supposed to do
today. The children seemed uninterested in the poems that were
n the record, Perhaps it was my introduction.

3/16- The children are sager to dramatize stories, but there is always
3/17 so much noise and confusion that I hesitate to permit it. Howe
ever, some of the children dramatized Ladybug, Ladybug and Com-

pany for Breakfast and, although it was noisy, they seemed to
enjoy it,

1‘ The last day of the sixth week, the teacher made a striking

’ change in procedure, She took direct control of the entire class and
asked them to make the rules for their class. Then she had each child
"tried" to see if he had broken tnese rules. She continued by establish-
ing & procedure that a child must take if he breaks any of the rules in
the future classes. He would have to go to jail,
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The teacher was bothered by the fact that she tried to make each
child feel guilty in order to foree him to take responsibility for his
actions., She also felt that she should have been on trial as well}

3/18 The class began to chuckle at first, but the seriousness ias
communicated by me., I had to put Mike in jail right away. The
children seemed to rvalize that they were guilty of breaking
their own rules. But what about me? I feel like I permitted
them to break the rules by not throwing them back at the children
right away. I hope I can do this in the future. I also hope
that later on I can set up certain situations in which there
can be a change in the rules, or in which the rules can be dis-
cussed again. Following are the rules:

(1 Take turns,
(2) Leave other people and their things alone.
(3) Do what the teacher says.
(4) Dontt change seats,
(5) Be quiet when someone is talking.
(6) Don't play with toys we arenft using,
(7) Have something worthwhile to do.
(8) Dontt shout,
(9) Don?t butt in line,
(10) Be honest., ;
(11) Wnen in jail, be quiet.
I would like to help the children realize what they can do, now
that they know what they cannet do. I want to find out something
about Randy and Mike. Why does Mike «-ay8 crack jokes and do
things to make the class laugh; how can I use this Mclass clown"?
Why does Randy always talk out of turn and ramble on and on?

The seventh and eighth weeks were characterized by enforeing the
rules established (the rules wers posted in the classroom, and a Police-
man wag chosen each day to enforce them), and leading a discussion of
& single book, Walter, The lagy Mouse. The discussion procedure fol-
lowed the previous muthod of permitting comments by the children through-
out, but it also iucluded a sort of a game. The teacher would think of
several questiors centered around the chapter read and the class would
try to think ci as many different responses as they could. The questions
were choger for interest and in terms of possibilities for many responses.
The class was divided into two teams: each team thought of as many
differunt answers as they could. The team with the most points won,

The ceacher felt that this game would make the children more involved
%a the class, She felt that it was effective in controlling the group.

It forced the children to listen to one another because they could not
give the same response twice,

3/21 I was firm from the beginning, While I was talking, Randy and
Mike both interrupted me (I was talking about the rules). I
sent, Randy to jail and Mike out of the room., The chiidren did
not want to permit & reminder before the child who breaks the

rule is sent to jail. My communication is still poor: are my
Questions vague?
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I read the first chapter of Walter, The Lazy Mouse. I stopped
half-way through and asked, "ihat kind of a mouse was Walter?m
They all responded with "lazy." But I asked them to elaborate:
to describe how he would be at school and at home if he were
lazv, All of the children but Joe guve ldeas about what he
might do. They seemed to get a feeling for Walter and his
character. Randy said: 'My mother is lazy « « o no, I didn't
mean that.” My approach to Randy seemed to work today: if
he doesn't know what he is going to say, I simply cut him off,
I think I can tell when he really wants to contribute an idea
and when he is just rambling, Guy and Ernest showed what a
lazy walk was like., Ideas were stepping stones to new ideas
tOday ®

The children were not involved today, At the end of the session,
I asked them why, The only answers I could get were that there
was tom much noise,

Today I introduced the game, I asked the following questions:

In what ways was Walter not like a real mouse?; What could Walter
use to make furniture?; What kind of furniture could he make?
The jail seems to be an undesirable place to go nowe But I don't
have to force the children to go. A policeman has the responsi-
bility, A

Mike was sent to jail, but it was still noisy. 1 asked,

"Are you having trouble concentrating:® "Yes" they responded,

I asked why o o+ o they immediately said that Iindy was not ignor-
ing Mike and that he ought to be sent outside. Guy took Randy
out. - Suddenly there ssemed to te a huge release and the room
was quiet, After class, Randy asked me, "Arentt you going to
talk with me like you did Mike?" I smiled, He started to leave,
but I called him baek, and he eaid, "They don't like me.,® I
said, "I do, I wonder why they dontt.” "I dontt know," hLe said.
I said, "How could we find owt? , . . Do you think you do some-
thing they don't like?" He didn't know., I suggested perhaps

he try different behaviors and see what their response is.

After class today, Randy came up to me, and said he had been
naughty today, and they sent him to Jail, "Tomorrow," he said,
"I will be good and see what they do,."

Jean was the policeman today, I thought it would do him good
to punish children who make a lot of noise because he complains
about it, However, he permitted a lot of noise from Mike, Why?
I agked the class, "What kind of teacher could Walter be?" One
of the responses was, "Scared" (Susan). I tried to get her to
elaborate but she wouldn't. I asked what kind of a teacher he
should be. The children responded, "kind, nice.," The group
interaction is much more interesting to the class than the story
that we read,
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The ninth week was spent in making a mural about Wal - * the Mouse.
The teacher expected the mural to show actual experiences that Walter
had had, but it ended up that each child simply made Walter, his
family, or one of the othsr characters in the book, They cut out the
characters from colored construction puper, and several of the children
put the mural together.

The last two weekas, the tenth and eleventh weeks, were spent
reading several storied and doing something different with each one.
The children told a sequel to cne story; in another story, they des-
cribed what they thought was happening as they looked at the pictures
in an opaque projector,

I read the story, No Fighting, No Biting, Comments were made
throughout, mostly predicting what would happen. They were very
attentive, and seemed to identify with the two children in the
story. Kevin was very talkative and Mike was not being comical.
Randy expressed creative ideas throughout.

Dorothy, Randy, Kevin and David participated in lelling the sequel,

The children seemed to enjoy talking about the book, Where the
Wild Things Are. We didn't finish it, and I asked if they would
like to do this again teomorrow. The response was 'no."t Wihy"
I asked. Dean said, "ie want to do it on Friday."

The last two sessions were designed to evaluate what the children
learned and felt about the class.

The teacher wented to find out if the children remembersd any of
the stories read, and if so, which ones. In the first evaluative
session, she asked the childran to act out one of the stories that they
liked and the others would guess which one it was. The follewing stories
were dramatized: Walter, The Lazy Mouse '

The Ugly Duckling

Where the Wild Things Are
Buzzy Bear Goes South
Norman the Doorman

Crow Boy

Dragon in the Clockbox

A Tree Is Nice

No Fighting No Biting

In the last eession, the children wsre asked to answer quest:ong
by marking the picture that best showed how they felt, This same in-
strument was used in the first sessiocn with the children,
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Intern’s log -~ Comparison Treatment

This first week is written up in deteil to illustrate the patterns
and methods of everyday contact with the chiidren. Relating the daily
actlivities not only shows where the principles of literature are applied
but also the pacing, structuring and a‘mosphere of the classroom. An
example of technique was deemed necessary in setting forth this approach.
The remaining weeks will be outlined as to content and emphases but
much of the detail presented in this first week will be omitted.

The major objectives of the first week were establishing rapport
with the children and creating interest in the topics to be pursued.
The first of these objeéctives was accomplished by allowing the children
much time to become acquainted with the teacher, as well as with one
another in this new setting. Time was spent encouraging the children
to verbalize and feel comfortable in the classroom. Pupil involvement
with the project was sought by giving the children opportunities to
contribute their ideas concerning activities for the coming sessions,
Also, the first activity elictied much individual participation and
group involvement,

First Day ~ emphasis on rapport and motivation.--I et the
fifteen children today with whom I shall be working. After getting
acquainted with them a little, we talked about what they would like
to do during our times together. Quite a few expressed an interest
in reading books on their own or reading orui.y to one another. The
children seemed to like my suggestions of writing stories and inventing
games about stories, We spent about ten minutes talking and then
turned to Louise Fatio's story "The Happy Lion.” I learned that the
class had recentlv heard the story on tape, but they were in favor of
hearing it again, especially since they hadn't ‘seen any pictures with
it the time before. Aa we read I asked a few questions about how the
lion felt and why people reacted towards him as they dide The children
grasped the trend of thought very well and kad a few perceptive comments
to offer. The students did tend to parrot one another though when
asked for opinions and reactions. I only read half of the story and

plannea to finish it the following day.

Second Day - emphasis on rapport end principle of limitation.--I
think that in order to provide a meaningful learning experience for
children in any area, good rapport must be established. Especially in
literature, children must feel free to express their ideas however
ngive they may seem to an adult., For this reason, I am spendirg time
getting acquainted with the children and talking with them about families
and experiences. Today we spent about fifteen minutes doing this and
the time was profitably spent in my opinion,

The children felt comfortable with the discussion, as evidenced
by their desire to contribute and their wish to continue the discussion.
After finishing "The Happy Lion," our discussion about the book was
interrupted a number of times by children wishing to relate their per-
sonal experiences. I thought this all right, although somewhat dis-
tracting, At least they want to t&lk, only one :r two seem hesitant,
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I asked the children what they would like Lo know about the
Happy Lion that they didn't know from the story, The purpcse of such
a question was to introduce the idea of limitation; sverything cannot
be included in a story, nor is this desirable. A few suggsstions
Wwere given, but time being short, I asked them to think about this
question, and we would talk about it the next day. Also, I asked
if they would like to 1sarn more about the Happy Lion by reading
another story about him, The response was enthusiastie, and I hope to
get "The Happy Lion in Africa" for use in class in .the near future.

Third Day - emphasis on limitation, meaning conveyance and related-
ness of ideas,--Today we continued our discussion 6f what we would like
to know about the Happy Lion that the story doesn't tell us. Many of
their questions were quite imaginative:

How did this lion get hapry?

Where did he come from?

Why is he a lion?

How old is he?

Why is he friendly?

How come he can talk?

How did he make friendy with Francois?
Why wa: he tame?

Why didn?t he eat Francols up?

Next we turned to the question of how we could find these things
outs The suggestion was made that we read other bcoks about the Happy
Lion, I asked how Louise Fatio found out ...% she had written in this
booke One child thought she had watched a tame lion at the 200; anc-
ther child thought perhaps she had read books about lions and how they
acted. A third child said the author probably "thought him ug in her
mind and wrote it down. Real lions are wild." I wondered if we
might do the same thing, and they all wanted to try. So it was decided
that we write our own book about the Happy Lion.

First, though, I asked why this book didn't answer all of our
questions, Responses of the children included:
The author didntt think of it,
She didn't want to make the book too long.
She was too busy making other books.
She may have saved some for other books.
Maybe another book she wrots would answer some of these
questions, ' ’
We would get tired of reading it all.
Here a definite "limitation" idea is expressed, The author couldn't
have told everything. This is what I wanted them to realize. Although
the principle of art existing by or through limitation isn't encom-
passed hers, a8 beginning to understanding it is made. The fact that
the work must be limited in some ways is a good firat step.

For our ovn book we would need pictures, or would we? (This
introduces the principle of literature conveying meaning., For young
children; pictures are a vital part of a literary work.) The answer

L
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was & unanimcus yes. Specific reasons given by the children werc:
Pictures are for people who can't read,
Pictures make a book more fun,
It would be fun to make the pictures.
Pictures help to tell thas story,
Pictures help you to know the words.
All booke have pictures. (There was disagreement here.)

Next I asked how we should start, The children first wanted

to. choose a name. Some suggestions for a title were:

The Happy Lion "

The Things We Think About (because they are our questions)

Francois (because iv's a nice name)

Francois and the Lion |

New Things Abcut the Happy Lion

Our Make~Up Day

Monkey Business

Lion Business
In discussing these titles, it was decided that if Francois did not
get into the book, his name should not be in the title, "Monkey
Buginesa" was ruled out as 4 title, too, I couldn®t get the children
to tell why they did not like these titles though. I asked what a title
was for and got responses such as, "you need it for the first page."
One boy said a title helps you decide if you want to read the booi.
"How?" I asked. Finally, I suggemted that a title tells what the book
is about. The children agreed. Taen we went back to the out~of-place
titles and went over each, For ekample, tuv oook would not be about
monkeys, so why name it "Monkey Business?”" (This discussion brought
out the principle of relatedness of ideas in & literary work,)

Fourth Day - emphasis on the principle that literature conveys
meaning.--After so much discussion about titles yesterday, there still
arose & question as to whethor or not we should write the story first
and then compose a title for it. I pursued this line of thought, and
the pros aad cons of it were brought to the fore., The class xas almost
evenly divided, but a vote finally showed nine to six in favor of
writine the story first. One boy was really the instigator of this
switch, loudly claiming that we could not possibly know what the story
was about until we wrote it., And the title tells what a story is
about,

After looking over the questions which rad been asked about the
Happy Lion the other day, I asked which questions they would like to
answer., The children had definite ideas about this. Some of their
ideas were: ”

Answer ell of the questidns, '
Don't answer all of the questiona; this takes too mich time,
We may not get through if we answer them all.
-Ask each question, then answer it,
The children decided to answer all of their questions and make up ans-
wers to each question rather than look for books which might answer
them,
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Work on the actual story was begun., The childrenst questions
were asked crne by one, and enswers were suggested and discussed.
As an example of the type of reasoning going on, I have recorded
one question and the responses given for it below:

Qs How did thus lion get happy?

Because people liked him.

Born in a zoo, Trainer was friendly and tamed him,

Something good happened to him, When he thought of
it he was happy.

Haa ¢ splinter in his foot, Somebedy vulled it out,
and made him happy.

Someone petted him when he was amall.

Fifth Day - emphesis un principles of relatedness, limitation
and_conveyance of meaning,-~lhe class continued discussing questions

and answers and wrote up the final story. One girl had brought in &
book sbout lions and we looked at it for ideas. They especially liked
the illustrations in this book and many expressed a dasire to illustrate
our story, After much discussion and some disagreements, the following
is the story the children wrote. (In writing this story, it was
necessary for the children to relate their answers to what preceeded
that point in the story. Limitation was also stressed since all
answers given could not beé used in the story. ileaning was cor.veyed;
they were telling potentisl readers about the Happy Lion and adven-
tures they had invented for him.)

Once upon a time there was a lion bom in a jungle,
The jungle was in Africa.

He was a happy lion. Samething happened to him one
time, and when he thinks of it he's happy.

He stepped on a thorn, and & little boy named
Francois pulled it out for him,

Then they made friends, and the lion was happy. He
was the happiest lion in the jungle.

The lion was about fifteen years old,

The pa.agraph divisions represent each page of the story. It was
dittoed in this manner in order to leave ample room for illustration.
In summary: The basic principles which were emphasigzed in writing
this giory were:

Art exists in limitation, This limitation is intro-
duced by the structure and the forms of art; events
&8 such have no literary structure,

The first part of this principle especially was emphasized, and
cholces as to what to include in the atory were made daily.

Literature conveys meaning. The meanings conveyed
are intrinsically united to the forms by which
they are conveyed,
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This story was made up of the things the children wanted to
xnow, and eve.tually of what they wanted to 887, Meaning was conveyed,
and it was inextricably united to their story, What they had to *ell
could not have been said without this story., For them, this was tiue
at least to a certain axvent. Being an autlior himgelf brings esssnce
to this principle for the child,

In literaiure, as in life itself, events and ideas
are connected, not isolated.

This pri..ciple wae nicely illustrated by what the children actu-
ally wro*s, Relatedness was the keynote and was kept throughout,
begirming with the title up until perhaps the last sentence, This
last sentence was discussed, however, in terms of ihe relatedness of
things in the story, but the children decided not to dalete it. For
them, it was united adequately to the rest of the story.

These three principles were touched upon during this activity
in the classrooms The children by no means Mlearned" these principles,
but the aim here is to develop an appreciation and an ability to view
literature in terms of its structures. This is a beginning.,

Week IT

This week was spent making illustrations to go with each of the
five pages of the book the childiren had wi.*3n. Crayon drawings were
used, some of them quite imaginative. Again the principle of limita-
tion was stressed, Each day some of the children told about the
drawing they had done that day, what they had included in it and whye

They explained how it helped to tell the story and why it fit on that

particular page.

Illustrations in general were discussed and how this media could
be used in literature. This was done in conjunction with the fourth
Principle listed previously, that is, literature, as an art uses cer-
tain forms and structures in tranaforming and limiting experience, In
8 naiv, way, children might see illustrations as one of thess forms.
(Adult literature would use different forms to accomplish the same
purposes,) Here, however, the pictures were one way of transforming
and limiting experiences which the children were trying to convey in
their story,

Finally, the principle of relatedness was again stressed. How
and why the picture should be related to the words on that particular
page was brought out. The connection of one page with the others in
terms of the drawings was also discussed. For example, if the child
drew 8 jungle setting for the home of the Happy Lion, he kept the lion
in this setting for the duration of the tale, :

It ay be seen that in the firat two weeks, through one activit;
four of the gix principles outlined were touched upon and brought
out in some way,
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Week IJI1

The first few days of this week were spend completing the first
projecte The childrens! individual books were assembled, titles ware
chosen individually, and comparison with another lion book was made.
This was Zhena Gay®s "I'n Tired of Lions," We talked abcut how this
book differed from "The Haupy Lion" and from ours. The question, "Why
are books different? wag discussed, This brought out the principle
that literature was a transformation of experience. No two people
have the same experiences. Consequently, no two people will think
exactly alike on any particular toplc. Each person will have different
things to say and will choose to say them in a different way. No two
books will ever be alike.

Writing their own book brought this concept to the children in
& special way. The children could follow their own thought processés
and perhaps see that the queations they had about the lion were unique,
as were their answers, In fact, the whole experience of writing and
illustrating their own book proved meaningful as a learning experience
for the children, Enthusiasm ran high throughout the project and
lnaginative ideass were forthcowming from the majority of the children.
As for literary principles, the six outlined were all touchad upon,
at least indirectly, with special emphasis as indicated. The process
of creating scemed an excellent way of bringing these principles to - -
the child in a way which he could understand and appreciate.

As a followup to this project, the . *1d4ren saw the film which
tells the story of the creation of Holling C. Holling®s book, Pagoo.
To watch the making ‘of a book in action (the actual limiting process)
was an excellent sequel to their own creative experience.

The last two days of the week, we shifted gears so to speak
and began to look at art forms as ways of expressing oneself, The
chlildren had expressed some of their experiences by writing a story,
but there were other ways. What were some of them and why would one
choose them?

fhe story "Norman the Doorman," by Don Freeman, was read to the
children, This story is a delightful tale of a mouse who lived in an
art gallery and dacided to enter a sculpture contest. Wnen asked
what asculpture was, none of the children knew, so the question was left
with them until the next day,

Upon renewing our discussion the following day, I was pleased to
note that two children had found out about sculpture, and could help
explain it to the class. One child had brought a small bust of Presi-
dent Kennedy as an example of sculpture, The article led to a dis-
cussion of art forms in general, stressing the first principle cutlined,
(The meaning conveyed in literature is intrinsically united to its
forms, or the form by which it is expressed.) First this principle
must be shown generally; meaning is united to the general art form,
be it ‘music. literature, painting, sculpture, or any other art form.
Subsequently, a movement towards the more specific literary form can
be made at a higher developmental level,

e,
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Waelc IV

This whols week was sperit continuing the study of art forms and
why they exist. Some of the questions pondered were:

What is sculptrre? How does it differ from other art forms?._
If you want to say somsething, what form would you choose? :
Can yocv combine forms or use more than one to say a
particular thing?
Is one form preferable for saying one kind of thing and
not another, perhaps?
Why did we choose & story form to téil about the Happy Lion?
Could we have done a sculpture instead?
Would it have said the game thing?

These questions were discussed with some success. The main
emphasis was on the fact that there were different art forms and a
particular form was chosen by the artist with deference to what he
wants tc say. In other words, there are many ways to express oneself.
This ides was made relevant to the children by talking about how a child
would show someone that he was angry. The childrens! ideas included
words, facial expression, physical attack, and isolation from the
other party., All of these ideas represented ways in which a child
might express his anger towards annther person.

The question of choosing an apprepriate expression was raised,
Some ways were decided to be better in certa.a situations than in
others. The same is true with art, Expression of an idea may be
better stated in one medium to serve a certain purpose, while another
medium might be appropriate if the idea had a different purpose to
serve. Again, ar* is conveying meaning; this meaning is related to
the form in which it is being expressed. Here too is the idea of a
transformation of experience., One has scmething to say. It is his
own and he may choose how he would like to say it. Indirectly, the
principle of art being aboutlife is here being brought out. An
author writes about his life, but the work of art itself does not
constitute his life--rather, something he is saying about it.

The study of art forms and exprassion was concluded with a book
called, "The Potter and the Little Greek Maid." The experience of the
day is related to emphasize the problems involved in presenting ab-
stract ideas to children of this age.

The hour began with a presentation by oné of the children of a
vase he had brought as an example of sculpture. We talked about what
a vase might express which led into our story. The message of the
story was beyond them, and the tale didn't hold their interest past
the first page. I had suspected this type of reaction when I had
looked the book over. Not only the vocabulary, but many of the ideas
themselves were lost on a group of children of this age. (Death and
the hardships of life, for example.) I thought I would try it though,
since it was the story of a man who wanted to express his love for
life and nature in a piece of artwork, specifically a vase. I wanted
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to utilize this to further discussion of the desire to say something
and the multiplicity of ways in which this can be realized,

By the third page I was paraphrasing and by the fifth I decided
to go on and tell the stcry rather than read it,

In the remaining tirc, the theme was pursued by speaking of
music and how it is an expression of thoughts as well as were the
other art forms the class had named. I asked how they would let me
know if they were heppy--what would they do or say? Words, pictures
and songs wire suggested, arid the session was ended by singing a song
everyone knew about being happy.

What was accomplished during this section of the classroom work
was an application of the principles of literature to the whole realm
of ert itself, If a child can see how these ideas apply to art in
general; application of the principles to literature as a particular
art form is simplified. Again, the emphasis is upon viewing literature
in terms of structure, not memorizing or studying structure itscls
apart from the art of which it is a part,

Waek V

This week began a major emphasis on the forms and structures
which literature itself, as an art form, uses in transforming and
limiting experience. Art presents forms ~om which to choose in
expressing oneself; literature presents dirferent ways in which words
can be utilized and structured, A form is chosen to fit the purposes
of the author and what he wants to say. In other words, there are
many ways to express one's thought and feelings using words. A con-
ventional form iu chosen in light of the author's content and intent.

The children were exposed to examples of various forms which
literature might take -~ plays, poetry, stories (including tall tales,
fairy tales, animal stories, and stories about people), and essays
(non-fiction). These forms were discussed s taking into account the
differances which the children would be able to appreciate. Besides
dealing with the works presented in terms of this principle, other
literary principles were brought in ag appropriate. All of the iiterary
forms listed sbove were not dealt with in this one week but throughout
this particular week the emphasis was upon form and its relatedness
to meaning. Iater, when other forms were encountered, the discussions
of this week were recalled and reemphasized.

Week VI

This week was spent on poetry exclusively, using it to show
forth the general prinsipies in literature, Characteriatics of poetry
as a literary form were also brought out. Various ‘ypes of poetry
were read, ranging from nonsense rhymes, and nursery raymes, to serious
and ‘impressionistlc poetry. A record of poetry being read to children
was played and enjoyed. Attempts to write poetry brought in a dis-
cussion of rhyme, rhythm and subject matter of poems,
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Thoughts about the emotional impact of postry as opposed to
prose was discusssd. How certain poems make a person feel gave
added sznse to the idea of choosing a form of literature to fit
what one has to say,

Similarities to other forms of literature were also pointed out,
How 2 poem may tell a story, how limitation is recessary and how form
and meaning are related were idsas presented for discussion. That
the principles of literature in general alsc apply to poetry points
out the fact that it is a form of literature. Postry is not totally
different from other Literary forms but displays family characteristics.
Each of the six basic princinles outlined were brought in and continue
to be brought in throughout the remaining weeks regardless of the spaci-
fic topic of discussion. The general nature of these literary prin-
ciples allows this flexibility of discussion and encompasses the task
well,

Week VII

Sequence and relatedness within a literary work were the main
emphases this week. Some of the activities used to bring this to
the fore were reading stories out of sequence, making up endings to
stories; seeing only parts of picture stories before viewing the whole
story. creating picture stories and gsequels to them. The emphasis
on the sixth literary principle outlined is evident. (The structures
used in a literary work are connected and loa.teds In literature, as
in life itself, ideas and events are connected, not isolated.) Here
8gain, the other principles were dealt with as the occasion arose,

Throughout +he work in the classroom, but in this unit especially,
the preliminary work done in the classroom proved vsluable, A lesson
was done during this preliminary period concerning sequence and related-
ness of parts to the whole (Lesson V, Constructing a Story)e This
lesson disclosed the importance of unfamiliarity on the childrents part
with the pictures choser and a more careful choice was made., Conse-
quently, more success was achieved; procedures and knowhow gained pre-
viously both contributing to this success,

Weeks VIII and IX

Two weeks were spent emphasizing art as a perdonal experience,
It seemed that the best way to aid the children in approciating nany
of the basic principles emphasized was to bring out tne fact that
literature is created by man; there is nothing supernatural or eternal
about it, It is, as has been discussed, the transformation of ex-
perience., Literature is about life. It is an expression of meaning
even while related to the form through which it is conveyed, Literature
is created by limitation., It has continuity,

In a way, these weeks were a finaie to all that had gone before,
All six principles were discuased and exemplified, placed in new
contexts &nd brought to a personal level. .

o
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Some of the activities involved were drawing to music, wiiting
nonsense raymes, acting out and role playing, interpreting pictuzes
as well as creating by drawing picture storles, and comparison of
persoral cxperience and how it could be put inte literary form.

The children listen.d to music--l.ow does it make you feel?
They drew to it--what does it make you think of? The children told
their stories about the drawings. they had made and what the music
meant tc them, Not only the music, but the experiences the children
had with this music and their creations telling of these experiences
were personaliged,

The children also learned of experiences of others ~nd how
they expressed these incidents in litersry form. The tale of Johnny
Applesesd told much about how the settlers may have felt about their
new land, and the peosple and animals within it,

- Each person views things differently and interprets his world
around him in his own way. To illustrate this personal nature of
art, a series of rhotographs, each sketched three different ways,
was used. These sketches pointed out in a graphic way that people
view things about them differently. The class discussed details one
artist saw that another didn't., What each artist chose to include
and delete from the actual photograph provided an ideal springboard
for discussion of the principles of limitet*on and experience trans-
formation, as well as some of the other T+ wicipless The fact that
different portrayals of the same object saia different things again
related form and meaning,

Opportunitiea for synthesis of the structure of literature were
also utilized dv°ing this period. The comected nature of & work of
art as well as its completeness and what holds it together, were idcas
which were brought together.,

Weele X

The last week of classroom work was spent simply reading and
talking about stories without emphasis on any particular structures
or principles, Such principles as were applicable were brought in at
appropriate times, with summary comments when possible.

Two days were spent with the adventures of "Walter the lazy -
Mouse." Here again literature is the transformation of experiences
Literature is about life~-not the 1life of a mouse really, but life
for human beings. This book really considers human nature rather
than animgl life,

"Where the Wild Things Are," by Mauwrice Sendak, certainly de-
served a day of this closing week as this story exemplifies so clearly
many of the basic principles bsing studied. The tale is so clearly
a transformation of experience, The form is so definitely related to
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the meaning; even the size of the pictures shows this. The structures
are 8o well-related, The story is so definitely about life.

A day with Else Minarik's "No Fighting, No Biting" again gave
opportunity te bring in nost of the principles. Here is a tala about
alligators and one about people; their similarities can hardly be
overlooked, The meanings conveyed, the experiences detailed, the
parallel structures, the unmistskable themes about human iife all’
present excellent opportunities for presenting literary structure.

On the ¢oncluding day the last lesson from the training phase
was presented. Using this as & crude evaluative technique, the childrents
ideas for story endings to the tale of "Who Took the Farmerts Hat?"
were recorded. . The previous clas3 had only two or three ending ideas
amongst them, This grcvn had a number of ideas which were qQuite ori-
ginel. The problem wae what the farmer would do for a hat, since a
bird had adopted his old one for a home. Some of the childrents ideas
were:

The man takes the hat and builds a nest for the birds,

The hat will blow out of the tres and the man will get it,

The man didn*t know it was his hat so he left it there
ana went on lcoking for his hat elsewhere,

The man dumped out the eggs and took his hat¢ homne.

The eggs fell out and the man took his hat home.

The man left the hat for the poor birds and thought
about getting a new hat,

The hat grew bigger; tipped over the ladder and left the
man hanging on a branch. Someone set the ladder
up again and he took the eggs out of the hat and took
it home,

The man waited on the ladder until theeggs hatched, then
he took his hats He didn't want to hurt the eggs.

The man couldn't get the hat because thers were too many
eggs in it. The bird knocked the man off of the ladder
aud he went home,

The ci. illdren seemed to have enough nderstanding of structure to know
what an ending was and that it was their prerogative as much as any-
cne's to make up an ending for the story. The previous class seemed

to be attempting to guess the ending recorded in the booke The Aif-
ferances in spontaneity and creativity were so great between the twe
groups that at least part of the results were attributed to the approach
to literature to which these children have boen exposed. 0f course,
maturation and contact with liteieture itself both undoubtedly have a
lot "to say about the differences., However, this would likely not be
adequate explanation for such a wide gap.
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