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Chapter 1
THE PROBLEM
INTRODUCTION

To respect a problem, as an opening to a study, is
to make testament for the experience of tencion between what
is and what could be. At this point, ewvery scientist is an
artist. The only valid support for his "problem" can be his
vision of tha "good life" possible for man. In this context
the present researcher frames the problem of an inhospitable
world fostered by people who irresponsibly w«bdicate control
of their lives to the system in which tney happen to live.
In the "could be" world of this problem, people would think
for themselves and follow through with lives that create the
kind of world they believe in.

In applying educational psychology to the attack of
this problem, we arrive at the question of th education may
better assist the development of such self direction. The
present research explores the effect of a structure of
edvcation specifically designed to encourage this kind of
individual responsibility.

In a broad sense, the structure designed and tested

here is no new invention. It has a rich rescarch history

12
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under the terms creative edvcation and inrdependent study. It

also has a rich, though more sparse, literature under the

terms self-help education (Leonard, 1968), humanistic edu-

cation and existential education (Morris, 1966), psychogenic
education (Read, 1945), and diverse other titles reaching
back to the Socratic paradigm in the mode of The Republic.
The innovation studied here is hut an eclectic borrowing from
the work of others, for a specific purpose.

The purpose of the present study was to test a
synthesis of a Teacher-Directed Structure (TDS) designed not
just to permit Self-Directed Process (SDP), but to encourage
it_actively. It was decided to test the structure in a
program of %teacher education, Educational Psychology 304, a
required undergraduate course of teacher education at the
University of Georgia. This plan offered the two-fold
possibility of (1) assisting the creativé development of
students, and (2) introducing teachers-to-be to an attempt of
encquragement of self direction in a school setting. Thus,
the project promised to bear an impact on the self develop-
ment of both the students going into teaching and the
students they in turn would face. With such promise offeregd,
it secemed appropriate to study the TDS-SDP synthesis in a
program of teacher education,

The resulting Tecacher-Directed Structure for Self-
Directed Process of Education (7DS-5DP) treatment is also

called STRUSD Education, for Structure for Self-Directed

13
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Education. Salient features of STRUSD Education are pre-
sented early in this writing; further details are offered in
an appendix.

STRUSD Education was tested in a 5-guarter-hour
course conducted concurrently with a control course using
conventional lecture methods. The test was then replicated.
The results were evaluated and interpreted in relation to the
problem of fostering greater self direction through the
experience of education.

The experimental treatment was expected to yield
cognitive gains equivalent to those of control sections of
the course. It was further expected to yield specified
concomitant affective gains that the control sections were
not expected to demonstrate.

The unique aspect of STRUSD Education, as separate
from other forms of self-d.rectea education, is that it
attempts to act as a transition stfucture betwecn authori-
tative and self-directed systems. It presumes an entering
student body conditioned to an authoritative educational
structure. It maintains limited authority for the purpose »f
exerting pressure for greater self direction. Such an
approach is remarkably absent from the literature of self-
directed education. Yet, the prevailing psychology of our
time respects the importance of transitional conditioning in
effecting change from one adjustment to another. It would

aprear that it is unsound psychology to attempt a change to
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self-directed education without transitional conditioning,
but this need seems to have been neglected in experiments
attempting self-directed education to date.

The researcher intuits why the need for transitional
conditioning has been neglecfed; for he, himself, resisted
the use of such a transitional structure for years and then
only came to it Ehrough the help of chance happenings that
forced him beyond his usual mental set. 1In his case,
preference for self direction simply prejudiced him against
the use of authority where it was needed; the use of author—/
ity to promote self direction was unthtinkingly rejected as an
impossible contradiction. Here the contradiction is accepted
and developed as STRUSD Education, a paradoxical construct

analogous to shooing chicks from their nest.
NEED FOR THE STUDY

In recent years, a self-help movement has begun to
gencrate in American society. ' Self-help organizations are
beginning to function in a great variety of human need areas.
There is evidence that this trend is a reaction to the
dehumanizing forces of our time (Leonard, 1968).

A corresponding student-power movement is under way
in the academic w0rld.. The student movement declares for
many kinds of human rights, but the various specific demands
seem to share a theme of revolt against being told what MUST

be done; the insistence seems to be that each has a right to

/
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live his own life and to let other people live their own
lives. Such a mood is ill-contained by schools which impose
a rigid program without consulting with those who have most
to gain or lose under the program, the students ({Bigelow,
1969} .

A new education of self-directed learning process is
beginning to emexrge from the climate of student unrest. The
new generation of the much advertised generation gap is
clearly saying, "No!" to the era in which one denied oneself
personal preference, creative indulgence, and idealistic
commitment until such time as self direction was practical.

One might speculate that in the situation of today's
college turmoil, the greatest amount of research of the
possibilities for more self direction in education would bhe
taking place at the college level. This is not so. This
study's review of the literature shows that most of the //
experimentation with structures for self-directed education
at this time is taking place at the high school and locwer
grade levels.

If it is true that teachers tend to carry intc
practice in lower ¢grades the innovations that they enjoyed in
college, then we cannot expect many to introduce structure
for self direction in their teaching until teacher educaticn
programs include at least some experience in self direction,
But education colleges still tend to avoid such experiment-

ation. Colleges are still turning out teachers who are not

1t
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acquainted with the new education possibilities offered by

self-directed learning process.

Pissenting students sometimes suggest that only
violence can bring progress to university life. They argue
that universities will remain backward bastions until
students force policies of less concern for institutional
status and more concern for service in behalf of the needs
and dreams of students. Though some educators might disagree
with this position, only those who have not been reading the
newspapers would say that there is no serious pressure for
greater student control of their education. The point of
calling attention to the confrontation here is to emphasize
the immediacy of the need. Educators must learn how aspiring
college students may kest be served in this era of computers,
teaching machines, and television, and in this ferment that
puts increasing importancevon self direction. The present ,
study seeks to offer a limited contribution to the major »//b
research effort that is needed.

As one begins to explore the state-of-the-art as of

now, another level of needs, to which this study relites,

T T

come to attention. (Eirst, there is a need for more sensitive

and defip}tive terminology. (1) Individualized education is

sometimes advanced as self-directed education when, actually,
it may be a most self-restricting kind of program that is
individualized. As is later docurented in this study, some

education that is focussed and programmed on an individual
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basis is oriented toward reduction of self direction and
acceptance of authoritative direction. b(é) Student-centered
education is sometimes advanced as self-directed education
when, actually, the dichotoﬁy drawn upon may be subject-
centered versus student-centered (without defining whether

the student-focus is a tyrannical or a service relationship).

./(3) Student locus-of-control is sometimes advanced as self-

directed education when, actually, there is evidence that
students conditioned to an authoritarian structure may use
their power to resist assumption of self direction; they may
return the power to the authority or establish a substitute
tyranny of the majority so as to continue the self-restricting
structure to which they are conditioned (Curry, 1970)./ (4)
The abdication of teacher direction is sometines advanced as
self-directed education when, actually, it may define the
absence of any direction if it goes no further; or it may
define the assumption of direction by aspiring authori-
tarians of the class. (5) In the crudest examples of the
terminology problem, the above distinctions are not suffi-
ciently respected to see the need of qualifying the term
structure at all; self direction is presumed to be advanced
in inverse proportion to the mere denial of structure, as a
quantity, in education. The present work seceks to frame &
more precise language for working with self-directed edu-
cation.

A sccond need to which this study relates is that of
. :

15
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structure-design for self-directed education. Some of the

features of the STRUSD treatment have already been mentioned.
STRUSD Education is but one of many designs that are pos-
sible. A great deal more testing of possibilities is called
for.

A Eﬁéi§nneed to which this study relates is that of
ng}gapiqnmgapabiiity for self-directed education. This has
been a particularly difficult problem in educational psy-
chology for the following reasons: (1) Since the student is
given the freedom to choose, tests of course gains are likely
to miss much of what he has chosen to gain in his course
involvement; his objectives cannot be predicted for measure-
ment purposes. (2) When the concern is for the whole person
rather than just for cognitive acquisition, valid measures
of personality change are also required, which limits rvalue-
tion capability in a dimension apart from and in addition to
the first mentioned open-curriculum limitation. This calls
for further refinement of personality instruments and more
sophisticated utilization of personality research in evalu-
ation programs. The present study seeks to take advantage of
research and instrumentation available at this time.

The evaluation was particularly facilitated by the
California Psychological Invenlury (CPI) (Gough, 1957). The
value of the CPI was increased by the thorough, recent

research of Parloff, Datta, Kleman, and Handlon (1968).
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)
And on ther immediaté scene, the concurrent research of William
L. Curry with the same population provided needed structure.
These debts are here acknowledged to communicate the critical
importance assigned to evaluation. The teacher of self-
dircected education may feel that sglf-directed education
includes self-evaluation, thus decreasing the neced for insti-
tutional evaluation. But self-directed education has not yet
won such acceptance. Therefore, means must be found for
guantitatively mweasuring the individual gains of gelf-directed
programs in comparison to the conventional education. The
researcher refrained from attempting this study for several
years because of the evaluation problen. The decision to
proceed now hinged upon the possibility of =mpirical, irrei-
utable evaluation.

However, it is not claimgd that what was done was
measured. It may be that mure was missed than was rneasured.
The evaluation program lacked the benefit of a tested and
proven nodel from previous work. Research is scarce with
regard to the concern of this study with personal-developrient
effects associated with transition to a self-directed educa-
tional process. But in a limited way some neasurement of

m

development and achievement effects was accomplished. To
this extent, it may be said that the study assisted solution

of the evaluation problein.

2
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SIGNIFICANCE OF THE PROBLEM

D. N. Bigelow (1969), Dircctor of Conllege Programs,
U.S. Office of Education, Department of Health, Education and
Welfare, documents such strong pressure for change in higher

education that he calls it The Fourth Revolution, following

the revolutions of America, France, and Russia. As a studert
and teacher in higher education over the past twenty years,
the researcher has lived with the growing, critical need for
change in teacher-student and student-student relationshios.
E. P. Torrance (1965h) offers that it is time that we relax
our concern for what we can cram inco students and beconme
more concerned with what we can get out of them.

New educational modes in higher education such as
that of San Francisco State Cxperimental College are signif-
icant as studies of what is possible. As San Francisco State
Experimental College bulletin reads, "The idea is that stu-
dents ought to take responsibility for their own education
. . ." (Leonard, 1968, page 222).

The self-hclp movement of the larger American cultuxe
offers guidance as to what might he expected from self-help
innovation that education might institute. G. B. Leonard
(1968) guotes Farson, Director of Wastern Behavioral Sciences
Institute, as saying that we have missed the greatest resource
we have for solving social problens, the very population that

has the problem. As example, Farson indicates that research

ERIC
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of self-help encounter groups reveals results comparable to
professional therapy. He further reports superior results
of employing convicts as opposed to correciion officers in
conducting rehabilitation programs. And he cites the remark-
able program of Synanon; the fast-growing, revolutionary
organization founded by Charles Dederich in 1958, as it
treats drug addicts with an approach that horrows from the
self-help methods of Alcbholics Anonymous. Then he specu-
lates that the true meaning of such movements as Black Power
may rclate to their self-help character as a means to self
respect. In all, Farson estimates that more than 1,000
different self-help organizations have begun to function in
tﬁe United States.

Leonard surveys the effectiveness of self-help
attacks upon hur n problems, and he concludes that if we
take self-help methods into education we may inspire people
to reach higher levels of living. 1In the integration of
self direction with school practice. Leonard sees significant
possibilities for a renaissance of education as life-long,
joyful engagement, defining the guality of life itself in
the twenty-first century.

Leonard's vision of a possib:» renaissance associated
with joyful self direction is not the simplistic kina of
analysis thot nay be recad from the surface of his statement.

It is vital that the surface be penctrated in order to bring

O
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to full dimension the significance of the problem attacked
by the present research and the deeper need for this study.
Leonard is telling of a fundamental change taking place in
the philosophy guiding modern man. The prediction for
education is but a reflection of an expected deecper and more
all-embracing change in Western man's vision of the good
life.

It is beyond the scope of this writing to trace the
history of how Western man arrived at the philosophies which

dominate in what the new generation calls the system today.

Philosophical literature thoroughly covers this subject,
Van Cleve Morris {1966) is among the scholars who analyze
the effect of these philosophies upon education. O©f course,
the major influence of recent time has come from the scien-
tific philosophies.

The influence of science, put into practice in
schools, is discussed by Morris as Cxperimentalist Iducation.
Review of on-going research reveals that this education is

currently exploring in the direction of individualized

instruction, an externally controlled prograr to which the
individual is submitted for change to certain predefincd
behavioral ohjectives. Such an end is abhorrent to those
who have come to reject ithe system.

Morris also traces and desciihes Fxistentialism,

which has been a growing influence irn Europe since the turn

20
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of the century and is now an ascending influence in the
United States. Mos{ importantly, Morris details the nature
of the impingement between the prcvaiiing forces of Experi-
mentalism and Existentialism in United States education. The
researcher does nrnt atﬁempt that task here but, rather,
assumes knowledge of the nature of this impingement and
discusses the relationship of this research to it.

It may bear repeating that Existentialist Education
is but one terin that js used by proponents of self-directed
education. As given on pagc one, some other terms for the

new education designs that oppose Experimentalist present-

day negation of self-direction are: c¢reative education,
independent study, self-help cducation, humanistic education,
and psychogenic education. All of these terms denotc an

education at opposite polarity from individualized instruc-

tion. As said, the new education ewphasizes personal freedc:,

that is, individual contrcl and responsibility over one's own
life.

Viewing the present research in the perspective of
this philosophic crossroad, self-airccted education ray be
seen as a demand for a new way of life (or, perhaps more
accurately stated, a return to an old way of life). This
new life-style is compelled by philosophic choices not by
mere discovery of ohservable advantages as here recorded.

It 5s the life~-style of the man who has repleced the external
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control of the system with internal control of his own life,
regardless of what price or profit he may learn is associated
with his gained freedom.

The scientific philosophies impoce no demands of
internal or external contrel of one's person. All that is
asked by science is that the individual should respect
external, empirical information in decision processes. A
central precept of scicnce is its negation of a fixed posi-
tion, its structure of openness to change. The scientist
who takes his professional orientation into his personal
life is cpen to acceptance of self direction if it can be
established by his scientific criteria that such a life-
style better promotes the human growth defined by his per-
sonal convictions to be the good life.

In other words, there is nothing inherent to the
Experimentalist philosophy that holds the scientific edu-

cator to a direction such a&s individualized instruction if

it can be established that by his criteria Structure for

Self-Directed Sducation is more vrofitable. The only philo-

sonhical imperative of the experimentalist is to be conpelled
by the substance of research data in organizing his direc-
tion. Though Existentialism does not lead to Experiiien:alisn,
Experimentalism may lead to Existentialism. If and when this
happens it makes for a New Lxperimentalism in w%ich the

demands of Ixistential respect for self direction in cducation

:).-
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are prcomoted, until such time as something hetter comes
along., It may be that the flexibility of the Experimentalist
will eventually move him to the position of the committed
Existentialist or back to the 01d LCxperimentalism, but,
meanwhile, we have a condition of openness prevailing--a
healthy climate for development of the renaissance of joyful
learning that Leonard predicts to be possibhle.

The fact that the present experimentalist project is
the work of a humanistically oriented psychologist is cnpir-
ical evidence in support of the above analysis. This
research serves as a fornm of pérsonal dialogue for the
researcher, keeping the polarities of internal and external
control in balance. It seems to the researcher that the
dialogue this research affords with proponents of individ-

ualized instruction may promote a siiwmilar kind of balance

for the advancement of education. The essay by C. P. Snow

{1959), Two Cultures and The Scientific Revolution, expands

the impe.ative of this kind of conniunication; his message
has brought world attention to the crisis of comnunication
to whi-h the present research directs itself.

Regardless of ~ommunication needs, it is understand-
able that the literature offers educators little scientific
information as to the developmnent and achievement effects of
structures for self-directed study. There are many diffi-

culties that limit the possibilities of obtaining souni
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results from such research. The present study attacked the
difficulties, not because of unigue invention nor naive
enthusiasm, but because of the significance of the problem
and the need for the study. The research conducted was thus
as much problem-oriented as means oriented. This is in
keeping with Maslow's (1954) appeal for research that secks
means to study defined problems instead of defining problems

that can be readily investigated with established means.
OBJECTIVE OF THE INVESTIGATION

This study intends to measure development and achieve-

ment differences between students under a Teacher-Directed

Structure for s»lf-Directed Process of Education and students

under Teacher-Directed Structure for Teacher-Directed Process

of Education.

It may be noted that the design calls for a closed
structure. That ig, the teacher is to keep complete control
of the course structure. This allows exammination of the
quality of the structure created by the teacher, without
confounding the results with the variable of the guantity
of structure created by the tcacher rather than the students.
The study aveoids the cuestion of the effect of student con-
trol of class structure versus teacher control of class
structure. The guestion of locus-of-control is studied hy
Curry (1970) with the same population and at the sane time
as the iilitial phase of this present rescarch. Conparison

\)"

L]



O

ERIC

Aruitoxt provided by Eic:

17
of the results of the present research with the Curry
research is facilitated by the fulfillment of the closed
structure criteria met by three groups of the Curry study.
The comparison of results of the independent and yet related
Curry and Alf research is expected to enrich the interpreta-
tion of research results of both studies.

The development and achivement effects researched
were cognitive achievement, Control Orientation, Freedon
Orientation, Adaptive Autonony, Assertive Self assurance,
and pesitive attitude toward educational psychology. These
variables were chosen for evaluation bhecause of their rela-
tionship to creative effectiveness and superior teaching.
Aﬁnotated diagrams of the principle profiles used for eval-
uation of development effects are presented in Chavter Three.
It is the object of the cstudy to evaluate the comparative
differences between self-directed and teacher-directed educa-
tion with respect to the seleccted variahles. Though cogni--

3~ o
vavC dii

ective favtors are separated for the purpose of
communication, in final interpretation, recsults arc evaluated
in terms of growth dynamics with no dichotomy separating

mentality and personality.
HYPOTHLSES

I. Teacher-Directed Structure for Student-Directed

Process students will measure significantly higher than
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Teacher-Directed Structure for Teacher-Directed Process stu-

dents in the development of specific positive attitudes
toward the field of educational psychology, as measured by
post-course Affective ratings of educational psychology.

II. Teacher-Directed Structure for Student-Directed

Process students will measure significantly higher than

Teacher-Directed Striicture for Teacher-Directed Process stu-

dents on (A) pre-~ to post-course elevation on the Adaptive
Autonomy and Assertive Self-assurance factors of Parloff

et al. CPI analysis, and (B) pre- to post-course eclevation
on the Freedom Orientation score and reduction on the Control

Orientation scorec of the Ruimmers' Interview Form III.

III. Teagher—Directed Structure for Student-Directed

Process students will measure as high as Teacher-Directed

Structure for Teacher-Dirccted Process students on the

Departmental Evaluation of Achieveient measuring mastery of
the body of factual information of Educational Psychology
304.

IV. Teacher-Directed Structure for Student-Directed

Process students will measure as high as the mean of the
other classes of Educational Psychology 304 (EPY 304) con-
currently taught and equivalently evaluated on the Depart-
mental Evaluation of Achievement measuring mastery of the

body of factual information of EPY 304.
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Chapter 2
REVIEW Cf& SELECTED LITERATURE
INTRODUCTORY PERSPECTIVE AND HISTORY

Since the research treatment is a synthesis thét
borrows broadly, an exhaustive recview of pertinent litera-
ture would, no doubt, exhaust both the researcher and the
reader. This review cmploys the source material that con-
tributes rmost to the synthesis of a theory of self-directed
education.

In defense of the broad format, the researcher draws

‘upon the Honor School of Psychology, Philosophy, and Physi-

ology of Oxford University (1959). The school invites degree
cardidates with the following ctipulation: "A good psycholo-
gist must be, in the broadest sense, a humanist; at the same
time, he must have a first-hand knowledge of the experimental
and statistical methods on which modern psychology is huilt
. .« ." (Oxford Univergity Bulletin, 1959, p. 161).

The researcher respects the Oxford perspective, in
the broadest sense, in setting the scope ©f significant
literature for this report. The presentation calls attention

Ln pertinent issues and recent research, but rcader knowledge

19
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of research and information usually familiar to educational
psychologists is assumed.

In the present one-world awareness that includes
Asia, it seems appropriate to avoid the lestern World cliche’
historical opening that begins with the Greeks. This review
begins with a quote from a Chinese philosopher, ZLaotse, who,
in the century preceding Socrates, offered a theme that is
supported in the review to follow:
The people have need of what they can depend
upon:
Reveal thy Sinple Self,
Embrace thy Original Nature
Check thy selfishness,
Curtail thy desires.
(Laotse, Lin Yutang, ed., 1942, p. 592)
In Laotse's philosophy we find the paradoxical con-
structs of contemporary Existentialism couched in expression
that somehow integrates the opposites. Central in his teach-
ing is the importance of the keeping of the original sim-
plicity of human nature free from over-government, subject
to non-interfarence. As the above prescript emphasizes the
value of self direction, we are at the same time reminded of
the value of humility, quietude, and calm, as well as the
folly of pride, egotistical assertion, and force.
Laotse's concern for individual freedom as the
privilegye of fulfillment of human innocence is voiced again

and again in the history of education (Read, 1945, 1959).

That Laotse's values have, nevertheless, not triumphed in

31
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the West is evident from the social comment of Herbert kead.
Read details how, ever since the Middle Ages, Western educa-
tion has been the process of imparting intellectual preju-
dice. He proposes that the vehicle of this process has been
memory, which has become distinguished as the means to
"education." One might safely predict that Laotse would
call the students of such a system the victims of over-
government.

With apologies for the Western efficiency that
limits Eastern literature to a single inclusion, the review
moves to Aristotle and his emphasis on the impcrtance of
choice in the process of cducation, ". . . for by choosing
what is good or bad we are men of a certain character . . ."
(Aristotle, Ross Translation, 1941, p. 1053).

However, Aristotle thoucht it inappropriate to
extend the choice process to childhood education, since
"both children and the lower animals share . . . acts done
on the spur of the moment . . . not as chosen" (Aristotle,
1941, pp. 967-968). Aristotle held that it was the charac-
teristic of adolescence to develop the ahility to choose and,
thus, hopefully, to develop the “"right" kind of habits and
in the long run the right kind of character. The point made
was that by the act of choosing, the adolescent actively
participates in his own character formation. Voluntary and

deliberate choice thus was an important factor for the

R
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attainment of mature adjustment patterns in Aristotle's
theory of development. This ides is again echoed by Herbert
Read in his contemporary theory for education, intimacy-

choice-action, an approach respected in the present research

treatment,

In regard to Aristotle's theory, Margaret Mead and
Edgar Friendenberg are among modern scholars who say that
present day education reduces the choice opportunity for
growing youth and thus interferes with their self development
to maturity (Muuss, 1962).

With the re-awakening of Classic thought in the
Renaissance, Aristotle's thinking w..s borrowed and extended

by the Great Didactic of John Amos Comenius, 1592-1670

(Comenius, Keating Trénslation, 1923). However, Comenius
offered a theory of education which subtly moved away from
self direction to individualized instruction. Conenius
suggested school organization based on assumptions concerning
the nature of human developrment. He recommended organizatioﬁ
that closely resembles schools in parts of the United States
today. His prescript was to ". . . obscrve how the faculties
develop one after the other, and to base our methods on this
principle of succession" {Zomenius, 1923, p. 257).

In the Comenius concern with what children can do,
know, and are interested in at each stage of development, the

responsibility for cducation was passed from the student to
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the educator. The assumption made was that the educator is
more capable than the student in decidiné wvhat is the most
appropriate learning experience at a given time. The educa-
tion that resulted was student-centered, but not student-
directed. The Comenius equivalent of self direction, which
he included in the faculty of will, was proposed to be first
trainable at university level.

In other words, The Great Didactic, firstly, estab-
lished the historical roots for the kind of schools that
today are turning out high school graduates who lack self
direction. Secondly, Comenius proposcd a university educa-
tion that would enhance self direction. Comenius thus pro-
posed au education that begins with individualized instructic.
and ends with self direction. Though he travels a different
route to arrive at college, it is interesting that his pro-
posals for universities include training in self direction,
in the spirit if not the manner of the rresent investigation.

Jean Jacques Rousscau's work of the 18th century
yields further derivatives of Teacher-Directed Structure for
Self-Directed pProcess of Education. Though he, like
Corenius, was development-oriented, he held that the persons
most capable of advancing the development were the students
undergoing *“.h¢c growth, not the cducators holding the power
over them. This theme, voiced in Emile, had impact upon

late 18th and 19th cecacury education and was later refllected
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in the works of Pestalozzi, Froebel, Basedow, Spencer, Horace
Mann, and John Dewey (Muuss, 1962). |

Because of later reference in this writing, it is
also pertinent to note Rousseau's advancement of the theory
that the ontogeny of aﬁ individual recapitulates the phy-
logeny of its group: the "fundamental biogentic law" of
Haeckel (Webster, 1960). This recapitulation theory is
supported by obhservable facts in the development of many
marnmals, but variables of individual development limit com-
parison between ontogeny and phylogency. Rousseau employed
the recapitulatioin theory to relate stages of individual
development to corresponding stages in the development of
tﬁo human race. Animal, savagery, reason, and social and
erotional maturity stages were framed. The thecory was later
extended by such educators as Froebel and Ziller as well as
by G. Stanley Hall (Muuss, 1962). Hall's (1916¢) "psyclo-
logical theory of recapitulation"” went beyond the evidence
to negate the importance of cnvironmental influences upon
individual developnent. MHall's kind of speculations heyond
observations brought about a rcaction against recapitulation
theory as a scientific explanation of certain aspects of
growth phenonena. Because recapitulation theory rclates to
the synthesis of the theore of self-directed ecducation gen-
erated in these pages, it is noteworthy to reflect that the

carly 20th century rejection of the "peychological theory of
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recapitulation" may have rejected too much in its enthusiasm
to countermand the theoretical formulations beyond the evi-
dence (Lewontin, 1967).

From Rousseau's work, the review of literature of
celf direction moves to more recent time in which it is
classified for the furtherance of systematic communication.
Literature of life-science and cducation are separately

reviewed in the sections to follow.

CONTRIBUTORY LIFE SCIENCE THEORY AND RESEARCH

A Global View of the Crisis
in Human Development

It is nonsensical to wax forth with proposals for
education without first examining the fundamental process
which brings man to seek education. Man is only one instance
of observable life, and life is only one instance of the
observable from which man may gain insight as to the desir-
able. To arrive af theory in which the parts are in harmony
with the whole, it would scem advisable to proceed fro: the
global questions to the particular details in question.

Such an attack offers *o reduce confusicn as (o plan and
purpose when the focus is narrowed to the parts. The Jesuit
priest Picrre Teilhard De Chardin applies this principle as
he writes, "We must try, if possible, to build a bridge, or
at any rale the skeleton of a bridge, between physics and

biclogy" (Teilhard be Chardin, 1956, p. 17).
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Teilhard's works are a noteworthy contemporary

attempt at integrating global questions with scientific
observations. At one point he clussifies two series or
types of conditions with regard to man's destiny that deter-
mine "the planetaryv evolution of conscicusness." First,
there are the external conditions of a planet that must be
inhabitable for mankind to continue to evolve toward matu-
rity. Second, there are the internal conditions that are
bound up with the functioning of individual liberty: these
are subclassed as two variables shaping man's destin?; the
know-how to do (which the researcher terms iman's expertise),
and the will in du (which the resecarcher terms man's creative
energy). Teilhard studies both external and internal possi-
bilities and concludes that the fulure of mankind i5 most
severely threatened by internal conditions. Above all,
Teilhard sees peril to be associated with reflective liberty
as an indispensable factor of evolution aﬁd yet a dangerous
possibility of urdisciplined emancipation. The words echo
the Laotese therie offered 2,500 yecars previously. The content
of education nzy be expected to improve man's control over
the external cendit‘ons affecting his history. However,
literature rela!ing education to external conditions is not
included in the rresent review so that fuller attention may
be given to what the researcher, along with Teilhard, feels
is the crisis arca in man's present history, the realmn of

internal conditions determining man's future.

X
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This review also gives little attention to the
expertise variable of internal conditions influencing man's
future. The expertise variable is not emphasized in this
theoretical synthesis because mankind has already developed
this capability to the point at which it could result in
destruction of all life on this planet, or, possibly, tpe
advent of an era of affluence for gll people. The develop-
ment of expertise, of course, remains an important aspeét
of education, but the criitical factor that is to determéne
which way the expertise will be applied resides in man's
inner life, the domain of his destructive and creative
energy. Thus, the present synthesis of a theory of edupa-
tion centers its focus on man's inner life. l

There is both a sociological and a biological b%sis

4
for the above generalizations with regard to contemporary

crisis in man's educational development. The matter is:

i
i

sufficiently important to a theory of education to bear

|
documentation that discusses critical factors in man's

histcry. Freedman and Rol (1958) discuss the sociological

problem in an article Evolution and Human Behavior, which

describes man's unique evolution of capability to end his
own social~evolutionary progress with hiz destructive inven-
tions. Freedman and Rol propose the working hypothesis that
man's evolutionary endowhent, successful though it has made

him, contains within it hindrances Lo his social cvolution
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as well as self-destructive potential. The researcher agrees
with their position that the support of the hypothesis does
not need to be demonstrated to a generation huddling under
the hovering H-bomb.

The biological aspect of man's development of cogni-
tive powers is treated by Koestler (1967). 1In a chapter

"

entitled "The Three Brains," Koestler offers that evolution
is at least partly subject to trial and error; and that man,
who 1s superior to any known animal species, may never theless
have a serious fault in the circuitry of his most precious
and declicate instrument--the central nervous system.
Koestler's support of this statement runs as follows:
We may observe empirically that nature can make nmistakes in
brain development. Among such errors of evolution is the
brain location of arthropods (a phylum consisting Qof animals
with jointed limks) which does not allow for further growth
without compressing the alimentary tube (Gaskell, 1908).
With ¢t 2 highest scorpion and spider~-like animals this error
of food-tube constriction 1is so acute that the whole group
have become blood-suckers. Other authorities (Wood, Jones,
& Porteus, 1928) agree that the developnent of brains around
the esophagus was a fatal evolutionary error that can only

lead to phylogenetic death. Another start must be made. The

lesson of possibilities for the human species is clear.

,
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The speculation in regard to possible error in huran
brain development rclates to what Roberts (Wheeler, 1928)
calls a sort of tumorous overgrowth of the human cortex that
causes erratic cognitive function beyond developmental
control, like a steam engine that has lost its governor.
Herrick (13961} points out that such a view may make socio-
logical sense in view of man's history of self-destruction,
but the assignment of the cause to size of the cortex alone
is neurological nonsense.

Koestler discusses the results of contemporary
research that answers the Herrick criticism. He says that
it is not size but the insufficient coordination between ~
phylogenetically old and new areas of the brain that is
thought to account for differences between emo*ional and
intellectual behavior (Macl.ean, 1958). MacLean (1964)
reports that while intellectual functions are carried on in
the newest and most highly develoned part of the brain,
arfective bhehavior continues to be governed by a rclatively
primitive system.

MacLean explains that man's predicament results from
the fact that naturec has endowed him essentially with three
brains which, despite great difference in structure, must
function together and communicate with one another. The
oldest brain is basically reptilian. The sccond brain has

been inherited from lower narutals, and the third brain is a

O
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late mammalian development. The suspicion of‘a possible
error in this central nervous system relates to the extra-
ordinary rapidity of its evolutionary growth, greatly exceed-
ing the rate recorded in any anatomical character in lower
animals (Le Gros Clark, 1961}).

Until recently it was thought that the human brain
underwent its explosive evolution in the geologically short
time of about a million years. 1In 1956, C. Emiliani, using
a new dating process employing Oxygen 18, arrived at a new
estimate of the time period involved in man's evolution.
Putting all the new evidence together, it now appears that
man's brain was evolved from South African man-ape properties
to modern man properties within the period from 5000,000 to
150,000 years ago (Eisely, 1958). Such further kncwledyge of
the rapidity of brain development emphasizes even more the
predicament of modern man that MacLean interprets from his
brain research.

This report limits itself to this small fraction of
recent research relating to man's brain function. It is
hoped that the inclusions cormunicate the importance of
research of brain function in the synthesis of a theory of
education. Educators who ignore such findings of larager
life-science may bhe, in Teilhard's lancuage, the carriers of

"man's greatest peril."
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Koestler {1967) summarizes that the Papez-Maclean
theory (MacLean, 1562) offers strong evidence that a schizo-
physiology is huilt into the human species, providing the
physiclogical basis for the paranoid streak running through
human history and pointing to the need of search for
remedial development.

The cortex research literature comuunicates evidence
that education oriented solely toward cognitive development
is ill-advised today. If this scientific literature is to
be 1espected, it is highly ill-advised to educate solely for
specialized cognitive powers that leave the individual as
an instrument without corresponding personality development
to integrate the expertise trained. This kind of education
enhances the native imbalance of man without doing anything
to help hiil with his biggest bioloaical problem, his need to
integrate his cognitive functioning with his eirotional func-
tioning. Observing from this perspective, one is compelled
to conclude that most American education is serving mainly
to hasten the phylogenetic death of the species.

'"he review is narrowed on the basis of what the
above evidence scems to indicate to be of first priority in
the synthesis of a theory of education. Teilhard calls this
priority the "will to do." Here the focus is framed as a
cateyory of current terminology of education: the affective

donain (Krathwohl, Bloom, and Masia, 1956). 7This scope will
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be maintained throughout the various sections of the
remainier of the review., It may afford a more global per-
spective to note that the priority we thus establish for
the synthesis of a theory of education today seems to extend

"

back at least 2500 years for some educators. . + . Reveal

”

thy simple self . . . Check thy selfishness . . ." (Laotse,

1942, p. 592).

Life-Science Ramifications of 20th Century
Scientific Breakthrough

The reader sensitive to historical issues of psycho-
logy may conclude that in restricting the scoﬁe to the
affective domain this review has moved past mind to body in
the mind-body dichotomy. Such conclusion is an error that
deserves to be corrected since the rresent research is
primarily concerned with the affective domain. The
researcher uses the term "affect" synonynously with "per-
sonality." The position is held that the affective donain
can not actually be split away from the cognitive domain
for separate attention, and vice versa. The intcntion of
the present resecarch is merely to structure and cvaluate a
relatively more affective emphasis in education. The
investigator takes the view of Luawiqg von Bertalanffy
(1967 b) that the mind-body problem may have been created
by wrong categorizations in the first place. BAs Bertalonffy

points out, by now it has become obvious that neither
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"matter" nor "mind" stand up against the test of scientific
investigation. Cartesian "matter" has "dematerialized" in
physics in Einstein's egquation and in atomic explosions.
Instead of thinking in terms of mind and body--or
energy and mass, in the old language of physical science--
Bertalanffy instructs that:

Analysis has to proceed at two levels: that
of phenomenology, that is of direct experience,
enconpassing perception of outside things, feeling,
thinking, willing, etc.; and of conceptual con-
structs, the reconstruction of direct experience
in systems of symbols, culminating in science; it
being well understood that there is no absolute
gap betwecn percert and concept, but that the two
levels intervgrade and interact. (Bertalanffy,
1967, p. 84).

Tne topic is left open in that it will be joined
from another direction later in the review. At this point
the researcher only wishes to establish that the present
definition of the "affective domain" makes phenomenal ani
conceptual subclasses.

In the old mind-body language, this puts "mind"
variables within the "body" domain. This is a shift of
critical significance to education that today would model

from Guilford's Structure of the Intellect in which "body"

(affective) variables are put within the "mind” domain
(Guilford, 1967). It is noteworthy that Guilford's
configuration is fostcred by experinentalist educators as

a kind of periodic table for instruciional chemistry. This
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widesprecad program of attempting to advance man's devel-
opment through building blocks of intellect needs to be
understood for what it is in terms of theoretical biology.
Transposed to brain research language, it is a program to
absorb the appendage mgﬁ into his tumorous overgrowth of
cortex. That such a proygram increcases the phylogenetic
peril of the species, particularly at this point in man's
imbalanced development, has alrcady been established by
the literature reviewed. The investigator intends for

an affective domain theory of education to be more appro-

priate to enhancement of man's phylogenctic potential. And,
to repeat, the present definition of affective domain makes
phenomenal and conceptual subclasses. Structuring education
under the new language of the breakthrough from lewtonian
physics-~phenomenal and conceptual--brings a corresponding
breakthrough long overdue in education.

Historically, the new view indicates causc for in-
creased appreciation of the dynamic viewpoints of lobbes,
Leibnitz, Herbart, Reid, Stewart, Brentano, lamiltion,
Stuwupf, Ward, lcDougall, and Tolman, anong othcrs. How-
ever, only selected recent literature of biolouy is re-
viewed in advancing the present study.

Some of the old language of psychology takes on
new definition in the new view of science. "Mochanisia"

now defines that an oxganism is dirccted by forees acting

10
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upon it with predictable influence as in thec scicnce of
physics. "Jitalism" in the new language defines that an
ordanism is at least partly in control of the forces of
its environment and thus is in a dynamic intcraction with
environment, in which it has the possibility of inner-
directed choice.

Reorientation of life-science on the basis of the
20th century scientific breakthrough is occurring faster
in Europe. Unfortunately, in the United States, recent
progress has been relatively more technological than
intellectual. It is generally accepted that most psycho-
logists in Armerica today still continue to work under the
assumption that all behavior is determined by stimulus-
respons2 conditioning, although this view was outdated
with the disproving of Newton's notions of classical
physics.

Among new thinking offered on this subject is that
of Bertalanffy (1967 b), who feels that ygeneral systems
theory can provide a new frame-work for psychological
theory. The systems concept implies a new epistemology

that replaces absolutistic with perspective philosophy.

In the new concept, the organism is an active system, not
a passive receiver of stimuli from the outer world. The
evidence coming in now indicates that man, in a very con-

crete sense, creates his universe {Bertalanffy, 1967).
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The theoretical biologist, Bertalanffy, reports:

. + » in psychoanalytic terms as by Freud, in
terms of developmental psychology according to Piaget,
Werner or Schachtel; in terms of the ’'new look in
perception' emphasizing attitudes, affective and
motivational factors; by referring to von Uexkull's
species-specific umwelt; to Cassirer's 'symbolic
forms' to von Humholdt's and Whorf's evidence of
linguistic {i.e. symbolic and cultural) factors
in the formation of the experienced universe, etc.
"The world as we experience it is the product of
perception, not the cause of it' (Cantril)"”
{Bertalanffy, 1967 b, p. 92),

We further learn that such modern biological

36

observations approximate thosgse of modern physics, especially

the interaction of observation and observed in microphysics

(Heisenberg relation). Heisenberg (1958) states that

physics has given up the hope of finding "a thing in it-

self" (Bertalanffy, 1967 b, p. 93), such as the atom of the

mechanistic universe as an ultinate reality; in guantun
physics, the object of rescarch is no longer nature it-
self, but man's investigation of nature. At tne climax of
physical research man is confrontinyg himself alone.

Aside from affording insight into man's fate, the
above observation serves to remind again pf the need for
transformation of psychological languiage into phenomeno-
logical and conceptual systens. Buhler (Bertalanffy,
1967 b, p. 90) recognizes the modern view with the state-
ment: “Present day biologic theories emnphasize the
'spontaneity' of the organism's activity which is due to

its built-in energy." She goes on to say that an organisnm

47
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autonomous functioning, its spontaneous performance of
certain movements are now recognized to call for concepts

that represent a complete revision of the original homeo-

statis principle (Bertalanffy, 1967 b, p. 90) which

exclusively defined behavioral tendency toward equilibrium.
The knowledge of self direction in biology is
expanded further by recent findings regarding gene behavior.
Genes, in their control of cells, were until recently
thought to be able to give only one message that they were
pre-programmed to give. They were first described as either
donminant or recessive, but gradually more and more terms hagd
to be added to account for their variations of behavior:
reéressors, apo-repressors, co-repressors, inducers, rodi-
fier genes, switch genes, operator genes which activate
other genes . . .(Waddington, 1957). Now, in the new con-
cept, cells are not atonmistic units, cach independent with
its message. The atomistic rotion happened to fit with the
behaviorist notion of conditioned-reflex chain but, neverthe-
less, by the 1950's this thinking had to admit to new possi-

bilities. Now we find Gencral Propertics of Open Hierar-

chical Systems (0.H.5.) being applied to what gocs on.

Pittendrigh, Simpson, and Tiffany {1957} write that the
experimental evidence indicates clearly that genes act
cooperatively as an integrated whole in the control of

dcevelopiient. A cell's behavior depends in part upon where
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it is located. Decisions are made on the basis of test of
its neighbors for strangeness or similarity {(Bonner, 1965).
"By feeding back information on the lie of the land to the
gene-complex, the cytoplasm thus co-determines which genes
should be active and which should be temporarily or per-
manently switched off" (Koestler, 1967, p. 125).

Such findings are evidence of a aynanic principle
operating in organisms. Clearly there is a decision pro-
cess in action, an inner direction on the besis of analysis
of how things are, in order to decide what action should be
taken to accomplish the creative intention of the devzl-
oping organism. Cells creative? It is unbelievable, but
the observation is empirical--and beautiful.

It is ah casy step from here to Koestler's discus-
sion of higher forms‘of self-repair and self-realization
of which man is capable {given that the individual is free
and has the will to engage his challenge). FKoestler's
The Ghost in the Machine (1967) is an excellent source that
goes bevond this limited presentation.

In the new definitions, mechanism and vitalism
theories both have support in cpirical observations of
biology. Mechanism is manifested in ecac systems of life.
Vitalism is manifested in the wholeness with which living
parts behave with variation as such variced behavior supports

the intention of the whole to which they beleng. Both
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mechanism and vitalism may be considered to he part of a
more comprehensive theory which Bertalanffy discusses as

organismic theory. Organismic theory is perspective rather

than absolutistic and is associated with a new psychology,
in Bertalanffy's view, in which "systems" and "symbolism"
are key words. From such advances 3in life-science theory,
the present study eventually arrives at a synthesis with
the "joy in learning" of education's G. B. Leonard, (1968),
As the review of various disciplires contirvocs, other
convergence points are discovered, offering further insight
as to the whole to which the parts belong.

Insight Offered by Recent Research
of Organized Cell Activity

Having reviewed the life-science ramifications of
20th century scientific hreakthrough, a closer look at
literature with regard to recent research of organized cell
activity pronises to further advance the present study.

Bertalanffy writes:

Organisnic processes as a rule are so orderegd
as to maintain the system ., . . In spite of
irreversiblc processes continually going on,
they tend to maintain an oryganized state of
fantastic improbability; they are maintained in
states of non-equilibrium; they even develop
toward increasingly improhlable states, increas-
ing differentiation and order, as is nanifest
both in the individual developiment of an organism
and in evolution fror the famous armocha to man.
(Pertalanffy, 1967 b, pp. €1-62).

Bertalanffy's description defines, in part, the

"stcady-state” aspect of homeostasis. The terin originally
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referred to the processes which maintain most of the steady
states in organisms. The steady-state processes are still
of interest to the present research as studies of inner-
directed behavior. There is now also a new literature of
homeostasis that contributes significantly to a theory of
self-directed education.

Though homeostasis was still listed under new words
in Webster's 1960 dictionary, research studies of homeo~
statis form an impressive literature. The Symposia of the
Society for Experimental Biology (1964} oZfers an excellent
source from which a few examples of homeostasis are drawn:

Insulative and metabolic adavtations to cold

in vertebrates

The thermal homeostasis of man

The control of carbohydrate metakolisia in

muscles

Fish respiratory homeostasis

Control of salt balance in the crustacea

Control of basic movements in flying insects

Control vatterns of orientational honeostasis . .

It need not be said that the list could go on for
countless pages and still barely introduce known systems of
homeostasis. Research has established the functioning of
various kinds of homeostasis. Among known forms are:

social, ccological, developiental, p»sychological, and
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genetic as well as the regulatory mechanisms of physiology
{Caspari, 1958).

Homeostasis is sometimes defined as "self-regulation
of optimal conditions of existence" {Emerson, 13%54, p. 73).
It is more than a coincidence that this happens to be a
definition of what STRUSD education hopes to accomplish.
As such, homeostasis might be considered to be phenomena

of self direction. The class of homeostasis that is self

regulation of development reads like a "new cducation”
slogan. Could it be that the laboratory literature of
organismic dynamics of self-directed systems of development
holds insight for education?

The terwn that once referred only to maintenance of
steady states has now come to imply any biological control
system. Such control systems have been discovered at all
levels of life, both plant and aninal, down to the level of
a single living cell (Langley, 1965). If one might trans-
pose this state of affairs to language of politics, the
dynanics of homeostasis would demonstrate an ideal State
such ar is not yet manifest. 1In this idcal State, everyone
is self-governed and yet everyonec is working together in
cooperative efforts for the gocd of the whole scciety.
Multitudinous variations of biological organization reveal
this kind of dynamics not as an ideal, but as ordinavy,

healthy everyday life. It is only when we cone to man's
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role in the self-regulatory processes that we discover
homeostasis dynamics to be aspiration only. One may ask
why. It may be that the answer is given by previously
reviewed f£indings with respect to possible imhalance of
developnent in man's central nervous system. The evidence
is sufficient to warrant serious concern. The public may
take refuge in emotional reaction to relieve the stress
that a statement of such possibil}ty carries, bhut edu-
cational psychologists need to respond to such scientific
observations with a nore studied response of possible self
repair education (Koestler, 1967).

To pursue possibility of self-repair, a closer
look at certain key factors of homeostasis is called for.
Review of mechanisms of various levels of homeostasis is
passed over so as to get to the issue relevant self-
directed cducation.

We may ask, is the mind, one's yearniny, driven,
deternined from an intricate mechanics as blind as a com-
puter? Or is there a reaching into the uurealized in
exploratory propensity for the finding and forming of
increased value for thec organism; is there a reaching and
valuing contemplation which codes free choices into "com-
puter language", the self determination of the destiny
of the organism?

To statc the issuc in the riore usual way: Is an

organism's world mechanistically delermined by random
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events that have randomly put together all kinds of "com~
puter" programs and thus composed the living world of
organisms? Or is the living world of organisms a forward-
reaching phenomenon? May an organism's attributes be freely
chosen from the world of possibilities? Is there a possi-
bility of creative self-developnent program in support of
leadership of biological mechanism?

Note that the question here is not phrased as an
either/or proposition of vitalism versus mecnunism. The
question here is whether there is also, in addition to a
mechanistic prog-am, an organismic function that chooses
furposefully whrat it wants to incorporate into its mecha-
n'stic program. Is life strictly response to stinuli?

Ty, as one wins knowledge of self, is therc a chance of
traspesiny intention into the coding of the "conputer”
program of one's organismic system?

The inguiry is back to the vitalism question in the
review of humcostasis literature. Man's thinking and plan-
ning has centered on this philosophical issue for a very
long whiie. For educational rescarch not to come to grips
with this icssue is like testing for the hest system of soil
cultivation without asking what, if indeecd anyt..ing, is
planted in the soil.

If there is no active agent operating in organisnms,

then it follows that education may neod to treat students
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as learners deterinined by the stimuli to which they respond.
However, it should be recognized that such education merely
passcs the direction along to someone else or to a collec-
tive institution other than the self; the organisw as a
species is still acting upon>itsclf. Such education may
employ scientifically planned progréms to chanc 2 students
in ways that meet‘preconceived bhehavioral objectives of
what the education "should" accomplish. In other words,
the predominant experimentalist methodology of American
schools today might be considercd appropriate for such
education.

To challenge contemporary education is to run head-
on into the notion of man as a being determined by his
response to stimuli program. Fortunately, new research
offers further knowledge with respect to this notion cf
man as a reactive mechanism. It is essential to the solu-
tion of the crisis in human development that educators
review findings that have come in since contemporary edu-
cation policies were conceived. It is also vital to frane
educational research for empirical evaluation of new
approaches in education. The present STRUSD Education study
is such research.

With the discovery of the student as an active,
rather than reactive, learner, education arrives at an era

of encouragerrent of self direction, to the point of

- he
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diminishing returns for a dgiven situation of time, place,
and person.

Under the new definition of mechanism and vitalism,
the conceptof individual man as a director of optimal con-
ditions for his own life hasvgained broader support in
biology. 1Individual goal-seeking is assigned an analysable
physico-chemical ﬁasis and termed telconomy, purpose as
program of genetic coding (Mayr, 1968, p. 49).

The interrelatled svstens of steady-state and
developmental homeostasis are under increasing study, which
is yielding increasing recognition of extremely complex
organization so rich in feedback and potential multiple
pathways as to make complete description gquite impossa.ble
(Mayr, 1968). Open systems analysis--a conception
developed in a scientific way only in rccent years--has
contributed to the new view in which man is not an S-R
robot, but an organization developing toward states of higher
improbability, order, and differentiaticn (Bertalanffy,
1967 b). In the new view, man is an organism that rcacts
to stinuli, txue, but he is also an active organisn,
"striving for stimulation, information, knowledge, novelty,
interest, Jove, manivulating drive, fun" (Berelson and
Steiner, 1964, p. 244).

Notwithstanding the arrival at this new self-active

view of 1life, bicloygy still tries to limit life to the level

ERIC

Aruitoxt provided by Eic:

(O]
b



O

ERIC

Aruitoxt provided by Eic:

46
reachable with its mechanistic inquiry tools. A defensive
air is still directed against the newly admitted purpocseful-
ness. An example follows: "The development of behavior of
an iprdividual is purposive; hatural selection is definitely
not” (Mayr, 1968, p. 49). Uote the use in science of the
absolute definitely. Is there in this attitude a fear of
an invasion of the supzr-natural? Suppose that a neo-
vitalism of larger proportion than individual organismic
purpose were to be discovered by modrrn science? 1In space
travel language, just suppcse that it were discovered that
not chance, but man, or perhaps "X", controlled the space
ship's flight. To the researcher, the wild possibility
of a hypothetical censtruct offering rian insight to the
source of purposefulness is not to be feared but to be
pursued as the most profound possible discovery of science
to date.

Part of the confusion with regard to the queation
of purpose in biology results from the fact that this
question goes beyond the realm of biology's w1ethodology
to what is more advantageously studied by the investigation
methods of psychology. The perspective offered above by
biolegy on the subject of purpose so central to self
dircction to self direction is, nevertheless, significant.

Langley (1965), in discussiryg the influecnce of

stress {rom the biclogical viewpoint, affcrds an example of

(Of
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the advantage to be gained from joining‘biological research
with psychological research. Langley discusses the negative
influence of stresc upon population growth. In terms of.
psychology, this introduces the question of the extent to
which ideas and attitudes can influcnce one's self-
development and even the evolutionary process.

The biologist Langley has provided an exanple of
the influence of psychological dynamics over biological
process--that is, the influence of stress over population
growth. This is true in part because the endocrine systen,
including the gorads, is controlled by the anterior lobe
of the hypophysis, and the hypowvhysis is regulated by the
hypothalanus, which is par* of the brain. Thus, a clear
example is afforded of how an organismic system is tied
to the variable of thought process. One may see how the
world of ideas and feelings is tied into the organismic
system as an input altering biological process in purposeiful
ways even though thoughts and feelings may not submit to |
biological measurements.

Then why does hiology refer to man as completely
determined by the mechanism of complex codes of information
in the DNA of the germ plasma (Mayr, 1968)? Does biology
not accept the evidence that the life-space transaction
with the outer world (the unique momentary life-space that
is one's experience of living) is wired into the nervous

system's input channcls? It would scem that Langley's

/
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study, along with much other psychological research, firmly
establishes the influence of stress upon behavior and,
moreover, upon the reproduction ¢f the species to which the
organism under stress belongs. Then what is the basis for
contending that all purposefhl behavior is programmed by
teleonomy, solely? 1t seems clear that all programs for
behavior do not come from stored coding. This is a crucial
point: for, the "job-description" of an organism's window
of the world, the domaiu to which education may contribute,
is defined by the nature of the relationship of life exper-
ience to ontogenetic and phylogenetic development.

Note that it is not said here that education needs
to confine itself to the role that fits with its "job-
description" function to the future of the host organism.
It is said that education may be able to fulfill better
its instrumen¢al function to its host organism if the
proccess of education proceeds with full knowledge of the
significance of what is happening. But it should be
recognized that by present evidence education has more than
an instrumental function to an organism. The evidence of
life being active as well as reactive needs to be remembered,
The role of the window is indicated to be more than a
function for alteration of organismic program; there secms
to also be a here-and-now, intrinsic value function of

impressive-expressive transaction, apart from instrumental
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function. The researcher terms the intrinsi$ function value
and the instrumental function meaning. So the statement may

be simplified to read: science has established that the

window of an organism has both value and meaning potential.
It is the full-blown potentiél which neceds o be recognized
for the fullest realization of the possibilities of edu-
cation. This note on the importance of recognizing the
value function of education bears mention at this point
to correctly orient the discussion of instrumental function,
meaning, which is the present concern.
To return to the question under examination, what
is the meaniny function of the phegcmeno]ogical window of
an organization of cells? Langley has documented the stress
example of meaning function, but the question is so crucial
that Mayr's position needs tc be clearly understood:
The completely individualistic and yet also
species-specific DNA code of every zygotn
(fertilized egg cell), which controls the
development of the central and peripheral nervous

systems, of the sense organs, of the horrones, of
physiology and morphology, is the programme for

the behavior computer of this individual (Mayr,
1968, p. 48).

The article "the" instead of "a" defines a totality
in this internal system and thus excludes the window input
to the coding program of the bechavior-computer, as this
researcher reads the statement. If there is confusion on
this issue, it may be becausc it is a peripheral subject to

biology, an asrea of concern which has becn assumed by

b
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psychosomatic psycholcogy. Psychology would scem to offer
an importan’ contribution to a theory of education in this
regard. The extent to which the window input alters the
DNA program is, after all, a crucial question as to the
meaning of not only one's education but cf one's life.
For in lay terms, the window is th2 life we know, and the
DNA program influences what we do with life., A lot of
questions about education and life are answered on the
basis of one's understanding of the significance of the
window, defined as momentary life-space.

A final contribution of biology relates to the
extent to which the view from the window is influenced by
one's original cell activity. This, too, is a crucial
question for education today, for the extent to which
genetic-code blindness structures the view from the window,
tells a lot akout the nature of individual and social
experience,

The biologist C. H. Waddingten reports:

A second, more profound contribution of

biology would be in connection with thc degree
to which the involverent of a percipient being,
with a particular sensori-necuronal eguipment, in
any act of perception linits the ‘'validity' of
o' r world picture. There was a controversy
among physicists about this in the rot very
distant past. Most of those who helieve in the
'Copenhayen' interpretation of quantum phenomena
also believe that our scientific knowledge is
not nearly as objective as had previously been
thought. 7he argument can start from the con-
clusion that any neans used to observe the

position of an elementary particle, such as a
ray of light reflected from it, is bound to
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interfere with its motion, and thus make it im-
possible simultaneously to determine precisely its
velocity. This is one of the forms in which the
uncertainty principle is expressed. HNeisenberg
argues:

If we wish to form a picture of the nature of
these elementary particles, we can no longer iqgnore
the physical processes through which we obtain our
knowledge of them . ., . Thus, the objective reality
of the elementary particles has been strangely
dispersed, not into the fog of some new ill-deZfined
or still unexplained conception of reality, but
into the transparent clarity of a mathematics that
no longer describes the hehavior of the eclementary
particles but only of our knowledge of this Le-
havior . . . (Waddington, 1968, p. 26).

Studying such a profound guestion on the basis of
change worked by a ray of light upon a passing particle
may lose some of the impact contained in the conclusion--

if one is not a physicist. But an entire philoscphy of

life is shattered with the statement that we now understand

that even mathematics does not describe reality but only

our knowledge of reality. With this crucial admissicon of

modern science, phenomenology suddenly outdates vrevailing
psychology and philosophy. All that remains is the un-
fortunate lingering of the old solid world in which a
stimulus was, so conveniently, an absolute quantity in-
dependent of the subject to whom it might be administered
for testing of response variable. Thalt the old S-R world
still lingers as the predominant psychology of America is
evidence of the kind of cataclysmic rethink called for by
the new view. In passing from the objective to the sub-

jective world as reality, one moves into an cntirely

o
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different kind of life adjustment. In the new view there
is no longer any solid, absolute matter in which one can
invest one's emotional security, so it can be understood
that those whose lives are already committed to materialisn
will find it difficult to change just hecause the science
from which they modeled their original view has advanced
beyond them.

it is the very appreciation of the new view which
yields the insight that it ie difficult to change such a
deeply established perspective., As Waddington puts the
case in the above statement, ". . . the involvcment of a
percipient being, with a particular scnsbri—ncuronal
equipment, in any act of perception limits the 'validity'
of our world picture" ({wWaddington, 1968, p. 26).

The interpretation that seems to be justified from
the review of homeostasis literature thus offers that (1)
previous oxganismic experience along with genetic code
programming influences the perception with which one
creates the window of self; (2) external input makes a
transaction with the organism's viewing program to effect
an emerdent momencary life space (window): (3) the momentary
life space may have both intrinsic value potential ang
rmeaning as instrumental input to the organisa. (The use
of emergence in this context borrows from HMayr's statenent
of the principle: "When two entities are combined at a

higher level of integration, not all the propertics of thc
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new entity are ﬁecessarily a logical or predictable conse-
quence of the properties of the components” (Mayr, 1968,

p. 53). It may be noted that "life" in this interpretation
is an emergent phenomenon, not a determined phenomenon.

A final salient point with respect to homeostasis
is that it is an open system; that is, like a flame, it is
maintained in a continuous exchange of components. As
Bertalanffy, who has specialized in open systems, informs,
organic structures are expression of an ordered process,
and they are only maintained in and by this process. Thus
the primary order of these processes must be sought in the
processes themselves, noﬁ in pre-established structures
(Rertalanffy, 1960).

"Looking broadly at biological phenomena,"
Bertalanffy continues, " . . . two very general prhenomeno-
logical principles ohtain: one of the maintenance of living
systems in continuous flow of ordered procesvs, and another
of u trend toward increasing differentiation and order
('anamorphosis' in a term of the German biologiszt Woltereck)"
{Bertalanffy, 1967 b, p. 78).

Bevtalanffy points to the werk of Heinz Werner, in
psychology, for further enlightenment with respect to the
anamorphosis tendency of organisms. Werner's work is to
be reviewed in this respect in the psychological literature

scection.
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Coming to grips with the qQuestion of fundamental
cause, Bertalanffy writes: "It would appear that the
minimum requirements for a 'living organism' exhibiting
self-differentiation are an open (metabolizing) system
providing the energy requirea, and a genetic code steering
the process by way of stored information" (Bertalanffy,
1967 b, p. 80).

In this concept, the present review emphasizes the
requirement of external input, for the window, as alrcady
described, and as may be documented by research of sensory
deprivation. Focussing on the window variable, one has
interesting speculation as one continues with Bertalanffy's
analysis:

If we do not wish to accept a gratuitous and

rather fantastic prefnrmation, supposing that all
information or codones directing human development
were already present in the primeval amoeba, we
must grant that the amount of genetic information
has increased in evolution. But this is another

dimension in the negentropic trend of the living
world.

Such and possibly other aspects will have to
be integrated in order to arrive at a theory of a
very profound problem in the living world. We are
not willing to make a new "vital force" or "entelechy"
out of pres~ntly unsolved questions; but we have to
look forward to a new brecalthrough, possibly in the
way of further generalizations and unification of
theriodynaiiics, information theery, and molecular
genetics (Bertalanffy, 1960, p. 80). !

It appears that the information source which
Bertalanffy is searching for may be discovered in the input

from the life-space of an orgauism as revealed by the here
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presented theoretical synthesis. The hypothesis suggested
by the literature is that genetic inforimaticn may he
changed by the emergent phenomena of life experience (the
window). The anxiety factor of the window is one example
of such influence both ontogénetically and phylogenetically. .
The significance of the discovery of such a role of organis-
mic function of sﬁbjective experience makes this a subject
deserving further study.

It may be noted that to Bertalanf’y the question
of where the information was coming from for anamcrphosis
raised anew the temptation of explaining the unsolved

question as the work of a "vital force." Assuming that the
presently offered answer, as to source of the program coding
of anamorphosis, is correct, where does that leave the
question of elan vital?

In the new view, the study of man's relationship to
the unknown would take the direction of examining the scope
and nature of the process through which man, as an open
system organism, chooses and fits change of be¢havior into
his organism to evolve into more than he presently is. Such
study might justifiably be called a religious inquiry as
much as an educational irquiry. In present terminology, it
would be a study of man's crecativity: the finding and form-
ing of meaning and value.

In the new view, creativity, as in the above context,

is synonymous with healthful life engagcment. That it



reguires self direction follows from ninimal reflection.
But there are two other essentials of this process of
meaning and value gathering. Teilhard de Chardin birought
these essentials to attention in his discussion of internal
conditions necessary " . . . if the plaretary evolutinn of
consciousness is to reach its term, in us and throuygh us
. «" (Teilhard de Chardin, 1956, p. 118}).

Teilhard de Chardin wrote that man must have the
know-how to do, which was not a critical factor at this
time in history (though it must, of course, remain a
concern in education). And, secondly, Chardin stated that
man must have the will to co, which was a nced placing man
in his greatest peril at this point in history.

This study interprets Chardin's concern for a
greater will to do on thc part of man as being a concern
for greater will to search out meaning and value in the life
experience and will to extend the life possibilities en-
visioned in the searching process. To put the above concern
more briefly, it is defined as appezl for creative energy.
What are the variables that determine levels of creative
energy? What is the nature of creative energy? What is the
role of education in the developmernrt or creative encrgy?
These guestions are considered in the next section studying

the history and theory of various dynanic psychologies.
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Historical Contributions and the Functional
Misuse of Dynamic Psychologies

In rescue of a suicidal dancer of the tragicomedy
"Limelight," Charlis Chaplin appeals, "Life is not meanirnr.
Life is desire. The desire of a rose to be red and a rock
te be firm . . " (Alf, 1967, p. 1) This is the kind of
dialogue from which the sul! jective reality of life may be
discovered by psychology.

What is desire, in this context? To study this
question, it would seem to he advisahle to switch to the
term historically associated with desire in psychological
literature, that is, the term co-ation. Respecting the
central sense of varied uvsage, conation is défined as an
intrinsic unrcst that subsunes homeostasis to develop an
organism into something other than what it presently is.
The investigator has used this term priancipally as
description of the unrest that moves a steady state into
a new steady state . . . on and on. As has been noted in

previous pages, the term developmental homeostzsis has

recently come intc use to describe this process as a re-
lated progr..nm of the denetic code, open syster that main-
tains the stecady states. 1In ocher words, the concept

conation, as an affect term, may in the new language ot

hemicostasis be associated with the systems term, devel-

cpmental homeostasis; these are two asrects of the same

phenomenon. It may be recailed that the term teleonony

<
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was used to define that behavior of developmental homeo-
stasis that derived from the message center of the genetic
code of an organism: such hehavior was termed mechanisti-
cally purposeful. 1In Chaplin's language, to the extent
that the rose is red because.of its teleonomny, desire toward .
redness is superfluous. ‘hc discussion here does not intend
to analyze roses but only to communicate illustrations of
usage of the terms introduced.

The term teleolcgy, which tne documentation has
revealed to be a source of emotional reaction, would apply
to the extent that the desire, the conation, was not the
consequence of teleonomy but was, rather, an emergent
energy, urge, feeling, propensity, will, or whatever it
might be celled coming into the open-system from the
transaction of teleonomy with the window of self. It is
impuortant to note that the tzrm teleclogy in the vocabulary
here joined from varicus disciplines does not assume, negate,
or define who, why, or what the cause or source of teleo-
logical input may be, if it exists. To “efine teleology in
another way: that factor of behavior which is not the pro-
duct of puré chance and is not the product of telecnony is
defined as teleological. To illustrate, one might say that
a rose is red principally due to its teleonomy, but one
might speculate, at_least, that Chaplin‘is funny due to

more than teleonomy and chance, that there is a teleological
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factor in his history. Both teleonomy and teicology, in this
sense, are source terms. Teleonomy defines the individual
genetic code source and teleology defines any source other
than teleonomy and chance.

Aveling (1926) offers a simpler definition of cona-
tion: "Conation is the striving of a being towards or awvay
from an event or énd“ {Aveling, 192¢, p. 339). Aveling does
not separate between & pecrson who makes a living to cducace
himself and a person whe educates himself to make a living.
That is, his vocabulary is the same for (1) a person who
maintains his body equilibrium ir. order to become morec than
what he is, and (2) a person who strives to become more
than what he is in order to wmaintain his body eguilibriwm.
This is an important theoretical distinction.

In Maslow's need hierarchies. this distinction
separates status, love, and sclf actualization adjustment
from vhysiological and safety level adjustment. Applying
the distinction to the arts, onc sees that the conative
artist's primary involvement would not be the comwerce of
self-maintenance hut the creative engagement in transforma-
tion to richer value states.

The review extends discussion of conation because
of its close association with the comnmitinent factor of self
direction, a central factor of the present study. Histori-
cally, the word conation derives from the Latin conatus, a

striving. Conatus and near equivalents as Antrieb, Strecben,
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Wille and Trieb werec used by Spinoza, Schopenhauer, Hartmann,
wundt, and Paulsen (Baldwin, 1905). Hamilton divided mind
into cognition, feeling, and conation (Webster, 1960). It
is noteworthy that education today has taxonomies for the
cognitive (mind) and affective (feeling) domains but has
no taxonomy for conation (energy) objectives in education.

Stout madé a similar classification to Hamilton's
in 1903: cogaition, interest, and the suhkhdivision: cona-
tion, feeling-attitude. In 1914 Messer offered a German
division that is translated as knowing, feeling, and a sub-
division of appetition, desire, will, and conation {under
willing). In 1918 VWard developed a schema using cognition,
feeling, and conation (Boring, 1957)--Hamilton's classi-
fication.

Conation has had confused usage as well and voli-
tion. Germans have written of Begehren {dasire) and of
Streben (striving) (Baldwia, 1905). Some nmodern writers
have nade the term include every state and deyree of ur-
rest (Wwebstexr, 1960.

The leading conation theorists in this history were
not of the analytical empiricists school that advanced the
"new" experimental psychology. To find common ancestry
with the conation thcorists and the empiricists one must
go back to Aristotle. When one moves forward to Leibnitz,
an influence on Herbart, Hamilton, Stout, Ward, and many

other conationists, one is alrecady far apart fron the stream
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of empiricism as then represented by John Locke. One finds
oneself with the act psychologists as one moves rorward in
history. This fact is consistent with the present relation-
ships being discovered between this research and present day
"Yaction" psychology.

The men who furthered the concept of conation were
the challengercs of the "new"” atomistic invasion of scholar-
ship that got ever stronger. In the 18th century Scottish
school, Reid held that people's acts may he consequent irom
certein irresistible convictions due to intuition and that
merit will not submit to mathematics. Hamilton directed his
criticism against the climaxing figure of mechanical com-
pounding, James Mill. The challenge was enthusiastically
joined by Mill for a heated and sustained confrontation
(Veitch, 1882). Herbart was also a critic of James Mill at
this time. Pinally, Wundt was opposed by Brentano.

There was a crucial difference between the psycho-
logists who chose to analyze people as structure of
consciousness and those who chose to contemplate man's
impalpable activity and enerdgy. With risk of oversimpli-
fication of a scientific world divided by many issues, it
is proposed that a fuadamcntal schism was helief or dis-
belief in life-purpose. As the Renaissancoe cut tihrough
church dogma, life's unanswered questions impinged upon &
scholarchip freed from paralysis of the divine truth. Each

thinker sought his own answers. From subjective assurption
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each thinker bore forth with objective armor to probe the
mysteries of life. Who was now to provide the answers
to life's mysteries, if not science? Who was to offer
guidance as to how man should best fulfill his potential,
if not science? -

For those who chose to believe in a purposive
universe, science.became instrumentation for comprehension
of the dynamic, conation scheme of actuality. For thosa
who chosé to believe in a mechanisztic analysis of life,
science became instrumentation for comprehension of
structures resulting from chance combinations. The
mechanistic school, offering more solid "stuff" with which
to build a discipline, slowly became relatively more power-
ful.

The perspective of life as creative enerjy and
activity became dynamic psychology of the 20th century.
There was psychoanalysis, the great Freud of id. ego, and
super ego. And there was Ladd, McDougall, lolt, Tolman,
Woodworth &nd Lewin. Each was a precisionist in advancing
his concept of desire under terns like motivation, attitude,
sel, active attention, sign-gestalt, cathexis, valence,
tension, and goal-response (Boring, 1957).

Mchougall 's work (1923, 1932) is particularly note-
worthy. In Outlines of Psychology, 1923, he put forth his
systematic position that contrasts with American behavior-

ism. Jlis purposive psychology rclates systomatically to
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the later purposive behaviorism of E, C. Toilman. His
position that determinism does not wholly control the mind
met with little support in America, wherc the zeitgeist had
mechanistic behaviorism and deternminism dominant in science.
Boring (1957) reports that the controversy McDougall pro-
voked was centered in terminology: What the determinists
called "probable érror" McDougall called "freedom."

In The Energies of Man, 1932, McDougall writes:

. . . some fail altogether to recognize striving
or conation as a fundamental aspect of mental pro-
cess. The Germans have long used the word Trieb to
denote what we are calling an impulse, a striving,

a conation, an active tendency . . . The distinction

between the propensity (or latent tendency) and the

active tendency, striving, or conation is analogous

to that between potential and free or active energy

in chemistry and physics (McDeugall, 1932, p. 118).
Here we have anticipation of contemporary psychology that
emphasizes the active rather than reactive model of
behavior.,

McDougall also advanced "Hormic psychology" that
asserted that each animal species is so constituted that it
seeks or strives for certain natural goals, the attainment
of which satisfies corresponding needs of the animal. It
is remarkahle how this view was sustained by later dis-
covery that found McDougall to be mainly in error for
crediting the hormones for the work of DNA coding.

Another turn-of-the-century anticipant of future

developments was M. F. Washburn (1916) who held that a

determining tendency was responsible for the fact that
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the same stimulus may suggest different ideas under the
influence of different problems (Washburn, 1816). In his
writing one has an anticipation of the inadequacy of S-R
theory as later revealed by gestalt psychnlogy and phonomen-
ology.

Conation research of E. H. Wild, (1928) Influence

of Conation on Cognition, deserves mention as an early study

at college level. Wild used McDougall's definition:

attention is conation effect on cognition. After evaluation

experiments in four training colleges, Wild reported that
it had been clearly established that in &all cognitive
operations conation exerts an influence. If we put the

terms allention and cognition of Wild's research into the

affective and cognitive domains of the taxcnomies of educa-
tional objectives (Bloom, 1956, Krathwohl, '964), we may
discover at the highest level of educational objective the

provocative definition: characterization is conation effect

evaluation. (Transposing attention is conation effect

¢}
=

on cognitien.) This transpesition of terms to present
vocabularies would seen to keep the sense of the original
definition, but in reading the transposed version the
researcher is impressed by the fact that education actually
has no conaticn domain of objectives to encourage characteri-
zation from evaluation. Teilhard de Chardin scems to be
right in suggesting that the will-to-do domain is neglected

in modern education.
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Another contribution to dynamic psychelogy is the
creativity theory of Harold Rugg, posthumously published in
1963. Rugg offers that lile is possible . . .
when an organism has enough surplus energy to
carry over dead center to imbalance. The theory
must account for the on-going, never-ceasing,
accumulating structure-building. 1Its very founda-
tion is a conception of rhythmic pulsation as the
hasis of the autoromous forming process. Being
intermittently a bit ofr-balance is the key to the
continuity of the life process (Rugg, 13963, p. 242).
This thinking is consistent with Avenarius' formula of

"vital difference," with catabolism and anabolism working
for vital balance and the genetic course described as a
“vital series" (Boring, 1957).

D. C. McClelland (1962) raises the interesting
question as to the relationship hetween conation and
aggression. "It is no mere metaphor to say that analysis
represents a form of aggression. To take something apart
is to destroy it in a very real sense" {McClelland, 1962,
p. 166). McClelland is among researchers who report that
creative scientists are unusually hard working, appearing
to be almost obsessed with their work. Illowever, one cannot
assume that conation is the cause of the hard work; gsuch
an hypothesis would require further testing.

Research has often associated the hard-worker
characteristic with the highly creative. Hirsch (1931)
reported:

The conative aspect of this dimension of
intelligence is the impulse to Create, which in

/€
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artists, scientists, iaventors, and philosophers
of the first magnitude is more persistently present
and more imperiously impelling than the instinctive
drives of the ordinary man (Hirsch, 1931, p. 234).
Two kinds of conation were the subject of study in
the first part of the century: (1) the kind of conscious-

ness that accompanies rmuscular exertion, and {2) the state

of active attention (Funk and Wagnall, 1931).

66

In the 20th century, Western materialism fused with

dynamic psychology in the forim of a new school known as
functionalisn. In the functional psychology of Dewey,
intelligence was no longer the ability to accommodate the
world; it was the ability to adjust to environment--the
environment was suddenly king.

Boring (1957) writes of the roule of theoretical
biplogy in the new psychology developing in an atmosphere
of U. S. pioneer spirit:

Darwin's theory was destined for enthusiastic
reception in such an atmosphere. And the result of
this theoiy was that American psychology went func-
tional, assessing mind and mental activity in terms
of use and survival value (Boring, 1957, p. 243).

Survival for what end? This was not specified by
functionalism., As a psychology for implementation of
unexamined ends, functionalism advanced an education for
maintaining the status quo, which happecned to he a
materialistic society that wanted strong backs more than
strong minds. Under the axicna, 'if it.works, it's good,™

educators studied the smoothly running Nation State with

YRS
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new car models every year and bigger and better factories
in every town as time went by. It was all working, and
education's job was to keep it functioning "good." Thus,
by no planned intent, schools found themselves with a model
of development in which children were to be shaped into
functions of the industrial 2conomy. The original conatus
energy of Dew3y's revolutionary conceptions of what educa-
tion nieans, was absorbed by the striving and growing
capitalistic technology.

Randolph Bourne wrote in 1917 (Bourne, 1956):

But when the emphasis is on technical organi-
zation, rather than organization of ideas, on
strategy rather than desires, one b2gins to sus-
pect that no programme is presented because tiey
have none to present (p. 249).

. + . And, Dewey, of course, always meant his
philosophy, when taken as a philosophy of life,
to start with values. But there was always that
unhappy ambiguity in his doctrine as to just how
values were created, and it became easier and
ecasier to assume that just any growth was justi-
fied (p. 253}).

« « « It is now becoming plain that unless you
start with the vividest kind of poetic vision,
your instrumentalism is likely to land you just
where it has landed this younger intelligentsia
which is so happily and busily engaged in the
national enterprise of war (pp. 253-4).

Bourne gnes on to tell of a prevailing 1917 educa-

tional emphasis on the mechanics of life at the expense of
the quality of living. e writes of the dangers of such

ceducation making the nation into a land of mob psychology.

And in a final sentehce he ties his statenent into the

\;
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conatus stream of history as he anticipatcs mai's future,
along with Pierre Teilhard de Charcdin of prosent time.
Precisely he writes: "It is the cres .ive desire more than
the creative intelligence that we gha'l i .{ we ate cver
to fly" (Bourne, 1956, p. 259).

Psurne's analysis points to fu..ct . oralisrr as a mis-
carried dynamic psychology that broughi 1lie United States
to the circumstance that Pierre Teilhard o Chardin inter-

prets as a need for creative desire. Yt is imporiaut to

note how Pierre Teilhard de Chardin's analysis of mnan's
greatest peril, and the lack of will to do is traced by
Bourne to the failure of the prevailing Americar educstion
of the twentieth centuvry. The analysis suggests the ncad
of a new approach in education.

From the above literature, onec may gather thac a
value-barren, machine-model of life was glamoriz<d in the
first half of the century. The functioning economy was
assumed to afford a cosnic fit for every child. 2As mecha-
nistic behaviorism gained power in American eduacation,
there was no different model of the ends of education;
there was only an increase in the techroloyy of means.

By the 1960;5 the students of tiiis education were

resisting sufficiently to he causing the drop-out problcn.

By 1970, the problem, the frustration of the students, had

progressed to the hurning of bhuildings.



O

ERIC

Aruitoxt provided by Eic:

69

However, dynamic psychology promises to outlive this
functional failure. Historical terminoloyy such as conation
faded ocut in the 1930's, but the conatus model of human
behavior continued to develop in psychological theory and
practice under new language and merspective. Still educa-
tion has only begun to take advantage ol the impact upon
human development'that is potential in a dynamic psychology
approach to school experience.

Contrihutions of Recent Further
Study of Evolution Theory

The purpose here is to assist better the role of
education in ontogeneti. and phylogenetic development. The
Lreatment works for better integration of education with
growth. There is no attempt to survey all of the arguments
with respect to evolution-hypotheses and evidence. The
inclusions are those which are considered to be most impor-
tant in the development of the theory of education presa:rtly
under research.

It has bheen observed in previous pagecs that there
is a social lag that has education still oriented from the
absolutistic mechanics of classical physics rather than fron
the relativistic mechanics of the new era of quantum physics.
There has been a mention of scientific findings that advance
a new episterology of perspective philosophy {rom the out-
dated absolutistic inechanics., Among specifically mentionred

findings were the Heisenberg relation of microphysics, open

(')



O

ERIC

Aruitoxt provided by Eic:

70
systems thecory of biology (Bertalanffy, 1967), and, of
course E=mc2, with its revolution that has only just begun.

The carlier revolution opened by Darwin's theory
has also been noted, and its historical influence upon
American education has been docurmented. The review et this
point seeks to discover a post-Einsteinian analysis of
theory of evolution and, further, to bring in new evidence
from this century's rich literature of evolution research.
The barest reflection on the prbfoundness of the question
of evolution makes it understandable that the prevailing
views on this qguestion deserve to continue to be an in-
fluence on education. But it would seem to be imperative
that a new era education should proceed from new analysis
of avolution theory.

In reviewing the literature of evolution one finds
an extremely rich body of information with regard to life
less complex than human life, and ofiten one finds infercnce
from this inform:tion with respect to the human condition.
There may at times be a sound basis for such inference, but
tc limit the bresent study to best advantage, this review
holds to separate analysis of the phenomena of human evolu-
tion. .Separatc human analysis is especially eppropriate
in relation to education.

The significance of evolution theory to cducation

may tre communicated in a reversc way by quoting the "hard

51
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line" position held by a mechanistic-minded scientist of
our time. Crick (1966) writes:

Once one has hecome adjusted to the idea that we
are here because we have evolved from saimple chemical
compounds by a process of natural selection, it is
remarkabhle how many of the problems of the modern
world take on a completely new light. It is for this
reason that it is important that science in gencral,
and natural selection in particulaxr, should become
the hasis on which we are to huila the new culture . .
The old, or literary culture, which was bhased origin-
ally on Christian values, is clearly dying, whereas
the new culture, the scientific one, bhased on scien-
tific values, is5 still in an ecarly stage of devel-
opnient, although it is growing with great rapidicy
{(Crick, 1966, p. 93).

The researcher assumes that the possibilities for
man are not limited to an arbitrary dichotomy of Christian
values versus scientific values; though this limited con-
struct seems to hold in the life-space of some hioloyists.

The researcher explores broader possibilities in the

71

present review of evolution literature. It may be that the

outcome of this study will yicld an interpretation that art,

not science, must lecad the new cultuvre instrumented by
scicnce.

At the outset of the review, it is first important
to note that the Darwinian theory and neo-Darwinian theory
that so revolutionized "estern thinking has not gained
unconditional acceptance with the further advance cf
science. The general notion that organic life is an
evelving phenomena from simpler to greater complexity and

organization has gained ever grealer acceptance. But

82
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aspects of Darwinian theory, now most broadly revamped as
neo-Darwinian theory, are under serious scientific scrutiny.
A few instances of the scrutiny are noted in order to
communicate the degree to which questions are still open
and answers are still sought for.

H. G. Cannon (1959) writes of the scientific debate
in regard to evolution:
But now licsten to what Goldschmidt sa.d as early
as 1940. MNobody can deny his autnority. In the ecarly
twenties when I had the privilege of neeting him at
Bateson's house, he was one of the leading figu-res

in the Mendelian world. After all it is perhaps not
too much to say that his work on inter-sexes paved

the way for the Neo-Mendelian outburst. ut now,
after a long period of Mendelian research this is
what he said {(Goldschmidt, 1940, p. 397}: "The neo-

Darwinian theory of the geneticists" being no longer
tenable must be abolished. It is incompatible with
the picture of evolution, and it accordingly blaocks
progress in evolutionary thought . . . There are other
criticisms that come from ros* distinguished sources
and they cannot be ignored . . . The science of
genetics has been allowed to drift into the control of
the mathematicians who, however commendable may be their
efforts at understanding the broblem of evolution, can
hardly be expected to have a real insight into what is
meant by a living organism. In a book, Darwin's Cen-
tury, by Loren Eiseley . . . after an admirable and
most couraygeous acccunt of the rise and fell of
Darwinism, the author breaks off about 1900 and sug-
gests that since then the mathenaticians have ade-
guately dealt with the matter -nd interpreted the whole
of the evolutionary process in terms of Mendelisn.
Unfortunately, the two mathematiciansg whom he quotes
as being mainly responsible for this revolutionary
advance appecar to be at coiplete loggerheads!
(Sheppard, 1958, p. 135) . . . Is it surprising taat
an anonymous author recently, in a ve:cy distinguished
journal (Timee Educational Supplement, 1958) described
the modern orthodox Mutation-Celection hypothesis as
consisting of "assigning names to hypothectical lumps
of stuff in order to confer magical vircues on then,
so that a crowd of lumps can bring order out of cheos
and unity out of multiplicity? . . . There arc others
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this circumstance secus appropriate,

amonyg contemporary writers. There is Professor
Thempson (Thompson, 1956) who, in his introduction
to the reprint of the sixth edition of the Origin,
questions completely the efficacy cf the power of
Natural Selection -a which the orthodox geneticist
relies so strongly. Then there is Professor Vandel
(vandel, 1958) of Tropical France who has a conccp-
tion of the living organism rmuch more in line with
Lamarck and, I may add, myself, and will have little
to do with Neo-Mendelism . . . there is of course
that great anatomist, Wood-Jones. In his last writ-
ings he put forward examples which would tax the
ingenuity of the most abstruse Meo-Mendelian to
explain away on a genic hypothesis . . . there is
Caullery, who, at the time of his death last year,
was the doyen of zoologists in Lamarck's own country.
rie opposed Mendelism completely as a mechanism for
explaining the evolution of parasitism, and when we
realize, that, among aniials at least, there are
probably more parasitic forms than there are free
living, his criticism, based as it was ~n a life
study of animal relationships, cannot be lightly
ignored . . . I feel that the ordinary scientific
reader, and particularly the senior non-biological
scientists, should be made to realize that there is
a strong and, I feel, growing orrosition to the
monopolistic attitude of the nmodern gencticists
(Cannon, 1%59, pp. x, xi, 112, 113, 114).

The present review has alrcady reportea what =eens
to be an unscientific defensiveness wvith regard to un-

answered questions of biology. Further illustration of

literature requires a knowledge of the climate in which
statements are made. The researcher respects that it is
impossible to be truly chjective in the study of one's
origin and fate. In such study, the intellect is more

than ever a product of created life-space, the g}gﬁgﬂ of

ac
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for incerpretation of
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self, in which security-needs, lonyings for identify, frece-

floatig anxietics, and active-energy propensities mix with
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the empirical input from scientific study. The thesis of
the subjective base of all human inquiry and direction is
further examined in the present development of a theory of
education, as a limiting condition which the present
inquiry respects in its procedures.

The literature abounds with the kind of examples of
frightened attitudes that follow from the proceedings of
the synposium held at the Wistar Institute of Anatomy and
Riolugy, April 25 and 26, 1966. This is the previously
mentioned symposium in which bionlogists invited mathe-
maticians to an exchange of views with redard to the neo-
Darwinian interpretation of evolution (Moorhead and
Kaplan, 1967). The resulting monograph is entitled,
"Mathematical Challenges to the Neo-Darwinian Interpreta-
tion of Evolution.” It seems that mathematicians were badly
outnumbered by biologists at the symnosium. The views of
biologists dominate in the resulting report. Ilowever,
mathematicians did make their views knowr.. These views are
most.important to the present study. It is also important
to note the atmosphere of tension created by the findings
that the mathematicians offered. To corwmunicate the heart
of the confrontation, Dr. M. C. Schutzenberger's conclusion
to his paper, "Algorithias and the Neo-Darwinian Theory of
Evolution,” is first given, "Thus, to conclude, we believe
that there is a considerable gap in the ..co-Darwinian theory

of evolution, ana we believe this gap to be of such a nature
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that it cannot be bridged within the current conception of
biology" {(Schutzenbery, 1967, p. 75).

One might expect that such a finding would bhe met
with respectful serious reflection. However, one notes
instead the monopolistic attitude reported above ({(Cannon,
1959, p. 114) as Dr. Weisskopf responds to the speech with:
"I want to analyze the difference of opinion between
Schutzenbherger and the rest of the world . . ." (Schutzen-
berger, 1967, p. 80).

It is interesting to speculate on the psychology
of exchanges copied from the symposium record:

Dr. Schutzenberger: . . . If I had more tine,

I could have dissected the typographic changes into
threc levels, each corresvonding to a type of

algoriinm; each of them is practically irreducible
to the previous onec.

The Chairman, Dr. Waddiﬂgggg: Your argument is
simply that life must have come about by special
creaticn.

Dr. Schutzenberger: KNo!

Voices: No! (Moorhead and Kaplan, 1967, ». 80)

The vigor of the "no" reminds one of mother having
caught the baby':s hand in the cookie jar. Plainly the
question of cfeation is not understood by the gathered
scientists. Plainly, too, if one reads thec exclamation
marks as indicators of enotion, there is more than an
objective calm iu the recacticn to question of special
creation. As said, the study »f origin and fate gels to

the core of cach human being. To attempt such "objective"
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study may be as ambitious as an attcmpt of "objective"
analysis of one's private love life.

One may further note, from the opening renarks of
the Chairman of the referenced conference, Sir Peter
Medawar, " . . . Many of youvwill have read with incredulous .
horror the kind of pious bunk written by Teilliard de Chardin
on this subject . . ." ({(Moorhead and Kaplan, 1967, p. xi).

The researcher makes the z2bove entry, not to take
a position for either Teilhard de Chardin, God, or Darwin,
but to record the emotionalism of the scientists.

One may intuit again a kind of emotional need to
destroy the unknown in the opening and end statement of the

book, Of Molecules and Men (Crick, 1966).

In human affairs there is the possibility that the
most conservative position, the most concrete and spelled
out position on an issue will be regarded as the most
scientifically sound position, the most scholarly respectable
position. But it is a lesson of history, which Mendel's very
work offers 1in beiny ignored for 80 ycars, that sciencc
has long been dominated by a tyranny of the "obvious."

The 80 years that it took for scientists to
seriously consider Mendel's work iliuvstrates the danger of
announcing ideas too far afield from accepted viewpoints of
t.e day. Thus, the prescnt rescarcher finds it appropriate
not only to look at subject matter but also at the at:itude

of the scholars engaged in the study. This has been done
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briefly. Rather than to prolong illustration, the re-
scarcher reports the sunmatior. that he has found mechanistic
positions to bhe more rigid, less okjective in tone, and
less open in attitude than positions that admit to possi-
bilities of non-material phenorena. The hard-liners scem
to be less open ninded. The literature contains more
exanples than this report can carry. It seems that some
scientists are intellectually handicapped by a need to do
battle against invaders from the superratural world.

Under the above rationale, the present study
gives fullest coverage to the work of those researchers
who seen to have the most open approach in their inquiry.
The writings of Bertalanffy, Dobzhansky, Eisely, Koestler,
Huxley, Simpson, Schubert-Soldern, Stebbins, and Waddington
coie most immediately to mind.

Having disccursed gcnerally, the presentation now
advances systematically under th=2 following headings:
(1) Challenyes to classical thecory; (2) New understanding
of the nature and influcnce of environmental dynamics; (3)
New understanding of the nature and influence of organisnic
organirzation; {(4) The advent of oven systems theory; (5) A
redefinition of health criteria; (6) The measurcment of
behavior «1 cvolution; (7} The rolc of creativity in growth
and evolution.

Challenges to classical theory. Dr. C. H.
Waddington of the Institute of Animal Gcaetics, Edinburgh,
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England, summarizes classical neo-Darwinian theory as a
system which involves:
1. Random gene mutation, treated as a repetitive
process so that each mutational change can
be assigned a definite frequency.

''i.e.,

2. Selection by "Malthusian paraneters,'

effective reproduction rates.

3. An environment which is treated as uniforn,

that is, it can be neglected.

4. The phenotype has no importance other than

as the channel by which selection gets at
the genotype {Waddington, 1967).

Waddington reports that this system is theorceti-
cally a closed one, which does not lead to continued evo-
lution, but at best to a passaye leading to a state of
equilibriuwa. According to Waddington, the possibility of
continued evolution reqguires the postulation i one or nore
of the additional needs:

(1) continued chance in the environment, arising

independently of the existence of the organisms

within it. (2) an initially heterocgencous environ-

ment, whose heterogeneity is continually increasea

.+ . (3) the existence of epigenetic organization

of the phenotype . . . (4) the vossibility of the

occurrence, at later stages, of tyres of gene

mutation which were theoretically impossible at

earlier stages . . . (Waddington, 1967, p. 113).
Waddington then reports that it secms almost certain

that all these factors have in faclt played a part in ecvolu-

tion as it has actually occurred, aid he pursuecs an analysis
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which brings him to the decision that the "crucial issue"
is factor (3). ‘This review will later relate this
Waddington analysis to the present study.

The review presently exzaines further challenge
of neo~-Darwinian theory by a.symposium of mathematicians
in 1966. One report has already been mentioned. Another
report was offerea by Dr. William Bossert, of Harvard
University. His study was entitled, “"Mathematical Opti-
mization: Are there abstract lindts on natural selection?”
The report ends as follows:

To surmarize briefly, the basic evolutionary
operators of mutation and natural selection do not
perform well, in the sense of translating a popula-
tion to which they are applied over a space of
genotypes to that genotype which is optimum. The
various groups of applied mathematicians who
recognized this quickly discarded the cperators as
abstract mathematical tools and gave passing
concern about the statc of our understanding of
evolution. The finding is no surprise and of
little interest to biologists since mutation and
seclection do not complete the "neo-Darwinistic
interpretation of evolution." Additicnal operators
such as migration and selection of populations
easily overcome the difficulty of stagnatior at
non-opti-aunm fitness levels, which turncd these
particular nathematicians away. It is unfortunate
that communication endcd on both sides at such an
elementary level (Bossert, 1967, p. 41).

One may again note the shift away from the operators
of mutation and natural seclection and a search in the dircc-
tion of "additional operators" as explanation for evolution
phenomena. The mentioned "migrations" and "selection of
populations" operators fall within the donain which is of

principle interest to the present study of possible influence
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of human education upon evolution. As one notes the various
criticisms of neo-Darwinian theory, one senses a consistent
shift toward the domain that the researcher calls the ex-
perience dimension of the organism,

One picks up this same theme again in the state-
ment of the mathematician Dr. Ulum, as offered at the above
mentioned "mathematical challenges' symposium:

But the whole point is that there was no formal

riodel given in advance a billion years ago from
which one would be able to predict what would
develop. The very rules of development were chang-
ing in time and influenced by the changing external
conditions (Ulum, 1967, p. 91).

1The ecologically oriented statement of V', E. Howard
(1967} at the same symposium seems to continue this direc-
tion of thinking and add to the organizational theme that
other scientists have offered. In summary of his presenta-
tion, "Some LDcobehavioral Problems to Mathematical Analysis
of Evolution,"” Howard states:

N Until ecologists can obtain a keener

insight into the factors that regulate productivity
and stebility of vertebrate communities, it is
difficult to ohtain the nceded emvirical evidence

about the process of speciation . . . {(Howard, 1967,
p. 105)

With regard to the human circumstance of factors

that regulate productivity and stability, it is the re-

scarcher's judgment that this positicn nmoves the study of
evolution into the domain covered by behavioral and social
scicnces, including educational psycholoygy. loward con-

tinues:
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It appears to me that nuch of the essential
logic of evolutionary theory will be determined in
the future from new concepts about the complex
biological entities involved and their delinecation
as entities, ncot from the quantification of biolo-
gical measurements (Howard. 1967, p. 105).
If one transposes the term "complex biological
entities" to the hurman community and its intricacies of
phenomenological entities registered out of transaction of

bioclogy with environment, this statement hegins o communi

cate the rationale behind the inclusion ol cvolution

el

literature as a part of the present educational psychology‘

research.

To sum up, scientists of neo-Mendelian orientation
vwho are influenced by new views of genctic codaing, as
mentioned in the section on organized cell activity, scen
to have gained a central role in the study of evelution.
The old mechanistic concepts have been increasingly aban-
doned. Dr., Murray Eden (1967) of Massachusetts Institute
of Techneclogy writes:

During the course of development of neo-
Darwinian evolution as a thcory, a varviety of
suggested universal postulates with empirical
content have been invalidated. Tor cxample, the
postulate that environnental influences on
parents cannot affect offspring vas invalidated
by the discovery of induced mutations. In like
manncr, the notions that genes alon: govern
inheritance or that no norphological :changes in
a phenotype wjll propagate in its descendante
have alsc been experisientally contradicted. 1In
conscquence the theory has been modified to the
point that virtuaily every formulation of the
princivles of evolution is a tautology (Eden,
1967, p. 109).
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New understanding of the nature and influecnce of

environmental dynamics. Dr. Marcel P, Schutzenberger

offers as sunumation of his paper, "Algorithms and the Neo-
Darwinian Theory of Evolution":
In othes words, I bhelieve that an entirely
new sct of rules is needed to ohtain the sort of
correspondence which is assunied to hold (one way--
Darwin, or the other--Lamarck) bectween neighboring
phenotypes and which is needed in similar theories
of evolutions (Schutzenberger, 1967, p. 121).

This section will present some »f the new findings
and ideas advanced in recent years and will seek to draw
this information into a perspective for application to
education at this time.

The views of Waddington have aiready been nentioned
in respect to classical neo-Darwvinisn. Sincc he is con-
sidered to be one ¢f the leadiny Neo-Mendelians (Cannon,

1959), it is considered particularly noteworthy that

Waddi~gton considers genetic assimilation to be "the only

radical. ¥ new, experimentally verifiecd, evolutionary pro-
cess discovercd in the last twenty years” (Vaddington,

1967, p. 113). He describes genetic assimilation as

involvina (a) developmental homcostasis p.us switching

mechanisms and (h) the heritability of developnental
responses to .nvironmnental stimuli.

The first of these elenents has alrcady been touched
upon. The seccond sounds so nuch like a relurn to Lamarckian

theory that it surprises onc. Aftec studyinyg the extent to

PN
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which TILamarck is misinterpreted (Cannon, 1959}, the
Waddington statement seems even nore to take a direction
toward Lamarck's theory of evolution. It is heyond the
purpose of this paper and the qualifications of the investi-
gatoxr to evaluate the differences between Waudington's
present day position and L.marck's views. However, it is
noteworthy that Cannon (1959) writes:

Nobhody has proved experimentally that acquired
characters can not be inherited any more than the
reverse is the case. The idea has heen abandoned
by the vast majority of geneticists simply bheocause
‘% does not fit in with the abacus of Nco-Mendelian
philosopkv. This only shows what I have already
emphasized, that they do not realize the omnipotence
of their hypothesis. It is quite casy to postulate
a Mendelian mechanism for the inheritance of acguired
characters. 1n fart, Waddington, who after all is
one of our leading Nuo-Mendelians, has done so
(Cannon, 1959, p. 83).

The reference is to Waddington's "Canalization of
Development and the Inheritance of Acquired Charactere"
(1942). It would be a mis*ake to put Waddington in
Lamarck's canp on the basis of such associated inquiry, Lut
a direction of qreater appreciation of the influence of
environment is indicated.

It would scen fair to sumnarize that Waddington
has coune to greater appreciation of the organizational
aspects of an organism as a functioning whole and as a time-
oriented system, and that he has come to greater apprecia-

tion of the influence of the interrelationship between

organism and environmeht. The new views with respcct to

1]
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organismic oxganization will be tre:ted later. Here the
role of environmental interaction is further explored.
Stebbins (1969) proposed that:

. . . Wwe must understand evolution primarily in
terms of adaptive radiation and in relation to the
communities of organisms of which plants and animals
are a part. Furthernore, evolutionary change of any
kind is based upon interactions between organisms
and their environment. If environment remains
constant relative to the adaptive mechanisms of the
organism, natural selection will conserve existing
variation and the evolutionary line will become
stabilized . . . (Stebbins, 1969, p. 34).

The adaptive radiation concept which Stebbins

mentions is another reference to the importance of

organismic organization which will be discussed later.

Again, it is the interaction between oruanism and environ-

ment whith is presently in {ocus.

But before proceeding further, it might bhe helpful

to review some of the presentation of the section on 2Cth

century scientific breakthrough. The earlier reviewed new

thinking is crucial to the now view developnent that follow

It may be recalled that Bertalanffy (1967 b) was
reviewed in regard to the different kind of understanding
that prevails since the dissolution of mattcer with the

advent of quantum physics. It was noted, through the

84

illustration of the lleisenberyg relation, that the object of

research is no longer the anbitious (uest of true nature.

Man now understands that his observation powers arec limited

to the study of man's investigation of nature, which is

\1J (W)
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always an undézfinable variable away from the true nature
man would obhserve.

It would be comforting to draw upon literature of
phenomenological and existential philosophy and psychology
here to extend the communication of this erucial pcint.
However, Einstein brought the point home from anctiwr
directicon that should suffice. It is ecssumed that the
recader of the present writing is in knowledge of the
phenomenological limitations that behavioral science must
accept from the findings of larger science if it cares to
function as a science.

Bertalanffy, in discussing phenomcnological limita-
tions of inquiry, applies the new vizw to old problems as
he states:

We should not miss noting that the destruction

of the dogma of immaculate perception lecads to a
reconsideration of that aucient riddle of philosophy,

the mind-hody problem . . . Bat may it not be that
the mina-body problem was created by wrong categori-
zations? (Bertalanffy, 1947 », vp. 23, 24).

As previously detailed, Bertalanffy goes on to

establish the categories phenomenologv ard conceptual

constructs in place of the mind-body dichotony. It nay
further be recallcd that the researcher organiced both of
these categories within the affective domain.

In ncw opening a discussion of interaction betwecen
an organism and environment, the new view is available so

that one may spcak entirely in terms of orxganien instead

1Y
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of in terms of mind and bhody, and so that one may subclass

discussion of organism into terms of phenomenology and

conceptual constructs (systems of - 1bols). One barely sets

up this perspective and the question immeaiately explodes:
What is environment in this new view?

The guestion, "What is environment?"” is examine .
in the context of the various notions with rezard to the
influence of environment upon human evolition. Though the
research studied is derived from biology and genetics, the
answers are sought for an inquiry into the potentia. of
human education.

Environnent, in the sense »f present usage, has
already been spoken of as monmentary life-space, the window
of self, in which sensory perceptions are subjectively
organized into wholes that offer the organism meaning and
value.

Bertalanffy (1967 b) descr:'c¢s this circumstance

thus:

Since ecarly times--even since ancient Leukippus
and his theory of cidola or little picturcs enitted
by the things around us--psychology of cognition
and epistemology were dominated by what Kaplan
saucily called "the doyma of iiuraculate perception.”
The organism is a passive receiver of stinuli, sense
data, information--whatever yoiu call it--coming fron
outside objects; and these are--in a rather mysterious
way--reprojected into space to forn perceptions which
more or less truly mirror the external world . . . In
many ways, too nurerous to elaborate, modern psychology
has shown that this is not so. 1In a very real sense,
the organism creates the world around it. William

James' "buzzing, blooming confusion” ¢f sense data

e
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is molded, as it were, by human categories if we
speak in philosophical language" in terms of
psychology, by i,numereble factors arising in
biological evolution, in the history of culture,
in the structure of language, in the individual
development and learning processes of the child.
The process of objectificatiosn is described in
different ways in psychoanalysis (cf. Meerloo,
1956), by Werner, Piaget, Schachtel and others,
which probably describe different aspects of a
complex »nhenomenon (Bertalanffy, 1967 b, pp. 21,
92).

Julian S. Huxley (1958) offers another dimension on
same question of the new view of: What is environment?

There is also the fact (often overlooked or
played down owing to the overintellectualization
of most philosophers and educators and learned men
in general) that in all man's creative activities,
inclucing the construction of "visions of destiny,"
imagination and intuition are as essential as logic
and reason. And there is the further fact that if
knowledge is lacking on which to build a coherent
and satisfying vision, imagination will almost
universally be called on to provide nythical
explonations and interpretative extrapolations of
actuality; and that these imaginative fornulations
may then canalize and condition the whole culture
{Huxley, 1953, p. 453).

It would seem that envirommcnt mmust be regarded to

be emergent from input of the senses, imagination, menory,

telconomy, (as program of genetic coding) and other factors,

including that heralded servant of mechanistic conpoundiry,

pure-chance accident. The term emergent is used to denote

a holistic construct of environment in which the constituent

parts are subsumed in the closure that crecates the whole;

this intends a view in keeping with both phenomnenological

and biological theory as carried in previous pages of this

writing.

-
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It is now time to apply this construct of environ-
ment in the analysis of research. From an article hy

'

Caspari {1958), "Genetic Basis of Behavior," one is offered:

Many cases are known in which a particular gene
has different phenotypic effects in different environ-
ments. In other words, genes control the "reaction
norn" of the organism to environmental conditions
(Caspari, 1958, p. 106).

Since environment is now known to emerge from the
window of self, one is led to put the above statement into
the new language and read tnat a particular gene has
different phenotypic (manifest without regard to genetic
structure) effect, according to the subjective world that
a person creates for himself. Thus, it 1s said that an
individual who exercises self dircection in the creation of
his environment is thereby exercising at least some control
over his genetic program; he is indirectly controlling his
teleonouy, to at least some extent, and thus moving bheyond
teleonoiry to teleology (purposefulncss beyond his deterninea
behavior).

This initial application of the new view to re-
search data at once disproves the notion that man is
totally determined by factors beyond his subjective inten-
tion. In having found one instance in which man has control
over the factors that determine im, the whole gquestion
becomes a matter of the degree to which man is determined.

With the discovery of a third variable, the nodel of

behavior no longer permits S-PR, quantification of what is
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going on. One has no basis for knowing what derives from
the third variable, the created envirorment, as apart from
S and R.

It would seem appropriate to attempt a similar
analysis of the phenomena, natural selection that is so
central to evolution theory. Stebhins (1969) lists three
different clements of natural selection: differential
growth, differential survival, and differential repro-
duction.

Jy growth it is assumed that certain relative
dimensions are defired. In the phenomenological world,
this variable strikes many possibilities of natural selec-
tion. A woman nay sce the wealthier man as the "bicger"
potential father of her children. The question of how big
an object "really is" only pertains in terms of the trans-
action in which the question is asked (Bruner arnd Goodman,
1947). Tt is not the "true" naturc but man's observaticn
of nature that is pertinent plenoizenologically.

That differential survival is a phenonenological
variable is apparent immediately when one considers the
degree to which abortion, infanticide, and suicide influence
differential survival.

Differential reproduction also has a phenomeno-
logical basis. The rescarcher fecels that documentation of
the subjecti.e basis of human sexual attraction would be

necdless pedanticism.

107°
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It is clear from such aralyses of environment that
scholarship from a phenomenological perspective opens need
to know more about the variables which influence perception
(as the creative act of organizing incoming information into
"reality"). For, in the language of treatment to come,
"reality"” is revealed to be an open system, in which each
individual puts his own world together.

Among important variables of perception is the
purpose for which the "reality" is being organized. It is
self evident that a person sent out to count rabbits is not
likely to make note of all the clouis he sees. The variakle
oﬁ individual purpose is directly significant to education
in that it emphasizes that education begins with and pro-
ceeds from che subjective self.

This report has heard from the biologists who arqgue
that the only purpose that can be assigned to behavior is
telenomic purpose--the executicn of the ygenetic praogran.
However, tcleonomy is revealed to be only one of the inputs
werged in the creation of environment. The emergent reality
may thus be considered to be a teleological product. The
suggestion of telecology operating in human hchavior should
not strike with a shock for those whose j.ursonal security
allows calm in the face of unknown factors operating in
their life. WNot this researcher, but the hiclogists who
discovered holistic organismic organization in living
organisms may claim credit for the telcological

Q
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documentation. The model of life they discovered carried
a phenomenological variable as an input merging with teleo-
nomy to alter ontogenetic and phylogenetic developnent. 1In
the new view, each individual has the frecedom and responsi-
bility to influence his own hreality" and, further, to
influence the evolutionary process in which he is subjec-
tively, actively,-participating.

Many biologists have been reluctant to accept the
possibility of purposeful self directiu.a of one's develop-
ment. The reluctance of scientists to accept a description
of purpose when a description of process is called for is
understandable, but it is as much an eixror to reject the
language of purpose when a prograr is under way that has a
definite end in mind.

Schubert-Soldern (1962) makes the simple point
that: "Every living process has an end in view"” (p. 221).
The present review substantiates a direction toward greater
appreciation of genetic proygrams and organismic organi-
zations as systems cooperating in effort toward particular

c

ends. II the genecticist would prefer the term progranm over

the terminology operating with an end in view, the senatic

preference could easily he granted. To accept the notion
of purpose docs not define that a supernatural power nust
be identified, and worshiped henceforth. At least, in the
present research, theological gpoeculation is not necessary.

But open-mindedness is necessary.

102
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The intention here is to emphasize that organismic
purpose is inherent in the way a healthy organism conducts
its affairs, and that this purposeful behavior makes a
i difference ontoycneticaliy and phylogenetically. Eventually
this will advance the guestion of how education may best
support people in the development and realization of their
i purposefulness,

Lastly, with regard to evolutionary interaction
between organism and phenomenological environment, the
review stuvdies the effect of diversity and change as
opposed to uniformity and constancy in environment.

It may ke recalled that carlier in this report
Waddington (1967) described a reguirement of evolution
to be the need of "continued change in the environment,
arising independently of the existence of the organism
within it" {(p. 113). That reguirement is nonsensical in
the new definition of envivonment, since environment is no
longer considered to be independent fron its constituent

organisn.

e R 8 e ot e 3

If one assumes that Vaddirgton had in nind a nced
of change in external input, the proh:om is narrowed. If
we assure personal choice over input variables experienced,
an crganisia may thus intentionally vary its environment and
in this process may participate in the evolution of its
spccies, This thecory happens to correspond with findings of

creativity rescarch which come at the subject from an
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entirely different direction and arrive at an operational

construct of diveryent thinking as a measure associating

with highly creative people, those who evolve the new.
It is necessary to emphasize the danger of uniformity and
constancy of external input ir the human condition.

Stebbins offers on this subject:

Mass uniformity of culture is advancing so

rapidly that it threatens to envelone the world.

If karricrs capable of promoting cultural diversity
are to exist in the future, they must be build up
by the ccre=:ious efforts of those people who
reccgnize the value of their existence (Stebbins,
1969, p. 138).

Tihe immediate question that comes to mind is: what
is the organisriic function of the search of the new? Is
it sometines a te eononic program to scan for new input
experience? The answer is yes, of course. Who does not
that a person who is cold searches for a warm shelter?
But the discussion on that level relates to a search in
service to steady-~state homcostasis. What about develo: -
mental homeostasis? Does develepnental homcostasis procr
initiate search for novel input as missing eclements in (L
open-systen propensity of one's genctic ccde? A few ycar
ago such a question could only have becn attacked with
metaphysical sweculation. Today, ve may hope for such
answers from biological rescarch. T“hrough such inguiry

it may be hoped that further knowlcdge wmay be gained as t

basic hunan ncede that cdGucation nay scrve.

11
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The new view concept of environment as phenomncno-
legy and conceptual constructs (Bertalanffy, 1967 b) in-
dicates a humanistic dimension in the rnatural selection
process through which man evolves organically. The in-
dividual's experiential realm exists in a state of tension
between cultural and organic evolution and tries to create
a harmony between these scparately evolving phenomena. And
the individual. in this crucial role (as this study con-
tinues to observe) has the self-directive capacity to in-
fluence both the cultural and the organic processes.

It is appropriate here to remind that when all does
not go well ir this individual organismic rolé, the failure
registers physiologically and psychologically as stress.

It requires no training in psycholoygy to know that the world
is different (more blue, perhaps, or screaming purple) to a
person under stress. Torrance (1965 a) offers a thorough
study ¢f thne rolec of stress, not just in a negative sense,
but in the wholie range of dynamics o perscnality and
mental health. Suffice i. here to note that this is another
way in which the success or failure of individual experience

gets translated into genetic coding of future generations.

New understanding of the nature and influencec of
orgarismic organization. The importance of new views in
this area are surmarized hy Stebbins (1969) in "The Basis

of Progressive Lvolution." He writes:
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. « . the complexity of organization shown by the
adult higher animals ana plants is matched by an
equally complex and precisely programned scguence
of developmental events, each of which is controlled
by its own battery of genes. The action of each gere
and gene product must be precisely timed with respect
to the others, and its intensity of action must be
carefully controlled.

These recognized facts have delivered the coup
de grace to an evolutionary theory that was widely
accepted in many gquarters twenty or more years ago

but since then has beeh realized to bhe implausible
(Stebbins, 1969, pp. 103, 104).

Another pertinent observation oiffered by Stebbins

relates to mutations, as follows:
The stabilizing effect that is exerted on
evolution by th2 precise and intricately adjusted
pattern of developmental sequences has a second,
more important effect. Once a unit of action *ras
been assemnbled at a lower level of the hierarchy
of organization and perforis an essential function
in the development of organization at higher
levels, nwutations that might interfere with the
activity of this unit are so strongly disadvarn-
tageous that they are rejected at the cellular
level and never appear in the adult individuel
in which they occur (Stebbins, 1969, pp. 104, 105).
Here again the organizational aspects of cell ke
havior are empha: 2¢ . Whereas cells were once thouyght to
behave according to their own, self-contained mechanisiis,
it is now uhderstood that the comrmunity progran under which
a cell is living influences the hehavior of the cell, even
to the point ol whether the cell will work with or destroy
a particular new neighbor cell.

Stebbins extends the previously noted direction of

Waddington toward ygrecater appreciation of oxganismic orjani-

zation. Stebbins suns up his detailed analysis with:
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These considerations lead us directly to the
conclusion that evonlutionary progress, in terms
cither of increasing complexity or of increasing
dominance over the environment, has not been an
inevitable trend but rather an occasional by-
product of certain kinds of adaptive radiation.
It is based chiefly upon the fact that ornce a
particular level of organizational complexity has
been achieved, mutations that c¢laborate upon this
complexity have a nmucl, greater chance of success
than do mutations tending to destroy it, simplify
it, or start a trend toward lower levels of com-
plexity (Stebbins, 1969, p. 124).

Adaptive radiation is defined by Olson as "evolu-
tiorary diversification of a group of animals or plants with
time. It involves penctration of a variety of environments
with accomvanying changes in physinlogy and structures"
(Olson, 1965, p. 279). With humans this would seen to
further require various independent and diverse cultures.
Accprding to Stebbins, the key concept is that
some kinds of mutations have a better chance of surviving

than otrers. At whatever level one studies, naturc secns

to favor opportunistic radiation teo a more complex level

(Stebbins, 1969, p. 127).

Waddington contributes further to the understanding
of the nature of organismic complexity. His description
of holistic function reminds one of Gestalt psychology
relationships as he discusses @ third element of his theory
of phenotypecs (the first two were previously described as
clenents of genetic assimiiation). Waddington writes that

the third element, the theory of "archetypes," crphasizes--
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. the facts that the individuals or which
natural selection operates are organisms. That is
to say, their character is not a mere summction of
a series of independent processes set going by a
number of discoanected genetic factors, but is
instead the resultant of the interaction (involving
all sorts of feedback loops, mutual interfcrence,
mutual competition, etc.) of z number of elementary
processes for which the individual genetic factors
are responsible (Waddington, 1967, p. 114).

The general concept of evolution as a rrogress from
simpler to more complex organization is, c¢f cotrse, not new.
The German biologist Woltereck employed the teim "unamor-
phosis" to describe the trend in nature towards more comglex
forms (Koestler, 1967). Lamarck's theory stressed that the
study of both animal and plant life showed a gradation from
the structurally simple up to the most complex, but he then
emphasized that this did not mean that one ancestral form
evolved into the next in a linear chain (Cannoﬁ, 1959).

It is interesting that Stebbins feels that the

!
synthetic DParwinian theory fails to account for how mammals
evolved greater complexity of organization than reptiles,
fishes, worms, or bacteria did. He feels that Darwin's
theory fails to explain how successive wa s ofjthe ever
more complex organisms became established on carth (Stebbins,
1969). Stebbins considers that the theory of adaptive
Eggiatign, defining survival advantage for rnutations that
arrive at greater complexity, supplies the missing process.

Other thecory attempting to define the basis of the tendency

toward greater conplexity has been mentioned.
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The tendency toward greater complexity of organiza-
tion and the holistic nature of the functioning processes
of cell communities are themes verified repeatedly in re-
search of recert ycars. Gonc are the old atonistic com-
pounding days in which each little cell was thought to have
its very own little program to act out for its own in-
dependent ends. The new principle of behavior offered by
the study of life is cooperation. The extent to which cell
hehavior changes in accordance with the needs of the larger
cormmunity is the new dimension of inquiry now offering life
insight. It would seem to be consistent with the findings
to expect cooperative relationships to extend into such

conmmunity functions as that of education.

The advent of open systems theory. 1In reporting

this section, the researcher feels like a messenger laying
out a map of a new world. The vehicle of access to this
world is nathematics. Buvet (1967) writes:

The mathematical challenge we must overcome in
this field correspcnds to new necessities arising
from the analysis of evolutive propertics of
systems in which, by nature, many coupled processes
have to be taken into consideration simultancously
(Buvet, 19467, p. 128).

In the same paper, Buvet reports:

From an axiomatic peint of view, only a part of
the new laws necessary to treat the subject as a
whole has been recently proposed in cornection with
thermodynamics of irreversible phenomena. FProm a
bio-physical standpoint, the most irmportant of these
laws is probably Lhe cntropic criterior of cvolution
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of open sys! us which was proposed last year by
Glansdorff a..d Prigogine (1964, 1965) (Buvet, 1967,

p. 125).

The thermodynamics of irreversible phenomena that
Buvet refers to is an expansion of therrodynamics. Classi-
cal thermodynamics, or thermostatics, is concerned with
closed systems, reversible processes and equilibria. Irre-
versible thermodynamics now incorporates open systems,
irreversible processes and non-equilibrium states
{Bertalanffy, 1967 b). The literature of the new world of
open systems theory carries the air of a space expedition
employing {he most advanced science and technology.
Bertalanffy writes of the level of this research, "liere wve
arc at the very limits of present science and natural
philosophy . "

However, having laid out the general contour of the
open systems world, it is time to offer more basic coimuni-
cation. The theory of open systems is not older than sona
twenty or thirty years, according to Bertalanffy (1967 b).
The related new developments in therrmodynariics are even moic
rucent advances. Classical physics analyzea the universe as
a closed system. Clausius' fanous Second Law of Thermo-
dynanics asserted that the universe was steadily dissipating
its energy and thus was destined cventually to end as a
bubble of gas of uniform tempecrature just above absolute

zero (Koestler, 1867). The familiar action-reaction
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analysis of classical physics is, of course, a closcd-~systen

construct, just as the stimulus-resvonse model of the be-

haviorist school of psychology is a closed-system construct.

In the new view organisms are studied as open
systems. However, a phenomena does not have to be a part
of a liQing system to be an open system. For example, a
flame is an open system. The term open systen may be
defined as a system that maintains its conplex form and
function through continuvus exchanges of encrgies and
material with its-environment. Instead of dissipating its
energy, as in the Clausius' analysis ol the universe, the
living organism, as an open system, is observed to build
more complex substances from what it feeds upon to build
more complex forms of energy expression from what it obsorbs,
and to build more complex perceptuil, conceptual, and affec-
tive constructs from what it senscs perceive (Koestler,
1967). Thir process of building divergent propensities fron
states that are closer to random disorder is, by a para-
doxical language cons=ruct, called the building of negative
entropy.

Negyative entropy is the description of the "build
up" of complexity out of simpler elcments. The previous
docunientation of organismic tendency toward greater con-
plexity of organization was a tendency toward negative
entropy. In communications theory, entropy is noise and

negative entropy is information. Stuting conditions this
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way, beauty is negative plainness, and happiness is negative
boredon.

Koestler (1967} writes of this strange use of lan-
guage,

We need not he unduly upset about the use of
negative to describe these palpably positive pro-
cesses, because it merely refleccts the scientist's
unconscious dread of falling into the licresy of
vitalism, of reverting to Aristotle's entelechies,
Leibnitz's monads, or Bergson's elan vital (Koestler,
1967, p. 200).

Another way of putting the dynamics of living

systens is to say that they develop contrary to what laws
of chance would predict; phylogenctic cvolution and onto-
genctic develospment work toward more improbable conditions
as they increase differentiation and organizetion. The
minimum conditions for such a system would secm to be an
energy activating the system and a guidance process direcct-
ing its development toward ever more improbhable levels of
eguilibrium.

In the previous section, cecll corviunities were found
to be working together in complex structures or hierarchical
organization that compose whole organisms. At this point,
understanding of open systems is added to the descrintion
cf organismic hehavior. Open systems are noted to he active
energy engagements under guidance that makes for cver more

negative entrophy as a system evolves. Taken together,

hierarchical organization and opcn syslens conpose the
S! I Y 1
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process of life. All that remains is to define the direc-
tive factor.

Koestler writes of this last problem:

In the present theory, this directive factor is
called the Integrative Tendency. I have tried to
show that it is inherent in the concept of hierarchic
order, and manifested on every level, from the
symbiosis of organelles in the cell, to ecological
communities and human sociccies. Every living holon
has the dual tendency to preserve and assert its
individuality, such as it is, but at the same time
to function as an integrated vart of an existing
whole, or an evolving whole (Koestler, 1967, p. 201).

However, the study of General Properties of Open

Hierarchical Systems (0.H.S.} is still a very new science.

Bertalanffy writes, "General systems theory may be con- -’
cidered a science of 'wholeness' or holistic entities which
hitherto, that is, under the mechanistic bias, were excluded
as unscientific, vitalistic, or metaphysical" (Bertalanffy,
1967 b), p. 70).

Systems can be studied with classical calculus.
group set, digraph theories, topology, and so forth. Multi-
variate problems lend themselves to computerization and
electronic sinulation. <“he frontier of mathematical chal-
lenge opened by this new approach offers some of the most
exciting potential in science today. Further notes from the
earlier reported Buvet paver call attention to some of the
possibilities of knowledge brc .Xthrough with new view
approaches. The report reads:

(1) The consideration of some recent acguisitions
concerning the behavior of energetically open systois

O
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brings out some remarkable correspondences between
the field of the "living" and the "non-living."

(2) From a physico-chemical point of view, anima-
tion of a system may be defined as the appearance of
rhythmic responsc when the system is maintained
openly, under continuous non-varying stresses from
its surrounding. t corresponds, in the case of
electrochemical systems, to oscillating behavior
when maintained under continuous electrical orx
chemical stresses. Lately, experimental and
analytical data have been available to account for
such properties in the case of systems made of
materials comparable to those involved in both the
primordial and present biosynthesis.

in conclusion, we have tried to show that it is
highly valuabhle to integrate the discussion of the
origin ¢f any of the characters of so-called living
systems in the frame offered hy new ideas on the
energetics of open systens. At the p:iesent time,
quantitative thecorems and data are lacking to malke
precisz mary of the points of view involved in such
an analysis (Buvet, 1967, p. 128).

A positive aspect of guantitative study of man in
open systems construct is that it does not cut man off at
the shoulders, figuratively speaking, as the old view
of mechanisticrather than holistic guantification attenpts
so often did.

Open systemns theory is so new that onc would not
begin to predict the findings it will hring in with regard
to evolution phenonmena, broader life, and the inter-
relationship of natvral phenomena, With respect to the

present purpose, it provides a scientific basis for the

theory that ran is not a reactive but an active organism,

103

and life is not a locked-in but an open-growing phenoncnon.

It verifies the world of becoring. The guestion is no
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longer to be or not to be, but rather, to become or not to
becone.

Yet, with all of the emphasis on discovery, it might
be wise to recall a certaln similarity in Koestler's dis-
covery of man:

Every living holon has the dual tendency to

preserve and assert its individuality . . . hut at

the same time to functicn as an integrated part
. . (Koestler, 1967, p. 201},

and the Laotse ministry of 2500 vears go, ". . . Reveal thy
simple self, Embrace thy Original Nature . . . Check thy

selfishness, Curtail thy desires.”

A redefinition of health. 1If one accepts life on

varth as a condition to be supported, onc may define the
physiology and/or psychology of health as the process of
life enhancement. A more specific focus on health might

be limited Lo the welfare of one organisr, mecasuring indica-
tions that are negative and/oxr pos.itive to the life en-
hancing proc=ss of that holon.

In analysis afforded from the cl.issical model of
behavior, health is a condition maintai.i»d by physiological
and/or psychological recovery from disturhance of steady-
state homeostasis. The pursuit of health, in the classical
model, is a defensive struggle.

In the new view, body nateviality is subsumed by
cnergy program of open systens activatod by genctic coding.

In this guantun model of behaviox, health is nore than
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maintenance of steady-state homcostasis; it is also the
ontogenesis of developmental homcostasis. The pursuit of
health is an active involvement in growth (as ever increas-
ing negative entropy) in phenomecnological and conceptual
dynamics. Said more directly, health.is self development.

The new view of evolution finds health te also
hinge upon harmonylof functior between ontogeny and phylo-
geny. A healthy (life-supporting) organism functions
ontogenet.ically and as a member of its phylogenetic holon
in developing anamorphosis and negative entropy. Since the
principle of cooperation between members of a holon is
established, it may be theorized that individual health
program will include scanning of the larger community for
the triggering of healthful individual behavior. Pursuit
of individual hecalth may be expected to be programmed with
"“scanning” adjustments that attempt closest possible harmony
between ontogenctic develovment and phylogenctic development.
said more directly, health includes social consciousness
in self development.

To sumnarize, healthful individual behavior is a
result of programs of stcady-state homeostasis, ontogenetic
homeostasis, aind phylogenetic homeostasis in conjunction
with perceptions and conceptions scanned frOm life-space.
ihe pursuit of health cannot be isolated as an independent
program of any scparate function, such as that, for example,

of stcady-state homeostasis. For the new vicw indicates
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holistic function of cell communities and thus outdates the
kind of atomistic compounding that allows analysis of parts
separate from the analysis of the whole to which they contri-
bute. Empirical observations of organismic function offeor
that the parts of a holon function individually and at the
same time furcition interdependently in working toward end-
states. When the end-state is individval growth, all levels
of program working for higher development of ananorphosis
and negative entropy are fed intoe the open system in the
process of defining healthy individual growth behavior.

The censeguent behavior necessarily effects gain or loss of
health on one level of an open system in order to balance
with gain or loss on other levels of the open system. Said
more directly, health includes levels of self regulation

in support of community welfarc.

Finally, the phenomenological and conceptual input
of the relationships betwecen species evolution and broader
evolution enter variables in individual g¢growth program.

This review has not included study of this level of health-
ful bechavior, but it would seem to includec self and social
regulation in support of ecological welfare. Most briefly,
in the new view, health is diagnosable only with criteria
of growth supported. It is emphasized that this health
construct is empirically based on the research documenta-
tion of the variovs previous sections of this report. It

scens to the researcher that this health construct opens
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promising therapy Possibilities beyond the present focus.
One may .eave the psychoanalysts the challenge of fitting
Freud to this construct. Behaviorists would most likely
prefer to restrict their response to reaction. This re-
searcher presently limits himself to fitting this growth

construct of health to a theory of education.

The measurement »f kehavioral evolution. Having

advanced the review to a construct in which growth in its
fullest ontogenetic and phylogenetic sense is seen to be
the organizing principle of hezlth, it becomes pertinent to
think in terms of evaluating such growth. In a less in-
clusive construct of growth, a pureily physiological taxonony
might suffice for evaluation. 1In a slightly broader con-
struct, one might borirow from the research of comparative
and developriental psychology. In the present perspective,
one requires a system of scaling from the lowest order of
lJife phenomenon known to the highest order of life know:n,
High is to be separated from low in this scaling process on
the basis of the kinds of change discoverad to support
further life evolution rather than extinction of the
organism involved (as reviewed in previous pages). Such
progressive change in organized cell hehavior is what is

here called behavioral evolution. An exhaustive review of

the possibilitics for classifying the extent of behavioral

evolution of a particular organism is not here attempted.
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Through the efforts of Ann Roe and G. G, Simpson, two
conferences have been held on the evolution of behavior,
These conferences involved geneticists, biologists, psycho-
logists, and others (Parnes, S. J. and Harding, H. F., 1962,
p. 8l). The investigator expects the literature on this
subject to continue to increase. However, for the present,
the review limits itself to the classification system of
R. L. Mooney (1962).
In a brief quote, Mooney introduces his taxonomy as
follows:
Looking into evolution for ihe progression that
men have found in moving from the simplest protozoa
to the complexity of man, I have found what appecars
to me to be a dynamic ladder by wnich the climbing
has been described, i.e. (1) the development of an
increasing openness to wider reaches of environment,
(2) the development of an increasing centering of
action within the organism, (3) an increasing span
of sequential ordering, and (4) an increasing sclec-
tivity, all four of these operating as one tension
system a development of one (encouraged by specific
envirormental circumstances) in turn requiring the
devetroprnent of the others. Lise has thus been able
to evolve its increasingly complex forms (Mooney,
1962, p. 79).
A more detailed behavioral brecakdown by R. L.
Mooney, is included in Appendix C-4.
From the above analysis of health and growth, one
may begin to speculate as to what structure of education

may facilitate advancement along indicated scales of

individual, social, and ecological development.
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The role of creativity in growth and evolution. One
of the most provocative relationships of the present synthe-
sis is that between scales of behavioral evolution and scales
of crecative bchavior. R. L. Mooney follows his description
of a dynamic ladder of evolution as follows:

Coming into the assumed peak of evolution at the
opposite pole from simplest biological life, I have
studied what higt ly creative peoplc seem to do to
caltivate their peak creative experiences. It has
seened to me that they seek (1) to hold themselves
open for increasing inclusions within their experi-
ence, (2) to focus their expverience through self-
differentiation and self-realization, (3) to disci-
pline themselves in order both to extend their
opening and refine their focusing, and (4) to derive
significance from their experiercing through depen-
derce upon increasing esthetic sensibilities. The
basic structure for realizing and cultivating life
at the psychological level is thus the same as for
realizing and cultivating life at the biological
level (Mooney, 1962, p. 79).

In extention of the abo%e entry, Appendix C-4 offers
Mooney's detailed preliminary listing of indices of creative
behavior.

The researcher has had several years to contemplate
his discovery of this relaticnship. The opinion is heit at
this point, more than ever, that the empirically cstablished
congruity in scaling levels of behavioral evolution and
levels of creative functioning is a phenomenon that descrves
profound consideration in development of theory of education.
The investigator envisions that structures of cducation will

continue to inadequately fulfill the role for education

suggested by this relationship. On the other hand, it is
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difficult for the investigator to conceivé of educational
structure that gives too dgreat an emphasis to this manifest
relationship of biological and creative developmental pro-
cess.

The important comments of Ann Roe are offered as
she resvwonded to Ross Mooncy's speech in which he presented

tie above quoted dynamic ladders. Dr. Roe tells first of a

winter during which her husband (G. G. Simpson) was working
on a textkook in biology while she worked on a paper on the
creative process:

However, what happened was that in reading each
other's work at the end of the day, it dawned on me
that the creative process, as I understood it fron
my studies of scientists and painters, was no different
from the basic biological functioning of protoplasm,
as selection, assimilation, and production; I could
express the whole thing in these terms. This is why,
since then, I have always said that we do not have to
teach people to Le creative; we just have to quit
interfering with their being creative beccause this is
the way the nervous system functions, too, and per-
ception fits perfactly in with *the pattern . . . I
think it is terribly important that we appreciate
that the process of reacting to the outside world is
as you [Mooney] say and that this is basically the
sarme thirg as the crealive process (Mooney, 1962,

p. 80, 81).

The implications and ramifications of the above
documented biological and aesthetic growth congruity are
too vast for adequate treatiient here. However, an obser-
vation that seems particularly notewérthy is that in the
new view the most highly evolved humans, the persons at
the zenith of the bioloyical scale of behavioral evolution,

are the highly creative pecople. If we are to judygce by
4
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drop-cut rate, these most highly advanced humans are among
the very people least adeguately served by present day
ceducation (Heist, P., 1968 b).

An aspcect of the creative process that is especially
significant to the health—grbwth congruency is the value-
search through which ends are fixed for the orienting of
subsequent behavibr. In this context, values refer to
phenomena and conceptions of intrinsic subjective worth.
Aesthetic expression may be thought of as a kind of value-
orienting process. It has becn noted that the high creative
is discovered to be at the zenith of the dynamic ladder of
behavioral evolution. In the value-searching role of such
individuals, one can note, from another perspective, that
such an individual is on the frontier of man's progress.
Whereas the growth process of most pceople involves the
achieving of goals widely accepted by their cormunity, the
high crective may be discovering tie values that will
establish tomorrow's goals (goals are here referred to as
instrumental means in the pursuit of value realization).
Thus, from this approach we again arrive at the view that
the high creative is at the zenith of human development in
his time and place.

One may say that at the level at which a high
creative is living, there are few pcople to turn to for
help in orienting toward further growth; by very definition

the high creative is he who is already further developed
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than most people. However, this construct can be turned
completely around to indicate the possibility that it is
not the level of development that puts an individual out
front in growth direction-seeking. One may argue, instead,
that it is the involvement with growth direction-seeking
that is primary and that the lift to higher developmental
level follows from this basic, initial mode of living. To
put this propcsition in terms of tHe present research, the
question may be asked: Will a proyram of self direction
for the purpose of self development bring with it be-
havioral changes that move people up the ladder of bhehavioral
evolution, or is self direction a consequence of developnent
rather than a cause of it? There is a third possibility
of dynamic interaction in which self direction pronmotes
growth and growth promotes more sclf direction. Such
dynamic flow of erergy is an open system, like a flame,
that once started may continue to grow from its own cnergy
generation.

Reference to Further Related
Psychological Literature

Further extension of the review of related psycho-
logical literature could be engaged in at this point of
this presentation. However, the haslc empirical and
theoretical contribution constituent to the present in-
vestigation has been presented. In the interest of co-

hasive reporting, only brief reference is thus made to
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related further literature of psychology than that already
reported.

Life-science literature originating in Europe
continues to warrant close attention in relation to the
concerns of this study. European scientists have more
closely anticipated the psychology supported by the scien-
tific advances docunented in the present review.

Specific reference is nade to the work of the
American psychologist, G. L. Freeman, of the 1940's, as a
significant notation in the history of the present theory

development. Freeman's Systematic Behavior Theory of 1943

proposed that all bhehavior is an attcompt to preserve organ-
ismic integrity by "homeostatic" restorations of equili-
brium. It was his thesis that descriptions of total neuro-
muscular homeostasis offer independent and Girect measures
dynamic behavior wholes which in themselves will ulti-
mately outdate gestalt, psychoanalytic, and phenomenological
theory. This thinking came at about the time of Lecky's

{1945) somewhat comparable self-consistency princinle of

behavior and Heider's (1946) balance thecory. Various
aspects of the psychology of restoration of equilibrium, as
in steady-~state honecostasis dynamnics, have received con-
tinued research and thcoretical developnent.

The steady-state systen behavior theory poses the
guestion of how this thinking should be cxtended to take
advantage of new understanding of developnental honeostasis

o ¢
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dynamics, genctic code programing, holistic behavior of
cell communities, and open systems theory. One senses in
Freeman's work the beginning of a view of behavior as
active with inner-directed propensity as well as reactive
from outer-directed stimuli. His book, The Encrcetics of

Human Behavior (1948) 1lists 151 Experimental Studies in

Energy Mobilization and Discharge. Extention of his work

may be expected from the "Freemans™ of the 1970's.

The work of F H. Erikson (1950, 19%6, 1959, 1962,
1964, 1968) is notable for its cultural significance on
the subject of youth identity crisis. Erikson sees many of
youth's asocial involvements as attempts to postpone
commitments. He finds adolescents unablc to make commiti-
ments to intimacy, occupation, or value systems. He calls
for a period of moratorium in which youth would be afforded
freedom and support to gain a perspective for the self
direction c¢f their lives.

Erikson identifies a predominant illness of our
time, alienation from growth direction. Present day Ameri-
can education fails to sponsor students as individuals
divecting their own development. It scems that under the
prevailing conditions, the growing child tends to give up
his self direction, until he is lost, hot Kknowing wno he
is, what he wants, or what he is going to do under the
circumstances in which he obscrves hinsclf and the world

around him. Erikson's proposed moratorium may be a
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practical attack to the problcm, but the solution would
seem to require a basically different theory, structure,
and practice of education than is now available in American
schools.

Summary of the Review of
Life-fcience Literature

The intention of the reviev was to arrive at edu-
cational theory that is consistent with the latest know-
ledge offered by science. Toward this end, the review
sought to gain the major related viewpoints consequent from
basic research of the most recent years. The approach was
to draw heavily upon basic research and theory of hiology
to arrive at the nost advanced possible understanding of
the dynamics and possibilities of man as an evolving species
of life. It was felt that this is the most appropriate
approach for the development of theory of education for
this period of man's history. On the basis of documentatioa
presented in the review, the following summary is given.

Man may be the victim of an error of evolutionary
development which gives him essentially three brains. As
his evolution continues, this central nervous system serves
less and less well for his phylogenetic survival. A crucial
problen is that the difference bhetween the most advanced and
the least advanced brain function is so vast that man has

difficulty in integrating and organizing his phenomenal and
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conceptual worlds into hehavior of growth as regquired for
successful evolution. Consequent bhehavioral aberrations
result in progressively greater threat and injury to
ontogenetic and phylogenetic developmnent as evolution of
the species continues. The situvation is cowparable to that
of the spider species that have a brain surrounding their
alimentary canal and thus are doomed to starve to death
as their brain evolves to greater size. However, man's
case is different in that he has the opportunity of seli-
repair.

The chance for survival of the human species secms
to associate with the discovery of means of helping the
developnent of human beings into organisms that are enough
growth integrated to reverse the present Doomsday direction.
The present study is dedicated to this effort.

In recent years, man has had profound changes of
viewpoint which seem to offer his Lest hope of survival.

The critical question is whether orientation cun spread
fast enough and cause change scon cnough to make tne criti-
cal difference.

Thc swing to new views leaped ahead with a cataclys-
mic jolt with Einstein's theory of rclativity which dis-
solved the solid, absolute world to redefiine reality as
sensory phenomena registering relative displays of energy.

Individuals were thus pulled back to thz primacy of thelr
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subjective experience as the totality of the world that
exists "out there."

Further appreciation of the primacy of subjectivity
came with the conclusion from physics that man could not
rcasure the world "out there." He coulé at best hope to
measure the dynamics in which his neasurement process got
in the way of what was going on "out there." The limita-
tions of his means of knowing would always keep him a
crucial step away from knowing more than the human con-
dition.

These scientific developments came at a time when
existential and phenomehological philosophy and psychology
were advancing corresponding viewpoints. The new view
perspective revealed each man's life to be his introspec-
tive world, unescapably and totally, a responsibility
unassignable.

Of course, the above dcvelopments were taking place
only among the few who move with the frontiers of their
time. The millions were still compounding the non-
integrated evolution to Doomsday indicated by biology.

Meanwhile, biology made outstanding advance in the
understanding cf genetic code and its programing. The
wondcrs of intricate cell cooperation evidenced in program
of stecady-state homcostasis were multiplied by the further
revealments of complex brogram of developmontal homecostasis.

Atomistic analysis of behavior became increasingly
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unacceptable. New understanding called for holistic models;
for it became understood that the science of individual cell
behavior required study of the propensity of thc wnole in
which the cell participated as well as the propensity of
the individual cell.

The advance in biology fitted with the epoch-
shattering viewpoint shift of larger scicnce. Both gave
up a world of mechanistic building blocks for a world of
prograrmed energy systems. In the present, restricted
investigation, the new view is empirically evaluated to
be support of the theory that human development is an
active, energy program intcgration of self with the holistic
program of its sustaining energy system. It remrains for
philosophers to speculate as to the broader implications
of the new discoveries.

The new view dynanic construct of the human condi-
tion was proceeded historically by a persistent scholarship
of dynamic psychology that reaches back to Aristotle. 1In
the old languagc, the propensity that moved matter from
present to future condition was often defined as conaticn,

a striving for the unrealized. Many variations of analysis
were pursued by the different schools of dynhamic psychology.

One application of dynamic psychology, functionalism, was a

significant influence in American schools. Functionalism
was so misapplied as to suvport the thecory of biology that

man has a critical problen of integrating his conceptual
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with his behavioral brain function. The present progress of
man's failure manifests increasing advent of escape be-
havior, confusion, resistance, and violent revolt patterns.

The new view is further supported by the continued
study of the theory of evolu£ion which not so long ago
brouyht its own cataclysmic viewpoint shift. In an area
in which science iooks to mathematicsz for answers, leading
mathematicians have recently discarded the basic evolu-
tionary operators of mutation and natural selection and
have expressed concern about the state of our understanding
of evolution. Random chance, dice-game dyha-iCs, as coni-
plete explanations of evolution are increasinglv reinted
by advances in mathematical analysis. O0ld answels are
again new questions, and in the switch man has won the

possibility of crucial responsibility for the energy systen

by e

in which he participates.

In tae new view of evolution, there is greater
appreciation of the significance of (1) the conceptual,
phenonenological, and behavioral dynamics through which
man creates his environment, and (2) the influence of this
creative process and product upon the evolution of his
species and other participants in his energy system.
Suddenly it is again possible that how a man thinks and
acts is of critical importance. In the new view, education
carries indisputable power over genctic program, in ways

under rescarch following Lamarck's too-total rejection,
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and, specifically, in deciding the possibility of an era of
mutations duce to radiocactivity.

Another shift in evolution theory that gives cause
for rethinking the notion that destiny is a cosmic dice
game is associated with the 6bservation that an organism
can and will reject some mutations and accept others, in
accordance with a-tendency to advance the complexity with
which it executes its genetic propensity. As an aspect of
ontogenctic and phylogenetic development, this tendency
toward greater complexity of function bas been analyzed
to be oriented toward increasing negative entropy. That
is to say, organismic propensity of developrent is evi-
denced to create ever greater departure from random chance
chaos o energy discharge. Quite the contrary from chance
being king, chance 1s progressively imore totally overcome
by a liviny energy system, and the system thus develops
ever more subtle complexity of function in a seemingly
limitless propensity toward further ontogenetic and phylo-
genetic growth.

Individual development recapitulates species
development to arrive at the possibility of participating
in further self and related system development. Recapitu-
lation theory, once extended beyond evidence and attacked

beyond cause, but recently redefined and supported ancw,

indicates the closeness of the organic tie of individual
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growth with the species growth from which the individual
draws and to which he may contribute.

The new views are beautifully served by the advent
of opecn systehg theory that contrasts with closed systems
theory with which the outdated classical physics analyzed
life as mechanism. An open system is an energy flow system,
as a flame, for example. Open system analysis of human
behavior sees individuals as active propensities rather
than reactive products, as in the previous closed system
analysis. The new view is thus afforded a perspective of
life as unlimited propensity guided by holistic genetic
code program in which member organisms ccoperate for self
and community growth.

In discovering that healthy cells are natively
active in support of sclf and holistic energy progran,
health is defined to include the extent to which there is
participation in growth dynamics. The new view includes
the old views of health as successful survival coping, but
in the new view, active growth integration is seen to be a
further essential need of an organism attempting to maintain
i%ts vitality. This theory is validated by ‘lic many examples
of organic life ending when it ceases to contribute toward
yrowth. With humans, the pheunomenological and conceptual
dynamics of active growth integration increasc the possi-
bilities of continuing hcalth beyond participation in

fertilization or birth. The growth-integration health
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theory here\synthesized opens many psychological and educa-
tional pocssibilities with medical and social implications.

To evaluate health in growth terms, scales of
growth are useful. R. L. Mooney (1962) offers a phyle-~
genetic growth scale as a "dynamic ladder" from lower to
higher order evolution of behavior. Creativity research
offers similar scales from lower to higher order of crea-
tive functioning. A discovery of profcurd significance
is that behavioral evolation advance involves conp. ratively
the same variables as creative function advance. This puts
highly creative people at the top of the behavioral evolu-
tion scale. Among applications of this finding is the
theory that education for creative advancement is cducation
for behavioral evolution. In this kind of education,
individual value finding and forming is the basic choice-

action sequence of creative development.
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REVIEW OF RELATED ENDUCATION LITERATURE

A Globhal View of the Research
of Self-Directed Education

Bringing the organismic rationale to a theory of
education, we gain a concept of development in which an
individual, by the very nature of growth dynamics, needs to
be the director of his own education. Yet, somewhere in
man's history, the "wise" began to take over the directive
control function for the "innocent” seeking edaucation. This
practice of displacement of developmental responsibility
became a widespread human institution. It is beyond the
present study to trace here the history that brings about the
present system in which the young are expected to accept
external directive control of their development because it
is offered with good intentions of "education."

It is more to the point to discuss how students have
come to accept such external direction of their lives, if not
eagerly, at least passively, or perhaps parasitically. But
to expedite a positive direction of inquiry, the focus at
this point is directed past the old education problems to
new education possibilities.

TDS-SDP (STRUSD) Education intends to function as
such @ new education structure. The structure of education
rescarched here intends a specific and very linited role

in a vast field of new possibilities. Lxperimental studies
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of various applications to different kinds of schools, such
as fine arts and science, different levels of schools, from
kindergarten through college, and to various special groups,
such as the gifted and disadvantaged, are all needed.

The present study focusses on one design of Struc-
ture for Self Directed (STRUSD) Education. 7This desiyn is
termed Treatment A to distinguish the present research from
later research of STRUSD Education that may be forthcoming.
As a part cf a bhasic study of broad educational theory, the
function of Treatment A is to attempt tc enhance self direc-
tion while mecting the course cognitive objectives achieved
by students hot under Treatment A. The question thus franed
is whether in fact the self direction requisite for creative
development can be enhanced without handicapping cognitive
education. If it is empirically established that it can be,
the door is opened for various applications of this basic
finding. 1In further study, the application of self direction
to various possibilities of creative development might be a »
central concern, but for now it is deemed advisable to
restrict study to the basic possibility of self-direction
enhancement.

Having developed the theoretical bhasis for STRUSD
Education, the report moves to empirical examination of
educational structure that secks to promote the called for
self direction. The present writing limits the reporting of

studies that do not include empirical evaluation. Subjective
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estimates of what hapﬁened are not considered to he adequate
in themselves. Quantitative evaluation in carefully con-
trolled study is considered to be esscential.

The review also limits the reporting of studies that
begin with an initial assumption that students are already
self-directed. Many studies concern themselves principally
with the effects of allowing students to proceed with what-
ever self-directive propensities they may have in an un-
structured situation. This research is only of tangential
interest to the present study that proceceds with a closcd
class structure specifically designed to advance self direc-
tion.

Combination of the above criteria of research and
relatedness yielded no comparable experiments to the present
research. fThe literature presentation is thus kept to (1)
studies that relate to ceirtain aspects of the total present
research proaject, and {2) provocative further reseavch of

self-direction possibilities.

Related Educational Organization Research:
Higher Education Level

As an eclectic design, Treatment A has little that
is novel to the teachiny profession, even though the synthe-
sis may e an invention. However, most of the elements of
Treatment A are not gencral education practicc, even though
they may have successful experiumental history. %o docurent

the relationship of elements of Treatment A to other
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experimental education programs, some related programs are
reviewed.

The class organization aspect of Treatment A is
borrowed féom various experiments using varictal structurec
of large groups, regular groups, small groups, individual
consultations, and individual learning with programmed
materials--all within one course experience. At high school
level, such education has been known as the Trump plan
approach (Tyrump, 1961). The San Francisco State College
prodram (wilhelms, 1967) and Purdue program (Rubinstein,

1960 a)} have already been mentioned as examples of su;h
edqcation at college level.

The United States Department of Health, Education
and Welfare has compiled several bulletins describing the
above kind of course organization in higher education (Hatch,
(1960 a, 1960 b, 1961 a, 1965). Anong noteworthy experiments
in varietal class organization are those conducted at
Antioch, the University of Michigan, the Rensselaer Poly--
technic Institute, the Woman's College of the Univercity of
North Carolina, Carleten, Oberlin, Grinnell, Moryan State,
the University of Colourado, and Whitworth. A noteworthy
long-range precgram deserving mention is that of the New
College Plan of Amherst, Smith, Mt. llolyoke, and the Uni-
versity of Massachusetts. In Quest for Quality (Hatch,

1961 a), specific details are given on experimental programs

at Michigan State, Oakland Colleyge, Monteith College of
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Wavne State University, Wesleyan University, Dartmouth, Bard,
Goddard, and Austin. Thesc change programs are pon-
derous, fragmentary, and conservative, at a time in which
life--science reveals & Doomsday for man if he does not solve
his educaticnal problems very soon.

In & more limited evaluation, the U. S, Office of
Education describes the use of varietal class structure as
an associated practic2 of independent study. Reported

stud ies of special interest are: Student-Led Discussion

Groups, reported by Leuba (Hatch, 1965) and Introductory
Seninar in 7 :orican Government, reported by Schuck (Hatch,
1965).

Certain studies of group dynamics in education are
particularly good sources of information for the educator
design ¢ varietal group experience. These studies include
the work of Leuba (1963) among others, at Antioch; the work
of Webb (1966} at St. Norbert ¢ llege; the work of Guetzkow,
Kelly, and McKeachie (1954) at the Carnegie Institute of
Technology: the work of Torrance (1370) at the University of
Georgia; and the summary of rescarch in class size offered
by Hatch (1961 b).

Leubha (1963} suggests the usc of audio-visual
communication between instructor and student-led small grours.
In addition, he emphasizes that independent group study re-

quires instructor persistence in developing the nccessary

attitudes, motivations, and skills. Webb (1966) reports
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trend data from questionnaires, rating forms, aad comparative
studies of student-directed group discussions in college
psycholoygy courses. Guetzkow et al. (1954) report an
experimental comparison of recitation, discussion, and
tutorial methods in college téaching; they found no signifi-
cant difference between the three groups in "educational
outcone." But thé Guctzkow study did not include an empiri--
cal evaluation of affective-domain educatisnal outcomes.

The results indicate that group size is not usually critical
as a factor in determining cognitive educational results.

Related Educational Organization
Research: Community Wide

Beyond college-level programs, certain community-

wide programs deserve reporting. The Developrment and Dis-

semination of Independent Work Materials in an Educational

Park (Township High School, 1967) in Evanston, Illinois,

is an exciting idea if it can be devaloped as a part of a
more comprehensive program of enhancenent of self direction.
In this project of a disadvantaged inner city area, audic-
visual links provide quickly available instruction materials.
A wide variety of rulti-media materials are available for
stuly structure ranging from large groups Lo individual
study carrels.

The Educational and Cultural Deveclopnent Center of

Mocksville, North Carolina (bavis County Board of ELducation,

1967), also federally funded, includes promotion of
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self-process of learning, improvement of race relations, and
encouragement of community participation in informal learning
activities. Listeving and viewing centers are provided.

Very modern equipment is employed, including a‘Qideo—corner.
Special functions are an art ﬁaterials center, materials
preparation center, library processing center, and adult
education center.-

Another federally funded project is that of

; Developing a City Center for Learning, in St. Paul, Minnesota

{(Independent School District 625, 1967). This is an attempt

to revitalize education within the core of the city. The

center has six components: student develovment, teacher
development, curriculum development, educational resource

center, community center, and center for learning schools.

In addition to serving the larger community, the center will
service approximately 47,000 students from kindergarten
through twelfth grades.

The above reports do not claim to be all-inclusive
of nationai, community efforts. Still, under the imperative
of the present crisis, there are shockingly few attempts of
community-wide self-developrnent programs, or any other
projects to assist growth integration. The question of
variety in organizational structure is not so important at
community level as the question of what forces block the

needed community action.
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Related Educational Organization Research:
Secondary and Lower Grade Levels

In regard to secondary level educaticn, J. L. Trump
(1961) has provided nuch of the literature for present con-
ceptions of class organization for independent study.
Analyzing érograms from a Trump plan perspective to identify
successful program elements, Evans (1968) did a conparative
study sampled from the 113 schools, of the entire United
States, that he identified as havinu indepcndent study
proyrams.

The Ev-ns research recommends that irdependent study
needs to emphasize (1) providing for individual differences
anong students; (2) developing an inquiring mind; and (3)
developing self~-initiative.

Evans further summarizes that in successful programns
there was a strong pattern of rules being enforced, unsuc-
cessful programs had stated rules that were frequently not
enforced. These findings support the rationale of the
present resesarch.

A recent summary of the bhroader subject of Inde-

pendent Study in Secondary Schools is provided by W. M.

Alexander and V. A. Hines {1966). This work systcmatizes
information and describes and inalyzes practices in 36
schools drawn by random sampling from a list of 317 schools
(over the entire United States) reported to have independent

study programs. Grades 7 through 12 were covered. One of
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ten categories of independent stuly researched has the objec-
tive of developing the self-directed learner, as was the
objective of the present experiment. Other categories center
more upon giving free time to the student than upon giving
him supportive structure for the development and exercise
of self-responsibility.

Alexander‘and Hines report that one of the first
discoveries of school visits was that independent study is
more common in discussion and writing than in actual prac-
tice reovealed by investigation., Of the random sample ob-
tained from the 317 U. S. high schools which had been
screened as being most active in independent study programs,
about half turned out, upon visit, to have programs so in-
adequate that they did not cven meet preliminary definitions
of Independent Study. Alexander and Hines report that half
of the selected schools had so little self direction prac-
tice that the visit to them did not seem worthwhile. 1In
contradiction of the widespread view of the 60's era in
which students were supposcdly gaining more independence, the
study showed that some of the schools were doing less, in in-
dependent study, than they had done in previous years.

Alexander and Hines report that mos: schools have
done little to determine the extent to which the goals of
their independent study programs have been realized. Only
one comprchensive research follow-up study was discovered.

There was no empirical study of the developmental effect

142



O

ERIC

Aruitoxt provided by Eic:

132
upon the total individual. Program planning or cutting was
rargely based on intuitive judgment.

From opinions offered hy the students, Alexander
and Hines sumnarize that the value of independent study
includes self-expression, adaptability, teacher-pupil inter-
action, integration of knowledge of subjects, cultural
growth, self-discipline, and "parent interest." This is
consistent with the theoretical expectations of the STRUSD
rationale, &according to which the specific gains listed by
the students are critically significant for self-repair in
hurian development.

No similar survey to that of Alexander and liines is
avgilable for the lower grade levels. The literature carries
fewer reports of research on self-d.rected education at lower
grade levels in Amexican public schools.

Summary of Related Educational
Organization Tesearch

The review has studied higher education, community—'
wide education, and secondary and lower grades levels of
education. Observing nationally, from this study, it is
concluded that there v.as insufficient practice and evaluation
of self-directed education in the 1960's to warrant expecta-
tion that needed changes will come about through further
evolvement of current school policy. If such change is to
corne in the 1970's, it will probably be from diffusion of the

expericence of specific research projects.
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Generul Review of Related Specific
Research Projects

Dlabal (1966) offers results in his use of the CPI
to distinguish teachers who work successfully with culturally
deprived children. Teachers who liked working with cultur-
ally ceprived children scored significantly higher (p < .05)
on Do, Cs, Sy, Sp, Sa, Wb, To, Gi, Ac, ai, Ie, Py, and Fx.
(figure 1, in Chapter 3, lists the CPI scales here abbre-
viated.) &ll eight scales employed for indicating self
direction in the present research are among the 13 scales
associated with success in teaching the culturally deprived.
The present research may, therefore, be interpreted in re-
lation to the Dlabkal study.

Ridgewood High School (1965) assumed national
leadership in opening a Trump plan of class organization as
ecarly as 1960. After four years, it was concluded that thLe
major prohlemns occurred in scheduling seminars and in-

\ dependent study. Ridgewood showed national leadership again
in solving this problcia by becoming the first school to
operate with a computer-built modular schedule.

Further notations emphasized by Ridgewood after
four years were: (1) a need for closer student-tcacher re-
lations; (2) a need for a "learning laboratory" in each
subject field; and (3) (in a differcnt vein) scminars are
not to be reserved for honors programs--they can be effec-

tively employed with low ability students.
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Melbourne High School (1966) in Florida showed an
cven stronger bent for the future in naming its progran
Space hge Prograrming. In addition to the usual Trump plan
varietal structure, this program went to nongraded organi-
zation based on five phases of development. Phase 1 nffcred
special help in small classes. Phace 2 emphasized basic
skills. Phase 3 provided average learning experiences.
Phase 4 went to further depth. Phase 5 put students com-
pletely on their own responsibility in their learning of
college level courses.

Melbourne reperts the following conditions:
courses are selected by the students in line with their own
aspirations. The purpose of the nongraded organizatlon is
to shift the responsibility of education to the student.

The teacher's role is to lead students to acts of discovery.
Lectures occupy a maximum of 20% of the time. The balance
is divided hetween small group and individual research and
experience.

Enthusiasm for the Melbourne experiment is
warranted, but there is also cause for sober concern for the
lack of a guiding philosophy other than experimentalismn.

The problem is demonstrated by a quote from the final summa-
tion (called The Spin Out) of the 1966 project report:

There is an aura of adventure as whole new

departments are creaoted to fit the burgeoning needs

of students in order that they might meet the ever-
changing social and technological demands of this
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century. A fine arts department is now being evolved
since it is becoming more and more apparent that one
of the functions of education should he to assist
students in tle wise use of leisure Lime now that we
are approaching an age in which every individual will
have large chunks of disposable leisure time (Melbourne
High School, 1966).

With this glorification of school as the su, Liier of
the needs of technology, the Melbourne experimant takes a
familiar position of the school of experimental functional-
ism. Some educators attribute to this school that condition
in which the most creative students choose to beccme drop-out
transients (Heist, 1968 b).

However, the Melbourne criticism need not call for
the destruction of space age technolodgical instrumentation
of education and return to the 3 R's and the willcw stick.
T- > Melbourne varietal class structure, tlie nongraded
. a.ization, and the technological facilitation is experi-
mentation that has been favorably supported by research
(Trump, 1961).

The following projects are noteworthy sources of

further information.

Central School Distric Environnental Learning
Center, 1966.

Congreve, W. J., The University of Chicago Project,
19565,

Fresh, Free Responsible Education with Self-
Direction and Honor, 1967.

Niskayuna Central School District 1, Independent
Study, A Continuous Program fronm Elementary through
Sccondary Education, 1966.
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Certain ccllege level research also deserves
specific review. One such study is that of K. Koenig and

W. J. McKeachie, Personality and Independent Study (1959).

This work examined whether (1) highly ;ndependent students
would behave differently from.(2) students with high |
affiliation needs and (3) students with high need for
achievement, when barticipating in independent study
organization that uses smalllquup experience as a part of
the educztional method. Since the ecducational structure of
the experimental group was similar to that of Treatment A,
the results are meaningful to the present rescarch.

In the first analysis of the data., there was no
separation between (1) and (2). A significant finding was
that women with high achievement needs preferred the experi-
mental method to conventional education; the niddle-range
need~achievement women preferred conventional lectures.
Also, the women who were high Flexibility scorxers on CPI
scales participated freely in the small groups, wherceas the
men of the same high Flexibility category were significantly
less likeay to participate in.small groups.

A second study of the Koenig and McKeachie research,
at Carleton College, showed that students who think the
instructor should be authoritarian tended to do poorly in
independent study; this result runs parallel to other

reported research establishing a need for transitional
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structure through which the authorLtarian—orientedbstudent
may be conditioned to a more self-directed life style.

Koenig and McKeachie interpreted no definitive
basis for excluding certain personality types from independent
study and small group particibation, but £hey ainsed that some
cases might neced special.training and attention in order to
help them learn th to learn in these situations.

A generally noteworthy college level program is the

Model of Teacher Training for the Individualization of

Instruction, reported by H. C. Southworth (1968). This model
includes training in guidance and clinical setting. Guidance
procedures include the development of competencies in sclf-
direction, inguiry, and personal-social chafacteristics.
Although the model is somewhat inconsistent with the training
needs of a teacher for a truly self-directed systen of educa-
tion, the plan has many good features. Certainly this re-
port can not argue with the announcement, "The entire new
model, guidance function is aimed toward self-deveclopment,
both professional and persoﬂal." But it is not clear to
what extent guidahce direction is made a respoasibility of
the student, with the teacher in a service role.

A program of Runkel (1968) at the University of
Oregon entitled The Campus as a Social-Psychological
Laboratory bears special interest. The design of the course
rests on the principle that studenis are always lecarning,

and humans are always sceking freedon. Along other
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innovations, Runkel uses former students as consultants.
He more or less frees his students to work on their own,
with hinself supporting, servicing, encouraging, :.ad, upon
request, advising them. The program is valuable to the
current investigation on self direction.

Bivens, Campbell, and Terry (1963) show that self
direction does not necessarily lend itself move to programs
for gifted studen-=. Bivens et al. rhow that low ability
associates with a preference for lincar program rather than
an inability to be self-directed. These rescarchers report
that by the time students are in the ninth grade, tr~y have
developed a strong habit of lincar study methods that acts
as a variable influencing the effectiveness of self direc-
tion. The conclusion of Bivens et al. is that the low-
ability subjects of their resecarch may develop a stronger
reliance on structured course work. The recommendation is,
to quote: "Some degree of coaching or retraining in the use
of self-directing materials might be effective."

Bivens et al. indicate a basis for a new look at
the education of the culturally disadvantaged.

Related Literature of
Affective Education

The next category of literature to be considered
relates to that aspect of STRUSD Education that may be called

sensitivity training, creative developrient, self-concept
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enhancement, affective education, or some term that better
represents all of these processes.

O'Hare (19%968) offers an excellent analysis of
sensitivity training possibilities in teacher education.

He reviews the subject generally and also descrikes the
program of sensitivity training cf the Lehman College teachex
education program. O'llare suggests that, in the future,
sensitivity training will place more emphasis on the ways

in which teachers can, not only cope with current con-
ditions, but become active agents for changing conditions.

Johnson and Seagull (1968) extend the O'Hare thene
into further exanination of teacher educaticn prograns.

These scholars remind that the products of lecture courses
are not to be expected to have a background in classroomn
possibilities for developing creativity and self-awareness.
In college teacher-education programs, there is "a dichotony
between actions and words . . ."

Johnson and Seagull report that in teacher-education
programs, quiet attentiveness is valued over intellectual
aggressiveness. The consequent teachers are said to be
deficient in ability to foster self-actualization in
children. They propose that teacher education must en-
courage creativity and experinentation and provide a model
for flexible, dynamié, innovative action, so that mistakes

imay be viewed as opportunities for growth and development.
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Insight as to the relapionship between teacher
personality and the consequences of tfat personality is
afforded by the research of D. N. Aspy (1969) with the
relative achievements effects obtained by teachers of high
and low self concept. Aspy fourd one's self concept to be
positively related (p < .05) with achievement gains that
involve thought organization, such as paragraph meaning,
language, and word meaning. Rote learning (spelling)} was
negatively related with teacher self concept level, although
with less than .05 significance. The Aspy findings apply
not only to this section on affective education of teachers,
but alsc to the review of related teacher performance
stuaies.

Knowledge with regard to effects of attempts to
foster creative thinking in teachers is afforded by the
research of M. F. Compton (1967). 1In this research, creati-
vity was operationally defined with Guiliford tests of the
factors Spontaneous Flexibility, Ideational Flucency,
Originality and Sensitivity to Problems, plus a test of
creative thinking.

It should be noted that this schema of "creative
thinking" is different fron the affective schema of the
present research of total personality involvement in self
direction. The present rescarch uses the term invention

when the process defined involves only conceptual aspects
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of the greater whole of growth-integration, behavioral-
evolution, and creative-development process.

Nevertheless, Compton's results relate to the
present research. Using random assignment of 36 teachers to
experimental and control grouﬁs, a yrogram of brainstorming
was tested against a control program of round-table dis-
cussion approach t6 solutions. The conclusion was that brairn-
storming in a graduate, university covurse could result in
greater creative-thinking ability. 27 Ffurther conclusion is
that once abhility to think creatively has been developed
it tends to increase further during the passage of time.
Compton's findings provoke speculation as te whether self-
directive processes also continue to develop once they are
initially enhanced.

A nmuch more comprehensive program, and a progran
more consistlent with STRUSD Education, is that of the San
Francisco State College Teacher Education Project (Wilhelms,
1963). This experience offers a wealth of knowledge. The
three-semester program was based upon a new premise, for
which Wilhelins gives credit to Combs (1964). Combs turns
his back on the "competencies approach"” and argues for a
"self-as~-instrument” concept of teacher education. The
approach intends to develop better teachers through self-

development of the person within the teacher, along with

self-ecducation in the content and tools of teaching.
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In also drawing upon the monumental work of Hughes
(1962), Wilhelms arrived at thc construct that better teach-
ing was chiefly the outgrowth of openness of personality,
buoyancy, positive outloock on life, and supportive warmth--
i.e, sound mental health.

The San Fraunu:isco project was consistent with
Combs' (1964) philbsophy of education:

Modern perceptual psychology tells us that a
person's behavior is the direct result of his
perceptions, how things seem to him at the moment
of his bhehaving. To change a person's bchavior it
is necessary to help him see himself and his world
differcently {(Combs, 1964, p. 369).

To assist the growth of such a person, the San
Francisco project structured seminars, small group sessions,
and individual conferences. Experiences in the field werec
also scheduled. Fieid experiences are excluded from
Treatment A due to limitation of means rather than dif-
fercnce in rationale. And, as with the present study, the
San Francisco project aimed for psychological freedon lead-
ing to clearer and clearer perception of oneself, "revealinu,
exciting, perhaps baffling” experiences, and feedback from
learning environments more than from lectures. The term
"exploratory experiences" was central. Two hours a week
were devoted to "sensitivity sessions" to which most students
became firmly cormitted.

In retrospect, Wilhelms (1967) reports that subsc-

~quent actions of students indicate they have grown
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significantly in autonomy, in sensitivity toward others,
and commitment to chosen ideals. He finds that th.s was
a self-selection process through which some candidates with-
drew from teaching without self-respect being impaired.

Looking forward, Wilhelms summarizes from the San
Francisco project that a teacher will never understand and
accept his students until he first accepts himself, and for
that, something far beyond mere didactic instruction is
essential.

The present study departs from the San Francisco
project in that it (1) proceeds througk a transitional
authoritative structure for the enhancement of self-direction,
and (2) is only a one quarter, five hours course, and, as
such, is a far less ambitious project.

The researcher has also derived noteworthy benefit
from the Purdue model, Psychology 120 (Rubinstein, 1969 a}.
As noted in the 1DS-SDP treatrient, Rubinstein avoids lectures
that say verbally what a student can get visually without
coming to class. For Rubinstein, classes are reserved for
experiences that students cannot constitute individﬁally.

The present Treatment A departs from the Purduc work in
having a transitional authoritative stiucture. Purdue,
Psychology 120, assumes self direction as an initial student
bchavior.

Yurther affective dcinain resecarch in teacher cduca-

“tion is described by Leonard (1968). ke tells of Carl Rogers'
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encounter experiments with teachers and George Brown's, U. C.
of Santa Barbara program funded hy the Ford Foundation. The
latter is given as an exanple of teacher educaticn research
asing sensory awareness and other techniques, as well as
encounter in an Esalen program, to effect a new educational
environment in which there is increased freedom and learning
facility for students.

A program in keeping with the present schema of
creative devzlopment is cdvanced by the exciting, federally
supported project of Independent School District 834, .
Stillwater, Minnesota (1967). The title of the project is

a zuccinct description of the intention: Uniquely coordi-

nated inservice program for a school to promote large-scale

change in prcfessional staff behavior and demonstration of

individualized instruc*ion in a flexible facility. The title

suggests that the program may be a significant advance pro-
ject of new education practice. The project description
gives objectives that are shared by STRUSD Education. One
goal of the project is to define the role of the teacher as
a "learning facilitator." Another goal is to prepare informa-
tion that will assist the development of student initiative
and responsibility for his own lecaining.

The Stillwater project is a bright 1light in con-
temporary experimental education. One must wonder how awvare

the leadership is of the real danger of such far advanced
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program getting misdirected to another form of displacement
of student responsibility.

The Melbourne emphasis upon the space age may serve
as a reminder of how experiments in education can bhecome a
blast-off for technology rather than humanity. In this
circumstance Teilhard de Chardin's (1956) defined crisis of
modern man remains unmet by educators.

Research Review of the Problen
of Student 1nitiative

American education has not been characterized by
trust in individual initiative without supervision in matters
of learning. Studies pertaining to the problem of student
iritiative and means of coping with it are here reviewed.

The research of Bivens et al. {1963), referred to
earlier in its relation to low—ability education in grades
six through eleven, offers that by the tinme students are in
the ninth grade they have developed & strong habit of linear
study methods that conflicts with self-direction of learning.

It is assuned that this bechavioral habit develops
progressively from the first day of school as a child con-
tinues to be a participant in a system that structures and
orders his process of education fer him. Putting the
Bivens ¢t al. report into organismic language provides the
statement that the initially active organism may be made in
creasingly reactive. In terms of bchavier modification

psychology, this is to say that (with the progressive
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displacement of responsibility) the stimulus determines the
response ever more definitively. The 4rowing child may
eventually be trained not to act until acted upon.

Campbell (1963) studied higher-ability students of
grades six through eleven, A combination of self-direction
techniques maximizing student control was compared with a
more conventional instructional methed (usually a linear
self~instruction program) which presented the same content
but minimized student control. Results indicated that self
direction was mosc promising in problem solving and in
learning that involved the transfer of ideas to new
situations.

Canpbell reports that the most promising single
result was the beneficial effect of four hours of practice
in self dirzction during which critical self-appraisal of
study tactics was encouraged. This finding with a nathe-
matics task, and the results of a larger experimen: with a
geography course, suggested to Campbell that to make self
direction successful, it is necessary to first remove the
students' strong habit of passive acquiescence.

Self direction was significantly superior {cogni-
tively analyzed), but only after coached practice in self
direction. This result is explained on the ba-is of theory
and research indicating that meaningfulness and motivation

are the most important factors delermining lecarning rate.
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Campbell explains how these factors are associated with
self direction.

Since the coaching was critical to the success, the
research supports the STRUSD Education hypothesis that a
structure to facilitate transition from linear-method to
self-directed learning is necessary. The Carmpbell and
Bivens et al. studies ermployed coaching structure that
consisted purely of getting the students to evaluate criti-
cally their own procedures. There was no direction as to
what procedure to use for self iﬁpyovement.

Class ygrades were significantly lower (p < .05) for
non-adaptive self-directors (those who stayed with the linear
program design in a situation that called for self-direc-
tion). This was true despite slightly higher ability scores
for the non-adapters. Students who were reluctant to be
self-directed carned significantly lower grades despite
greater test-indicated ability. Reluctance to be self-
directed and lack of notivation in other class work was
associated. When the non-adapters were omitted from the
self-directing group, th2 superiority of self direction in
learning of mathematics was significant at the .01 level.

Since the review has established that linear mecthods
have prevailed over self-directed nethoeds until now, the
gener~Yizaticn is possible that colleyge students may be
expected to bechave as graduatcd subjects of Campbell's

resecarch. As a study at college sophomore level, the



O

ERIC

Aruitoxt provided by Eic:

148
present experiment may be expected to have subjeccts who have
had at least 13 years of conditioning in linear study habits,
to a greater or smaller degree.

Knowledge of the dynamics of self-directed education
at higher education level is available from the Gruber and
Weitman (1962) university-wide experiments. 1In all, Gruber
and Weitman studied 19 courses of various departments of the
University of Colorado over a period of two years. Twelve
studies werc direct exXperimental-control comparisons, as
in the current research. A general negative reaction to
participation in the self-directed study was expressed in
the students' evaluation of the courses. In almost every
case, students indicated preference for conventional methods.
Gruber and Weitman mention thal morale problems were also
associated with similar experimenté which have been reported
by Eglash (1954), Neel (195Y), and Beach (1961). The
student attitude consistently encountercd was, "This method
won't work unless we are brought up in this system.”

This finding is in agreement with Campbell's and
Bivens' work that concludes that program for sclf direction
must cope with the student's strong habit of passive
acquiescence,

These research findings yield the empirical evi-
dence of a need of Teacher-Dirccted Structure for Self-

Directed Process of Education.
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One might think that the search for appropriate
STRUSD Education, in the face of negative student attitude
toward self direction, is self-defeating. That this is not
true is revealed by the most interesting further finding, of
Gruber and Weitman, that there is an "ewotional lag" in
which the student reacts unfavorably to the particular self-
directed course he has just finished while he dermonstrates
a more positive general attitude toward independent in-
tellectual work.

In the Colorado course in educational psychology,
self-directed students were slightiy superior on the final
exam, on fifteen-month post-test of retention of subject
matter, and on post-test of curiosity about educational
psychology. However, the mean standard score for seven
experimental courses showed self-directed students signi-
ficantly lower on the final exam in five of seven courses.
The cause of the poorer performance is explainable on the
basis of the empirical studies here repcrted. It is
cstablished that the years under the lincar-method of
cducation condition a dependence upon the rule of external
authority. It may be recalled that the life-science review
established that such inability t» be sclf-directed is to
be regarded as an illness that is hastening the approach
of Doomsday for homo sapiens.

In further fihdings of Gruber and Weitman, it is stated

further that students of "lower gencral ability" scmetimes

ERIC

s J(j?



O

ERIC

Aruitoxt provided by Eic:

150
profited the most (academically measured) from self-directed
study. The Colorado findings thus indicat.. *he need of
additional personality research of the dynamics of what has
long passed as "low ability." Bivens et al. (1963) indicate
that the extent to which a person has heen conditioned from
self direction toward passive acquiesccnce may be a signifi-
cant variable of lcarning rate. The possibility of improved
learning rate for "low ability" students through STRUSD
Education is indicated. In this circumstance, it is fortu-
nate that the personality variables that associate with self
direction also associate with success in working with
culturally deprived children (Dlabal, 1966).

Gruber and Weitnman's important study of student
initiative also found that self-directed study increasead
students' curiosity about the subject field, as measured by
a rise in questioning behavior (p < .03). In addition, there
was an increased tendency for students who werc required to
do independent work to go on to a further course in the sane
area (p < .10). Also, there was a highly significant in-
crease in the subsequent anmount of reading of serious hooks
and other professional and serious literature (p < .001).
Gruber and Weitman report that these findings run parallel
to Kersh's (1958) findings in a laboratory setting and
Beach's (1961) firdings in another classroomn ciperinent.

When one relates these results tc the reported

studies of motivation and mcaningfulness (Campbell, 1963),
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a dynamic growth process is revealed to build sequentially:
self direction, motivation of interest, discovery of meaning-
fulness, further self direction, further motivation of
interest, . . . further discovery of meaningfulness, still
further self direction . . . . Gruber and Weitman's obsexr-
vation of these dynamics led them to the conclusion that a
little attention by eech teacher to the training of his
students in independent work might pay off very quickly.
Gruber and Weitman's hypothesis with regard to training for
self direction suggests the possibility of a revolutionary
change in American education. Bertalanffy's (1967 b) open
system propensities frames a biological rationale for the
dynamics involved which, once aflame, would continue to
live and grow as independent enerqgy systems.

The most ambitious intention with respcct to
awakening student responsibility at college level may be
the New College Plan of Amherst, Smith, rlt. Holyoke, and
the University of Massachusetts (liatch, 1960 a). This plan
proposes to borrcw from the Antioch experience. The New
College curriculun is reported to have the intention of
establishing independent bchavior through intensive train-
ing at the outset of college and thereafter by continuing
to provide situations which call for the hebit of initiative.

As of 1965, the New College was still writirg,
"More Power to Them" (Barber, 1965) with reference to studen's

who demonstrated initiative, but revicw of the New College

O

RIC

Aruitoxt provided by Eic:

—
on
W]



152
organization does not reveal that the students have yet
assumed power over the educational process.

The purpose here is not to criticize one of the very
few attempts of moving colleyes toward greater self direction
in education. The purpose is to communicate that the infor-
mation as to actual change accomplished is insufficient for
evaluation of the promise of this program at this time.

Moving from the New College Plan's general attack
of the problem of student initiative, the review looks at
specific and practical means of handling the accountability
aspect of initiative.

The effectiveness of another work report plan is
reported hy Ricard (1965) with regard £o the development of
a means for stimulating, guiding, and evaluating a student
without interfering with his self direction. Ricard reports
that the proygyram was well accepted by the students. In this
method of accountability, employed in biology, students are
provided a Selection Form in which they are to supply details
of a project of evaluating an hypothesis formulated by then-
selves from a sclf-selected topic.

It is expected that accountability techniques that
do not interfere with self direction will continue to bhe
invented as new educational structure is developed. 1In
drveloping education designed to function as transitional

structure for making students more self-directed, there is

a nced >f report system that affords maxinumn freecdomn.
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Review of Research Evaluation of
Self-Directed Education

Numerous studies have undertaken the evaluation of
relative cognitive gains achieved in various kinds of study
organization and methodoloygy. Perhaps the most comprehen-
sive evaluation of self-directed study at college level to
date is that of Gruber and Weitman (1962). In the final
examination of seven courses, the mean experimental student
was at the 4lst percentile.

Gruber and Weitman did not attempt to measure
personality shift empirically as a result of self-directed
educatidn, since none of the Colorado courses were speci-
fically structured for the enhancement of self direction.

The studies of Eivens et al. (1563) that included
coaching of self direction did not include evaluation of
personality shift, undoubtedly because only four hours of
coaéhing were involved, and thus the iikelihood of signifi-
cant affective results would he rerote-

P. J. Elich (1966) conducted an afcquately con-
trolled study of "independent study" whic's Je assunme for the
evidence was self-directed study. There were no significant
differcnces among the groups in grades received Or in scores
on tests of rétontion and transfer. Once again, there was
no measurement of possible shift toward more self-directive

personality.
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A course organization somewhat similar to STRUSD
Education was researched by Georgiades and Bjelke (1964).
Thirty-eight experimentals were matched with 38 students
from regular classes. The evaluaticn used scores on the
cooperative English Test. There was no significant dif-
ference between groups. No empirical measurement of per-
sonality effects was attempted.

The combination of experiment and evairuation unde. -

taken in the present study was not found in other research.

Review of On-Going Growth-Integration Projects

Among worthy projects, many not here reported, chere
is an approach tc education being advanced in California

called Self Enhancing Educaticn (SEE) {(Randolph, 1966). SEE

is concerned with huilding self esteem. The program assists
the transition from theory to practice at all grade levels
of elementary school. Th~ theory promoted is that the power
to feel strong and worthy is a powerful motivating force in
each learning opportunity.

This theory is supported by Barron (1963), who
associates ego strength with creative ability. Self
enhancement is further developed in the Strens construct
(Bower & Hollister, 1967) building significant educational
innovation upon the importance of ego strength to learning,

creativity, and the whole of development.
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The Becoming Curriculum, under development by the

Assist Center (1969) as a means of promoting self-actuali-
zation from the very beginning of the school experience, is
another most important program. As of th.s writing, the
funding for this program has not been renewed. It is assumed
that this circumstance reflects the philosophy of the edu-
cators controlling funding.

Educators who would attempt change may find support
in the growing literature of creative aducation. Review of
this broad and often very worthwhile literature is lmprac-
tical here. The Creative Education Foundation, State
University College at Buffalo, 1300 Elmwood Avenue, Buffalo,
New York, is an organization established to serve the neceds of
those who would promote creative education. S. J. Parnes
(1966) offers the perspective advanced by this organization.

The design of Trcatment A calls for special
reference to some of the literature offered by R. L. Mooney
(1962; 1966 a, 1966 b, 1969). A portion of Mooney's A

Preliminary Listing of Indices of Crecative Behavior is

carried in Appendix C.

At the college level, Antioch continues to explore
and evaluvate new educational models. S. Baskin and R.
Churchill (1961) report one such project with the usual
results of few acadenic differences between experinmental
and control) groups. The Antioch College perspective, as of

1961, is important because of the nationrnal leadership that
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Antioch has assumed for self-directed study. With reference
to independent study procedures the Antioch report (Baskin
& Churchill, 1961) reads:

Antioch College does not view these new methods

of instruction as a panacea for higher education's twin
problems of quality and guantity. Nor does it view
them as a glorified do-it-yourself plan that works
simply by turning the student loose on his own; for

the instructor must carefully select and structure the
student's learning experience. The instructor's job,
although it may be different, is no less difficult
(Baskin & Churchill, 1961, p. 4).

It is questionable whether the above-comnunicated
philosophy of education puts the student in sufficient power
to carry the responsibility he must bear in order to fully
inteqrate his education with his organismic development.

Is it true that the "instructor must carefully select and
structure the student's learning experiences?"

The researcher leaves this question open, and
passes on to the nost recent development in which Antioch
has a key role--thnt is, the organization of the Union
Graduate School (Watson, 1970). This involves the joining
together of a group of progressive and well recognized
colleses and universitics for the sponsorship of doctoral
study program that is not available in more conventiional
university programs. The student is afforded a great deal of
freedom in moving from campus to campus and to whatcever place

and station he may find appropriate to his development. The

progran description begins:
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The Union Graduate School has developed in

response to the fact that for many competent students
existing graduate programs are too limited, too
prescribed and inflexible, and too poorly adapted

to the urgent needs of a society in crisis. The
Union Graduate School offers opportunity for students
to design programs especially suited to their objec-
tives . . . f{Watson, 1970, p. 1).

Antioch recognizes a crisis. The Union progran
description rcads like a dream come true, but from the
lessons of history one must recognize that the printed
word is not the deed. 1In being ahead of its time the Union
Graduate School may expect pressure frow the larger cormunity
of higher education.

Unbelievably complex problems face those who want
to put ideas into ection in the concrete form of a new school
program. In a case in mind (Dag Hammarskold Colleye, 1969)

a dedicated educator of wide reputation has committed his
life to establishing a new kind of international education.
Yet, in spite of iwpressive professional support he has not
yet been able to open the doors of his new college.

Meanwhile, student pressure for change continues

to build. Farber (1970), writing of The Student as Rigger,

proposes that old walls will have to come down, berhaps

with violence, before a new education can prosper.

Review of Education in Ferment

The Center for Research and Development in Higher
Education {Wilson, 1969} has established a rescarch project

that studies Education Impact and Student Develupiient. The

.
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activities of this study are designed to (1) determine how
various aspects of the college environment affect different
types of change in different students; (Z contribute to
the formulation of theory which will help to increase under-
standing of student change during coliege years; and (3)
provide decision-nakers with a better basic for planning
and implementing a system of higher education,

Since a study of this kind is limited by the
questions it asks, it is relevant to note the previous work
of the organization that is asking the questions. The

Center's publication of The Creative College Student: An

Unmet Challenge (Heist, 1968 a) indicates a willingness to

look beyond the surface.

Studies underway in the above projeccis are investi-
gating student subcultures, excepticnal and creative
students, drop-outs, and student-faculty relations. fThe
program is projected with increasing emphasis on problens
of black students, college drop—oﬁts, student activists, and‘.
other nonconforming elements.

R. G. Scanlon and G. lleathers (1967) offer an
edrcational process analysis in a publication available
from the State Federation of District Boards of Education

of New Jersey. Scanlon presents the Vistory of Individualized

Instruction, and Heathers presents Self-Dirccted Learning:

the Master Key to Educational Reform. 1In the latter paper

it is hypothesized that educational reform will be
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accomplished through tcaching all students to be competent
in planning and conducting their own learning activities.

For a broad view of the subject of Independent
Study, there is the hook of D. W. Beggs and E. G. Buffie
(1965). This publication covers course and class organi-
zation, flexible programming, technological aids, the
administrator's roie, and in-service programs for independent
study. In addition, separate chapters are included on The
University of Chicago Project, The Brookhurst Junior High
School Progran, and a model of independent study in the
humanities.

Another excellent, comprehensive presentation is
offered in a bhook by F. B. Brown (1968). This work pro-
vides an historical perspective, discusses class and course
organization, and details special activity of varietal class
structure, such as small group work. The final chapter
contains vignettes written by high school students about
their experiences in independent study.

Books covéring the general subject of self-dirccted
education discuss the subject morec at high school level than
2t lower or higher grade levels. at higher education level,
one discovers a lack of adequate text coverage of the possi-
bilities and problems of self-dircuted study.

Meanwhile, publications such as The Report of the

Commission on Student Participation in University Life

O
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(Knock, 1969) cffer guidance as to college conditions and
possibilities. The Commission offers a rationale for
student participation in university life, and considers how
such participation may be accomplished within the structure
of the Miami University cf Ohio. Emphasis is placed on
student involvement in policy—méking. Ma:.y dimensions of
student life and university affairs are examined with the
ocbjective of providing a framework within which a student
may accept greater responsibility for the consequences of
his own behavior and for planning his own future.

The intcntion of the Commission would scem to be
laqdable if, by confinement of the students to a framework,
a "cage with an open top" (Torrance, 1965 b) is intended.

The spirit of the cage opencd by student initiative
is voiced by H. D. Gideonse {1968), Chancellor of the New

School for Social Research. His address, Student Activists

ggg Faculty JTr.elevance, strikes to the heart of higher

education's failure to meet the nceds of students and failure
to promote the future of mankind. His thinking runs paralle’
to the present theoretical synthesis calling for focu. on
values within the school experience. A direct guotation is
offercd:

I don't necessarily draw the conclusion that
because value judgments are coning back into in-
tellectual and academic respectability this will
by itself solve our problems. But it will tend to
correct the bias of modern higher ¢ducation which

is in favor of detachment, ohjectivity, and the
guantitative over the qualitative in its method.
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This new viewpoint is, therefore, likely to restore
relevance to the curriculum as far as the young are
concerned. I know of no subject that gives a more
exciting edge to what is taught than an introduction
of this futurc-oriented perspective into the present
curricular outlook.

Imnmediately, the student is given a sense of
"Now, you're talking. Now, you're dealinyg with where
I live. Now, you're teaching ne techniques and
methods of getting at the problems that give me
heartache." To the extent to which you take the
able student's mind off irrelevancies and put it
back on the relevant, you will restore health to
the academic enterprise.

But, let's have no illusions about this. Such
a revitelization of the student's concern flies in
the face of the most deep-seated, vested interests
and prejudices of a very large najority of the
present academic tecaching profession (Gideonse,
1968, p. 189).
Such a stctement from a chancellor of a highly
reput~d college assumes additional gravity.
In Chapter One the situation in higher cducation
was reviewed by the Director of the NDivision of College
Programs, U. S. Office of Education, Department of Realth,

Education and Welfare (Bigelow, 1969). He described the

crisis in education as The Tourth Revoluiion, following

the Amrerican, French, and Russian revolutions.

R. M. Hutchins (2967) repecats the story of crisis
in higher educaticon. His tone is no less ominous than that
of Bigelow and Gideonse. He proposcs that the name

university be replaced by the name multiversity as a more

accurate description of whal goes on in contesporary higher

cducation. Hutchins speaks of a nced for cducation to take
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a service role in promoting human understanding if it is
not to guarantee the collapse of this civilization. And
Hutchins pleads for basically different structure in which
lower education will prepare people, in his words, for
"the independent study to whiéh the university should he
confined.”

Beittel ahd Burkhart (1969) provide insight as to
the ends toward which such self-directed education nceds to

be directed. In an overview of their forthcorming book,

Education, As a Unifying and Energizing Image of Man, they
write:
Education's primary function is the energizing

and unifying of the image of man as a creative force
in his various cultural roles (Beittel & Burkhart,

1969, p. 29).
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Chapter 3
PROCEDURES
SUBJECTS CI' THE STUDY

The subjects cf the investigation were students of
intact clasc2?s of EPY 304 of the University of Georgy:a.
Two experimental groups and two control groups were employed,
in sequential order. That is, the first experimental group
ocf 17 cubjects was matched with a control group of 20
students meceting at the same time of day. 1In the following
quarter, a sccond experimental group of 23 subjects was
matched with a control group of 29 subjects meeting at the
same time of day. Class assignﬁent to the experimental ond
control sections was random in that there was no opportunity
for section selestion on the basis of instructor, teachin :
method, or any other variables, since students did not know
in advance who was teaching what section. Even the
instructors were confused on this point gduring the regis-
tration period in both the first and second experirmental-
control groupings. Nevertheless, it was ascertained that ‘i«
distribution of speccial categories of class menbership s %
as graduate students and freshnen was not irbalanced.

The second experinental treatient was a replicatio
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of the first, with the same instructor for the second
experimental group and a diffareat instructor for the second
control group.

To study the possible influence of the personality
of the instructor of the experimental groups, in replication,
three other instructors assisted with the treatment. The
assi: tants filled roles of consultants, as called for in the
treatment, for the purpose of meeting with students indivi.-
dually and in small groups.

In replication, this divided the experimental
subjects into four subgroups. One subgroup was comnposed of
students who had the researcher as instructor for individual
consultation, small group meetings, and whole class meetings.
The other three subgroups each had a consultant other than
the instructor for the individual sessions and the small
group meetings. Analysis of these sukgroup results was
expected to provide knowledge of the extent of influence of
the personality of the instructor in the experimental treat-
ment.

The participating consultants were doctoral students
in educational psychology at the University of Georgia. Two
consultants had master's degrees in counseling but little
teaching experience. The “other two, including the researcher,
had rmore college-level teaching experience, bul less a‘dvanced
training and experience in counseling. Thus, the four partic-

ipating consultants in the experimental rewlication were
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judged to offer a broad spread of personality and experience
differences for comparative analysis of the data.

The first experimental-control group study had an N
of 17 in the experimental group and an N of 13 subjects for
whom all test data were collected in the control group
(total class size of the control group was three students
larger than the experimental group). The replication study
had an N of 23 in the experimental group and an N of 29 in

the control dgroup.

DATA-GATHERING INSTRUMENTS

Denartmental Evaluation
of Achievement

Form C of the EPY 304 Departmental Evaluation of

Achievement, Department of Educational Psychology, University
of Georgia, was dgiven as a pre-test measure in the initial
study and in the replication. Form B of the above test was
given as a post-test measure of content assimilation in the
initial study. Form D of the above test was given as a
post-test measure of content assimilation in the replication.
All of the above examination forms were constructed
by Dr. E. Paul Torrance, Chairman, Department of Educational
Psychology, University of Georgia. All of the tests s stem-
atically sampled the content areas of learning, growth and
development, personality, social behavior, measurcment,

statistics, and rescarch methods. Form C is composed of 78

’

ERIC

o o l7:



O

ERIC

Aruitoxt provided by Eic:

166
multiple-choice items. Curry {1970) determined a veliability
coefficient of .60 {Kucder-Richardson Formula 21) for Form C
in an administration to the 316 students of one quarter term
of Psychology 304, University of Georgia. Curry {1970)
determined a reliability coefficient of .67 (KR-21) in the
same manner for Form B with 335 students. Form B has 86
multiple-choice items. The researcher determined a reliabii—
ity coefficient of .67 (KR-21) for Foria D with the 369 stu-
dents of the classes taking EPY 304 concurrently with the
experimental class of the replication study. Form D has 85
multiple choice items.

T-scores employed were based on norms established by
pfevious administration in the case of Form B and C. The
previous administration utalized for the establishment of
norms was the Departmental Evaluation Examination at the end
of the Fall Quarter, 1969, at which time Forms A, B, and C
were randomly assigned to the 312 students.

T-scores employed for Form D were based on norms
established by the administration of the Department Evalu-
ation Examination in the term of the replication of the
present study, Spring Quarter, 1970. The normative sample
included 254 students taking the FPY 304 Departmental
Evaluation Examination at the end of the Spring Quarter,
1970. The following students were not included in the
norm group: (1) Students who had been told in advance that

their grade on the test would not be used in grade
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determination, and (2) Students of the instructor who lad
constructed the examination.

The Form C norm used in this study has a 35.30 mean
number of correct responses, and a 6.90 standard deviation
(with a standard error of 4.34). The Form B norm used in
this study has a 42.93 mean number of correct responses,
and a 7.98 standard deviation (with a standard error of
4.58). The Form D norm used in this study has a 42.91
mean number of correct responses and a 6.04 standard davi-

ation (with a standard error of 4.59).

Affective Ratings of Educational
Psychology

Affective ratings of cducational psychology were
made with a semantic differential measuring device in Qse
by the University ol Georgia, Collegz of Education. The
ten semantic differential items employed by this study were:
(1) Interesting-Bering, (2) Enthusiastic-Unenthusiastic,
(3) Supporting-Hostile, (4) Trustworthy-Untrustwor thy,

(5) Imaginative-Unimaginative, (6) Safe-Dangerous, (7)
Mature-Immature, (8) Lively-Lifeless, (9) Useful-Useless,
and {10) Fair-Unfair. These ten items were scored on a
seven-point scale, with 1 defining positive polarity and
7 defining negative polarity.

The semantic differential technique was developed
by Osgood, Suci, and Tanncnbau:: {1957) for the measuremcnt

of semantic connotations. Its method consists of the

ERIC

.
P o] . 175



O

ERIC

Aruitoxt provided by Eic:

168
1ating of a concept a.ong a scale between bi-polar adjec-
tives. Recciarch on the semantic differential by Osgood and
associates indicates high reliability, particularly with the
evaluative factor adjectives used in this study. The
essential valence measure of this study was like-dislike
for Educational Psychology.

Osgood and Luria (1967) consider factor analysis to
be the basic methodology in making decisions about the use
of summed scores in the semantic differential as is done in
the method in the present study. Curry (1970) conducted a
factor anslysis of the semantic differential instrument used
in this study. Principal components analyses with unities
in the diagonals of the correlational matrices, and six
iteration cycles were performed in each analysis and the
factors weres identified for the ins:rument. Three latent
roots greater than one were found, but a single factor
accounted for .39 percent of the total variance. 1In the
vnrotated factor matrix, variaples seven and ten, of
originally twelve variables of the instrument, were uncor-
related with the other variables. The decision of Curry to
omit variables seven (Easy-Difficult) and ten (0ld-New) was
fcllowed in the present evaluation. The other ten variables
were summed for a composite score for each subject with
reference to scaling of positive attitude toward educational

psychology. The variables were also studied scparately.
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The California Psychological Inventory

The Callfornia Psychological Inventory, with eirghteen
personality scales drawn froem 480 uesticns, was used to
measure certain hypothesized personality shift. Test-retest
correlation of the scales of the CPI ranges from a low of
.44 on "communality" to a high of .87 on "tolerance." Male
norms are based on more than 6,000 cases; female norms are
based on more than 7,000 cases {Gough, 1957).

) More than a hundred studies are available with
reference to the adequacy of this instrument as used for the
present research. Considerable validitv evidence exists
from the cross-validational studies of the instrument. The
CPI manual gives a brief summary of validation evidence for
each scalec of the inventory. For exumple, the first study
listed for Sy (sociability) covers five high schools in
which the principals were asked to nominate the "most" and
"least" participant students. The mean difference of Sy
scores for these different groups was 4.44 (C.R. 4.37),
indicating Sy function at .0l level of significance.

Approximately 200 of the CPI items were drawn from
the Minnesota Multiphasic Personality Inventory. The scales
are grouped into four broad categories that seek to empha-
size some of the psychometric clusterings {(refer to Figure
1 in Chapter Three). The testing time is about 45 minutes.
The inventory has been used with ages ranging from 12 through

70. No rigorous conditions are redquired for valid test
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results. The administration of this test to more than
50,000 subjects since its first large scale use in 1951 has
vielded sufficient samples to give an idea of the trends and
variations to be expected in different groups.

The particular scales of the CPI used were those of
Factors II and III of a study of Parloff, Datta, Kleman, and

Handlon (1968). These factors are: (II) Assertive Self-

assurance, accounting for 21 percent of the total variance

in koth the Pntential Creative Scientist and the adult sample.

(I11) Adaptive Autonomy, accounting for 12 percent of the

total variance in the Potential Creative Scientist sample and
17 percent of the total variance in the adult sample corre-
lation matrix.

Parloff et gl. tested whether highly crecative adults
of various fields share differentiating personality charac-
teristics. To this end, re-analysis was made of the exten-
sive personality data collected over the years by the
Institute for Personality Assessment and Research (IPAR) at
the University of California. In addition, study was under-
taken of a sample drawn from more than 5,000 successful male
entrants to the 22nd and 24th Annual Science Talent Search
{sTS), and further selected by a score above the 80th per-
centile on & science aptitude examination. This procedure
arrived at 1,030 eligibles, of which 938 accepted testings
and were classified as more creative (266 subjects) and less

creative (672 subjects).
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The thoroughness of the Parloff et al. study is
judged to afford a sound basis for the use of elevation in
the sum of scores of Factors II and III as guantitative
neasurns of elevation in personality attributes associated
with high creative development. Factor II was a significant
variable of high creativity &t .10 level for adults and .05
level for adolescents. Factor III was significant at .0l
level for both adults and adolescents, the more creative
subjects showing significantly more autonomy than the less
creative subjects. It should be emphasized that the adoles-
cent subjects were those sharing very superior status in
other talent measurement (the top 20% of the successful STS
candidates). All of the previous selection procedures
apparently missed the significant creative-ability differ-
ence differentiated by elevation on the Parloff et al. factors
II and III of the CPI. The availability of these factors is
considered to be a great advantage for the present resecarch.

Runner Studies of Attitude Patterns
Interview Form III

This instrument has 12 personality scales drawn from
118 questions (refer to Figure II). The present research
employed it as a further guantitative mmeasure of possible
personality shift associated with the experimental treatlment.
The scales relatiny to Control Oriented and Freedom Oriented
were cmployed. The Control Oriented scales are: Ru,

Emphasis on Rules and Tradition; Pl, Practical Planfulness;

O
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Pc, Passive Compliance; H1l, Hostility and Blamefulness. The
Freedom Oriented scales are: Ko, Experimental Orientation;
Io, Intuitive Orientation; Re, Resistance to Social Pressure;
T, Pleasure in Tool Implemented Handskills. The Control
Oriented and Freedom Oriented factors were used in the
present research because of their theoretical and empirical
association with creative development that is generally
indicated by creativity research.

The principal basis for the selcction of items and
scales for the Interview Form III wac statistical analysis
of a longer (245 item) ecarlier form. The data for the
analysis were drawn from test results of 1016 male appli-
cants for a wide variety of jobs. The analysis included a
factor analysis, item intercorrelations, and corvelations
between items and each of the 24 scales included in the
earlier Comprehensive Form {Runner and Runner, 1965).

This inventory has been under development for 25
years. With reference to reliability of the scales, the
highest average corrclations between items and scale scores
(alpha coefficients) are above .80. The lowest are above
.50. Except for Re (Resistance to Social Pressure), which
is over .50, all the scales of Frecdom Orientcd show alphas
in the .70's. All of the Control Oriented scales also show
alpha's in the .70's.

Systematic effort has been made to establish pre-

dictive validity for this instruent. The emphasis has bLeen

1l
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on construct validity, wording items so as to obtain appro-
priuce correlations. In a recent study of the prediction of
production of life insurance salesmen, each of the Runners'
variables was significantly correlated with sales volume, at
.01 levelﬂof significance, Ratings assigned from the Runners'
by a trained interpreter were significant at .001 level
(Runner and Runner, 1965).

Though the relationship to creative development has
not been so thoroughly researched, empirically, the present
research includes the Runners' factors in measuring for per-
sonality shift toward high-creative profile.

The Parloff et al. research offers factors more
thoroughly researched and empirically verified as correlates
of high creative ability., The Runners' factors, however,
get at dimensions not covered by the CPI scales. The
doctoral dissertations of Hauck (1968) and Myers (1968)
afford further analysis of the Runners' instrument as an
appropriate inventory in the study of creativity. The
Runners' factors are indicated by theory and research to
measure dynamics that are a part of the self-directive
process through which creativity proceeds. Therefore, this
instrument is used as an extension of the personality inquiry

of the present study.
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EXPERIMENTAL TREATMENT

Components of STRUSD Education

Structure for Self-Directed Education (STRUSD
Education) involves several components which will be dis-

cussed separately.

\

Structure of course. The contemporary concept of

education with rigidly defined groups called classes is
abandoned. Instead, a course proceeds with a variety of
interpersonal relationships. (a) There are consultations
on a one-to-one basis between student and fellow student,
and student and instructor. (b) There are small group
méetings of six or fewer students with or without the
instructor. (c) There are meetings of two, three, or four
small groups which are here termed class méetings.

{d) There are meetings of several classeé together, which
are here termed departmental programs. ({e) There is the
possibility of scheduled sessions which participate in the
larger life of the communitv. These are termed community
sessions. Needless to say, all five of these interpersonal
activity structures are in support of the individually

exercised program.

Structure of academic accountability. FEducators

have long struggled with the job of maintaining freedom for
intellectual inquiry and accountability ror intellectual

achievement within one framework. The grading system evolved

ERIC
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has come under attack increasingly in recent years. Under
conventional grading systems, there is a tendency for the
student to focus on what the teacher is grading on rather
than on what may seem to the student to be nost pertinent
at the time. The student is not assisted in developing his
own responsibility for his education.

Student groups demand change or outright abolishment
of the grading system. This may be more a reaction to the
lack of support of their developmeat than it is an answer to
a problem.

The work-report of the present research system is an
attempt of allowing individual freedom with ccacomitant

responsibility and yet providing for academic accountability.

The _work-report structure. The work-report structure

seems to answer the major objections to conventional grading
practice. Under the Treatment A structure, students do not
ask the tcacher what to do. They tell the teacher what they
have done. This method assumes a faculty that is trying to
foster self direction and still keep a high level of academic
accountability.

The work-report structure may be varied according to
the level and content of education. At one extreme (at
lower grade levels), it may be a daily or even hourly report
of the utilization of specific time periods listed. At the

other extreme, it may be monthly or even annual report with
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little notation as te time periods involved.
In the present study, the work reports were made for

two-week periods, with a ten-hour-a-week work load.

Psychodynamic structure. This aspect of the STRUSD

Education horrows from Herbert Read's (1949} elegantly

simple model for education, "intimacy-choice-action." 1In

intimacy an honest encounter between an individual and his
environment is a minimum demand. In choice the individual
must make a decision or frame a feeling in regard to his
honest encounter. This is the pcint at which definition of
self begins. And in action the individual initiatcs action
in support of the choice made. Through intimacy-choice-
action, the definition of self is transformed into self
direction.

The intimacy-choice-action model is termed dynamic
in that initiated action generates change in intimacy in a
recycling of intimacy-choice-action commitment with conation»
energy (Aveling, 1926; Lundholm, 1934; McDougall, 1932;
Richardson, 1929; Warren, 1931; wild, 1928). The fesult mas”
be described as "coming alive," or in another language of
modern life, “turning on" with self directicn.

The employment of the psychodynamic structure may
vary according to educational level and course content. Its
function is to lock the self-development process to course
content assimilation. In Treatment A this defines a function

1
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of tying classroom psychology to self development. Under
the rationale of a self-as-instrument concept of teacher
development (Combs, 1964}, the student is given the respon-
sibility of developing into the kind of person he or she
wants to become. The term person, rather than teacher, is
used intentionally to communicate that the first function
of the course is not to transform individuals into job-
specialists for the machinery of the system. Ratter, the
rationale holds that an individual developing himself or
Lerself as a whole person is by this process improving his
or her potential to be a superior teacher, for the self is

the instrument creating the quality and quantity of teaching.

Brief Description of STRUSD Treatment A

Because the treatment is a comprehensive system of
education, it is deemed essential that a detailed descrip-
tion of the treatment be a part of this report. Since this
involves considerable writing, only a brief treatment is
included here. Further details and documents are given in
Appendix B. The intention is a treatment that is suffi-
ciently definitive to permit replication by other researchers.
Variables are allowed to the fullest extent that is deemed
consistent with definition of the essential components of
Treatment A.

Briefly, STRUSD Treatment A calls for students to

study cognitive course content independently, outside of

ERIC
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class, from a list of course objectives. This opens the
class time for more than cognitive-information transfer. 1In
a physical education course, this "more" night be learning
how to ride a bicycle. 1In the particular area of this
study, a course in educational psychology for prospective
teachers, the "more" is enhancement of self direction in the
educational process. So this is the focus the course takes
in the student-student and teacher-student experience.

SDP is promoted through TDS developed from the
research and experience from which the researcher borrows.
Students meet individually with their instructor {or con-
sultant, in replication) in consultation sessions that
ccnmunicate teacher concern for the students' needs,
problems, and intention. The teacher respects student
requests for personal assistance in his job of self-directed
education, but help is provided only when judged to be
necessary. Treatment A calls for two required, one-half
hour individual consultations with an additional, one-half
hour individual consultation available at the option of the
student. The sessions are intended to be informal visits.

Students also meet in small groups which permit
personal interchange with respect to their studies and other
projects of self development. 1In the small groups, students
get the advantage of peer perspective toward theomnselves,
their needs, problems, and intentions; they also get such

instructor (or consultant) structuring as is defined by the
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small-group treatment to promote self-understanding, commu-
nication, and confrontation. Treatment A calls for five,
two-hour small group sessions with specified small-group
treatment.

The course has further meetings of the class as a
whole, for administrative and self-evaluation purposes,
guest interviews, and such other program as is not available
outside of class and is judged by the instructor to be
appropriate as course organization for promoting self
direction. Lastly, special sessions of all EPY 304 classes
are held for the purpose of film presentations and guest
lecturers arranged by the EPY Department. In summation,
what can be handled in departmental session is handled in
this most efficient way. What seems to call for the smaller
sessions of individual classes is handled at that level.
What requires personal, small-group interchanges is dealt
with there. And what is an individual concern is handled
in a one-to-one relationship with the teacher.

Work reports permit evaluation of work independently
conceived and undertaken. At the end of the course, the
Department gives an objecftive examination to test the
student's mastery of cognitive material called for by the
departmental objectives he was furnished at the beginning
of the course.

Various educational and psychological tests arc

adrinistered, or at least made available to the studen:s,
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during the course to assist self-understanding and self-
evaluation for the self development each is pursuing.

Key documents of Treatment A are included in Appendix

Basic Assumptions

I. It is assumed that the Departmental Evaluation
of Achievement is a valid measure of content of educational
psychology assimilated during the course. This instrument
has been developed over the last severzl years and has been
tested for reliability as indicated in the description of
instruments. The course program has been systematically
broken down and the test has been designed to evaluate the
full extent of course content indicated in the objectives of
the course circulated to all instructors of the course.

II. It is assumed that the Adaptive Autonomy and
Assertive Self-assurance factors that appear to predispose
to creative performance in the Parloff et al. study (1968)
will similarly predispose to creative performance in the

application of knowledge to the professional setting (global

objective II of EPY 304). Parloff et al. describe the
creative individual as one who recognizes and icdentifies new
relationships among phenomena and, by virtue of his respect
for his own capacity, is willing to attempt new integrations.

IIT. It is assumed that elevaticn on the Freedom

Criented score and reduction on the Control Oricnted score
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of Runners' Interview Form III will indicate a tendency
toward greater effectiveness in self direction for application

of knowledge to the professional setting (global objective

II of EPY 304). Runners (1965) describe the freedom-oriented
individual as having strong personal preferences and being
aware of himself as an individual. Runners describe the
control-oriented individual as being self-denying, hostile,
and dominated by rules other than his or her own.

IV. It is assumed that to be more freedom-oriented
and less control-oriented is tc be more self-directed in
life. Therefore, elevation of the Freedom Oriented score
and reduction of the Control Oriented score of Runners'
Interview Form III are regarded to be measures of shift
toward more self direction.

V. It is assumed that subjects of this study
responded honestly in the tests and inventories of this
research since normal measures were taken to minimize
motivation for dishonesty and maximize motivation for
honesty.

VI. It is assumed that the students‘l affective
evaluation of EPY 304 afforded valid measures of actual

opinion.

Limitations of the study

I. This study is limited by the inhercnt inability
to separate teaching from the teacher. To respect this

limitation, the study attempted sufficientiy definitive ang
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operational description of experimental treatment and control
treatment to allow replication of the educational methods
defined as TDS-SDP and TDS-TPP. To research the extent of
this limitation, the study divided the replication experi-
mental-group into subgroups under different consultants for
comparative evaluation.

II. Experimental and control groups were consti-
tuted on a chance basis that randomly assigned students to
one or the other of the two sections that met at the same
time of day. Class membership was further studied to assure
that there was appropriate matching of special categories
such as graduate students, freshmen; and the like. However,
thére was no control of the variable of physical environment
in which the classes were held, though this variable was alsc
studied to assure what seemed to be relatively similar
environnents. ,

III. Generalizations made apply only to the popula-
tion investigated in this study.

IV. The control groups were not monitored by the
researcher to determine the extent of adherence to the TDS-
TDP treatment. However, the control group instructors have
a background in research methodology and were thcroughly
briefed as to what the research expected from the control
treatments. 1In addition, the experimenter continued to keep
in communication during the study.

V. The influence of demand characteristics in this

1200
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experimental treatment did not seem to pose the limitations
described by Orne (1962) since the demand of the experi-
menter was precisely the TDS which was intended to have an
effect upon the subjects. Likewise, the experimenter
modeling effects upon subjects' responses and teacher bias
and/or expectancy effect (Rosenthal & Jacobson, 1966) would
not seem to pertain since the TDS attempts to test this vesy

modeling effect as put to the special end of promoting SDP.

|
L
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Chapter 4
RESULTS AND DISCUSSION
INTRODUCTION

Psycholcgical and biological theory and research
have indicated a critical deficiency in human developrent.
Educational theory and research have suggested the synthesis
of STRUSD Education as an approach to the problen. In the
present research, an empirical and case history program of
evaluation was established to test the effects of an exper-
iment in STRUSD Education. The research was designed to test
whether structure for self-directed education could mal-e for
affective gains while meeting thec cognitive education norms
of equivalent, conventional classes. Experimental and
control treatments were run and evaluated, and further
comparative data of equivalcnt courseswere analyzed. The
study was then replicated.

In the report of results, the initial experimental

group is variously termed STRUSD Treatment A STRUSD, , SDPl

ll
and Group 1. The replication experimental group is

variously termed STRUSD Treatment STRUSD SDP, and Group

2’ 2! 2 20

The initial control group is variously termed Conventional,,

Controll, TDPl. and Group 3. The replication control group
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is variously termed Conventionalz, Controlz, TDP,_, and Group
4.

The results of the experiment are first reported and

discussed under the following hypotheses:
HYPOTHESIS I

I. Tecacher-Directed Structure for Student-Directed

Process students will measure significantly tigher than

Teacher-Directed Structure for Teacher-Directed Process

students in the development of specific positive attitudes
toward the field of educational psychology, as measured by
post-course affective ratings of educational psychology.

- In the initial study, there was no significant
difference between any of the semantic differential sub-
scores of the test score (Table I). In the replication,
students of the control course rated significantly higuer
in the subscores supporting, safe, and fair (p <.05) under
t test for a difference betweén the experimental and control
X subscores. Conversely, STRUSD2 students measured higher
in the subscore imaginative (p < .05). But there weres no
significant differences in the total scores with which the
hypothesis was tested. Table I carries the above described
affective rating results for the initial study and the
replication study. 1In both the initial study and the repli-

cation study, Hypothesis I was rejected.
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TABLE I

AFFECTIVE RATING OF THE FIELD OF EDUCATIONAL PSYCHOLOGY :
COMPARISON OF SEMANTIC-DIFFRRENTIAL SCORES BETWLEN
STRUSD TREATMENT A STUDLNTS AND CONVENTIONAL
(CONTROL) STUDENTS

Positive Term

of the Semantic df B s B s t o
Differential
Initial &Siundy STRUSD Controly
Interesting 28 2.71% 1.26 2.69 1.32  ,029 u1s
Enthusiastic 28 3.00 1.41 2.77 1.64 .413 ns
Supporting 13 2.71 1.05 3.07 1.61 ~.724 ns
Trustworthy 28 2.52 1.07 3.15 1.21 ~1.496 ns
liaginative 28 2.29 1.21 2.92 1.38 -1.329% ns
Safe . 28 2.59 1.37 2.69 .95 -.234 ns
Mature ) 28 2.76 1.44 3.00 1.47 -.440 ns
Lively 13 2.52 1.18 2.92 1.93 ~.h47 ns
Ugefnl 28 2.35 1.6° 2.4° 1.39 -.1880 as
Fair 28 2.64 1.37 2.77 1.36 ~-.243 ns
TOTAL 28 26.29 10.31 23.4G6 10.58 -.561 ns
Replication Study STRUSD, Control,

Interesting 45 2.30 1.58 2.60 1.22 ~.720 ns
Enthusiastic 46 3.04 1.82 2.96 1.31  .1l84 ns
Supporting A6 3.39 1.44 2.68 1.11 1.929 .05
Trustworthy 46 3.04 1.55 3.12 1.c4 -.166 ns
Imaginative 46 2.30 1.40 3.04 1.43 -1.802 .05
Safe 23 3.78 2.00 2.64 1.29 2.332 .05
Mature 46 2.17 1.27 2.40 1,22 ~.629 ns
Lively 46 2,70 1.52 3.32 1.57 -1.395 ns
Useful 46 1.83 1.19 2.20 1.15 -1.103 ns
Fair 46 2.87 1.66 2.00 1.12 2.145 .05
TOTAL 46 27.57 11.18 27.36 9.33 .069 ns

* P : . . .
Positive attitude is indicated by a low score.

1ud
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The design which divided the replication study,
experimental group into four subgroups for testing of the
instructor variable was now utilized. The subgroup scores
on the affective rating instrument were t tested for signi-
ficant differences between the scores of the four subgroups
that were each under a different consultant. No significant
difference was found between any of cthe subgroups under
different consultants in the test of Hypothesis I. All
subgroup scoces showed nonsignificant change of attitude
toward the field of educational psycholoyy. The hypothesis
was rejected with each subgroup.

The above-reported method of evaluation with post-
course scores rather than with covariance or gains scores
was chosen mainly because there was no scientific basis for
scaling the effect of pre-course attitudes upon the post-
course attitudes.

The rejection of Hypothesis I is interpreted in
relation to student evaluations of the course. Random
sample evaluations (Appendix ) make repeated reference to
STRUSD Education as an unusually significant experxience.

The semantic differential ratings at first secm to contradict
the written student evaluations. However, further study of
the findings indicates that the nonsignificance between
grovps in the affective ratings may he thc result of a
confounding of negative and positive feelings rather than

the absence of strong feelings about STRUSD Educat.on.

2
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This interpretation considers the fact that, in the

replication study, supporting, §afé and fair were rated

significantly less positive by the STRUSD2 group. Though
these findings did not appear at significant levels in the
initial study, they fit with the further rating of STRUSD
Education as more imaginative. The perspective framed
indicates that the students of the experimental group felt
significantly negative about some aspect: of STRUSD Educa-
tion's relation to their persovinal selves in the "imaginative"
(positive) course structure. The nonsignificance {p ¢ .45)

of the summed scores veriTies that there were balancing
positive feelings for the negative feelings.

A consistency with other research is found in the
indications of negative feeling toward some aspects of
STRUSD Education. Gruber and Weitman (1962) found resistance
to self-directed structure, and iLermed this resistance
"emotional lag." They found that this lag demcnstrated in
an immediate negati.e reaction toward a self-directed course
in which a student was a participant, even though the student
showed a simultaneous greater support for the life-style of
self dirvection,

The student morale problem was again reported by
Eglash (1954), Neel (1959), and Beach {(1861). 1I.a the
present experiment, the affective rating instrument does not*
indicate a similar morale problem, but it does indicate the

dynomics of the problem. It is interpreted that in STRUSD

2U1
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Education the dynamics were sufficiently counter-balanced
to bring the mean up to nonsignificance, but the positive
dynamics were not sufficiently strong to lift the mean to
positive significance.

The interpretation of results is, however, limited
as follows: (1) The interpretation assumes a halo effect
that ties student-attitude effect of a course under study to
the larger field of the discipline involved. This assumption
is speculative. (2) The mean scores cf the semantic differ-
ential instrument used were as close as 15 points from the
positive end of the scale. 1In this circumnstance, the
standard deviation ran as high as 13 points. 1In other
words, the possibility of positive scores more than one
standard deviation above the mean was severely limited;
negative scores were not similarly limited. The extent to
which the test limitations influenced the results is not
known.

It is worth noting that the identification of sig-

nificant variables, supporting, safe and falr, occurred in

the class where the researcher would most expect tov find

them. The instructor of this control class was a protestant
minister in addition to being an educator. The researcher's
subjective evaluation of this instructor is consistent with

these test results.

O
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HYPOTHESIS II

II. Teacher-Directed Structure for Student-Directed

Process students will measure significantly higher than

Teacher-Directed Structure for Teacher-Directed Process

students on (A) pre- to post-course elevation on (1) the
Assertive Self-assurance and (2) the Adaptive Autonomy
factors of Parloff et al. CPI analysis, and (B} pre- to
post-course elevaticn on (1) the Freedom Orientation score
and reduction on {2) the Control Orientation score of the
Runners' Interview Form 1II.

This hypothesis has subdivisions (A) and (B) with
two tests in each subdivision in order to give adequate
scope to the affective test program and to cross validate
the findings.

The test of (A-1) is f vst reported. The initial
study data of experimental (N-17) and control {N-13) groups
and the replication study data of experimental (N-23) and
control (N-29) groups were put to an analysis of covariance.
The pretest was used as the covariate so as to adjust the
post-test scores for differences prior to trecatment and to
test for differences in adjusted post-test perfcrmance.

For each scale evaluated, the F ratio {Table II) indicates
the extent of the difference between adjusted mean scores.
The Duncan's Multiple Range Test was used to pinpoint dif-

ferences between the groups.

O
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To facilitate comparison, the groups were numbered
as follows: SDPl=1, SDP2=2, TDP1=3, TDPZ=4. The initial
study paired groups 1 and 3. The replication study paired
groups 2 and 4. In the above design, the cleanest support
of an hypothesis under test was considered to be a signi-
ficant F ratio with groups 1 and 2 homogeneous but signi-
ficantly different from groups 3 and 4.

In the second phase of the test program, STRUSD2
was again analyzed as foutr subgroups so as to learn of the
possible influence of an instructor variable. In this
program, the cleanest test results were considered to be a
non-significant F ratio {defining homogéneity of all four
subgroups) .

Tables II and III givez the results of the test of

Assertive Self-assurance and the 5 CPI scales that make up

this Parloff Factor II. Table II gives the results for the

primary grnups and Table III gives the results for the
subgroups of STRUSDZ.
In Table I the primary groups are indicated to be
significantly different (p ¢ .001} and the Duncan's Multiple
Range Test pinpoints that groups 1 and 2 are homogeneous but
different from 3 and 4 in the variable under test. Exami-
nation of the means indicates that the significant difference
is a greater elevation in Assertive Self-assurance on pust-

course adjusted scores. It is evident that in tha (A-1) test,

Hypcthesis II was supported in both the initial study and in

ERIC
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the replication.

The second phase of the test program evaluating the
subgroup scores is carried by Table III. It may seem that
there is no significant differences between subgroups in
Assecrtive Self-assurance. The effects are thus attributed
to the experimental treatment rather than to instructor
differences. |

Table II also carries the five component-scores of
the Assertive Self-assurance factor. These results indicate
that the far greatest relative gain of STRUSD Education was
elevation on the component scale Social Prescnce. The CPI
manual {(Gough, 1957, p. 12) describes persorts high in Soclal
Presence as being:

Clever, enthusiastic, imaginative, quick, informal,
spontaneous, and talkative; as being active and
vigorous; and as having an expressive cbullient
nature.
The enhancemeni on this scale was significant at the .001
level.

The component scores Capacity for Status and Socia-
bility also were significantly enhanced at the .001 level
of confidence, Dominance and Self Acceptance were signifi-
cantly enkanced at the‘.Ol level of confidence.

Analysis of the subgroufr component scores carried in
Table III reveals that only Self Acceptance was significantly
more enhanced in one subgroup than in anctiecr (p< .01).

Subgroup 4, conaucted by the researcher, is found to be

20
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significantly hicher in Self Acceptance than subgroup 3,
conducted by a consultant.

Students of subgrcup 3 had mentioned in clasg t°
they felt “"threatened" in speaking up in class. In i
written evaluation, one student of this group mentioncd thal
he had not realized how threatening the class was uritil it
came ué in his small group meeting. In his Small Grou}.
History, the consultant of subgrcup 3 reports (Appendi:

B-6, Small Group Histery III, Session Four):
They felt that although the instructor tcid them to
speak freely, they were looked upon negatively by
the instructor and other membexs of the class when
they did so.

When this negative attitude became known to the
researcher, he arranged for a poll in which a student
committee would keep the results until the class was cver.
Thus it was eventually learned who had felt threatened. Ten
students had signed, "yes," they felt threatened; ten had
signed, "no;" and two had signed, "“sometimes." Five of the

n Yesll

students were from subgroup 3, vhich had a total of
seven members. J[fhere were no "threatened" students in the
high Self Acceptance subgroup 4, which had a total of five
members.

The indications are that subcroup 3 served as a
subculture in which negative feelings toward the larcer

course experience were surfaced and strengthened as a part

of the dynamics of the small group experience. One would
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need to study the entire history of these different small
groups to arrive at an hypothesis as o why they cevelnped
significantly different in the dimension of Self Acceptance.
It may be that the negative attitude handicapped development.
Other possible causes are the corsultant personality variable
and a possible departurc from the prescribed small group
treatment.

This was the only Parloff-factor compcnent scale in
#nich there was a significant difference between aay sub-
groups. This difference was sufficiently alsorbed in the
summing of component scores so as-to yield nonsignificance
in the test of the hypothesis. Since there was no significant
difference between any subgroup under the different con-
sultants of STRUSDz, the significant effect was attributed to
the experimental treatment. The lack of homogeneity of
Controll and Control2 left the instructor-variablé guestion
open for the control groups on this factor. Since S’I‘RUSD2
was honogeneous with STRUSD, (in which the iustructor of
STRUSD2 was the instructor and consultant for all four
subgroups), it is concluded that with both ¢xperimental
groups the significant difference fror. the control groups
resulted from the trzatment variable rather than the per-
sonality of the instructor.

The test of Hypothesis II (A-2) hi¢s data reported in
Tables IV and V. It may be observed that analysis of

‘ovariance indicates a significant difference (p <.00Y)

20
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between the primary groups in the extent of enhancement on
this dimension, Adaptive Autonomy (Parloff Factor III).

The results carried in the cell below each mean tell that
the Duncan's Multiple Range Test established that STRUSDl,
STRUSDZ, and Controll were homogeneous with one another ari
different from Controlz.

Further tests investigated more closely the basis of
the homogeneity of Cor.troll with STRUSDl, the groups paired
in the initial study. It was détermined that Control1 had a
pre- to post-test gain of 2.00 with a standard deviation of
7.68, ana STRUSDl had a pre- to post-test gain of 4.88 with
a standard deviation of €.42. t tests for related measures
of pre- to post-test scores indicated a significant enhance-
ment of Adaptive Autonomy (p <.0l} in STRUSDl but a nonsigni-
ficant enhancement in Cortroll. “The huomogeneity of these two
groups was thus indicated to result from gains that were
significant for the experimental group but not for its
correspor.ding contxol group.

The Control; (TDS-TDP) treatment is available in
Appendix B-2 for study of how the enhaniement in Adaptive
Autonomy may have been achieved in the Teacher-Directed
Process even though it was nonsignificant. The nigh ele-
vation of the Controll instructor in Adaptive Autonomy (he
tested at the 95th percentile) may have influenced his

program in a way that promnted similar student behaviot.

From the 1li. ted data of covariance analysis, Duncan's
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Multiple Range Test, and Lt tests, it is indicated that
Hypothesis II (A;Z) was supported by both the initial and
the replication study. ‘

The second phase of the evaluation, studying a
possible instructor variable, has data reported in Table V.
It may ke seen that there are no significant differences
between subgroups in the Adaptive Autonomy scores with which
the hypothesis was tested and supported. Neither is there a
significant difference Letween the subgroup scores on the
tr.ree component scales of the factor under tazst. Thus the
data indicates that there was no instructor variable indi-
cated in the consultant program of STRUSDz.

In regard to component scores, Table IV shows that
of the three component scores of Adaptive 2utoncmy, the most
significant enhancement took place in Flexibility (p <.001),
but Psychological Mindedness was also significartly enhanced
at the .00l level of confidence.

The third component score, Achievement via Inde-
pendence, was nonsignificant for both the initial stuéy and
the replication. Since STRUSD LEducation is directly struc-
turea for Achievement via Independence, this finding came as
a perplexing surprise.

A closer look at th2 CPI description of this dimen-
sion is warranted since it is the only scale (of the eight
CPI scales employed} that is noc significantly enhanced by

STRUSP Education. The CPI manual (Gough, 1957, p. 13}

e
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describes persons high in Aéhievement via Independence as
being,

Mature, forceful, strong, dominant, Jlemanding, and
“oresighted; as being independent and self-reliant;
and as having superior intellectual ability and
judgment {(Gough, 1957, p. 13).
The Achievement via Independence scale attempts to "identify
those factors of interest and motivation which facilitate
achievemert in any setting where autcnomy and independence
are positive behaviors" (Gough, 1957, p. *3}. Persons
scoring low on this scale ~re described as,
Inhibited, anxious, cautious, dissatisfied, dull and
wary; as being submissive and compliant before
authority; and as lacking in self-insight and selt-
understanding (Gough, 1957, p. 13).

Further reseavrch of the dynamics of the CPL Achieve-
ment via Independence scale may be meaningful for STRUSD
Education.

However, Achievement via Independence was only one
component of the Adaptive Autonomy factor for which Parloff
et al. (1968, p. 539) descrile high scorers as characterized
by "individuality, interpersonal perspicacity, and high
motivation to work independently." The :omposite Adaptive
Autonomy factor was significantly enhanced, as reported,
with a level of confidence of .01 for the initial study and
.001 for the replication study. The data show that lvpo-
thesis II (A-2) is thus supported.

The test of Hypothesis II (B-1) has data reported in

Tables VI and VII. Table VI gives the results for the
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primary groups and Table VII gives thé results for the sub-
groups of STRUSDZ. (B-1) tests enhancement in Freedom
Orientation, which is a five scale factor of Runners'
Interview Form III. Data of the component scales of the
factor are not reported. It is the total score that is
under test. The component scales of Frecdom Orientation are
Experimental Orientation (EO). Intuitive Orientation (IO},
Resictance to Social Pressure (Re), and Pleasure in Tool-
Implemented Hand Skills (T).

As may be secn on Table VI, the primary groups are
indicated to be significantly different {(p<¢ .0l) and the
Duncan's Multiple Range Test pinpoints that the difference
is between the homogenecus groups 1 and 2 and the homo-
geneous groups 3 and 4. The data indicate that the exper-
imentals were significantly different from the controls in
both the initial study and in the replication. Examination
of mean scores of Table VI indicates that the significant
diflerence was a greater enhancement of Freedom Orientation
in STRUSD Education groups. It is evident that Hypothesis
11 (B-1) was supported.

The second phase of the test program, studying the
instructor variable, has subyroup data reported in Table
VII. The data indicate no significant differ :nce betwecn
subgroups under different consultants. Table VI further
shows no significant 4ifference between the mean scores of

Controll and Control, under different instructors. It is

Q
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concluded that the reducticn in Countrol Orientation is a
treatment effect of STRUSD Education rather than a variable
associated with differeﬁt instructor personalities,

As above reported, Hypothesis II was tested with
four measures which, in part, each increased the scope of
the evaluation of STRUSD Education and, in part, each cross
validated the findings of one another to increase the power

of the study. All four tests supported the¢ Tlypothesis.
HYPOTHESIS III

I11I. Teacher-Directed Structure for Student-Directed

Process students will measure as high as Teacher-Directed

Structurc for Tcacher-Dirccied Process students on the

Departmental Evaluation of Achievement measuring mastery of
the body of factuzl information of Educational Psychology
304.

Data of the test »f this hypothesis appear in Table
VIII. The test was conducted with the same design that was
employed for the test of Hypothesis II. However, in this
test, it was only necessary for the experimentals to score
as high as the controls.

After equating the groups bhefnre treatment through
covariance analysis of pre-test to post-test scores, co.n-
parison of groups yielded an F ratio defining a significant
difference betwecen groups (p ¢.05). The Duncan's Multiple

Range Test located the difference, indicating that STRUSDl

e
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STRUSDZ, and Control1 were homogeneous but different from
Controlz. The adjusted mean scores of Table VIII indicate
that the significant difference is in the elcvation of the
homogeneous groups above Control_. Tie adjusted mean scores

1
higher than the control group with which it was paired. 1In

further indicate that STRUSD., and STRUSDZ each measured

additinn, in the replication study ‘he control group has
scores significantly lower (p < .05) vhan the experimentals.
This deta tells that Hypotliesis III was suppcrted.

In the second phase of the evaluition, testing
instructor variables, STRUSD, subgroups under different
consultants were again studied through covariance analysis
aﬁd the Duncan's Muzltiple Range test. ‘able IX carries data
of this test. The four subgroups are indicated to bhe homo-
geneous. No instructor variable is indicated within STRUSDz.

The significant difference between Controll and
Control2 shows that more than the experimental treatment is
needed for explanation of difference in student performance
in the Departmental Evaluatioun of Achievement. The present
intention is to compare STRUSD EZucation to conventional
education tekern as a classification within which there are
many variables.

Support of the hypothesis framed was possible with
dirfierences between control groups, as long as the differ-
ences were not so great as to establish homogenecity of

control groups with the experimental groups to the point of



TABLE VIITI

ANALYSIS OF COVARIANCE USING PRETEST AS THE COVARIATE
TO TEST DIFFERENCES IN POSTTEST PERFORMANCE AND
DPUNCAN'S MULTIPLE RANGE TEST TO PINPOLNT
SPECLFIC DIFFERENCES AMO!G GROUPS FOR
THE DEPARTMENTAL EVALUATION OF

ACHIEVEMENT

Homogengons

Means With

(1) STRUSDl 52.233 2,3

(2) STrUSD, 50.168 1,3

{3) Controll 51.003 1,2
(4) Ccntrol2 45,485 itself only
—J

Class F: 3.406 (p«4 .05)

*According to Duncan's Multiple Xange Test, p £ .05

219 22
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TABLE IX

ANALYSIS OF COVARIANCE USING PRETEST AS THE COVARIATE
TO TEST DIFFERENCES IN POSTTEST PERFORMANCE AND
DUNCAN'S MULT1PLE RANGE TEST TO PINPOINT
SPECIFIC DIFFERENCES AMONG GROUPS FOR
THE DEPARTMENTAL EVALUATION OF

ACHIEVEMENT
Homogeneou;'_

Means With*

(1) Subgroup, 49.158 2,3,4

(2) Subéroup2 ) 49,650 1,3,4

(3) Subgroup3 49,758 1.2,4

(4) Subgroup4 54.200 1,2,3
Class F: .706, no significance

*
According to Duncan's Multiple Range Test, p <« .05
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rejecting the hypothesis. There.was no progvam for ewpiri-
cally observing the differences between control group
treatments, therefore discussion of this subject is kept to
a minimum.

The instructor-variable gquestion which seemed to
demand an an-wer was whether the experimental treatnent was
sufficiently dlvorced from the instructor conducting the
experiment to be considered a structure of education rather
than a personal way of relating to people. It was this
question that the subgroup design sought to answer by
substituting other instructors for the personal relationship
aspect of STRUSD Education. As reported, there was no
instructor variable; in this sense, in this last test of
that possibility nor in any previous tests. Since the
following hypothesis is but a further validation of the
achievement test of Hypothesis 1II, the Hypothesis 11X

subgroup data pertain to it.

HYPOTHESIS IV

IV. Teacher-Directed Structure for Student-Directed

Process students will measure as high as the mean of the

other classes of Educational Psychology 304 (EPY 394) con-
currentcly taught and eguivalently evaluated on the Depart-
mental Evaluation of Achievement measuring mastery of the

body of factual information of EPY 304.

A A
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TABLE X

CEPARTMENTAL EVALUATION OF ACHIEVEMENT** SCORES OF COURSES
OF EDUCATIONAL PSYCHOLOGY CONCURRENTLY TAUGHT DURING
THE INITIAL EXPERIMENT IN STRUSD EDUCATION

Raw Scora Standara
Class N Mean Deviation
One 38 40.7¢9 | 8.42
Two 39 46.41 8.38
Three 41 43.61 6.72
Four 30 40.97 6.91
Five 53 41.62 - 7.92
£ix 40 44.80 5.83
Seven 41 43.56 7.87
Eight 33 29.79 9.51
Nine 20 45.45 8.48
TOTAL 335 42.93 7.98
STRUSD] | 17 46.88% 6.53

|

*(p €.05)

**Form B; 86 test items; reliability coefficient 0.67(KR-21);
standard error of estimate, 4.58.
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The report of the test of this hypothesis is
straight-forward. Table X carries the mean scores of the
nine courses of EPY 304 concurrently taught in the initial
study. No pretest analysis was conducted for this hypo-
thesis. Since Hypothesis III was tested with pre- to post-
covariance analysis, the testing of Hypothesis IV on the
basis of the actual Departmental Evaluation scores was
considered to be an appropriate alternate procedure.

Table X indicates that the STRUSD, group received a
mean score of 46.88 with a 6.53 standard deviation. It may
b~ seen -hat the mean of the other classes was 42.93 with a
standard deviation of 7.98. t test indicated that STRUSD,
scored significantly higher (p <« .05). Since the hypothesis
only called for the experimentals to s-ore as high as the
mean of the other classes, the hypothesis was supported by
the initial study.

The replicatiocn study did not break the scores of
other classes into separate groups. The N of the other
classes concurrently taught and eguivalently evaluatea was
231. The unadjusted mean score was 42,93, with a standard
deviation of 4,15. The N of STRUSD2 was 23, the unadjusted
mean score was 43.30, and the standard deviation was 4.41.
The STRUSL, group scored higher than the ican of other
classes but did not score significantly Ticher. Since che
hypothesis only called for the exparirentals to score as

high as the mcan of the other classes, the hypothesis was
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SUMMARY OF RESULTS AND DISCUSSION

STRUSD Eaucation students did not show a significant
shift to a more positive attitude tuward the field of
educationzl psychology. Thus Hypothesis I was rejected.

All other hypotheses of the experiment were sup-
ported. The results indicated that a Teacher-Directed
Structure for Self-Directed Process of Education may
result in cognitive achievement ecuivalent to that of
conventional classes if not significantly superior to
other classes. More importantly, thz results indicated
that STRUSD Education, while advancing cognitive education,
may achieve concurrent affective gains of self development
that other research has associated with more effective self
direction and greater creative ability, These were the
critical needs indicated by the review of life-science
reseavch.

Although no guestions remain open relative to the
support of the hypotheses, the question raised by the non-
significance of the Achievement via Independence component
scale remains unanswered. It is considered to be a fitting
post-note to this successful experiment. For the unanswered

question serves to remind that not much is known at this

point about the dynamics and possibilities of a STRUSD

Education approach to the solution of the crisis in modern
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man's development.
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Chapter 5
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

A self-help moverent has hegun to generat:2 in
American society, yet the literature offers littie scien-
tific information as to the developmeit and achieveme: &
effects of structure for self-directed education. To buiid
knowledge upon a sound base, lifq-science literature of the
post-Einsteinian era was here reviewed to buiid a theory of
education upon the most advanced knowledge or the needs and
potentials of self development.

The life-science review afforded new knowledge with
regard to man's central nervous system. It was found that
man has difficulty in integrating and osganizing his phenom-
enal and conceptual worlds into behavior of growth as
required for successful evolution. This difficulty is
thought to relate to the fact that man has essgntially three
brains which are at different stages of evolution and thus
make for difficulty of inteygrated behavior hetween feeling
and thought worlds. This problem manifests itself in
destructive behavior which threatens to dertroy the species.

Required change for survival of the specius asso-
ciates with discovery of means of assisting human beinus to

become growth integrated. Considering man's history, a
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breakthrough to a new perspective seems to be essential,.
A ﬁew view swing took place with a cataclysmic jolt «rith
Einstein's theory of reiativity. This is because matter in
the solid sense of absolute reality "out there" was dis-
solved (by E=mc2) into sensdry phenomana registering rela-
tive displays of energy. Man was drawn buck to his sub-
jective world as the source of his perspective.

Further appreciation of the primacy of subjectivity
cane with the Heisenberg (1958) relation observed in micro-
physics. From this observation the generalicy developed
that in science of the post-Einsteinian era the object of
reszcarch is no longer nature itself but man's investigation
of nature. At the climax of research man is confronting
himself alone.

These changes of scientific viewpoint come at a time
when existential and phenomenological philosophy and
psychology are advancing corresponding viewpoints. This
increases the impact of the shift to the new way of regarding
the human condition. In the new view, nothing is as certain
as before. FEach wman is left to his own self as the source
from which hisdéirection must take form.

Meanwhile, biology has made outstanding advance in
the understanding of genetic coding and programing. The
wonders of steady—sta&e homeostasis have been multiplied

by the discoveries of intricate cell cooperation for devel-

opmental homcostasis. The new understanding structures
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holistic models in which individual cell behavior can only
be understood through aralysis of the entire community of
cells in which a cell is a cooperative participant. This
thinking moves alert psychologists away from atomistic
approach of behaviorism to field oriented theories of
conceptual, phenomenological, and behavioral dynamics.

Another significant development in biology is that
Darwin-s theory of evolution, depicting man as a species
determined by chance circumstanc:s, has been challenged.
Leading mathematicians have discarded the basic evolutionary
operators of mutatior and natural selection and have
expressed concern about tne state of our understanding
of evolution. C€ld answers are again new questions, and in
the switch man has won the possibility of crucial respon-
sibility for the energy system in which he participates.

Another shift in evolution theory that gives cause
for rethinking the notion that destiny is a cosnic dice
game is associ‘ted with the observation that an organism
can and will reject some mutations and accept others in
accordance w.th certain propensities of development, namely,
anamorphosis and tundency toward greater ncegative entropy
(the opposite of chance}. Synthesizing this knowledaes with
the newly won phenomenological perspective arvives at a
life-view in whick man has & central role in the evolution
of his species and the world's energy system. Tho creative

relationship of man to his world is wrested from the sub-
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jec£ive window in whicli human values enter into the structur-
ing of environment. Suddenly it is again possible that how a
man thinks and acts determines "reality" as much as it is
determined by “reality," [or what appears to be involved is a
transaction in which man is a creative member.

The new view is advantageously served by the advent
of open systems t'eory that contrasts with closed systems
theory with which the outdated classical physics analyzed
life as mechanism. An open system is ar energy flow system,
as a flame, for example. Opren system analysis of human
pehavior sees indiv.duals as active propensities rather than
reactive products, as in the previous closed system analysis.

An era of open systems analysis in life-science is
facilitated by new possibilities of computer technology.

In the new view, life has become an unlimited propensity,
guided by holistic genetic code program, in which member
organisms cooperate creatively for self and community growth.

The new dynamic construct of the human condition was
preceeded historically by a persistent scholarship of
dynamic psycholodgy that reaches back to Aristotle and
includes the Chinese philosopher Laotse. In the old lan-
guage, the propensity that moved matter from present to
future condition was often defined as conation, a striving
for the unrealized. Among variations of dynamic psychology,
functionalism became a significant influence in American

cducation, but instead of being used for self development,
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it was used for the development of American industry and
technology.

In the recent affirmation of biology that healthy
cells are natively active in support of self and holistic
energy progran, health is defined as the extent to which
there is steady-state homeostasis, developmental homeostasis,
and conation manifestation. That is to say, health requires
the organism's integration with growth dynamics. The new
view includes the old health requirements of successful
survival coping, but it adds the further essential of active
growth integration as a critical need for the development and
maintenance of vitality. This theory is validated by many
observations of organic life ending when it ceases to con-
tribute to the growth dynamics of its life formn.

With humans, the phenoiienological and conceptual
dynamics of "reality"” establis} the possibility of continuing
growth integration beyond organic participation in repro-
duction of the species. In the theory synthesized, health,
as grow*h intearation, is an open system propensity to the
bounds of and beyond the phylogenetic evolution prevailing,
The growth-integration theory of health opens many psycho-
logical and educational possibilities and has profound
med! al and social implications.

Teo evaluate health in growth terms, scales of growth
are useful. R. L. Mooney (1962} offers a tentative phylo-

genetic growth scale from lower to higher oxrcer of cvolution
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of behavior. Creativity research offers similar scales from
lower tc higher order of creative functioning. A discovery
of profound significance is that behavioral evolution
advance involves comparatively the same variables as creative
function advance. This puts.highly creative people at the
top of the hehavioral evolution "dynamic ladder.” Among
applications of Ehis finding is the theory that education
for creative adviancement is education for behavioral evolu-
tion. 1In this kind of education, individual value-finding
and value-forming is the basic choice-act.on sequence of
human development, which may synonymously he called be’ .v-
ioral evolution or creative development. 7This means that
education for creative development is precisely the critical
need of man at this point in his history. For, as review of
life-science literature reveals, man's further advancement
is blocked by his inability to growth-integrate sufficiently
to fulfill the potential of his increasing brain output.

Said in other words, life-s3cience literature reveuls
ti at the behavioral development of man is lagging malig-
nantly in relaticn to the most advancead development of
portions of his central nervous system. The conseguence
has becn hurman behavior that science indicates to be leading
to a Doomsday for homo sapiens and perhaps the world's
larger life system.

In this crisis, educators have the opportunity to

make education consistent with the revolutionary peost-
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Einsteinian knowledge of the human condition. Present day
education may meet the challenge of its time by assisting
the self repair of the non-integrative tendencies that
today counter individual and community growth.

A review of present-day educational organization
was conducted to learn of the extent to which new knowledge
offered by life-science has been recognized and utilized in
developing school policy. Obs>2rving nationally, it was
concluded that there is extremely little school organization
for the called for self-directed approach to education.
This was found to be true at secondary grade levels and
especially true at higher and lower education levels. More
specifically, there was insufficient practice and evaluation
of self-di. cted education in the 1960's to warrent expec-
tation that needed changes will come about through further
evolvement of current school policy. Thie literature seemed
t5 suggest that if such change could come in the 70's it
would have to be from the diffusion of the expericnce of
specific researct projects. However, to this time there
is little demonstration of awareness of the special kind
of researcli projects that is needed; in fact, the funding
of one such critical project has recently been rescinded.

Among noteworthy secondary school experiments have
been those of the University of Chicago (Congreve, 1965),
Ridgewood High School (1965), and Melbourne Higl School

(1566) . The literature of the latter program reminds of
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the possibility of new programs-becoming directed toward
technological development rather than self development.

Noteworthy college programs include Southworth's
(1968) model for teacher training for the individualization
of instruction. A comprehenéive program of the recent past
(Wilhelms, 1967) was the San Francisco State College Tezacher
Education Project. This was an attempt to assist the growth
of prospective teachers through struciured seminars, small
group sessions, and individual conferences seeking education
in the affective domain as well as cognitive domain.

Other college-level approaches to self development
as a part of education are under way at Antioch (Baskin &
Churchill, 1961}, the New College Plan (Barber, 1965), and
the Union Graduate School (Watson, 1970).

Review of research and development of education at
lower grade levels was not conducted comprehensively, but
limited inquiry suggested a lack of sufficient appropriate
research at this crucicl level of self development.

The most ambitious evaluation of the possibilities
of selt-directed education at college level is probably the
work of Gruber and Weitman (1962). Tbheir study extended
over two years and covered programs in various departments
of the University of Colorado. However, their work had
little evaluation of the effect of self-directed education
upon personality, which is the principal concern of the

present study. In the coynitive dcmain, the University of
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Colorado study found the mean of the self-directed students
to be at the 41st percentile on the final examination of
seven courses.

The research dgenerally supports the Gruber and
Weitman finding that the reéults of self-directed education
are limited by the circumstance that students conditioned
by many yeare under linear methods of education develop a
dependence upon the rule c. external authority. This
dependence handicaps their ability to be self-directed.
Some studies {Bivens, Campbell, & Terry., 1963) indicate
the possibility that low ability may associate with extreme
ronditioning té dicrection from external authority. Gruber
and Weitman are among researchers who have found that "lower
general ability" students sometimes profit the most (aca-
demically mweasured) from structure for self-directed study.

In summation, the present research problem and
objectives were presented against the bhackground of an
extensive review of literature. The review covered (1) a
widespread movement toward a more self-help style of life,
12) life-science findings that define a new life view in
which self direction is vital to health, and (3) education
practices and research that tell of the possibility and
problems of self-directed education.

The problem attacked by the present research was
that of designing and evaluating an approach to e¢ducation

which would be appropriate implementation of tlie findings
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of the above review. The resul:ing synthesis was termed a
Structure for Self-Directed Educaticon (STRUSD Education) .
Since STRUSD Education has many possible applicat. ons, the
design particularized operationally for the present research
was termed Treatment A.

STRUSD Treatment A employed a paraduxical, author-
itative structure oriented toward enhancing self direction

as it proceeds with cognitive education under self direction.

Treatment A has: (1) Two, one-half hour individual consul-
tations to assist close, open, and caring relations. (2)

Five small) group meetings to increase self understandirng,
ego strength, and authenticity in human relations. (3)
Whole class meetings with provocative discussions, visitors
confrontations, and experiences not otherwise available.
{4) Departmental sessions of special film and guest pro-
grams. (5) Authoritative structure of attendance, work
reports, and other particulars that do not interfere with
intellectual freedom and responsibility while advancing
self direction with structure familiar to the authority-
oriented student. (6) A work report procedure in which
students must choose their own study expericnces (including
thinking time) and must report their learning expericnces
regularly.

In the research, STRUSD Education students were
compared to control groups and to other concurrently taught,

equivalent classes. In the quarter following the initial

N
»
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study, the research was replicated.

Hypothesis I tested whether STRUSD students would
develop a significantly more positive attitude toward
educational psychology. Hypothesis II tested whether S$TRUSD
students would have signifiéantly greater enhancement of
Assertive Self-assurance and Adaptive Autonnomy, which are
factors of scaleé of the California Psychologizal Inventory.
Hypothesis 11 similarly tes:ed Freedom Orientation and
Control Jrientation which are factors of scales of Runners'
Interview orm 1IXI. Hypothesis II1I tested whether STRUSD
students would score as high on the vepartmental Evaluation
2f Achievement as the mean of the combined other classes of
the same subject (EPY 304) concurrently taught.

Analysis of covariance, Duncan's Multiple Range
test, and t tests of difference between means were used in
analysis of data. 1In the replication svudy the experimental
yroup was divided.into. subgroups under different consultants
sa as to evaluate the instructor variable as separate fron
the treatment variable.

The results brought rejection of Hypothesis I. All
other hypotheses were supported at either the .0l or the
.001 level of confidence. On the Departmental Evaluation
of Achievement STRUSD students always scored as high as
predicted or significantly higher than predicted.

It was established that STRUSD Education has

development and achievement cffects that life-science
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theory and research indicate to be crucial for man's con-
tinued survival and evolution.

It was further established that self-directed
students of STRUSD Education evaluate as highly if not
significantly more highly than conventional, lecture-class
students cii the Departmental Examination of course content.
Thus STRUSD Education was shown to allow affective gains
while not handicappin; cognitive education.

From the above reviev of research and further
findings of this experiment, it is suggested that STRUSC
Education may have notential for meeting the critical needs
of this period of history. It may be that the students who
rebel intuitively against "the system” and strike out with
wild and ridiculous schemes are manifesting a healthful
attenpt to rescue the species from the Doomscay that science
now predicts, unless something changes radically.

The present attack upon the problen has proceeded
with the faith that pecple in general, and educators in
particular, have amongst their Lumbers those who respond
to empirical information such as has here heen presented.
Further interprctation is left to those who chose to apply

these findings to their special orientatiocn.
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APPENDIX A

DEFINITION OF TERMS

Adaptive Autonomy

(Parloff et al,, 1968) Factor III of the Parloff et al.

factor analysis of the California Psychological Inventory

scales used for the measurement of personality shift in this
study. The Parloff factors are more fully explained in the

Chapter 3 description covering the California Psychological

Inventory. Adaptive autonomy is measured by clevation on

the California Psychological Inventory scales that are the

highest correlates of this component in each sample of the
Parloff et al. research, These scales are: Flexibility,
Achievement via Independence, and Psychological Mindedness.,
High scorers on these scales tend to be characterized by
individuality, spontaneity, self-reliance, intraception,
lability, interpersonal perspicacity, and high motivation to

work independently,

Affective Domain

Describes the function of feeling tone, interests, attitudes,
emotions, and values, Affective function varies from sirple

attention to complex organization of appreciation, con-
science, adjustment, character, and other expressions of

personality (Bloom, 1956, and Krathwohl, 1964, as cdited by

Alf),



O

ERIC

Aruitoxt provided by Eic:

250

Assertive Self-assurance

>

(Parloff et al., 1968) Operationally defined as Factor II

of the Parloff et al. factor analysis of CPI scales. It is
measured by elevation on the scales that are the highest
correlates of this component in each sample. These scal=as
are: Sociability, Self-acceptance, Dominance, Social
Presence, and Capacity for Status. These scales describe an
assertive, outgoing, self-confident, expressive, and com-
petitive style of relating to others. Such individuals are
usually perceived as vigorous, ambitious, aggressive, and

persuasive.

Awareness

The window. The psychological universe composed of external
input (the sensory constituents) in transaction with internal
input (the genetic program and further memory, conceptual,

and imaginative constituents).

Cognitive Domain

Describes the function of recall or recognition of knowledge

and the development of intellectual skills (Bloom, 1956).

Control Orientation

The control orientation cluster includes the following
elements (Runner & Runner, 1965): Rules Orientation,
Planful Practicality. Passive Compliance, and Hostility.

R

The Runner rationale of elevation on these scales as an
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operational definition of control orientation is subscribed
to here. The Runner definition assumes that self-control
necessarily involves self-denial. This measurement intends

to offer clues as to self-suppression and distrust.

Closed Structure Classroom
A teacher-centered classroom environment in which one
person, the teacher, makes the decisions regarding the

elements of instructional design {Curry, 1970).

Creative Teaching

The fosteriug of structure (see definition of structure of
education) for self-direction in the searching, choosing,

and forming of life values.

Disciplined Effectiveness

(Parloff et al., 1968) Operationally defined as Factor I of
the Parloff et al. factor analysis of CPI scales. It is
measured by elevation on the scales that are the highest
correlates of this component in each sample. These scales
are: Self-control, Good Impression, Well Being, Achieve-
ment via Conformance, Tolerance, and Socialization. Persons
with high scores on these scales tend to be described as

disciplined, painstaking, reliable, persistent, industrious,

and accepting of differing social beliefs.
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External Input

The sensory constituents of the transactional process

through which awareness (the window) is conseguent.

Freedom Orientation

The freedom orientation cluster (Runner & Runner, 1965)
includes the following elements: Experimental Orientation,
Intuitive Orientation, Resistance to Sccial Pressure, and
Tool Interests. The Runner rationale of elevation on these
scales as an operational definition of freedom orientation
is subscribed to here. Runner defines that this measurement
may pravide clues to (1) how conscious a person is of having
strong personal preferenccs which may require special
efforts to control, and (2) how aware he is of himself as

an individual.

Humanitarian Conscience

(Parloff et al., 1968) Operationally defined as Factor IV
of the Parloff et al. factor analysis of CPI scales. It is
measured by elevation on the scales that are the highest
correlates of this component in the samples, but not in all
cases the highest correlates in each sample. To better
explain this more complex selection of scales, the loadings
in the different samples are here given along with the

lJisting of pertinent scales. In the adult sample, the

highest loadings are: Communality (.62), Responsibility

O
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(.60}, and Femininity (.49). 1In the Potentially Creative

Scientist, high school seniors, PCS sample, the highest

loadings are Femininity (.84) and Responsibility (.50).

Of these scales, the present study measures Humanitarian

Conscience by elevation on the Femininity and Communality

scales. The Responsibility scale is not used because with
the PCS sample it loads higher on Factor I. For the high
school seniors, PCS sample, this factor is characterized by
breadth of interest, sensitivity, and conscientiousness.
For the adults, high scores on this factor associate with
conventional, dependable, resourceful, sensitive, and

efficient tendencies.

Independent Study

Defines the opposite of dependent study, but the term
carries the potential of a great decal of erroneous communi-
cation when the criteria for gualifying study as independent
or dependent are not defined by the person using the term.
Clear communication requires specification of who carries
the responsibility for nature of assignments, objectives,
curriculum organization, evaluation, and long term goals of

education. Independent study is sometimes intended to mean

student Directed Process (SDP)and/or Student Directed

Structure (SDS); at other times it is intended to mean

Teacher Directed Structure (IDS) and/or Teacher Directed

process (TDP). In other words, education literature reveals

[] ”
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the use of the term Independent Study by just about everyone
to say just about anything. Educators advancing opposing
notions of education may both label their intentions Inde-

pendent Study and propose thereby the opposite for one

another. On the one hand, self-directed education may be
intended. On the other hand, individualized instruction
may be intended. Thus, the careful reader must be given
knowiedge of criteria before he can take denotation from a

particular usage of Independent Study. To avoid crucial

confusion, more definitive terminology should be substitu-

ted for this term.

Individualized Instruction

The process of submitting an individual to an externally
designed and controlled program that is based on institu-
tional evaluation of individual needs and is oriented toward
changing the individual to meet certain predefined beha-

vioral objectives.

Internal Input

The genetic program and further aemory, conceptual, and
imaginative constituents to the transactional process

through which awareness (the window) is consequent.

Life Values
Those factors of awarencss that have subjective worth in

their own right, intrinsically. Thes: factors include
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aesthetic, social, religious, sensory, and other dimensions.
In this definition, subjective worth is distinguished from

objective worth.

Momentary Life Space

The total situation constituting the world of actuality at

a given moment. In this writing, it is sometimes referred
to as the window. As such, it is a product of awareness.

A person's life space is conceived as composed of regions
(states of affairs), objects {including persons), goals,
instrumentalities, and values; intraorganismic factors are
also included. The emphasis is upon interaction of organism
and environment in an organized and unified field (English &

English, 1958, based upon the psychology of K. Lewin},

Objective Worth

The instrumental function or meaning {in the sense of means

to ends) of momentary life space.

Orientation

A disposition on the part of an individual to respond in a
certain way to classes of stimuli where the stimuli may be
pecple, ideas, objects, or other phenomena. An orientation
is a broader term than attitude since the former incorporates

a set of related attitudes or attitude patterns (Curry, 1970).
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Process of Education

The engagement in developmental experience. It is the non-
structural factor of education, Process and structure
together compose the whole of education. The concept

assumes a gradation from process to structure.

SDP

Self-Directed Process

Sbs

Self-Directed Structure

Self~Directed Process of Education

Defines individual locus-of-control over the process of
education without defining the locus-of-control over the

structure of education,

Self-Directed Structure of Education

Defines individual locus-of-control over the structure of
education without defining the locus-of-control over the

process of education,

Structure of Education

The organization of developmental environment, It is the
non-process factor of education, Structure for Self-
Directed =zducation (STRUSD Education} has three components:

(1) Course oxganization, which defines particulars of

place, meetings, yuests, special programs, class exercises,
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and other particulars that make up the format through which

the process of education takes place. (2) Academic account-

ability, which defines the particulars through which the
teacher is to acquire knowledge of the development and
achievement effects (which may be the affective and cognitive-
gains) of the individuals pursuing education. (3) Psycho-

dynamic organization, which defines the psychological

structures through which the process of education is to be
facilitated. The climate of teacﬁer—student relationships,
student~-student relationships, and individual support from
the course structure are examples of componeanits of psycho-

dynamic organization.

STRUSD Education

Another term for Teacher-Jdirected Structurc for Self-Directed
Process of Education. More briefly, the term denotes Struc-
ture for Self-Directed Education. This is not to be confused
with lack of control of the educational environment. A&n

active structure for promoting self-direction is defined.

Student-Centered Education

A broad term that implies a dichotomy with subject-centered
education. Student-Centered Educaticn includes student-
centered instruction, student locus-of-control, student-
directed process, self-directed process, self-directed

structure, and self-directed education (all of these terius

Do
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dare here alphabetically listed and defined). 1In summation,

the term Student-Centered Education usually requires further

gualification in order to be sufficiently definitive not to

cause confusion.

Student-Centered Instruction

Defines education with the locus-of-control external to the
students being educated. The external locus-of-conkrol is
defined by the term instruction. Whether the instruction is

collective or individual is not defined.

Student-Directed Process

Defines a student locus-of-control over process without
defining the locus-of-control over structure or the category
of student direction such as self, democratic group,

authoritarian-student, or some other variation of direction.

Student-Directed Structure

Deifines a student locus-of-control over structure without
defining the locus-of-ccntrol over process or the category
of student direction such as self, democratic group,

authoritarian-student, or some other variation of direction.

Student Locus-Of-Control

Defines stident center of control without defining the
category of structure or prccess of education resulting from

that center of control.
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Subjective Worth

The intrinsic positive valence afforded by momentary life

space. It is synonymous to life value.

TDP

Teacher -Diracted Process

DS

Teacher-Uirected Structure

Teacher-Directed Process of Educatiocon

Defines a teacher locus-of-control over proness withcut
defining the Jocus-of-control over structure or the category
of teacher direction such as closed, open-closed, or open
{Curry. 1970) or a category by some other system of classi-

fication.

Teacher-Directed Structure of Education

Defines a teacher controlled organization of learning cir-
cumstances. In the Curry Model of Class Structures, whicn
is included in Appendix B (Curry, 1970), such structure may

be closed, closed-open, or ¢pen. In the present research,

the TDS is closed in both experimental and control groups.
This means that all decisions of learnirg structure are made
by the teacher. ‘"his includes decisions as to examinaticns,
grading criteria, class attendance, assignments (if any),

teaching-learning strategies used in class sessisns (s.:7h as

</
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discussion, A-V aids, etc.), laboratcry experiences, and

textbooks reqguired (if any).

Teacher-Directed Structnre for Seif-Directed Process
of Education

Defines TDS for advancing education with individual student
objectives and individual student control of his or her
learning program for the meeting of self-established object-

ives.

Teacher-Directed Structure for Teacher-Directed Prccess
¢ Education

Defines TDS for advancing education with teacher objectives
and teacher contrcl of the student's learning prog¢ram for
the meeting of teacher-establishzd objectives. In this
research the TDS-TDP uses conventional lecture methods of
¢lassroom learning with systematic text assignments and

grad~d tests coveriiig the assigned material.

Teacher Locus-Of-Control

Defines teacher center of conrtrol without defining the cate-
gory of structure or process of education resulting from

that control.

Unstructured Education

The development exparience of spontaneous involvement with
chance environmrmt. It is the manifastation of no control

over development environment as specified by such compc-
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nents as course organization, academic accountability, and
psychodynamic organization. If a cliche could function as
a definition, unstructured education might be called the

chans of the school of “hard kno<ks."

Valence
That property of an object or region of life space by virtue
of which it is sought (positive valence) or avoided (nega-

tive valence) (English & English, 1958, based upon the

psychology of K. Lewin).

Window

T’ the terminology framed for the present phenomenological
perspective toward educational psychology, the windcw is
the transactional conseguence of internal and external

input (see definition of awareriess).
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APPENDIX B
COURSE HISTCRY AND

TREATMENT DOCUMENTS
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APPENDIX B (1)
INITIZL INSTRUCTIONS FOR CONTROL

AND EXPERIMENTAL GROUPS
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IT 15 VITAL THAT THE INSTRUCTOR NOT REFER TO THE CLASS AS

AN EXPERIMENT.

Please get names and phone numbers of all people missing any
pre-tests, and list the tests that each person has missed.
Pre-test Procedures
TDS-TDP Group of the

TDS-S5DP Research Plan

To assure uniformity in procedure between control and exper-
imental grvups, the followinyg guidelines are suggested.
These suggestions apply mainly to the opening course ses-

sions.

TO BE COMPLETED AT THE OUTSET OF THE COURSE:

1. Administer the Affectiv. Rating of Educational Psychology
before making any introductory remarks about tho course.

This semantic differential scale contains a cover sheet
explanation. The instructor should read this cover sheet
aloud. The instructor is free to answer questions in regard
to thie instrunent. About 15 minutes may be nceeded for this

testing. 211 students should be allowed to finisiu.

2. Give the name of the text of the course and make neces-

sary introductory announcements.

ERIC -
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3. Adwmipnister the California Psychological Inventory to all

students. This will require from 30 to S0 minutes. All
students should be allowed to finish. The inspructor should
also take this inventory at his convenience. The inventory
may be taken as a take-home test if and when the instructor
feels that the Lests and answers will be returned properly.

It is important that all tests be returned.

4., At the end of the first session or at the beginning of
the sccond session, administer the Runners' Interview Form
III to all students. This takes about 20 minutes. All
students should be allowed to finish. The instructor should

also take this instrument at his convenience,.

5. Administer Form C of the Departmental Evsluation of

Achievement, as a pre-test. Allow one hour. Collect all

papers after a one hour time limit has passed. Anr.ounce

the following at the beginning of the e.camination: "You are
about to take an examination whiéh will help determine the
amount of content information in educational psychology you
now possess. You are encouraged to read each item and
answer it to the best of your ability even though you may
not have previously encountered the item. Your responses
will be used to help improve the quality of experiences in
EPY 304. Your score on this examination will rot be used as

a criterion of your final grade in the course., There is a

o8
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one hour time limit.*

6. After the akove tests have been given, announce the
folloviing: "The global objectives for this course, EPY 304,
are the development of specific positive attitudes toward

the field of educational psychology, the application of know-
ledge to the proféssional setting, and the mastery of a body

of factual information."

7. Announce that make-up tests will be held from 9 a.m.
until 2 p.m. on Saturday, March 28, 1970, in room 305, 3rd

floor of the Varsity Building of the University of Georgia.

8. 7The instructor is NOT to announce the following, but is

to he avare of the following:

(a) This is a closed structure class in the rescarch
design. The instructor is free to proceed as he
will, but he is to be the only decision-maker in

the classrcom. This is a TDS-TDP clase.
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EDUCATIONAL PSYCHOLGGY 304

GERALD A. STRAG

COURSE OBJECTIVES

1. To provide an awareness of the contributions which
physiology and philosophy have made to the development of

the science of psychrology.

2. To provide a panoramic view of the educational areas
open to people who want to work with people. This vas
attempted by introducing them to research literature. An
attempt was made to make them intelligent consumers of

research.

3. To provide the students with different theories of
child development and classroom practices appropriate to the

particular age level of the child.

4. To introduce the students to contrasting theories of the
human mind and the relationships existing beiween the mind

and the variables influencing it.

5. To provide the students with various theories cf the
mind and intelligence and how different men attempt to

ascertain reans of measuring the correlates of the mind.

6. To provide the student with some of the different learn-
ing theories: Classic; Operant; Guided; Discovery.
O
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7. To provide the student with the knowledge and means of
being self-evaluative, on an objective basis, and the need
for periodic self checking.

PROCEDURES USED TO ACCOMPLISH COURSZ OBJECTIVES
MATERTALS

1. A course outline, in mimeograph form, was provided during

the first week of the quarter,

2. The course content was divided into units. A syllabus
was provided for each of the course units in which specific

content was called to the attention of the student,

MANNER OF PRESENTAT1ON

I. Approximate distribution of class time.
a. Lecture - 60 percent
b. Class discussion - 20 percent

c, Student presentations - 20 percent

II. Outside class activity
a. Library research (optional)
b. Taped lectures accompanying each unit (reguired)

c. Specific reading assignments (required)

ERIC 280

Aruitoxt provided by Eic:



270

STUDENT APPRAICAL

1. An exanmination, consisting of matching, multiple choice,
true and false, fill-in and essuay was administered for each
unit. The content for each examination was bas2d upon the
unit objectives stated in the syllabus. Questions were
composed of materials; in class lecture; students' comments
which were recmphasized by the instructor; student presenta-
tions (research related to>speci£ic reading assignments
assigned to tue class); and taped lecture material, which

may ox may not have received emphasis in class.

2. Students were all required to participate in presenting
one or more research articles to the class. The manner of
presentation was left to the student. Students were aware
that a grade would he assigned on the following criteria:
a) familiarity wi . the article they reviewed; b) their
ability to relate the article to the unit being studied or
to past units; c) manner of prcsentation (whether the
article was read or discussed); d) student use of visual
ajds or mimeographed material; e) the amount of observable
enthusiasm generated in the class taking the form of class

discussion.

3. The class was assigned a term paper during the third

week of the quarter. They were helpod in choosing areas of

investigation, but were not specifically assigned a topic.
Q
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The term paper consisted of identifying a problem pertaining
to their area of interest; justifying the significance of
the problem by citing at least 20 research articles rel. ced
to the problem; and, on the basis of their review of the
literature, to formulatz a hypothesis. The term papers will
be evalvated on the basis of tne relevancy of the research
articles selected; on the student's ability to interrelate
the articles intelligs .tly; &nd on the legic which the stu-

dent employed in formulating the hypothesis or hypotheses,
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Educational Psychology 304 (Herb Alf, Instructor)
A teacher--directed structure for self-directed

process of education {TDS-~SDP education)

An Explanatory Directive

This conurse will be a novel experience for some
students. Tt can ke ventured that many students will become
er.thusiastic about {3z potential of this self-help approach
to education. In any event, students hold the power over
the success or failure of what is about to begin. So, it is
vital that each student begin with a ¢lear understanding of
the objectives, structure, and process that form this pro-
gram.

Firstly, this approach to education is not new. It
can he found in man's earliest history. A respected Classic
model is afforded by .he Socratic paradigm in the mode of
The Republic. However, our approach tales advantage of
present day understandings offered by behavioral science,
and it utilizes modern learning tools such as programmed
texts and audio-visual aids, offered by science and tech-
nology. Finally, our approach has an occasional signature
or flourish won from distinguished philosophers, artists,
and educators of our time.

For beginning advice, we boxrow a quote from the

Purdue University model of Psychology 120 (Rubinstein,

234
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1969):

If you expect your instructor to be a dispenser
of information which you inte¢1d to translate duti-
fully to your notebooks, commit to memory, and
regurgitate at the appropriate moment, forget it!
We have well-organized textbooks already nicely
designed to contain information. We feel that you
can ohtain a great deal of your education staying
at home reading your textbook. As a matter of
fact, that is essential to the classroom experience
we intend to provide. But the classroom is not
another kind of textbook! It is a place for stimu-
lation, clarification, and discourse . . .

Global Objectives of the Course

(A} The dev~lopment of specific positive attitudes toward
the field of educational psychology.

(1) Appreciation of possibilities opentd by educa-
tional psychology as a tool for coping with problems and
working towards ideals.

(2) Appreciation of the need for teachers who are
cormitted to the use of behavioral science for personal
development as opposed to the personal exploitation to

which self-centered interests may be committed.

(B) The applicat.on of knowledge to the professional set-
ting.

{1) Sclf underscanding of personal limitations and
assets with regard to teaching as a career.

(2) Self development to enhance creative teaching:

the art of activating, facilitating, and evaluating educa-

250
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tional experience with regard to joyful learning, personal
growth, and value commitment, while possibly serving as a

more specialized instructor.

{C) 'the mastery of a body of factual information.
(1} A detailed breazkdown of this objective is provided

in a separate paper.

The _Role of the Instructor

(A) To administrate the course as a Uriversity agent.
(1) Activating and facilitating the program.
(2) Copirg with individual and class problems that
handicap attainment of course objectives.
(3} Evaluating attainment and assigning graded aca-

demic credit to the students according to his best judgment.

{B) To naintain the teacher-directed structure of the
course.
{1) Assuring that students hold to the prescribed

structure through which the course is designed to advance.

(C) To assist the self-directed development of the students.
(1) Providing evaluation of deficiencies and progress
as a service to each student.
(2) Offering informacion and suggesting sources and
pursuits that might further serve the student's expressed
needs, desires, and/or intentions.

Q
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(3)-‘Getting to know his students personally and
allowing himself to be kncwn personally so as to integrate
course program with the intimate world of personal values

and aspirations.

(D) To serve as group leader in the interchange sessions.

(1} Provoking, focussing, advancing, and otherwise
controlling encounter and discussion.

(2) Scheduling interchange topics and arranging for
advance preparation as deemed appropriate.

(3) Allcowing unstructured migrations of interchange
when deemed appropriate.

(4) Utilizing guess, audio-visual aids and/or any
other means of effecting more significant course inter-~

change.

(E) To provide such lectures as are deemed by himself orx
class members to be important to the course and are never-

theless not readily available in written form.

(F) To communicate a person to person concern for each
student and to demonstrate such confidence in and encourage-
ment of each student as can be honestly and positively

offered.

(6) To offer, from his professional persbective, such

analysis and synthesis of course information as may enhance

287
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the development of students toward their expressed aspira-

tions.

Specific Class Structure

The educational decisions of the class follow what the

Cirry (1970) research designates as a closed structure.

1. HNumber of exariinations: Aside from research

related inquiry, there will be no examinations for other
than personal information purposes except for the depart-
mental evaluation near the end of the course and a final
examination.

2. Type of examinations: The departmental evalua-~

tion will consist of multiple choice yuestions. The final
examination will consist of essay qu stions of a pronlem
solving nature calling for creative application of educa-
tional psychology.

3. Departmental exam reflected in final grade: The

departmental evaluation T score will count for 40% of the
course grade.

4. Other criteria for assigning final grade. The

final exam will count for 10% of the course grade. The
remaining 50% of the course grade will be established from
instructor evaluation, in conjunction with student self-
evaluation, of effort and qualitv of participaticn in the

course program.

D55



5. Class attendance reguired: Unfailing znd prompt

attendance is not only expected but requirec.l for all sche-
duled sessionsg, whether they be individu=al consultations,
small group conferences, or meetings of the whole class.
When serious circumstances prevent attendance, th:
instructor will be most concerned and will cwxuect a personal
explanation from the student. Carelessness w.th regard to
promptness and attendance will be weighed ¢ lack of effort,
in evaluation of course grade.

6. EPY 304 Guest Lecture attendance required: Except

for when the class is specifically excused from attendance

at an evening quest lecture or motion picture session, each
student is required to be in attendance at all special ses-
sions and when ubsent must make individual arrangement for

perforrarce of a special project to conpensate for the

absence.

7. Teacher gives daily assignments: The inc<tructor
will at his discretion give daily or longer-term assign-
ments that structure personal exploration, research of
literature, testing of sources of information, and whatever
other invention may be considered instrumental to the
basically seli-directed process of the course. Assignments
will have the further objective of preparation for group
interchange, as suggested by the Purdue, Psychology 120,
model (kabinstein, 1969}.

Q
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8. Teaching-learning strategies used (lecture. discus-

sion, A-V aids, combination, etc.): Formal lectures will be

restricted to vital course material not available in other
form. Meetings will focas on interchange rather than infor-
mation diésemination, as much as possible. The instructor
will advance Lhe questioning, and, if specifically requested,
may offer his opinion in interchange, but he will princi-
pally follow the Purdue University mcdel of Psychology 120.
That is, he will try to keep the discussion flowing and
relevant, try to help students recognize each other s talents
and try to help out in a pinch when specific clarification is
not forthcoming from oilier students (we may note the Purdue
concept of instructor as fellow studentf.

Students may be guided by the Purdue directive of
Psychology 120, as quoted on page one of the directive.

The class will meet as a full kody during the first
12 sessious of the course. Sessions 6 and 9 will consist orf
the administration, scoring, and evaluative discussion of a
test of 270 multiple choice and true/false questions cover-
ing the Gibson, programmed texl of educational psychology.
Session 10 is left open to such student and instructor
arranged program as the exigencies and/or desares cf parti-
cular circe 'nces structure. (This flexibility will allow
for Gibson te«:ing during session 10 in event that the
course schedule gets pushed back by discussion enthusiasm

or similarly unplanned happenings,)
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Beginning with the 5th week of the course, with com-

mencement of the study of Existentialism in Education, the

class will meet as a whole group twice a week. During these

sessions, administrative functions will be conducted and

" special programs and laboratory experiences will be provided

at the discretion and invention of the instructor. As men-
tioned before, the meetings will not be used for the transfer
of information that can be more efficiently transferred in
independent study. Instead, the course will seek to facili-
tate access to educational resources. 1In accord with the
Purdue model, the use of the library as an outstanding infor-
mation center will be encouraged. '
Beginning with the Sth week, the members of the class
will also meet onze a week in groups of from 6 to 7 members
each, including the instructor. These sessions will con-
cern themselves with the sharing of the learning experience
of the self-directed education of the various members.
Interchange is expected to include honest encounter; defense
and exploration of personal valueé; suppurt and attack of
the status quo; imaginative sharing of individual concep-
tions of ideals and how they may be promoted through appli-
cation of educational psychology; discussion of anticipated
teachar-student problems of the particular mzmbers of the
group; and whatever other interchange may serve to awaken
intrinsic motivation, integrated personality, and humanistic

effectiveness in a teaching role,
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Beginning with the 2rd week of the course, each student
will meet with the instructor at least twice, in approxi-
mately 1/2 hour sessions separated by three weeks. A third
such consultation is optional to the student. At the
beginning of each of these meetings, the student will give
the instructor a written report of how he has spent his time
in the self-directed education process; for this report, the
instructor will expect description of approximately two hours
of outside work per week for every hour of credit offered by
the course. The student carries the freedom and responsibi-
lity to determine the nature of the effort, but the teacher-
E directed structure defines the amount of effort that must be
! expended for course credit. As long as the student s =2ffort

is definitely associated with self-development within the
course structure, diverse and imaginative departures from
usual educational engagements are not discouraged, to the
extent that Fhey seem to be sincere efforts.

The individual consultations will alsoc provide evalua-
tion of the student's progress and needs as the course
prcceeds. Through these meetings, it is int=nded that the
instructor and student will get to know each other better
individual human beings apart from course program. A part
of the initiative as to what is brought up in consultation
is left to the student. In event that personal problems of
a clinical nature éome into the discussion, the student wil?

be referred to appropriate psychological counseling; for
Q
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the consultation sessions intend to avoid psychiatric well-
doing--though they may be half-way house talks between the
multiversity and the couch that carries the privilege of
telling it as it is. Especially for prospective teachers,
such honest, individual interchange between instructor ard
student is considered, in the course design., to be an

important function of a basic Educational Psychology course;

in its unambitious way, it serves the end of Healthier,
more capable teachers--teachers who are more likely to use
their learned psychology for the creation of richer educa-
tional experience for their students.

The instructor wmay employ other teaching-learning
strategies of his own invention. Students are invited to
offer suggestions of learning eaperience to the instructor,
but fhe responsibility for the structure of class sessions
is not rested with the students but with the instr .ctor.
The instructor will program those strategies that in his
professional judgement seem most appropriate to advancing
the self-directed process of the course.

9. Amount of time spent on content areas of the

course: It is expected that students will expend two hours
per week, aside from class time, tor evely hour of course
credit the course offers. This well-known formula of educa-
tion arrives at a requirement of 10 hours of outside work per

week for the course EPY 304. The instructor will not detail

RIC 245

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

283

how this time shall be spent, put he will check the work

reports submitted at each consultation session to be sure
that they detail the amount of time spent on the various

content and/or other areas of the course.

10. Type of lahoratory experiences employed: Upon

occasion tre instructor may provide laboratory experiences

that in his judgment provide important learning experiences
that would otherwise not be available. The instructor will
decide upon the types of laboratory experiences that are to
be conducted. Some examples follow:

{a) Guests are invited to the class to present théir
cause, orientation, pattern of self actualization, etc., as
demonstrations of psychodynamic patterns of effectiveness.
Students question, confront, and empathize as they may
choose. Problems of the larger community are thus brought
into the personality dimension of particular people and what
they are doing with their lives. This laboratory experience
is considered& to be particularly appropriate for the support
phase of the course, at the end, following the action phase.
The behavioral models are intended to support individual
aspirations tc do more about the particular values the indi-
viduals would like to see better advanced.

(b} A psychoudrama is staged with members drawn from
the c¢lass. Scenes may be chosen from school setlings to

help get at student-teacher relationships at a chosen garade
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level. Or scenes involving social problems may be staged.
Treatment A includes a four member psychodrama of a mixed
{black/white) young couple confronting their rarents for
consent to marry.

‘(c) Students write papers on the least effective and
most effective person they have ever known. These papers
are discussed and points of similarity and difference are
noted. Finally, the discussion is turned to the guestion of
what can be learned from these papers, for the purpose of
self-deveiopment of the class members.

(d) Under an experienced director, the students are
introduced to encounter and sensitivity training experience.

11. The text for the course is Educational Psychology,

a_programmed text, by Janice T. Gibson: An additional paper-

back text is Existentialism in Education, by Van Cleve

Morris. Each student is required to have both texts. 1In
addition, the instructor will distribhute course matecrials
and designate literature and possibly other media that con-
tain information he deems to be essential to the course. A
numbe:r of kooks that relate to the course arc available at
the reserve bcok room of the library. Students are required
te visit the reserve room arnd investigate what bcoks are
available there and the nature of the content of each of the
booxs there. 1In addition, certain tape recordings arc

available in Room 201 of the library for replay there.
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Students are reguired to investigate the nature of this
study material, &also.

In summary, the above 11 points detail a teacher-
directed structure for a self-directed process ol education.
It is imperative that each student understand that the
instructor assumes no responsibility for sﬁudent progress
through course content. Each student is in charge of his
own planning and management of learniny and self-development.
At the beginning of the course, the student will receive a
list of course objectives; how he achieves these objectives
is left to his own idiosyncrasies of personality and inten-
tions.

It is intended that each student shall have the
freedom to fail; for it is believed that only through such
freedom can he discover the respoﬁsibility of a choice to
succeed. It is recognized tha* this structure invites pain-
ful lessons. Yet it is a deliberate structure, with the
kindest intentions. For the rcséarcher knows ro system for
dirtilling the anguish from the growth process that promises
each his own creative fulfillment.

Special Directive to Students on Format and
Content of Work Revorts:

As specifically instructed, the work reports will
cover 10 hours of vutside work per week. Lach report will
cover the unaccounted-for period prior to consultation.

Students are to submit a work report at each consultation.

2:45
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The reports are to be legible and neat so as to facilitate
instructor review of time expenditure, with cumulative sums.
The repor*s will be a part of the student's permanent file
and will be a factor in determining the course grade.

Specific entries should include: (1) Clock time in

and out of the work experience, and tctal time expended, in

a column to one si’e. (2) The nature of the work. If it

is reading, the publications and authors involved. If other
kinds of experience, describe specifically. If ThT (Think-
ing Tiae), nature of content and process; ThT time is allow-
able in proportion judged by the instiuctor not to be a
handicap to other aspects of the student's development. Th?
must be focused upon the course, individuals cf the course,
and/or SDP of the student involved. It is reminded that ThT
entries might search for discovery and support of positives
in oneself, other members of one's Small Group of SDP, and
the larger menbership of the SDP course. (3) Response to

the experience. This notation can be brief or lengthy,

according to the nature and needs of the student Lransaction )
under report. But it should be remembered that the instructor
is less concerned with thé work than with the effect upon the
worker.

The student is given the freedom and corresponding

responsibility of choice of his SDP work within the TDS

framework.
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OUTLINE

Text: (1) Gibson § (2) Mérris, E.istentialism in Education

Exams: Departmental (80 item multinle choice), broad coverage of educational
psychology (40% of grade). Final-essay prcplem solving (10% of grade).

Other requirements:

Two (2) personal interviews -- 30 minutes each. Small

group attendance and participation, 5 sessions, 2 hrs. daily assignments.
Three (3) written reports on utilization of time in independent study.
Class attendance.

50% of the grade will be awarded on .hese items, plus the instructor's
assessment of your '"g ility'" of paixticipaticn.,

Expectatiors: (1)

(2)
(3)

(4)

&)

Covering course cortent (factual information) is a student
responsibility, The professor and the class is available
to consider such facts as may not be adequately covered in
available text.

10 hours per week study outside of class.

"Quality'" of participation is defined as activity, openness,
honesty, willingness to invest yourself, speaking out, ox-
pression of your attitudes and values, positive and negative,
facing controversy, openness to self-exploration.

Taking the responsibility to direct yourself within the
provided structure.

Integration of the total expevience toward a higher utiliza-
tion of your potentials.
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INTRODUCTION

Whereas this treatment is an eclectic invention
drawn .rom diverse psychological, sociological, and philo-
sophical literature, as well as the personal experience and
intuition of the researcher, certain educaticnal projects
are noteworthy influences upon the present research. Among
these are the San Francisco State College Teacher Fducation
rroject (1963) and Rubinstein's (1969) Purdue University
Psychology courses. The present project makes no claim to
the full dimensions explored in the mentioned programs, yc*

it seeks to borrow from these preceding efforts. The

Explanatory Directive opens with a quote from the Purdue

Psychology 120 directive. Here, it seems appropriate to

open with a description of some of the rationale of the San
Francisco State College Teacher Education Project, as that
work helps orient the intent of this treatment. Ultimately,
an instructor's appreciation and furtherance of what is
intended is vital for replication of the studv; atomistic,
point by point conformity with the more definitive piroce-
dures is insufficient if the daimonic (May, 1969) impetus
is lacking.

In the San Francisco State College Teacher Education
Project, it was reasoned that at least three major ingre-

dients must be included:

BIVL
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1. A wealth of oprortunities for r~2vealing, excit-
ing, perhaps batrfling experierces must e laid open.

2. The opportunities must occur in an atmosphere of
such freedom and au*onomy that each student, under guidance,
could 1ar§ely follow his nose as his initially hali-sensed
intuitions of his own #zwpirations and needs grew into
clearer and clearer perceptions of himself. Furthermore,
the whole system must operate so unflinchingly in a climate
of positive regard and personal acceptance that caring would
be possible because failure would be all right.

3. Feedback must be facilitated so that each stu-
dent would learn about himself from consideration of his
experience. This was not a matter of the faculty's telling
the student "how he was doing." It involved all the com-
plexities of any genuine learning environment.

Wilhelms (1967} tells that "exploratory experiences"
became a ccmmon term in the San Francisco project. He
writes, “We wanted such experiences to be greatly varied,
fitted to each student at the stage he was in., We develcped
a great faith that he could find them better for himself
than we could find them for him, although we could set the
stage and help him perceive his needs."

The San Francisco project approach to the psychology
of education for prospective teachers was based upon a new

premise, for which it gives credit to Combs {(1964) for its

ERIC 3u1

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

291

most definite formulation to date. Combs turns his back on
the “competencies approach" and argues for a "self-as-
instrument" concept. Combs writes:

We may define the effective teacher as a unique
human being who has leained to use his self effeci-
ively and efficiently for carrying out his own and
society's purposes. The production of this kind of
person is not a qguestion of teaching him what to do.
Modern perceptual psychology tells us that a person's
behavior is the direct result ¢f his perceptions, how
things seem to him at the moment of his behaving. To
ct.ange a person's behavior, it is necessary to help
him to see himself and his world differently.

After a year of preliminary study, the San Francisco

State College Project on Mental Health in Teacher Education
(Wilhelms et 2l., 1963) offers that,

What a teacher is may be more important to the

full development or tis pupils than anything he does

The objective of teacher education must be to
help ecach aspirant make himself into not only the
most compctent practitioner, but also the must fully
developed person he is capable of being.

The ronumental work of lHughes (1959), proceeding
from minute analysis of teacher acts, finally arrives at
data from which one may interpret that the better teaching
was related to openness of personality, buoyancy, positive
outlook on life, and supportive wavmth.

Wilhelms, in summarizing the evidence accumulated
during four yecars of evaluated exploratory experience of the
San Yrancisco State College Teacher Education Project,

emphasizes that the project staff had grown firmer in its

backing that ". ., . Teacher education must be concerned with
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personality and with methods which will change personality."

The TDS-<DP course respects the above perspective.
In so doing, it does not intend to slight the iicportance of
educational psychology tools for the tcacher, The present
treatment is designed to promote both skills competency and
personality development.

The self-directed process of the treatment is an
approach consistent with the above-mentioned theory and
practice. The teacher-directed structure 1s an innovation
of this particular study, but, again, it borrows from the
work of others, as well as from the researcher's personal
teaching experience. Fundamentally, the teacher-directed
structure is designed to encourage and enhance the self-
directed process of student development. It has been the
researcher's experience that such structure is of particular
support for students newly placed in a self-help program
after many years in & closed teacher-directed structure, but
with no self-direction process. It is the intent of the
present treatment to ease the transition to self-direction
by keeping a part of the authoritarian structure with which
a student may be familiar and utilizing the authority in a
way which, in effect, will diminish its power, as it in-
creases the strength and vigor of self-directed activity.

In this design, then, the TDS will be diminished progres-

sively as the self-directed students assume the responsi-
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bility for the freedom afforded them by the TDS.

The day to day, detailed experimental treatment is
not included in this report. It is available for replica-
tion purposes. The Jdetailed treatment of 30 some pages
covers a éourse of 30 sessions of 1 hour and 55 minutes
each (including a 15-minute break).

Among the reasons for not including the detailed
treatment in this writing is an intention to encourage
self-direction and creative teaching on the part of educa-
tors seeking to explore STRUSD education possibilities.

To spell out every detail may have its point as a
research technique. The record is available as so neeued,
and a day to day course hicstory of SDP-1 is also on record
for research availability.

But the researcher hesitates to advance precise
treatment that may be read as atomistic recipe. Such
implementation is inappropriate for an open systewms theory
of education, in which spontaneity in advancement of sin-
gular propensities is the theme of the day.

From my major professor, Dr. Torrance, I remember
the lesson that every teacher nceds room to create his own

teaching inventions.
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SMALL GROUP SESSIONS

Q.
ERIC -

sJ



295

APPENDIX B(5S)
STRUSD TKEATMENT A
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SMALL GROUP EFESSIONS

Session One:

1. After introductory discussion, the consultant asks
individuals if they are willing to reveal their CPI profiles
to one another, Any reluctance is respected, The session
continues with the aid of volunteered profiles, Full-group
and individual sessions will have given advance preparation
on the meaning of the various scales, The overall profiles
rre now interpreted and discussed with relationship to the
dynamics of becoming a more effective person, The word
effective is underlined because it is a term that each
member of the group may define differently for himself or
herself. In terms of the research under way, it is defined
by elevation on certain scaies of the CPI and Runner's
Interview Form III; the rationale for this holds that these
scales are instrumental to whatever effectiveness the
individual may choose for himself or herself, TO PROTECT
RETEST VALIDITY, SPECIFIC TEST QUESTIONS SHOULD NOT BE
DISCUSSED.

2, The session includes an exercise designed to open
communication of acts and attitudes of which the individuils
are proud. The suggested, but not obligatory, approach is
to go around the¢ group, receiving contributions as follows:

a. An early m- 1ory.

b. An early memory of being proud of something.

ERIC

37



297

c. More recent happenings of which I am proud.

d, Complete the sentence, "i am proud of being . . ."

3. It is experted that the consultant will use the
session to_advance the course objectives as set forth in the
explanatory directive, This session is the beginning thrust
of the self understanding inquiry. 1It, firstly, aims to

motivate further study.

Session Two:

The theme for this session is CARING.

1, The consultant conducts discussion of the following

questions:

a, Do some people care about the worlc reyond their
self-interest move than other pecople do?

b, What determines wvhat we care most about?

c., How can one explain newspaper accounts of people
watching crimes without trying to stop them?

d. Are preople different at birth in regard to caring
about the larger world and/or themselves?

e, 1Is it possible to change one's values in regard to
CARING, as a part c€ college education, ox is it
too late?

f. 1Is it necessary to suffer personally ia order to
come to care about the suffering of other people?

2, The consultant breaks off discussion and calls for

reflection or the question, "What do I, personally, care

Q
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about?" Each participant makes an individual statement in
regard to this principal question of the session, Each
individual is given time to respond, regardless of whether
or not he or she is reluctant, The consultant may, lastly,
choose to offer his own statement, as a fellow participant,
and he may choose to offer further summation of the
Adialogue, bringing in his knowledge of pertinent research
and his own views,

3. 1In general, the session intends to facilitate
openness, acceptance, and trust, Thus, the consultant works
to maintain a non-critical atmosphere as personal views and
concerns are revealed, Through supportive facilitation,
psychological safety is structured for advancemel. of the
course exploration, and through the personal focus, personal

concern is communicated,

Session Three:

1. Since the group has by now spant four hours
together, enough time has elapsed for feelings and opinions
to have generated in respect to each other. The consultant
asks the participants again to speak openly and hnnestly, as
in the sessions focusing on pride and on caring, This time
they are to express openly the feelings they have in regard
to each other. One by one the participants ecome tha

centcr of attention as the rest of the group cach takes a

NIYN)
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turn at revealing their feelings and thoughts relative to
the person centered upon,

It ic not expected that all this discussion will be
facilitating; some may be very negative, The consultant
will use his discretion as to how necgative and/or hostile
he will allow encounters to become, Since this is the
beginning of the action phase of the course, it is suggested
that participa.t criticism of one another may be openly
accepted though it may not be openly joined by the con-
sultant, at this time,

2, Consultant variable time is here structured into

the treatment to permit catching up with the schedule and/or
such other experience as the consultant may choose to

structure for his particular group.

Session Four:

l, PRunners' Attitude Pattern Profiles (Tnterview Form
III) are analyzed by the participants with the help of the
consultant., As explained in the handbook for this instru-
ment, the profile patterns of this inventory are more
meaningly than the individual scales, This information,
together with the CpJ information and the grcup interchange
information, may be expected to afford new sclf-insight for
some participants in this session, A coded profile is

furnished for studv of the following natterns:
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A, Blind prejudice {conventional due to fear of being
different)

B. Has abardoned effort to make personal choices

C. Freedom Oriented (having self-awareness and being
inner-directed)

D. Acceptance Oriented (goal coping through behavior
that works for acceptance by those who may accom-
plish goals for one; this may. be emotional coping,
the slide to femininity (Sontag & Kagan, 1963}, or
“coaster" adjustment, as special descriptions)

E. Neither practical nor planful

F. Mechanistic rather than thought<ul in behavior

G. ~ontrol Oriented (the degree of the attempt to
conform to external standarde)

2. This session needs to move heyond facilitation to
action, in the sense of confrontation, i:f there is to bc
more than didacticism in the small group program., The
researcher reminds that the TDs under study is a system for

activating Student-Directed Process of education through,

among other things, pressure from the teache:r, cn a persona .
concern level. Since the next small group meeting will be

the last, the time to begin individually tailored pressure

and encouragement world seem to be in this session.

Session Five:
This last session of the small group meetings is a
O
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consultant variable in the treatment. The rationale for

this holds that the consultants, as professionals, are in a
better position than the researcher for creating the final
group experience that best advances the objectives set forth
for Treatment A, This 1is true because many of the particu-
lars of the first four sessions need to be dealt with as
specific phenomena, A generalized, mechanistic treatment in
session five would be bound to restrict the consultant from
working with specifics that are idiographic.

This session is considered to be the most challenging
with respect to the role of the consultant in advancing
self-direction in education, or self-development, as one may
prefer to term the adjustment, Reflection upon the total
experience with each individual of the group now needs to
afford what insight is poscible fbr assisting the progress
of the individual's self-development,

Some consultants may choose, with a particular group,
to keep the contribution coming from the participants in
this session, dgetting a last sharing of feelings about each
other and problems that exist. Other consultants may find
themselves in a situation that they judge to call for state-
ment from themselves. In any event, the only essential
specified is that the objective of the session shculd remain
the same as that specified in the larger Treatment A of the

TDS-SDhP cource,
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APPENDIX B(6)
STRUSD TREATMENT A

FOUR SMALL GROUP HISTORIES

(Personal names appearing in the

following histories are fictitious.)

o
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SMALL GROUP 1V

CONDUCTED BY THE RESEARCIIER

Background

B. A,, Psychology & English, University of California
M. F. A., Creative Writing & Sculpture, University of Towa

o
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SMALL GROUP SESSIONS

Session One

After complications of getting together were worked
out, we got started, late, with all six members present.
While waiting for the last member, I had talked about per-
sonality theory ahd showed some different kinds of person-
ality profiles. However, no one asked me to discuss the
profiles of people present, so I did not go into that. We
started i..to the exercise of sharing successes and occasions
of which we were proud at some time in the past. I scon
found that this group found this exercise particularly dif-
ficult. Tom in particular could not free hims=21f suffi-
ciently to boast. He would invite queétions which sometimes
led to answels revealing successes in sports ind var ous
other areas, but he could not volunteer this information,
and even when given, he tended to make light of the extent
of accomplishment invsolved in the successes that came to
light.

In comparing this group to a previous similar group,
a review of differences in CPI profiles offers no basis for
accounting for the differences manifested with regard to
ability to boast about one's past. One variable of the
exercise situation might have been that there was more warm
up in the previous group, in that CPI profiles of indivi-

duals present were openly discussed bhefore the boasting
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began. Howevrr, reviewing the two occasions in my mind, I
gamble that there were personality variables involved that
either are not read by the CPI or were not xead by this
researcher's reading of the CPI's.

As‘the session continued, we went from talk of what
we are proud to have done to what we are proud to be. 1In
the latter category, we got mention of sensitivity to other
people and patience {that is all I can recall), There was
no mention of persistence, honesty, courage, scholarship,
authenticity, or such words that would infer pride in some
kind of commitment or engagement of oncself. To the con-
trary, focus was fixed on self concept as a receiving
organism rather than a giving, creative organism. This, I
fecl, may be considéred a valuable Qbservaiion by the members
of the group, and I shall share it with them for their
individual reflection in regard to linitations they may be
imposing upon themselves through their self concept.

Again the discussion led into what seems to call for
individual study or the importance of self concept in the
educational process. I intend to facilitate the students'

further investigation of this area.

Session Two
Domna opened from my invitation of whether somecone

had something to offer. g£he had brought a l.ook nagazine with

an article by Leonard, author of he book, Education and

gl
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Fecstasy, thet I gave her a few days ago. She said, "X
thought I recognized his name." This tells me that Donna
is turned on by ideas in magazines, by authors, etc., even
though by her previous behavior I have noted that she is
turned off by classwork. The challenge is to keep her
going in her intel.ectual growth; she is not yet aggressive
enough in the attack to push for input.

Donna then asked (with respect to her reading of
the existenti=lism book), "What is ontogeny?" 1 warned
the group that this word sparked me in a way that would
probably make me talk too much. We then went into phylo-

geny, ontogeny, recapitulation, McDougall's Lnergies of Men,

Bergson's Creative Evolution, Allport’'s Becoming, Ross
Mooney's indices of behavioral evolucion, Ann Roe's position
in regard to the hierarchy of behaviorel evolution and
creativity, and so on. We also talked about the artist
as a perscn living in the future, pulling in the daimonic,
giving the be:zutiful of his feelings a materia. form. I
tried to explain how the artist is a pioneer in man's
evolution, a trail blazer with a torchlight to unknown
potential.

I suggested that viewed in this way, creativity is

an engagement of one's whole self. As such, it is a
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religious engagement as much as an artistic or other kind of
involvement. And I came to the point that education enbody-
ing such a life-view would have creativity of students: and
teacher as a shared experience through which learning ‘
reach 1s to expression in concrete form. ;
I closed this in time to run the "caring” projéct.
Students cared about: "my feelings," "finding what I &m
looking for in art--there is truth in art," "myself—-dfesn't
everyone?" “meaning to live by--getting the meaning of¥
life."™ I nentioned my children, my 7-year-old in part;cular

because I was concerned about his circumstances, and thte

Vietnam war which I find a horrendous contradiction to_the

ideals of this country.

I entered my contribution reluctantly, but, I félt,
necessarily. For me, not to participate is to be above the
cxchange, okjective, removed in the way that instructiod has
been too long removed from dynamic interaction between
teacher and stuadent at a real level of what their persohal
lives and problems are all about. I could not keep myself
out of it, and be a creative teacher in the vital sense to
which I aspire. Yet, I do not wish to structure a hier-
archy of worthwhile caring by entering the concepts of what
the instructor cares about. What I am after is thac each

individual should care, CARE ABOUT SOMETHING--THAT HE CARE

ENOUGH TO COMMIT HIMSLLIE TO ACT{ON IN BERALF OF HIS CARES.



O

ERIC

Aruitoxt provided by Eic:

308

We finished by talking of variables of the caring
process. Do some people care more than others? 1Is caring
like seeiny, whici, has to be developed, and if not developed
early enough does not come about? I mentioned the sensory
deprivation studies, specifically. the puppies who for lack
of early experience grew up to feel no pain when jabbed with
a pin, I tried to structure the problem of determinism
versus free will, as students may choose to study it further
in assigned reading.

This group seems to be slow in coming alive tc the

spirit required for a successful SDP course. 1 battle the
no£ion that the teacher is on the other side, and the game
is to get a good grade in the course, doing what you have to
de for it and no more, just as you would not pav extra tui-

tion "for the fun of it" when you sign up for a course.

Session Three

Edna was absent due to the *flu.," We started with my
telling of teacher characteristics idealized by the San
Franciﬁco Teacher Project. I mentioned also that Wilhelms
found that far more was needed, to effeci personality
changes, than didactic instruction.

Then we discussed the "beef-up" campaign, This is the
SDP structure of asserting more pressure for more and better
self-directed study. The students referred specifically to

a mid-quarter directive in whiich I called for incrcase of

dlu



O

ERIC

R A Fuiimext provided by R

309

in~rease of self-directed studyv tine to 32 hours a week,
Students offared trat they felt bette about accepting it
now that they were a little ways away from it. Also, Pat
suggested chat it was the way. I handled the matter as much
as the extra work that made her feel hnstile. She said 1
didn't seem interested in how anyone felt about it. I just
pushed it down their throats. I explained that my intention
was to assert my authority. Tha:r 1 deliberately sought to
introduce some tension into the work aspect of the course
because too :nany students were comfortably relaxing in the
program without doing scheduled work i> which tlLey had
comiitted themselves. I made c¢lear that I maintained my
authority role even though, for education purposes, I was
explaining my philosophy in doing what I did. There was

no effective feedback, which I interpret as a lack of a
definite position on the part of mest students. But I did
get a prediction that I would find that the students would
not work harder now than they had been working,

Then we moved into the interaction session. I asked
for a sharirg of feeling about one another., Laura resisted
"being the one that always has to get things started." But
when no one else got going, she relented with, "Well, okay,"
and then began an insightful and open reaction to Tom. Some
open and seemingly to-the-point responses followed with

focuvs on 7Tom, then Patricia, then Cheryl, It was educa-
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tional for me to watch the effect of being the center of
attention. If the intent is to reach beneath the surface,
this is a way of doing it, as I judge from the mood changes,
facial expressions, and total involvement of the centers of
focus. Next phencmena to note is the conseguent behavioral
shifts, if any, in the psycho-social dynamics. This was a

good session.

Session Four

We went over the Runners' Interview Form II' profiles.
A student later.remarked that this was the best session uf
the course, for him. e also said .at th. .mall group
meetings were the best part of the course.

The procedure followed was to first describe the
various scales. Then I explained the profile indications of
(1) blind prejudice, conforming in fear of being cdiffcrent;
{2) freedom orientation, heing aware as a personality and
being open and exploratory in nature; (3) a person who has
abandoned effort to make personal choices; (4) a person who
is acceptance oriented rather than being creatively oriented;
this person spends all of his energy in getting cother people
to accept him and to give him status. He has no energy
remaining for personal productivity for the end of forming
his own world of value.

Various members discussed various aspects of theiyx

profiles. In some cases we puzzled over certain combinations
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that did not seem to make sense. We talked these out,
trying to trace the underlying dynamics. In all cases, the
persons involved showed, through their behavior, that they
were getting something out of it.

I.then reviewed the course, reemphasizing the ini-
tial goals of increasing individual effectiveness. I
explained that now that more and more pressure was being
exerted upon the students toward the end of actually
increasing their cffectiveness, they were l.l:ely to be
reconsidering their initial goals. This was true because
their level of effectiveness beforr the course began was an

intentional design of their persona..ty. In being pressured

to change, it was as if they were being forc-1 to destroy
thenselves. Then I mentioned the heal”h, philosophical,
biological, aesthetic, and educational ramifications of the
growth goal commitment the course rad startel with. This
summary took aboult ten minutes. I found myself temptced to
ask the students to give this information in a test. It is
crucial that they understand this.

I tried to apply individual pressure where I felt
that a little mental turmoil might provoke some deeper
involvement. In one case, the student is to be married in a
few months. She is just putting in time, waiting for her
life to begin when she and her bhoy get together. I tried to

cormunicate that her marriage would male no real differcence

32e
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in her life. I suggested that a person who was a pig in
level of behavioral evolution would not become a self actual-
izer on the day of ma:riage, nor the next day--~that it took
years of working at it.

Ail in all, the involvement is somewhat better since
we went to the "beef-up campaign.” At least, the course
does no’ secem to have suffered from the "beefing" confronta-
tion and related student hostility. But I must await the
work reports to see what kind of effort has been generated
in the last week or two.

One student of this session broke into the conversa-
tion with nostalgia for the course, in that it was soon to
end. "I don't know what is going to take the place of it,"

she said.

Session Five

Since this was the last meeting of the group as a
small group session, I made no formal plans, but allowed the
discussion to free wheel. Tom and Patricia were more open
and talkative than usual; in their regard, this has me
feeling that if the sessions continued they woulc begin to
derive more from them. (It might prove worthwhile to have a
sliding schedule arrangement, I speculate, in which the
guiet people would be kept in the small group sessions for
additional sessions, perhaps forming a group from the three
groups for extra sessions.)

O
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Tom argued with me about the necessity to "care"
about bringing about change. Why coulda't a person "care"
not to be different. I felt that he was largely exercising
his new-found freedom to confront the teacher. I liked
this, even though I did not find his thinking to be very
penetrating, Patricia was more open, in an assertive way,
without hostility or the tension she exhibited in the pre-
vious sessions. Definitely, there was a shift to more

openness and assertiveness; I don't know whether the t.sts
will show this quantitatively, but I have observed it.
However, 1 doubt that there has been any deep-seated shift
of attitude on her part; there is no evidence of that in
terms of external behavioral change in the class program.
When I confronted the group with the accusation that
none of them would miss a meal for the sake of pursuing an
‘idea, the art students (only) revolted--they started a pri-
vate conversation contesting with times in which they had
shorted themselves on menu in order to buy paints and other
art supplies, The other students remained passive under
this accusation., This makes the point that has consistently
come out of the course that the art students, Laura and
Donna, stand apart as higher order behavers, in Mooney's
behavioral-evolution "Dynamic Leader" criteria, or Maslow's
need hierarchy scale. As such, I would work with art stu-
dents differently than with "regular” students, if 1 had
Q
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enough art students for a small group exclusively of artists.

The principal discussion of the evening centered on
the sensitivity aspect of the previous Wednesday whole-group
meeting. Some students and I volunteered how we felt about
the experience and what we cane away with--what stayed in
our rinds after the experience,

We had done an exercise in which we touched each
other's faces., 1 related how I reacted with a kind of fear
and shock combined in touching the face of one of my
students. 1 explained that this was a contradiction to
years of communicating with students as verbal only. My
teéching had been like the sound track in a n)tjgn'picture.
The sudden contact with flesh destroyed this al'siract level
of relationship, It was like cold water on a haif-aslcep
person. 1 was awakened to the reality of my class as a
group of living organisms, I couldn't put this o jether
with the more extended framework of my teachinj life. The
incongruity remained when I left the classroom.

Others present offered similar kinds of rcvealment,
They mentioned talking in order to cover embarrassment, All
in all, students felt that this had been a wortlwhile exper-
ience, if for nothing else, just to demonstratc¢ how much we
have closed oursclves away from cach other in { .2 contem-—
porary way of life and education. They also mwntioncd that
it was difficult to put words to why or how it was worth-
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while, but that somehow they got a lot out of it. Some
volunteered that it made them feel closer to the other
menbers of the class. Others said that the class had been

so close and open already that this didn't make them feel

any different.
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SMALL GROUP 1II

CONDUCTED BY CONSULTANT "B"

Background

B.S., Psychology, University of Georgia
M. Ed., Counseling, University of Georgia
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SMALL GROUP SESSIONS

The group wvas held in the prescribed manner, with
adherence to the time limits. A feeling of openness was
achieved, and participation was excellent, with all persons
making contributions; The group never really matured to the
point of complete openness and honesty. Individuals dis-
cusscd problems openly in privite that they did not share
with the group. During the last hour of the last session,
two members who had been reserved shared at a deeper level,
expressing to me an unwillingness to terminate the rela-
tionship. 1 concur that the experience was incomplete, but
it did meet the objective of introducing a new way of relat-
ing to self and others.

I personally feel that the attempt to maintain a
group somewnere between dealing with cognitive materials and
personal relationships is lacking in efficiency. The format
as outlined is threatening and tends to fix the level of
interaction (this is also a time function problem). I would
favor extending the time and publicizing the cognitive
aspects of self sclected academic materials to be discussed
in small groups. I think that with leadership, this would
evolve into a feeling level group process of self discovery.
This would impose less initial threat and reward personal
initiative in the desired direction. Another alternative

is to change the course title to accord with what is
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actually done, in order to attract pcople who are more
responsive to this technigque. In my group, three members
resisted self disclosure, one vassively, and two actively.
The remaining three displayed normal recluctarce, but pro-
gressed well. All but the passive resistor made gains, in
my subjective judgment. The one passive resistor was the
only male in the group, which may have biased the result.
Over all, this technique was ecffective in eliminat-
ing many barriers to communication and stimulating critical
thought with regard to life goals, This appears to be a

considerable improvement over the norm,
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SMALL GROUP II1

CONDUCTED BY CONSULTANT "C"

Background

B. 5., Public Health Education, Indiana University
M. S., Counseling and Guidance, Butler University
Ed. S., Special Education Administration, Georgia Peabody
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SMALL GROUP SESSIONS

Section One

The major portion of this two hour session was
devoted to the mechanics of establishing appointments for
individual meetings, introductory comments, objectives of
the session, methods to be employed, and appraisal evalua-
tions (what benefits, if any, were derived from this
session).

The remaining period of time was spent considering
some of the subtleties of communication in relation to the
spoken word, the speaker's meaning, and the listener's
interpretation of the word, Dynamically, the group was
tight, restrictive, protective, and wary...with only one
member feeling that anything had been gained from the

meeting.

Session Two

This session found the consultant "catching up" on
some of the items that were not covered during the first
period, The grovp was still stiff and protective with only
one or two members contributing. That is, until the con-
sultant introduced the concept of "caring"--the word, its
meaning, and the group's interpretation of the word. Each
menber, one at a time, was asXed to stand, face another
menmber, and non-verbally communicate that he or she '"cared"

Q
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for the other. Without fail, each couple made this communi-
cation through the sensory modality of touch, Exploring the
commonality, it opened the group's thoughts itoward the idea
of sensory deprivation, inhibitions, socially imposed
values, mores, and self control, From this point forward,
the group began to show cohesive 'signs of togetherness.
Session evaluations included such comments as: new
insights, new feelings, awareness of a stranger, much

relief, would not dare tourh another before this experience,

etc,--all generating from the non-verbal expression of caring,

Session Three

Not wishing to lose what was gained in the previous
session, the consultant paired the couples for another
caring experience. The carry over was established and
further reinforced by a sensitivity group effort where the
entire group participated in supporting one another, The
group response was overwhelmingly positive, Waiting until
the last portion of this session, the consultant requested
that each member reflect upon two negative feelings and one
positive feeling about each member of the group. As each
member stood to take his due, the group was tensed and in
conflict. They had, ijust the moment before, invested them-
selves in one another by showing they “"cared" and werc now

being asked to generate negative feeclings about their newly

found friends,
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Appraisal of this experience included comments such
as: could not say something negative, felt in conflict,
felt that if they had said something negative they would
have betrayed their earlier commitment of caring., In all,
the group responded extremely well showing strengthening
bonds of togetherness, trust, and confidence, Emotions
became evidenced by two members appealing to the group for
help with pcrsonal problems. The group accepted the
individual appeals and committed themselves to the support
of these menbers, A side note, which is worthy of mention

at this time, was that the group was no longer content with
having the consultant recmain separate from the group, being
non-judgmental, and non-revealing. fThey, at this time,
requested that he too become invested., In response to this
reguest, the participating members were made aware that the
consultant was extremcly invested in the group, as he had
committed himself not only to ecach member and his individual
problem, but to the success of the group collectively. &and
he could no longer do this if the group insisted upon a

change in his role,

Session Four
This session found the group reviewing the Runners'
Attitude Profile as prescribed in the outline with each
member generating guestions about his respective profile. A
little time was spent discussing the problems of the class
Q
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as perceived by each of the group's members. They felt the

group afforded them a true opportunity to express their

feelings and thoughts, while the class, because of the
larger number of members, provided a questionable, non-
predictable environment whicll they could not trust. They

felt that, although the instructor told them to speak
freely, they were looked upon negatively by the instructor
or other members of the class when they did so. The group
continually expressed lack of trust in what was being said.
Appraisal of this session revealed that the Runner's
Profile was very close to each member's thoughts of self,
There was a desire to have a more exterded group session

(longer than two hours or a marathon), and there was a

concern for the continuation of the group after the formal

close of the class.

Session Five

The last session, three member missing...the con-
sultant sensed a rather depressed attitude. Suspecting
post-partum depression, the consultant set out to have each
member review his or her progress through the five sessions,
The members of the group expressed a feeling of concern over
their personal investment in the group, stating that they
felt empty and not sure. They were sure that they would

other members would accept them., This issue of concern was
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resolved as the meumbers committed themselves to support of
the others if the occasion should occur. It was agreced at
this time that the group would not disbhand, but would
reunite again in the summer or in the fall,

The session appraisal ended with expressions of
giving, emotions, and closeness--with each member having
given to the others and one another to each. This truly was
a most rewarding exposure and a wonderful experience. In
conclusion, the consultant contends that the small group
sessions provided the foundation for each and all of its
members to shara communications with one another, bhe open
and honest with themselves and others, express feelings
without being threatened, get to know one another in a bond
of mutual togetherness, and develop dependance upon others
by giving of themselves. Each and all felt an investment in
the group which they wished not to lose. 1In short, the
consultant feels that the small group sessions provided an
extremely important function in meeting the instructional

goals of this project,

Individual Sessions

The consultant contends that the two individual
~sessions, of ona half hour ecach, are ample if they are
restricted and limited to the support of the individual as a
student. However, the moment these restricticns or limita-
tions are removed, a client-therapist rappert begins to
Q develop. 1In this respect, little can be accomplishied in the
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period or days given. As each realizes the existing limita-
tions of one another's pousition the sessions become either
deadlocked, frustrated, fruitless, or a last chance attempt
to cram twenty-two years of anxiety ridden experiences into
an hour's period. In all, the constltant recommends that
the individual sessions be extended to one hour with flive
exposures or eliminated completely, adding the extra time to

the group sessions.
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SMALL GROUP I

CONDUCTED BY CONSULTANT "A“

Background

8. A., Psychology, Georgia Southern College

M. Ed., Education, Georgia Southern College

Ed. D., Candidate, Educational Psychology, University
of Georgia



O

ERIC

Aruitoxt provided by Eic:

327

SMALL GROUP SESSIONS

Session One

Seven students were originally assigned; only five
participated. When the other two did not show up after two
meetings, I asked Herb to make other arrangements for allow-
ing them to participate because I didn't want them to inter-
fere with the dynamics already established.

The permanent group of five were: Florence Peterson,
Virginia Brooks, Mary Jones, Judy Dunn, and Lzigh Hunter.
The initial session was conducted in the zbscnce of HMary
Jones, who waé away on vacation at the time. However she
fit readily into the group when she appeared at the second
session.

The initial session began with the customary intro-
ductions and getting to know each other to a certain degree.
None of the students actually weve close friends, although
two of them were in the same sorority and did know each
other on a casual basis. The others had seen each other in
class, but were not knowledgeable of each other. After
introductions and small talk, we went into a discussion of
the CPI profiles. I had met with each of the students
previous to the session and done over their profiles with
them individually.

One girl, Judy Dunn, had been very upset by her

profile. It had revealed a great deal of anxiety, a great

S RIS
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lack of confidence in self, social anxievy, performance
anxiety, low intelligence, and an inabil®cy o make deci-
sions. She expressed the fact that she had -ever felt this
way about herself. However, later in the other sessions, it
did come out that she was vaguely aware of her underlying
anxiety, rat <he nevexr could really pin it down. I don't
think she has yet. She did gain some self-understanding
through the sessions, however she still has some severe
problems.

Leigh Hunter did very well on the profile. Leigh
has a great deal of self-confidence, is a swift thinker,
vefy perceptive and independent in judgement and action.
She does not have a desire to be a group leader or to
domina:e situations; however when it comes down to making
a judgement, she makes ner own.

The other girls were quite complimentary towards
Leigh's profile, and in their complimentary verbalizations
there was a certain amount of envy expressed.

Florence Peterson scored fairly low, with a high
degree of anxiety. She and Judy began a natural alliance
becau-e of their profile scores and bolstered ecach other
to a certain degree during the first session. Judy was
expressive of her disappointment and frustration at having
to deal with such a low profile. Florenc2, whn had a

somewhat higher self-confidence rating, but not a great

RN
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deal higher, identified with Judy and took some of the

pressure off. Virginia expressed a great dcal of hostility
to this session. Although she doesn't tend to allow herself
to express this hostility outwardly, she opened up to a
certain extent during the first session and expressed her
disagreement, dissatisfaction, and confusion with the
course.

After completing the discussion of the profiles, we
moved rather swiftly on to the second part of the session,
which had to do with discussing an early memory of something
of which each individual was proud. This was bolstered by a
general discussion of the creative personality by the con-
sultant previoug to moving into the early memories.

There wasn't any hesitancy on the part of any menber
of the group to express something of which they had been
proud. Both early memories and recent memories were
expressed.

The value of this initial session was, first of all,
that some attention was turned to self-inquiry. Each
individual was somewhat shaken up by having the center of
attention turned to her particular profile and by being
called upon to reveal something personal, to make pubiic
something of which shec was proud. Secondly, the value of

the session was the establishment of rapport.

3k



Session Two

The "caring" session. This session coincidentally
occurred about the time of the first interest in student
protest here on campus. The group members became very
involved in the session because, in their daily lives, there
were public incidences of their fellow students showing that
they cared about something, or at least were standing up for
sonething.

We went into a general discussion first of what
people in general care about--if there are people who care
beyond the self--if, philosophically, giving of cneself to
others is basically selfishly motivated because of the reward
therein. We went into a discussion of big cities--newspaper
accounts of people not helping other people in tines of
stress, times of tragedy--the indifference in the big city.
We had a somewhat extended discussion on the differences
between small group settings and large group settings, and
comparisons were made between a small town and a large town,
and a small school and a large university.

We proceeded into a discussion of this particular
university and what could be done, both in the process of
day by day life, and in the structure itself--the physical
structure and climate structure--to complement and amplify

caring and sensitivity in the students. One point that was
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made was the lack of behavioral settings which encouraged
faculty and student interaction on an informal level. Most
students said they saw professors only in classrooms and
expressed the wish that their college days could be spent
more meaningfully outside of class through interaction

with professors on an informal and casual level--the snack
bar, or whatever, Some discussion was also given to intra-
murals, extracurricular activities, and other programs where
the students have gotten involved, with personal accounts
being given. For example, Leigh Hunter talked about the
soft ball team she was playing on, and how she first made
thé decision to join the team, She was hesitant about it at
first--didn't want to be involved--didn't want to spend the
time. However, she saw others having fun and she joined the
team, She mentiorned that she was now close friends and
cared about a number of people that she would not have even
known had she not joined the team,

The students finally decided that behavioral settings
and programs should be created which would involve and
encourage interaction between students to a greate: extent
and between students ar.d faculty on an informal level,

Then we moved rather swiftly to values--personal values--
considering the question: what do I personally care about?
Most of the girls began with the fact that they cared mainly

for their own families, After a time, led by one giri, they

O
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realized that most of their lives had been rather small
and self-centered, if one is to consider fawmily as an
extension of self, in a figurative sense--that they really
had not gotten outside their little worlds in other words.
Thé session ended after this discussion, and it
was quite apparent that the students were much more open
with each other than before. There scemed to be an atmo-
sphere of a cultural island pervading the session. This was
a place where thay could ccme and talk without confidence
being broken, without fear of something being said here
being retaliated against. In other words, it set the stage
well for the next session, Session Three, where the indi-
viduals were to reveal their opinions of each other. A
great deal of psychological safety came from the second
session. No one felt threatened, as some had felt when they

first began to discuss their profiles in the first session.

Session Three

This was the best sesgion. It moved into discussion
of cach other, centering first on one person, then the next,
and so on.

At first they were a bit hesitant to give totally
honest feedback--that is, including criticism. Each state-
ment was cushioned by, "I like so and so very much because
she iy this way and that way,” and then they would get in to
an honest criticism. Eventually, by the middle of the
Q
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session, they were totally honest with each other, not
feeling the necessity of providing for words previous to
their honest evaluation. Only one girl, Judy Dunn, attacked
another person out of, I think, hostility. It happened only
in a shortvstatement, and she seemed Lo realize what she was
doing and did not continue it., This attack was based I
think in part on the fact that Judy thought that they were
going to attack her because of her anxiety and because of
what her profile had revealed, By the end of the session, I
think they were each honestly desirous of the evaluations
that the others were providing, They really had never
though; of themselves as others see them, They were some-
what surprised by the consequences of their behavior,

I think it was a very valuable session., There

seemed to be a shift after this session into a new sense of
motivation and interest in the course as a whole. They all
had expressed interest at the start of the small group
setting as they became rather close friends and enjoyed this
cultural island. But there seemed to be a shift after
Session Three in the direction of a greater awarencss of
finding self through one's productivity and through one's
assertion of self. They revealed actually greater accept-

ance of self,

Session Four

In Session Four, the Runner patterns were discussed,
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and the emphasis here was placed upon the autonomy, and the
independence of action and judgment in the creative person-
ality, Eéch student had her profile to compare with the,
shall we say, ideal profile of the creative person which the
counselor depicted.

The shift.mentioned previously after Session Three
was quite evident here in Session Four. A greater desire to
do what one really wanted to do became expressed in this
session, Whereas in previous sessions, the tendency had
been to be concerned with what others think, the tendency in
this session was focusing on what you really want to do,

At the end of the session, I asked each student,
between then and the next session, to make a judgment about
something which involved a decision that was totally her own
judgment, not influenced at all by aayone else, It could be
a large decision--large judgment--or it could ke a small
one, based on say the feeling one gets when one looks at a
painting--an evaluation of the painting without the influence

of anyone else's opinion,

Session Five

This last session began with a discussion of the
individual judgments or decisions that had been made over

the interim betwecen sessions. A couple of the students had
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finally made a decision with revard to the student protest
movement and had decided to take a stand. They talked
about how fearful they had been previously of joining any
movement, although they had in theory agreed with the
movement, tecause of prassure from the sorority house not
to join--pressure from pecr groups, from friends, against
being different, against taking a stand--pressure to play
it safe. Mary Jones mentioned that she had made a Qecision
to join the movement; however, she didn't feel she had been
totally honest with herself because she hadn't stood up as
much as she felt she could have.

Leigh Hunter said she had made a dc¢cision, which she
did not indicate she wanted to discuss. She broke down and
began crying; apparently it was too close for her to open it
up to the group. Since she is the type of person who would
not be hesitant ﬁo do so, and as she relies heavily upon her
own judgement, I thiﬂk it was significant in itself that she
merely said she had made the judgement and then revealed the
emotion that followed.

Virginia Brooks at this point said that her judgement
was that if she were going to get anvthing out of this
course, she was going to have to do it herself. She said
she realized her confusion from the beginning hed icen her
dependence on the authority .nd structure of most class

settings, and she just was flailing aboul and didn't know
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gquite what to do on her own. Finally she began sone
directions for herself. She felt uneasy with them at first,
but commented that after a while there was actually a com-
fortable feeling in the knowledge that one is doing what

one wants--the knowledge that what one gets is based on what
one puts out.

The rest of the session was spent in conducting a
socio-drama designed by the counselor for this particular
setting. All the students werc concerned about problems .n
being a teacher--the decisions they would have to make--how
they would affect student lives. They wanted answers as to
what they should do in this or that situation.

We depicted a scene where one person played the
teacher revealing her true personality and what she would
have done in the situation, with another girl playing a
rebellious young girl. Not exactly rebellious--the situa-
tion centered around integration . . . the teacher was
assigning desks . . . the girl refused to sit by a colored
boy. The teacher was to handle thig problem. The girl
said, "My father told me not to sit by a nigger, and I'm not
going to." The teacher had to handle this situation immedi-
ately and in an interview session after the class with the
girl. We followed that scene with a scene where the teacher
¢ .scusses the problem with the father.

The teacher was really on the spot, and a lot of
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personality came out of it. After each scene, we had the
actresses offer a soliloguy with an alter ego standing
behind her probing her thinking. Then we eviluated each
person's ability to handle herself in the situation of
being placéd on the spot. It went very well, and the gir]
all just expressed a great deal of gain from the socio-
drama in the sense of gaining ¢reater awarencss of their
future roles--how they were really ging to have to be swit
on their feet--prepared, autoiromous, thinking, rafiective
people for their future occupations. The studen:s slso
expressed their feeling of value in the evaluation of each

person of the perscnality revealed during the drama.

Al ithe end of this session, all expressed the desire

that this could just continue on and on, and they hatea to

see it end.
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CURRY MODEL OF CLASS STRUCTURES
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APPENDIX B(8)

AFFECTIVE RATINGS OF EDUCATIONAL PSYCHOLOGY
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AFFECTIVF RATIMNGS Or EDUCATIONAL PSYCHOIOGY

INSTRUCTOR: HOUR: TODAY "S DATE:

rlx\.\““l F T bbb ladld
In the Departiuent of Educational Psychology, we have alrezdy taken several im-

portant steps that we hope will improve the quality of experiences in urder-
graduate courses. Continuous evaluation of several types will be the basis of

our attempt to improve these experiences.

Today, we seek your helr by giving affective ratings regarding the field of
educationsl psychology. We want to know how you feel about this because we
know that your fcelings atfect not only what ycu learn bu: alss hew you use

what you learrn.

We ofte'. iind that students bring with them certaip preconceived iuages zbour
educational psychology. An unders:vanding of these preconceptions may be ovse-

ful in planning and carrving out appropriate programs of «atudy In this area,

On the opposite page is a list of polar-opposite adjectives by wiich you may
rate the discipline of educational psychology. Indicate your feelings by
marking the point between the polar-opposite adjectives that best represents

your present feelings.
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EDJCATIONAL PSYCHOLOGY

1. Interesting 1 2 K} 4 5 6 1
2. Enthusiastic 1 2 3 4 5 6 7

3. Supporting 1. 2 3 4 5 6_ 7
4. Trustworthy 1 2 3 _4 5 6 7

5. Imaginative 1. 2 3 4 5 _F 7_

6. Safe 1 2 3 4 5 6 7

Ve wiasi. 1 2 3 4 5 6 R
8. Mature 1 2 3 4 5 & 1

9. Lively 1 2 3 4 5 6__ 71
10. «G1d- 1 2 3 4 5 6 7
11. Useful 1 2 3 4 5 6 7
12, Fair 1 2. 3 4 5 6 7_.

Q
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Boring
Unenthusiastic
Hostile
Untrustworthy
Unimaginative

Dangerous

e ek e

Immature

Lifeless

hanl

Useless

Unfair
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APPENDIX C(1)

COURSE INFORMATiON OBJECTIVES
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April 21, 1969

REVISED CHECKLIST 0OF INFORJATION AND SKILL OBJECTIVES
FOR EPY 304

PART I. INFORMATION OBJLECTIVES

Social Bchavior

1.

7.
8.
9.
10.
1.

Teacher-pupil interaction and the nature of the learning environment
itself,

Cnaracteristics of the setting that facilitates the pursuit of
learning.

Various approaches to classroom groupings and their consequences.
Concepts of refercnce groups, self-concepts, ctc. and their relation-
ships to cducational achicvement.

Correlates of sceial class, minority group status, cconomic depriva-
tion, etc., and their consequences for educational achievement.

Role of punishment or aversive control in changing behavior and the
variability of the cffects of both positive and negative control.
Group dynamic factors that affect classroom learning.

Group dynamic factors that influcence attitudes and attitude changes.
idethods of improving accuracy of observations of school behavior.
Methods of improving the accuracy of predictions of sciiool behavior.
Methods of facilitating the creative problem-solving process among
groups.

Personality and Mental Health

1. Differential cffects of anxiety on performance on simple and conplex
tasks.,

2. Criteria of sound mental health.

3. Conscquences of intense and prolonged stress and the ways in which
these are mediated.

4. Bchavioral concept of the healthy Joevelepment of interpersonal skills.

$. Signs of the developmental process going wrong and the ways of getiiag
help for children displaying scrious signs of the proccess having
gone wrong.

6. Common difenses against anxicety and the importance of anxiety in
learning and probvlem behavior.

7. Mecthods ¢f facilitating tne crecative probiem-solving process among
individuals.

Development

1. Concepts of psychology of verbal behavior and its consequences for
classroom communicatioi.

2. Concepts of adolescent conflict,
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3. Common strategies of children, adclescents and adults in coping with
change and stress.
4. Ways of developing the mental abilities {(cognitive, memory, convergent
thinking, evaluation, etc.).
5. Common differences in the development of boys and girls.
6. Common differences within individuals (spottiness or unevenness in
development) .,
' 7. Tremendous ranges of develepment within a single classroon.
8. Common predictable developmental characteristics of children and
adolesceiits.
Learning
1. Concepts of rcinforcenent and feedback.
2. Concept of extinction.
3. Concepts of discrimination and generalization.
4. Concepts of motivation and nceus.
5. Concepts of transfer,
6. Concepts of rctention and forgetting,
7. Distinction between rote lecarning and meaningful verbal learning.
8. Concepts of skill learnin,.
9., Concept of concept learning.
10. Concept of creativity and problem-solving learning.
11, Limitations of punishment especially in learning new behavior.
12, 1ndividual differences about which instroction can nost cttfectively be

varied (cognitive style, intelligence level, creativity level, need
for structure, etc.).

Inquiry Process

Nature of the process of inquiry.

Nature of the creative process in the discovery and deveiopment of new
solutions.

Process of cstablishing causal reclationships.

Statistics

1.

2.

Basic concepts and terminology of descriptive statistics as applied to
education and psychology.
Characteristics of the "normal curve."

Measurement

1.

General vscs of tests, such as motivating, emphasizing important in-
structional objectives, providing practice in skills, and guiding
learning.

Limitations in interpreting 1.Q. and otier nmetrics of intellectual
potential.

Advantages and disadvantages of teacher-rmade and standardized tests.
Fact that interpretation of achievenent {rom norns is affected by
ability level, cultural background, and curricular factors.
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Fact that a raw scorc on a test has no meaning alone and needs soma
context in which it can be interpreted.

General principles of test construction (c.g., planning the test, pre-
paring tic test, and evaluating the test).

Concepts of validity, reliability, and item analysis.

PART 1I. SKILL OBJECTIVLS

Social Behavior

(B R N N

Identifying and using social variables.

Observations of group behavior and drawing inferences from obscrvaticns.
Diagnosis of difficulties of group functioning.

Increcasing accuracy of observations of group bLehavior,

increasing accuracy of predictions of group behavior.

Personality and Mental ilcalth

1. Identifying and using personality differences,

2. Obscrvation of individual behavior and drawing inferencés from ob-
servations.

3. Empathy with others (imagining how they expericnce school situation).

4, Improving accuracy of observation of individual behavior

5. Improving accuracy of predictions of individual behavior.

6. Reduction or increase in stress, motivation, etc. to improve mental
functioning, achievement, ctc.

Uevelopment

1. Adjusting difficulty level of curriculum tasks to development.

Learning .

1. Programmed instruction.

2. Meaningful verbal learning, skill learning, concept and principle
learning, and problem-solving.

3. Incidental and intentional learning.

4. Analyzing lecarning task characteristics.

S. Construction of guided, planned learning experiences.

6. Specification of nperationally definable, measurable instructional
objectives.

7. Prediction of the most probable conscquences of various learning con-

ditions, scquence of experiences, etc.

Inquiry IP'rocess

1.
2.

Detemination of gaps in knowledge.
Determination of ways of filling gaps in knowledge.
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F. Statistics

1. Interpretation of research results involving basic concepts and ter-
minology of descriptive statistics.

G. Measurement

1. Construction of achievement tests.

2. Interpretation of acnievement test 3cores.

3. Interprctation of diagnostic test results so as to evaluate pupil
progress.

4. Intexpretation of raw scores froan a given sct of norms.
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Directive of Elucational Psychology 304, Hert, Alf Instructor

MID-TERM MODIFICATIONS OF THE COURSE EXPLANATORY DIRLCTIVE

COURSE STANDARDS

Instructor review of the quality of student performance and the prozress
of the course ylelds the following decasions designed to allow self-
directed processes to achieve minimum course s.andards  Fhercas some
studerts are doing exemplary self-directed work, this 1s a dircctive to
assist thosc students who arc still confusing the course privilege of
sclf-direction with broader license for laziness. The instruclor
realizes that the shift from fear as motivator to self-development as
motivatoxr is a radical change that 1s bound to confuse many students,
but 1f each student will respeci and keep the commitment made to work
ten hours each week for the duration of the course, he 1s confident

that adecquate proge¢ess will result  On the other hand, 1t ™ust agamn

be reminded that a course with freedoa structured into 1t, 1n the rianner
of this course, includes the freedom to faii. Those students who continue
tc look to the instructor instead of themselves for ciues as to how they
are doir - i1n the course will most likely fail; for the role of the 1in-
structox in this course is merely to set the guidelines not to act as
the quality policeman lecading the student forward from one sure footing
to the next.

FINAL WORK REPOKTS

The final threc work reports will be submitted directly to the instructor
on a weekly basis. Thesc reports will be due on Tuesday, May 12, May 19,
and May 26. In oxder to avoid a wor} report for the final wecek of the
course, these final three reports wii'@ each cover twelve hours of work

At least ninc hours each weck will consisi of reading report  This rove
backwards from unzestricted ThI t1m¢ 15 nccessitated by the shockingiy
little library time that hac been listed 'n work icports to date. The
instructor has been pleasantly suiprised by the enthusiasm of students
for ThWT activity as accepted course work. The ThT work 1s further en-
couraged and should be reported for credit, but not in substitute for

the minimum of ninc¢ hours of reading, weekly, that 1< here establashed
for th2 final thrce vork weports.

WORK AND STUDY SYSTEM

It should not be nccCessary to statc that reading, practice tcaching,
and/or ary cther wozk dome for other courses 1s not work that 1s tou be
reported in work reports for this course, yet some repocts ieceived have
entercd such work donc for other courses This kind of game playing
kills the tcacher-student relatirnship of trust that 1s based on student
commitment to work ten hours a week on this coursce In general, students
who do not work and report svstematically, but, rather, stru,gle to get
something on paper on the day before rcport time, tiay be sure that therr
reports stand apart from thosc of students who are nzeting the respensa-
bility of self-direction with bHetrer planning

. -
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MAKE-UP EXAMS

Students who have missed any of the c¢xaminitions designed to assist self-
evaluation have missed an important part of the course and will be appro-
priately evaluated at the end of the coursc; for all exams are kept along
with all other course wdrk in tne individual file carricd for each student
Make-ups are st:ll possible by special arrzangement. The last opportunity
for make-ups will be at 7 p.m- of May 14 at thc instructor's residence,
527 Oglethorpe Ave.; previous arrangement 1s expected

PREPARATION FOR THE DEPARTMENTAL EVALUATION ON THURSDAY, MAY 2§
1t is reminded that the Departmental Fialuation that counts for 40% of

the course grade will be heid 1n the North and South Journalism Audi-
toriums on Thursday, May 28, frcm 7 to 9 p m.

Each student now has a 1i1st of course objectives which will be :overed

in this exam- The instructor has collected various educational psychology
books that are helpful 1n gaining knowledge of the objectives to be tested
in this exam Some students have found the Mouly text, Psychology for
Effective Teaching, to be particulariy heipful and have offered that care-
ful study of the chapter summaries has served then well as a final review
before the Departmental Evaluation.

PREPARATION FOR THE FINAL EXAM ON MONDAY, JUNE 1

It is reminded that the final examination that counts for 10% of the cou:se
grade will be a take home exam. The precise topic will be furnished at

the Friday session which will be hcid subscquent to the Departmental fvalua-
tion. Student attendance &t this friday session, May 29, 1s particularly
important; test results of the exam of the night before will be avaiiable
and the entire course wi1ll be evaluated by the students and under student
leadership at this time  Smail-group leaders and other faculty particularly

intercsted 1n the course wiil be i1nvited to this session

The final exam topic will be drawn from class and reserve-book-list treat-
ment of evolutivnary, psychological, philosophical, relagious, political,
and pecrsonal aspccts of self-directed education  However, students are
encouraged to look veyond the reserie-book-iist and the class experience
in their preparatica for this exam, which intends to measure the scope

of reflect.on brought to the scif-directed process the student hus
initiated.

STUNENT EVALUATION CF THE COURSE: PAPERS DUE TUFSDAY, MAY 26, AND EVALUA-
TION SESSION, FRIDAY, MAY 29

Each student 1s expeited to write an account of lus cxperience 1n the course
This account 1s expected to offer negative and pos:tive corrient, 1n other
words, to bc honest  The reports will be submitted to a st .'st commitice
on Tuesday, May "~ for review and possible selectien for presentation,
anouymously, at che Friday course evaluation session. They are not to be
scen by the 1nstructor prcvious to the giving of course grades

] Yy
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ATTENDANCE AT FINAL EXAl

Attendance at the course final examination 1s required. This exam 1%
scheduled for the regular classyoom from 3:30 to 6:30 p.m on Monday,
June .. Inventories measuring individual prozress toward greater self-
direction through the course cxpericence wiil be given at this time, but
this information will not be used in figuring courses grades. Students
are invited to call back after the couzse is corpleted 1n order to learn
of tke information not rseceived by the close of the course.

COMMEXDATION OF STUDENT EFFORT

The smoke and fire of the above directive intends, above all criticisnm
and correction, to give credit for the tough, tedious. and tormenting
job of study of self and change of self (which may hide its anguish 1n
the 1llusive term, growth). Students of this course have a different
and difficult challenge to meet, 1t is recognized. Here they are put
in a structure that expects them to work without always giving rcasons
that, over the years of their school life, have come to be the motiva-
tion that makes it sensible to siudy -- that is, largely, the threat
of being put down by the contiollers of the system. Thus, 1 read any
faltering progress toward purely self-motivated lecarning as a giant step
forward in today's college c<lassioom.
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There was once an author, a very wise man, who was writing of a boy who
was supposed to be destined for greatness in life contribution and fulfillment.

This boy had caused his fumily considerable unhappiness and had eventually
left home, leaving his troubles behind him, so he thouzht. But then he dis-
covered that he waated very badly to be back home, if his family would still
have him. Yet it was difficult for him to ask his family if they would allow
him to return. So he wrote that he would arrive on the next Wednesday evening
and walk to his hone. If he was still welcome his family was to have to porch
light hurning for him.

On the promised Wednesday this bouy walked up his home street with suivcase
in hand. Looking closely for the light, he approached his home. He walked,
looking closely, until ha was in front of his home and was certein that there
was no light burning for him. So lie walked on, until, suddenly, at the end of
the street, the author, no longer able to endure the story issuing from his pen,
shouted, "You go back home ard turn on that light."

It was the author's ultimate wisdom that greatness does not grow from
waiting for someone to turn on the light of love for you. Such grewth begins
with the decision to turn on your own light, and know, by the glos of your own

cumaitment, that the doors of love are open to you.

lHerb Alf
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APPENDIX C(4)
MOONEY'S BEHAVIORAL-EVOLUTION INDICES

OF CREATIVE DEVELOPMENT
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*
CLASSIFICATION OF ITEMS
in

"A PRELIMINARY LISTING OF INDICES OF CREATIVE BEHAVIOR"

* * * * *

ITEMS IN PART I - SELF-ORIENTATION, OMITTED

ITEMS IN PART II - ORIENTATION TO OTHERS, OMITTED

* * * * *

PART III. DIRECTIONS OF DEVELOPMENT IN EVOLUTION
OF BIOLOGICAL LIFE

Increasing openness

Increasing movement: cilia, ..-s, fins, arms, wings;
water, land, air

Increasing perceptual sensitivity: from vague sensiti-
vities to ears, ecyes, etc.

Increasing variation of life forms: more kinds of life in
more places

Increasing centeredness

Extension of neural system: nerve fibers, clusters,
systems, central system

Differentiation of internal organs: protoplasm, muscle,
lungs, glands, brains - evolving within one
functionally unifying system

Increasing specialization of life forms: increasing
complexity and refinement of plants, fishes,
insects, animals - evolving within one
unifying system

*Mooney, 1969.
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Increasing ordering in time

Lengthening of action units: action structured within

units of time expanding from moment, to

minutes, to hours . . . life times,
generations

Increasing cognitive span: automatic reflexes, condi-
tioning, remembering, expecting, predicting,
planning

Extension of sequential integrations: more life forms

fitted more frequently to more different
places in tighter biological progressions

Increasing selecting for fit

Increasing complexity of need: rorn simple physical needs,

largely instinctive, to complicated psycho-
logical needs, largely learned

Increasing range of possibilities: more different kinds of

energy-forms

Increasing bhreadth of grasp: more movement, more perceptual

sensitivity, etc.

PART 1IV. ILLUSTRATION OF HOW DEVELCPMENT PROCEEDS

1.

Begin with simplest organism in sea; many skin openings,
crude nucleus, rhythmic pressure in and out, crude
capacity to reject some energy-forms that hit the walls
of the organism.

Develops mouth as better intake opening, other openings
getting smaller and more numerous; now has to distribute
food from grasping through swallowing, digesting, distri-
buting, eliminating excess; nuclear system expanding to
manage sequential osdering; rhythmic pressure leagthened
and internalized to cover longer sequence of steps;
selecting incrcased by use of mouth to grasp or reject
through opening or closing.

Develops limbs as means of getting mouth around to place
where food is; increasing openness through movement;
centering now required to include differentiated limbs;
ordering lengthened to g%t limbs working ahead of mouth
ahecad of swallowing, etc.; selecting increased through
more chance to choose selectively.

Develops eyes as means of finding food to which organiso

could move with linbs; increases scope of sensitivity,
size of centeredness system, length of ordering sequence,

RIS
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refinement of selection from afar. (Eyes function like
arms and hands; light rays are arms, concepts are hands
for grasping or rejecting.)

PART V. DIRECTIONS OF DEVELOPMENT IN EVOLUTION OF SOCIETY

Increasing openness

Increasing travel and transportation: more people and more
products over more of the world more frequently

Increasing perceptual sensitivity: microscope, telescope,
x-rays, radar, geiger counters, ectc.

Increasing communication: more letters, papers, magazines,
books, telephones, telegraphs, radios, TVs, etc.

Increasing centecredness

Increasing size of economic units: bigger business osgani-
zations, labor unions, international associa-
tions, ectc.

Increasing activity of government: more governmental

' interest in more areas of activity; more welfare,
investigative, supervisory, etc. activities

Increasing variety and extent of urganizations: political,
social, religious, economic, cultural; more
committees, councils, conferences, bureaus,
agencies, offices, etc.

Increasing ordering in 1 .ie

Increasing regulations: more government laws, more organi-
zational rules, more business by contract, etc.

Increasing scheduling: tighter interlocking of time
schedules among related organizations and
individuals; ¢greater attention to time ana
timing

Increasing management: longer echelons; more units within
production systems; more steps in production
process; more rcgulatory agencies; etc.

Increasing selecting for fit

Increasing differentiation of occupations: more different
kinds of jobs, ecach requiring its own particular
fit

Increasing use of analytic tests: to find persons to fit
jobs, to find materials to fit specific econonmic
neceds, etc.

O
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Increasing range and length of education: more formal and
informal training for larger proportions of the
population in more occupations and more dif-
ferent cultural situations

* * * * *

ITEMS IN PART VI - CULTURAL BLOCKS TO
INDIVIDUAL CREATIVITY, OMITTED

ITEMS IN PART VII - EMOTIONAL BLOCKS TO
INDIVIDUAL CREATIVITY, OMITTED

X * * * *
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APPENDIX E
STUDENT HISTORIES

The full story of student histories is not told
with the following records, but it does seem that a
fairly representative sample was obtained in the six

histories which follow.

Names and identifying details have been changed

to protect privacy.
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STUDENT HISTORY: NANCY BURKE

First Entry

My first memory of Nancy is with her brow wrinkled
as 1 told her about STRUSD Education. She came in heads
up, in knowledge of, and ready for a different kind of
learning experience. Her CPI was consistent with my first
impression. There was an elevation on ull scales except
Well Being and Recsponsibility, which were but a half S.D.
under norm, and Femininity, which was 1 S.D. under norm.
Here, I thought, is a girl busy with education and being
a good citizen, but not too happy in her own personal
circumstances and yet not doing as much for herself as for
other people.

In the early sessions, Nancy revealed involvement
with a social action program for disadvantaged people
lase memhers

(blacks), and she soon began trying to recruit

9]

to help in this work.

Last week she appeared in new cowboy boots and
western attire. From my notations, this kind of exploration
.with differentness and her involvement in social action
programs may mean that she is on her way to becoming an
unusually well-integrated and value-oriented personality
of high order of adjustment, in Franklian, Mooney, or

Maslow terms. To know how I may support her growth, I nust

de
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talk with her personally. Her first consultation is coming
up in a day or two.

Offhand, I would note that her biggest departure
from a high-creative profile is in her elevation on the
Socialization and Good Impression scales: it may be that
she will want to reweigh the extent to which she lacks
aggression in pursuing her personal welfare and indulgence.
Also, the low Femininity scale may have a significant
history and involve some rethinking for her. I expect to
step lightly and look to her for guidance as to what she

wants from me.

Following her first consultation, Nancy offered that
she was very glad that she had signed up for this course,
and she ran back over the decision-making process that
brought her to the course. My approach was to encourage
her to deeper analysis of the decisions she claims Lo have
made. As a sophomore, she gives the impression of having
decided to go into social work. I visited with her about
social work, social workers, etc., as she knew them from her
last summer's work. 1 suggested she might make a project of
beconing more familiar with the role of this life commitment;
we talked of means for doing this. I asked if she felt she
had to decide now, or if she just knew she wanted to be &

social worker.
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At one point she offered that her mother and sister
were artists and she was not good at that sort of thing;
she was better at working with people. The setting for the
statement, and the fluster with which she came forth with
it, made me wonder how much her mother and sister, as
artists, had to do with her wanting another commitment.

It was almost as if she were striking a course which would
prove her of equal worth.

At that point, I was not at all sure she wanted
social work for what she saw herself accomplishing for
others. This was just a feeling with me, but it caused ne
to direct our conversation into what was accomplished
through social work., We talked about the nature of the
era, government policies, ideal ways of life, individual
dignity, the need Lo sometimes be hardbeiled in the face of
suffering in order to promote a larger good that may be less
immediate, and that sort of thing.

She had specifically mentioned an interest in wo. k-
ing with VISTA. We visited about the problem of blacks
accepting the help of whites, about the black power move-
ment, white extremists, etc, 1 nidc some bold statements
as to how I, personally, no iounger considered thi - problem
to be my revolution, but I did, nevertheless, feel that
blacks were going to become increasingly more violent; that
the violent approach would be fully exploited with all of

Q
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its accompanying bloodshed hefore an era of truly comprehen-

sive realization of a better life for the disadvantaged
would begin, I expressed this as my intellectuul position,
which brought me to my role in which I searched for direc-
tion in education, working for the time when the political
climate was ready to begin the changes I wanted, &ll of
this, I tried to make clear, was not my way of saying, "be
like me.," Rather it was my way of asking her how deeply she
had examined her good intentions and her particular role in
the schema of life she structured.

We talked about being value integrated. Abkout

artists. Art. Teaching. The value of szarching and
expressing values., The importance of testament for values,
I asked her how she saw herself in this respect. How she
felt about the social work perspective of not making value
judgments, keeping one's values out of their work--as
opposed to the artist's commitment to values, to work that
blossoms with the artist's particular values,

We talked in this kind of vein, ambling, thrusting
through the vencers of achievement orientation. In other
words, we had a lively intellectual conversation, I went
the extra mile to do this, because I felt that Nancy was not
only ready for it, but in need of this kind of deep-cutting,
thought-provoking interchange,

Duriny the session, I gave Nancy an altar candle
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I had on my desk. I told her of how I had given sucn
candles to my students when I perceived that they were
burning their own light. This related to a story about

a boy who came home in hopes of finding a light burning for
him on thé front porch of his parents' home, but he learned
that he wou'd have to burn his own light. I use this

story because, in my experience, some students grasp the
concept of choosing more easily in the existential viewpoint
when they come to it with the assistance of this symbolism
of a person lighting and burning his own lamp. One student
in a previous class told me that in reading Existenti:i

in Education a second time, after having her own can.

burning on her desk, the whole viewpoint was clear Lo

I told Nancy that I felt that the importance
symbolism in profound human experiences told of the :
ness that could be brought to acadenric relations with
symbolism. I said that I, personally, burn a similar
candle on my desk sometimes while I work. The flame
me a feceling of community with the lamp hurners, in {
sense of the story of the light.

Two days after the consultation, I asked Nan
she was reacting to our talk. I got a sense of genu .
appreciation for the concern I was showing, and I go
sense of thinking processes in action, continuing l.
the inlts and broad sweeps of our coxchange. She fold

Q
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the talk had been what she had neceded for a long time. It
was making her think through some of her ideas that she
hadn't lcoked at very carefully.

I must note the possibility that Nancy is not the
self-actualizer that she shows herself to be at age 19. Her
life style may be as much a ditciplined pattern of behavior
ruled by the approval-disapproval power of her family. Her
father holds a prestigious university position, and her
family is made up of individuals of whom shie speaks with
high regard for their attitudes and attainments. Her life
style speaks of pressure being felt to have her measure up
favorably by the standards of the family circle. This may
encrgize her achievement drive.

I ‘asked her if we had covered too much, cut apart
too much without putting anythin7g back together. Of course
this could be expectea to bring an assurancz of "no," which
it did. Yet, I got the sense of (1) genuine feeling that
the jolts and the brcad sweep together had activated a
deeper kind of self-direction process than she had going
before, and (2) that my concern in asking alout how she was
taking our talk was genuinely important to her.

1t could be that Nancy neecds a relaxation of demands
from the outer world in corder to grow to a truly self-
acturalizing level of life engagernent. In her case, I

especially fcel the applicability of Erasson's reccommenda-
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tion of a psychological moratorium for the purpose of

developing self identity.

Third Entry

Nancy stayed to talk'after the small group session.
She tolda of a boy friend in the hospital. She read the
telegram she had sént him, to h-~ar if I thought it sounded
right, the tcuch of humor, yet pathos. She said she'd been
thinking a iot .:ince our talk. I asked if she had ever rcad
‘rikson on yo.th needing time to travel and explore, without
demands upor them. I explained that I would like to gain her
opinion on Erikson's jideas, iFf she found time to look into
it. She said she would.

The subject of drinking came up. This brought on
an exchange in which she said that marijuana is no different,
only illegal. I asked he» if she had tried marijuana. She
said she had tried it two or threc times, but she was not
doing it anymore. She figured that since she doesn't drink,
she wouldn't do that either. We talked about drugs. How
muth of a problem they are. She said that she wondered if it
might not just be a fad. I mentioned my filwm work about
addicts, and what I knew of rate of return to addicticn.

The talk moved on to another classmate. She offered
observations that showed good sensitivity to peoyjle. Ve
talked aboul her fanily; she said she recally is free, doces
not fzel under their pressure. 1 asked what she would do if

Q
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suddenly they were no longer a part of her life. She said
that she had thought akout that, and she felt that it
wouldn't make any difference in regard to what she would

¢o, that she really was her own person.

Fourtin Entry

(Follcwing session 22 out of 30 sessions.} Nancy

had the "flu," so she has not been attending, but she is back

now. In the small group today, we discussed Nancy's Runners'
attitude scale., She was high in Social Anxiety and did not
profile as the highly creative person she appears to be.

Her profile sh0wed‘middle range experimental and intuitive
orientation. We traced her high Social Anxiety down to
concern about acceptance as a woman and as a career person
at the same time, We ended with the speculation that she

might be resisting conventional femininity patterns and as

« conseguence be holding herself back in both creative and
emo{ ional development, She, of course, worked this all out
with us, I suppose she is thinking all ‘his over. It will

be interesting to get her reaction in a few days., One

student. mentioned that Nancy seems to get real concerned
about profile indications that do noi fit perfectly with her

preconceived self concept,

Filth Eniry

Nancy is full of intc.nal glowing this week. She

3

X
-



377

seems to have worked her way out of the depression cf break-

ing with her boyfriend of long standing. I sense th;t she is
beginning to look to the JVISTA experience expectantl;; it

i begins in a few monthé. As I understand her now, th;s course

{
is largely supporting the interpal direction ghe alr::ady has

in progress. She says that she has beac. getting a lSt out of
the course. Perhaps this "lot" is a kind of GO for what she
has in mind anyway.

I would not be surprised if post-course quimtitarive
measurements do not show a noticeable change in her:profile.
I am waiting to see and learn. In both the CPI and the
Runners, her profile was already above the mean on }he pre-
course cvaluations. However, she has done a lot of rethinking

and she has applied herself to the course experienc:. We

shall sece.

Last Entry

I feel that Nancy ends the course in a more guestion-
ing frame of mind with regard to her previous decisions. I
see her as having gained an openness to new viewpoints and

;
new confidence in her own "sense of destiny.” Her recent
acceptance by VISTA for a year of service in a povérty
program has her enthusiastic.

I feel that the course has made Nancy more alert to
some of the forces influencing her sclf dircction. The book
Existentialisn ji,, Education svemed to be particulaxly

o o
ERIC

Aruitoxt provided by Eic:

-
[

X
-~
-



378

important to “er. As she read the book, she wrote in her
reports, “Great!: This is what 1've been thinking, and here

it is in print, all said beautifully!"

o
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NANCY BURKE'S COURSE EVALUATION

This course has been a totally unique one for me--
having both its strong points and weak points though as any.

The weak points are obvious in my eyes. First of
all I feel the quarter is too short to most effectively
install a self-directed program. I do not feel that students
were self motivated to do work on our cwn that was not
directly assigned. I am sure, in all fairness, though, that

there ar~ exceptions to the rule.

I also felt that t..e book Existentialism in Educa-
tion might be discussed in dreater cdepth before the test
(maybe students could write out questions they have on the
book and these could be discussed). I fecl that this book
ought to be continued simply because it has some exciting
concepts £hat provoke thought and rarely dces one read
books that stimulate questionning that this seemed to do.
If it did not--I honestly feel that it was the reader's
fault.

I believe that each week from the very beginning
the class should meet in the allotted time of two hours,
two nights a week, and then in the small group ancther day.
Three hour sessions are physically exhausting and evcn
though I realize it was done this guarter because of losi

tire, I fecl it can be avoidced in the future.
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Strong points of the course I feel are - being able
to read Gibson on our own sO as to devote classtime to more
interesting growthful subjects. I would love to see more
outside speakers come earlier in the course -- possibly one
or two a week at one session and then use the other session
for other purposes. The idea of asking completely diffexent
individuals {in jdeas, beliefs) and yet caring individuals is
wonderful, and I feel all of us gained a tremendous amount in
this way.

Somehow I feel that the first two weeks of the
quarter were wasted. If the rirst session or two could be
made particularly interesting, then take tests, maybe there
would be a feelinyg of connection, but no one had a feeling
of helonging or direction at first and that is the most
crucial period.

Interest tests are really great but I wendes about
taking every one of them we did -.- somehow i feel we should
have and then again I don't. I don't know. I think the
sample test at the beginning of the Dept. evaluation should
not be given. This would also save sowe time.

I liked our discussions on ourselves and other
people as far as spontaneous reactions. One learns a great

deal about oneself this way.
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STUDENT HISTORY: ALICE BARNETTE

First Entry

Alice is a quiet student, with the ambition to
become an elementary school teacher., She has not chosen to
offer any contribution to the discussions of the first class
sessions. She received the lowest score in a class of 17 on
the first achievement test given for self-evaluation, buc
this score was still in the 38th percentile,

Study of her CPI reveals a profile that would scem
to make this level of accomplishment unlikely. Her Capacity
for Status is 4 1/2 §.D, below the norm. Only on Femininity
and Flexibility do her scales rise to the norr, Most scales
are depressed between 1 and 2 S,D, Whercas I have scen
students with some highly depr:ssed scales make straigut A
averages, with those students there were soue strengtlis (o
account for tlie capacity of achievement. Here there are no
strong scales; the %west indication is normal Flexibility., I
cannot help but wonder about the kind of history that would
yield such a profile. As I remind myself that I am not
reading this girl's potenial but her life engagement as of
this time in the CPI, I am aware of the untapped potential
imprisoned by the low profile. The big question is how can
she help herself to raisc her Sc)f Ascendancy, Socialirzation,
and Intellectual scales? 1..s is 1y challenyn of attempte?

support for her, too,
O

ERIC

s _ 'gi}i



O

384

In helping her to become a more soundly functioning
teacher of tomorrow, I know that it is doubly important for
her to succeed. Firstly, what happens for Alice can make a
difference for her personally. Secondly, she may gain the
ability to‘help other people with similarly depressed per-
sonalities. My limited wdrk with the disadvantaged has heen
sufficient for me to speculate that many people of the South
are so handicapped. Alice happens to be plack. If this
course will be of vualue to her, it will give her direct
experiences with which she can help people with similar
problems,

I must wait and see what will develop for Alice
through our consultations, the small group confrontations,
the special assignnents, the larger <lass experiences, and
the particular developmental experience that Alice chooses.
I can alrcady see that there will not ke cnough time for the
kind of development that could happen for Alice. Hopefully,
we may start a direction in motion, however, anl start
strengths growing on their own beyond the extent of the

one-quarter coursc,

Second Entry

I have been encouraged by Alice's course engagenment,
She has been surprisingly well-accepted in the small group
meeting. She has a nice sense of humor. Her contribution

to "the first thing of which I was proud” exercice was that
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she was first proud when she discovered that she could
whistle. She had thought she had a whistle in her throat,
and she was very proud of it.

Alice is soft and sensitive. She is originally from
Maryland, where, she feels, she did not suffer from racial
prejudice. Her family moved to Georgia about 4 years ago.
She feels that her education in Georgia has been handicapped
by the segregated school she attended as a black.

Alice is big and plump. A part of her low energy
level may relate to her heavy weight.

Alice is open and outgoing, even though she is low
in aggressiveness of expression. I have been considering a
class project of psychodrama, as an exercise in interaction,
and I wondered how Alice would like a program of black-white
confrontation structured into a psychodrama format. During
hex consultation, I put the guestion to her, making sure to
point out that I wasn't trying to direct her, but was offer-
ing my support for this plan if she cared to do it.

In her delicate manner, she turned her head a little,
wrinkled her forehead, and gave the idea thought. Then she
said, "Yes, I would like to do that."

I gave her a sample §f psychodrama format and told
her to think about a situation we co2xld structure. I
offered the possibility of bringing Nancy into the project

since I had also discussed psychodrama with her. She was
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agreeable, perhaps too agreeable.

In the small group, Alice said (in the "most proud"
exercise) that she is most proud of being "easy to please"
and "accepting." Was this her true feeling? Or was it a
learned, appropriate response to a white tecacher's guestion-
ing of her feelings?

At the time, I rcacted by telling her that I hoped
that I would know her at such time as she felt proud of
being difficult to please. Then I told her, in the group,
about the positive feeling I had toward her (as detailed
cbove), and I said with voice raised, "Who in the hell are
these people who are so important that you should be proud
of being easily pleased by them? What about you? What is
so important about making life easy for them? Why shouldn't
they worry about whether or not they are pleasing you?"

Alice just listened to all this without responding.
Later, at her consultatson, I told her that I hoped she
undcrstood that my rough talk had been directed at the world
that had put her down, not toward her. I told her that I
felt she could gain a lot by forcing herself to speak up in
class, since she had good ideas, and needed to get more
confidence in sharing them with other people. I asked if it
would make a difference if she understood that she would
never be criticized for what she said. She said it would,
and I promised to always suppert her, as a friend, appreci-
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ating her regardless of what she said. We came to an under-
standing which is supposed to result in her participating

more in the sessions.

Third Entry

It is apparent how different student histories make
for difference in development., Alice does not have kecha-
vioral models that offer her direction and aspiration, as
Nancy does. Nancy's life is rich with intellectual attain-
ment of people she aspires to join. Nancy's values require
her to strive for self-development. Alice has values which
do not spark corresponding energy. In attempting to serve
the affective education of Alice, I do not intend to support
the values that disadvantage her. For example, I cannot
approve of her pride in being easy to please. I must assist
her in search for values that may inspire her to more dyna-
mic life engagement.

This education approach establishes a framework that
defines development as that process associated with a more
effective, creative life-engagement. 1Is such education a
violation of Alice's rights? It would secem that Alice, in
coming to school, is demonstrating that she does not con-
sider her development to be sufficient for her life. We
cannot do justice to such announced interest in growth
without disturbing the schema of values Lhat defined the

behavioral dynamics previous to the school experience.
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Herbert Read discusces the error of attempting edu-
cation without exploration of values (Read, 1949}. Suffice
it here to say that it is not the exploration of values in
educational program, but the intent of the exploration, that
is an issue of human rights. If the intent is to facilitate
Alice's self-direction, her freedom may be increased by
value confrontaEion, I am going to assume. So I am going
to challenge Alice's values.

I feel that I neced to move past the self-concept
tangent that is my present focus with Alice. I nced to
relate to her world of ideas as well as to her world of
social relations. I will try to.enccurage intellectual

contribution from Alice in coursc sessions.

Fourth Entry

Alice has not yet volunteered a plan for the psycho-

drama confrontation.

Fifth Entry

(After 22 of 30 sessions.: Alice missed her consul-
tation appointment. She called up, excused herself from the
appointment, but éaid she would come to class, which she did.
On the phone, the TV was blaring in the background. 1In my
mind I saw a larger scene of disadvantage whicﬁ night apply
here. As I envisioned the miseducation of Alice's back-

ground, it scemed a miracle that she was in college in the
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first place. Who had encouraged her to come? Why? This
was a story I ought to know imore about, because I was start-
ing from that point in tryiag to encourage further self
direction.

Wiil she show gain from this course? I consider her
a real challenge, perhaps because she symbolizes the many
blacks of the disadvantaged South. What works for her is
important as a tool for others. I regret that the course
that I tried to organize last yecar for personalities like

hers couldn't get funding.

Sixth Entry

Through Alice's arrangement, two black liberators
visited a total-group session. The blacks represented their
position very well, but they got no support from Alice. She
remained the smiling, lovable black girl who offends no one
and is easy to please. But she recently told me that she
wants to teach, "to help m? people,"” I have tried to share
my perspective of how important she can be to our time ond
to "her pecople" as a future educator. I am anxious tc see
her post-tast results. It may be that she has made more

gains than I recognize.

Last Entry
By Alice's final behavior, I am led to believe that

she is mcre motivated now, and that she has more of a scnse

gy
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of personal worth and personal responsibility. It may be
that the course came too late and ran too short to make a
real difference. I will be influenced by her course evaiua-
tion in this regard.

Alice is of such an easy-going nature at this point
that it is difficult for me to sce her as a committed, eager,
and busy individual, who is engaged with value fulfillment.
But I will always remember her saying, "I want to help my
people. That's one of the reasons I'm going to college."
Suddenly she was black to me, not only in color but in
spirit. I saw, and I iiked what I saw. I hope very much
that this course has helped Alice on her way to leadership

in the black community.

dU 1
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ALICE BARAETTE'S COURSE EVALUATION

I have enjoyed Ed. Psy. this quarter and it won't be
a course that I will soon forget.

Sometimes I thought some of the things we did were
useless, but I sece now they were all for the help of better-
ing ourselves as an individual,

I think Mr. Alf is a great person and a wonderful
teacher. He is open-minda2d. He doesn't scorn anyone for
their beliefs, even though he may nol agree with all of
them, but he accepts that person as an individual.

I really got to think about myself and why I always
doubted myself and I came to the conclusion that as a child
I was sort of laughed at because 1 was always larger than
the other kids and made me have a low self-concept of
nyself and wondering whether people would accept me.

This coursc was centered around the fact that every-
one in there is an individual, and they are different and
this makes them unigque,

This course has made me becone mnre aware of myself
as an individual and that I have a purpose in life and I

should try to fulfill it.
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STUDENT RHISTCORY: ROY STOKES

First Entry

Roy never spoke during the opening sessions of the
class, except when he was specifically asked a question,

His CPI pre-test measures of poise, ascendancy, and self-
assurance were between one and two standard deviations below
the mean, Good Impression was 2 S,.D, below the mean,
indicating inhibited, aloof, resentful, self-centered
tendencies. At the point at which each student was indi-
vidually asked to declare whether or not he would commit
himself to the self-directed process to see what would
happer:;, Roy was the only student who failed to commit
himself. Ile said that he was "still suspicious,"

When the Gibson programned text test for self
evaluation of course content learned was given, Roy finished
first, by a considerable extent of time, I scored his paper
immediately and asked if he would like to see which answers
he got wrong, He said that he had other plans, if he could
Jeave. He explained, "I know about which ones I missed
anyway." I allowed him to leave,

I was concerned by his portrayal of indifference,

It struck me that I was going to have to work very hard to
establish an authentic relationship with Roy.

At the end of the first four weeks of the coursc,

before I had begun the individual consultations, 1 felt that
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Roy was the most distant student in the class. Yet I felt
that Roy's independent nature might be coupled with some
exceptional intellectual and creative abilities that could
make him one of the most gifted students of the class.
When random selection gave me his name for this history, I
was pleased, for I find him intriguing. His gaze is intense,
deep, distrustful. His manner is quiet but not conforming.
He imparts an air of having private understanding that he
feels is too superior to his class fellows to attempt
cpmmunication, and yet he imparts an unsureness.

Roy imparts potential giftedness, but it szems that
he has some very real handicaps in effectively utilizing his
talénts at this time. I hepe that the self-help process can

help him better engage his potential.

Second Entry

I had my first consultacion with Roy today. I asked
him how he felt about how the class was going, and he said
he felt better about it since the first small group session.
He said, "I enjoyed that." Since the small group had been
very open in discussing one another's problems, it was
encouraging to hear that he was not defensive about the
experience.

Roy was talkative in his consufeation. I remember
refleccting upon how much more talkative he was with me alone

than when the class was gathered. He seemed relaxed vath

duc
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with me, but he spoke hurriedly. He said that he r.ally
didn't know what he wanted to do. He needed to get a job
in that his sister would be starting college next year, and
his folks couldn't put two people through college at the
same timé——though he was paying about a third of his own
way.

Rey said that he had very recently decided to go
into teaching of high school English, at least for a while,
to get some experience. This is what had brought him to
the Ed. Psych. course.

I told Roy that he seemed like a person with broad
creative talents. He returned that he did love music and
that he played an electric guitar in a dance band, making
extra money upon occasion.

I asked Roy why he hadn't bothered to lcok up his
errors when he took the Gibson test. He said he didn't
know. I explained that he was different from other class
wambers in that everyone clse had studied their errors. He
said that he was careless like this about many things. I

asked him to work at discovering why.

Third Entry

In class, Roy volunteered that his cares in recent
days had centered about his potential. He said that since
his consultation ahd since reading the euzistentialisn book,

he had been doing a lot of thinking about himrself in this

El{lC ‘ Gy
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respect.

FPourth Entry

{(Written following session 22 out of 30 one hour and
40 minute sessions.) Roy told of talking to a friend for
four hours ir. regard to personality improvement. Also, he
and a girl talked through a Saturday night date about the
dynamics of their relationship. He has announced to these
people that he is on a program to improve his personality.
So, the intent to grow scems to be established.

To date, his interaction with the gioup is nct much
different than when he first joined the class. I feel that
if I could encourage or provoke him into interaction he
might become more social. I <o notice him opening up more
in personal conversation with me and in the small group

meetings.

Fifth Entry

Roy has returned from his absences, which he explains
to be dne to headaches. His methods may be neans of keeping
himself aloof from the action phase of the course. My
judgement holds that he took as much of the personalivy
treatment as he wanted at this time and then found ways to
cscape the rest. I don't know where this leaves hin. I
know he feels hetter about his potential. However, he hac
not announced any kind of change in his actioen plans, as of

his last consultation. He still hopes to return to his

49%
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Georgia home-town and teach there as a high school teacher
"to get some experience" for a ycar or two. In our last
talk, we discussed the advisability of exploration beyond
his toteal Georgia background. Roy expressed little enthu-
siasm for'such exploration.

Roy said, in his last consvltation, that he had
resisted the course method at first, but then had gotten
into it, and finally he had gotten a lot out of it and liked
this way of going about things. However, this statement is
not consistent with his recent poor attendance. Who am I

to say whether or not he was really ill?

Last Entry

Roy seemed to resist the class experience more than
any other class member. He missed three of the luast ses-
sions of the course. Hec offered that he had heen feeling
ill, but not ill enougi: to check in with student health.
Regardless of his health, one could sensc the alienation in
his attitude and lack of relationship with other students.
Ke looked for me in my office and didn't f£ind me on the day
of the student evaluation-of-the-coursc program. Then he
did not attend the oral evaluation.

My feeling is that Roy has deep-secated problems that
arc hai.licapping him as a superior young scholar and poten-
tially creat ive pevson. 1 shall ask him, along with the

rest of the class, to co.sider whather this course has gone

quu
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far enough; that is, whether psychological counseling might
be an advisable experience as a vay of further working with
some of the unfinished involvexents of the course. This

course did not last long enough to assist Roy to the extent

that he deserves concern aind encouragement.,

g1
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ROY STOKES' COURSZ EVALUATION

My reactions to this course are much more favorable
now than they were during the first month of the course.
Until the small group sessions began, I felt ill at ease
during the class sessions and questioned some of the tech-
niques and purposes the instructor used.

But when the small group sessions began, I felt
more comfortahle in the small group. Also, the consulta-
tions with the instructor served to boost ny self concept
and alter my self image. This was aided by some personal
experiences which led to a decision in ezrly February to
beccme a better person.

I may not have improved my creativity or expanded
nmy horizons or raised wmy goals, but I feel I m a ricey
and possibly wore oitgoing person tihan I was when I entered

the course.

O
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STUDENT HISTORY: CHERYI DUNAWAY

| | I have had my first consultation with Chery), who is
from a small Georgia town, As she characterizes herself,
she is still finding herself in the world. Her CPI is
distinguished mainly by its general lack of departures from
the norm, sixteen scales fall within 1 §.D, of the norm,
Intellectual Efficiency is on the low ecdge of 1 $.D. below
norm. Good Impression is depressed almost 2 S,D, and
Flexibility is elevated almost 2 S.D.

I read the 3-1/2 S.D. sprcad between Good Impressien
and Flexibility and the low Intellectual Efficiency and
slightly depressed overall profile as a pattern that, along
with my total observations gives me the following picture:
Over-all life engagement is adequate to hold her own, be as
happy as most people, not a troubleumaker,‘intentially,
for those who rely upon her, but also not likely to deliver
anything outstanding for herself or »thers. I would
speculate that she has censciously involved hec energy with
orienting her life to the goal of "normality." She shows
her energy mainly in her Arive to belong to the main stream.
She has advanced her intercests with two principal character-
istics: (1) a shrewd, distant warincss in her relations with
others, and (2) an insightful nature which is kept within

socially approved bounds but is nevertheless continuing to

411
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keep har open to growth experience.

In consultation, Cheryl expiained, "You know how
high school girls can bhe cru;l," ana she went on to tell of
her rejection by the circle of girls from whom she sorely
needed acceptance. She told of how terribly upsetting this
period of her life was. She had been bothered by horrible
dreams and other kKinds of emotional problems as a conse-
quence. Even now she felt different because of this, but
she was beginning to get over it, she felt.

I teld her of experience that gave me understanding
of vhat she had gone through and was trying to overcome.
And I explained what her CPI profile indicates for her
further development. I further explained that I was anyious
to support her in whatever she decided vvon in her self-
direction commitment {as orally cecxpressed in the full-class
session) .

She requested me to offer more knowledge as to how
she could best proceed with the job of bringing about the
changes that she wanted. I mentioned that some other class
members had asked for this kind of information. I said that
I was thinking about this expressed need and how I could
best help meet it.

Cheryl scems receptive and honest. It is an open
question as to how much effort she will put into her seclf-

development--with no further inspiraticn for her life.

dro
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1t seems to me that Cheryl may be a product of the
dynamics that Sontag (1958) refers to in his concept of

slidle into femininity. Cheryl may be viewing her college

experience as a self indulgent kind of pleasure leading to
the life of a wife and mother, for which she appecars to feel

she is already amply developed. My interest in Sontag's

concept of slide into femininity has me particularly curious
about this aspcect of Cheryl's dynamics. Other class members
chow similag dynamics. The course must operate with many
such unknnwns of inspiration, aspiration, sense of destiny,
and the like.

I have alceady mentioned Cheryl's concern for
belonging to a group. She is small, with big bright eyes,
an attractive l1ift to her nose, and a trim yet Wcll~filled
figure. One would not guess that she had suffered from
rejection by the girls she sought to be accepted by
during high school. Her quickness of bhody movement along
with her light air portrays a person capable of not only
acceptance but leadership,

I feecl that limited exploration of Cheryl's past may
be appropriate in helping Cheryl recognize what areas nced
rethinking.

Cheryl told me that she had been to a pot party.

She had been surprised by the discovery of what was going

vn. Users had argued that she was square in 1ot trying it.

41t
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She said that she told them that this was the wrong kind of
thing to get started with; that she didn't want that kind

of life.

Second Entry

Cheryl seems to have involvad herself with emotional
coping patterns in the tasks of social ascendancy and mate
attraction. It may be that she is like one of Viktor
I'rankl's scekers of happiness that he tells us will never be
happy because one doesn't get happy by working for it but by
working for less self-centered ends.

I am speculating as to what would best encourage her
self direction. I will find out how interested she is in

investigating the slide to femininity. As I see her now,

she is busy playing the safe course, but she is still suffi-
ciently daring to get herself to college and to succeed with
the life of a college co-ed. Increased ego-strength and
self-ascendancy would seem to suppoct whatever action
direction she chcoses. She has expressed interest in this
kind of lifting of her self concept. 1 still do not per-
ceive any inspirational challenge.

The experience of open acceptance of one another as
class members and the supportive relationships of the snall
group experiences should help Cheryl. She has an oppor-
tunity to support the growth of Alice, for example, in which

inttance her southern background might lning tension,

qLry
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Cheryl it is particularly important tm help build working
relationships of acceptance and support dynamics with other
class members.

After 1 see how she responds to other-centered
challenges, I will know more about where she is in her
development. Ber relatively high Flexibility means that
confrontations might send her hLome to rethink matters sin
has always taken for granted. Structure that challenges her
basis of personal acceptance and rejection of differences
would seem appropriate. Beyond this, I will ask her 1f she
wants to read about Sontag'e concept of slide to femininity
and then give her small group her ideas about it. It will
bz interesting to hear if she agreces that this is a big
factor in limiting giftedness and effectiveness of girls,
gencrally, with herself included.

The fivst question for Cheryl is how free she will
allow herself to be in reaching for growth. A second
question is hov much shr ' %11 lose herself in relations
with others. Sle may offer a pleasant surprise. She is the
favorite of my 13-ycar-old son, who met her at the class-

organized pizza rally.

Third Entry
At the small group meeting today, Cheryl said she

cared about living for meaning, about finding meaning in

41y
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what she did. She said that she cared about finding meaning

for herself.

Fourth Entry

(Written following session 22 of 30 one hour and
40 minute scssions.}) I had a good consultation with Cheryl.
She ceme in very smartly dressed in a purple suspendered
white blouse and modestly-styled miniskirt. She was care-
fully and yet daringly made-up. We talked about heing
uncomfortable as to how you were going over with other
people. She mentiored again that she was still getting over
her high school days' rejection by her girl friends. I
tried to factually document her accomplishments that made
her a success without having to bother to be son ...ng
beyond her natural self. I found that as she relaxed with
me, she becane a different and much more interesting person.

Twice she reacted to what I was thinking by stating,
literally, what was on my mind before I could beyin to
speak it. I mentioned the strange feeling she gave me in
reading my mind. She joked that there must be ghosts with
us--with a nice sense of humor.

I shared the feeling of wishing that she could be
more relaxed in social settings s» that her natural charm
could come through better. She gave the impression that she
was getting seriously interested in the course project of

increasing her self direction.
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But she is still mostly absorbed by her boyfriend needs and
involvements. There 3s the engagement she just tufned down,
for example, "to a boy with a big home with color TV and all
that sort cf thinc."

She said that she thought she would be married
before she ever finished her first year of college. This
was kind of as a confessicn that she had come to college .o
get a husband. fThen she said that now she thinks she wants
to finish college, get a credential to teach, before getting
married.

Given another organization of rociety, Cheryl might
have a wider range of alternatives from which to select and
design her life style for a small Georgia town. As is, she
must decide whether the role of a mother of a growing family
may in itself afford fulfillment.

Cheryl is not an outstanding example of a gifted
girl. But one can only specualate as to what she would be in
college if she had a history of more¢ inspiring life-orienta-
tion. 1ler emotional coping of being nice or ugly, as the
occasion seemed to demand, may have tended to keep her
uncreative. As long as others had done the creative coping
in her bechalf, she would have been less motivated to engage
in creative behavior. This pattern may have been reinforced
by Sontag's slide away from giftedness, to further handicap

her self-development.
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Fifth Entry

Cheryl is more relaxed, poised, and receptive in the
sessions, at all levels--individual, small group, whole
class. Her stature is increasing in the class. But she
still does not come across as a penetrating, big feeling
person. She shows little ambition or curiousity. Her
direction is still oriented toward being a small town girl
with limited horizons. But who is to say that she is wrong,
if this is what she wants?

This is a critical time of the course for Cheryl,
and many other students. At this point, she has to decide
whether to take self-development seriously or try to fake her
way to the end of this different kind of course. Under the
increasing course pressure, some kind of decision has to be

made.

Last Entry

Cheryl is coming across more mellow and deep. I
don't know whether it is her acceptar<e in the small group
that is doing this or a more fundamental re-orientation. 1In
any event, she is coming out much more genuinely than when
she started the course. At first I felt that I was talking
to a mask with her. Now I get the feeling of her intcr-
acting as a human being in authentic contact with her

surroundings.
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At the last small group meeting, she said that she
was gcing to hate to see this class end, that she didn't
know what would -take its place for her. She mentioned that
she never spoke Lo students of her other classes. but with
this c]asé it was different; whenever shs saw someone on
campus she would call out a "Hi" to them.

In her last consultation, Cheryl volunteered that
she was opening up only partially. I didn't press her,
since I am her consultant not her counselor, and the con-
sultant role does not include psychotherapy depths of
personality probing. With the course about to end, this
was more appropriately the time to be easing myself out of
the intimacy established. It all ends too soon. Cheryl,
like many another student, is going to need clos e teacher-
student relationships as sue continues her college experience.
Failing such educational structure, her development is going
to suffer.

Cheryl's admission of only partial openness shows a
developing honesty. She could becowe a truly talented and
dedicated teacher if she wants to. Will her progress
continue? I can better guess this when I have seen her peost-
course personality inventory. I feel that Cheryl has gained
in openness and p.ise, and direction. The openness allowed

the direction to shape,.
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But, again, the course was tco short. She, herself,
expressed the need for the course to continue. I saw her
change frem a defensively busy, intentionelly light-headed
kind of person to a more free, relaxed, extending, denuine
kind of individual. It is difficult to communicate in
words and establish through quantitative evaluation the
subtie perscnality shifts svch as I have witnessed in

Cheryl.
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CHERYL DUN&WAY'S COURSE EVALUATION

I feel likec the course has beein a profitable one.
It was very hard to adjust to, being the only self directed
course I've ever had.

I feel perhaps that too nuch time was wasted at the
beginning of the quarter. It wruld probanly be good for the
instructor to have a carefully planned schedule for the
first three or four sessions. The tests we tonk were well
worth our time, hut things could have bheen more organized.

Maybe a member of the class from the prior guarte.:
could come in and talk to the new students. He should tell
them some ways to preyare theuselves to get the most from
Lhie vlass,

The informality in class was very effective, I
enjoyed the close relationship of teacher-student and
student-student.

-

The small discussion groups were very advantageous.

Thez instructor did a very good jobh of estal:lishi..qg
ir the Weginning an atmosphere of ease. He chose very
interesting guests to speak to the class.

I think the instruct»r succeeded with almost every
class member in gelting complete honesty. The class is
certainly ronducive to open-mindedness. I learned to value

and respect my opinion along with the opinions of cthers.
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The instructor chose excellent literature for the

class--such as Existentialism in Education and Man's Search

for Meaning.
I feel a little bit bitter about the final, however,
I feel as-if we're given materiél we've never even seen
ﬁefore. Also, students in the other classes are taking the
final by the directions of their instructor.
All in all, the class was well worth the time spent.

I'd like to see many more like this in the future.
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STUDENT HISTORY: JOHN TAYLOR

First Entry

John entered the class a week late. I informed him
that he would he expected to study ten hours a week, two
hours for each credit of the course, and I told him a little
about the course and the self-directed process under which
he would be expected to do his own work, without the usual
kinds of teacher supervision. He was reluctant, and he
said that he would like to have a chance to think things
over.

At the next session, John reported that he had
decided to make the commitment I had asked for. That is,
he was going to study ten hours a week, as the other students
of the course had committed themselves to do.

J took him to be a deliberate, conscientious student.
His CFI chowed a positive self concept, about 1 $.D. above
the norm, and other distinguishing features of 2 S.D, helow
norm in Self Control, 1 §.D, above norm in Tolerance. This
was coupled with an Achievement via Conformance and Achieve-
ment +1a Independence reading about 1 S.D. below the norm.
Thie gave me a »rofile of a person I judged to be relatively
self-satisfied with a life-style that is somewhat irrespon-
sible, not very strongly motivated, and going nowhere in

particular, without feelings of inadequacy.
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I speculate that John comes from a family that
serves as solid support for his future, giv g him freedom
from worry about what he will make of his li.e. T .am
wondering how much John, at 20 years, has thought out an
independeht course from his parents' direciion; for his
CPI profile shows ¢ kind of coasting out into tlie world with
a continued personality engagement of childhoud pattern in
which creative attack upon his circumstances is lacking.,

At this point, I wonld say that if he is going to
be a teacher, he will need to find a fire for his ambition
in order to be an enthusiastic, dedicated teacher.

Phis much I know--he hac cxpressed enthusiasm for
the way the course is being conducted, and he has scored
anong the lolvest scores on the Gibson Part I test (a self
cvaluation exexrcise covering the first half of the book).
This would be consistent with the above personality analysis.

In the process of laying the profiles open daring
the first small group meeting, the “"coasting" pattevn cane
into the discussion. John concurred to a great extepnt with
the analysis I offered of where he seems to be relative to
relaxing rather than moving ancad with adult career building.
In fact, as John talked about himself, I was impressed by
how close the CPI profile came to predicting his words.

Then, when John came in for his consultation, he

expressed histility about his CPI. He attacked the inven-
1
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tory, calling for me to show him that this instrument war
measuring anything real about him. I told him we weren't
interested in the CPI; we were concerned only with what he
wanted to do for himéelf through his reading and other
course wof} so we might just as well talk about his idecas
as to where he was and where he wanted to go. He agreced,
and then he went on to give & picture of himself nuch like
what the CPI had offered. 1In other words, he said he had
solid family support; his Dad was a wholesale grocery
distributor and was weiting for him to get cut of college
and take over his business. He was all set up for making a
living and had no worries in that respect. At times he had
considered breaking away from the family and going his own
route, but he hgdn't takén any serious moves in that
direction. Meanw.aile, he said, he understood that he was
not as eager a student as most peoprle around him.

When I comparced what he nad said to what the CPI had
indicated, he notea the similarity and bhegan to look at
himself nore questioningly. I suggeste’ That he might ¢o
sc1e further thinking as to what was at the bottom of his
being angry about what we were saying in the small group
meeting, when he actuatly ayreed with it, as he now said in
the consultation.

As the concultation eaded, he said that he was alad

that he had com2 in, and that he felt much better now. I
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told him that I felt it was real good that he was so honest.
I said that I hoped that we could keep our feelings in the
open and be honest with each other. I had a good feeling
aboul the meeting, too. John is just thinking everything
over at tﬁis point. For him, the SDP of this course is
going to include a deep-think as to his identity. I specu-
late that for the present he will continue to do what he is
forced to do, even in regard to pursuing self understanding.
As the ccurse structure of existential deep-think of life
and direction is purzued, I wouldn't presume to guess as Lo
whether he will decide to turn on and begin to live a value-
integrated, choosing, and committed direction.

Since lower need hierarchy structures no challenge
for him, I may encourage him to read self actualization and
attitude chande materials that I have on reserve at the
library. He might be interested in Frankl's Man's Search
for Meaning, as a beginning.

To sum up, if John begins to aggressively direct a
self-help process of education, setting his own course, I
will encourage him. Meanwhile, I will use my instruvctox
role to bring a~~nt reading and discussion that is designed
to provoke him to think about what he does or does not want
to do with his life. At least, I feel, John will finish the
course with the self-knowledge that his life's questions are

biggar than whether or rnot to take over the grocery distri-
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butorship.

There is only time enough, at best, to expect the
beginning of a shift in attitude on John's part; I would
not be surprised if research instrvments fail to show the
course to have affected him significantly. Yet, a year
from now, he may look back upon the course &s significant
to his develcopment.

But enough of speculation. We shall see what John
will do. &s of now, he was among those who failed to
finish the Gibson test with the schedule to which they
committed themselves. I will give him the re-test, and
pleasantly make it clear that he is presently failing the

self-directed process upon which half of his grade is

based.

Second Entry

John was more .active in the small group session
today. 1In the "what are you most proud of" exercitse, he

said he was most proud of his honesty with others.

Third Entry

Joha failed to appear for the existentialism test.
Hr told a fellow student he wouldn't core to class because
.0 was not ready for the test. It scems that he is contin-
uing his "coasting" pattern in this class. I don't know

whether he will break through this habit to really look at

O
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his life style and where it is taking him. Perhaps he
already sees and does want to work for more than bhasic
survival needs.

The TDS structure seeks to provoke him to think
through his choices. Whicn is the same as to say that his
education calls for a process of choosing anew, which may
be no change or a great change ir his life style. XA con-
frontation may e ...eded. I feel it should come from his
peers in the class or his small group, not from me. I am
too separate, too biased against his "coasting" life stvle,
to be able to weigh his perspective. My genuine response to
him is probably important to give, and I will do this, but
he must have understanding and acceptance to remain open.

John scored 66% cn the Gibson Part II test. The
lowest score was 61%, and the class ﬁean was 78%. He was
not ready Zcr the test on schedule; he took it in the nake-
up session. I have the feeling that John is beginning to
E2el guilty because of his performance. We will next see
what he does when his coasting brings him into guilt situa-
tions. His behavior has given hints that he will becone
defensive in various ways as the course continues--unless

somehow he flips into a different pattern.

Fourth Entry

{(Following 22 of 30 sessions.)} John has not been
applying himself. He missed his consultation appointment.
O
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However, he came by after my lecture in which I brought
impingement to the issue of self development. I haven't
given up on him, but he is valiantly resisting, I am

pushing the dead weight of years of lethargy conditioned

from the displaced responsibility of his life style.

Fifth Entry

Today John seemed rea: alive to the course. It is
as if he has decided to move ahead, He volunteered that the
last two small group sessions aave been the best part of
the course so far, He has become pcrsonable and sensitive
toward the other stucd:nts. He makes fine contributions in
the sensitivity aspect of the sessions., He pointedly asked
me how I reacted to him--how he was doing, I told hin
that he seemed to have become more involved with the self-
development idea, I said that it was as if he had decided
that he had settled for too little in his previous self
concept of adequate effectiveness and that he now seemed
to have reopened exploration,

I have the feeling now that John will finish the
course with an elevated adjustment from his entry pattern,

but I predict this guardedly.

Sixth Entry
John has turned ocut to be surprisingly resporsive

to the course structure. In his last consulcation, te

4.31
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offered that he resented me at first because "you scare me."
He went on to explain that he had come to realize that he
had been hiding a lot of truth from himself that he should

have realized sooner. He said that he hiad gotten a lot

out of Viktor Frankl's book, Man's Search for Meaning. He
spoke of his meaning as relating to his parents and his
children to come--what he was receiving from his parents and
what he hoped to build as a heritage for his children. He
said that he understood himself and his intentions better
now. e repeated his plan not to get married for a while,
until he had better worked out where h: was going with his
life.

We talked about the future of continuing a material-
istic heritage in a small southern community. He referred
to the black liberationist who had talked to the class about
the "coming revolution." This seems to have hit home to him
power fully. He told me abhout the merits of an education as
the best investment one could make in an era that threatens

to get worse before it gets better.

Last Entry

Having arrived at the point of openness and genuine
re-examinaticn of previous attitudes, John moved back to an
aloof attitude when he received a D in the Departmental
Examination. John tells that he had resisted what the

instructnr had said because this information had been too

4 40



425

upsetting to his plans., He says that he has now gained an
attitude that may fit better with the times in which he
lives, What this means in concrete action is unknown to me.
John is still caught in the formative stage of his
career devélopment. This course only intensifies what has
been going on for him, Without this course, he probably
would have taken over his Dad's drocery business. He may
still do so. But I feel that he is going to take a harder
look at his life-long aspirations, in a deeper reflective
schema, A1l this is my feeling. T hope that some of what I
intuit about John shows up in his post-course personality

inventory.
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JOIN TAYLOR'S COURSE EVATUATION

I would like to say that this course made me think

more than any other course I have ever had. I would approx-

imate that I spent at least two houres a day associating

everyday experiences with the ideas I picked up in class.

In closing this work report, I would like to say, regardless

of the grade 1 get in the course, it has been a course that

has given me a great deal of self satisfaction,

I. Notes on evaluation: &tressing possible means of

becoming motivated.

A,
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Small group sessions were important in achieving
intexpersonal relationships among students and

professor.

Individual consultations inspired many people,
Here the professor had the ability to asscciate

his past experiences with the students' experi-

ences and was able to make the student aware that

the experiences, either past or present, were the

bases for attitudes and idens.

The importance of clearly designing the complete
course structure at the beginning of the course.
This runs parallel with assigning the right

materials (o use.

13
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D. The use of creating hostility as a possible reans
of feedback on the student's part. If this method
works, this is a good way in which to motivate

students.

o
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STUDENT HISTORY: DPONNA WILSON

First Entry

Donna is an attractive girl of 20 years, with a CPI
profile unusually different, unusually rich in development
potential., The most extreme scale is Well.Eeing, which is
4 5,D, below norm, Self Acceptance is 1-1/2 S.D, above the
norm, The Socialization scales follow a highly depressed
pattern, but with Achievement via Independence, we get
ascendancy to the norm, and with Flexibility, we get ecleva-
tion to 2-1/2 §.D, above rnorm, I see the high Flexibility
as a working tool of adaptability that gives promise for
doing something for herself in the arcas n-teding work,

I hope that she will find the Xind of authentic
student-teacher and student-student relationchips that will
begin to bring rome elevation of her sensc of wWell Being,
Fortunately, she is open and honest enough, and her ego
strength seems high enough, to look at her present life
engagement honestly. She is a very pleasant person, who
scems to be struggling with some kind of life circumstance
o1 adjustment prcblem that is rough for her to handle,

I am interested in learning of the history that
relates to the extreme vacillations from scale to scale that
we find with her, I may decide to suggest psychological
counseling to Donna, but at this point I am optimistic

about this course giving Donna substantial support for her

O
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personal development,

Second Entry

Donna is another testament to how different students
are from one another. 1In her-consultation, I talked with
her about her low Well Being. She told me.that she had been
very disappointed Qith the Uriiversity of Georgia. She had
planned and worked for this experience as for a dream to
come true; then when it aid, she was turned off by it,
leaving her nothing, sort of blank, and not knowing what she
was about.

She had hated her foreign language course of last
scemester because the instructoy had imposed it on them
rather chan making it interesting., Generall). =peaking, her
courses had not inspired hLer, which was particularly bad
because she had expec*ed such a differeni experience. At
times she had felt very confused, but she said she was
coming out of it,

Was she really, I asked., Or is that what one is
always supposed to say--tnat things are getting better now,

At that, she wasn't sure.

e tallied about possible complicating clrcumstances:
her social life. Boy friends, and so forth, Thu question of
whal she wanted from -chcol, and from life. She expressed
hey interest in art, and lately in art education. She had

once been in music, and hac played the flute, but had gotten
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away from that.

Still, she loved music, was real involved with it,
before she switched to art. Relative to art, she expressed
concern over being genuine, that is, really trying to say
something rather than trying to gain prestige through what
you do.

I sensed a void that Donna was structuring over with
her life engagement. We got into things to do for kicks.
She mentioned that she "hadn't tried any of the organics."

I pleaded ignorance, and she informed ine that these were
the mushroom compounds and that sort of thing. Nor had she
tried LSD., Actually, she had tried Mescaline., As for
grass, that was mos*ly imagination., Although she said this
aﬁout grass, later she said loud musiz knocked a person out
of their mind, and that it got you worse when you had been
smoking grass. She said that this was a horrible feeling
and yel great at the same rime,

The ease with which she handled the conversation made
it clear that she bhad talked about this a great deal before.
She told me that with some kids drugs are the only thing
they can talk about, "It's a regular cult with them. It's
their whole life."

I didn't want to get preachy, but I did offer that I
had recently gotten into an argument with someone who said

I couldn't knock drugs if I hadn't tried them. I said that
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I had told them that it was not the quality of the wine that
was in question, but tne quality of life without wine,
regardless of how inviting the chemical bliss or death

might be.

Wé agreed that there was more to be gained by
staying life—oriented._ I spoke up for artists as the
historical spokesmen for beauty of sense experience as a
universal privilege opened to all who would drink the wine
of tr~ world around them. I said that people who claim to
be artists and then turn to drugs for their kicks arec I1.:=
selling out on their own thing. Who is left to push the
naked beauty around us if artists switch to chemicals? She
agreed that it was like selling out.

I mentioned my appreciation of artists as value-
integrated people-~the true artists. I said, "Who else will
stay up all night just to make something that is beautiful?"
I said that pz2ople like that are the salt of the earth for
me.

She said that there are too few people who are busy
with trying to make bheautiful things, on their own.

I told her that as an artist, she was important, as
long as she was holding out through the rough go for
creative commitment. But the damn shame was that the
artist who took a drug short-cut was a nobody in a whole

new hierarchy in which the heroin addict was the Michel-
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angelo.

I tell all this to report my way of relating to
Donna, which may have been tno preachy. I know that Donna's
world derives from a long history of educat.on and miseduca-
tion, I realize that it takes much more than words to swing
direction from kicks to commnitment,

I dou't mean to infer that Donna is now an addict.
She tells me that she has not tried any hard drugs, 1t is
the psychology, not the physiology, ¢f her adjustment that
worries me, It is clear that Donna is dangerously alienated
from life and meaning (in Frankl's sense), even though she
is hanging in for a value-rich world,

After we had dragged hottom in talking about the
world of beauty that could be but isn't, I called her
attention to the remarkable simiiarity between her profile
and that of my good friend who is resident composer of a
state university and a former member of a famous string
quartet. I noted that the big difference in profiles was
in Good Impression and in Well Being. I suggested that if

she were on the faculty as a resident composer, and was also

a famous violinist, maybe she would have these differences
in her profile, too, She enjoyed this a great deal. It
picked her up considerably,

We got into what education could be as joyful

leerning experience, if the system were right, She scemed
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to get more involved with this possibility than anything

else. I offered to loan her a book, Education and Ecstasy,

with the promise that she would not read it if it didn‘t
grab her. I said that the book was far out, new and novel,
free-university oriented, with a break-away from old ways
that she rejected, and a reach for a dream. I felt that
this book might give her new hope.

Needless to say, this consultation ran beyond the
30 minutes. It took closer to one and a half hours. I
couldn't close it until we got to a positive direction.

After class, later that day, Donna waited for a ride
with a class member with whom I was having a long consul-
tation. Finxlly, Donna came in to see if we were about
done. She appeared to be high on something. Later, I
apolegized for the long wait I had caused her. She said it
was 0.K., that she had found something to do. Regardless of
whether or not she had chosen a little chemical companion-
ship to fill the time, the circumstance made me awaxe of
the tremendous differecnce L~:tveen words that issue fiom a
teacher's moncth and the big, wide world that engulfs a
person with its clock tic. Erncouragement of Donna, if only
for a few weeks, requir es more than words. Her education
rnust offer vision to share with her vision, dreams to tie
with her dreams, love to stand with her love, and faith to

join with her faith. I must allow her to become aware of
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my concern for her as a person. This may in itsel{ open a
world of education possibilities she has not envisioned--a
world in which all are students in a warm, caring involve-
ment with growth and life.

I have said that I may eventually suggest counsel-
ling therapy for Docnna; but tiis is no solution--it is only
the suggestion of a mcre appropriate specialist. Meanwhile,
we will see how STRUSD Education can serve her developmental.
needs. I am as pessimistic as I am optimistic. She will
write the ticket.

It scems very wrong that when this course ends,
there will not be a continuing program that gives her this
kind of chance. Her circumstances well illustrate the need
for STRUSD Education. Close teacher-student and student-
student relaﬁions would seem to be a continuing need for
her in her educational secrching and growing.

Ip weighing her cijycumstances, I take note of the
fact that her profile's similarity with my violinist and
resident composer friend may be significant. I feel that
Donna has true dynamics of creativity moving her, causing
her anguish unfelt by less scrious artists. Donna feels a
sick world encroaching upon her and she has not found the
safeguards and instrurents for defeating the threat of
engulfment. Donna will go a very long way as the creative

artist and spokesman she chooses to become, if she can win
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the battle of her present identity crisis in a way that
moves her into aspirational orientation in which she is

expanding to her full dimension of potential.

Third Entry

Just two days after getting the book, Education and

Ecstasy, Dcnna had it finishel. She returrzd it toaay. She
said she had enjoyed every bit of it. She talked a little
about it. A classmate, overhearing, borrowed it from me to
also read it. This was the first time I had seen her

enthused by her study. It was very gratifying.

Fourth Entry

Donna has begun another book. She is very independ-
ent in her relationship to me, not hesitating to reject ny
suggestions when she feels that way. Yet she is becoming
enthusiastically involved in the course reading. Her
change of attitude toward study is an encouraging develop-
ment. I am hoping that it continues and deepens rather

than fades out.

Fifth Entry

{Following session 22 of 30 sessions.) Donna, due
to an error, waited for me for her consultation at the
wrong time. She is trying. I am sorry I missed her. I
asked her if she wanted a time slot where we wouldn't have

to hurry with our talk, and she said, "Yes."
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Maybe she has things on her mind. I keep discover-
ing her potential as a young artist and beautiful person,
It would be disappointing if nothing good comes of this
course for her. I have seen her putting pieces together,
and I intuit that, at least, this course is a kind of
anchor, for the moment,

The Runners' Inventory indicated a high Social
Anxiety for Donna, 1In talking about it, she reflected that
it relates to the neced of her parents' acceptance of her,
This adds to her problems. Here she is, working hard at
being what she feels is the right thing, a genuine hippy-
artist, while her parents do not understund, and she feels
further alienated and hippy-like because they do not

understand. It is another way that she is sliced apart,

Sixth Entry

There is no closure available for me to subjectively
evaluate what Donna has received from the course to assist
her development. We may remember Donna's extremely low
score in well Being, Her pre-course Well Being was 4 S.D,
depressed. I do not know whether this has changed., She
does seem more open and happy, but this could be because
we all know each other better now,

I feel that her necds as an artist are somewhat
differcnt fron the needs of most other class members. It

would be valuable to have a small group r~f onrly art students,
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The small group discussions may have been far afield from
her universe. I would like to have given more direct
attention to the problems of aesthetic professionalism.

At least, I referred her to some hooks that ygrabbed her.

Last Entry

Donna wrote & sensitive and inspiring course evalua-
tion. From this I gather that the course experience was
very important to her. But where has this left her? She is
indeed a lost soul at this point in her life. I feel deeply
for her. But I sense that there is little tuat people like
me can offer her beyond a working structure of support, as
this course has attempted. A friend who knows her situa-
tion said that she may turn out to be a real self-actualizer,
if acid or speed doesn't get her in the proress of her
getting past her growth hang-ups.

It seems sad that a person could feel so good about
a particular college coursec like thisg, and still be caught
in the half-world between interaction with and escape from
the’r environment. That Donnu needs inspiring associations
and individual support is not in question, but wvhether to
suggest a jpsychological counselor to meet these needs is a
guestion.

I fecl that Donna's lite is going to be a lone

strugqgle,
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DONNA WILSON'S COURSE EVALUATION

It is very difficult to evaluate something as broad
and bizavre (to the present education system) as this parti-
cular ed. psych. course. I see it now, at the end of the
quarter, as only a beginning of a long mind-bending,
prokably eventualiy soul-rending, way of wviewing the educa-
tional system, myself in relaticn to it and possibly the
world. 1It's far reaching implications are yet to be seen
and nothing may ever materialize out of our group as far as
tangible evidence of it's ever being, but none the less it
did very surely exist as a real entity, at times a unified
whole going about the very serious business of knowing our
selves and one another honestly, unabashed, sometimes pain-
fully and joyously to the end of self-evaluation and
ultimately self-actualization (and effective self).

My first exposure to the whole idea of Alf's ed.
psych. 304 was one of dubicus examination, curiosity, and
hesitancy. His initial approach, one of informality and
straight forwardness, was truly surprising to me--it was
the first such approach I'd seen taken at the University,
and his encouragements to come and go as we pleased,
smoke, eat, and say exactly what we thought during class
about anything was to me a delight and at the same time
something of a shock. What was the catch? Everybody

secmed to be sort of wary of all this self-directed honesty
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bit, too. (A natural reaction, in the light of our fear-
bascd learning background.) Herec was, at last, someone
who didn't bother with trivialities like grades, lectures,
who wasn't a slave to finishing a certain textbook on time,
and who seemed genuincly interested in, of all things,
changing us in a positive way. It was too much. Well, as
for myself, after I got over the initial shock, I went into
the blissful freedom stage, where I just gloried in all the
new-found time Lo explore and immediately became side-
tracked with other things. Later I realized that the
freedom carried with it the responsibility to do something
with the course and all its potential, as well as mine,
which came around to that dirty word--work. Then I began
to realize that this commitment business was serious, not
just something you play around with--it called ior a dedi-
cation to an ideal. And not just any ideal. An ideal that
would be freely designated and chosen by an existentially
oriented person. It would call for introspection, which I
had already done a good bit of on my own, as well as cir-
cumspaction. The profiles and Runners were only the first
step to knowinug yourself; seeing on paper or graph your
particular way of leoking ac the world and yourself, giving
abstract feelings and vague longings a definite name, all
somewhat frightening, but s"ill a necessary part of the

introspecticer. Then with circumspection came a being
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exposcd to a multitude of new concepts and personalities,
from @ rigid Christian radical to a leftwing women's or
black liberationist; all peorle turned on to life in some
form or another - intelligent, active and determined to do
something in their particular sociological niche that would
have some effect on others. In short, awareness of the
incredible, lightning-fast happenings of today, now. As for
myself, I saw all this as a rare and wonderful exnerience,
one upon which I had accidentally stumbled, like lookinc
through the keyhole into a room filled with bhooks and
people, and wanting very much to go inside, and then
someone hands you the key. Not that this hasn't happened
before, but this is a new room, with new pecople and one
gets in and never wants to come out again. This decision
to go in and explore is a personal one and one that I don't
really feel should be bhrought into an evaluation of the
course. This can come with time, cnhe naturally following
the other, and just the significance of becoming aware in
this extensive way of it's being there is in itself a heck
of a lot for one course. Even with all its ups and downs,
I feel that Mr. Alf, with his gentle, and at the same tine,
strong concern for us as individuals, has managed to truly
stimulate most of us in the group in one way or another.
This is saying a lot for students having so long been con-
ditioned against real, exciting learning experience, and who

didn't really know exactly what it was, while at the sane
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time in the midst of an institution supposedly designed for

thal purpose.
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STUDENT HISTORY: JOY PHILLIPS

REPORTED BY: SMALL GROUP CONSULTANT (o)

Joy Phillips is married, with two children. She is
27 and majoring in mwusic. Initially, Joy's self conrept was
quite poor. Her expressed interest was to increase her
status by obtaining a degree. She had not really internal-
jzed the idea that she was a person of worth and ttat she
could use her opportunity to grow personally. The only goal
that she verbalizaed and defended was that of enhancing her
husband's musical career, and providing for her children.
Her hasic orientation was one of dependen-y.

In Joy, one could sense an awakening of interest as
the group progressed. She raised questions, read exten-
sively, siared her experiences, and was quite sensitive to
feedback {rom the group. She expressed an interest in find-
ing her own identity apart from her present social role
function. She seemcd to realize that she had skill as a
teacher. She became aware that her experience provided her
with a potentially higher level of maturity than her conter -
poraries without regard to their formal educational attain-
ments. She is an opcn and sensitive wersun, who was able to
utilic2 the group opportunity in concert with her class
exprrience. The 2vidence indicates that her self concept,
explon itmy behavior, and action-orienta“ion have moved in

a positive direction.
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JOY PHILLIPS' COURSY EVALUATION

My main complaint of the quarter was that the course
moved so slowly the first 6 weeks. I feel that Mr. Alf was
so concerned with getting everyone in class and telling us
what the course was about that time slipped away. For the
last 3 to 4 weeks, things have moved at a good pace.

Mr. Alf waited too late to set definite guicelincs.
If courses were taught like this everywhere, there ;ould be
no need for guidelines. Therefore, there must be a plan,
and it must be carried out. I felt that a list of Yocks
should be given out to help people get started. I zlso
feel that Summerhill and Walden 11 should be read aﬁd dis~

\
cussed in class. The work reports were not hard to do uatil

the hours were increased and I found myself not readﬁng as
carefully as I had been.

To promote more class participation, I would‘suggcst
aa exercise we used in EFN, Ask each person to cont}ibute
one pnint teward the subject, then procede with discussion.

This sometimes e¢ncourages guiet ones to speak up. l
.

T feel very-positively about the method of this
course and hope that the idea spreads rapidly. To sum up my
evaluation, I feel a definite plan with guidelines be pre-
sented at the beginning of the course. Taen if people miss

tects, etc., let it be their prollem, not the classes', to

be worked cut with instructor. Let the course procede
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whether people care about it or not. This way the students
who are going to benefil the most are not held back. The
work reports are a good idea, but I felt a need for more
suggestions for reading, etec. & etc.

Also, it was way into the course before 1 grasped
the idea of what we were supposed to be "turned on" about.
Perhaps the Maslow speech should be introduced much sooner.
The small group sessions were great, but again, I was at a

loss as to what we were doing for the first few times.
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STUDENT BISTORY: JULIA BRYANT

REPORTED BY: SMALL GROUP CONSULTANT (B)

Initial Interview

Julia is a tall, slender, attractive brunette. She
is anxious, and openly states that she wants to avoid self
disclosure. In private she reveals, "I am very conservative.
When I get into an argument I lose my temper. This embar-
rasses me and alienates others. I do nou wish to change.”
She goes on to state that her father is a "self-made" busi-
nessman, the owner and operator of a small business in a
south Georéia town. Her mother helps by keeping the finan-
cial records. She is the youngest of three children, with
two older brothers. She resembles her father's mother and
is very close to her father. She has experienced difficulty
recently. She was enrolled in a prestigious northern girls
school which she found to be quite a change frc.a being at
the top of her class in higyh school. She left this school
after one year. She denjes failure, and states that her
reason for coming to Georgia is because her father is in
poor health and she wints to be close to him. She is pre-
sently engaged to be married. Her fiance plans to enter
the business world, and she intends to finish college to be
a help-mate. Her primary int=2rest is in chemistry, but she
has choscn to become a teacher as a matter of expediency.

Although she likes children, she feels education courses are

ERIC

Aruitoxt provided by Eic:

e
,'
A



O

ERIC

Aruitoxt provided by Eic:

452

a joke.

Final Summary

Julia was able to express herself in the group. She
was quite attentive to ‘eedback from other group members.
She enjoys interacting with the group. Her initial rejec-
tion of the group was transferred to the 304 class. She has
considerable difficulty dealing with unstructured material.
This experience has confronted her with this basic -iepen-
dency in her muke-up. She has not been able to resolve
this. <Characteristically, she runs from discomfort. She has
resolved to give up education and work for a degree in math.
There are tuo many ambiguities in education. She feels that
if she cannct feed back known facts, learning has not taken
place. Her greatest concern is for her proposed marriage.
She both wants the relationship and fears the uncertainties
of marriage.

This experience has done little to alter Julia's
basic conflicts. Her level of anxiety is perhaps higher
than at the outset. She can and does relate . nre openly to
"strangers” or persons outside of her primary social group.
Her life goals appear to be lacking in meaningful direction,
and are nebulous to the point of being appreciably unaf-
fected by this course.

NOTE: Julia is not a typical case, but is rcported

here because she is best remembered. She is still vivid

dr o
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because of her mcnifest needs and the efforts expended by
the leader and other members of the group. Her position was
respected in order to assist her in maintaining a feeling of
self worth. (In an uncontrolled setting, she would have
been “scapegoated", which must happen to her in other set-

tings.)
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A COURSE EVALUATION IS NOT AVAILABLE FOR JULIA
BRYANT SINCE HER REPORT IS AMONG THE ANONYMOUS

SUBMISSIONS.
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STUDENT HISTORY: MARY JONES

REPORTED BY: SMALL GROUP CONSULTANT (A)

Session One
Mary Jones missed the first session, but she was

present for the remaining four.

Session Two
I had spoken only briefly with Miss Jones previous

to this session. If by virtue of her normal behavior, or by
design, with an attending awareness of tie group dynamics
present, Miss Jones, with ease andbmodified silence, ¢lippcd
into the group this evening. She had little to say other
than very calmly making appropriate verlal responses when
called upon by the flow of activities. My immediate feeling

about her was that she was present merely because of the

habit of being present at places she was called upon to ke.
Her outward calmness alwost seemed to approach the apathy
one f. .ds when he is merely going through the motions of a
necessary function, i.e., when he is really devoid of any

real interest in the activity.

= B P o ¥ Ty 0t AR iy o - <= - g,

Session Three

Mary opened up tonight. Her outward calmness was
maintained--it's her pattern of response. However, many
inner ccncerns, unsureness of self particularly, came out.

In this session, We gave honest evaluations of each other,

O
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and in response to everyone's comment about how self-confi-
dent she seemed, Maxry presented an opposite picture. Herxr
outward composure and lack of involvement were a cover for
fear of self-assertion. My impression was that here was
someone who honestly wanted to find sincere personal mean-
ing. but was hampered by a fear of trying. In her guiet way,

she was really reaching out.

Session Four

Mary is caught in turmoil tonigh:. She's made the
decision--a reflective and weighed decision--that she agrees
totally with the present studen£ movement on campus. How-
ever, she's caught by guilt, because she thinks she hasn't
outwardly stood up for her convicticn; the fear of crlticism
is strung; the struggle ior courage is overvhelming., She
needs to practice self-assertion--the first step is the

hardest to take.

Session Five

I decided to use a socio-drama tonight involving a
conflict situation, where the actresses would have to make
difficult decisions "on their feet" so-to-speak. Although
there vere multiple reasons for using the technique, it was
also a practice session at assertion for Mary. She ﬁandled
herself swiftly and decisively and narveled at her ability

to do so. She later commented that this activity had been

de
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of tremendous value to her. My inclination is to believe
that since the last session, she had already made the neces-
sary growth, wich or without the drama. It merely provided
her the first opportunity to see herself in action. Of
course, the fact that it was not a totally real situation
allowed some psychological safety for taking the first step.
Mary made tremendous growth. She did much of it on
her own and possibly would have anyway without the class.
However, it did provide a catalyst and at the same time a
cultural island that offered a deyree of safety for experi-

menting with new forms of behavior.

O
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MARY JONES' COURSE EVALUATION

Last quarter, winter guarter, began a new phase in
my life. I was "turned on," so to speak, to finding out
about myself. One person who I was with a great deal of the
time (a psych., grad. student} made me begin to think about
the importance of self awareness.

Naturally, when I found out the nature of the
course, and the way it was to be taught, I really got
excited, because I though* this was a way of finding self-
awareness,

The course has made a big impression on me, I have
enjoyed the non-structure of it.

About three weeks into the course, I became doubtful
as to whether it was working or not. I, myself, became
irritated with the structured parts of it, such as being
required to be in class, and being required to work ten
hours a week. I thought it was contradictory to the whole
idea of the course.

But as time went on, I realized that the more I put
into it, the more I got out of it. Thus, self-direction
seems to be nquite effective for me if I take advantage of
the freedom.

The small g-oup meetings have been particularly good
for me. I felt no inhibitions and learned much from the

close interactioa. True feedback about oneself is vital to

d/1
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his self-development,

The different speakers we had during the guarter
was something else that made the course exciting. They
provoked much thought. It was very stimulating, and that is
something I need--stimulation. I thought more this quarter
than I've ever thought before. I felt so much more like a
*real, live person."

After this course I know mysel. hetter, and I will
certainly use the "self-concept" in my teaching career.
It's one of the most important things in life to know one-
self.

REACTION: Good Experience -- hope I can continue it.

4/
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APPENDIX F

STUDENT EVALUATIONS OF STRUSD

EDUCATION TREATMENT A

The evaluations were received by a student committee
elected to direct the evaluation proceedings. In advance of
writing evaluations, students were assured by the committee
that their evaluations would not be given to the instructor
until after the course grades were posted. Nevertheless,
the students were given the privilege of anonymity in their
evaluations. Of the evaluations here included, evaluations
2, 4, 5, and b6 were not signed.

The first three papers were randomly selected; the
last three papers were chosen by the researcher to represent

the most extreme viewpoints toward the course experience.

470
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STUDENT EVALUATION ONE

(A Random Selection)

This Educational Psychology class has really been a
unique experience. I must admit there have been times when
I disliked this course, yet overall I am very yrateful for
it.

During the first few weeks of the class, I felt that
we were just going about in never ending circles. We were
supposed to be self directing our course and I didr't know
which way to direct myself. I must admit that my confusion
about teaching had always secretly existed. Time to read,
and think for myself was really just what I wanted to do.
Now I'm gung-ho on teaching, and not even chemistry can stop
me.

The idea of a self directed course 135 a very good
one. I really enjoyed reading and thinking what I wanted to
read and think for a change. Because of this freedom, I
feel that T have learned more in this class than someone
who would have a lecture ccurse in Educational Psychology.

I have rcad material that I might never have gotten around
to reading had I not had this freedom. I developed an
interest in Gestalt Therapy and the Logotherapy and several
different teaching techniques.

Another thing I liked about this course was the

guest speakers. I think that you can learn something from

4 7.
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everyone you neet, and we certainly met a wide variety of

people.

The small group experience was very mea@ningful to me
because I find it much easier to be myself there. I am
grateful for the insight into our personalities. I think
that the small group idea should be incorporated into many
other courses,

The only complaint that I had with the coirse was
the work report. I really got to where I hated to have vo
do one, Maybe the reason for my dislike of the reports lies
in the fact that I got behind a few hours and just couldn't
seem to make up the reading time. I spent much more time
thinking about thinys related to the course than I ever put
down cn any work report, After I finally did go to the
library aud read some of the books Mr. Alf had on reserve,

I found that they were just as interesting as the books that
I had selected for myself in this course. I had thought
that they would be dull, and I hated to have to go sit in
the library for two hours when I prefer to read at mv dorm,
1 found some of the books to be so good that I just couldn’'t

bear tc put them down, especially Education and Ecstasy. 1

will not have time to read all of the reserve booxs before

the quarter ends, but I have already made my summner reading
list and I do intend to read them,

If this course had done nothing for me but widen my

475
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reading interests I would ke grateful. Yet, it has done
much more. Before, I was content to say I was going to do
something; now I do something. Thanks for the chance to do
it alone, Alf. I wish I could have turned on my light

earlier in the course of my life.
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STUDENT EVALUATION TWO

{A Random Selection)

Educational Psychology 304 will definitely be cone ot
the college ccurses that I will not soon forget. I must
admit that I was rather skeptical of all education courses
before enrolling in this course. I had heard the usual
comments about education courses in general, "It's Spring
Quarter, you want tp take something easy, why not sign up
for an education course if they're not already filled.
Anyway, education courses are just a bunch of common sense."
I nust admit that I have definitely changed my attitude
toward education courscs and education in general.

Through the efforts of the instructor, this course
has been changed from an extremely boring 100 minute lecture
course into a lesson in human growth and understanding. I
have learncd what other people felt about education, but
even more important, I have solidified my beliefs about
education. Education does not have to be the monotonous
exchange of lectures on the part of the teacher and recapi-
tulation on the part of the student. It can be something
dynamic, something the student is interested in, rather than
merely what the instructor is interested in.

However, the most important accomplishment of this
course has been its effect on me, my life and thinking. 1

have learned to break out of my little microcosm and become
El{llC 474
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involved. I have learned that my opinion about anything is
just as good as anybody else's, as long as I have satisfied
my own mind on how I stand. Also, I have learned to accept
other people's opinions and test them against my own opin-

ion.

My development has been greatly affected by this
course. I have finally come to realize that this is my
life and I must satisfy my own goals and needs on the basis
of what T want, not what other people want me to want. And
I hope that I can instill this attitude into my students in
future years--this is your life, it is the only life that

you will have, therefore live it to the fullest.

O
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STUDENT EVALUATION THREE

(A Random Selection)

1 - The programmed text was not suitable and should be

replaced by a standard text.

2 - The class objectives in regard to work-sheets should be
changed. Perhaps letting the class write a short summary in
class over each article or book read would work out better.
Having to write dcan time and what you have learned is very
hard. Many times you don't get the meaning of a book until

it has been completed.

3 - Lectrres at night in auditorium should be optional.

They were not helpful at all.

4 - Existentialism should not be a required text; it is too
deep to try and cover in two weeks. A text on the meaning
of life or on a subject voted on by the class would be more

helpful.

& - Small group meetings should be continued and increased
if possible. This is where the strength of the course lies.

You Jeacn to be honest, open, and Jearning in these groups.

6 - Some different type of grading system should be used.
Final by depart.:ent shouldn't count at all although telling

group this might make them relax in this department. Small

A1
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groups should be graded in some way since most everyone
benefited from them. Reserve articles is a good idea and
is helpful, Maybe points could be given for each article

that has been read.
7 - Keep class size down a little more.

8 - This type of approach will work, but it still has flaws.

It should become even more self-directed.

45



O

ERIC

Aruitoxt provided by Eic:

472

STUDENT EVALUATION FOUR

(A Researcher Selection)

For the first time in my educational process, I rave
been able to think in a course. For the first time I have

not only been able to think, but have been encouraged to do

so. This course in Educational Psychology is a stimulation

to my intellect rather than a fact sheet of information to
be learned, tested on, and then to do with as I please.

I have had a tremendously valuable experience
throughout this quarter by attending Mr., Alf's course. I
feel I have been pushed into expanding my mind, expanding my
life, and my life's goals., I have met a person who is con-
cerned about me, who cares about me, and at the same time
still trusts me enough to choose my own ways.

The course does have its faults., The faults, how-
ever,; lie with the students and not the teacher. After

persistent prodding, encouragement, and at times almost
pleading, many students still stubbornly refused to be

released from a structured thought pattern and move into a

new, stimulating and exciting intellectual freedom. Perhaps
this opportunity came too late.

I personally was subconsciously waiting for this
chance to think. I needed the encouragement and push to get

me going. Herb Alf pushed.
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As far as the learning of Educational Psychology is
concerned, I feel I have learned as many facts and figures
as any course could have taught me, but in addition, I have

learned so much more . . . "man's search for meaning."

o
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STUDENT EVALUATION FIVE

(A Researcher Selection)

I think subject matter and individual expanding
should be combined. I think Educational Psychology itself
is important enougbh tc have some time devoted it by a
teacher who is better qualified than the students to guide
them in the subject.

% also thiirk the course would be more successful
if the teacher were explosive and exciting as the inner-
directed people I have known, such as ministers, etc. The
electricity of this type personality would be transmitted
to the students. They would at least want to know what

could make a person this electrifying.

dxa
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STUDENT EVALUATION SIX

(A Researcher Selection)

I feel that this course has very good intentions,
but that such a structure shéuid be handled in a different
way. A truly self-directed course would be a wonderful
thing, but this course isn't truly self-directed. There
are students who will be stimulated to do the work and
those who will not be. NO course can be expected to be
meant for every student in a class this large.

Making the student show a work report doesn't mean
anything. One can lie about it or he can really do it.
Merely making the student write down every minute he spends
in the course doesn't mean he's really doing it and nothiug
can make him do it if he doesn't want to. For some students
the instructor has failed to be the motivator in this
course. The subject matter has also failed to be stimu-
lating. But as for changes, there are none. For if one
changes the course for one, he will deprive the other stu-
dent. Like I said, this course wasn't meant for everybody
and one can't expect everyone to benefit the same from it.
I feel that the work reports are the biggest waste of valu-
able time I've ever experienced. I feel that a ten hour or
twelve hour work week is ridiculous. T feel those tests at
tha beginning of the quarter should be eliminated, and I

wish the instructor would nct harv on attendance and punc-
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tuality so much. You can't force a person to do anything.
If so, they feel threatened and though they may come, they
will grow to hate the course more. I feel that more flexi-
bility in this area is needed even if it just shows that the
instructor trusts the student enough to let the student
decide the best thing to do. I will not be forced to do
anything. If I want to do something, I'll do it and enjoy
it. If I am forced to do something, I'll do it and hate it
and try to forget about it as soon as possible. The really
only self-directed part of this course is allcwing the stu-
dent to read what he wants to and to talk aboul what he
wants to (if the instructor isn't rambling on with his hand
over his mouth which is the way he speaks on many occa-
sions). I did find the consultations very rewarding and
also the group meetings. I wish ﬁy group leader could have
been my instructor. I really could have torn this class up.
It's too bad this class had to be so large. 1 did, however,‘
learn from this course--I learneé what not to do if I ever

teach.
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ADDENDA

The following is a final note submitted }y tie
anonymous writer of “Student Evaluation Six" aft.r the last
session of the course. The final note was signec¢. The
student later revealed the authorship of the studcut evalu-
ation, and the style of ithe handwriting unavoidarly identi-

fizs the mutual origin.

Dear Nelb,

I came by just to "chew the rag™ a iittle. I didr't
get finished taiking with you this morning in class. There
was a ot of reaction after class that I feel you might be
interested in. I'd like to talk to you about these reac-
tions, my self-concept and youw. People vreally benefited from
the intercourse this morning, and many told me that they
wished the cou'se had just begun. But what has begun will
continue inside peopl:. You've lit some fires in people and
you should feel proud. Nobody walked out: ¢of the class this
morning wich thé same attitude they had before. I include
nyself. The impact of this course will not lose its ferver
in people. 1In the south, if you can move people at all
you've accomulished something aund you've done more. I speak
not only for myself, but for our class., I am sympathetic
with you because you are trying to move mountains and that is

hard to do with such a limited working force. But with
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€every coursec you teach yown contribute to the force and they
contribute to yours in helping you to move that mountain.
Don't let yourself he frustrated. Do what you can for
people and acknowledge the fact that you can't get to
everybody and that a few will not let themselves be moved.

For some this cource is over, for some it has Jjust begun.
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