DOCUMENT RESUME

EC 073 405 CG 007 850

ALTHC Fassow, A, Harry, td.

TITLE bMurturing I[ndividual Potential.

INETITUT Lo Assoclation for supervision and Curricu.um
Development, Wasninntcen, LC.C.

JUt Lk b4

RTINS Y8p.; Papers and Reports from the Association ror

L
Supervision and Currliculum Development Fesearcah
Institute (7th)

AunTlagLE FROM  bMational Education ASEDEiatiQﬂ, 1201 Sixteenth
Gliely Nawa, washiinglou, L.0, 20000 (HU $i.5v)

cDEN PRICH ME-FC.05 HC Mot Available from EDRS,

LLsChIPTORS Abillity Identiftication; #*Creative ih nkjju, vivergoent

al Develpment;
L,lf‘ji!lﬂ L
nt Development;

ativ
Thinking; #Human ﬁelatlgna, #FIndiwv
*Individual Differences; Fublicat
Environment; *5ocial Intluences: Stud
Students; Teaching style

AESTHRACT

i
]
i
]

=
]
LAt
]
e
(me} LﬂE‘

=

i

L

.

=

T

R

i
e

I '

]
ot T

W

L]

™

‘J—!‘ .

=
u._'l‘ "

o

[
oo

nere draw upon tl.e beha
and sociology to =2xami
nurturing ot individgual thengi
:Fquent& of learning Dppur url
d?VEl i

adeqgu

i
i

[l
u
< H
P e
ICU
i~
el
— =
Tl
el

I
o
rt

= L
rt
D
=

T
&
= o

ot
T
=
#

jall
I~
I
o

z
e
h._l
)
ng
o
o
<
T

ﬁ
et i i
o V]
e ()

O
=
T
o
¥
R ¥ I 4
=

of exploration include creative or di rgen
; the processes of teaching and the effects of téaéhinjt
n the nature of student achievement; and the impact of +he
nd community social milieu on learning. The articles

' pg1n% to a more méanlngful cons truct of the

r—'—
I'—-,—'
o
[t
T
ki
b
ﬂ M

u.L‘
i
rr_“u
P“W‘MWJ
: b
e ﬁ]‘

.E. .

aly
T

[y

i

ml

o T

L X1

b ‘
T R T T ke

Ly

b

'.41

b9
=
-
o s

e =

|G|
—

iy
[y
e b
W2 =
jou
t
uCL o

o

I
“_.
i
jatl
H
l'-‘
=

L

o
i
D
m
[l
M‘
ﬂu‘
o
&
W
L'J"'
- T
¥
ﬂ.u
=
)]
R
n“ﬂ'
Lad
.
]
ﬂ
)
U
L~

< T
u:l
H—M

=
n.—lit—
>
=
jon
jah

m

iy

o

-

Ao

o}

i

g

= ’ that graugg of
1 are confronted with learning tasks which seem inappropriate

and that cultural and subcultural forces significantly
pupil achievements. (Author/SES)

sch@@l pr@grams 1gna:é 1nd1v;dual anllltle

S e S O

- 1"

L
=

T

A 9

¢

-t
=
=t
[
oo
i
:j‘ FU‘
A
i -




PILLIED TROMN BEST AVATILARLL O OPY

R ASSOCIATION FOR SUPERVISION
o AND CURRICULUM DEVELOPMENT




L
o)
==

—

[~

NURTURING
NDIVIDUAL
POTENTIAL

Papers and Reports from

The ASCD Seventh Curriculum Research Institute

Edited by A. Farry Passow

Director of the Iastitute Staff

1201 Sixteenth Street, N. W., Washington, D. C. 20036



Copyright @ 1964 by the
ABS50CIATION FOR SUPLERVISION AND CURRICULUM DEeVELOPMENT, [HEA

1201 Sixteenth Street, N. W., Washington, D. C. 20036
Price: %1.50

Library of Congress Catalog Card Number 64-20147

o

ERIC

Aruitoxt provided by Eic:



Contents

Foreword v
Kimball Wiles

Acknowledorments  vii

Nurruring Individual Potential: An Introduction 1
A. Harry Passow
Professor of Education, Teachers College, Columbia University, New
York, New York; Dircctor of the Institute Staff

Conditions for Effective Personality Change 12
Donald W. MacKinnon
Director, Institute of Personality Assessment and Research, University
of California, Berkeley

Research in Protecting Preconscious Functions in Education 28
Lawrence 8. Kubie, M.D.
Director of Training, The Sheppard and Enoch Pratt Hospital, Towson,
Maryland; Clinical Professor of Psvchintry, University of Marvland
School of Medicine, Baltimore; Lecturer in Psychiatry, The Johns
Hopkins University School of Medicine, Baltimore, Maryland

Research on Enhancing Productive Thinking 43

James J. Gallagher
Professor, Institute for Research on Exceptional Children, University of
illinois, Urbana

it



Teacher and Classroom Influences on Individoual Toearning 57
MNed A, Flanders
Professor of Education, University of Michigaun, Ann sArbor

Social Class: Fducarion

1l Attitndes and Participarion 66
Richard A. Cloware

5
2
4
-
<
o
~
5
\n‘
]
E
‘j\
J
I

5 University, New Y.
sociate Director of Research, Mobilization for Youth

O

ERIC

Aruitoxt provided by Eic:



Foreword

ASCD Curriculum Research Institutes serve the valuable function
of ecncouraging scholars to extrapolate and form hypotheses concerning
the educational process.

Ideas presented at an institute may support some of our current
convictions and contradict others. For example, ir reading this collection
of papers, we may find ourselves concurring with Cloward’s generaliza-
on that the persistimg value orientations stemming from family, neigh-
borhood or cultural tradition facilitate or impede academic achicvement:
or we may d oursclves being vaguely disturbed with Kubic’s stress
on the import. ~e of preconscious lzarning. Both cause us to think and to
project possible implementation.

All of us want to be more effective in nurturing human potential. 1
think each of us will fecl a thrill of excitement as we read this pamphlet.
We will see the scholars pointing to some pitfalls into which we have
alrcady tumbled and to some vistas whose c:istence we did not suspect.
Their comments will help us recheck our theories that guide the way
we work with people.

In my opinion, Nurturing Individual Potential will be as effective
as Learning More About Learning, Freeing Capacity To Learn, Human
Variability and Learning, and New Dimensions in Learning in provoking
professional soul searching. ASCD is grateful to Harry Passow for his
skillful editing and to the contributors who confirm and/or confront us.

T

March 1964 Kimball Wiles, President
Association for Supe.vision
and Curriculumm Developrment
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Nurturing Individual Potential:
An Introduction

A, Harry Passow

THE Curriculum Rescarch Institute papers presented here draw on
the behavioral disciplines of psychology, psychiatry and sociology to
cxamine some aspects of factors affecting the nurturing of individual
potential. Obviously, content, scope and sequence of learning oppor-
tunities are central in individual development. The discussion here,
however, focuses on some of the significant influsnces which as yet hive
not been adequately explored by curriculum planners.

There are, for cxample, areas of individual differences which have

no. been taken fully into consideration in planning educational op-
portunities. Such areas of intellectual development as creafive or
divergent thinking abitities represent one such facet of potential, Analy-
ses of both the processes of teaching and of the effects of teaching
styles on the nature of student achievement represent another dimen-
sion. The impact of the school and community social milieu on learn-
ing, still another. These do not exhaust the factors and influences com-
plicating the task of school planning for nurturing individual potential
but represent a sampling from research and experimentation of con -n
to the program planner.

It is the cumulative interaction of student, staff, content, methad,
resources, school and community milieu and family relationships which
directly affects the development of the individual's potential. As we
comprehend these interactions and deepen our insights and under-
standings of their impact on learning, we begin to build a more mean-
ingful construct of the teaching-leaming process—a construct more com-
plicated but also more helpful than earlier simpler models. As we come

Q .
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school programs, rhat groups of youngsters are confronted with learning
tasks whicht scem inapproprinte for them, that cultural and subeultural

to understund that there are mdividual abilities ignored or slighted

forces significantly influence pupil achicooments, we begin to see the
rough outlines of a frumework for thinking about o multidimensional
approach w nurturing individual potential,

Donald V. MacKinnon describes the traits of highly creative per-
sons which hiave emerged from the Institute for Personality Assessment
Rescarch studies, He lists 17 factors which seem common to the ereative
adults studied, factors presumably reluted to their development as highly
competent, productive individuals, Most of these  distinguishing  traits
are descriptive of the individual's personality, his home and  family
relationships, and the circumstances which scamingly  contributed  to
his personal development.

Striking as is the relative absence of many familiar school-related
factors, the implications for educational programs and practices seem
relutively c.ls.i;ar to Dr. MacKinuon and his associates. In the first place,
he suggests that the school should aim to develop .. individual's
capacity for intuitive pereeption—"an immediate concern for implica-
tions, and meanings, and %u,mh;an:s,s and possibilitics bevond  that
which is presented to the senses.” What he is suggesting is that a
“factual base™ for student leorning be bui!t but that this should not be

an end in itself. Fer educators, there are implications in the notion that
a knowledgeable individual is ope who I]E—l%‘ accumulated facts, but has

developed the capacity to play around with these facts. What eduestional
modifications  will nourish this potential for intuitive thinking? Mac-

Kinnon argues for strengthening and reinforcing intuitive pereeption,
sctting goals for individual learning high enougli to challenge the stu-
dent, to involve him in problem- sDIvm}? :;p rations where the degree of

difficulty and frustration is sufliciently great to test his persistence,
MacKinnon also reminds L-l.ll“rh:uhlm ph’mn::—rr; and teachers of the
values of the phenomenon of serendipity in individual lcarning and

development. For instance, hc suggests that as a student withdraws
from a difficult problem to seck new approaches and new modes of
attack for its solution, he should have the chance to draw novel
strengths from an environment alive with ideas and stimulation, Mac-
Kinnon believes strongly that the teacher stirs his students’ imagination
by revealing t h; excitement and satisfaction he gains from absorption
in professional problems and challenges.




By presenting o view of the strocture of knowlodee in his subject
nrea, DY oseehing o clicit creative responses to many unsolved  probs-
lems, by evidencing s own commitment and  excitement. the weacher
olfers the student a model worth copying, Tt is {rom woch o vital
instructor that the student learns something of the dclight and tresh
insigits that flow out of conlidence in one’™ own competence and
exercise of one’s skill. The basic implication of MuacKinnon's remarks is
his belief that the teacher who would nurture creativity in his students
had better be o creative person himsclf, Reassuriagly, there are tech-
niques of instrucion better suited than <ome others to nurture these
potentially creative traits, Some of these techniques are explored in the
puaper by Gallagher.

A sclected sampling of rescarch related to nurturing productive
thinking in the classroom is presented b James Gallagher. He looks
at modifications in administrative arrangements, organization, curricu-
lum content, and mecthods. Gallagher uses the term C productive think-
ing” in a broad scnse to include many types of cognitive behaviors—-

problem solving, analytical, logical, as well as i_ii’c_g- nt or creative. As
to content, he points to scveral curriculum-building efforts by committees
of schc‘ﬂar% and edveators aimed at placing greater emphasis on in-
tegrating concepts, on inquiry in depth, and on developing earlicr readi-
ness for mnccptual learning. Methodologically, Gallagher points to the
need for curricular experiences which enable youngsters to acquire the
engaged spirit and technique of the independent inquirer rather than
the contemplative posture of the uninvolved onlooker. To illustrate one
possible approach, he describes a project designed to teach youngsters
tiic methods of scientific inquiry.,

Gallagher also points up the significance of the interrelationships
between content and method, between teacher and learner. He illustrates
these relationships by describing the effeets of different kinds of teacher
hehnvic’sf on children, He stresses the fact that as many questions arc

l"']

raised as arc answered for varying teaching strategies in affecting
chffzr’cnt aspects of individual behavior and in bringing about different
kinds of behaviaral changes. We know that—but do not know why—
various teacher approaches—questions, assignments, foci, emphases,
materials use, structuring—ean stress cognitive, convergent, divergent,
or r;-valuativ;z thinking or memory. How can teachers devise methods
and stress subject matter learnings which call into play different types
of iﬂtfilfzctusl ﬁﬁefitinnfz‘? How can the tecacher become more self-

comes, f"ai;lIltzitairisé or m‘npsdmg the grnmth Qf dlﬁlrent kmd% ﬁf ‘Ib!]!t]i%
Gallagher’s brief review of some research samples the findings
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which are emerging concerning the character of productive thinkers and
the effects on productive thinking of the interaction of teacher and pupil
and lcarning tasks. He urges that educational programs be developed to
nurture the productive thinking potential of individual students as well
as the moie usual cognitive learnings which are normally stressed.

Lawrence Kuble opens a neglected area for consideration by the
curriculum worker and teacher, Questioning the assumption that man
thinks and learns only consciously, he sugpests that throughout lifc
learning consists of numerous two-way interchanges—*. . . studying, learn-
ing, the incorporation of new data, the reassemhling of this new data
into new combinations is a mixed ingestive and projective experience.”
Kubic condemns the cducational processes which have failed to make man
more mature, “to free men from the neurotic distortions inherent in the
early steps of the growth process.” He views the conscious processes as
sampling devices and communication tools and argues that the intake of
factval data it overwhelmingly preconscious; that most, if not all, of our
thinking is preconscious rather than conscious.

Kubie challenges the schools to recognize the powerful preconscious
instruments of learning, of processing and of creating. He adviscs
teachers to study and understand the significance of preconscious func-

periods in individual development. The techniques nurturing the pre-
conscious processes are found, perhaps only indirectly, in Kubic’s belief
that what is needed is *“to be educated in how not to interfere with
the inherent capacity of the human mind to think.” He coniends that
educators must understand the implications of the school setting, the
methods, the data and symbols employed on the “free creative velocity
of our thinking apparatus” as it is braked and driven off course by
unconscious forces.

Kubie proposes that the preconscious processes be studied in the
clinical setting of laboratory or research schools which are analogous
to research hospitals. Finally, Kubie urges thai teachers observe them-
selves more acutely in relationship to their students, the better to
understand the ways by which preconscious nrocesses are curbed or
distorted since such curtailment and distortion ultimately affect the
d=velopment of the learner’s creativity.

Teacher Style and the Teaching Act
Ned Flanders reports on studies of teacher influence in the class-
room and the relationships of pupil achievement to teaching style. One
teaching mode, he labels “direct influence” and the other, “indirect



influence”; both styles determine the degree of learner independence
and, in turn, affect pupil achievement. From his own and related studies,
Flanders proposes some hypotheses about the possible effects of direct
and indirect teacher influence in those situations in which the goals are
clear and others in which the immediate teaching/learning goals are
unclear,

Flanders finds that teachers whose pupils seem to achieve above
the average differ from those below-average teachers in terms of gen-
eral flexibility and adaptability to the specific goals of the moment.
Though above-average teachers use time and methods differently, their
students score higher on the achievement tests. He finds also that a
pupil’s reaction to teacher influence depends on his perception of thﬁ
learning goal and the methods for attaining that goal.

Flanders' studies underscore the need for better understanding of
the many facets of the teaching act and of the meaning of compatibility
between teacher and student styles as factors in effective learning. The
way in which the teacher works in the classroom and the teacher’s
personality have important effects on the child’s learning and on his
emergent personality structure. The element of flexibility in the teacher’s
influence patterns was greatest in those classes in which achievement
was highest FlarldEFS suggests that i:réativg teaching and the rmrturing

mg w;th a partn;:ular gmup of studgnts in a p_arth:ular subjc:ct ﬁaldn-
rather than a fixed trait of a generalized good teacher. The “indirect
influence™ teachers seem capable of filling many different roles and of
shifting their roles in a manper which is consistent with the particular
needs of the instructional tasks faced. '

The achievement of higher academic standards Flanders cautions,
will probably not come through some meaningless “get-tough policy,”
but by asking questions and using students’ ideas, perceptions and
reactions to build greater self-direction, responsibility and understand-
ing. Higher standards, he suggests, come from having students face the
ccnsequences of their own ideas and opinions, not passively listening
to the teacher’s. It follows that teachers need training to develop their
sense of acceptance toward students’ ideas, for planning work and
diagnosing difficulties, as well as experiences that help them understand
their own roles and behaviors in classroom interaction.

Education in Disadvantaged Areas

We know that there are large numbers of youngsters for whom
existing programs are not adequate, who drop out of school or who

5
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fall to achieve. The impact of di%advantagcd environments on th
development of individual potential is just beginning to receive some
of the attention necessary if school programs are to contribute more
successfully to the develo: ment of individual potential. Cultural and
subcultural differences are highly signilicant in d;t;rmmmg the attitudes
dﬂd values of students, their aspirations, motivations and even academic

[

.\

___l:hdf'd Cloward examines the relationship between socioeconomic
position and academic achievemnent. His focus is on the special pressurcs
of children and youth in disadvantaged citv ar-as where deviant patterns,
suc.i as educationul failures, are common, What haobbles too many
children in such areas is the discrepancy between social and cconomic
aspirations and the legitimate opportunitics to achicve these goals.
Slum youth, Cloward contends, share the same aspirations as other
American youth, but are bléckcd by discrimination and other reasons
largely beyond their control from reaching these goals. He suggests the
uscfulness of identifying the *‘something™ in the organization of in-
dustrial societies which emphasizes upward mobility, viewing this factor
as a step toward understanding the lower-class patterns of relative edu-
cational stagnancy. Strussing the relationship of educational achievement
to occupational attainment, Cloward contends that youth who expect
future occupational rewards to be withheld from members of their
socioeconomic, ethnic, and racial groups, are unlikely to reach for high
levels of educational motivation and achievement. Academic perform-
ance is devalued because the young see no practical relationship between
school behavior and the realities of their future, immediate or long-range.

Studies substantiate the observation that there are marked class
differentials in access to education: the lower the social class, the less
likely it is that one can or will take advantage of opportunities. In-
adequate educational performance may be in part a responsc to restric-
tions in the availability of education and in part a rcsponse to the
inferior quality of education offered in lower-class s neighborhood schools.
Persisting value orientations that facilitate or lmpr_dg academie achieve-
ment may stem from family, neighborhood and cultural traditions alien
to the school. A child whose home and community have ignored the
particular value orientations which are rewarded in the schools and
whose values are, in turn, downgraded by the school, faces serious

problems in adjusting to the demands and requirements of the classroom.

Cloward suggests that the basic problem of equality of educational
opportunity has at Ieast three dimensions: that equivalent facilities
should be availuble to all regardless of socioeconomic, ethnic or racial
origins of the child; that individual differences in learning patterns

Q




should be taken into account in program planning; and that thc school
system should not be organized so as to favor children with a particular
kind of socialization. He argues that differentials in socialization patterns
arc fully as important as differences in learning potential.

The evidence that members of different sociocconomic strata ad-
here to different values and that these differences affect cducational and
occupational aspirations has direct implications for program planners.
For instance, the climate of the classroom and of the school can main-
tain or change group attitudes, depending on the kind of environment

r:re:att:d Ther& is EVldEﬁEL as wall that schmjl Elimﬂte h;zg dir‘t:c::t r:c;m—

llft;‘_ chregatmn s:;f sn:n:nal ;}asses in SChEGlS t;nds m dt‘;vﬁ'h}p deferg
norms, values, and social interaction. Cloward highlights the connection
butween the context in which children are socialized and their percep-
tions, expectations and aspirations. The larger the community of
orientation, the higher the aspirations of working-class youth are likely
to be and the more successful their cfforts to climb to nonmanual
occupations.

Cloward suggests that one’s economic goals influence the value
placed on education and schooling (the two are not always seen as
synonymous or related). Greater understanding of how educational
attainment contributes to mobility and to raising occupational aspira-
tn::ns, m tu__r'rl, increases thc: lrnpgrtam:‘g aszrlbed to fgrmal g:hgcﬂmg
school frlattéfs, thay are more Ilksly to acqmrg mc:reasc:d mtérﬂst arxd
concern for the academic achievements of their children and the nature
of the program provided for them. Other data indicate that schools
are a prime weapon for reinforcing or sustaining different levels of
achievement through the diffusion of educational attitudes and values
among students. Teachers tend to accept, and consequently to nor-
malize, lower standards of performance in schools in lower-class areas.
There are data—if these arc necessary—to bear witness that teachers
must admit some responsibility for the gap between aspirations and
achievements among dis advantaggd children and youth.

Cloward also explores the origin of somec of the piessures toward
delinquent subcultures wh,f;h stem, as he sees it, frem the differences
in opportunity systems open to youth or perceived as accessible to
them. His theory is that ‘“*deviance is a result of the sysiem of forces
governing the accessibility of culturally approved goals by legitimate
means and by illegitimate means.” It is quite possible that schools can
pursuc approaches to overcome deficiencies and redircct those necga-
tive attitudes which contribute to lowering achievement in the working-

7



class children. Certainly, there is room for programs which affect
initial and continued success for the child and contribute to the enhance-
ment of his feclings of self-worth, to more favorable attitudes toward
authority figures, to greater willingness to accept adult demands, and to
Increased motivation for further achievement.

There is growing evidence that the lower-class school has serious
damaging consequences on the development of individuals and on 50~
ciety’s resources as well. Data indicate that the “fact” of attending a
school in. a disadvantaged area is related to lower academic achieve-
ment partially since teachers adjust their norms and their standards to
the particular student population, as they perceive it,

Finally, in a paper not included in this publication, C. Wayne
Gordon described the influences of the peer group on the academic
achievement of the adolescent. The hypothesis tested by Gordon was
that major satisfactions and support from the peer group lead the
student to conform to the standards of conduct which the members
approve. Thus, the informal peer group becomes a powerful force for
socializing and influencing the student and determining his academic
performance. Of course, the standards and expectations of the peer
group may be quite different from those of the faculty,

Gordon suggests that it is the informal organization, the make-up
of the interpersonal relationships which are revealed in the friendship
and clique groups, which provides a web of organization directly in-
fluencing the formal groupings of the classroom and the club systems,
The motivation to work hard, the specific interests, the academic
achievement, the vocational aspirations—all these ar: heavily influenced
by the social system of the school. For younger children, there are
data to indicate that social-emotional acceptance by peers affects the
level of utilization of the pupil’s intellectual ability. Pupils who are
“influential” and accepted by their peers utilize their intellectual po-
tential (as measured on intelligence tests) to a greater degree than
those who are not as influential or as well accepted in the peer society.

Common Threads Emerge from the Papers

Several common themes seem to run through the papers even
though they deal with different aspects of nurturing individual po-
tential. Among the threads are these:

1. Each learner brings into the classroom with him certain po-
tentials, values, attitudes, aspirations, perceptions and emotions which
directly affect his interaction with the teacher, his peers, the content of
instruction, the, classroom climate, and the milieu of student subcultures.

[}
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This interaction affects the unique and total experience of the student,
as well as the extent to which he develops his potential.

David McClelland has urged us to shift the focus of thc talent
search to what he calls the open evidence of talent in action. He
hypothesizes that “‘talent potential may be fairly widespread, a charac-
teristic which can be transformed into actually talented performance of
various sorts by the right kinds of education.” The notions of ‘‘per-
formance of various sorts” and “right kinds of education™ pose a
chalienge in understanding more about the :‘ifferent approaches to
learning and different behaviors of youngsters as they confront seem-
ingly common tasks and similar stimuli,

2. Ther& are aspects :jf iﬁdividual differgnéés w‘hiﬁh hav‘e 'ru:st been
cgnsxdgratlcﬂ_ Edu:atijr& havs lﬁng been conscious E’nf the prﬁcssses E}f
creativity, for exariple; yet they now are wondering how to shield the
creative process from neurcac distortions caused by ignorance of what
Lawrence Kubie calls ‘“‘the preconscious functions of behavior.” The
implications that teachers should concern themselves with the affective
and emotional, as well as the intellectual and cognitive behaviors, point
t(j the nead fgr more att%ntign ti‘j thﬁ: ifiteractlﬂn bétwaan the. t&achﬁfs
tential. The concern w;th dgvelggmg dlfiérznt kmds C!f mtgllegtual
abilities—some of which have been ignored or minimized in the past—
opens up a challenge to educational planners. Teachers’ behavior and
its consequences in terms of students’ motivation, attainments and per-
sonal development is just beginning to be studied in depth.

3. There are many sources of talent potential still untapped or
inadequately developed. Currently, researchers are focusing -on those
groups which suffer the greatest loss of developed potential. We know
our schools are not serving well students who oome from lower
socioeconomic groups, from racial and ethnic minpority groups, from
the wvarious subcultures that bear the rubric, “the disadvantaged.”
Some of these differentials in achievement and maturation rates stem
from early verbal deprivation, some from differing valuation of the
significance 2+d possibilities . of education for social and economic
mobility. ' '

There are serious challenges in the findings that teachers adapt their
norms of success and standards of excellence to the compo.ition of
their student bodies: the lower the school’s demands, the lower the
standards. Some schools strengthen and others weaken the elements of
socioeconomic status, cutting a pattern which the secondary school can
seldom refashion—even when it tries. The elementary school vyields

Q . 0




carly evidences of uchievement or its absence; these mark the pu;:il
for differentiated curricula in secondary schools where, in turn, they
arc sorted into separate strcams of life occupations and status. As
teachers sct varying tasks and expectations, order academic groupings
within classes or classrooms, accept as normal low scholastic per-
formance, they contribute to a student’s self image and fix values and
attitudes. The consequences of this process challenge the schools to
develop all human resources, regardless of race, cultural background,
socioeconomic status or past educational tradition. Implicd in this
process is the admonition to teachers to raise the educational sights and
motivation for attainment on the part of large numbers of children and
young pcople.

Schools are again concerning themselves with their role in the
reduction of school dropouts and in the prevention of delinquercy,
With dropouts exceeding more than a million annually, it is obvious that
failure, frustration, disappointment and time-wasting all contribute to
the student’s leaving school. |

Individual potential cannot be developed by an educational pro-
gram when the student has left school. It is of little value to argue
vehemently for *“the maximum development of all individual poten-
tial,” when curricula are foisted on pupils which overlook their basic
needs and differences. Greater insight into the specific learning dis-
abilities of youngsters from disadvantaged groups and the implications
of the total school-community milieu as this affects learning is needed
for planners to cope more effectively with the basic elements of the edu-
cational problem.

4. The complexity of interacting forces which throttle or unleash
individual potential is being recognized more and more. We have been
accumulating more and more knowledge but have lagged in applying
this to school practice. The imporiance of affective behaviors in learn-
ing deserves closer analysis. How feelings and emotions—students’ and
teachers’ alike—interact to modify learning and individual achievement
should concern all program planners. The need for teachers to monitor
their own behavior in search for self-understanding and growth springs
from this same motivation. Many factors and conditions complicate
the task of the school in developing pupils to whatever levels of self-
realization and contribution the individual can attain. The unique quali-
tics of each student, thc variables in his school environment, the
cultural milieu from which he comes, all are essential strands in the
organization of school programs to serve individual needs. These have




meaningful and uscful models which assimilate the complementary fac-
tors of student, teacher, content, resources and climate for curriculum
design. Findings from studies of the tcaching processes need to be
integrated with those of learning processes.

The fresh concern for undeveloped areas of individual potential
underscores the neced for new kinds of curriculum sresearch: multi-
dimensional, longitudinul, and rich in techniques and design appropriate
to the task at hand. Finaliy, the nced for studies which focus on
clarifying the instructional process——specifically on whar is learned,
how, and by whom is highlighted. A realistic approach is wanted to
determine precisely the significant differences in students, izachers, con-
tent, mecthod, organization as these interact to contribute to the nur-
turing of individual potential. These papers suggest that some of our
thinking has been too parochial; our ccnceptual framework has been
too limited.




Conditions for Effective
Personality Change

Donald W. MacKinnon

FDE{ thﬁ‘; past six yéars we Qf ﬂﬁc Instltut& i::f P;:rscmahty A sess-

fnrma havg had a rare prwﬂege We hava gtudled mténslvsly natmﬁ—
wide samples of men and women who have been nominated by their
peers for the unusual creativeness with which they have practiced
their particular art, scicnce or profession.

The fields of creative endeavor which we have had an opportunity
to study have been creative writing (Barron, 1962), architecture (Mac-
Kinnon, 1962), mathematics, industrial research, physical science and
engineering (Gough and Wgﬁdqu:rth 1960; MacKinnon, 1961). If one
considers these activities in relation to the distinction often made be-
tween artistic and scientific creativity, it may be noted that we have
sampled both of these domains as well as overlapping domains of
creative striving which require that the practitioner be at one and the
same time both artist and scientist.

Artistic creativity, represented in our studies by the work of the
writers, results in products that are clearly expressions of the creator’s
inner states, his needs, perceptions, motivations and the like. In this
type of creativity, the creator externalizes something of himself into
the pubilic field.

In scieutific creativity, the creative product is unrelated to the
creator as a person, who in his creative work acts largely as a media-
tor between externally defined needs and goals. In this kind of creative-
ness, the creator, represented in our studies by industrial researchers,
physical scientists, and engineers, simply operates on some aspect
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of his environment in such a manner as to produce a novel and ap-
propriate product, but he adds little of himself to the resultant.

Domains of creative striving in which the practitioner must be
both artist and scientist were represented in our researches by mathe-
maticians and architects. Mathematicians contribute to science, yet in
a very real sense their important creative efforts are as much as any-
thing else personal cosmologics in which they express themseives as
does the artist in his creations. So too in architecture, creative products
are both an expression of the architect and thus a very personal prod-
uct, and at the same time an impersonal meecting of the demands of
an external problem.

It is primarily from having studied highly effective persons in each
of these domains of creative endeavor that this paper is directed to
the main theme, “Nurturing Individual Potential,” and to the more
specific topic, “Conditions for Effective Personality Change.” Only by
relating the more specific topic to the more general theme can one keep
a sense of the direction in this field. If one were to focus his discussion
solely on the “conditions for effective personality change,” he might re-
view what is known about the conditions created and utilized in prison
and concentration camps and in programs of brainwashing for the
bringing about of effective, in the sense of enduring, changes in per-
sonality. Such matters are not our concern here, however, but rather
those conditions within the individual and in his life space, especially
his educational envir nment, which we have reason to believe would
most effectively facilitute and cncourage the deveclopment of his po-
tentialities to be a creative person.

The creative individual, as we have scen him, is an impressive
person, and he is so because he has to such a large degree realized
his potentialities. He has become in great measure the person he was
capable of becoming. It is for that reason that a careful examination
of his characteristics, his attitudes, interests, values, cognitive styles,
abilities, and the like, and the life foreces which have nurtured his
creative potentialities, insofar as we¢ can discover them, is our first
order of business in attempting to gain insight into the conditions
which make for effective change.

It is a good deal easier, however, to describe the creative person
than to say with confidence how he became the person hc is, It is one
thing to discover the salient traits of mature, creative, productive in-
dividuals. It is quite another matter to conclude that the trajts of
creative persons observed several years after school and college char-
acterized these same individuals when they were students. Nor can we
be certain that finding these same traits in youngsters today will

Q- 13




identify those with creative potential. Only empirical, longitudinal re-
search, which we do not yet have, can settle such issues. Nevertheless,
considering the nature of the traits which differentiate highly creative
adults from their less creative peers, 1 would hazard the guess that
most students with creative potential have personality structures con-
gruent with, though pursibly less sharply delineated than, those of mature
crecative persons,

The problem is finibwr complicated by the fact that though our
creative subjccts have 1t} us about their experiences at home, in
school and in cnllege, and : ‘e {orces and persons and situations which,
u4s they see it, nurtured their creativity, these are, after all, self-reports
subject to the misperceptions and self-deceptions of all self-reports.
Even if we were to assume that their reports are essentially accurate
we would still have no assurance that the conditions in school and
society, the qualities of interpersonal relations between instructor and
student, and the aspects of the teaching-learning process which would
appear to have contributed to creative development a generation ago

were created in today's quite different world and far different educa-
tional climate.

Having noted this by way of caution, let us turn to the traits of
highly creative persons and the implications, as the writer sees them,
of their traits for those conditions most likely to nurture and en-
gourage creative potential.

Traits of Creative Persons

Creative persons are, to an extraordinary degree, open to experi-

ence, to the experience of their inner life as well as of their outer
environment and culture. This would seem to be almost the basic
condition for change, namely that one be receptive to new elements of
experience. One of the most important dimensions along which per-
sons differ is that of the open or the closed mind. The open-minded
person is keenly perceptive, the closed-minded individual is strongly
judgmental. Though it is an oversimplification to :tate it sc¢ biuntly,
it is nonetheless true that whenever a person uses his mind for any
purpose he performs either an act of perception (he becomes aware
of something) or an act of judgment (he comes to a conclusion about
something). And most persons are inclined to show a rather consistent
preference for and greater pleasure in one or the other of these;
preferring either to perceive or to judge.

One who emphasizes and prefers an attitude of judging will lead




a life thar is controlled, carcfully planned, and orderly, and when the
preference for judging is habitual and strong he becomes judgmental
and in the extreme pronc to prejudging. He is then the prejudiced
person.,

On the other hand, a preference for the perceptive attitude results
in a life that is more open to cxperience both from within and from
outside, and characterized by flexibility and spontancity.
person to be perceptive and open to experience.

The Minnesota Multiphasic Personality Inventory (MMPI ) (Huth-
away and McKinley, 1945) js a test designed to measurc tendencies
toward the major psychiatric disturbances such as depression, hysteria,
paranoia, schizophrenia and the like. On the eight scales which measure
the strength of these dispositions in the person, our creative subjects
carn mcan or average scores which range from five to 10 points
above the gencral population’s standard score of 50. It inust be noted,
however, that clevated scores on these scales do not have the same
meaning for the personality functioning of persons who, like our sub-
jects, arce getting along reasonably well in their lives and professional
carcers, that they have for hospitalized patients.

For our creative subjects the higher scores on the clinical dimen-
sions are actually less suggestive of psychopathology than of good
intellect, richness and complexity of personality, and a general lack of
defensiveness—in other words, of an openness to experience. We
mist also note, though, that there is in the Minnesota Multiphasic
Fersonality Inventory profiles of many of our creative subjects rather
clear evidence of psychopathology, but also evidence of adequate con-
trol mechanisms, as the success with which they live their productive
lives testifies.

The most striking aspect, however, of the scores on the several
scales of the Minnesota Multiphasic Personality Inventory for all our
male creative groups is an extremely high peak on the Mf (femininity )
scale.

This tendency for creative men to score unusually high on feminin-
ity is also demonstrated on the Fe (femininity) scale of the California
Psychological Inventory (CPI) (Gough, 1957) and on the masculinity-
femininity scale of the Strong Vocational Interest Blank (Strong, 1959).
Scores on the latter scale (where high scores indicate more masculinity)
correlate —.48 with rated creativity (MacKinnon, 1962),

- The evidence is clear: the more creative a person ig the more he
reveals an openness to his own feelings and emotions, a sensitive
intellect and understanding self-awareness, and wide-ranging interests in-
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cluding many which in the American culture are thought of as feminine.
In the realm of sexual indentification and interests, our creative sub-
jects appear to give more expression to the feminine side of their
nature. than do less creative persons. In the language of the Swiss
psychoiogist, Carl G. Jung (1956), creative persons are not so com-
pletely identified with their masculine persona roles as to blind them-
selves to or to deny expression to the more feminine traits of the
anima. For some the balance between masculine and feminine traits, in-
terests and identifications is a precarious one. Moreover, for several
of our subjects, we belicve that their presently achieved reconciliation
of thesc opposites of their nature has been barcly cffected and only
after considerable psychic stress and turmoil.

The perceptivencss of the creative person and his openness to rich-
Barron-Welsh Arr Scale (Barron and Welsh, 1952) of the Welsh Figure
Preference Test (Welsh, 1959). This test presents to the subject a
set of 62 abstract linc drawings which range from simple and sym-
metrical figures to complex and asymmetrical ones. In the original study
which standardized this test some 80 painters from New York, San

preference for the complex and asymmetrical or, as they often re-
ferred to them, the vital and dynamic figures. A contrasting sample of
non-artists revealed a preference for simple and symmetrical drawings.

All creative groups we have studied have shown a clear preference
for the complex and asymmetrical, and in general the morc creative
a person is the stronger is this preference. Similarly, in our several
samples, scores on an Institute scale which measures the preference
for perceptual complexity are significantly correclated with creativity, In
a sample of architects the correlation is +.48. If one considers for a
moment the meaning of these preferences, it is clear that creative persons
are especially disposed to admit complexity and even disorder into their
perceptions without being made anxious by the resulting chaos. It is not
so much that they like disorder per se, but that they prefer the rich-
ness of the disordered to the stark barrenness of the simple. They ap-
pear to be challenged by disordered multiplicity which arouses in them
a strong need which in them is serviced by a superior capacity to
achieve the most difficult and far-reaching ordering of the richness they
are willing to ¢expericnce.

The traits of the creative person reviewed so far suggest that the
creative individual, in controlling his impulses, his images and his ideas,
eschews the ego-defensive mechanisms of repression and suppression.
Much f experience which other less courageous persons would repress
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or deny is accepted by the creative person. But in accepting so much of
his own cxperience, which for him as for anyone clse is disturbing, he
must, one would think, experience more anxiety than his more restricted
and constricted peers. Evidence that such is precisely his fate is provided
in a comparison of the scores of more and of less creative persons on a
mcasure of felt and experienced anxicty, the Taylor Manifest Anxiety
Scale (Taylor, 1953).

It is not, however, that the creative person is extremely impulsive
and uncontrolled. It is rather that he has consciously to assume responsi-
bility for the control and expression of impulses and images which in the
peurotic . ly inhibited person are beyond conscious control and expres-
sion because they are not admitted into experience. Being unconscious
they are controlled in the more inhibited person, not by the conscious
¢go, but by the unconscious super-ego working through the mechanisms
of repression and denial. Our more creative subjects not only experience
more anxiety, they also have stronger egos. They score significantly higher
on the ego-strength scale of the Minnesota Mudtiphasic Persondality In-
ventory. '

Cognitive Style of the Creative Person

We may now inquire into the cognitive style of the creative person,
In his openness to experience, is he inclined to focus upon his im-
mediate sensory experience, savoring what is, or does he immediately
and instinctively perceive the deeper incanings and possibilities inherent
in things and situations and ideas which he experiences? In other words,
in his perceptions is he a sense-perceptive, concentrating primarily on
the sensory attributes of his experience and centering his attention upon
the existing facts as they are given, or is he an intuitive-perceptive ever
alert to links and bridges between what is prescnt and that which is
not yet thought of? Does he focus habitually upon what is or upon what
may be?

On a test designed to measure these two cognitive orientations—
a preference for sense-perception or sensation vs. a preference for in-
tuitive-perception or intuition (the Myers-Briges Type Indicator (1958)
—three out of four persons in the United States prefer sense-perception
to intuition, that is, 75 percent are sensation types.

In view of this it is especially interesting to discover that 90 pci-
cert or more of each of our creative samples show a preference for
intuition. The percentager of intuitives are: for creative writers 90 per-
cent, mathematicians 92 percent, research scientists 93 percent, and archi-
tects 100 percent.

Yol
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It is not that this finding is surprising; one would not cxpect creative
persons to be stimulus- and object-bound but instead cver alert to the
as-yet-not-realized. It is rather the magnitude of the preference for in-
tuitive perception that is so striking among bighly creative persons.

Closely related to the creative person’s preference for intuition are
his preferred interests and his emphasized values.

All the creative groups we have studied have shown essentially
the same characteristic pattern of scores on the Srrong Vocational In-
terest Blank. From sample to sample there has been some slight varia-
tion, but the general pattern is this: relatively high scores on such scules
as psyt:hulngl%t architect, author-journalist, and specialization level, and
relatively low scores on such scales as purchasing agent, office man,
banker, farmer, carpenter, veterinarian and, amusingly yet understand-
ably, policeman and mortician.

This typical pattern of scores on the Strong Vocational ’nterest
Blank suggests that creative persons are inclined to be less interested in
small detail, in facts as such, and more concerned with their meanings
and implications, posscssed of greater cognitive flexibility, and charac-
tecrized by verbal skills and interest in as well as accuracy in com-
municating with others. _

The Allport-Vernon-Lindzey Study of Values (1951), is a test de-
signed to measure in the individual the relative strength of the six
values of men as these values have been conceptualized and described
by the German psychologist and educator, Eduard Spranger (1928),
namely, the theoretical, economic, acsthetic, social, political, and religious
values. On this test, all of our creative groups indicate as their highest
values the theoretical and the aesthetic,

For creative rescarch scientists the theorectical value is the hlgh_s
closcly followed by the aesthetic. For creative architects the highest
value is the aesthetic, with the thcoretical value almost as high. Fcrr
creative mathematicians the two values are both high and approximatcly

equally strong.

It is of some interest, further to note, that, despite the success
with which, as entreprencurs, creative architects carry out their archi-
tectural practice, the economic is their lowest value. Indeed in the total
sample of 124 architects, the theorctical value correlates with the rated
creativity of the architects +.18, the acsthetic value .35, and the
ecconomic value —.48.

Turning now to the life histories of our subjects, we may inquire
into the kinds of experiences that nurtured their creativity, and the con-
ditions that fostered those changes in their personalitics which brought
their creative potentials to full development and expression. Let us now



examine the life histories of architects, since this is the
author knows . st.

Architects, like #ll the creative groups we have studied, show a
high sense of personal autonomy and a zestful commitment to their
p,rL}f;hSlQn, Morcover, the protocols of their life histories have revealed
a number of factors which in their carly years could be expected to
provide an opportunity and perhaps the necessity for the development

of a secure sense of personal autonomy.!

rroup thy. the
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Life Expériéﬁres Which Nurture Crﬁ::jﬁvi*’ry

or bc:th pargﬁts T_t 15 more frc,qucntl_y seen in Ihe: ILIdiltjﬁhh!p wuh th,;
father rather than with the mother, but is often characteristic of the re-
lationship with both parents. That is, there are neither strong emotional
ties of a positive nor of a negative sort. There is neither the type of re-
]atignship that fG%iEfS over- dep;rjdem:y nor ihe tv'pe that r;sults in scvere
thf;‘ :;L:;t:,f}nsh_:p of th.; E_.-hlhj tD h;s paru’:ia, Lhr;:ng is at IL;L‘?:E an abs;[ﬁgg
of the typc of psychological exploitation that is frequently seen in the life
histories of clinical subjects,

Second, and probably closely related to the foregoing, is the suggestior
of certain ambiguities in the identification patterns ¢ the architects. When
asked with which parent they tended to identify themselves fifteen of thzz-m
reported that they identified with neither or with both parents. Thirtcen of
them tended to ideatify -vith their mother and only twelve of the 40 re-
ported an identification with their father alone.

Before speculating about the possible origin and significance of this
factor, we might mention some other characteristics of the family constel-
lations that would also tend to foster its appearance. Hather often. there
existed a situation where the father was absent from the home (separated,
divorced, and what not) in a literal sense, but was very much present
psychologically, either becausc the mother kept alive the father's image or
because of visits from the father and the like.

In addition, the mother was frequently an exceptionally autonomous
person herself, either because she was the only parent in the home or be-
cause she led an active life with interests of her own, apart from her hus-
band’s, Thus, the architects often had both masculine and feminine models
for autonomous behavior, and sometimes had only a feminine model for it.

In any case, there are at least two speculative leaps that we might
make with regard to these identification patterns. In the first instance, we

can go from the artistic abilities and sensitivities to the identification pat-

|j:;\
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' Kenneth H. Craik. “Analysis of the Life History Protocols of 40 Creative
Architects.” Unpublished manuscript, 1962,
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tern. Onc might hypothesize that a youngster with such artistie predilec-
tions will be influenced in his identification choices by the degree 1o which
the value patterns of his parents are nurturant of an artistic orientation.
And, indeed, the evidence provided by this sample tends to support the
with the fnther along, the father having artistic interests, or identified
with the motiwr ilone, the mother having artistic interests, or identified
with both parents, at i~ast one of whom had artistic interests.

In five cases, the uarchitect reported identification with neither parent,
and 1n all five cases, ncithor parent showed artistic interests. Finally, there
are six cases Iin which neither parent showed artistic interests and in which
the architect identified with the mother. If we assume that in our culture,
the feminine values of the mother are more nurturant of the artistic orienta-

tion, we might consider these cases as support for our hypothesis. In

are a factor in the identification choices of thesc artistically inclined young-
sters.

We might then make a further speculative leap, going from these dif-
fused and perhaps conflicting, identification patterns to the career choice.
Thus, we might say that looking at it from the value system of our culture,
architecture is a good compromise career for someone with artistic abilities
and identification tensions. It is both artistic, feminine, and pure, as well
as businesslike, masculine (engineering), and applied. It is a career that
in some ways can replicate the tension between the dominant cultural mascu-
patterns of these men.

There are other factors in the early histories in addition to lack of
intense closeness and diffused identification patterns that point toward a
development of personal autonomy. There is a marked tendency for com-
plete lack of physical punishment and a complete lack of formal religious
training. Thus one may infer that in the area of rights and discipline—
t it is, in the area of persoral conduct—there was a good amount of
interpersonal give-and-take. Yet with it, one may assume, went a fairly
unstructured atmosphere and with that, o requirement of active exploration
and internalization of a framework of personal conduct. 7

In addition, the architects as youngsters had a definite freedom to
roam and explore and there was frequent moving by the family, thus pro-
viding an enriched environment for exploration and for, possibly, the en-
hancement of their visual-artistic sensitivities. 7 7

Autonomy and some sense of aloneness might be expected to appear
concurrently. Reports of aloneness, shyness, solitariness, are not infrequent,

ency for reports to be made that the parental family was in some sense
or other different from those in the neighborhood.
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In a number of cases. the visual-artistic ability was recognized to some
extent during childhood or adolescence and, in some cases, this ability was
@ osource of self-estcem for the voungster. In o few cases, the voungsler
was provided. vie this ability, with a certain special status within the family
unit. For Q\Jmpl; in one case, the architect reports that his family always
“rooted for me” during his training and professional career. However, as
a general case, it appears that the visual-artistic abilities and interests were
pretty much allowed to develop at their own speed and this pace varied
considerably among the architects. Aithough in a few cases there was definite
encouragement of the artistic skills, what is perhaps more significant is the
general definite lack of strong career channeling pressures. This is generally
the case, both for pressures away from architecture as well as pressures
toward architecture by architect-fathers.

These observations permitted the conceptualizing of 17 factors pre-
sumably re L. cj to tl“'a devﬂlﬂpmem of autgnﬁrﬁi)us secure aﬂd creative

absence of psychological e X{}lﬂltdtlﬁn of the child by .ne parents
2 AmhIgUlElES in identification with the parents: identification either
with I::c::th parents or with neither

3. Father physically absent from home, but psychologically presernt

1. Laf:k of intense closeness between the chil! and the parents and

—
m !
m

4. Mother an exceptionally autonomous person

5. Mother with artistic interests

6. Faiher with artis ‘¢ interests

7. Father in engineering, business, ctc.; mother with artistic interests
8. Lack of physical pumshment

9. Lack of formal religious training

10. Freedom to roam widely and ©  ~~lore

11. Frequent moving by the family

12. Expericnces of aloneness, shyness, isolation, solitariness, etc.

13. No dating during adolescence
14. Family different from those in the neighborhood
15. Visual-artistic abilities and interests allowed to develo op at their own

g
e
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16. Visual-artistic abilities and interests encouraged and rewarded

17. Lack of strong carecer-channeling pressures.

That these factors in the life history are indeed related to the
creativeness of our architects is indicated in a further analysis. A credit
of one point for the presence of each of these factors in the life history
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protocols of cach of the creative architects was assigned and the totul

for cach person taken as a score. The correlation of these life history
scores with the rated creativity of the architects is +.32, significant be-
yond the .025 level of confidence.

It is clear from their reports that certainly not all of the creative
architects had the kind of happy homes and favorable life circum-
stances so gencrally thought to be conducive to sound psychalogical
development. Some underwent harsh treatment at the hands of sadistic
fathers. These, to be sure, constitute the minority, but th:y appear to-
day no 1"‘%5 reative than those whose fathers offered them quite satis-
factory ma i res with whom easy identification could be made, though
there is some evidence that they are not as effective or as successful

ar
in the financial and business (masculine) aspccts of their profession as
the others.

Finding Life Careers

Settling upon their life careers came early for some, one of whom
already at f@ur h;iui df:r:—idéd hc w-ﬁnted tij bf: an zirr::hittzr:t ff)th;r‘% were

years past ;Gllﬁég t_h_a_t archzt;gturt‘; was what tht_z-y wa_ntf:_:‘d to praitlt;g!
In the case of several of these, the choice of a life profession was
made the more diflicult by virtue of the faet that they possessed so
many skills and interests, providing them with the possibility of many
quite different careers. Several w. - painters and others sculptors before
they became architects and soiie of them continuce today these artistic
pursuits in a professional and not merely avocational fashion along with
their architectural practice.

In school and colleue ihe creative architccts were tolerably good
students, but in general not outstanding if one may judge from their
academic grades. In college they averaged about a B. But what more
clearly appears to have characterized their college careers was the in-
dependence with which they worked.

In work and courses which caught their interest they could turn in
an A performance, but in courses that failed to strike their imagination,
they were quite willing to do little or no work at all. Tn general,
their attitude in college appears to have been one of profound skepti-
cism. They were unwilling to accept anything on the mere say-so cf their
instructors. Nothing was to be accepted on faith or because it had be-
hind it the voice of authority. Such matters might be accepted, but only
after the student on his own had demonstrated to himself their validity.
In a sense, they were rebellious, but they did not run counter to the
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standards cut of sheer rebelliousness, Rather, they were spirited in their
disagreement and ovne gets the impression that they learned most from
those who were rot easy with them. Yet clearly many of them were
not casy to take. Onc of the most rebellious, but as it turned out, one
of the most creative, was advised by the Dean of his school to quit
because he had no talent; and another, having failed in his desien
dissertation which attacked the stylism of the faculty, took his degree

iri the art department.

The sclf-assertive independence which theyv showed early and miani-
fested so clearly in school and college still characterizes the creative
architect. In the total sample, two Institute scales, one measuring scli-
assertiveness, the other independence, correlate +.34 and +.43 with
rated creativity.

Not only the architects, but all our creative samples, show this rela-
tive rejection of external restraints, freedom from crippling inhibitions,
and independence in thought and action. One illustration of the point
may bc based on an interpretation of the profile of scores carned by
more creative as compared with less creative subjects on the California
Psychological Inventory. In the interest of clarity of presentation, I shall

once again r)r sent data only for architects.

On the first cluster of scales, which are measures of poise, ascend-
ancy and Stﬁlf assurance, creative architects reveal themselves as domi-
nant ({Do); possessed of those qualities and attributes which underlie
ana lead to the achievement of social status (Cs); poised, spontane-
ous, and self-confident in personal and social interaction (Sp); though
not of an especially sociable or participative temperament (low Sy);
intelligent, outspoken, sharp-witted, demanding, aggressive, and self-
centered; persuasive and verhally fluent, self-confident and self-assured

(Sa); and relatively uninhibited in aressing their worries and com-
plaints (low Whb).
But it is on the second cluster of scores, those having to do with

responsibility, socialization and self-c t:mtml that creative architects dif-
fé]‘ rﬁz}%t widely fmm Ie;s t:rf:ativr; architeﬁtg "T‘heir SCOres revéal thv:;*

mhlbltmns (Icrw SG and Sc) not preixcauplad with thé m‘iprasman whz;h
they make on others and thus perhaps capable of greater independence
and autonomy (low Gi), and relatively ready to recognize and admit
self-views which are unusual and unconventional (low Cm).

As for the next cluster of scales, creative architects, like architect
in general, are strongly motivated to achieve in situations in which in-
dependence in thought and action are called for (Ai). Y :t, unlike their

colleagues, they are less inclined to strive for achievem: nt in settings

(]
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where conforming behavior is expected or required (Ac'. In efficiency
and steadiness of intellectual cffort (1), however, they do not differ
from their fellow workers.

Their scores on the last three scales reveal the creative architects
as definitely more psychologically minded (Py), more flexible (Fx), and
as having morc femininity of interests (Fe) than architects in general.

Implications of the Findings

What, we may now ask, are the implications of these findings for
the conditions for eflective personality change where the primary con-
cern is for the nurturing of creative potential in school and college?

What to me is most strongly suggested by our findings is that we
should seck to develop in our students a capacity for intuitive percep-
tion, an ‘.. -diate concern for implications, and meanings, and signifi-
cances, ind p- sibilities beyond what is presented to the senses. This is
not to sorc g slighting of facts, for there is a great wealth of infor-
mation wincih every educated person must possess. Without a richness
of experience, which may include a considerable body of fact, intuitions
may be original but they are not likely to be very creative. Yet I would
urge that in our instruction we never present a fact for its own sake,
and that in our testing of our students’ knowledge we shun questions
which require no more than identification of facts. I am convinced that
we can measure information which students have learned more reliably,
more validly and more economically by objective tests than by ess:
examinations. Yet it remains true, I believe, that a student’s preparatiun
for and actual writing of an essay examination forces him to exercise
his intuitive perception.

On another occasion T said what T am now saying by reminding
my colleagues that “ledge, the second element in the word knowledge,
means sport. Knowledge is the result of playing with what we know,
that is, with our facts. A knowledgeable person in science is not, as we
are often wont to think, merely one who has an accumulation of facts,
but rather one who has the capacity to have sport with what he knows,
giving creative rein to his fancy in changing his world of phenomenal
appearances into a world of scientific constructs” (MacKinnon, 1953).
And so it is in all fields, not science alone.

Rote-learning, learning of facts for their own sake, repeated drill
of material, too much emphasis upon facts unrelated to other facts, and
xcessive concern with memorizing, can all strengthen and reinforce
sense-perception. On the other hand, emphasis upon the transfer of train-
ing from one subject to another, the searching for common principles
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in terms of which fact: from quite different domains of knowledge can
be related, the stressing of analogics, and similes, and metaphors, a
Sgskl'g for %}mbc}hc cquivalents of cxperience in the widest possible nums-
ber of sensory and imaginal modalities, exercises in imaginative play,
Lraining m retreating from the facts in order to sce them in larger

ective and in relation 1o more aspects of the larger context thus
ai;:-_’_ic;ved; these and still other emphases in learning would, 1 believe,

strengthen the disposition to intuitive perception as well as intujtive think-

While our data suggest tha' a ric;h development of intuitive pow
facilitates creativity, they do not deny the necessity of accurate sense-

p;rcgpngn It is a matter of which g;,s emphasized. This is true also

with the perceptive and judging attitudes, both of which each of us
possesses but to different degrees. One must often enough judge and
evaluate one’s own experience, but it is important that we not pre-
] xcluding from perception large areas of expericnce.
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of ideas.

It is our duty as professors to profess what we have judged to be
true, but it is no less our duty by example to encourage our st

o open to all ideas and especially those wi :
nd threaten our own judgments. We gvcz hp service tc; thg umv&rsxt}z
as the testing ground for new ideas, but

testing rather than on new ideas.

I am impressed by the discrepancy between the score onur creative
subjects earn on the achievement via independence and the achieve-
ment via conformance scales of the California Psychological Inventory.

I am also struck by the descriptions of their behavior when in college.
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These data are congruent with all our Dbsgrvatmﬁs in assessment which
suggest that these subjects are now and for a long time have been
independent characters. It is an independence which manifests itself
not in footless rebellion but in the accomplishment of goals which the

individual sets himself and which he achieves in his own unique fashion.
I wcsuld infer from thls that if we are to Encﬂurage t:reatlmty iﬂ

EhElf t:dus:tan::)nal Cib_]ECIUVES.
It is our tagk as educators t
our individual courses. The goals,

set goals for the college and for

o
I believe, should be set in only the
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most «<cperal fashion, but they must be set high enough to challenge
the stueent nd to involve him in the overcoming of obstacles.

Morc specifically I would suggest that no course or seminar de-
serves a place in a college curricalum unless it requires of the student
the solution of some problem——a research project, a term paper, etc.
he requ uirement, stated in only the most general fashion, permits the

student to determine what specifically his own problem will be. Thus
he c:h:ji:’__s he scts the problem, and having done so, he might well be
left to solve it in his own way. Thus, we would provide the student
with what I believe to be ome of ‘he necessary conditions for creative
achicvement: the undertaking of the solution of a problem where the
degree of difficulty and frustration is great and the drve toward ac-
complishment is persistently strong.

If goals are set high enough, repeated periods of frustration will
be expericnced. It is at these times which I have called periods of with-
dra al from the problem that the college community, if it is a stimulating
intellectual environment, can contribute importantly to the nourishment
of creativity. For it is often in these periods of renunciation of the
rustrating problem that those accidents which induce sudden insight and

¢ thus not accidents at all, since one is set for them, occur.

This, as I see it, is the meaning of serendipity, the finding of
valuable or agreeable things not sought for. If, when a student with-
draws from a problem which has repeatedly frustrated his attempts at solu-
tion, he moves in an environment alive with ideas and stimulating con-
verse, the chances of the insight-inducing accident’s occurring aré maxi-
mized.

Finally, I think our data should remind us that our creative students
may not always be to our liking. Almost certainly we will at times find
them difficult to get along with. Yet if we recognize that some of their
behavior which may be most irritating to us arises out of a struggling
attempt to reconcile opposites in their nature and to tolerate large
quantities of tension as they strive for a creative solution to difficult prob-
lems which they have set themsclves, we may be in a better position
to support and encourage them in their creative striving.
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Research in Protecting Preconscious
Functions in Education

Lawrence S, Kubie, M. D.

THE implications of psychoanalytic psychiatry for education arisc
out of the continuous interplay between the leaming process and the
ubiquitous masked ncurotic process. [ will summarize this in as few

words .5 possible.

Implications of Psychoanalytic Psychiatry

1. In the present state of human culture (any human culture of
which we have knowledge enough to warrant a judgment), neurotogenic
processes begin in infancy and early childhood, and persist throughout
life. They are not discascs engrafted on normal development by some
outside ngeney. They arise as the res<ult of unsolved problems in human
development. Consequently they are quite literally universal.

2. From carliest childhood and throughout life, learning is a two-
way interchange. That this interchange occurs between the teacher and
the taught is obvious, Equally obvious is the interchange between one
student and another. Both of these interchanges carry the imprint of
the buricd rivalrics, affections and rebellions which are derived from
the nursery years, but which because they are buried tend to become
distorted, exaggerated and in disguised forms appear as persistent symp-
toms.

There is a third and subtler interchange, i.e., between the student
and the subject matter. This arises because the subject matter in itself
is trcated almost as though it were the image on a Rorschach card,
or a TAT drawing, something onto which each student projects out
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of his own buricd emotional problems. This occurs from kindergarten
years Into the upper reaches of post-postgraduate scholarship, The con-
sequence is that studying, learning, the incorporation of new data, the re-
asscmbling of this new data into new combinations is a mixed ingestive
and projective experience. The implications of this fact for educational
processes have been largely overlooked.

3. Each of the components in these two-way interchanges carries
traces from the past, c.g., of nursery behavior and of nursery battles,
which opcrate on all levels: conscious, preconscious and uncons ious.
Much of it is dominated by unconscious and therefore ncurDt;L_zﬁgn dis-
tortions; and if this necurotic carryover is not corrected carly, the un-
happy result is that it tends to focus on the cducational process aﬂd
even to be intensified by it. Where this occurs, it is only a happy
accident if this intensified play of neurotogenic forces fails to impede
and distort the learning process, and the relationship of student or scholar
to what he is learning,

4. It is in part a consequcnce of these facts that in the whole
history of our culture, erudition has ah%ays had : purcly accidental re-
lationship to wisdom. Another way of saying this is that erudition and
maturity have almost no relationship one to another. As long as this
remains true, we can no longer cvade the conclusion that the cultural
process which is embodied in our educational systemn has failed. It has
failed to make man mature. It has failed to frce men from the ncurotic
distortions inherent in the carly steps of the growth process. It has failed
to give us tools by which we can transmit from one generation to another
whatever imcrements of wisdom the passing generation may have gained.
In short it has failed to make human nature more plastic. The result

that like robots, each generation repeats the mistakes of the past.

5. As a further result of our failure to face up to the play of
neurotogenic forces in the educational process, erudition and creativity
itself are often at war with one another. The realization of this does not
depend upon the testimony of psychiatrists alone. Szent-Gyorgyi, the
Nobel Prize winner, testified to this as recently as June 1961 at meet-
ings in Montreal. Furthermore, many cngincering cducators can tell you
that creativity rarely survives their educational grind. To put it more
precisely, creativity rarely survives in the educational rat race which we
call postgraduate education.

6. Yet we could and should be able to win victorics out of these
cultural defeats. The very fact that the classroom and playground in
early years constitute a soil into which the unsolved and half-buried
problems of the nursery years are transplanted gives the school an
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ideal opportunity to enable the child to work out these problems an
0 resolve them. Indeed it is precisely here that the preve itive applica-
tton of modified psychiatric techniques could be fused with the educi-
tional process. At present the school intensifies the neurotogenic in
fluences of these conflicts, by using its prestige and influence to bury
them more deeply. Nor are they inactivated as this occurs, They be-
come time-bombs. Yet schools need not continue to do this.
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The key which would unlock this prison door would be the carly
introduction into the cducational process of technigques by which that
which the child is burying could be exhumed, even as he is burying
it. In the pursuit of this goal adults must abandon the conspiracy
of silence in which we shroud those many emotionally charged facts,
which in spite of their painful nature are vital factors in human de-
velopment. This lesson derives from psychotherapy.

Yet to block and prevent the splintering of experience into unre-
lated, inaccessible and repressed divisions is not the same as it is to re-
unite that which has already been divided. The cffort to prevent fission
in wt the same as the re-fusion of that which has already becn tis-
sioned. Therefore the prevention of fission in mental life must become
an integral part of the educational experience. It cannot be done just
once. It must be repeated year after year through ecach phas~ of the
child’'s development, from kindergarten through the ultimate yecars of
post-postgraduate education.

Pesearch Can Lead to Answers

As educators none of us has a right to be complacent about the
: -senit state of affairs. Nor should anybody allow himself to dream
that any other educational system of whicih we have any knowledge,
has solved these problems, not German, French, British or Rus-ion,
This would be that type of oversimplification which certain ! per-
sons, politicians, or representatives of news media can perm:  them-
selves: but not the educator,

I have no easy answers to the questions these statements raise.
Indeed all that I can do here is to suggest general lines of research
which can Icad to answers. Sometimes in moments of discouragement 1
cannot help wondering whether this serves any purpose, when one of the
effects of the universality of masked neuroses is that people defend
themselves by shutting their eyes and ears to any evidence of the existence
of the ubiquitous pathology in human development. Yet if I were wholly
devoid of hope, T can assure you that this - vould not be presented
here,




The challenge, therefore, f“ld‘% as follows: “How can the cducaior

cducite without destroying something precious, vitul and irrepliceable?™
This scarchine guestion is not FLLU]] ir to formal cducation. It iy another

form of the question which every honest parent must ask himself:
“How can 1 bring up my child without doing him harm, indecd without
interfering with his healthy growth?™

Again this is close to the question which every honest ps
must ask himself: “How do I learn to use psychotheripeuti
without at the same time becoming psychonoxious?” Becuuse
ment of the question may surprise the reader, 1 would remind him that
any process that has the power to help must also have the power to
harm, whether it is ecducation, psychiatry, religzion or a pill. The two
cannot be wholly dissociated.

Therefore 1 translate the chall ~ue further into a question which 1
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have presented to Edtii:i'ltér%l and also to parcnts on many occasions:
“Can we find methods by which we ean educate withczut distorting both
the educational process and the growth process itself?” Or to phrase the
qucstion more spe giiicialiy? “How can we equip oursclves with the facts
and the tools which we will need in life, without limiting the imaginative
frecedom with which we will want to use thf_}s i

we have acquired them?”

We have learned that input-overload through the excessive
grill and drill can tumble the learner into an abyss in which paralysis
becomes the equivalent of ignorance. Qut of this can emerge either a
special form of the idigts—gdvaﬁt, the man who is a scholar in his field
but humanly speuaking an ignoramus, devoid of wisdom, imprisoncd by

pIC which freeze him into labored un-

hidden ncurotogenic inner
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The extent te which input-underload through excessive permissive-
ness can do similar harm is not yet clear. Yet we can rccognize the
uncluttered mind at this end of the Spe ectrum, master f::st nr::xthi'ri‘f, free

Yyt
Between the neur(}tzt: ignoramus and ih& nf;:urt_tlc, %;hULLF there is not

verv much to choose, except that the neurstic ignoramus is dlrxaﬁ_t al-
ways more fun, or at least less objectionable because usually he is less
pretentious. '
This then is a problem to face and 'a challenge to consider. Yet
the purpose here is not merely to TESIJ[Q the challenge. My goal is
{

rather to indicate some of the SIET)‘% tooward rescarch on thes
with techniques which are available today and which were not ava;l—

able even a few short years baf,c:ks To make this clear will necessitate
a condensed anc,l somewhat technical statement.
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Conscious Processes Are for Sampling

Rescarch in this arca derives from a basic conception of the nature
of thinking processes, There is aburclant expzrimental and clinical evi-
dence to indicate that traditional conceptions of how human beings think
and learn have started from a natural but totally misleading assumption
that we think and learn consciously. This is not true, Conscious pro-
cesses are important not for thinking but for sampling, cheeking and
correcting and as tools for communication. The intake of factual data
about the world around us is overwhelmingly preconscious, i.e., subliminal.
This preconscious input consists of an 1ncessant subliminai b:}ﬂlbqrdﬂnnt
which s‘_,,cjgs on both when wa arc awake and when we are asleep.

All afferent modalities contribute to this; but the roles they play
vary in the waking and the sleeping phases. Iu the waking state the
dominant input is exteroceptive and proprioceptive. In sleep, as in the
CXperimer _ts in relative atlerent isolation (which has been misleadingly
miscalled “scnsory deprivation”), the dominant input is entcroceptive
(1.c., ansing from the body’s interior), with a marked reduction of pro-
prioceptive input (i.e., from muscles, joints, tendons and decper layers of
skin), and with a near climination of extcroceptive input (i.c., input
from distance receptors). Yet whether the input is largely from dis-
tance and surface receptors (as in the normal waking state) or pre-
dominantly from within the body (as in sleep), the major input is al-
ways subliminal. The conscious component is never more than a weighted
sample of the total input. This fact is one of the basic yet most neglected
psyghap ySIGfQ}E,IQEI facts, and one which has relevance for all edwuca-

Sntgnd? thl,: bits of information which are furnished to us in this
way, whether subliminal or conscious, are then “processed” in the machine
that we call the brain. This too is done on a subliminal level, All of
this is just another way of saying that most if not all of our thinking
is preconscious rather than conscious. Here again the conscious com-
ponent is only a weighted and fragmentary sample of the continuous
stream of preconscious processing of data. This has been demonstrated
experimentally and clinically and also in the testimony of creative writers,
artists, tnathematicians, and scientists. Their learning and their thmkmg
consist of just such a continuous preconscious prgs;essmg of experiences,
from which the major input is subliminal.

Of this continuous preconscious stream we do conscious spot-samp-
ling; and this is where our symbolic tools enter into the picture, We
sample both thg mput and the preconscious stream by means of combina-
In its more primitive form, as in dreams, this




process of sampling consists of fragmentary, condensed, after-images of
visual memories, These are the subtle hieroglyphics of the dream which
always sample and represent not merely one thing at a time, but many
things simulitaneously. We can observe and study such fragmentary, con-
densed visual after-images not merely in dreams, but also in other pro-
cesses. This involves the externalization (or projection) of fragments, as
though we were seeing them on a screen or hearing them from a phono-
graph. Therefore the sampling process itself and its symbolic representa-
tions consist of projections which utilize the data from distance receptors,

which in turn are represented by those subtle and flexible symbolic tools,
which constitute words and numbers. Words then are grouped into
phrases and numbers into equations; phrases into sentences and para-
graphs, equations into mathematical models. This elaboration from the
elementary building blocks of the sampling process provides us with
exciting and magnificent new tools: but it remains a sampling process
and not a thinking or learning process. The point is that sampling is
not thought. Yer it is this conscious sampling which ha: always been
mistaken for thinking.

I have already indicated that the conscious sample of the preconscious
or subliminal input is not the total input. It is only a meager and
weighted fragment of the whole. Were it otherwise, the input into our
thinking apparatus would be impoverished and our thinking processes
would become pedestrian and hamstrung. We must keep constantly in
mind the fact that the sampling process is always fragmentary, and
that by its very nature sampling must be slanted by emotional processes,
many of which are themselves subliminal.

The final step is when the sample of the input to which we have
given symbolic representation is projected again in the processes of re-
call, reproduction and communication. We distort as we sample. We dis-
tort what we recall of the sample. And we distort as we communicate.
By these steps we distort everything that we take in as we take it in,
and again as we record, recall and communicate it.

It is clear that what remains cannot be a true representation of the
external world, or of what we are trying to learn, or of what is processed
units into new patterns. I once put it that unwittingly we distort what we
perceive, and then learn what we have distorted. Psychologists, psychia-
trists, neurologists, neurophysiologists, have erred together in their undue
emphasis-on the conscious components of mentation. This has misled the

. l{lxcedu;_:at_t}r into neglecting the preconscious instrument of learning, which
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is the effective instrument of recording, processing and of creating. We
should learn how to do better than this. The question is how?

Three Critical Phases

This is the basic challenge which psychiatry brings to the educa-
tional process. It is with us at every step in the growth of every child.
Yet in at least three phases during the process of growing up, this
general problem is intensified. This was brought sharply to my atten-
tion at a conference of engineering educators in Boulder, Colorado,
sponsored by the National Science Foundation. In the course of these
dcliberations it became clear that this problem confronts the educator
not merely once but as a recurring  challenge throughout the course of
the whole educational process because there seem to be three periods
in which these problems crystallize into mujor crises. I do not mcan that
this occurs three times in the life of each student, but rather that there
are approximately three phases in human development during which stu-
dents arc peculiarly vulnerable. As educators we have paid too little
attention to these phases.

The first phase is almost universal and occurs in the early years,
somewhere between the ages of three and six. In this period with rare
and still accidental Exgéptlgns children lose their original native capacity
to make free use of creative zmagmatlan Before this the uninhibited
child manifests a magnificent facility in learning new things painlessly,
spontaneously, without repetition, even on the very first exposure. In
their responses they exhibit an equal freedom in body mimicry, in spon-
tancous dance, in tunes, in facial expressions, in the use of color and
form, and above all in the imaginative and poetic use first of sounds
and thc:rz of words. At this early age the child takes his experiences
apart and puts them together into new combinations, precisely as he
plays with his simple early toys.

Then, unhappily, as the child acquires the capacity for formalized
symbolic representation of experience, a more pedestrian pace and pro-
cess take over. At the same time he is struggling in the tangled toils
of his early loves and lusts and rivalries and hates. Consequently the
“threc Rs” inherit the influence of these struggles and become the wardens
of a jail which gradually imprisons the child’s once free creative capacity.
Do not misunderstand me. 1 have no objection to teaching a child how
to relate his fantasies to reality, how to correct his unruly imagination,
how to distinguish between reality and dreams, and ultimately how to
represent his internal experiences by externalizing them in drawings and
words and numbers as he learns how to read, write or count. All of this
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1s essential, The problem now is how we can learn to accomplish this
without paying the enormous price which we have taken for granted in
the past.!

A second crisis occurs during the years of transition from puberty
into adolescence. That this is a period of high emotional complexity is
well-known. It is not always realized that its inner storms are projected
onto cvery object in the outer world, even onto innocent and inanimate
objects or even onto “nonsense” syllables. The pubescent child giggles
at innocuous words, giving each a forbidden connotation. He will find
something surreptitiously bawdy in words like “friction.” A Boy Scout
rubbing two sticks together will find in this his special overtones and
undertones of taboo. Sometimes I wonder whether it makes any sense
to attempt to teach anything during this phase, It is a phasc during
which many previously bright young school children suddenly are caught
up in fear, guilt and depression, which may manifest itscif only in a
loss of performance capacity in school.

It is possible that we would save time and salvage many a child’s

jo

Lt T o]

capacity for creative thinking and learning if he were plucked right out

of school for a year or so during this critical period of change. 1 am not
making any across-the-board recommendations of this kind, I am simply
challenging us to have the courage to scarch more freely for alternatives
to traditional sequences, and not to be anchored to the vigid molds of
the past. Obviously we would be equally rigid if we were to pluck every
child out of school at the same age, when some go right ahead without
trouble and when ihe ideal age for such an interruption might vary
widely.

The educator may rightly ask whether psychiatry has the instru-
ments with which to determine whether in any individual child the educa-

'I do nsi doubt that the free use of the whip can teach some children to read,
spell, write and count better. Yet I am sick of stupid misconceptions about this,
sick of the type of thinking which we find in our newspapers and periodicals, I am
sick of the stupidity which is leading so many demagogues to think that we can go
forward by going backwards, that if we i{miiate everything which was wrong in
German, French and even British education we will compete more effectively with
everything that is wrong in Russian education and which Russia borrowed from
Germany and France and Cngland, Has no one asked what percentage of French,
German, British, Russian children are effectively taught by grill and drill? What
percentage of them are mirely dropped by the wayside?

It is easy to create the illusion of success if we discard our failures. If we use
any teaching methods as a screening device, thus ridding ourscives of those who
cannot learn by that particular method, we can produce spuriously a perfect score,
Yet then we will never discover how many of the discards might have learned by
other methods. I am proud of our American effort to try to teach all children. I do
not underestimate the difficulties which this goal creates. But these should not lead
us to inflate the apparent successes of other countries which try to teach only those
students who can use traditional methods, discarding the rest.
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tional process should be interrupted, and when; and also when it can
safely be resumed. I must answer, “No, we do not have such tools.” Yet
I would add that this is in part due to the fact that school people have
never asked us and we have never asked ourselves to develop such in-
struments. That they could be developed, I have no doubt.

Scveral variable years later comes the third crisis in education. Thz
student is on the way to becoming a ‘‘scholar,” i.e., an advanced graduate
student. He has reached a period when he should be flowering into the
early phases of gre- *ast creativity. Instead all too often it is here that the
coup de grace to ..eative learning is given, as our engineering educa-
tors and indeed all other postgraduate teachers well know. By this time
little may be left of the student’s original creative potential.

Some survive these threce destructive crises with ‘heir capacities in-
tact to learn freely and to create. Yet such survival is today a happy ac-
cident, For the majority of the survivors, their mere survival in the
postgraduate rat race occurs at the cost of later creativity. We learn to
our dismay that mere graduation, the passing of exams, the winning
of advanced degrees, and even of initial positions on the bottom rungs
of the academic ladder are no measures of creative power.

I hope that no educator will think that this is an attack on him
or on the educational process; even if in the heat of writing I may
choose a word which is unclear as to its intent, and thus encourage such a
feeling. I do not mean to leave this impression. Any impatience I may
betray is directed quite as much toward my own colleagues in psychiatry
aﬂd medlmng (mcludmg the psychganalytm psyéhlatﬁsts among whﬂm I
angsr is agamst any EQIIIPIEICEQE}' on thg paﬂi Cif any of us over Eilstmg
or past traditions.

Fﬁf me Pullyanna 15 tha u:mly true pEESlH’ILSt P(j ysﬂﬂa %E&fﬁﬂy EEEIS

prztandmg that the badness df}c:s ‘not exist and by ﬁnd ing cgnsglatmg
in sentimentality. The only optimist whose optimism is a creative force
and not just soothing syrup is the person who can face just how bad
and how inadequate the past has been, out of a sturdy hope that with
hard thinking better ways can be found. In this spirit, then, I hold
that the greatest optimist in medicine is the pathologist who has the
courage to study our mistakes at the autopsy table. Similarly I plead
here for pathologists among educators.

1 have often commented that in the old days parents used to
say, “V'at did I do to deserve a brat like that?” Today the parent
says, “What did T do?” This marks a cultural revolution, even when
today’s parent ecxaggerates the implications of his question and feels that
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he is sufficiently omniscient and omnipotent to have avoided all catas-
trophes if he had only tried. There is a parallel here. In the past
the teacher said, “What did I do to deserve this lump?” What 1 am
urging is that as educators we ask ourselves, “What do we do to produce
this lump?” “What do we do to creativity as we teach?” This applies
to all of us, parents, teachers, psychiatrists. How do we, as we educate,
contribute to the destruction of the creative potential which is so univer-
sal and spontaneous and free in every uneducated child who is not de-
fective, and even in many defectives. Why does this creative potential
survive accidentally in just a few?

This is the critical test of the failure of human culture and of every
single human cultural instrument. As doctors we must have the courage
to face the fact that a patient is dying. Only then can we hope to dis-
cover cause, cure and prevention. If as educators we pretend that things
are good or even ‘“not so bad,” then we will all do just that much
less. Unless we accept the full reality of the problem, we will invest
less money, less personnel, less time, less space, and above all less

research.

Research for New Processes

My deepest conviction is that of the need for research. Certainly
every human being must learn to use the basic tools. Yet what we
need is basic research in education to discover new processes by which
to impart the free and spontaneous use of these tools without crippling
and imprisoning the child’s creative potential. Up to the present time
this basic educational problem remains unsolved.

An analogy may make my point clearer here, The freely gifted
athlete (the so-called natural athlete) can imitate with his body anything
he sees anyone else do even once, and sometimes do it better than his
experienced model. He may see someone swing a tennis racket, a base-
ball bat, catch and throw a ball, skip rope, or skate. He then picks
up the bat and ball or the tennis racket, or the lacrosse stick or puts on
the skates and in a moment uses them with natural precision and grace,
better than the model whom he has been watching. He has a freedom
to move and to put ncw movements together into new combinations
with confidence, with bodily imagination and without anxiety. He is like
the naturally gifted and photographic artist who looks at something casual-
ly, hardly glancing at it, merely scanning it, and then with a piece of
charcoal reproduces it automatically and faithfully, And then he can go
further and can take it apart into its fragments and play with it, elaborat-

Q
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ing out of the initial representational image an emancipated product of
free creative fantasy. This may be lost, not gained or enhanced by repeti-
tion. This is what I mean by free learning, which can be destroyed by
drill and grill.

Indeed there is much evidence that the best learning is effortless learn-
ing; as can be demonstrated under hypnosis. The amount of drill and grill
needed may in fact be a measure of the inefficiency of the learning
need to use drill and grill seems to be rather a result of a loss of the
freedom to learn. We have always known that we learn to swim in
winter and to skate in summer. If we stop to think, we know that by
grinding in error, practicc makes imperfect far more often than it makes
perfect. The challenge to education (as to science) is to search for other
paths to the same goals, paths which are suitable for the work of educa-
tion at every level and stage, paths which teach without imprisoning and
destroying.

How then can we search and research for new methods? All re-
earch must start with precise observations. On this I am certain that
e can agree. Yet how to make more precise observations in this area?
keep saying to my colleagues that the incredible wonder about psychia-
try and analysis is that it has been able to make any progress at all,
This is because so much of our raw data consists of brief impressions
of evanescent, fleeting moments of behavior. They are here and gone
in a flash, never to recur, never to be re-enacted or relived in exactly the
same way. The moment of action is gone, and in that moment the actors
have changed. Even if they try to reproduce what they have just thought
- or felt or done, the reproduction can never be identical.

It is this fleeting moment which must be studied. For this purpose
it would have to be perceived and recorded and recalled with precision.
Yet we know that during the whole experience the observer himself
is emotionally involved. All of this is true not only of the therapist. It
is equally true of the teacher and of the parent. If we do our jobs
well, all of us have to be emotionally involved in swiftly moving sequences
of events. Yet when we are involved emotionally, we are hardly free

[f]
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recall them without bias. Small wonder that all of us in these three
roles have been slaves to the rast. Parents and teachers and psychiatrists
have all been dependent for their basic data upon their imperfect and
fallible memories of visual and auditory perceptions which are them-
selves subject to distortion.

I would remind the reader of Abraham Kaplan’s magnificent com-
ment that science begins to come of age only when it abandons the doc-
Q




trine of immaculate perception. In states of high emotional involvement
we make our highly maculate perceptions of moments that are passing
swiftly and cannot be recaptured. And then we have to redistill this ma-
terial through fallible processes of memory, and reproduce them with
equally fallible techniques of reporting. Furthermore we can never go
back to re-examine our primary data ourselves, nor compare our obser-
vations with those made by others on the same data. All of this violates
not only basic scientific principles, but elementary common sense. We can
call in a colleague to look through our microscope ¢nd tell us what he
sees. And we can go back to the microscope ourselves as many times
as we want. In psychological affairs in the past none of this has been
possible: not in the clinic, the school or the home. We had to try to
sce it right the first time and to remember it right and to report it
right. Because this is humanly impossible I am not amazed that we

made any progress at all.

Yet this is why a new day is visible over the horizon for our re-
spective fields. Techniques are now at hand whereby we can record
in minute detail the behavior of a child in his home, as a patient, as
the subject of an experiment, or as a student; and we can record at
the same time the behavior of parents, therapists, experimenters and
teachers, and of the interplay among us all. We can then sit down to ob-
serve these recordings and films not once but a hundred times; and we
what each one sees. Any individual moment of human behavior is itself
a ten-ring circus. Therefore it is only by repeated observation by many
observers that we can take it all in, take it apart and put it together
again as in all other fields of science. We must all be in the same
boat here. We must have the humility to study ourselves in our several
roles as well as the young folk we struggle to educate. And now, for the

the most important) .can begin to meet this basic requirement of scien-
tific methods. The introduction of grubby gadgetry brings the study of
the learning process into line with other areas of science. Gadgets of
course introduce their own errors. So did the microscope. But science
progresses by learning to recognize the artifacts brought in by new in-
struments, by learning to limit and control them, to make them uniform,
and to allow for them. We will have to learn how to do this with the
new gadgetry of educational research,

What I am saying implies that the school from which we are to
learn ncw ways of education must be both a school and a laboratory.
And just as there are a certain number of research hospitals among
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ﬁ‘éi‘fy gr‘r:}u]j ﬁf hagpitals 50 every public aﬂd privatg 5::11-:3:::1 systam must

haspltal is a dlSLDVEI‘EI of new knﬂwledgg but me:dl,t:ms w:juld not have
made its incredible progress if there had not been many hospitals that
were literally built around their laboratories and their autopsy rooms.
Such hospitals may have professional staffs of medical scientists several
times as numerous as their patient capacity. Without his even knowing
it, each patient is the focus of multldlszlplmary research by a team. Yet
these are also the hospitals that give to that same patient the best service,
the best treatment. There is no conflict between research and treatment.
There need be none between research in education and education itself,

Research Schools Are Needed

This is precisely what we need . in education: research schools to
parallel rescarch hospitals, The best schools of tomorrow will be the
schools which carry on daily basic research in every detail of the educa-
tion process, schools with observation chambers and recording equipment,
schools with research staffs, schools with at least as many professionals
as students. There must be research scientists in education working be-
side the general practitioners of education, just as there are research
scientists in medicine working beside the practitioners, each learning
from the ..her. The practitioner reminds the research man of the full
complexity of problems as these arise in the classroom and in real life.
The investigator reminds the practitioner of the need for more precise
methods of observing and of recording and documenting his observations.
Each is the conscience of the other: which is why as individuals they
sometimes do not get algng too well together: they may even fight: but
the marriage between them is indissoluble.

There will be schools where teachers can sit down with consultants
from the fields of child neurology and clinical psychology, cultural anthro-
pology and child psychiatry and child analysis to study films of children
alone, and in the classroom, and on the playground, films to give frag-
mentary samples of episodes in the life of the class as a whole, episades
in the daily life of the group, episodes in the daily lives of specigl in-
dividuals in the group, films which follow the same individual children
through years of growth. Such sessions for review and study of what
goes on will take time. This is why these schools will need research
and teaching staffs several times as large as even the best staffed schools
of today enjoy. Yet these sessions for the study of recorded basic data
will in the end be as important for each child as are the hours that the
teacher today spends marking papers. They will bring the teacher into




closer touch with the living spirit of the child. Therefore they will mean
at the same time a steady expansion of the spirit of the teacher as
well. It is along these lines that I envision studies evolving which can
salvage our future in education from enslavement to the past as in medi-
cine and psychiatry.

Note that 1 come up with no ready answers. 1 have no quick panaceas
to pull out of my back pocket. I have only techniques by which we
can accumulate precise primary observations; and not only of the child
in relation to us, but of ourselves in relation to the child. Let me make
this pﬁint r:laarsr I retirﬁd frc‘:m pfaﬁtiﬁﬁ: two aﬁd a half yez‘trs agc: I
the yﬁung psyehlatrlst is not mergly to Qbser\z’g the patmnt but even
more to observe himself in relation to the patient. This he can do only
in one way: namely by seeing himself in action in brief rushes of films,
and by hearing himself on tape. 1 always know that a young man has
started on the long road to becoming a psychiatrist when in the presence
of a group of his peers he gains the courage to say publicly and without
defensiveness or shame: *“What I said was not so bad; but why did I
have to say it that way?” Or even, “What I said was not so bad. The
way I said it was not so bad. But why did I have to look like that?”

Somcthing like this must happen to every teacher in the process of
learning more about how to teach without destroying. And the same thing
must someday become part of the training for parenthood. Just let us
imagine for a moment what it might do for our children and for our
vision of family life if no one could even be licensed to have children
until he had been forced to study films of Ais own behavior in relation
to infants and children during long hours of work with them in day
nurseries, nursery schools, kindergartens, primary classes and playgrounds.
Such a study of our own images might even teach future parents a little
humility. And the same goes for teachers and psychiatrists.

Furthermore there may be a lesson for education in the fact that
in psychiatry it is the child psychiatrist who receives the longest training.
The small child is acutely responsive to cues to which the older child
has unfortunately lost his original sensitivity. One of the manifestations
of the influence of universal concealed neurotic mechanisms is the way
in which we wall ourselves off from innumerable subliminal cues as we
grow older.

The little child may not yet have been damaged by his elders.
He can still respond to these cues. Yet we must have free teachers
if we expect to develop free children. Therefore the younger the child,
the more critically important it is for his teacher to have won his way to
freedom through meticulous self-study and self-awareness. Therefore the
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teacher of the small child bas to be even more subtle, healthier, freer,
more plastic than the teacher of the graduate student.

Let me finally focus my attention back on the critical issue with
which 1 began. This is the danger inherent in a premature emphasis on
articulate, conscious formulations of what one is learning, a premature
demand on the student to convert new data into articulate forms, a
premature demand that he test what he is learning as he is learning it by
reviewing it consciously, that he examine through conscious symbols that
which he has perceived largely at a subliminal level, and that he repro-
duce it and project it prematurely through conscious symbols.

This premature introduction of conscious sampling, through the repeti-
tive emphasis on drill and grill, is precisely what makes jailors out of the
processes of conscious sampling and conscious symbolic representation.
Conscious processes thereby become inhibiting and paralyzing forces
which restrict the free play of preconscious function. Therefore the goal
of basic research in education must be to find better substitutes, to find
other ways of tapping what is going on, of finding out what is being taken
in subliminally and what is being processed preconsciously. We must
find out how to dip a tin cup into the rushing preconscious stream with-
out damming it up or diverting it. This sampling process is not itself
education; but it can become an important adjunct to education, a guide
and a corrective, provided that it is not allowed to become a paralyzing,
hamstringing or distorting implement. This is what I am challenging us
to work together to discover.

Therefore I say to Congress, to our States and our municipalities
that we need urgently to paralle]l the National Institutes of Health with a
National Institute of Education with experimental schools and laboratories
and funds for research.




Research on Enhancing
Productive Thinking

James J. Gallagher

the classroom is an exciting topic. It is particularly exciting for the edu-
cator and the teacher because much of current research promises to be of
practical value in improving classroom operation. This statement could

Five or six general areas of investigation will be discussed here, with a
specific example from each which illustrates the general trend.

It would seem reasonable to believe that there is more than a casual
relationship between the present virulent criticism of American education
and the renewed interest in research in, and evaluation of, the educa-
tional program. Education has been forced to defend itself and, in the
course of this defense, is modifying and changing many time-honored
concepts. The criticism comes from many different directions and the
attacks seem to rest on two main points. First, the critics held that
teachers, and those who instruct them, have not enough knowledge con-
cerning the content areas in which they teach. Second, the critics argue
that curriculum content is presented at a low conceptual level, much
ated criticism is that there has been too much emphasis on social and
life adjustment in the school curriculum. This point has been made by
Bestor (1953):

American intellectual life is threatened because the first twelve years of
normal schooling in the United States are falling more and more completely
under the policy making control of a new breed of educator who has no real
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place in—who does not respect and who is not respected by—the world of
scientists, scholars, and professional men. *

The same criticism is made indirectly by more responsible critics,
such as Bruner (1960), who suggests that if we expect to teach the core
of a subject area we must involve ourselves in reeducating teachers. The
criticism is still there, although in more sympathetic form.

Let us take another quote. “Too much high school science instruc-
tion is descriptive and stresses rote learning. Too little is conceptual and
provocative; there is too little stress on reflection and analysis.” * Who
said it? Bestor? Rickover? Conant? This statement came from a report
of a group of scientists and science educators concerning the secondary
science program in the Illinois Public Schools. The author agrees that
education has been a legitimate target on both counts—first, that teachers
do have too little knowledge of the subject matter in which they are
instructing; and second, that the teaching has been at a low conceptual
level, especially for the academically talented youngster,

New Trends in Education

‘There are many legitimate reasons why this is true. Most of these
reasons indict the American public more than the educators, but denying
problems which are self-evident to the intelligent layman will not win
his respect or confidence. There are, however, important trends occur-
ring in our educational system. Probably it is not correct to say that re-
search started the trends. As often as not, thz trend seemed to stimulate
the research, but the research does illustrate these changes.

These new trends involve major changes or modifications in three
areas: the curriculum presented to the student, the methods or procedures
by which this curriculum is presented, and administrative arrangements
and organization. All of these changes are o. curring at the same time and
they sometimes seem to become mixed tog..her in practice, as well as in
research.

Curriculum Changes

Many dramatic changes in curriculum have resulted from the in-
creased involvement of scholars from various content areas who have
become more interested in education and the educational process. For

' Arthur Bestor, Educational Wastelands. Urbana, Ilineis: University of Illinois
Press, 1953, )

*L. F. Audrieth, R, W. Burnett and H. J. Fuller. “Secondary School Science
Programs: Appraisals and Recommendations in Improving Science Programs.”
Illinois Schools, Urbana, Illinois: University of Hlinois Press, 1958,
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a number of years many textbooks have placed an emphasis on functional
knowledge. Thus, in the elementary science texts the emphasis was on
how a car runs, how a refrigerator works, what happens when you turn
the light switch on, and other very practical and functional problems
which stemmed from the immediate interests of the child.

The arithmetic curriculum was built on story problems in which the
child's introduction to the world of mathematics was the solution of
ewrxzday prac:tica] pmblerﬁq in thE gr:}éery stc e or in busiﬁéss The
of unadultcratéd harrgr Whl!s: this furictmnal apprgagh h muf;h to
recommend its use, especially with slow learners, it becomes hard to sup-
port as an adequate approach to educating the gifted child.

The approach of committees of scholars and educators such as the
Physical Science Study Project has been typified by Cronbach as follows:

The scholars believe that a curriculum built around applications gives a
false picture of a field of knowledge, or no picture at all. It omits both the
%’ystérﬁﬂti: content ﬂf a discipiine and its §fggedures Mareaver. they deny that
ihs n&eds Df h:s hfet;me. Tha t_yplcal phys;sal theﬂry, the_y sa_y, gges out of
date in about 20 years. In many an industry 90 percent of the products and
héﬂcé of the techﬁalc‘:gy were Uﬁkﬁcjwri 10 yeafs agﬁ Kﬂﬁwlédgé c':sf sper:iﬁc:
gsnerallzed Uﬂderstandmg Qf mcﬂecular structure and cand:tmns gmternmg
reactions remains pertinent.®

Thus the emphasis has been toward the goal of teaching the basic
structure of the subject matter. |

Bruner (1960) in his book, The Process of Education, reported on
the Woods Hole Conference, during which some conclusions on the im-
portance of structure were reached. Bruner raises other important is-
sues too. One issue concerns the concept of “readiness.” He points out
that “readiness to learn” is a function not only of the individual capabili-
ties of a child but of the way in which the material is presented. That is,
if we have evidence that the child does not learn to read until the age of
six, this does not necessarily mean that he could not learn at a younger age
if the material were presented in a different manner. This general concept
has been applied most spectac‘—.ularly to mathematical ideas in which some
of the more advanced mathematical concepts have been presented at the
early primary grades. The ingenuity of the curriculum devisors is brought

2 L. I. Cronbach. “7s, -holcsieal Issues Pertinent to Recent American Cur-

riculum Reforms.” Address dglwrsred at International Congress of Applied Psy-
chology, 1961.
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into play to allow the child to gain experience with important concepts in
set theory or probability even though he may not be able to verbalize the
concepts.

Methods

A major issue raised by many of these curriculum specialists has
concentrated on student motivation and the process of learning. Their
claim, put simply, is that a student learns to be a scientist by acting like
a scientist, not by reading the results of the scientist'’s work. He learns
mathematics best by acting like a mathematician and therefore should
search for his answers and for his general principles much as does the
mathematician himself. Thus, we note the current emphasis on the dis-
covery method. This requires a very carefully desigred curriculum and
an extremely knowledgeable instructor, and, some believe, a pliable and
alert group of youngsters. Given these, the demonstrations can be quite

remarkable indeed. Whether they are efficient is another matter. The
cfficiency of the discovery method in education js likely to be a source
of continuing controversy for the next decade. There is little or no debate,
however, concerning the importance of the youngster’s being able to think
for himself.

An interesting research project, now in progress, is being conducted
at the University of Illinois by Suchman. His major interest is in teac.iing
youngsters what he calls methods of inquiry (1961). In the process of
his investigations he has found that, for example, in a typical elementary
classroom, a teacher will ask from & to 10 times as many questions as the
children. This would seem to be a very strange state of affairs when one
considers the excited curiosity and interest typical of the young child.
Suchman suggests that the pupils have been trained out of inquiry and
wait passively to receive the knowledge presented to them. He uses films
as a stimulus. In these films the children are given an experience which,
from their standpoint, is unexplainable.

For example, he has a film of the science experiment using a
bimetallic strip. If heaied on one side, it curves down; and if heated on
the other side, it curves up Suchman then asks the youngster to try to
discover why this happens by asking him questions to which he will
answer Yes or No, similar to the Twenty Questions game. One of the
most revealing aspects of the research has been that the task itself (solving
a puzzle) has been a startlingly new and confusing one for the children,
This is an example of a typical interchange between an adult and a bright
child. | ’

Examiner: What made it go up? I'm here to answer questions.

Mark: Yes, I know. I can't think of any to ask.




Examiner: 1 see. Think, Try.

Muark: (pause) Well, I can’t think of any questions.

Examiner: What is it you know? What would you want to know?
Mark: Why it bended upw-~rds.

Evaminer:  What could yvou do to find out what things were necessary?
Mark: Try it. Ask somcone who bnows.

Exariner: Yes, you could ask somcone who knew but that would just be
getting somebody else to tell vou, wouldn't it? T mean finding out for yourself.
) Mark: Just try different things.*

One of the mast brutal criticisms of an educational system would be
to demonstrate that a bright youngster should be so totally at a ic. © when
faced with a situation in which he is thrown on his own cognitive lcvices
and resources to solve a problem. Another type of interchange is also
informative in this regard., Henry is a youngster who /Aas figured out a
way to handle these kinds of situations.

Henry: Did it straighten in the water because the atoms of the heat
molecules and the knife changed from a minve to a plus?

Examiner: How could you possibly find that out?

Henry: Well, it would be kind of kard uniess yvou did 1t with a

telescope or a microscope.

Examiner: 1 can’t answer that question then.

Henry: It seems that this is just another fact of science, even though
it's amazing, but sometimes it takes weeks to fipure out answers., I'll do the
best I can to find out an answer.®

Here is a fine example of an intellectual bluff of a bright youngster.
Although the words may have a ring of authenticity and importance, it
becomes clear that H;nry really does not know what he is talking about.
It is just as clear, however, that Henry has gotten away with this technique
in the past. Why? Tea hers will comb thmug this type of verbal chaff in
order to find the kernel of wheat. The teacher then will take the idea,

fefarm it, fi‘f:}ip]aiﬂ it in the proper. way, and ;jsrhaps come tﬁ thé con-

not &xprﬁss it very cl&aﬂ}n Eaturally, wht;n Hsg:y, hlmgx:;lf; must solve the
problem, this kind of approach is to no avail.

Suchman attempts to train students in three stages of inquiry: episode
analysis, in which the youngster is supposed to verify what the essential
facts are in the film; determination of relevance, in which he is to identify
the necessary conditions surrounding the ph&ﬁt‘il“ﬂ&ﬁﬁn" and induction
of relational constructs, which means that the individurzl is able to predict

* Richard Suchman. “Inquiry Training: Building Skills for Autonomous Dis-
covery.” Merrill Palmer Quarterly 7: 147; 1961,
*1bid.




other results or to change the situation so that the principle that is being
demonstrated here can be used in other situations. While the final results
of the cxperiment are not in, the preliminary results are encouraging

and the proecedures and th~ process itself have already raised many im-
portant issues.

While Suchman deals mainly with methods of modifying the indi-
vidual lcarner, there has been a quickening interest in the teacher-pupil
interaction as well, One occupational hazard of the educator is that his
attempt to state something important often turns out to be a stupifying
clich¢. For example, the quality of the emotional interchange between
the teacher and student is important to final student production in the
classroom! Nor is it much more enlightening to know that many factors
influence this emotional interaction. As Dewey and Bentley (1949) put
it, no onc would be able successfully to speak of the hunter and the
hunted as isolated with respect to hunting. Yet it is just as absurd to set
up hunting as an cvent in isolation from the spatio-temporal connection
of all of the componcnts, What is then necessary is to become more
specific, and to produre facts regarding the precise nature of the interac-
tion and the relevant correlates. The key to the situation lies in ap-

operation and development in any science.

One of the many difficult probhlems in communication between the
research person and the teacher-educator lies in the teacher’s having an
all-consuming interest in the product of the research, When the rescarch
person tries to describe in some detail how he went about finding cui
what he has discovered, the consumer or the educator often waits very
impatientiy, in effect, saying, “Never mind all that detail, just tell me
what you found out.” On¢ of the points on which it is very hard to
convince teachers, is that whar you found out was intimately related to
/tow you went about finding it out.

All of this leads to the point that what has been needed was the
development of more uscful measuring instruments to analyze the class-
room situatjon itself. The studies described in the following pages attempt
to do this. One interesting study was conducted by Spaulding (1962),
who attempted to show precisely what kinds of student behavior were
associated with differing kinds of teacher behavior. As he puts it, “During
the course of a year in each classroom a small society emerges exhibiting
its own social rules, its sanctions, its ways of work and play.” What
Spaulding attempted to do was to identify the kinds of rules and sanctions
that were operational in the 21 clementary classrooms that he studied
in Palo Alto, California.

Spaulding collected data regarding the pupil’s self-concept, ability




to do creative thinking and academic achicvement at mid-yecar and then
again in May of the same year. In between these tests, Spaulding collected
what he refers to as transactional data, This data was obtaincd by mecans
of a transistor microphong transmitter which the teacher wore. The
tzazhgra stat;mcnts were plac:;d on L-JPL and Lm_;l_lyzt_:c_l thraugh tm_m. sam-
datd in terms Df tfm amount Df tc.,;;c.:hg:r apprnv;ﬂ or dlaappff;wal shown fh;,.
type of content used, the amount of publicity of communication, and
*équcntlal runfgr;am;nt Thgse fai:tc;rr% were tth rE:,Ia ed to the changes

________ red in the children
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Sex differences were marked. The growth of sclf-concept of girls
was negatively related to public disapproval, waile I was positively rc
lated to private disapproval. In other wo fds to build up the sclf-con-
cept of girls, disapproval should be expressed in private rather than in
public. Teachers’ disapproval did not seem to have an impact on boys’
self-concepts, however.

Now we are also, of course, interested in what kinds of teacher
behavior scem to stimulate “creative” thinking in students. As before,
there were differences between boys and girls, with boys showing a higher
degree of creative thinking in those classes in which the teacher took a
more ncgative tone. There was one variable which secemed to be signifi-
cantly related to the development of creative ability in both boys and
girls. This was the variable of non-teacher centered instruction.

Spaulding identified two different tecaching strategies, a teacher-
centered world in which the main task was to identify and repeat back
the teacher’s own perceptions of the world. The alternative strategy was
to present a world in which all, teachers and students, share in discovering
thtz Elusivﬁ truth Tha ft:‘%ult% ijf thf: ext:erirnerat suppgrtf:d the m:stic:m fhfat

alt_ht::ugh it dld n:::t_, surpnsmgly ,7gugh_, havz: a pﬂsmvzz influence on
the development of self-concept.

One of the knotty problems that Spaulding leaves with us is that
the kinds of teacher characteristics which seem tg enhanf:a the self-concept
of the youngster seem to diminish the gains in dcrrn:: achievement
and creative thinking. In other words, 1mprﬁvﬁmgﬂt tn achievement and
creative abilities seems to be related to pressure and to negative tone on
thg part r;sf thg tea:her Spauldir‘;g raises a quf—;stiﬂn as to whethcf teashers
to the mdlwduals self=estcem Agaln we are appa, ngly Igﬁcraﬂt af the
long range development of self-esteem as opposed to short range changes,
as measured here,
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Please note that, in the Spaulding study, he was measuring ‘‘creative”
thinking and ability. One of the numerous clichés of education is that we
are interested in developing creativity or productive thinking to the highest
level possible, We have not been able to become much more spccific
than that for the lack of reasonably adequate mecasuring instruments. If
we cannot measure something, it is very difficult to tell whether or not we
are doing a good job in producing it.

With all of the present interest in education, it is rather surprising
that some new and seemingly productive instruments came from the work
of an academic psychologist by the name of Guilford (1955). His at-
tempt to define and cluborate on the total strueture of intellect. .l Processes
in human beings included some arcas of operation that were not relate
to the ordinary intelligence tests with which we are familiar. While wec
have continually reminded ourselves that intelligence tests do not really
mcasure all that is important about intelleet, we had to wait for someonc

L

il

to comc along with some other measuring instruments before we could
really discuss this point with any degree of specificity.

The area Guilford identified that seems to be of most current
interest to cducators was the intellectual operation of divergent thinking,
or the ability to produce large numbers of ideas which manifest intellectual
flexibility, fluency and foresight.

Standard 1Q tests have stressed items such as “Hook is o eye as
bolt is to ————"" a type of task which Guilford calls convergent thinking
—the stressing of one right answer. Tests of divergent thinking would ask,

“How many differcnt meanings can you give for bolr?”

Above a certain level of Binet IQ (about 120), or the top 10 5 15
percent of the school population, little relationship is found betwecen IO
est scores and scores on these tests of divergent thinking. Furthermore,
some interesting differences have been obtained regarding two groups of
youngsters, those scoring high in IQ but not on creativity and those who
score high on creativity, but not in IQ, These differences extend to family
attitudes and values, self-concepts, attitudes toward their education and
their projected future,

Much credit should go to the pioneer investigation of Getzels and
Jackson (1962), who attempted to distinguish the characteristics of these
groups of children. For reasons of simplicity and understanding, these
groups are referred to here as the high IO versus the high creative group.
Once again the differences between these two groups of youngsters de-
pended a great deal upon the measuring instruments and Getzels and
Jackson used a large number of adaptations from the original Guilford
studies. One surprise was that the high creative group was achieving as
well as the high 1Q group even though the former children Were an average
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of 23 1Q points below the high 10 children. Torrance (1Y 62) who has
yrated on the Getzels and Jackson’s studies has found

extended and clab
that this is generally tru;; in most schools, but not in all. It appears to
dgpuni upg l;, t};; atmos f_ahc;rz; .:md I'jrx:)gr;';m of tht‘: schon!l as to

)‘"‘\

ln t;rms Gf th;: far‘ru]y fac:ti},rs,, tham were num;f@u% ﬂlﬂLFLI’IEE‘% be-

tw;;r} thc; two gmuph hut th; é%SEﬁtlal ﬂlﬁ;fﬁﬂilﬂtlﬂﬂ ECLBIEE] m 1:'::- th;

¥

ymm%atz:r HPFLEFL(} tc; Ij;, EﬁCGUI‘dgEd tfx t;ik& more rtakg frum a ’%QLIJ]
stundpoint and to put less pressiire on the youngster to follow a particular
predetermined parental pattern. Two storics based on the same picturc
from the Getzels and Jackson study illustrate this risk taking strategy.
The hich IQ subject: Mr. Smith is on his way home from a successful
business trip. He is very happy and he is thinking about his wonderful family
and how glad he will be to see them again. He can picture it, about an hour
fi"Dﬁ’l now, hi::, piaﬁe hﬁding_ at thE aifpaﬁ and Mrs. Smith and their thrce

Tizf fzzg!z creative subgfd. This man is ﬁyi;ﬁg back from Reno where
he has just won a divorce from his wife. He couldn't stand to live with her
anymore, he told the judge, because she wore so much cold cream on her face
at night that her head would skid across the pillow and hit him in the head.
He is now contemplating a new skid-proof face cream.®

Note the cautious approach of the high IQ storyteller. He gives a
standard story on a socially respectable theme. No onc can say that the
story is wrong or inappropriate. In contrast, the high creative child
breaks free from the stimulus, gives an unusual story that deals with a
socially unacceptable theme such as divorce. In other words, he is willing
o run the risk of teacher or peer disapproval in order to give free rcin

o his own imagination.
Torrance and his associates have suggested that this is a rcal risk

HIF""M\

indeed as they conclude:

In most classrooms, the child who expresses an unusual idea or offers
an unusual production takes a calculated risk! In such a setting, it takes a
great deal of courage for a child to press for presentation of his unusual ideas.
Such ideas are frequently hooted at and depreciated as “silly” or “screwy.””’

Our own research efforts studying productive thirjl{iﬂg at the
Institute for Research on Exceptional Children have centered on
analysis of the cognitive behavior of the classroom teacher and students.
We have been impressed bv the contributions of Guilford and have

Y. W. Getzels and P, W. Jackson. Crearivity and Intellipence. New York:
John Wiley & Sons, Inc., 1962.

' E. Paul Torrance, Guiding Creative Talent. © 1962 by permission of Prentice-
Hall, Inc., Englewood Cliffs, New Jersey.
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accordingly framed our classification and analysis of the teacher’s class-
room behavior and that of the students in terms of the Guilford model.
Thus, the analysis is in terms of COZNILiON—INemory—convergent——
divergent—evaluative intellectual operations. Each siudent and teacher
response is classificd in these general arcas (Gallagher and Aschner,
1963),

L]

Analysis of Cegnitive Behavior

Perhaps one reason why we have placed so much stress on the
importance of measuring instruments is that we have spent much of our
energy in devising and refining our own tests, rating scales, etc. We have
tapc recorded blocks of five consccutive classroom sessions in twelve
classes of intellectually superior children in four content areas at the
junior high school level,

These sessions are transeribed and cach spoken thought unit of
teacher and pupil is classified in order to identify patterns of cognitive
behavior in the classroom. One goal of our work is to try to discover
which kinds of teacher behavior bring forth which types of productive
thinking. Perhaps we can add to this, in which kinds of children.

W have found, as Spaulding did, some sex differences in the
classroom interaction behavior, In a total of gight classrooms so far
analyzed we have found that there is a definite tendency for boys to
speak more than girls in the classroom and to be more fluens in written
tests, despite similar 1Q scores.

It would scem that txpressive behavior in the classroom is a measure,
to some decgree, of personal aggressivencss and that boys are expected to
be more personally aggressive than girls and therefore to talk more.
Whether they talk in different styles or intellectual operations or nct is an
interesting question that we hope to analyze in the near [uture,

Another obscrvation related to divergent thinking, which appears to
be one nceessary component to creative thinking, is that unless the
teacher takes steps to ask specifically for this kind of thinking ¢ »eration
t very rarcly occurs in the classroom.

Some examples of the various teacher approaches can be imagined

cher i liscuss the relationships between the Spanish Armada
of America.
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One teacher approach could be styled cognitive-memory: “Teacher:
Can someone tell us what he has read about the Spanish Armada?”
This requires no thinking ability but merely the ability to remember.

An alternative approach might stress convergent thinking: “Teacher:
Give an explanation for why the Spaniards lost?” While this could be




cognitive-memory also, it may tcst the ability of the student to put facts
in a logical and sequentlal order.

Or the teacher could tap divergenr thinking: “1l'cacher: Suppose the
Spaniards had won, what so:is of things might be different about our
country today?” Here we have multiple possibilitics and the student is
encouraged to range over many dimensions without concern for the onc
right answer.

Finally there is evaluaiive thinking: "Teacher: Do you suppose we
would have been better off if the Spaniurds had won?” This type of
question demands the application of some value dimension to the problem
and the judgmental rclationship regarding the item in question and that
value dimension.

These four different types of questions are relatively casy to identify
by tecachers, as our workshops have shown. Teachers, given the subject
matter, can compose qucestions tapping cach of the intellectual operations,
In the course of classroom discussion, it is likely desirable that all types
of intellectual operations need to be brought into play. Whit the tcacher
appears to need is an understanding of a system such as this by which
he can become aware of his own behavior, affective and cognitive, and

the effect it has on the students.

Administrative Orgonization

Recently the author attended a workshop with some administrators
in a large metropolitan school system. They were discussing their
own programs for gifted children. There was an impressive mriety of
approaches. Some of the administrative arrangements used a special con-
sultant with knowledge of how to stimulate thought processcs fﬂ gifted
children. A second alternative approach was to have a consultant based
on subject matter areas; a science consultant or a social studies ;:::Jn1”1*%1111;3&1:_i
etc. Other administrative arrangements were the ungraded primary, over-
lapping grouping, the use of special interest groups, bringing in outside
specialists for part of the day, and acceleration in the school program.
After listening to some of the group sessions in which various procedures
were described for handling bright children at the elementary and junior
high school levels, the author composed a summary statement. One part
of that summary was that the self-contained elementary classroom
seemed to be disappearing.

One can bhecome involved in the details of administrative provisions
and Gvarlﬁﬁk thE fai:t that ths_::y really are t::n]y trylﬁg to accom p]lsh a fﬂw

lgvél of subjzs:t matter CQI’IGEPIHEHEEHGE ’%e::;-:erzd, tr.:r havc: a wgrkabliﬁ

Q

53




group of children, from an intellectual interest and achievement stand-
point, to allow for maximum absorption of these ideas. Third, to present
material in a way appropriate to this particular group. All of these ad-
ministrative arrangements and  organizations are altempls to  answer
the two major criticisms, the poor knowledge background of the teacher
and the low conceptual level of the curriculum.

A further consideration is the ever increasing role of automated
tcaching devices. Already in experimental use, among others, are closed
circuit TV, learning machines which operate as a type of tutor to the
individual student, computer regulated devices which present any ma-
terial from logic to history, and an airborne TV system with a plang
reflecting TV signals over a ten state area in the midwest classrooms. As
many other persons have stated, these automatic devices will no more
replace the teacher than did the advanced automation of the kitchen
eliminate the housewife. These aids will, however, allow the teacher to
do more of the things that he has never had the time for and will re-
leasc him from more routine tasks.

‘The advantages of the machines are many. They never get mad or
impatient or disgruntled. They give instant feedback so that the child
realizes immediately whether he is right or wrong and does not have to
wait until the next morning for the teacher to return the papers. Indirectly,
learning machines have forced upon us the necessity for systematizing
our own instruction. This had to be done to allow the content to be placed
on the machine, but the increased efforts in organizing materials can
pay off in greater insight by the tcacher or educator in the subject matter
in question.

While the machines answer questions effectively, they do not as yet
choose the questions to ask. This can be one of the most important
functions of the teaciier in the future. A Saturday Review article dealt
with “Hamlet's Low-Speed Computer.” It was pointed out that Hamlet’s
father’s ghost was the forerunner of today’s computers. Hamlet asked
the “computer” what had happened to the late king of Denemark and
what should he do about it.

From the ghost he got back a very detailed reply, . . . Responding to
these advices, Hamlet created a paliti:al,'s&cial, moral and administrative mess
that was simply hair-raising. The trouble was that he had gotten the right
answer—the answer he deserved—to a question that was totally wrong, He
had asked about his father when, as any psychologist will tell you, he should
have asked about himself and his relations with his mother.?

® Sarurday Review. “Hamlet'’s Low-Speed Computer.” April 7, 1962, p. 46.
Adapted from Management and the Computer of rhe Furure, edited by Martin
Greenberger © by Massachusetts Institute of Technology (John Wiley and Sons—

The M.LT. Press).
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Today’s computers or learning machines will give back faithful in-
formation but it takes extraordinary wisdom to know what to ask.
;E—i'?té fCllDT“l futur; of zfmput:rs in the classroom has been

50 1962). They suppest that a

, o s t
> able to place items in a basic or a remedial series.

more frecdom in the trmjg i}f Infi:lrm’itlﬂn he can insert and receive from
the teaching machine. He may be allowed to answer questions posed by
the machine, or even ask questions of his own, using conventional English

se nany, as yet, undreamed of applications lic over the horizon.
It 1s probably unwisc to consider the potential effects of the
various research endcavors discussed here on teacher education without

suppiy af pmn Killer on hand. RCECZHL}T means change Re-
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o
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thil we Cﬁulﬂ remain uniauzhed by this uplma val of traditional schc
practices. What we need is a program of teacher education that if:;=
responsive to these new ideas and is flexible enough to adapt to them,
. The research discussed has included examples o a |
learner and on mecthods to help him become more independent in his
thinking, new notions regarding the character of producti i |
t igation carch on the interaction of teacher

productive _hiﬁk&fg; investigations of res n th
and pupil (both affective and cognitive), and on basic modifications of
the curriculum.

We are clearly on the threshold of much new knowledge of teaching
and education. Living and working in this era will not be easy, but it
will not he dull either. It is up to us to meet the challen nge of this new
information with ingenuity and creativity so that we are masters of the
new ideas and developments rather than slaves to them.

References

L F Audriéth—, R. W. Burnett and Hi J. Fuller. “Secondary School

Athur Bestor. Educational Hf’fzis_reifmg;f:i Lirb.ana liin s: University of
Illinois Press, 1953,

Jerome S. Bruner. The Process of Education. Cambridge, Massachusetts:
Harvard University Press, 1960.

EKC

wll Toxt Provided by ERIC

|M|

T
L




Y. J. Gallagher. Analysis of Research en the Education of Gifted Children.
Springfield, lllinois: Office of Public Instruction, 1960.

J. J. Gallagher and Mary Jane aAschner. “A Preliminary Report o Anal-
yses of Classroom Interaction.” Merrill Puliier Quariterly 9:183-94; 1963.

J. W. Getzels and P. W. Jackson. Creativity and Intelligence. New York:
John Wiley & Sons, Inc., 1962.

J. P. Guilford. “The Structure of Intellect.” Psychological Bull-tin S3:
267-93; 1956,

H. F. Silberman and J. E. Coulson. “Automated Teaching.” Compurer
Applications in the Behavioral Sciences. H. Bork, editor. Englewood Clifls,
MNew Jersey: Prentice-Hall, Inc., 1962,

R. Spaulding. “Behavior of Teachers in Elementary School Classrooms.”

Richard Suchman. “Inquiry Training: Building Skills for Autonomous
Discovery.” Merrill Palme: Quarterly 7: 147; 1961,

E. P. Torrance. Guiding Creative Talent. Englewood Cliffs, New Jersey:
Prentice-Hall, Inc., 1962,




Teacher and Classroom Influences
on individual Learning

Ned A. Flanders

SUPPOSE a student is working on a problem and reaches a point at
which he must make a decision. If he considers the alternatives and then
makes his own decisions, his actions will appear to be relatively independ-
ent. If he is unable to make decisions without some help, we would con-
sider his action to be relatively dependent. In every classroom situation
there is a certain amount of dependence that may be directed toward the
teacher, toward other members of a group, or toward authority symbols
of some sort. Students differ in their tendency to respond with independent
or dependent behavior, in a given situation, and this tendency has becn
studica as a personality trait,

By the time children rcach school age, the personality trait of
dependence- mdf:pt.ndn:nca appcars to be well established. Stendler (17)
suggests that it is only when a child is sufficiently dependent to be pleased
at parent approbation that he can make rapid strides toward independence.
The child with a good dependence-independence ratio will develop into a
normally independent adult. Stendler describes two critical periods when
overdependence may develop: (a) when the child, at the end of his first
year, tests his mother 1o sec if he can depend upon her; and (b) when the
parents and society begin to increase thicir demands upon the child rapidly
during the ages of two or three. Sears er al. (15) found a substantial
rclationship between the frustration developed in childhood training, such
as feeding practices, and the incidence of dependence observed by teachers.
Support for these views can be found in the work of Frenkel-Brunswik
(14) and her colleagues, who found measures of this personality trait
to differ significantly in the interviews of prejudiced and unprejudiced
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adults. She suggests that patterns of submission to parental authority,
and the accompanying childhood frustrations, may be closcly related to
Sublﬂl&’%lﬂﬁ tz:x Autharlty in gc;m,m] Shc statc% th.;t this, in turn, ‘*

bc::th tcjward thusg w1th pngr JI‘HJ thmsg wn,hc;:ut it.”

Dependence and .ndependence

From what we already know about the teacher’s influence on social
processes and structures, it is clear that the teacher has the power to
create, or can help to create, conditions which elicit primarily dependent
reactions from zll but the most independent students. If necessary, he can
also force cven the most independent students into dependent patterns of
comypliant behavior. On the other hand, by exercising some care, the
teacher can create conditions which will encourage all students except the
most dEpEI’ldEﬁt t:;r initiate more Iﬂdﬂpfzﬁdt‘:ﬂt action and can create, if
r;spr:m:j with morc md;p;ndgnt bﬁhavnjr,

Why be concerned with dependence and independence? What effect
will control of depcndence have on learning? Not much research on
classroom learning has been concerned with the concepts of dependence
or independence, so the following comments must be speculative.

Givenr the well documented fact that patterns of dependent or in-
dependent behavior are established during preschool years, we may as-
sume that all teachers face a range of individual differences with regard
to this trait. It is most reasonable to suppose that a child will learn most,
in a giVEﬂ ch-:;*:mﬁrm Eltu*ﬂflﬂﬂ when he can resp:ﬁﬁd in :y fazhmﬂ that is

in rémedial r;;ujmg courses fﬁr cal]ege qtudeats that thGSE Etudﬂﬂt whgss.
personality measures indicated that they might function best in a highly
organized classroom with activities clearly structured did, in fact, learn
more under these conditions compared with learning in classrooms not
so highly organized.

The reverse conditions were also created and students whose per-
sonality measures indicated the opposite trends learned more in less
organized and less structured classrooms. It may be that when achieve-
ment alone is considered, r‘natchmg the social structure to the personality
needs of the student will maximize learning.

Yet following uus policy alone would probably reinforce existing
patterns of dependence or independence and any teacher must question
the desirability of such procedures. There may be times when independent-
prone students should learn to adjust to situations that require more




dependent responses nnd when dependent prone students should learn to
respond with more inucpendent behavior,

Besides the problem of matching the situational requirements to the
personality needs of the student, it is covious that the re q ments of

f:ﬁrtam s:ziuc:a.n::snal Gb]SEEIVES must. alsa be fﬂdtc‘.héd to tht; lgarnmg

can tak& PLE:-{Z whe  the pnmary mgdg. csf rcspansg is dL rern dmt F!‘.}T
example, it seems unlikely that students can plan the steps necessary to
reach a goal, gain the insight required for creative problem solving, or
generalize from one situation or another, under conditior of high de-
pendency. ls it not equally true that for certain objective. that involve
drill, following directions, or close coordination of individual effort, de-
pendence on the teacher, or surrogate authority figure, will result in
greater efficiency?

The balance between dependence and independence should be a
function of the student’s personality tﬁnd:___yi the requirements of the
goal and the requirements of coordination in getting work done. It is
hardly possible to imagine a desirable classroom situation in which either
maximum dependcnce or independence is maintaircd consistently.

Research Using Interaction Analysis

f'ﬂ

situations than it 13 in others. To investigate these rclationships we found
it was necessary to devise an objective method of quantifying the qualita-
tive aspects of the teacher’s spontaneous behavior. We call our system
“Interaction analysls.” Since this research procedure will be basic to any
discussion of controlling dependence, we will now turn to a description
of thec technique. |

The system of observation used at the University of Minncsota made
use of a classroom observer who classified verbal statements into one of
ten categories once every three seconds., Because teacher influence was of
ce ntral interest, seven categories were used for teacher statements, two
for any student statements, and one category was used to indicate silence
or confusion. The ten categories were: (a) clarify feeling constructively,

(b) praise or encourage, (c) clarify, develop or make use of ideas sug-

The effect of teacher influence on dependence is greater in some

pested by students (d) ask questions, (e) lecture, (f) give directions,
(g) criticize, (h) student talk in response to the teacher, (i) student talk
initiated by the student, and (j) silence or confusion. An observer’s rec-
ord, using this system, is a series of numbers representing the different
kinds of verbal events over a particular period of hﬁmagéﬁec‘i&us class-

room activity. The original sequence of verbal events is preserved in the

g
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observer's notes and a pair of events (sequence pair) is tabulated into a
matrix, giving information about which event preceded—or followed—
another. The system is called interaction analysis and is deseribed in
detail in an observer's mianual (Flanders, 1960a).

The major innovation of this system is the matrix. All the possible
systematic inferences from the matrix have not yet been utilized. This
device, however, does provide a teacher with more information, syste-
matically arranged, about his spontaneous behavior than herctofore has
vcen possible. For example, statements that the teacher makes as an
immediate response to students are isolated and can be compared with
teacher statements that trigger student participation. Even the column
totals which indicate the proportion of time spent in cach of the ten
categories constitute a surprise for some teachers,

The first two years at the University of Minnesota were spent refining
the categorics of obscrvation and developing a paper-and-pencil attitude
test on which students could indicate their attitudes toward the teacher
and the class activities, A study of elementary and junior high classes in
Minnesota and clementary classrooms in New Zealand (8) indicated that
there were consistent differcnces in the pattern of teacher statements when
classrooms in which the students had more constructive attitudes were
compared with classrooms in which the attitudes were less constructive,

A contract with the Cooperative Research Program, U.S. Office of
Education, permitted measures of achievement to be investigated in more
carefully controlled field studies. In one project all the materials necessary
for a two week unit in seventh grade social studies and eighth grade
mathematics were supplied to teachers carefully selected in order to
represent the extremes of teacher influence present in a larger popula-
tion. The patterns of teacher verbal behavior. were compared with gain in
achievement as measured by pre- and post-tests. Student attitude inven-
tory scores were also available. It was found (10) that the attitudes of
students toward the teacher and class were significantly more constructive
in classrooms in which achievement was higher. The verbal patterns of
teachers in the superior classrooms were significantly different from those
in the below average classrooms. These differences tended to support the
hypotheses about teacher influence that were proposed in a chapter of the
59th Yearbook of the National Society for the Study of Education (11).

Further experiments were conducted in which teacher influence was
controlled by training a teacher to role-play particular patterns of teacher
influence. Filson (7) showed that when the learning goals are unclear,
as in a new task, lecturing and giving directions increase the dependence
of students on the teacher. Amidon (1) showed that the achievement
of Flgpendent prone students in geometry is lower when teacher control
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is muintained by an above average use of lecturing, giving directions, and
by an above average usc of questions followed by the development of
the students’ ideas, achicvement was significantly higher. Andersoa (6)

than do the less dependent-prone, and they both have different expecta-
tions concerning the teacher’s role.

The last project at Minnesota was an in-service training program
obtain information about their own spontaneous behavior, Participation
in a ten-week course produced significant changes in the spontancous
verbal patterns of teachers. The use of interaction analysis as a method
of feedback (12) for teachers showed considerable promise.

Part of the in-service training project included the design and pro-
duction of five sound filmstrips for use in the in-service training of
teachers (13). The set was produced by the Audio-Visual Education
Service, University of Minnesota; the filmstrips vary in length from 15 to
45 minutes, are in color and include a tape recording for sound repro-
duction. Number one deals with the attitudes of teachers toward in-
service training, Number two introduces the basic concepts used in inter-
action analysis. Number three defines and gives cxamples of the ten

matrix. Number five shows an application of interaction analysis to a
teacher-pupil planning session in ninth grade social studies. Companion
instructional materials for the use of filmstrip viewers are not yet com-
pleted.

The filmstrips were used successfully as part of observation training

~in a Minnesotu school system during 1960-61. They also have been used

for workshops at Temple University and the Teachers’ Laborato:, ,Ja-

The extended rescarch program at Minnesota has involved arbitrary
vialue judgments which guided research activities including what was
studicd and how it was studied. One value was that the educational re-
search should be practical in an engineering sense and make use of
techniques that can be carried out in classrooms. Another set of values
concerncd supcerior and inferior teaching, It was decided that in a su-
perior classroom: (a) student achicvement of the content objcctives
should be higher than average, in spite ‘of the limitations of our measuring
instruments; (b) student attitudes should be more constructive, giving
above average scores on an inventory that includes scales of teacher
attractiveness . interest in doing schoolwork, fairness of rewards and
punishments, less dependence on teacher direction, and less disabling per-
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sonal anxiety; and (c) the students’ perceptions of the educational objec-
tives and alternative classroom activities should be taken into considera-
tion as part of the social situation, especially in planning work.

This valuc system operated to give us hunches about what is im-
portant in the teaching-learning process, what instruments to develop, and
what comparisons might give us most information. These values were
somewhat like an insurance policy designed to protect our research in-
terests, but like all insurance, there was no guarantee of positive or nega-
tive research resuits. Some of our hypotheses about teacher influence were
rejected, others supported, even though all were “insured.”

Controlling Dependence

Our research shows that the teacher’s behavior is a significant factor
in the control of classroom dependence. After observing over 100 teachers
at all grade levels and tabulating over 1,250,000 tallies, our research team
has reached some general conclusions.

First, dependence is higher in most of our public school classrooms
than is ﬁEéE%EEf}’ ii} cﬁntrél aﬁd cﬁcfdinaté ths ieamiﬁg a;:tivxtles If

as fi::llgws,
Common practice in today’s classrooms with regard to teacher in-

fluence can be expressed by the “rule of two-th'~ds.” Two-thirds of the
time spent in a classroom, someone is talking. Two-thirds of the time
someone is talking, it is the teacher—for the teacher talks more than all
the students combined. Two-thirds of the time that the teacher is talking,
he is lecturing, giving directions, or criticizing the behavior of studcnts.
One-third of the time he is askmg questions, reacting to student ideas,
or giving praise,

In a classroom in which there is greater freedom for intellectual
curiosity, for expressing ideas, more positive attitudes, and more achieve-
ment of content, the rule of two-thirds becomes, in effect, the “rule of
one-half.”

‘n these same superior classrooms, there is an element of flexibility
in the influence patterns of the teachers not found in below average
classrooms. Teacher behavior is simply less predictable. On one occasion
the teacher may dominate and supervise work very closely, on another
occasion the teacher may provide a very low level of participation and
most of this is indirect.

It is otr gllf'%% that there: 15 ]E%‘ﬁ ﬂEPEHﬂCnEE m thcsg sup::rmr t.:lassk




tion. Students can concentrate more energy on the learning task and less
e.,m.,r;y on Indmg out ht:)w to pliZ'iSE thf; téac:hsr Studénts are Qn;nted

the tca;h;r

Second, when students have more independence, they have different
attitudes toward their teacher and their peer group. Our research did not
collect information about pecr group standards of behavior and participa-
tion in the superior and below average classrooms. On a subjective basis,
the following theory fits what we saw in the classrooms we observed.

In the below average classrooms the pecer group forces sggm::d more
potent because the students expressed what might be called ‘“‘aggressive
counter-dependence.” There was a shared satisfaction in resisting teacher
influence more often. The standards the group set for itself scemed to be
contrary to those desired by the teacher more often. In this sense, peer
group forces were more easily ncticed, they were points of friction.

In the superior classrooms, on the other hand, peer group forces
were less a ppi ent. It is our hunch, however, that they werc just as potent
if not more potent compared with below average classrooms. Onc can
assume that as students become more independent of teacher direction,

their own status becomes more clearly differentiated from other students,

Thc more Lapablé studgﬂts had more fre&dgm to exert mﬁuem:c wrthln

fcady shr_j n th'lt gtudent laadérs tend to 1rmtata patt&rns cjf !Ea%;her
influence in their peer contacts. His research would suggest that the flexi-
blc morc Il‘ldil‘i’::t pattern f_rf the %upéﬂﬁr classrggm teacher would more

It %::c:med trj us that the blg dxffrz;rénce was that the forces within
the peer group were more consistent with the purposes of the teacher in
the superior classrooms. Teacher influence and group standards were more
compatible and mutually supportive.

Third, onc way to decscribe the teaching process is to say that a
teacher accepts the initial dependence of students and then designs a
series ﬁf upcn;ncfzg ‘;;uf:h that the %tudent bECQTﬁES more rf;slmnsw:: to

spcﬁsivc to the authority ::sf" thez—: teaghsri It is in this sense that sus;gssful
content achicvement or problem solving is, itself, therapeutic. The thrill
of achievement contributes to the intellectual and emotional maturation
of the student.

The delicate timing involved in this process requires a teacher to
decide when to be more direct and restrict the frcedom of action of
students and when to be more indircet ond expand the freedem of action
of students. To make these decisicns accurately as often as is possible the
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teacher needs as much information as he can collect. Teachers who ask
more questions and clarify and develop students’ perceptions will obtain
imore information than will teachers whose natural style is more direc-
tive. Our hunch is that the former make more decisions correctly partly
because they have more practice. They are also in a better position to
develop principles that guide their behavior, They have a richer teaching
experience,
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Social Class: Educational Attitudes
and Participation

Richard A. Cloward and
James A. Jones

WHAT we do about a persisting social problem, such as poor aca-
demic achievement, depends in large part on our assumptions about the
forces that produce it. Every approach to this problem is based on cer-
tain assumptions, explicit or implicit, about why the problem it is secking
to solve exists in the first place. We shall set forth here some ideas which
we hope are helpful in dealing with the problem of poor academic per-
formance among certain categories of children.t

The problem we will examine is that of the gencrally direct correla-
tion between socioeconomic position and academic achievement. There
are, of course, important qualifications which should be noted when this
correlation is discussed. Although the correlation holds generally when
the various strata of our socicty as a whole arc compared, it may not
necessarily hold for certain important subgroupings; some cthnic groups
may tend to perform well despite their low sociocconomic position; some
groups may tend to perform poorly despite very high socioeconomic posi-
tion, The point is not that the correlation is unvarying whatever the
specialized status categorics which one compares, but rather that it tends
_ ' The data upon which this paper is based were drawn from surveys conducted
by the New York School of Social Work, Columbix University, in conjunction
with Mobilization for Youth, Inc.

EpniTon's NoTe: This essay also appears in: Education in Depressed  Areas.
A. Harry Passow, editor. New York, New Yuwrk: Bureau of Publications, 'T'cachers
College, Columbia University, 1963. Reprinted with the permission of the Bureau
of Publications and the co-authors.
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to hold for very large aggregates of the population despite these internal

variations.
If we ask whether this gene eral correlation can parﬂy be explained
by class diflerences in emphasis on education, the answer is probably yes.

However, the problem of undera c:h evement in low income groups cannot
be explained simply by differences in emphasis on cducation, although
the represcntatives of educational institutions may find it convenient to
explain it in this way. It must also be recognized that other forces com-
bine to produce lower levels of achievement in Jow income groups, sev-
cral of which might be noted.

Influences on Achievement

One force making for lower levels of academic achievement among
poor youth is the fact that they receive less instructional time. A number
of factors combine to diminish instructional time, not the least of which

is tcacher turnover. For a varicty of reasons, many teachers are reluctant
to teach in the slum school. A study o: thé carecr patterns of Chicago
public school teachers documents the fact that teachers normally begin

their careers in lower class nalghbgrhgads, where there are more vacan-
cies, and transfer out as soon 135 they can.” In addition to high turnover,
this also means that teachers in slum schools are generally less experi-
enced. The effect of this situation is especially unfortunate when one
considers the characteristic instability of many slum communities, not to
mention the cconomic uncertaintics of slum youngsters’ lives and the
frequent changes in the composition of their family, It is important that
the school, as represented by its teachers, be a constant, stable, omni-
present force in the community.

Because of the greater turnover of teachers in slum schools, the
rclative incxperience of these teachers, and the geographic mobility of
low income families, slum youth receive less actual instructional time than
d::j %c‘:hﬁﬁ[ s:hiidrcﬁ iﬁ middl;‘: t:lm;s; ﬁéi}ahbﬁi‘héﬁds Indsed one siudy i:if a

Lid}" was dLthLd to dzss!pimc or Drgum?mmnal UthEllI even with ths: best
teachers this figure never fell below 50 percent.? -

A sccond force making for underachievement stems from the strong
tendency in our society to motivate academic achievement by holding out
the promise of luturc occupational rewards. It should be pointed out,

3Sce: Howard Becker. “The Career of the Chieago Public School Teacher.”
American Socinlogical Review, Vol. 17, No. 7, July 1952, p. 470-76. )

* Martin P, Deutseh, Afinority Group and Cluass Status as Reluted to Social
and Personality Factors in Scholastic Achievernent. Mew York: The 5 ety for
Applied Anthropology, Monograph Number 2, 1960, p. 23,
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however, that cducational attainment does not neces-arily enable the
lower-class person to overcome the disadvantages of his iow social origins.

Thus workers’ sons with “some college” education :-e¢ about as well off
[financially] as a group as the sons of nonmanual fathers who have graduated
from high school but not attended college. Similarly, high school graduation
for the sons of workers results in their being only slightly better off than the
sons of nonmanual workers who have not completed high school.

To the extent that one’s social origins, despite education, still con-
stitutc a restraining influcnce on upward movement, we may assume
that other objective consequences of social position intervene, such as the
ability of one’s family to give one a start in a business or profession by
supplying funds or influential contacts,

The influence of social class as a deterrent to social mobility, despite
the possession of education, becomes all the more important when coupled
with influences stemming from race and nationality. It hardly needs t-
be said that race usually acts as a major barrier to occupational mobility
no matter what the educational achievement of the person involved. This
situation is casing, to be sure, as progress in fair employment practices
for all racial groups is slowly achicved. Nevertheless, it would be grossly
inaccurate to say that a Negro youth in our socicty has the same chance
as a white youth to become upwardly mobile given an equivalent level
of education. It is not in the least uncommon to find Negro youth with
college training forced to take employment in semiskilled and lower white
collar positions. Among the professions, only teaching and social work
have been readily available to them.

The point is, of course, that the major inducement to educational
achicvement in our socicty is the promise of future occupational rewards.
If, however, it is known in advance that these rewards will be largely
withheld from certain sociocconomic and racial groups, then it is unlikely
that high levels of educational achievement can be sustained in such
groups. Thus, academic performance may be devalucd because the young
in such groups sce no rclationship between such attainment and the
realities of their future,

What we have been saying about the relationship between educational
performance and occupational rewards assumes, of course, that discrepan-
cies between the two tend to be perceived by low income and minority
groups in our socicty. Generally speaking, the evidence available docs
suggest that perceptions of opportunity do accord with the reality, In this
connection, Hyman summarizes data which show that there are distinct
differentials by socioeconomic status in judgments reparding the accessi-

—
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‘S, M. Lipset and Reinhard Bendix, Social Moaohility in Industrial Socicty,

Berkeley and Los Angeles, C  ifornia: University of California Press, 1959, p. 99,
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bility of occupational rewards. Thus 63 percent of one sample of person:
in professional and managcrial positions felt that the “years ahead hel
good chances for advancement” while only 48 percent of a sample c’:f
factory workers gave this rgspﬂnsg Furthermore, the factory workers were
more likely to think that *“getting along well with the boss™ or being a
“friend or relative of the boss” were important determinants of mobility,;
professional and executive personnel were more likely to stress “‘quality
of work™ and “encrzy and willingness.” * Such findings suggest that low
income persons do indecd perceive the impact of social origins upon their
life :hnngcs If these are the perceptions of occupational mobility held by
parents in such groups, it is hardly likely that children in such familics
would hold contrary views on a wide scale. Under such circumstances,
the perception of the role .of cducation as a channel of mobility may
fail to assume the importance which we might otherwise wish.

Third, it should be noted that the distinctive socialization of slum
youth poses a barrier to academic achievement if the school is organized
essentially in terms of middle class values, as is typically the case. In the
development of curricula and the structuring of teacher roles, this culture
conflict (as distinct from the timeworn emphasis on cultural deprivation)
has never bs;z':n f‘ull‘y rerz:ﬁé,n'izf:d——:a fact that puts thL Ir:m’s.r class child at

ﬂ.

Thf_: pmblgm Df dlﬂLIEIItLEI SDGLallzatmn vis-d-vis Educati-:jnal
achievement can best be seen by looking at E;rtain ethnic and nationality
values, By and large, immigrant groups historically have entered our social
structurc at the bottom, and thus it is in the Ir::wz.,.r class that these valucs
have had the greatest impact. In many of the groups which have come
to this country, distinctive systems of valucs were already well established
and thus tended to persist here for a number of generations. Although
the more superficial aspects of the American middle class value system
may have been acquired rapidly, the more subtle and deeply embedded
aspects of the Old World values were abandoned less recadily. Indeed,
there is good reason to think that many of these values continue to exert
a profound influence upon the behavior of many persons in the second
and third generations.

The point to be made about these persisting valuc orientations is
that they do not always facilitate success in the school. Our system of
cducation pluces a strong stress upon doing rather than being, upon a
futurc orientation rather than an oricntation toward the present or the

i i-Iz:rhe;rit H. Hyman. "The Value Sysiems of Different Classes: A Social-
Piyvchological Contiibution to the Analysis of Stritification.”™ In: Reinhard Bendix

and 5. M. Lipset, editors, Class Staiuy and FPower. Glencoe, lllinois: ‘The Free
Press, 1953,
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past, upon the notion that man is superordinate to nature rather than
in harmony with it or subjugated by it, upon the notion that man is
flexible and plastic and capable of change rather than that he is esscntially,
and perhaps immutably, evil. A child who has not acquired these par-
ticular value orientations in his home and community is not as likely
to compete successfully with youngsters among whom these values are im-
Plicitly taken for granted.® Part of the problem of underachievement
among some lower class persons may therefore be attributed to the exist-
ence of these alternative value orientations to which the young are
differentially socialized.

The failure of the school to take these differing value patterns into
account constitutes a striking form of inequality. In this connection, there
are at least three respects in which equality can be understood. First,
equality means that equivalent educational facilities shall be available
whatever the socioeconomic position of the child, Second, cquality means
that individual differences in learning patterns shall be taken into ac-
count. Finally, equality means that the educational system shall not be
organized m such ways as to favor children who are socialized in onc
rather than another part of the social structure.

Differentials in socialization, arising from sociocconomic position
and cthnic origins, must, like individual diflerences in learing, also be
adjusted to by the school system. If the educational enterprise is simply
an cxtension of the middle class home, then it follows that only middle
class children will tend to do well in school. If the school fails to practice
equality in these several respects, then it can be understood as con-
tributing to the very problem which it otherwise deplores.

Keeping such factors as these in mind we propose to examine the
limited problem or differences in attitudes toward education by social
class. In addition, we shal] ask whether involvement in educational activi-
ties—such as visiting the school or participating in parent-teacher associa-
tions—appreciably influences thesc attitudes and, if so, in which socio-

SConomuc strata,

Data and Indices

The data upon which this paper is based were gathered in the rourse
of a survey of attitudes of adult residents living in the Lower East Side

®“For one account of these value orientations, see: Florence Kluckhohn.

“Variations in the Basic Values of Family Systems.” In: Norman W. Bell and
Ezra F. Vogel: A Modern Introduction to the Family. Glencoe, Illinois: The Free
FPress, 1960, p. 304-16. Sce also the hook by Frank Riessman which ; . direetly
o the relationship between value differences and educational achievement: The
Culturally Deprived Child. New York: Huarper & Row, Publishers, Inc,, 1962,




of Manhattan, For generations the Lower East Side has been labcled a
slum. Traditionally, it has been the first residential area for immigrant.
to this country. At present, about half of the 100,000 residents of the
community were born outside of the United States. Ethnic groups in the
area include Italians, Jews, Negroes, East Europeans, Chinese, and a
large scgment of Puerto Ricans. The last p resent the meest recent wave
of immigrants to the city. Except for those residing in a smattering of
middle income cooperatives, about half of the population lives in tene-
ments, and the other half in low income public housing.

Survey Sample

A sample of residents wus drawn by listing every known dwelling
unit in the area, stratifying this list into 250 cqual intervals of 133 housing
units, and randomly selecting five households within each interval. Since
the listing of households corresponded to the geographical arrangement
of hﬁusiﬂg units, i;h; saﬂiple is a prﬂpurtignau’: randgm %;Imple g:f:a=

mtt_:rvu’;wlgd was ;11:«3 randgmjy sel;ctcd

Interviews were actually conducted with 988 of the 1,250 potential
respondents, for a completion rate of 79 percent. About half of the per-
sons with whom interviews were not conducted refused to be interviewed.
Preliminary probes of the data, and comparisons with census materials
indicate that the obtained 988 interviews can be taken as reasonably
representative of the community under study. Interview losses were great-
est among the older residents of the community, and in houscholds with
no adolescent members. Completion rates were quite high among Puerto
Ricans and residents of low income public housing. Interviews were con-
dm;;tc.,d cnt_ift:ly or p;’iftly ifi 13 Iﬁngmgcsf thus rcduc:ing ;my biii‘% in the

Measure of Social Class

Since this paper deals with the impact of involvement in educational
matters upon attitudes toward education by social class, we turn now to a

"That is, a stratified random sur nle in which the sampling proporiion is the

same within ' strata. Willtam G, « ochran. Sampling Technigues. New York:

John Wiley .. Sons, Inc., 1953, p. 67,
"The languages were: English, Spanish, Yiddish, German, Polish, Italian,

Russian, Ukranian, French, Hungarian, Japanese, Chinese, and Greek.
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ocial class and of involvement in educati

on

[
&=

discussion of the indices of
which will be used.

The notion of social class usually refers to an individual's general
standing in a hicrarchy of positions. Since we can always locate some
individuals whose general standing in the society is higher or lower than
others, every society is stratified into socjal Clusses. Social class seems to
have two dimensions: a productive dimension I a consumptive dimen-
sion. The former involves the degree to which an individual posscsses
wealth, knowledge and power. It s most commonly represented by an

zation and oecupation. The consumptive dimen-
sion of social class involves expressions of a particular style of life, and is
measured by how a person spends his money, where his children are
educated, and what values he espouscs.” The index of social class which
is employed in this study is a measure of a person’s general position
with respect to the productive aspects of class. It is, therefore, a measure
of a person’s general educational, occupational and economic position,

In the course of the survey interview, the respondent was asked
his occupation, how many ycars of school he had completed, and the
total family income. Information about the education and occupation of
the respondent’s spouse, if any, was also obtained. The measure of social
class is based upon the education and occupation of the head of the
household, and the total family income, adjusted for the number of persons
living on that income.

The head of the houschold wis classified into one of four occupa-
tional groupings: (a) professionals, semiprofessionals, managers, anc
officials; (b) clerks and salesmen; (¢) craftsmen, foremen, and sclf-
employ.d white and blue collar workers; and (d) operatives, service
workers, laborers, and permanently unemployed persons. The head of the
houschold was also classified into one of four educational groups: (a)
completed some college or more: (b) finished high schoo!: (¢) com-
pleted some high school; and (d) finished grade school or less,

Finally, the adjusted family income was classified into onc of four
categories: (a) less than the minimum wage of $1.25 per hour; (b) more
than the minimum wage, but less than the Lower Eust Side median
income; (¢) more than the Lowcr East Side median income, but less
than the national medjan income; and (d) more than the national median
income. These classifications were then combined into three groups which
roughly correspond to the Lower Class, the Working Class, and the
Lower Middle Class and above,

*Sec among others: Joseph A, Kahl, The American Clasy Structure, New
York: Holt. Rinchart & Winston, Inc., 1957; and Iarold W. Pfautz, “1The Curremt
Literature on Social Stratification,” Fhe American Jonurnal of Sociology 58: 39]-
418; January 1953, E
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On the basis of this index of social class, 44 percent of the residents
were classified as Lower Class, 36 percent as Working Class, and the
remainder, 20 percent, as Lower Middle Class or above. The typical
IEWET class ]jér"%f:ﬁ ifl our iﬁdex ha% had Iegs than an eighth gr;“zde eduéa=
wh;} se¢ income per p;rﬁun is I:s:@ thdn the minimum Wd;:; Hn—: typmal
lower middle class person, on the other hand, is a professional or semi-
professional, has had some college Eduzatign, and lives in a family
whose income per person is above the national median. The working class
rﬁemb:r falls betwcz‘:n th;-«zc—;— two extremes. Ht; is u-%’uilly a skilled wc::rkﬂr
fam:ly wht:)ae income pc,.r persan is abt::ut average fc::r r;‘su:lgnts L::f the
Lower East Side.

Measuring Involvement in Educational Activities

One of the most striking things about our educational system is that
there are virtually no formal channels through which persons without
children in the public schools can make known their feelings about edu-

cational matters. Those without children in school are restricted to par-
ticipation in the educationa] system through budget hearings or ad hoc
“citizens for better schools” committees. ’Thus, involvement in educa-
tional matters is virtually restricted to persons with children in the public
schools

Fﬁ persons with children in school there are two ways to become

involved in cducation. The first, and the most preferred way, is through
active participation in the local Parcent-Teacher Association. The second
is through informal visits to the school and discussions with cducational
personnel.

I’ rsons who are involved in the first way are likely to focus upon
problems of the cducational system, such as obtaining funds to conduct
special programs, motivating more participation by parents, and attempt-
ing to grasp the rcasons for certain school procedurcs and problems.
Parents who confine their participation to visiting the school are much
more likely to focus upon the educational probhlems or success of their
particular children. Many persons believe that involvement in education
through the Parent-Teacher Association is preferable to involvement
through visiting the schools. By participating in the meetings and activities
of the organization, they belicve that the parent gains a better perspective
of the problemis of the school, and that he finds himsell 1 a better

position to make his desires known and to get them acted upon,
Q
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account by: (a) being restricted to persons with children in the public
schools; and (b) by weighting more heavily active participation in the
Parent-Teacher Association. Persons who are past or present officers of

the PTA, thercfore, are considered most involved in educational matters.
Slightly less involved are those who, although not officers of the As-
sociation, attend mo't of its meetings. Persons who are nominal mem-
bers of the PTA are considered more involved than those who just visit
the schools, while parents who do not even visit the schools are deemed
to be least involved. Exzluded from the index are respondents in house-
holds whcre no one is attending school (61 percent of the sample),
ard respondents in households where all of the children attend private
or parochial schools (2 percent of the sample). The distribution of re-
spondents according to the five catcgorics of the involvement index is as
follows:
Percent
Past or present officers of the PTA 4
Attends most or all of the meetings of the PTA 7
Belongs to PTA, but attends few meetings 15
Does not belong to PTA, but visits the school 45
No contact with the schools 29
Number of cases (with children in public schools) (360)

As shown by the preceding figures, nearly half of the residents of
the community who become involved in educational matters do so at
the lowest level—uvisiting the schools, presumably to discuss their own
children’s educational progress. Over one-fourth of the persons in the
community to whom avenues of participation in educetional matters are
open fail to avail themselves of these opportunities.

Because of the small number of persons who are highly involved
in education, only three divisions of the index will be used. We shall
distinguish between those who have no contact with the schools, those
who visit the school but do not belong to the Parent-T'cacher Association,
and those who are members of the PTA.

Attitudes Toward Education and Schools

In this scction we will attempt to show whether there are significant
differences by social class in attitudes toward education and toward
schools as institutions. Although our findings generally confirm the re-
sults of carlier :tudics, they also show that the relationship  between
social class and attitudes toward education is more complicated than previ-
ously was assumed.




The !mportfance of Education

man;z;d a natmm—zl survey in wlm:h a ,«.a:lmp__- cjf y:‘::u_ths_a was dsk;d.
“About how much schooling do you think most young men nced these
days to get along well in the world?” The results are shown in Table 1.

Table 1, Class different’als in emphasis on the need
for college education
(201 males aged 14 to 20)*

Socioeconomic position Percent recommending MNumber of

of family a college education respondents
nglihv and prosperous 74 39
Middle class 63 100
Lower class 42 62

i. H. H}*m;n 7"7'1'1::: Yaluc Systems {]f E’DifTErcnt Elﬂ.ngs. A .?nmn_l f’ay:;hulngu:l
ifcr ;’uutis‘m to the Analyveis of Stratification.™ Reinhurd Bendix snd 5, M. Lipset, editors,
Class, Sratus and Poawer. Glencoe, Illinéisz Free Press, 1953 . 432,

These data, like others that Hyman presents, show that a sizeable

proportion of p rsons at each point in the so cwl structure consider a
college education desirable. Even in the lowest level [ society, the pro-
portion whc émphasme the nced for education is not small. But it is also
true that there are strong differences from one stratum to another, In
genera!, the proportion recommending higher education increases with
each upward step in the socioeconomic hierarchy.!®

When, in our community survey, we asked the same question r
pm‘t&c‘i by Hyfﬂfm thE féfults thﬂif’lﬁd shﬁwed thc same géﬂéfﬁl felstie d=
Eif Tablc 2 shﬂws the; rssults ff;f all rﬁspandﬁnts in ear:h Qlass gri_}upmg,
while the bottom half shows the results © respondents in households
where children are attending school. In both instances the proportion
of respondents saying that a young man needs more tihan a high school
education (i.e., at least some college, or high school graduation plus
technical training) increases as position in the class hlerarihy increases.
Thus, although three-fourths of the middle class respondents stated that
it was desirable for a young man to have more than a high school educa-
tion, only 59 percent of the working class respondents, and 41 percent
of the lower class respondents stated that a young man nceds this much

18 At least one study in a foreign country (Sweden) indicates that this dif-
ferential evaluation of education is not restricted to the American class structure.
See: Hadle; <Cantril. Public Opinion, 1935-1946. inivclu, New Jelrsey: Fiinceton
University Press, 1951, p. 180-81.



education. If just those respondents from houscholds where children are
attending school are compared (bottom half of the table), the same
relationship is obscrved, c.cept that the proportion of respondents saying
that more than a high school cducation is needed is larger for cach
class grouping, That i, those iespondents with children in the house-
hold attending school place a higher valuation on education ihan those
in houscholds with no children.
Tuble 2. Percent of respondents in each class who think that a young
man needs. more than a high school education in order
“to get aleng - ol in the world” *
All respondents

Lower Working Middlc
Percent saying more than — =
high school education ! 41 59 76
Number of cases (434) . (354) (200)

Respondents with children in school only

Middle

I ower Working

Percent saying more than
high school 43 68 81
Number of cases . (187) 1142) (35)

* The specific question asked was, “About how much schoealing de vou think most

young men need these doys to get alung well in the world?”

Table 3 shows the proportion of respondents in cach class grouping
who mentioned education when asked what “‘getting ahead” me.ans to
them. Again there is a direct rclationship between position in the class
hierarchy and the importance placed on educatio;.. The relationship, how-
ever, is not especially strong. For all respondents, about one-fourth of
the middie class and Icss than one-filth of the lower and working class
respondents said that obtaining or providing a good education came to
mind when talking about gciting ahead. If the top and bottom parts
of Table 3 are compured, the same relationship holds, except that work-
ing class respondents are much more like middie class respondents than
lower c:uss respondents.

Results such as thecse have often been taken to mean that low in-
come people fail to understand the basic relationship between educa-
tional achievement and occupational mobility. While this may in part
be true, such an interpretation may also be oversimplified. In this con-
nection, we asked people whether or not they thought that “a good educa-
tion is essential to getting ahead.” At least 95 percent of all respondents
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questions of such a gereral and abstract order often elicit rather sterco-
typed responses, and t s may account for the uniformity of responses
to this question by social c¢lass. On the other hand, there is also the
pusa:blhty that D[hLI’ fnr;cs operate to produce class differences in the

i’._)ne pnss;hlhtyi c:rf ct}msf:, 1s that educational attitudes are influenced
by the occupational levels which people define as meeting the criterion of
“getting ahcad.” The answer to the question of how much education
a person nceds to get ahead in the world may be influenced consider-
ably by the respondent’s definition of an appropriate occupational level,
Thus low income peopic may perceive the relationship between educa-
tion and mobility, but nevertheless give lowc. cstimates of the amount
of cducation required to get ahead simply becau:. : they arc or onted
toward correspondingly lower pesitions in the sociul structure than their
~:1ddle and upper income counterparts.
A partial test of this' possibility is available with data from the
urvey. Residents of the Lower East Side were asked: “Supposc sonic
Gutsmndmg young man asked your advice on what would be onc of
the best occupations to aim toward. What one occupation do you think
you would advise him toward?” Most of the respondcnts said that they
would advise him to take up one of the professions or semiprofessions.,
Many of the resp~ndents, however, did not indicate this opinion. They
cither said that they could not advise the young man, or would advise him
toward 2 nonprofessional career. If differences in the occupational level
toward which persons are oriented account for class differences in the::
amount of c¢-lucation deemed necessary, then there will be no differ
between the classes when occupational level is « ntrolled. The data are
presented in Tables 4 and 5.
Table 3, Percent of respondents in each class who say that “getting
ahead” means obtaining or providing a good education.*
Tg*al nm’nh::r of T‘ESPEHCIEFIIS

Lower Wgrkm&_ Mlddlg
PEfﬁéﬁtr saying good education - 1?7 B 19 24 7

MNumb-- ~f cases (434) (354) (EDD)

Respondents with children in school only

._L . Wt;z: Wﬂrkmg 7 Mlddl{;‘—
Pgriem saymg gr:sr::d Edugangn 19 26 25
Humber of cases (187) :142) (55)
T ‘The ‘-Z]"lz;f:i}aﬁ ﬂ!;E{!ﬂﬁ ﬂl:kr*d DI “When we talk abngt mettine “head, or Tininz 3

the world, what sorts of things come to rﬁ;n‘l’? (What does getiing ahead mean to
you?) Anythmg else?”
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Table 4. Pereent of re-pondents in cach class who  hink that a young
man needs more than a high schost education in order 1o get a,ﬂung,
well in the world” by level of occupational ;szspir;uif:jn;*

i.{fm'cfr Wa, oo Muh{h
Prﬁf j Prof. amd Pmi ;m_gi

smu!p:ﬂl Dzhfsr semiprof.  (ther sc—mmr:ﬁrf, Dlh;r

Pereent more than

4 high school education 50 29 6H2 54 75 77
MNumhber of coses (2432 f]Sﬁ) ";,343] (”U (1] ) (ﬁ‘})

* The spevific guestion d‘skui to ‘ing luel «;}F EINSITN utmnil ﬁlﬂri““” wiis,
TRuppose seme outstamding young man asked vour advice on owhat owould be one of e
Bt oweupations to aim loward, What ane occupation do vou think sou would advise him
fowire?”

Table 5. Percent of respondents in - class who suy thal “getting

ahead”™ means obbiiping or provadog a good education

by level of ocepuativnui aspiration.

Lower %Vcﬁzhlng Mlddl;
Prof. and Pro L and Prof. Emd
semiprof.  Other  semiprof.  C.her  semiprof. Ornther
Percenat s: ;y:ng gm“ni
duition 22 11 24 9 25 22
MNumber of cases {248) {186) {243) (it {131 (69}

Members of the three classes ure then subdivided into those who
would and those who would not ad.ise the young muan to take up o

professional or semiprofessional career. When the responses about how

much cducation a young man should h“w:: arc then examined {Tabie 4),

the differences between the classes observed pre ously still remain. It

can be scen, however, that respondents’ d;:f’miti@m of uan ;zprsr‘c:p:‘in”‘
carcer for a talented young man have a much grter impact ~mony

‘I“M

wer class persons than among working or middle class persons. -wmong
lmsu class respandents who would advise a voung man to take up :
professional or semiprofessional career, half state that a young man
needs more than a high school education to get along well in the world,
whercas among those who would not advise a young man toward such a
0 percent feel that more than a high school educa-
10ve up the class ladder, this difference gradually
decreases, and, in fact, among middle class respondents, ‘the definition
of an dppmprldta_ carcer for a young man makes no differcnce ar all,
It would scem, there f:: re, that lower class persons place less emphasis
upon education for education’s sake, since their estimates as to e am.ant

of educauon young man needs are most attected by ihe level of

—
s

!

I

carcer, only about
tion is nceded. As we

-
|

wl‘“\
‘..m".l

occupational aspiration.
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When occupational aspiration is controlled and the responses of the
several social classes to questions re gmlm the meaning of “getting
ahcud™ are compared, the results, as shown in Table 5, arc generally
similar. The impact of the definition of an appropriate carcer for a talented
young man is greater in the lower and working clusses than in the

middle cliss, Memboers of the .niddle class who do not feel that the
professions or semiprofessions are an appropriate carcer for a talented
young man arc just as likely to mention education as a means of getting
ahcad as are hose who do feel this way. One may conclude from this
that middle class persons are more likely than lower or working class
'p»;:r%mn% to think of cducation as good in and of itself, regardless of the

cupation they have in mind when advising a young person about careers.

Yet, the matter is not this simple, for adding to the complications
of the picture of the relationship betw 'e::;:n class attitudes towards educa-
tion are ﬁc ce ptmn% of the place of education in a person's c.unupiujn
£ od life.” One question we aakgd 5, “Whit kinds of things

t

ot “the wa

come to mind when you think of a good life for ( he children in this house-

hold)?” Th:: results are shown in Tables 6 and 7. Both of these tables—

the first for bc’zys and the second for girls—sl ] t (T

spondent- in cach class grouping who mentioned cducation as an aspect
[

~)

of a “good hf " for the children in the houschold. ijth tables fail

show that the importance placed on cducation increases as position in the

class hn;rarc:hy increases. If anything, cach shows th.—:lt_ the working class
respondents are slightly more likely to mention education than arc their
middle or lower class counterparts. This is especially true for respon.ents
in hauqehmids where Ehlldfen are attending school.

The res which indicate that cducation is slight-
ly more ‘%d]h nt fiir wnrkmw ::L:E;s parents, are difficult to interpret. One
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Table o. Perceniuge of respondents in ea h class who =sav that edoeation
ames to mind when hey think of a good !"fe for the boys in the houschold.*

Fﬂl rcspummnts

Lower Wﬂrkmg Mlddl&:
Percent mentioning education 56 62 57
Number ~f cases (268) (155) fﬁf})
Respondents with Ehildfgﬁ in %LhLIDl tmlv
7fjafcf o Wﬁrklng . Mlddlé
P;ru:nl mtnnanmg r:dm.augn 59 6‘7 59
Number of cases f157) (123) féil)

* ihe specilic guesition asked  was, “Most pcmpltz would like to see children have
a good life. Could you tell me what ecomes to mind when you think o7 a goad life for
{name hups in house), Anything elge?



i=hle 7. Percent of respondents in ench class v say that education
comes 1o mind when they think of a good life for the girls in the household.*
All respondents

Middle

Lower

Working

Percent mentioning education 56 61 G
MNumber of cases (196) (134) (53)

Respondents with children in school only

Lower Working Middle

Percent éi_éﬂiiaﬁii education 56 65 59
Mumber of cases (148) ('05) (37)

* The speeifie quggiiégi & ked _w;ls;‘;(f;iii;st peopls  ould hike to ;CE children have
8 good life.) Could you tell = what ~ames to mind when you think of a good life for
{(name girls in house)? Anvthing clse.
possibility is that education is more problematic for working class parents
than for cither lower or middle class parents. It has already been shown
that members of ull classes prreeive the connection between ecducation
and social mobility, Tables 6 : . may reflect reality considerations.
Middle class parents with a more secure economic position probably are
less conce:  d about providing adequate education for their children. take
such education for granted, and hence are less likely to report this as 1
factor when thinking of a good life for their children. Lower class parents,
on the other hand, probably perceive education as a bit beyond their
financial capacity, and react by deemphasizing education when thinking
of a good life for their children, For working class parents, however, an
adequate cducation is neither assured nor beyond the realm of possibility.
This would make education more problematic for working class parents,
and would heighten its saliency, Bolstering this would be the tendency of
middle class parents to perceive education as an cnd in and of itself,
and the tendency of lower class persons to perceive educatior as a means
toward an end. Both may operate to reduce the saliency of cducation as
an element of parents’ conception of a good life for thcir children. In
comparisons of class conceptions of a good lifc for children, therefore,
cducation would be more salient for working class parents,

The School as an Instifution

Residents’ evaluations of the local public schools indountedly have
a profound effect on the ability of the school to mobilize public support
for its programs. School authorities often complain of public apathv toward
school p sblems and of the difficuity of gencrating support for new ven-
tures in cducation. At the same time, some persons have charged that




f. -« hools are in, but not ~f the community—that, especially in low in-
come areas—school authoiities are uninterested in, if not antagonistic to-
ward, the local residents and their offspring, The school, some have said,
fails to adapt its educational techniques and routines to the values and
learning habits of the population it serves. This, in turn, apparently
creates a barvier between the school and i:» community, resuliing in mu-
tual misunderstandiﬁg and hostility. For these reasons, and because the
school is deemed a middle class institution,’? our expectation o hat low-
cr r:la'ﬁ ri:ﬂdf:ﬂtf; wauld EVJIUJIt the schgals more ﬁggatw;ly theui ﬂﬁtjdli
truc in thc cammumty Whl;h we studn:cj

The data presented in Table 8 were EDHSImEtEd from respondents’
selections of community problems from a list of five.!2 In general, schools
were not considered much o1 a problem, ranking fourth in ‘he list of
five. It cun be scen from Table 8 that designation of the public schools
as the first or second biggest problem in the area increases with position

in the cla  .ierarchy. Although about one-four.). . e middle class re-
spo..dents selected this as thc number one or number two problem of
the communic., only about one-half that proportion of the working and
lower class rcspondents did so. The same relationship exi: ~ when only

Table 8. Pc;tcnt af Tg‘épﬂﬁdiﬁﬁ iri E:n’:h LIEES whﬁ cﬁﬁsidgr the pub!i; schools

MI rtspﬂﬁdcn&

Lﬁwsf ) Wﬂrkl ;: Middle
F;E?e%t rﬁ;fl—tlﬂﬁil‘lg school N - )
first or second 13 15 25

MNumber of cases (434) (354) (200)

Respondents with children in school only

Lower Working Mm‘dle
PEFLEﬁt mgmmmng scht}ﬂl -
first or second 19 22 31
MNumber of cases f]S?) (142) (55)

"The '%pEr:lﬁE CILI;’?-IIQﬂ asked was: “Here i a hst af prnblerﬂs ihat sGmE commu-
nities have. What in your opinion is the biggest problem around here? What is the
next biggest preblem around here?”

1 Albert K. Cohen. "School and Settlement House.” In: Herman D. Stein
and Richard A. Cloward. Social Perspectives on Behavior. Glencoe, Illinois: The
Free Press, 1958. p. 141-44. Also: Martin Mayer. The Schools. New York: Harper
& Row, Publishers, Inc, 1961. p. 114-35.

“T’h& FWE nrnhierﬁ% were: thﬁ tﬁﬁipﬁrﬁnﬁr *HE puhhc ?Ehﬁ(“]% !hﬂ t!ty

heha%
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respondents in housc..olds with schoel children are compared. It <h. ule
be noted, however, that the proportion of such residents in cach social
class designating the schools as one of the major problems of the com-
munity is higher cian for residents without children in the public schools.
Table 9 presents data on residents' evaluation of the job being done
by the public schools. As in the previous table, midd! class residents are
more necative, For all respondents, about onc- _fifth of the middle CI ass re-
spondents, compared to nearly two-fifths of the lower and working class

Tubl- . Percent of respondents in each class who think that the rmhl
schools wre domg an “excellent” or a “good” job.*

All respondents

fTE;’:‘:I:_;k_:;hT:W‘;‘v ur kmg T Mida
Pereent - J‘s'iﬁg “excellent™ - ==t S _ )
or "good™ 37 i7 ]

Number of cases (434) (354) “flug

Hf; pﬂnd:‘:nh with Lh:ldre in -&hﬁﬁi ﬂnly

!

LDE‘QF \‘snrkmjj Middle
qu nt srmmz cxccllsm" 50 A5 31
“pood”
HLmbg, of cases (1%}7) (140 {55)
*E he apcclﬁ;;uﬁncm i‘»;k;:cji wils, in Bl 11 cia yn_u t‘LLI thg [’!111:71:;_ iﬂ;{q;rlgiﬂmund

here are doing an excellent, sood, fair, pm;:_r, or very poor joh?”
Table 10. Criteria for the evaluution of the public schools by class.*
AH r;gp{:mi;nts

Lowe ) nrkln; Middle
Percent %Ir;’:ﬁlng
Conditions 27 32 40
Teiachers 27 21 19
Discipline 16 23 20
Les “'ng 21 12 16
Othe. 9 g 7
Number of responses (409) (354) (197)
Hﬂsﬁandcnf% ‘éﬂth chnlrjnn in ’ie_hﬁni nn!}
Lower i WﬁrklﬁL T xflddh,
Percent siressing:
Conditions b 32 41
Teachers 28 23 13
Discipline 14 20 73
Lenrning 22 21 17
h oor 10 4 6
Humer of response (256) (183) {64d)

_ *The '%fiELlﬁ!;‘ E]Lf_‘:r;[lljn asked Dllcmlng !he spantiems rdnng nf th Ji}b bung
done by the public schools was, “Why do you say that?"




resporrdents, feel that the schools are doing an “cxeellen  or » i’u:i
job. When respondents in hDU_Sl;‘hﬁldS with children actually in sclnml

compare . the negative relationship between class pmitian and ﬁDEitiVE
evaluation f the schools increases. About half of the lower and working
S a positive cvaluation, vhile only three out of
clitss r;gpuﬁdgms do s0.

class respondent
cvery len middle

in cvaluation « l sc. wols, When evaluating the schools, nuddle class
respondents are more likely to think of conditions in the schools, such as
m-:rx:ﬁ;w;ding and rundawn buiIdiﬂgg Iow::f c:h*:s; re%idcmsi on the

In Table 10 we may discern a possible rcason for class differences
of

pubhg :ﬁ;_hc:tuls. M;Hﬁbgfﬁ (;}f the wx:_zrkmg ;hls.}_i Stdﬁd b;txxgcn these two
groups. stressing conditions in cie school more than they do the teachers,
bu_t not to thc same degr&e as do members of the middle class. These

,,,,, exist when comparisons are made just for respond-

nts m hmh;h(}lda wnh children in school.
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Tables 11 and i2 are drawn from a battery of agree-disagree items.
The results of Table 11 conform to t _hcj ¢ of previous tables. Middle class
respondents evaluate teachers more negatively t h in do lower and working
class respondents. Whereas almost three out of wn middle elass respondents
disagree that teachers are fsally interested in h p 1pils, Iess than two out
of ten lower class ruespouadents fc:c:l this way. When respondents from
households with childrer: actually in school are compared, this relation-

ship becomes even stronger. In addltIGH it should be noted that ncga-
1 - | ) - R

tive appraisal of teachers’ interest is slightly higher for all class groups.

Fable 12 is thc only table that fails to conform to th:: gencral pat-

tern. The item involved in this table is also the cmly ¢ which contains
an cxplicit refer. nce to cconomic position. Lower ;las respondents are
more likely than those from the middle class or the wnrkm; class to
Table 11. Percent of respondents in ecach class disagreeing that “The
teachers here are really interested in the Kids.”
Al respondents
Lower ‘v’mrkm;_, -~ Middle
Pereent Lf!;%;iljizl:i’il"lg 19 o 15 ) 28
Number of cises (434} (1% (200)

Re spindLnt; w:th children in ‘s;hnﬂ] Dn]}

L owes Wﬂrkmg fﬂldtjl;
(187) (142) (55




feel that the schools do not pay cnough attention to children from poor
familics. Ncarly one out of every three lower class respondents gives this
response, compared to less than one in five of the middic and lower class
responasnts. The relationship holds  icn respondents in households with
children in schor’ are examined separately. Thus, when the school’s atti-
trde toward pupils from the lowest ceonvinic struium is explicitly usked
about, respondents in that class are more negative than those in the cco-
nomic classes above them _
Table 12. Perccent of respondent- in each class agreeing that “the schools
don't pay much aticntion to kids who come from poor. families.”

All respondents

Lower Working Miudle

Percent agreeigg_ 31 19 I8
Number of cases (434) (354) (200)

Respondents with children in school enly

Payoer Working Middle

Percent agfégi“r;g N 34 7 16 1%
Mumber of cases (187) (142) (55)

In general, then, middle class respondents have the meore negative
opinion of the public schools. They are more likely to consider the public
schools as one of the major problems of the community, are less likely
to feel that the schools are doing a good job. and are more likely to dis-
agree with the assertion that the teachers - really interested in their
students. Only when the reaction of the schools toward pupils from the
lowest econcmic stratum is mentioned do middle class respondents exhibit
a less negative attitude than do persons at the bottom of the class Ia ler. 13

It is not yet c¢lear what thesc findings mean. several interpretations
arc possible. It may be that lower class respondent.  faced with the cer
tainty of sending their children to putlic school, develop 1 more posi-
tive attitude toward the schools as a means of fe. g better about what has
to be done. Middle class persons, with rhe alternative of sending their
children fo private schools, can afford to be more negative about the
state of the schools. A second interpretation is that the middle cluss per-
son imagines the school unable to cope with a discipline problem pre-
sented by lower class pupils and concludes that public cducation cannot
be very good. Finally, it is possible that members of the middle class

"It is worthwhile pointing out that a negative attitude towurd the schools is
not automatically a cause for despair. It is not at all uncommon for positive
consequence- to flow from negative attitudes. It seems certain, in fact, that if
Improsemehn in school plant and curricula are to be effected, there must be
discontent and negativism to provide the motivation for such change.




have higher expecianions of what the schools are supposed t accomplish,
thus making their evaluation of the performance of the schools © - re nega-
tive than that of members of the working and lower classes.

Spuricus Relationships

The persons who occupy the various strata of the class hicrarchy dif-
fer in many ways other than those used to define class position. Puerto

munity arc more likely to be in the lowest stratum. Correlatively, Jews
and other whites, those who were born in the United States, und long-

strata, It may be that rhese characteristics, rather than class posit n,
produced the results just presented. In addition, the results may be solely
a product of the amount of schooling a respondent has had, rather than
his general class standing. The findings relating to class reported here

groupings. The findings were also examined for pe:.ons with varying
amounts of education, and ycars of residence in the community.

Although the class trends were more pronounced in some groups
than in others, the findings, with_one exception, appcar to be a conse-
quence of class position, The single exception is the relationship between
class position and appraisal of teachers’ interest in their pupils (Table 11).
This was found to be a consequence of amount of education alone. The
more years of school a respondent had completed, the more likely he
was to disagree with the assertion that teachers were really interested in
their pupils, Thus, in the exploration of the impact of involvement in edu-
cational matters upon class attitudes toward education, which follows, this
itern will not be examined.

Impact of Educational .nvolvement

We consider now the question of whether involvement in educational
activities influences attitudes toward education generally and toward the
school particularly, As noted earlier, our measure of involvement yields
three general categories of —cople, those with children in the school who:
(a) have no other contact with the school, or (b) visit the school, or
(¢) participate in local Parent-Teacher Association activitics.

In the follow’ ¢ pages, we will discuss the changes in attitudes to-
ward education and evaluation of the public schools which are brouaht
~hout as o result of participation in PTA activities or of contzct +.h
schopl personnel. Rather than .ttitude changes being the result of par-
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ticipation, it is quite possible that attitudes determine participation. What
is cven more probable is that attitudes and pitrticipation are mutually
intertwined, that cach is both o eause and effect of the other. We have
chosen, for the present, to ignore the posstbility of mutual cffects, and
the possibility that the re lationships run directly opposite to the way we
will discuss them. Sctually our prefiminary examinalion of the duta in-
dicates that attitudes toward education and the schools are greatly af-
feeted by the presence of children in the houschold, and whether or not
those children are in school. A comparison of the top and botiom halves
of Tables 2, 3, und 6 .0 12 indicates that the attitudes of respondents
with children in school are quite different from those without childrca in
sdmal As will be shown subscquently, the direction of these drf&r;mu

s the same as the direction of differences between respondents who partici-
pate in the educational system and hos: who do not. This, hmsugr._ is
minimal evidence for taking the ;osition that we have taken. It is ex-
pected that subsequent analyses of our data will permit a precise detail-
ing of cause and effect relations } ips, thus highlighting the mutual effects,
if any, between attitudes toward education and partivipation in educu-
tional matters,

l'»portance of Education

Generally speaking, our data show that the value of cducation is
heightened for parents who visit the school! or who participiie in Parent-
Teacher Associations. Furthermore, th; impact of involvement in the
school upon definitions of the importance of education tends to be greater

in th; lower :md wnrkmw chaa;% t‘mn in the middle class. These findings

the ymmw 1an ne:e:ds tn g;t d]DﬂL{ well in th; m::.]d‘?’ As. Vo m)t;d
carlier, the responses to this question show a dircct r;laln:mah]p i class;
the higher the social class, the more likely that the respondent would
indicate that more thar a high school education was nceessary.

1. critical point to be made about Table 13, however, is that par
ticipation in cducational activities through visits or membership in the
Parent-Teacher Association affects estimates of the importance «f ¢ fxe
tion in the various social classes differently. The greatest impact
to be upon the worki ¢ class group: 63 percent of working cla: | i
who have no contact Wlth the school feel that more than a hign .caen
education is essential; 69 pereent of those who report having visited tic
schoo!l In the past year give this respunse; and 7n percent who report
ticipating in par;nt associations are so minded. With res spect to this

|
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one measure, however, the lower class shows the least change in definitions
of the impc;r[;mce of education as a result of participation. Yel, as we
will sce, on all other measures of the 1Importance of education which we
used, the impact of cducation turns out to be greatest for the lover class,

Table 13, Percemt of respondents in cach class who think that a voung
man feceds more thun a high school cducation in order “to get
along well in the world” by extent of involvement in education.

I.mver cliuss 1"nrkiﬁg class Middie ;l;sa

Mi* XJ’("} FP H("‘ V{"} P Z‘*Ji‘_"' 1"(”1 F—F’

I'¢ivent saying more 43 43 46 63 ﬁ%} 78 76 75% K7
than hizh school
SNumber of eases (ﬁ) (h{p) {3E) {33 (‘?’H Hﬁ’) (BY (2 {211

*Th;m_ :hhre_‘{ tiong stand for “MNo eontact) Vlsll% Unl} amd “bormal participa-
tion.” They are used throughout the remaining L‘lhlLS,

LElsewhere in our interview we asked respondents to define what

“aetling aheud™ means to them, Although persons in the lower class were
lcast likely to mention getting an education (Table 14), they were the
most likely to be influcnce:. in this respect by participation; 16 percent of
lower class persons v ito had no contact with the school mentioned getting
an cducation, but 25 percent of those coniccted with PTAs gave this
answer. The impact of participation upon w.rking class persons is al-
most as great o it is in the Tower class, 1a the middle class, however,
Seipation appears to have no appreciable influence.

T"ihlﬁ 14 Ps:rr:—ent fJf 'n”ﬂimdems in {:'a_Eh class who say that “gt:ttiﬁ_g ahead” means

L’DWEF class Wﬂfkmg e,l ass Middle class
NC VO FP NC VO P NC VO  Fp
Percent saying S de X225 2l 26w T35 21T n
Eduzntiqﬂ
Number o7 cases (63) (86) (28) (33) (5) (45) (8) () (2

ThL extent to which people name "-dli(:iificjﬂ as an eclement in “what
comes to mind when you think of a gi)iid life for your chi'iren?” also
provides us with a way of measuring the impact of educational invc}lveg
ment upon attitudes toward gdu;qtll’)ﬁ (Table 15). The attitudes of peop
in the lower r"‘ifiy are especi ly influenced .by educational pﬂrtlu-p:ltmn
among those who are 1__1_::1_ d'in formal educational activitics, three out
of four suggest that the good life for both boys and girls is equated
with getting an education; however, only half of those who have no con-
wet with the school give this response. The middle class also shows an
increasing tendency to cquate education with the good life as the degree

r:ﬁ‘
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of participation increases (although there is an exeeption it one cell, it
should be noted that the number of cases is very small). In the working
class group, howcever, there is a slight and mexplicable tendency for
purticipation to lessen the emphasis on edueation. ,
Taiow 15, Pereent of respondents in each class who say that education cories
to mind when they think of a good life for boys and for girls in
the houschnld by extent of involvement in education.

Lower cliss Working class Middle chisg

'T!I

NC VO  FP MC VO FFP NC VO P

Percent education 54 61 76 69 61 65 50 53 6
Number of cases  (54) (74) (21) (29} (47) 37y 4y a7 oo

)

|

Giirls
Percent v {ucation 47 36 78 70 64 61 K] 40 71
Number of ciuses (47) (70) (21) (23) (39 (36) {67 (15 (Ih

Appraisals of the Schoal

¢ “luations and appraisals of the school as an institution were wiso

influenc . d by involvement in school activities. Jenerally, the greater the
exposur. to the school and its personnel, the less favorable the views
tended to become,

Table 16 shows, cxample, that with greater exposure to the
school there is a defin’ - tendency for more respondents to define the
public schools as the first or second biggest problem in the community.
It should also be noted that the infiucnce of exposure upon appraisals is
greatest in the middle class, where the percentage of difference between
low and high participators is 28 percent; the difference in the working
class is 12 percent, and in the lower class only 10 percent. At the same
moment, however, the proportion of people who appraise the school as a
major problem in the community never cxceeds 41 pereent (middle class
high participators). Even with greater exposurc to the schools, most peo-

Teble 16. Percent of respondents in each elass who consider the public schools
to be the first or second biggest problem in the community by
extent of involvement in education.

Lower class Working class Middle class

NC VO Fp NC VO Fp NC VO Fp

Perceat saying scho. iz 1% 18 29 i3 2327 13 32 4}
Mumber of cases (63) (86) (28) (") (53) (4% (8) (22 @9
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s in the cemmunity are of greatesr

I,.M

plc continue to feel that other problem
importance.

With respect to whether people think that e schools are doing a
good or poor job, exposure has little impact or negative impact (Table 17).
In the working class there is a tendency for more negative app:aisals o
esult from exposure; in the lower and middle classes, appraisals .emain
clatively constant whatever the degre * of participation.

""‘n "‘I\

Table 17, Percent of ﬁ:%pi)ﬂdlﬂﬁts in each class who think that the public schools are
doing an “excellent” or “good” job by extent of involvement in education.

an;r cls Ass Warkmg class hiiddl& {l"ﬁ*«:

m: vzj FP m: VO FEP NC VO I-E‘

Percent *nymg

“excellent™ or 54 48 54 57 41 42 38 23 41
“rood”
Number of cases (53) (86) ("8) (31) (53) {45} f8Y (22) (21

These results Wﬁuld tend to suggest that school administriators must
be prepared to deal with more negative attitudes toward the school if

greater cfforts are made to involve people in school activities. Such in-
volvement, as we noted earlier, is functional for attitudes tgward the 1m-
portarice of education generally; but as attitudes toward education im-
prove, the school as an institution is more likely to come under attack.
Skillfully managed, however, these ncgative attitudes can become a source

of pressure for better educational facilitics and programs.

In T ble 18, we find some reason to qualify our carlier remarks about
the positive impact of participation in educational activities toward the
school. If we look at changes in the aspects of the school as an institution
to which pcople r::fer when making appraisals, it turns out that the lower
and working classes shift in the direction of cxhibiting greater concern
about facilities. Ths: tendency to evaluate the school from the stundpoint

of the adequacy of its facilities—as distinct from such other characteristics

Table 18. Criteria for evaluation of public schools by

class and extent of involvement in education.
Lower class Working class Middie class

NC VO FP NC VO FP NC VO FP

PEFLEHI SITEESlﬂg

Conditions I8 31 27 19 32 432 42 44 A0
Teachers 25 31 24 22 19 27 g 19 10
Discipline 14 12 14 27 22 13 25 22 20
Learning 24 22 24 27 26 12 17 11 15
Other 19 4 8 5 1 7 R 4 5
Number of rfspl:inges (93) (117) 37) (37y (74) (60) (12} @27 @O




die class people than of those in edher the lower or working classes,
Participation in educational activities, however, appears to produce sigaifi-

as the quality of its teachers—is, we noted carlier, more typical of mid-

cant changes.

As aoresult of wrmal participation, the working class respondent re-
fers to conditions as much as does his middle class counterpart, while the
lower class participant shows a smaller but nevertheless dramatic shift
in the same direction, This change could be produced by a number of
factors. Sheer exposurc to schools through visits and the like may make
the respondent more aware than previously of the state of school facilitios,
Another possibility is that Parent-Teacher Associations sometimes may be

strongly interested in the physical plant because their leadors are middie
class persons who ~xpress this concern more than do others in the class
structure. Through association with middle cluss PTA members, the lower
and working class person may thus be made more aware of the physica
plant, and may identify with middle class definitions of it

This particular effect of participation would not otherwise cause con-

cern except that in the working class this effeet is accompanied by
: it

w3

——

b

sharp decline in eriphasis upon matters such as discipline and learn
The effect, in short, may be one of heightening concern about education
in the sense of focusing attention upon physical plant at the expense of in
terest in matters of prograin and curriculum. In the lower and working
classes, this result would not appear to be a desirable consequence, which
suggests that the content of educational involverment is as important as
the fact of involvement itself.”

T:d

L

"It will be recalled that in Table 12, lower class people were most kely to feel
that the schools “do not pay much attention to kids from noor families. The impaet
that involvement in education has upon this attitude is difficult to interpret. It is

clear from the following table that involvement in education fends to produce a

maore negative attitude among middle class persons, i less negative one among
loveer class persons, and apparently has no impact among working class persons
As yet, we do not know what to make of this result. A tentative interpretation is
that middle and lower ¢lass persons are tending toward a more realistic assessment.
Upon becoming involved, middle class persons discover that the children of poorer
families are not as well treated as had been initially supposed. while lower class
persons whe become involved discover that children of poorer families are treated
better than had been supposed, Essentially, Lowzver, the results of this table remain
puzzling to us, and call for further analysis.

Percent of respondents in each class agreeing that “the schools don't pay
much attention o Kids who come from poor families” by extent of involvement
in cducation

Lower class

Working class Middle class

NC VO FP NC VO FP NC VO Fp

Ptréc—ﬁ,t zigrcr::i‘ng ' --iI Si SZ iS 71‘3 18 .. 14 2'!
Number of cases «63) (B6) (28) (33) (531} (49 (8 (22) (2




In conclusion, two general, though tentative, findings emerge from thas
research. The first is that evaluations ¢ the importance of education in
the lower and working classes :1ppf:ar to be influcnced by occupational
aspirations. The point is not, as has been so often suggested, that low
income people fuil to perceive the importance of education as a channel
of mobility, but rather that their level of occupational aspiration influences
their evaluations of cducation much more than i¢ characteristic of the
middle class person. From a programmatic standpoint, this suggests that
public information prEI‘ll‘T‘l‘% designed to acqua aint low income people with
the rapid changes taking place in our occupational structure, cspectally
the restricted nun _h er f)f unskilled and semiskilled positions. may have
the cffect of heightening occupational aspirations and thus the importance
of cducation,

Second, our data suggest that participation in educational activities
docs influenre evaluations of the importance of education, and attitudes
towurd the schooi as an institution, The tendency of participation to
heightm the emphasis on education is especially pronounced in the lowear
class. This suggest- that cfiorts to involve lower class _Qﬂple in educa-
tional matters arc quste likely to be rewarded by increased interest in the
academic achicvement of their children. Participation alsis tends to re-

sult in more critical attitudes toward the school as an institution. Thesc
generally me.e negative attitudes, we noted, can be employed by school
administrators as a busis for bringing about neceded itmprovements in
school facilities and programs.
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