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This pablication is a collection of vdpers and
tejorts presented at the Fifth Curriculum Research Institute. The
articles incluuea reflecr the Institute's position which recognizes
that a teacner must know the chiild whom he is to teach; knowing the
chilaren's experiential background enables the teacher to alter tiec
seduetoe 00 curriculum content and the pace of presentation. In
atlition, being aware ot aspirations and self-conceptions of ehildren
sugyests appropriate, eftective methods ot -valuation., Pajers on
anxlety and motivation by Seymour Sarason and KRichard Alpert indicat
wayf iw whiﬁh Cértain pgychal@qiial va' ables influence learning.
ueness are explored in papers
Dy ;ngert Lh%l?h and Konald Llpplft- Calvin Taylor, a consultant to
the Iustitute, discusses how creativity is apparent in the behavior
Of 1nﬁ1V1uuaLg. The ruhllLatlan not only identifies selected aspects
9 bLuman variability but it also explores their relationship to
learﬁingg (Author/5ES)
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Janary 1961 As

foreword

Tl ASCTY Carricuhnn Boesearch Institates have (lg‘\'l‘!()p(ﬂ 1 WV ay
and inoa dircetion of considerable interest. Their evolution represents a
dircetion that is coing on in edincation generallv==a direction awith much
to connend it

The divection is from a position of passive consumption of the re-
seirch aof others to active prodnction of educational knowledee, The first
two ASCY researely instituntes were devoled to the idea of edueational

research itself, The participants—avho, by the wav, hase alwevs paid their

own wiay to these institntes—rediscovered, at these fiest institntes, the
personal and technieal meanmg of research. They shifted themiselves from
the consnmer’s to the praducer’s point of view, and in so doing foun that
onlv as coproducers conld they “consume” rescarch knowledue  from
others. moeaningfnlly, This discovery has had important consequences,
some of which are evident in the present pnblication,

As producer. there is no end to the knowledee one needs, and there
is no limit to the demands for authoritative sonrees one makes, What s
most interesting to me abouat the present volume, therefore, aside from the
riaterial itself. is the fact that we professional edocators now want our
knowledae given bhe those who have developed it wainterpreted in educa-

tional terms, We wy

In accepting this responsibility, we have foimd a wav of relating our-
selves to the source of the knowledge we need. We have once more, after
too long an interval, put ourselv.s in contuet with the main stream of
American scholasship, which is iteelf in contact with scholarship else-
where in the world, In these times of national and sorld erisis, and
therefore of erisis in American eduestion, we conld he doing nothing more
important than this for our present or our future.

The Association is indebted to Walter B, Waetjen, Director of the
Institute Staff, for final editing of the noanuscripts. Robert R, Leeper and
Buth P Elv, of the ASCD stafl, gnided production of the hooklet.

Arthur W. Foshav., President

gociation for Supervision and
Curriculim Development. NEA



Preface

The ASCD Corvicalum Research Tnstitntes have, from their ontset.
been concermed with the question of Tow people Tearn, The first teo
Researeh Tnstitutes focused on the Tearning of those in attendance.
Soecilically, these Institutes sutempted o conmmmicate how-to-do-it
skills for those interested i initiating and - condncting cooperative
enrriculum research. That emphasis. with modification. has continued
throngh the Fifth Curriculim Researel Tnstitute. of which this hooklet
oareport. However, heginning with the Thivd Rosearch Institnte,
consultunts were enmaged 1o peview  research fndinegs ahout Twman
learning, Thus. i]u Institules uve two major foei: helping participants
to earm vesearch techniies, and building o body of substantive facts
about the learnin rocess,

Perbaps it is  propriate to ask whether professional association
such as ASCD shonld be iuterested i les arning, One mieht arene that
cdhicators shonld be interested onbv i their vwn activity, which in this
instance would be teaching, We are aware that a small hot highly vocal
group of persons clunors Tor “staving with the facts” and emphusizing
“rood” instruetion. Since the Tuter is idealistio, ne. one e araue with it,
Fvery parent and teacher helieves in cood te aching and daes what he
can to assure that it occirs. Tt should e apparent that we have con-
structed - dichotorav: on the one hand there i teaching, and on the
other there s Tearnine. What is even more ninfortimate is that dichotomaos
tits are often antithetieal. Thas we find ourselves in the rather ridicu-
lous position of sceing the teacher and teaching s heing in apparent
opposition to the learner and learing, T this case is oversimplificd, it only
serves to show more elearly that teachine and h arning are parts of the
pareel which we call education.

b rather implicit wav the Carriculim Rescareh Institutes hve
subseribed to o helicf about teae hm*Ir and Tearning which is worth further
discussion and inquiry. This position recoanizes that a teacher must know
the ehild whom lu is to teach. By nume, ves, hut mare lmpmt wit, Ko et
know something about the way that child ¢o s him W as a leamer, the
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aspirations he b the richness or panaity ol espenence he s b aed
the kind of familv situation i which he finds himscll These are Lacts
which may come to Heht slowle, but nnless soncht may never be knoway,

On the other hand. the teacher has unother task which 2 even ore
ditfienlt e the formier, A teacher who s dedicaed to the ideical Tearme
ir onot only secks to dearn abont his students, Bint hie secks to Tearn ahout
himself. A good teacher is one who i alwivs examining his sy of
handling children. the expectations he has of childven, and the way he
conceives of the roles of Tearner and teacher. This teacher s openly seliz
critical and self-evaluative, but is not unfriendh toward himsell, Suelr o
teacher does not have to be o psvehiatrie habyvasitter, nor does e Tiave
to be an analyst preoceupied with sell-analvsis. Fandamentallv, this
teacher reeognizes that since teaching and learning are such liunten
processes. hie mnst know something about the Tmmans who are involyved,

Where does the curriculum enter into the picture? In this conception
the carriculum s not distorted, adulterated or watered-dowa, As the
teacher understands the children in his olissroom, he groups for imple-
nienting one aspeet of the curriculum  Torently than he would for
another, Knowing the children’s experientiee backgreund enables the
teacher to alter the sequence of corriculum content and appropriately
increase or decrease the pacing of presentation of new material or
apportunities. Being aware ol the aspirations and self-conceptions o
children sugeests appropriate and effecetive wavs of evaluating. As e
teacher comes to know himself. he madifies his coals for children so that
these are more realistic, In like manner the teacher requests help in
cortain currienlum areas which he cap admit to not knowing adeeguately,
Neither is he distressed by the apathy | ostudents nor their negative
comments aboitt school. The enrriculum s viewed by this teacher as a
reality which is implemented according to the teacher’s knowledae of
himself, his knowledge of the learner and his group relationships in the
classroom.

The arrangement of this booklet almost recapitulates the organization
of the Fifth Curricitlim Research Institute, The importance of the theme,
“Humin Variability and Learning.” for curriculum and instruction s
discussed by Denemark, He sets the eurriendar stage for the papers that
follow. The task of setting the stage is no casv one, for the person must
be able to artienlite knowledge about individual differences with enrri-

culum practices. Denemark handles this task admivably. Following the
“stage setting” section are two treatises on anxiety and motivation, These
papers were written by Sevinour Sarason and Richard Alpert, respectively,
Inclusion of these treatments is o reflection of the staffs cagerness to
ascertain the wiavs in which selected psychological variables influence

learning.
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Social seientists have made tesoiers keenly aware of the faet that the
individual Tas an fiapact on the croup e which he tinds hinself, There
has been considerable cmphasis on this point of view. We wanted to find
ont what the arenp contibntes (o the indivi-Tnal, recognizine that this
could markedhv influcoce one's uniqueness. The papers by Herbert Thelen
and Ronald Lippitt are in answer to our question abont uroup relation-
ships and individia!l nuiqueness, Following these papers is one on
creativity. by Culvin Tavlor. Since some persons are so obvionslv more
crestive than others. this must be w manifestation of the indnidual
differences in people, We wanted to know how «reativity is apparent in
the behavior of individuals, Both Marris Stein and Calvin Tavlor, whao
were the consultunts to the Research Institute, enlightened us on this
subject. Unfortunately, Stein's paper, hecause of other demands on his
time, is not ineluded in this booklet.

Tluf En'l] a’i!r:iiun of the hm:klvl i*s ’writti‘n 13‘; L]u* pri sent .m’t}mr It is
tll.,it ]hi‘. ¢ to ch) W zth la‘iumng, It 3!1()11]& ln- undz*istm}d th:lt the C()I]Sll]tilﬂtﬁ
are not to be held accountable, necessarilv, for the ideas o xpressod, There
is @ section in which problem areas for research, field exploration. and
curriculum: experimentation are proposed. 1i is altogether Atting that the
booklet conclude by emphasizing research, since this was why the
Curriculum Rescarch Institutes were founded in the first instance.

The Institute was staffed by a group of competent and dedicated
persons w sive unstintingly of their time and taleat, The munes of
these staft inembers follow: Eastern Section——Glenn Dildine, Nutional
A-IT Foundation; Murgaret Gill of the Association: Gerald Gleason. Uni-
versity of Wisconsin-Milwaukee: Gordon Liddle, University of Chicago:
and David Turney, George Peabody College for Teachers: Western
Section—Coeoree Denemark, University of Wisconsin-Milwaukee: Fannice
S]i’lfff‘] ‘*':thmfnrd Fnix*rr%ih' Fu 3l \\ lH]f‘]i‘n% San F I';II'IE_HLI‘! %tdt“ C DHi Ljf

-mmh bf::ih %f:cfzfms Rnhmt Hl”'i ~X1|hum Lnnmmh- {} L L”wam

then of the Aszsociation and now with the U niversity ol North Carolina;
and Robert Ridgway, University of Kansas,

The National Institute of Mental Hzm]th through \William Hollister,
M.D. and Alan Miller. MDD, has made a significant contribution to the
success of the Rescarch Institute through ity 41;1 in selecting consultants.
stafing the Rescarch Institute and making pertinent snagestions about jts

organization.

Warrter B, Warrjex, Chairman
December 1960 ASCD Rescarch Commnission
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A Seliing ...

Human Variability and Learning:

3

Implications for Education -

Gronrce W, e~y sk

What are some implications for the corriculim worker of the theme
of this Dooklet—"human variability and learning™ Rather than attempt
to extend the rescarch frontiers on himan variability. et us refleet on
the meaning of new thinking concerning human variability and on the
task of the classroom teacher, the supervisor and others who are interested
in the improvement of instruction in todav’s schools,

A research approach to the impact of husan variabilitios upon
learning 15 highly important to the curricnlum worker, e nows of the
tremendous current interest in education exhibited from many qiurters,
The public is expressing an interest in and concern Tor edueation with o
degree of intensity and involvement that our society has not experienced
for many vears. This public interest is being whetted and shaped by numy
agencies of mass communication. This awakened interest represents a
tremendous potential to education, cither for goad or for ill. Much de-
pends upon how such interest is chunneled and nipon the depth and
penetration of insicht in the ideas and concerns that are expressed.

Too often when a subject is treated in terms of consumption by a
mass public there is a tendencey for ideas to he seriously oversimplified.
Today we are experiencing the attempts of many wecking to reach g mass
audicence by representing important edoeational isstues in terms of clever



phrasine, “ente” statonents, and acat, readldble, bt arosstv oversimplificd
representations. These oversimplifications rz-pj-pavnt 2onjor prablem for
the enrriculum worker and o major reason tor secking 1o deal with the
fvores of teaching and Larning in an coualle aniritd T el toadh

]

practical problems of the classroom seems to be an imperative of onr

ricorous and morally defensible manners A rescooehy approach to the

times,
Current Oversimplifications

Five current oversimplifications relating to education mav illostrate
our concern, First of these is the constriction of cooaples. manv-taceted
p]’;’)h]i*iﬁ%} into two-sided. cither-or matters, Complex problems having
multiple canses and a range of consequences do not easilv capture the
lavman’s interest when represented acearately in terms of o murind of
alternatives. Those persons concerned more with stirring che emotions of
lav eitizens than with enlightening them or presenting them with the
accurate dimensions of an issue. find it easier und more successful to enst
such problems in terms of this or that. of cither-or, And so todav we Tear
talk of quantity or quality in education. as il we must choose one or the
other. We hear talk about o single standerd of achievement for evervone
or na standards at all, We hear abont an emphasis upon the development
ot the ntellect instcad of social development. We hear of the choice
between rigid discipline or Lmnph te chaos in the clussroom. All around
1ces of the gross oversimplification associated with ecither-or

n
it fails to fit the I’(‘-il]it!{-h of the complex educational problems

Hs are evide
thiﬂkfﬂg 't]
of onur day.

A second kin t slification of the dav is the t’ml’ﬂ is upon
crash programs in f(hl(;lti”ﬂ Involved here is the notion that ”n;‘i’c"t{ﬂ
problems and shorteomines can be 11:‘3;_1]{? with successfully by the Taunch-
ing of short term, large seale eurriculum innovations. The 1i1‘nit;1ticﬁ}fns of

1

I
w the Rockefeller Fund Committee

u—-d‘

ot oversimp

this approach were well analvzed

in The Pursuit of Excellence.

It is tempting to treat the problem of highly trained manpower in terms
of the specifie shortuges which occur from time to time, but the true difficulty
lies deeper. Ttis not a shortage now of engineers, now of economists, that lies
at the root of the problem. It is the constant pressure of an ever more complex
society against the total creative eapacity of the people. The problem breaks
throngh to the surface in terms of specifie lTacks hut exists as on underlving
pressare at all times. A piccemen] approach defeats itself, In the [irst place.
the lead time needed to train and develop talents iz too long to allow erash

prograins to payv off. By the time we have brought up a generation of ;

!

partienlar kind of specialist. the need for the speciality may have been replaceac
by some other even more pressing need. We cannot now identify the skills
needec ten vears hence. Our most critieal need a decade hence mav be unknown

.—ul
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fodave Rather, we st prepare omselves tor a0 copstant and growing denand
toir tih it s nf all cavictios and most attermpt 1o noect the specifie needs ot the

Lritvires B i;'*‘;;t,tm_i, the cpality and gquantity of talented individoads of Al keds.

A thard Rind of careent oveesipliication velating to cdocation
be noted in the preoccupation of some persons with the labels on the
VjarsT in the Yeurviculum pantey” rather o with the contents of the
TRs” themselves, Soomany persons scem Lo he nrding more scicnce, mory
nethematios, nmore phonetics. ore history—more sormcthing—-for th
school curriculun with the apparent Dlithe assumplion that whatever s
deme in th - name of these important arcas s ol isell, good and proper,
and will result in the improvement of cducation. Fuyen s sophisticated,
and knowleaceable a eritic ws Tirs James B Conant has tended to Tocns
primarily npon naming and specitving the desirable wmonnt of the proper
stubjects for the hich school curriculum rather than upon the mueh more
ditficult questions relating to the specifie content and learming cxperiences
appropriafe to a uality secondury education. Too many busy crities ol

tnd s a;h(}u]% have bee il Lﬁntnlt to e L;I with the I)I(l”l iy of flu' %(}I“(‘I

;X hnn'ﬂ’z iH'i‘__‘I’SII‘l‘lijllflCéltlﬂ!'l arises “‘hi‘-tl tlum‘ w]m do ”Ul’ lu—*vn‘m]
the labels in their thinking and into the program itself conceive of content
;1]111{351: Fntii'vh' in tf.l!]'l% of whdt ]_Iit mtu iL COUrse ’=1t]1:;‘r than uflrzi

L‘lll"fif_‘llltilﬂ 2_,1!111{1 prtpamtmn fzn' unit tlm-t:lnprm nt. fm t:.*\t}mul: \w"mtf
cem to focus alimost entirely upon what goes into the course. or unit,
r book rather than what chiidren and vouth mav get out of it. The reul

f;m‘_i’i_t;“t_ill_n_n for a given group of bove and girls muyv be far different from

that which a well-meaning but naive writer mav set down on puper.

A fifth serious oversimplificarion resardine edueation is the mistaken
assumption that common agreement on the fandamentals on the hasic
gouls of a program.. necessarily means identity of content. methods.
materials of instruction, or means a sincle standuard of achievement for all.
The need for agreement on the broad. fundamental goals of edneation
fulls far shiort of demanding anvthing like sameness in educational
methods. materials and approaches. Indeed, these basic gouls would
appear to lend far more support for variety than for identity in teaching
and learning. Yet too many voices are heard today advocating an identicul
cducational program for all and. euriously enouch. doing so in the mane
of individualism!

What are the alternatives available to us if we are to avoid some of
these oversimplifications? Unless we are onrselves willing 1o merely aceept

U Spevial Project Panel, Rockefeller Brathers Fund, The Pursuit of Excolleney
and the Future of America. Ga den City. New York: Doobleday and Gompany. Tuc..
1988. p. 10-11.
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other glib generalizations. other cute phivases, other casy answers. the
only real alternutive is one involving the development ol o solid under-
standing of human variability and learning throueh rescarch and ex-
perimentation. While it is only human to be tempted by the apparent
suceess achieved by sonie of our crities (and. sad to sav, some of our
associates ) with the techniques of oversimplification. the moral and in-
tv]hi&tunliv '-;mmd upprn-u-h ii;-s; in thy il]‘;[}]ii‘:lﬁiiil of lwr’i;ial ;'mﬂ t;“-;pvrix

Differing Views of Human Variability

With this much support for the vesearch approach to the problems
of learning which are linked o leonan variabilities et us next turn our
attention to a E’]fl**ifii'iﬂiﬁi] of t1 . sense in which we are using the tern
“human variabilities.” For purrowes of this disenssion the term has been
given a very brﬁ;‘acl 111&‘1-;31-;!-;;{1“11 and will be used in three wivs, We
shall be considering hunin variahilities (a) in relation to the differences
among or between members of a gronp. (b in terms of the ";ll’i;ilif]ft‘{
within i given individoal in capacity and performunce ag these relate to a
range of areas of experience, and (¢) in terms of the variation in the
demands upon or expectations of individuals because of their environment,

The first of these three interpretations of the tesm will help us to keep
in mind the wide range of difference which exists among members of
almost any school group. The second is intended to remind us of the fact
that few if any of us are uniformly able or uniformly poor at evervthing
but rather excel (or at least have the potential for exceelling) in certain
arcas while performing less skillfully in others. The third, und perhaps
um%t unuau'—’i‘ mtmprc* dtif.lr'l of tlu! ti-i*l’!l, }mm:m xmmh:llh’ i5 in t'n;lvd to

mdnldu 1] me ﬂﬂ‘i{lﬁ? s xu]l s cmﬁldmm tlu- illnilll'lti o in ,uul ANOnNY
those individuoals, The significance of this interpretation may be seen in
the oxtent to which societal values support human variability or suppot
standarvdization and  conformity. The crucial question is whether the
a()(*ivta' ;md its im’;iimtimn% szk iipfm ilif'l"rr'mi('!v% in ;md ;mmng imii—
OF 1% 4 SOUrcee ni: W vuknvgh uud m!mllvss z.‘*u!h[ﬂ!f;‘;itl{;lii_ Smm*tlnn;: to l'ui
tolerated and minimized. Depending upon the choice of values made
here, human variability may be viewed either as a blessing or a curse. a
vexing problem or a wonderful resource.

Sumv E‘L]il;‘ﬂt(’ii’i-ﬁ see ﬂiEfF t*l&;k sy s;t-1ni!;11'-tii?-‘1tim‘1, as liii‘ dvvvlﬁpn‘u '1t
i pu)l}lf;nn htf_)ll’lc‘ﬂllnj% hLIl(H)]h lil!lhf :r.hu;q‘;lv xuth ;Lml clunum[i* i iul s
I ‘llC‘}]Ef in order that all of the students can he fitted into o neat, manage-
¥



able framework tor learning that corresponds with the existing oreaniza-
tion and structure of society. There is, of course. an element of inevitability
about this function of the schools for it is true that the very definition of o
ﬂu-ietv ii’lf_‘ﬂi‘]](]l“ilﬁ‘% the rvqtiirvriimit ot ‘ﬁ‘}i"ii‘i‘(i "n;'*]fvf nf Hocore nf

ta et Lugv the (llilv u{ comnon comtitimernit Hmm-fh %i.lu;n['a ;llli] n!,liu

social institutions, our communitic: would quickly become merely acure-
cations of individuaals,

Other educacors. concerned primarily with helping stodents adapt to
a rapidly changing and increasingly complexy world, perecice variubility
as o tremendous resource. To he sure, this human puh-nti;ﬂ ix not without
problems. but the problems are those of utilizing variabilits most ef-
fectively and of extending variation within and amone inc ,1 viduals rather
than trving to eliminate it. Thus we mav note two wavs of Tooking at the
facts of human variability: as the source of problems which one should
seek to celiminate, a~d as un imnortant resource which should be atilized
most effectivelyv, The school enrricalum and the methods of instroction
will differ markedly according to which of these views is held by teachers
and administrators.

Areas of Variability

Differences in Perception

In considering human variability and its implications for learning,
six areas seem cespecinlly salient, The first of these is the area of difference
in pereeptions among individuals, People behave basically in terms r'_)f
what seems to them to be so rather than what others think to be true ov
what others might wish them to believe. Children and vouth often ];: 1Irn
very differently in circumstances which to the outside observer have manv
identical clements because the students’ perceptions are different. Some
of us mayv recall from our childhood a game which involved observing the
contents of a store window for perhaps twa minutes :’mﬂ then at a lfihir-

Suppose we weore to ask a family of four to p;li"ticipntg in a ilmdxﬁcd
version of this game by walking past u series of window displays in a
downtown departiment store and then asking cach member, upon return-
ing home, to record his or her recollections of the contents of the windows.,
It is likely that the lists would be very different. Mother’s list might include
many of the detuils of the fur scarfs. new dresses and spring hats seen in
several win lnwa futher’s the golf elubs and home workshop equipment,

junior’s the bascball gloves and camping paraphernalia, and sister’s the

dolls and other things related to her own interests. All looked in the same
vindows but cach came away with dillerent recollections, with difTerent

El{lc | 5
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pereeptions of the things that were there, Their own interests and sensi-

around them, This illustration sugeests o basie variable in hunams and
fundamental fact for education—the variability in perception that exists

among students, and between students and their parents and teachers.
Translating the nmatter into moere conventional educational  terims

students a Jove of good literature, The impact of the experience on one or
sometimes on nuny students nuiv be extremely negative, a painful ordeal.
leading him to the conclusion that he will never again read this sort of
thing after he is free from the obligations of the class. Under such cir-
cumstances the teacher has one set ol perceptions about the teaching-

learmning experience centering on the objectives of the couvse and his own

aspirations while the student may have a very different perception of
what is happening. The outcomes. in terms of the student’s feelings, mav
be fur difflerent from the objectives.

Recently an article in the Saturday Review told of a kindergarten girl
who was asked to react to a classroom in a newlv completed school
huilding, The gir]l went into the room. looked about for a moment, and

1t

& F o3

e5’.” The article
» teacher ought to

el

tirning to her interrogator commented. “This room savs
continued by proposing that every elassroom and eve ]

suv “ves” to hovs and girls beeause the world around them more and more
says “no.” The perception of her schoolroom by this child as a friendly.
vood plaice. one lending encouragement to her interests and efforts is
indeed different from the negative, restrictive. confining fecling that some

" gl

with learning. These differences in perception represent human varia-

hilitics with tremendous significance tor the educative process.

pereeption—the notion which the individual has of himsclf, In too many
instances yvoung people have established self-quotas for failure rather than
ambitious selt-expectations for achievement and snecess, Too often they
have come to view themselves as unable to do very well, having little to
contribute, and inferior to most evervone olse aronnd them, Unfortunately,
parents and teachers sometimes lend sapport to such evaluations and in
so doing confirm a self-perception of inediocritv that becomes o1 major

bevond those expectations. The devastating effects of the insensitive
teacher's eategorization of his students into the bright and the stapid, the

6
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industrious and the lazy, the honest and the cheaters, ete.—categorizations
which are soon communicated to the mdw;duals and the group—are hard
to overstite as influences upon the performance of children and youth.

Sclf-perceptions are extremely important in }li: learning process and
n-pws;nt a s:gmﬁcm t fac! f}f human variability to which curriculum

5 t
Rocke fu]lf:r F{i‘p(‘il‘t warns. we must not m 1va the mistake sz :u:]t:}l ting a
narrow or a constricting view of execllence, Our conception of excellence

must embrice many kinds of achievements at muny levels of performance
No single seale or simple set of categories will be adequate to measnre

excellener, There may be excellence in abstract intellectual activity, in

art, in music, in managerial activity, in craftsmanship, in technieal work,

to mention but a few. Intelligence an

manyv variations among chi ]d;,n.. All must be recognized. All must be
plainned for. Azain quoting from The Pursuit of v “lence:

) If we are really serious about equality of oppor tunity we should be serious
;1[3{;111& n'nﬂnuin:ﬂ Lllffu cnces because what anstitut{:‘% t:pi)rtl_mlt} fnr one man

ceellence have manv dimensions,

seek for him the level ‘md Lm of f:dut:it on isilif:ii ’vill open 1 his ¢ eves, stimulate
his mind, and unloeck his potentialities. We should seek to develop many
cducationait]l patterns, each geared to the particular capacities of the student for

whom it is designed.*

A third area of human variability important to learning is that of the
differences which exist in individuals in terms of various maturity levels.
important humdn differences are apparent as we are herc

concerncd with a group of nursery school children, here with a class of
cirly adolescents. and at another point with an adult group of parents or
teachers. Significant differences in attention span, small muscle coordina-
tion, capacity for self-direction and for dealing with abstractions are but
i few of the many variables linked wi.  maturation. Programs must be
planued which take into account these kinds of diilerences. Many easy
assumptions about curriculum and about teaching methods are in need of
critical re-examination in the light of systemnatic experience and research
plications ftor learning behavior, For example, a

duta on maturational im
fuvorite rationale for the organization of tl IQTTIET’!E;.IIV curriculum has
been the coneentrie eirele approuch, The assumption is that the interests

z

of the primary child are foeused on h;mwlf and his immediate family.

* Ihid. p. 32,



As he grows up his interests are thought to extend first to ne ighborhood.
next to total community, then to state and nation. and finally at &« much
more mature age, to the world. This plan has a good deal of logical
appeal, but it would seem that today’s children less and less fit such a

pattern. Bovs and girls at many ages and stages of development demon-
strate interests in problems and concerns. people and things fur hevonc

i

un-l'

the reach of their own neighborhood, even their own nation. As the p ‘fh
les of a world community press in around their fainilies, these c]n]d_ el
displuy an ahility to deal with these Lroader dimensions of human I"{f‘]ik
tionships in a manner that necessitates our reassessment of the pattern

of the school curriculum.
Another evidence of miv'i fﬁr rethinking about the impact of differ-

L the extent to which some of us
%tiﬂlt]\’ maintain that teac Tun ;ame for

p:c
Iy
-t
il

CNees In m iitiliiltﬁi 1pon I‘

‘]"q

am

S
]

el

s
,,,,,, s the s r evervonre—that the s

approaches. technicr:es an i pt‘ﬂ@:étli*&:‘ used for college classes and fo
adult aroups cun be employed with ¢iementary schaol ¢ hildren—or vice
versa, It is extremely m’ipnrtant that we actively seek out the common
churscteristics of effective te: whing and learning in all subject ficlds and
at all levels. It is equally important that we I'c!r;f}gmﬂ:- that the techniques
and procedures by which we seck to implement common basic objectives
must be geared to the stage of maturity represented h v our students. The
first grade teacher who, after a 15 minute arithmet i session with her
children, chsrmss‘ cs them for recess with the remark, “When vou return

v
-

0
be
""I‘

e

~we'll continue with our arithietic lesson™; the high school program that
provides Shl(h‘ﬁt‘s no time for independer wark and study; the college

education professor who makes his m: itl ‘¢ charges winee by treatm;‘
them as if thev were kindergartners I't'h{":f than adults—all these are
illustrations of failure to understand the maturity level of the group béiﬁg
instructed. Much concern is being expressed currently over the extent to
which American secondary cducation has failed to treat adolescents with
the maturity they deserve. The recent committee report, Images of the
I’muﬁ" dz .11». pravncntwe]v wﬁh au;;estpd r:hangf*s m thé prﬁgmm

I’Sl‘ﬂ\'ldf‘ for more mdivldual I’)I‘ﬁ]L‘L’t%‘ more mtlfpt ﬁdcnt studv, and more

personal responsibilityv.t Much needs to be done to better match our
)

sccondary schools to the real potential of the vouths thev seek to serve.

Differences in Rate of Maturation

A fourth arca of human variability important to learning is that
associated with differences amony children with respect to their rate

~ "I. Lloy fTru[uI‘i Images of the Future, Washington, 1D.C.: National Association
of Secondary-School Prineipals, a department of the National Edoeation Associition.
1959,
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of maturation or development. We have just bheen considering sorne im-
plications for learning of different maturity lovels, Tt s also important to
recognize thut amonyg individuals within the same general age gronp
there are wide variations i;"i rate of maturation and development. As
Professor Evehn W E‘T}!{I of Svracuse University has pointed out, “Some
children operate on standard time, hut a sensitive teachor knosws there are
nuny exceptions and that time cannot click off at the same rate for all,”
Perhaps there is something to be learned from the experience some of us
have had with tomato plants. After a longe. cold winter the enthusiasm for
spriug. helped along by the carceful perusal of seed catalows, causes the
cager gardener to begin working the ground almost before the frost has
s, plunted wecks befor re le indoor Hats. have pmﬁrwqqeci

left it. Tomato seed

well and thz Ligge est of these are sct out in the aurden long before one's
less ambitice: neighbors get around to it. Visions of succulent fruit be egin
to dim, howcver, as the weeks go by and the plants struggle along looki ing
weak and win. About the time the plants finallv hf‘;!ﬁ ta show some
likelihood of surviving. along comes a neighbor with fine, big plants to
put into the ground. Somchow all of the wecks spent struggling with
vour plants now scem wasted. The neighbor has put his in at the right

time \mth seas0n, p]ant and curth re: Ldv lnd th; p] ints ﬂ'li‘;‘\f{f ~more than

Em it is wzﬂl C‘]il]dfi’IL ijur ﬁulurc tr:n recognize va ;'ltlf)ﬂ‘a in Uu;* 1tf* ﬁf
development among children, to recognize the impa rtance of the concept
of readiness can cause us to devote tremendous energy to and be terribly
wasteful in the cducational enterprise. trving to accomplish objectives

that are simply not appropriate to a child at that point. The same goals
may be recached quickly and easilv when tln: nrgmi m has developed the
kinds of physical and mental muaturity neeessary for them. Trying to

achieve such abjectives too carly may not only b:‘: wnﬁtvful of the school’s

efforts but may leave the fz}'il dren with initial negative experiences in such
areis that will be difficult to overcome later.
Variations in Societal Demands

A fifth area of human variability turns us momentarily from the
individual to look instead at the soeial context in which he opoerates,
It is as importaat for the edueator concerned with human variabilities
to comprehend the demands which society makes upon indis 'lchl;ﬂ% for
such variations as it is to perceive the adjustments which society must
make becanse of other variations. To what extent are human variabilities
~-by chuanges in the environmental situations to

called for-—demanded-
which learning is expected to apply? We li o in a world of tremendously
rapid change, a world in which the pace of change continues to accelerate.
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yuch el anges serve to increasc ﬂw E‘ﬁf'ﬁ]'ﬂi‘i’lt? of ln ing fnr each nf is. An
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Thgre wias i time u'hyn a 5{-1*;111';;11 ;r;]ij:;z or a witershed event came along
only  infrecquently, making its appearance against a seemingly permanent
background of “unalterable law.” For vears after its advent, savants would
gather about the new arrival, remarking its size and loster, and minutely
tracing its relationship to the main body of ideas and events. Today, however,
momentotis events have themselves become the norm, the shinnering backdrop
against which the stable concept or institution stands forth as a freak of nature,

Our world has become a permanent explosion, !

In such a world. it is well to inquire as to how persons and institntions
have dealt with change. To what extent have socictal patterns, school
programs adapted and adjusted with sufficient flexibility to mecet und cope
with a world of tremendously rapid ehange, a world Jharacterized as a
permanent explosion? James Michener’s book, Heawaii, provides a fictional

but disturbingly realistic illustration of soecial inflt}mhzlltv in describing
the behavior of some of the early Christian missionaries who came to the
islunds from New England.

One of the peculiarities of the missionaries wuas that they insisted upon
living in tropical Hawaii exactly as if they were back home in bleak New
England. They wore the same heavy clothing, did the sume amount of tiring
waork, ate the same h{:;lv}- meals whenever they could be obtained. In a land
rich with Polvnesian fruits, their greatest joy was to obtain {rom some passing
ship & bag of dried apples, so that they could enjoy onee more a thick, sweet
apple pie. Wild cattle roamed the hills, but the missionaries preferred salt
pork. There was an abundance of fish in the shallows, but they clung des-
perately to dried beef shipped out from Boston., Breadfruit they rarely touched,
and coconuts were heathenish, In all his years on Maui, Abner IHale would
never once do any of God’s oflicial wark unless costumed in underwear. heavy
woolen pants, long shirt, stock, vest, heavy claw-hammer ecoat and, if the
meeting were outside, his L?g beaver hat.

But what was impossible to comprekend was the fact that cach yvear, on
the first of October, when the Hawaiian suimmer was hottest, mission families
regularly climbed into heavy woolen underwear. They had followed this custom

in Boston. They would fo llow it here,

The account sounds most humorous and the inflexibility most
Indicrous fnz‘:us:n;.,_ as it does upon other people in another era. But \V]lﬂt of
today and the flexibility or inflexibility evident in contemporary life?

||""r'

What about our schools? How eflective have they been in adjusting to

changing conditions of life? Are there evidences in the school curriculum
in school organization and programming of the siune brand of inflexibility

* [Tallowell Bowser. "The Permunient Explosion.” Safarday Heview 28; Mareh 12,
1960,

® James A, Michener. Maweaii, New York: Random House, 1960. p. 257.
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and the heavy underwear among the carlv Hawaiian missionirices?
Evelyn Wenvel struck close to home in deseribing some  schaool

practices that smack much more of rigid, invielding patterns than of

characterized by Michener in terms of the dried beef. the beaver hat,
AT

hroad flexible designs,

One vear in the first grade. one vear in the second, six years in grade
schiool, two in junior high, fouwr vears in cach of high school and ¢ollege.
Sixteen vears—one-fourth of a lifctime, more or less—set aside for schoaling,
A pattern within which we must work, Creatively or uncreativeljv?

9:00 Show and Tell; 9:10 Spelling: 9:30 English; 10:00 Arithinetic . . .
and so on throngh a neatly packaged dav. “Hurry now, oy crybody should be
finished. . . . Johnny, why must vou alicays hold us up. . .. Don. vou know we
only sharpen peneils before the bell rings, . ., Everyhody in line. If vou don't
go now, Chris, vow'll be asking luter to be exensed. . . . Nu. we can't dramatize
this story, We won't finish the book if we don't get on to the next story, ., . No
one in the building until the hell rings! . . .

Pressures of many kinds, some from within us, some iraposed feom without,
cinse us to forget that creative teaching tukes timo—not over-all more tme,
necessarily—Dbut time used flexibly. Creative teaching and Iearming demand time
to capitalize upon the mood of the moment, to finish the story before inspiration
wanes; time to explore for ideas, to meander in our planning, to take off on 4
side road or two, until we hit on just the right idea for our assembly program;
time to slow down when work is hard and speed up when it is easy; time to play
longer when we're 7ull of “kinks” inside.

We have come a long way, by and large, from the screwed down desks
arranged in rows of endless sameness that constituted the onece-standard
classroom pattern. Many old schools now have unserewed the desks and new
schools have movable furniture so that the room may be rearranged to mect

the needs for grouping; for “stage” space at the front or dancing space in the
: = v ; :

-
W
e

e

middle; for individual study time; for a circle arrangement for discussion or
sharing; or for seating space at a parent meetingl

With respeet to thinking, too, Professor Wenzel recalls for us. by her
illustrations, incidents that suggest inflexibility rather than creative
adaptations to unfamiliar

-

"t
2

problems.

By =

ass,” snapped the orders and the fourth grade
7 the speed and precision of the operation,
c

e

“Class stand, line up,
responded. Somewhat hypnotized by
as an observer in the room, T followed suit, I asked the boy next to me where
we were going. A shrug indicated he did not know. We were both cnlighiened
as we were led into the projection room to see a film.

It was frightening to realize how complelely the natural curiosity of this
age has been destroyed by some four or five vears of heavily  routinized
stunding, lining up, and passing. Here were ehildren who apparently could be
led any.where with no questions nsked! '

" Evelyn Wenzel, “Teaching: Pattern or Design?” Educational Leadership 13:
30:3-305; February 1056,
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Curiosity is evidenced “naturally” in the spontancous question-asking of
voung children: “How can a puddle go awav?, .. How can Santa hear what you
want for Christmas? . . . Could you walk on water? | _ . What ean 1 sayv if
cant’t say damn?” . .. What will happen to this versatile, four-vear-old {mc’*xztim -

asker after *:’hc- has been in school for several vears® Will hier teacher take ove

the question asking? Will she one dav be in a fourth grade answering tz,whm-
madle QIIE“;LIHITH “"How high is c*.icariz ... What do Iilrm Sago, and I?Y’lk* mean?
. . . Arctic lands have frost in . (month).” Testing questions— *hoge
to which the questioner already knows the answers—are not creative guestions

that lead to hypothesizing. And so they seldom, if ever, can generate ereative
thinking.?

What of our own schools, our own classrooms? How ' is our earrviculun,

how are our tcaching methods, meeting the changing m‘uﬁa of the times?
As Agnes Mever proposed so convincingly in her Kappa Delta Pi lecture,

Edueation . . . should be geared at once to the demuands of the second
industrial revolution. For the children who are now in school will cither enjoy
i 8 iﬂFIhtt? blessings or will be condemned to Suffer from its worst consoaquencos.
They must be trained not as in the past for specifie occupations, since these
occupations mmay be obsolete by the time they graduate from high schocl or
college. Nor will a return.to the good old davs of the three Rs and the liberal
arts prepare them for a world of perpetual change whose far-reaching effects
nobody can wholly envisage, T]'n: stale humuanist regurgitations will no longer
do. Analysis of past hm:l:ii:: %, habits and morals is essential in order to

observe how ol ! p"z neiples act nl]v work under totally new conditions and
how thev must be modified i order to become more cffcetive instruments in

meeiing new situations. The choice is not between throwing away ideals
previously developed and t:é}qng by them blindly and obstinately. The intelli-
gent alternative, which can now no longer be evaded, is to revise, expand, and
alter them, The problem f ec .ducation and of life itself will henecforth be one of
continuous re-adaptation, . . . Without this fexibility in our educuational

cwrriculum, our schools will remain swhat they alwavs have bzen, a reflection
] B

of a society that has been left beliind .#

-

Modern education must remain sensitive to the various
demands toduy’s world places upon our children and
variability cannot he merely tolerated by educators when it is being
demanded by the conditions of life around the school.
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Differences in Objective

A sixth and final area of variabilit 3, important to learning is that of

the differences in objectives for learning. Both among teachers and
TI1hid., p. 304-305, _ _
EA;;H% E. Meyer. Education for a New Morality. New York: The Macmillan
Company, 1957, p. 58-80.
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students important differences may be seen in the objectives set for
learning, Some of these variations include: (a) the objectives of general
edneation versus specialized educittion; (h) the objectives linked to the
development of a reasonable level of literacy over a broad range of
fundumentals Cortraseed with the conception of developing considerable
depth in one Feld: v 7o) objectives associated with social cluss or other
groap facters, Failure 1 vocognize that the purposes of schooling mav be
quite different for differe, ¢ individuals may cause us to draw MY 1=
wirranted conclusions abo. the appropriatencess of ecrtain conlent or
teaching procedures. The sens tive teacher eannot assume that all come to
school with the same objectives, or that those with purposes and interests
different from those of the teacher must be rema-e in his image. One of
the most perplexing pedagogical issucs is that involving the determination
of criteria to be applied to the efforts of teachers to change the behavior of
students. Whose standards shall be used? The teacher’s—the community’s
“upper cluss”—the parents™® Or is there some broad common denominator
which can be constructed and applied? Whatever the answer. the aquestion
remaing o most perplexing one for teachers and other curricuhim workers.

The six areas of human variability just discussed appear to bhe of
particular significance in any thoughtful consideration of the learning
process. Several of them are linked to the individual and the broad range
of difference existing within him. Some are associated wilh differences
between individuals within a group. Still others focus upon the social
environment and the varving demands which society makes upon its
members. All combine, however, to represent critical dimensions of the
task of the educator—that of helping each learner become that which he
alone is eapable of becoming.




Aﬁxz’éz_‘y& and Learning

Seyaiovn P Sanasox !

The concept of anxiety is one that is central in any systematic
x:(iﬁ:':c’ptiﬁn ﬁf personality or child dt:v&]nprm*nt Whatever thearies of
personality and development we have, give to the concept of anxiety an
important, if not crucial and central, mli: Anxiety is an experience which
can have mvriad consequences for the individual. Some of these conse-
quences need not be negative. Some of them may, in fact, have positive
values,

Anxicty as an experience is s
to do stjmcﬂnng In its most extrem

cthing which motivates an individual

e f rm mnn:tv can be equated with an
experience or concept like terror. If one had to say what are the essential
characteristics ﬂF Hu‘z nnt'im'g rf:‘u_:tmﬂ or ﬂ]f‘ anxious ex I’)EI’IEBCE’ one
Iwnlvm or is asmu;ﬂvﬂ wtth phv%m]m_,lm] fnmmﬂmtdnts (pe:%plmtmn
aceclerated hfdlth{‘at :tr‘: ) and, t]md i]mt 1t 15 a conscious expm ience.
SCCTT to males too m_uf;h sense to L‘;Ltﬁg}rlgm or p;gﬁc}uu]m]g 111{11&1;111;1]3 as
h;ing anxious or lmsti]v or :1;;1‘&%%1‘?& iﬁ an mferﬂll sense. Tlﬁ‘% is E]Eilf]}‘

gct some hu](l on thL‘ pr(ﬂ:]fm of ;mxwtv ()nr: nf tht: chy lI'_leLl‘!‘%tlE WaYs
in which this problem has been s indled in the research literature is to

s paper was prepared from o taped talk given at the Institute.
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. on the assumption that

put an individual into a situation involving stre
this would engender in him some kind of anxions reaction and that one
could then study the effects of the anxious reaction in a varicety of ways,
The difficnlty with this approach is that vou do not know on what kind of
indi

idual you are having an effect.

The situation we chose for study was the testing situation. We live in
a test-giving and test-conscious culture. It is not too much to say that the
lives of people in our culture are determined by their performance on tests.
We see individuals through the eves of test scores. Such scores influence
our thinking about ourselves and others, For example, if a child with an
IQ of 180 takes the neighbor's cat and crushes it to death, we do not say
that he did this because he h=s an 1Q of 180. However. let a child with
an 1Q of 60 do it and we think we are explaining something when we
say he did it because he has an IQ-of 60 as if having pointed to a test
score we have pointed to the etiological agent without which this kind of
behavior would never have occurred.

The Testing Situation

Practically everybody in our enlture has been in the testing situation.

What is the likelihood that this is a situation which engenders  the
anxious reaction? We were quite aware that the testing situation does
engender this reaction. We observed, when workin g with college students,

that the testing sitnation engendered in many individuals an extremely
strong anxious reaction, frequently having disabling effects, In fact, at

Yale significantly more scholarship students fall in the high-anxious eate-
gory than fall into the low-anxious category, The testing situation is not
only a near universal experience in our culture but also an extremely
important one in our culture. Clinical studies and observations indicated
that this would be an invaluable situation in which to study the nature
and the effects of anxiety on learning and personality development. It
became clear to us as we eontinued our studies with college students that
the problem of test anxicty had its origins well before college, so we
decided to study this problem in elementary school children,

There were theoretical and practieal objectives to our research, One
practical objective can he put in the form of this question: Tow carly in

hildren who are or will become one

clementary schools cun we identi
or ancther kind of problem? Our bias was that we would have to identify
os early as possible those children who were likely to become one or
another kind of problem, be it an academic problem or a personality
problem, B focusing on a particular kind of anxicty our hiope was that
we could pici out those individuals relatively early who already were
experiencing the disabling effects of this kind of reaction. Anothor practi-
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I one could do ablont

cal ohjective in our studies was the problem o
it in the elassroom.

What we did is relatively simple insofar as techniques are eoncerned.
The problem in working with elementiry sehool children, particularly in
the very early arades, is that their comprehension of language is beyvond
that of their reading level, If we were going to develop a deviee that
potentindly wounld have practical value in the schools, it would have to
be o relatively simple, group-udministered proceduore. What we did was to
mike a guestion aire that has to do with a childs attitudes tosward and
experiences in various kinds of testing ov evaluation situations in the
classroom. F.o - example: “When the teacher asks vou to go to the black-
board to write something do you get a funny feeling in vour stomach
or :1;‘:& VOu Em{ tlnlt vour ]mnd 5]‘1 1Lf“; a httlg* hlt':' “I?c} vou mmu—tm’if:

a e estion ;md vou  dor’t Lnnw th{_ answer?” Th:: re 18 a varie tv of qm‘:..*:s—
tions. The th]il has before him an answer sheet on which he cireles a
“vosT oor a "no.”

When we first began to work in the c¢lementary school, teuchers and
principals said they did not sce any point in our attempting to administer
our anxicty scales with children in the first and second grades. Tr:%t'; they

suicdl. are cither not administered in these grades or they are very seldom

Ili;ll_l‘llniﬁff‘liid and the children would not have the concept of test. I can
say that almost without exception when I walked into a sccond grade
class, holding g papers under my arm, I could count on at least one child
SVING - fﬂid \VL re going to get a test, ~ve.c going to get a test.” They
had the concept of test.

Performance and Anxiety

What about first grade children? We administered the scale at the
beginning of the first grade and at the end of the first grade. At the end
of the first grade, it is feasible to administer this qm‘:f*h(mﬂdlr; to the
children. Let us {*Lﬂ)m’l;h this a bit. We sav to the children, "¥We want to
ask vou some questions about how you think and fecl. Tht_zr:: are no right
answers, thore are no wrong answers. We just want to know how you

think and feel about certain things. It doesn’t make any difference what
your neighbor puts down, we just want to know what you think and feel”
Following the administration of the questionnaire I cculd count on at
Ieast two or three children coming up to me and saving, “When are we
going to find out how we did? The school culture is apparently one in
which the concepts of right or wrong are very strong and these coneeptions
are reinforcecd daily. This is certainly true in our experience.

The results of our studies hold for children from grade onc through

W'G'
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grade six. The first question we asked ourselves was about the relationship
between test anxicty and IQ as defiued by any so-called standardized
intelligence test. We knew flmﬁ cur studies with college students that the
correlation between level of test anxiety and IQ) was n Efjdt!’ss and mnod-
crate, but very significant. That is to sav, even among a group of sclect
college students, the higher the reported test anxiety, the lower the 1),
With an clementary school population we swere working with a much
broader range of human ability and we did not know whether we would
find the same thing or not. We huave now run a minimum of several
hundred correlations and we are convinced that there is a negative
corrclation between reported test ar nrcty and IQ. That is, the higher the
test anxiety the lower is the IQ. The explanation for this corrclation is
by no means a simple onc. You mi jf] t sav, “Well. after all, voungsters

who are not so bright don’t do as well, so when they come to test-like
Slfu’itl(ﬁﬁ‘; vou would expect them to respond with something al a to
anxicty.’ ' This does not explain why many very bright Ehilﬂrcn got ox-
trom plv hiegh anxicty seores and it does not convincingly explain why, in a
group of individuals where the lowest 1Q is 120, we would get the sume

corrclation.
We i:](*‘(;idf‘d to take pairs of children matched for grade, sex and 10Q,

t
gh-anxious, thf: 3th;r member of

\-l

J

with one member of the pair being h; C
the pair b 1 in r low-anxious. Note that ;hf:f IQ measure is already affected
by the test anxiety because the 1Q is derived from a testing situation,

we say that the ] igh- and the low-anxious child have the same 1Q, we are
in fact saving it is likely that the IQ of the high-anxious child is somes what

I
the situation in which the high-anxious s child is at a disadvantage, “f’hén
Ea

777777 s.,

above that of the low-anxious child. We studiced these matched pairs of
children in a varicty of problem solving situations. In practically 3
situation the low-anxious children did significantly better than the hngh-
anxious children. Under certain conditions, to be noted later, it is exactly
the reverse. The predominant result is that when individuals are matched
and put in usual kinds of problem solving situations, the low-anxious child
does igniﬁcﬂntlv better than the high-anxious child.

Vhy should a child be unduly concerned about how he docs i
E\fﬂluz’,t’ﬂn situations? I assume that it is addptwe it is realistic t
concerned. Yet why do so many children respond unduly anxiously i
these kinds of situations? We should have f‘ln 15 on how children respo

c problem situations because one of the things you would be
struck by is they cannot respond. What is the learner anticipating that
would cause him to respond so anxiou 1sly in this situation? What is going
to happen to him if he doesn’t do well? If you ask children, you tend to
get stereotyped answers. One is struck by the disproportionate reaction
to the p()h::lblt- consequences. But children re spond to these situations

L
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as if life iteelf depends on how well they do, We assumed that the chii’
fears the consequences of o necative i“s'ilhiﬁ,ﬁﬂﬂ T}w h'ﬂ;t is a situation

is wiven life is nut roine to 11{! s ffnru:] fm 111111 s 1f ln‘ cuve t!h 'ri!;“hl
IN=AVET,

We asked onrselves what wouid happen it we conld manipulate the
test-like nature of the sitnation, In one experiment, we had 110 ehildren
to whom in the fonrth grats we had administered our anxicty scale.
On the same children wo had Ots TQ sceonc from the second. fourth and
fifth grades, When we divided these 110 children into hich- and Tow-
anxions at the median of the distribution, we found that in the second
gradde there was no difference between the two groups in Otis score,
However, the rate of inercase in seore going from the second grade to
the fifth grade for the low-anxions children was significantly greater
than it was for the high-ansious children, ITn other words, scores tend
to increase with grade or age and so vou expect an increase, but what
we fmmd WS th at Hm riate nf increase fnr the low-anxious children was

\\’rth ;mntln te %t 1t wils C“{ili‘t]i‘ ﬂu" opposite. The other test was
the Davis-Eells problem sclving fames which is aot given as a test, but
is given as a came. The word “test” is never used, Unhkﬁ the Otis there
are no time limits, and it does not require reading. "2 other words.
differs markedly from the Otis. In this kind of problem solvi- r situation,
the rate of increase for the high-anxions children is greater than that for
the Iow-anxious children. The Davis-Eclls and the Otis are highly cor-
related with each other and apparently the cwa tests have a lot of overlap
in terms of what they are measuring. Despite this correlation between
the two tests, we got these contr: asting kinds of findings. We have found
the same thing to he true with college students.

C}izf E(H’lf;‘ﬁl}tifﬂl nF :’m*{ii‘h‘ is i:i,if;*h tlmt thz‘ i;ii:ii:lf;iirlu] in uhich ths:"

nthfsr wnrc!& t’h:s is a Hitlli‘ltiﬁn in whfr:h the decizions are ]’11;':;? with no
cues from the examiner. in whicl, he has to act independently and cre-
ativelv, Tt is in this kind of situation that the high—-:m\’iinﬁ child is at
the greatest disudvantage, The anxious child is a highly dependent child

in the sense that how well he does is a function of how t!llﬁg‘s are pre-

sented to him and wwhat is presented to him. He is a child whao is concerned
with what is right and wrong. The right and wiwng are defined by the
child in terms of what other people think is right and wrone. So when he
has to act for and by himself, when he Lias to mitke his own decisions about
what is good or bad, right or wrong, the anxious child shows up at greatest
disadvantage.



E

We demonstrated this by putting the child into a sithation in which
the instonctions were: “I'm going to show von some cards which have
in}; l'lntk; on ﬂmm I want vou ﬁ} im)k :1t t‘]u'z C;lr‘ﬂ'\; anl h:li me t]'u'
th,it I]n Ty 110 iwht t]u Te's 110 WIONY, ‘lml ]m)k .lt Hu‘ o tlil% h]l e ifu
different things that von see. Remember, there's no right and no wrong.”
Again, using onur matehed pairs, we found that significantly more of the
high-anxious children cannot respond at all, This is not a matter of their
responses heing good or had. Sienificantly more of them cannot respond
at all to at least one of these ten eards, This was jrst as true for the bright
anxious child as it was for the average anxious child. The other finding
was that the guality of the responses of the low-unxious child was signif-
icantlv better than that of the high-anxious child. I'm emphasizine this
becau - the most objective, blataut indicator of {nterference in function-

ing is when one cannot respond at all,

Aduli Sensitivity to Children’s Anxiety

In the first year of our studies we asked teachers to rate everv child
in their class. in terms of demonstrations of anxiety in the ol sroom.
This was a study based on 2200 children. The children had our anxiety
scales administered to them as well as various kinds of standardized
tests which had been routinely given. We found there was a significant
relationship between a teachers rating of a child’s anxiety and a oli7d’s
own rating of his anxietv. However, the correlation hetween teacher
and child ratings. while significant. was relatively small. Of more interest,
however, is the fact that in the sccond grade the correlation between a
teacher’s 1atings ot a child's anxiety and 1Q or ;’1&1]1’51‘@1’11@]’[ was between

40 or .50, which is relatively high. In the third grade the eorrelation was

somewher - hetween .20 and .30; in the fourth ograde it was somewhere
between .10 and .20 and by the time vou get to the fifth orade the

was practicallv no correlation. That is, the teacher’s rating of anxiety br?
comes increasingly unrelated to a child’s 1Q or achievement.
Now if vou ask about the relation between a child’s ovwn rating of

anxiety and IQ) and achievement, vou get exactly the reverse, As VOU €0
up the grade, the child’s own rating of his anxiety is a much hetter
predictor of his achievement and 1Q than is the teacher's rating of anxicty.

This might suggest that as a child gets older he is learning to hide what-
ever ;nnmt}, f?EliﬁES Iie may ]mve. It be:’}ﬂmes more difﬁéiiit f:::r the
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Child o bricht and remarks to the teacher how worried he is about a
tortheoming test. the teacher poaoh-poohs this and sivs he has nothing
to worry about. This kind of teacher response s cnaranteed to have no
von cirmot reason. So the hright child by virtue of bheing hricht and

huving a good record, is going to be disputed, so to speak, by the teacher,

Wi interviewed mothers of high- and Tow-anxious children for about
I'* hours cach interview. The mother and the father then rated their

agdressiveness, stubbornness and matority, We interviewed only the
mother. but the mother and the father filled out this checklist independ-
entlv. Well, ax we started to o over our interviews the differences we
expected were not emerging to the degree that we anticipated. Fortu-
nately. following cach interview the person who interviewed the maother
wrote down what he thought went on between hime d the parent, This
was “top of the head” kind of dati and no more than two pages in leneth,
We then guve these write-ups (not the interviews) to six juduoes with one
auestion: Did the write-ups contain anvthing in them indicating that
this mother was withholding information?® We found that the mothers
of high-anxious ¢hildren were rated as significantly more evasive or de-
fensive in the interview than the mothers of low-anxious children.

What the clinician w.s discerning (neither he nor anvone else cal-
lecting data ever knew whether the child was high- or low-anxious)
was that the mothers of high-anxious children were very concerned about

saving the right thing and not saving the wrong thing. In other words,

they gave the clinician the feeling that -~ - were holding back, that there

were things they felt they should not say. This, however, is verv similar
to what I said hefore. The high-anxious child is one who is tremendously

our conception, test anxicty is not something that is ercated in a schoal;
it is something that a child brings, more or less, to the school and in
that situation ean be either made higher, lower, or kept at the same level,

Earlier I said we asked the fathers and mothers to rate the children.
The ratings of the fathers differentinted between high- and low-anxious
children in preciselv the way we expected. The ratings of mothers did
not even come close. When you think that so mueh of what we know
in child development is a function of what mothers have told us, this
result at least is a basis for feeling uneasy. It may be that bhoth the
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mother and the father are corvect. Mothers sce children wt different times
of dayv and in different kinds of situations than fathers do. It may very
well be that this, in some way, mayv be n']fuvd to the result-. There is
the obvions possibilite that, insofar s »kinds of charactoristios we
asked parents to rate. fathers may he more 11%17.1ss|{111_1t_;‘ in this reward
than are mothers. We have nothing conclusive ta offer in terms of an

explanation.
Implications for Education

One of the implications of our study has to do with the nature of
school testing programs. Is it not somewhat surprising that nobady has
bothered to ask abont the effe cts of tests on children? T this unfortunate
era of national merit examinations we have problem families in which
all kinds of pressures are being exerted on the child, on the school, and
by the school. OF course the poor child is in the middle here, We have
not paused to ask ourselves two questions. What does this reflect abont
our culture? What price are we paving for the emphasis which is being
put en test results? The other implication s that if vou tell me the 1)
vou want the child to have, T will give him. t_h*pr;-ndm}; on whether he is
high- or low-anxious, the appropriate test. This is to sav. the high-anxions
child is particularly vulnerable to the nature o! the test and how it is
presented. Consequently, there are many children who by the usual
standardized tests get scores which are not necessarily accurate reflections
of their eapabilities.

Let me tell you, hov ver about one study in which we got an
opposite re m]t We gave the child the Witkin Embedded fgguré% test,
We said, “I'm going to show vou a design {for abont ten seconds. then
I'm going to take it awav and show vou another design. The first design
is %umu\,hmc inside this more complicated one and [ wunt viu to find

"It is in this kind of situation that the high-anxious c¢hild dees better
tlum the low-anxious. Why is this® Let us look at the instructions that
accompany this test: You suy to the child, “I'm going to show vou the
design, then I'm going to take it aw ay and show you this more compli-
cated one. You have to find the first in the second. If vou feel vou want
to sca the first design again, tell me. I'll stop the elock and Tl slmw it
to you. If vou guess and you guess wrong, I'll tell vou and I'll give yo
more time.”

This is a situation in which the examiner iy in elfect telling the child,
“I'm going to help vou, nnt to the extent of telling you v what the answer
is, but I'm going to help vou. If you do wronz. I'll give von more time
Interestingly, the high-anxious request to see the origi inal design sn:mE
cantly more often than the low-anxious. In other words , they take advan-
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tage of the offered support. Obviousls if vou can see it o number ol
times this i coing 1o help o problem solution. Also they take
fewer guesses, They are just not the kind who auess. 1Us too danserons
to guoess,

We are at a time now when evervbody is finadly getting concerned, at
least the Tay public, with the problem of talent. Awain the problem of
talent is defined by a test scare. The kind of picture that T have attempted
to deseribe for von in the case of the anxions ¢hild is one which nkes
independent, creative activity unlikely, Althouch o ¢hild may be ex-
EI’E,"I'I'H‘]}' bricht as defined 1‘%}' a test seore. 1F hie is o hich-anxions ohild
then there is a good chance that he is one who will he unable to utilize
his potentialities in a creative, productive manner, What distresses me
about all these talent hunts is that we are defining creativity, brightness.
independence of thonahit, by o test score. Onr results elearly sugaest that
for many bright but anxious children this is not the kind of people they
are. '

We see this on the college Tevel, For example, graduate departments
in any field spend a lot of time admitting students. Thev try to select
prople who are going to be productive in scholarly activities. The Grad-
wite Record Examination, or the Miller's Analogies Test, is givén for
admission to graduate schools, If vou get above a certain point. chances
are vou are going to be admitted and VOt thf;‘ﬁ‘fiirit presumably. have
certain characteristies. If vou do not got above a certain score, vou do
not have these characteristies and vou cannot get admitted. Peopls are
chosen for the Ph.id, program beeause these are the ones who are going
to be scholarly, productive, creative people. They are going to be the
ones who 1)1!]1]1%11 and muake the contributions ta our socicty, The modal
number of publications past the Ph.D. in this country is zero. We have
gotten ourselves into the box of thinking that we i predict certain kinds
of things on the basis of available tests, FI{lIth T do not feel that the
answer is. ]E‘t% gvt more ;md hettu tosts,” ;llthmlﬂ'h I am sure ]'I'Hlii‘]l

I am hi?rt; 1-{—111!1'1(1;:!&1 again mf a pmhhﬁm in nwnt;ﬂ f;lﬂnmrmahtv
There is a body of rescarch in which mentally subnormal children have
been followed up five years after they have left school. ten vears after. and
in some cases up to twentv vears later. These were children who were in
special classes. All of them had 1Q%s less than 70. There is one item on
which the bulk of these studies agree. When vou follow these children in
later life, it is hurd to tell the difference between them and o control group
of children vho were in the same school at the same time but were not in
a special class. One would not have predicted this. Again. if pupils arc pit
into a special class, then we have a certain future laid out for them Vor

reasons we do not understand, however, they do net go along with anr
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This is an arca in which we are interested und which we are now
heginning to study. T wonld paticin this wav: How do teachers present
new material to o class? This is but a variant of the question. how do
teach
sav, T don’t know.” without feeling that he is being recarded as a fool?
Our observutions suguest that relotively fow teachers can eneender a
social-psvehological elinude in the class in which a child can adiit, 1
don’t know.” without feeling that he is inferior and inadequate,

One of the problems that new PLhIYs fuce when they go o their

rs differ in the degree to which they make it casy for a ¢hild to

jobs is they have to act as if they know it all. Yon cannot go to vour
colleague and sav, “I don't understand this.” becanse he would look at
o and vou would begin to feel that mavbe that ook is really what

vou are, It is hard for us to admit to our students, “This is an area in

which T aou 7 be more proficient, but T simplv am not.” We make it
cqually "iffice {or them to admit the same thine,

This cruecial problem in the elementary school, Tao what extent
do we make it possible for children to tell us that they don't know? Fut

in unother way, it is erucial to make a child feel that he can sav, “I don't
know,” as a means for insuring productive learning, We have observed

teachers in their first presentation of new material, and they  differ
tremendously in how they prepare children for what is coming, It is a

rare teacher who spends a good deal of time tryving to make children
feel that they can admit to not knowing, to not understanding, withont
feeling that the teacher or his peers are going to derogate him,
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PFarsonalitv Influences Leary 7 .. .
The Shaping of Motives for Learning

RicHALD ALPERT

Education has an obvious responsibility with regard to the com-

munication of content. Less obwvious and perhaps more questionable is
the responsibility which education must bear with regard to the social
problem of intellectual apathy. To accept the first responsibility is to
"gg; est that it is within the scope of educational goals to add or subtract
from the body of knowledge which an individual carries away with him
fror om lu% educational experience. To accept the second respons 1}3111&-«* is to
huld that Qduiatmn can ai}act in addltu‘m t}m e characteristics of an in-

or indifference after the
;QIHp]EhU;l uf hl‘s furrndl Echdilan 'Ihls 1rgu nt would seem to suggest
that educators have a responsibility for mst;llmg5 within the population
via mass education a set of values, attitudes and motives, which would
insure an intellectually aware, alert and curious citizenry.

In determining the wisdom of placing such blame and responsibility
upon the educational institution in our society we must examine: (a) how
much the inculeation of values, attitudes and motives is a justifiuble com-
ponent of the educational process; (b) what values, attitudes and motives

we are transmitting via current edu«:ntmnal practices; and (c¢) what an
edncational experience conceivably could do or be expected to do toward
the reduction of intellectual apathy. We must defer to the educational

philosopher for the answer to the first question. If he accepts the tenet that
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the edueational institution in a society must not only edneate an individual
e the content-sense, but must teach him as well to vahie education und
to want to act like an educated man, then e will have defined a set of
coals for education which we must implement and help to realize, Beense
I believe that leading educational philosophers would, and indeed do,
support these goals (4.13.:44), 1 feel it is indeed justifiable to attend to
the latter two questions: namely, what are we presently doing towurd the
realization of these goals, and wh it could we do?

Educational Goals

First, let us spell out a bit more specifically the nature of the desired
goals or edncational outcomes. These have been stated In a varie tv of
ways by writers both in education and psychology. The citizen- product
of education should: (a) show intellectual curiositv, (b) value and want
to make logical and rational decisions, (¢) value and want to gain maste Ty
through unf;lc: rstanding, and (d) enjoy working with problems. so that (1)
he looks at his environment in such a wuyv that he bri ings problems to light,
(2) he responds to problematic aspects of the environment in preference
to others. (3) he remains in the feld in which the pmh];m is present,
that is, he does not daydicam, change the subject, ete., (4) he gains
pleasure from the process of pmhlgm solving as well as from the final
solution itself. and (3) he weighs alternative solutions in terns of their
adequacy, rather than immediately aceepting an easily obtained solution.
Ife is not content with m&letf.}mt solutions. In effect, this citizen-product
looks at his world, wonders * “Why?” and gains satislaction from finding
out, What is most important, however, is that these motives be internal-

zed, self-initiating, and sclf-rewarding.

Lt me quickly point out that these values and motives are not alien
to our present educational process. A good number of students do deyciup
the desired motives and values. Observational data of most classrooms will
provide numerous instances of the presence of sueh values and motives.
My concern is rather with whether or not our educational program is
geared toward inercase in the strength of these motives, and whether or
not techniques for strengthumm them are not appearing in the classroom
in far too helter-skelter a fashion.

For example, in comparative content analyses of mathematics texts
which we are carrying out undcr the auspices of the School Mathematies
Study Group at Yale (2), we found in addition to differences in the sug-
gested function of mathematics, the cognitive mode, and the feedback
strategy, that the 7th grade texts differ significantlv in the motives and
values which we assume to he already strongly operative in the child,
For example, one text emphasizes the child’s interest in @1 aveling, in com-
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apparenth appeals to motives of nustery o conerete innmediade silaations,
The other text, geared to a child of the same ages appeals to an entirely
dilferent set of motives, to the intringic gratification derived from nsing
one's mind, That is, it appeals among other thines to aomotis e to think and
to mect intellectual challenge, to satisfy curiosity about matters not pres-
ently in the child’s experience. Now it secems reasonable to ask such
questions as: What elfeet does gearing texts to various motives and values
presence of oomotive to have it exist?

There are many such uninswered, and, in fact, often unasked pres-
tions related to educeational eurricula. Because these questions have not
been asked in any svstematic fashion, the educational picture appears. at
present, to be somewhat of a motivational “hodgepodige.”™ Perhaps a brief
survey of some of the possible motivational diflicaltics in current educa-

Due in part to the present strocture of educational institutions. and
the limitations of financial support for research, education has placed
great emphasis on relatively short-teon goals, That is. there are relatively
few efforts to evaluate the effeets of an educational svstem in terms of
long-range or longitudinal studies, which extend over any period longer
than a single schoel vear (38), Because we look for effects at the end of
a school vear, the nature of the evaluative criteria is necessarily Tinited,
It is obvious that the evaluative eriteria which we seleet hecause of these

to work, This may be pennv-wise, ponnd-foolish! Tt is quite possible that
the factors that lead to the realization of short-ternm goals mav not ouly
not work with regard to long-tern goals such as those with which we are
now concerned, but may, in fact, be defriniental to the realization of these
goals. The fact that an incentive is immediately eflective is no proof that
it is good (20).

A somewhat analogons problem concerns the use ol reward tech-
niques. As one Jooks at the Ameriean cedueational svstem, he gets un
impression that educators most often are trained by their students to use
the most effective reinforeers. the reinforcers that work., Granted that
such as a birch rod or cane, which suppressed behavior, to positive re-
inforcers, still, as one writer suggests, “a change has been made not from
aversive to positive control, but from one form of aversive stimulation to
another. The child at his desk, filling in his workbook, is behaving
primarily to escape from the threat of a series of minor aversive events—
the teacher’s displeasure, the criticism or ridicule of his classmates, an
ignominious showing in the competition, low marks, a trip to the office

26



Q

ERIC

Aruitoxt provided by Eic:

‘o he talked to” by the principal. or a word to the parent who nuy still
resort to the biveli vod. Tu this wweltor of aversive consequences, vetling
the right answer is in itself an insienficant event, any cflect of which s
lost amid the anxictios. the boredom, and the aggressions which e the
inevitable by-prodncts of aversive control™ (40

While this author may be painting an excessively necative picture.
it iy true that beeanse of the pressures on a teacher, he s still incelined to
use the techniques that work most efficientlv, e will continaie to do this
as long as his major goal is the commumication of content. | wonld SUZTesd
that the most efficient teelmiques of control mav have attendant difficn)-
tics, Pirst, unduce emphasis is placed on tensional molives, Second. plaving
upon the major motivations (which ave primarily social) which the child
hrings to the situation tends to strengthen these motives and leave other,
more desivable, Tong-term, nonsocial motives unexercised, Chird. using
social motives (which are often anxictv-laden ) for reinforcing the lo; arning
of conte nt nltf‘n hia alc]t‘ i“l(i%. f\mmum% ﬁtutlu IS '3.[ : ‘3) g[]nu {}1 11

\x]um the m:;nl risk and ]};1_\=ult are lugln, the;u- i nitvu l,"\i(l,i,‘nl,‘t‘ nl'
learning blockage, debilitating anxiety, conformity of behavior, and e
a cognitive state

phasis on " ets rather than on analyvsis and abstraction—
ob afluirs which tends to Hmit the edueational flexibility of the student.

Classroom Interaction

During the pust fow years ina project under the direction of B, S,
Sears of Stanford (38) we have heen working on an empirically derived
method for svstematic observation of classroom interaction, The data we
Lave collected to date indicate marked individual diflerences : among teach-
ers in the nature and frequeney of the techmiques of control which they

use and in the nature of what it is that they reinforee. Some findings
derived from the use of this instrument will be noted later. Here T would
only point out that for all teachers a large percentage of the control was

carried out through social reinforcement—social shaming, class approba-
tion, personal approval, ete., and rewards were given for following
dirﬁf'tiim% h{'!iﬁg correct, pi*rft}rmiwr up tu i -;tamd;ud of L‘\;LLI]QHL’E cte.

how }55_‘1']!:‘1;11 tllz:y are, ﬂi'lt is, lmw Iztt]e thmf are llltl‘lﬂ‘sil;‘d“’\.e' mlkltecri 0
intellectual endeavor. The child may learn that following dircctions, being
correct, performing up to a standard of excellence, cte., are desirable
behaviors, but there is no apparent reason why such desirable behaviors
should be intellectually linked in noneducational settings. Thus, for ex-
ample, rewarding the student who is highly motivated to achieve may, and
usually does, make him a good student when he is in school, Ve know,
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however, that in our society an individuad concerned with aehicvement can
achieve direct cratification in wavs which wre ol wt all related to in-
tellectual hehavior, Then, if the school hias nurtured this motive throneh
reward. it hus done Little to assure the continaity of inteflectual endeavor
after eraduat m. This world sogeest that possible motives wnd belias jors
more intrinsically related to intellectual endeavor should he rewarded
in the schools.

Another motivational difficulty in current educational practice wouild
be that mcentives gain power primarily through the authority of
teacher rather than through the divect relationship hetween the task il
goals of the learner, There is a constant external agent of gratificution.
It would be foothardy indeed to anticipate that in another situation. ont-
operating. A study by Bennett (7)) nicely demonstrates this fact. She was
able by persuasion techniques to get 90 percent of an experimental group
to volunteer (rajse their hands) to participate in an experiment. These
students were in the classroom at the time that they were persuaded to
volunteer. In contrast, with the control group. and no persuasion, she

got only 10 pereent to volunteer. She found, however, that when the time

came for the experiment, only 10 percent showed up from the control
group and 10 percent from the experimental group. Thongh people were
willing to raisc their hands in the clagsroom situation, this enthusiasm Jdid
not carry over or transfer into their hehavior outside the classroom,

We have given only brief consideration to some of the desirable motivi-
tional and value goals, and examples of some of the difficultios in present-
day educational procedures. Let us naw turn to an attempt to formulate,
on the basis of current motivational theory and rescarel, an educational

motivational and value goals.

Motivational Program for Education

In order to understand the plan that is being proposed, the reader
must first understand the theoretical assumptions that I am making. The
writer is here treading on theoretical territory frought with controversial
landmines. In fact, there is hardly a statement in the remainder of this
paper with which some psychologist would not take exception. With that
warning, let us proceed to examine the ten theoretical assumptions under-
lying the motivational program for education that I should like to proposc.

1. Definition of Motivation. First of all, let me theoretically define
a motive as something which serves to energize, select and direct the
behavior of an individual (9). There are, of course, other criteria for
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such a definition, but they will not concern us he re. I shonld alse mention
that T am assuminge that ofl behavior is motivated,

2. Motive Rierareliy. \hen the child enters the sehool svstem hie has.
in eflect, a motivational hierarchy (19.23.28). This hicrarehy of motives

is based in p;u't O an int ltu nrtlm Ig—intuite in thv Sense t]mt i ]iu i.ud v

.imd in p;lrt on pi"x;‘\ imls Cxperience, t]mt is. _mlur le arning. llui; ]11('1”11111%:
is subject to reorganization. Reor canization can take place as o function
of the satistaction or satintion of the dominant motives in the hier archy, as
a function of the strengthening of weaker motives in the hicrarchy until
they snpplant the more powerful ones. or as o function of sublimation. that
is. redirection of the enervices of the higher motives into the lesser maotives.
Evidence further snozests that the dominant motives in a m('sti\':ltinn;ﬂ
hicrarehiy are social in most instances and are aversive or tensional
pature. Thev ars drives direeted toward the reduction of an 11:11111\:1%11113
state ol affairs. Only those motives which appear lower in the hicrarchy
ceem to be positive or appetitive, i.e. concerned with approach behavior
or gratification through the gaining of a pleasant incentive,

The entire issne of positive versng negative motivation is indeed ;
controversial one. Reference works by White (%’3) snd Miller (27) are
excellent presentations of the alternative views. [ believe that there iy
ample evidence at the present to allow us to a accept the existence of innate
positive as well as of innate negative motives.

3. Multiple Determinants. Fach motive has connected with it a sot
of behaviors which the child is most likely to acquire if that particular
motive is dominant in his motivational hier archy. These many FOSTIONISCS
for cach motive are in turn hier: wrehically organizod. Some of them are
more likelv to occur than others in anv given situation | 29). Despite this

apparent specificity in the link of behavior to motives s 10 7 Llso elear that
the same behavior often serves more than one motive - Lnnlmm ously, For
o%i unply cating smoked oysters at a party may satis: s hostess and

one’s hunger suml]t;mfﬂuﬂ? Thercfore, we assume that anv behavior -
can hp in the service of one or more motives, and in its link: 1e to a motive,
it may or may not be the dominant (most probable) bhehavioral response
connected with that motive,
4. The Shaping of Echavior. There is now ample evidenee presented
by Skinner (40.41) and many others that it is possible to chunge the
nature of probability of the occurrence of behavioral responses through
ledel()LIS control of the environim. -t Such shaping of behavior is largely

dependent npoan the nature o w0 iomoaf the child and the proxim-

ity of the satizfuction of th - - Ui h::f crfmﬁunga of the df;—'%ii"l‘-d

behavior. The nature of the i .cinforcement, the freqm?ﬁc-} of i
29
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presentation. the time lapse hetween the response and the reindorecnent
are major aspects of the situation and wdleet the speed with swlocel o
bhehavior vets developed or shaped in the chicd, TCis furthermore, cviden
that the shaping of hehaviors is fundamenta v o reorcanization of the
response hierarchy, that s, it is o teclmique for nuking one response
prepotent to other behaviors previously assocttod with oratilication of
the maotive,

5. The Strengthening of Positive Drives, \We know surprisingly little
abont the toaching of motives. We have o munber of theories remarding
the manner in which a new motive is acquired or o weak motive stronsth-
ened, but the present evidence docs not wirrant any strong conclasion
about this matter. Briefly the various theories are as follows:

a. The l/nzur; f!f rm”f’a nee. =faf17=iTinL§ fes fhii: fI]r‘ﬂri' 3! 11'1“11{( oy mnihw*

hiave hmm satisfic :I, Ih{?nfun‘. ane hl:-_’m,f]n—m O THeTeases ”l!' E'Hl CHiveness ni
one motive by satisfving other motives (234430, This theory s al the hisis of
the teachings of John Dewev, for it snoeests that the motives which we Lawve
praposed as desirable goals, sueh ws cnrtosity, will enmierge and therealter he
strong in a sociallv supportive environment.

b. The Theory of Association. According to this theory, a drive is acqnired
or strengihened through its association with another more powerfu! (more
primary) drive. Far example, the mative for dependeney is built up through o
link with the hunger drive. The sequence s somewhat as follows: the fnfunt
is humgry and experiencing a state of discomfort. Every time he is fed and
the tension redueed, his mother s Cose by, As a ovesalt of this conncction
between miother and tension reduction, and between absence of mother and
the presence of tension or dissatisfaction, the infant develops @ strong desire
to be near mother. This we characterize as a dependeney drive. Once this drive
is developed, it mav be elicited hy any type of tension ar fear, which Teacs
th«? {*Iu]d to %cik hlf mﬁth("[‘ (I(‘ .?.B :t’]) It ,1]*;:1 Tm% hr-ru .:11‘;;{11(..“{1. amnd rather
1F it g{’ts stmhg C—nmu:{}a h("i‘t‘]lﬁt‘“ﬁ lnghh' re slst:mt tn e \:t!llt’li(![!. lnm{mu.[]h
autonomous. even though it mav no longer be linked to the ;uun;u*_\. drive on
which it was originally built (1).

c. Affect Theory. This theory is based on the argument that we approacls

things that have a positive affeetive or emotional tone and avoid things whicl,
are ﬁcz:’ntiwi\f émt‘:ﬁnnn]]\f tﬁnmi Th(-rf-fﬁrv tn thv extent Hnt :d]’c;frt or
tfmc t,ihjLLf in ﬁrdu tn expericnee tlm !‘L}ill]fal_ﬂt afFcht!w :st_;z_tv \:: cor dm ln illls
theorv, cucs in the environment which elicit appetitive behavier are rm]]x:
cucs which tell the individual, “If vou do thus and so, vou will feel good.”
new motive may be developed then, by linking the desired beliavior te an
affective state (11.24,32),

d. The Theory of Dissonance or Disparity, This theory is based on the
assumption that disparity or incongruity between two uattitudes or twe actions
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which are in some way juxtaposed in the same action svstem creates tension.
There is an nnderlving motive inan nalvidual to reduce the degree of this
inconsisteney, Thus, the presence of dissonant or disparate things inoan indi-
vidual's psvehological environment motivates aetion to reduce this dissonance
or disparity (1830, When we apply dissonanee theary to the study of human
personality, there is some difference of opinion Detween varions theorists as to
whether or not diserepancies are coguitive, Wffective or possibly both, At
present the lack of definite evidence in support of any one prevents a final
selection.

o. The Theorp of Exercise. Finallv we have a theory regarding the
strengtlening of positive motives which suggests that because positive motives
lead to behavior which provides intrinsie gratifieation, the mere provision of
opportunity for hehaviors to occeur in the service of these motives will tend to
strengthen the motives (§.43), For example, if the teacher is able to sav, “come,
look and see,” and the children are able to “see” and therefore to get gratification
for looking. the children will want to “look and see” in the futire. Thus the sheer
frecuences of repetition of hehavior performed in the service of a particular
motive would be sofficient, through  its  self-strengthening mechanism,  to
increase the potency of that motive in the ehild,

These five theories provide our hest source of a practical plan for
the develonment of motives. We cannot, at present. choose from among
thenn Lt fortunately we need not, for thev are not mutually exclusive,
We shall. therefore, in the absence of data supporting one of these
theories rather than another, nse all of them. simultancously or sequen-
tiadlv, fnsofur as that is possible,

6. Values. No environment or behavioral context is ever free of
values—of conceptions of the desirable in hehavior, These values, as
cultneal directives, have the effect of supporting certain behaviors and
inhibiting or suppressing others. Sometimes the directives are explicit,
such as. "Keep off the grass.” and sometimes they are less explicit. but
nevertheless elear. As a result of sueh a directive, for example, children
realize that there are certain appropriate behaviors to perform in certain
sitnations. This argument has been brillintly demonstrated in a book
by Barker and Wright called Aficdwest and Its Children (6) in which
they iMlustrate how a child's hehavior varies as a function of the ccological
setting or cultural context in which he acts.

While these contextual values serve as situational determinants of
immediate behavior, environmental values can sometimes have more
long-range eflects. We are finding out a great deal about a process called
Cidentification.” whereby one person incorporates a set of values held
by another. This process scems to be largely dependent upon the nature
of the affective relationship between the two people {10.22.39), For
example, @ child incorporates certain parental values, not by any direct
instruction, but rather by a covert motivational process—the motive to
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identifv, If the nature of the relatios Ship is appropri the child seems
motivated to become “like Daddy™ or TN

Thus r;'-nvirf)m'n ital values plav a Clﬁll]‘l](‘ I(]]i.‘ in our theoreticul
proposal. First, thev cff + sitnational information which provides evalua-
tive f?irvt;'tii‘f‘-% fﬁi lil‘lli’lt_‘dh'lf{‘ ln.‘!mvun S:‘;"-E*QHI‘;L lh;-}- mayv, under certuin
(A

rated mtn the | pet acjtmllt}‘ of the individual and mayv provide dircctives
for more long-ranue

7. Mood. There is hoth experimental (32) and elinicol evidenee to
indicate that the kind of mood or aflcetive experience asociated with
the learning situation is signifieantly related to children’s attitudes toward
intellectual endeavor, ece, “muath is dnll,” “math s exciting,” “math s

=

hi}f‘in}giﬁ math is fun”(31). Whether or not mood turns out to have causal
import in attitude formuation. or to be mercly a concomitunt indicator

» hehavior.

""\

of attitude, we shall, in view of it %t;‘ttfstmt”v significant relationship to
attitude formation, include it in our thinking.

8. Expectancy. Whether or not gratification is sought for a specifie
molive in a particular sitnation will largely be a function of the strength
of the drive within the child and ol the expectancey of drive « atisfaction.
If cither the drive strength or the expectancy is zero, then the child will
not perform behavior parsuant to gratification of that dreive (3). This
suggests that throngh appropriate control of environmental cues we can
make it more or less appropriate to perform behavior in the serviee of
one drive or another,

9. The Relation of Motives to Perception. The evidence scems sulli-
cientlv elear that motives not only affect the performance of o ¢hild, but

also his pereeption of the world around Tim, This is most nuurked in

sitiations where aspects of the environiment are ambiguous. Under these
conditions motives tend to allect the seleetion of the objeets in the on-
viranment to be attended to and then to affeet the cognitive organization
of these perecived objects,

10, Self-Coneept. Finally we shall consider the sell-concept as n
cognitive configuration which conld be considered as o neurological
network or as o medinding theoretical eognitive structure, “As a result
of interaction with the environment, and particularly as u result of evala-
ational interaction with others, the strocoture itself is formed—an organ-
ized, fluid, but consistent ff?l1L?i‘llt!lill pattern of perceplions of character-
istics and relationships of the I or the ‘me’ together with values at-
tiched to these coneepts,”

“NMost of the wavs of behaving which are adopted by the organism
are those which are consistent with the concept of self. Concepts of self
function as guiding principles.” The above guotations are driown {rom
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the works of Carl Rogers (36), one of the leaders in the work on self-
: g with Mead, Conley, Angval, Lecky, Raimy and
others, has long sought to label the self as a significant mediating proc-
ess. For example, Raimy savs, “The self-concept is consiantly used as a
ch s are to be made, Thus it serves to regulate
hehavior and may serve tr:r ir:c:zzunt for observed uniformities in per-
nality”™(38).
We shall argue that the self concept is a stable configuration within
the personality, and that the diserepancies from this self-concept have a
motivating effect. This is consistent with a theory put forth by Helen
Peak in which she says, “The self- f‘:(‘ji’lii’pt is one exaruple of an encom-

e,
-
g
in]
-
Lare ]
]
\m
=
\m I
o
]
m )
j..:
L_u—\ﬁ
:T"
E
P
'".3

I‘J"|

that fits many eonc p , th cepts, attit des ;md other states in context
with ecach other, so that when dis surity oceurs between pcifvp'tiﬁn-; and
attitudes about the self, motiv: ti.un is likely to be set up” (34). Because
the sclf-concept is {Zlﬂljij‘xx{:ﬂ of E1ﬂc¢;twc3 as well as cognitive elements,

it is possible that the disparity or dissonance could exist in any of these

-

arcis.

A recent sindy by Matire (34), in which he administered a projec-
tive test of motivation as well as measures of the actual and ideal self
ratings provides interesting support for Peak’s thesis. While Matire's
results show no correlation between the motivation measure and cither
the actual or ideal self, he did And a Elﬂ;ﬂxﬂt‘;lﬁt corrclation betswween the

motivational score and the discrepancy between these two measures of

self-c tm"‘:ﬁp*. Thus a disparity bt:twm:‘ﬂ statements regarding the self

was related to the arnount of motivation an individual shows. At present
this offers some support for the ﬂ‘jﬁtl?dtlt_‘)ﬁdl thesis set forth bv Peak.
PPeak’s hypothesis of causality, however, is not tested by Matire’s data.

A Curriculum Program

With these theoretical assumptions as background. we are finallv
in a position to outline a highly oversimplified motivational curriculum
design for considoration. V\*’]u]c- I emphasize the motivational aspeets of
cducation, T hope that the reader will not think for a moment that T an
not also concerned with the communication of content as well as with a
aariety of social and intellectuul goals in education. I do not sce any of
these as mutually exclusive, but feel that beecause so much emphasis
]1:1'% ]K‘C’I] pLu: cd on contcnt, it %Il(}ll]i] be iy duty as a inotivation psychol-

T]na program is cmlv i vnn:l(: example of a sequential strategy in
which we utilize all of the theoretical Jsamnplum% presented thus far.
lt should not be regurded as the program. I it scerves as a citalvst to
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increase attention directed toward motivational ends as well as means
in cducation, the desired object will have been accomplished.

The child enters the school with a motivational hierarchy. The
ordering of the motives in this hierarchy, as we have suggested. is the
esult of both innute and experiential determinants. It contains both posi-
ive and negative motives. that is, both appetitive and avoidance motives,
The avoidance motives (though there are individual differences) are
robably the i]t'}r"’lli’l{lﬂt motives. For each of these motives there is a
orresponding set of hehaviors performed by the individual in his search

o

2%

for ffmtxﬁmtmn or tension reduction. Some of these behaviors serve more
than one motive,

When the child enters the clussroom he is not aware that he can
get gratification in the classroom for any of his motives, In fact on the
ﬁ;r’ day of school he probably strongly doubts this. Therefore, it is the

cacher’s first duty to teach the child that she (the teacher) is an agent
:;‘f gratification. In order to demonstrate this, it is necessary for the
teacher to reward the dominant behavior, which refleets the dominant
drive in the child. By glitifv]ﬂg the dominant drive she has, in effoct,
said to the child, “I am somebody to whom vou can turn for gratification
r example, if ﬂif_, child is anxious lmd performs depend-

as touching the teacher’s skirt., the teacher

of vour drives.” Fo

ency-sceking beha viors 5ii¢:-h or

responds by hugping th::'.- ild or putting her hand on the child’s

shoulder or in some way ng the child physical or psvchologieal re-
s, Si ij g ]15 dependency needs.

Once the teacher has communicated to the child that she is the

agent of gratification, the next step would seem to invelve the shaping

n—‘u |l-u-I "I

,,...J
-
L]
]
L"‘H‘
\H\

of behavior. The teacher now rewards conditionally; she rewards the
child only for certain desirable behaviors. This is the current technique

used in education. In the earlv vears we give pmisc‘__’% for pructically any-
thing, but later on we raise our standards, or select the behaviors for

which we provide the praise.
Now, what behavior is the teacher trying to shape? I would he

%‘ug‘g{*st ﬂmt %}‘l{? f;hmﬂt:l %th‘ﬁ‘t hz_‘hdvmn HII]L‘]I may Tn* in thc'* soervice o

r:i

L o

mf:tivaiti(m S(}!'ﬂLtlIHE durfng tha:! c!]nlils. m:]mnl dw fm' SOmMe reason or
other, he will most likely perform some curiosity-tvpe behavior. \While
this behavior may be partly in the service of satisfving a curiosity maotive,
it may also be partly directed toward recciving the teacher’s ;11’3[’3!‘(")&&11
Thus the behavior may be determined. Such a behavior would
fulfill our criteria since it is a behavior which, while serving more than
one motive, at least in part could bhe in the service of the desired motive.
Thus the teacher now gives the dependency gratification that the child
is sceking. but only for the performance of curiosity behavior (e.g.
P _




“Mary, [ think it's wonderful the wav vou found out that answer”™). We
can anticipate, in view of consider uble rescarch eviderce, that the fre
quency of the desired behavior will inerease if the teacher is able to
space her gratification-giving appropriately.

Now we have vone as far as most educators usuallv go in a motiva-
tional progrion, but according to this program sequence we are but
half-wiy home, Prc_\mnﬂ}: any curiosity behavior, ~ven if the child

Wits I’!f‘ﬂfiii"i]f;‘i.'_] The nexst %.tvp is im lhe: tc'dLln T to tmu;‘h thv ::-lulf.l i new
diseriminanon, This discerimination is that behaviors, per se, are not
“rewarded, but rather the intent behind these behaviors., That is, the
teacher now selectively rewards behaviors which were mainly carried
out for the desired motive. Now only the curiosity hehavior which seems
truly to be concerned with satisfyving a curiosity drive is rewarded,

'Thi'*:— %"ff‘-lj 11: ;ﬁdz*d Ef)[i%fi]{‘_’iﬂﬂv hv X"("l‘l')’-l] Iiﬁgiﬂialti’(m Thr: téﬁc}i(r
it’s w (,md{ rful t]1 1t vou were mtmt—-%ted onou i_h in t]]?’lt word t{; oo ar‘n:]
fook it up.” Here the tecacher is not only rewarding the behacior, but
suggesting an appropriate infent for the behavior as well. Another child
who loeks ap the word heeause he iy asked to, gets less reward or at
least a different reward.

Recalling our carlier exposition of the theories of motive strengthen-

quential program usce of both the
his step demands, of course, that

ing, we can find in this step of our se
theories of association and exercise. T

the teachoers can Jdifferentially reward intent and‘or bhebavior. 13;’115;1 col.
iceted in Sears’ projeet (38) do indicate that there are marked inter-

and intra-teacher differences with regard to what the t‘.'nt:h::rs reward,
and  thut we can diseriminate in a reliably objective manner as to
whether the teacher reinforces a particular child’s (a) productions, (bh)
behavior, (¢) intent, or (d) innate attributes such as personality and
ability. :

Simultancously with the reward of intent, the teacher starts on
another tack, that of modifving the child’s self-concept in a specifie
direction. Shiflting sclf-concept is not cusy. Belore such shifting iSil’;t‘inSIﬁ‘
ble a child must feel sufficiently secure so tl,,,‘ he can risk a modifieation
in something as central as his self-concept (36). We are indebted for
chis bit of understanding to the therapy literature which, after all, is
primarilyv concerned with the modification of _{]F concept, Tf a patient
reports to the therapist that he holds a very negative self-vconcept, the
therapist nsually replies in a supportive wavy he does not agree with

the patic ... but rather seems to say, T acceept yvou for what vou are, hut

[ am not ll]I[’iIE-H%UI] u-llh t]if." f'l{t t!mt Vot are us ]md s ynil ﬂiin!{ " 'Thi*;
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of what he really is, and to find out whether, indeed, he is quite as bad
as he might have considered himself.

Can the teacher carry out a similar role in the classroom® From my
own teaching experienee it seems possible. If one treats a child as if he
were a certain tvpe of desirable person, one often can get him to act as
if he were that type of person, and ultimately, if he feels secure enough.

to actunally heeome that tvpe of person. What I do is to reward a student
for being a certain type of person, or. more sleific:;ﬂ]}z I reward him
with the assumption that he is a certain tvpe of person. VI like beine with
vou because von are the tvpe of person who is inte I'l‘%tf:‘(l in so manv
things.” How might we expect a person to react to a statement suclh as
this? If he desives vour attention, as a student usnually does, he would
not be inclined to say. “Well, actually T am not interested in anvthing.”

I am suggesting that tre ating a child as if he were a certain tvpe of
person would Jead him to try being that type of person. Through such
rchearsal he would receive more gratification (from himself as well as
from the teacher) which might well increase the strength of the motives
connected  with the new self-concept. Therefore, if the teacher ean
ﬂlﬁﬂlf%’ a cTn]ﬂa‘ s{]F E‘ﬁn"“i‘pt sa that, fnr C"Vll‘ﬂp]i_" 1,@3 saVSs E!f hims&]E

Thrs hlfﬁl’_!,_ I &1_1_5131;-1:4; can hc i_lf:c:‘mﬂp]l%]lc‘ﬂ not -fm]i.f hv chreet mstruce
tion. that is, by making statements to the child abont himself, » “You
are a thus-and-so-tvpe person,” but also through the process. of zdcntiﬁ{:a;
tion. That is. to the extent that the teacher has formed a close emotional
relationship with the child and satisfies some of his social needs, she
indeed could he un identification ﬁ}aui'f for the child. and thus her valies,
il they arve clear, will he incorporated by the child. To the extent that
the teacher states and believes the value, “A child who is intellectually
curious and feels good when he satisfies this curiosity is good.” she is
providing the child with an ideal self-concept which she obviously values
Hichlyv soed swhich he mizht swell fﬁc-nrps,zm'tcz TF, at the.same time -?;h:;'- 15

and is providing manv 1;’1[mnumm 5 Fm ]nm tﬁ h{" t]mt t’spf‘ f)f person.
it ix reasonable to anticipate that, barring severe anxiety in the sitnation,
the child will move in the desired direction.

Howy will thfs new self-concept affect the child’s motivation? We do
know that children with high self- -concepts pe rform better than equally
intelligent children whase self-conce cpts are poor (39.42). Assuming that
this relationship is directional or ecausal, that is, self-concept alfects
motivation, we must consider why this should be the case. 1f we are able
to build into a child a statement about himself which savs in effect, “I'm
the tvpe of person who enjovs muking rational decisions, is intellectually

L—unnu:s_, and so forth,” then we expect that the child will perform appro-
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priately when placed in situations that present opportunities for rational
or curious b h;u,f)r But whv?

To answer this question | can invoke the theory of Helen Peak (34)
which works as follows: If « child is placed in a situation where his
curiosity is aroused, and he takes no action to satisfy his curiosity, then
he must accept the statement, “T apparenily am the tvpe of person who
is not curious.” This stutement is discrepant from the ;L"]f:r;*tnlc:i*pt which
we have built into him, ie, “I am a curions person.” According to the
Peak theory, this disparity would scet up o motivation to resolve itself,
and the resolution would change the statement which is most modifiable.
Thus, if we can not only build a self-concept which includes the compo-
nents which we desire, but also assure ourselves of its stability and
resistance to change. we can anticipate that the child will reduce dis-
parity by performing the necessary behavior to maintain the positive
self-concept—that is, he will pgrfu;u’x curiosity ht:]mx ior so that he may
continue to say of himself, “I am a curious person.”

Yet what is to keep the child from not secing the situation as une
about which he might be curious? Iere again we must utilize our Jeurn-
ing theory, for the teacher can teach the child by the same process us
the one outlined above that a person is valued who tends to see the
world in terms of problems for selution and that, furthermore, the ehild
is, i’ndﬂﬂd s‘-uc:-h a per—s«nﬁ IE th& Iiild i::z:—epi:s ﬂﬁd irnc*m*pfnutr;u; thmr‘:

be li'i(jfl‘s’;ltﬁd to pc—lfmm pmccptu 11 beha\ jors to maintain the} ‘%E]f=£‘f)l’l=
cept statement, *I am e type of person who tcnda to sce the world in
terms of problems about which T ean be curious.”

Finally, once the teacher has helped the child develop this sell-propel-
ling mechanism, that is, an intellectually-specifie self-concept, she must
wean the child from herself. This can be carried out by shifting the
nature of the school experience in the later grades (probably high school)
50 that the child has ample opportunity to rehearse his new-found self-
concept. Thus, the later grades should provide numerous opportunitios
for the child to perform rational-type decision-making or curiosity-type
behavior and he shoold have the opportunity to perform these with little
or no cxtrinsic gratification. Sueh a situation should minimize the use
of extrinsic evaluative techniques such as grades, teacher approval, ete.
‘Thus we would have an impersonal teacher operating in o more formal
classroom in which there would be ample opportunity foy the child to
function solely for the gratification derived from perfor ning the desired
I,Jchaviurs ﬂnd {*fé*rfz'sinﬂ the clerirud nmlivcs thmmulvc-'*

that (:t]z;:_ ‘motives can hc: ,_dtl.‘ﬁﬁcd in th;: bltll;lt!ﬂl]g l,md umwllamg t}w

L"‘r:fi{’cjtamc}' that the student can satisfy the desirable motives in school,
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we are maximizing the chance for the occurrence and thus the strengthen-
ing of the desired molives in the educational scetting. We are ultimately
increasing the likelihood that these motives will hru ane significant in
the childs future.

Obviouslyv such a program could never run flawlessly, puartly becanse
of the fact that the child is in the school but relatively fow hours of his
day and may well be living in a value culture which could be antithetical

% P b

to Efliicntimml {‘ﬂi]‘% (15 17"‘*?',,;.: .:a'gj Ngnirtiwh*%% we hive mughlv 12

b}htf:lﬂ;lt!f; phm for tlu; alc:x vlz;] ne nt nf EL‘ILHI] motives e:mllc_l L’u* oxpe :;ts:d
to be effective despite flaws if curried out over such an extended period.

Let us return to our original questions: “Should and could and are
cdueators accepting some of the responsibility for overcoming intellec-
tual apathyv?” 1 would answer, “Yes,” to all three of these questions.
Educators have the right nutlv ﬂ;mﬂal goals, but they have lacked a
svstematie sequential motivational program, Such a program, if seriously
rescarched and attempted, would, I believe, go far toward the reduction
of intellectual apathy. ’

An individual who leaves school s t_li self-coneept which includes
statements such as, “I am the t\. pe of person who enjovs seeking informu-
tion in order to make rational decisions,’ ,vcmlcl be the type of person, 1
am sure, who wonld demonstrate desirable intellectual activity when
deeisions of importance were placed before him. Such a person might
well be expected to study the issues in a political campaign, arrive at
rational decisions and thus be most resistant to irrational persuasion
teehniques.

A socicty has come a long wav when it provides for its citizenry as
extensive an edueation as doces ours. We must remember that such an ex-
tensive Iin:ricjd uf a p;‘ on’s llfL ns I clt:*dn‘:ittcd to EdLICJllU[] st bL
fﬁr more th.m one fjurpﬁwmnnt un]v fm Hw t(in’ll’r‘illnl(dfl()l’l of c:r;mtf:*nt
but for the development of motives which would serve the person well
after the completion ol his formal edneation. Active molivational planning

*ut]lui' iham ;wudwnic *ii)!:iill erilicisin w’mﬂﬂ seem Lo be tin* HIOTe Jir‘vut
;’_mpuhu_:_ :
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The Group Influences Learning . . .

The Group Ccniributes to the Individual

The question of what the group contributes to the uniguencss of the
individual is a difficult one, Uniqueness is something like happiness: it is
a by-product of the way people live and learn. What are some of the con-
ditions under which uniqueness would be likely to be maximized in a
group? Let me begin by spelling out certain aspects of the complex class-
room situation by means of researches that illuminate rather crucial
points,

First, I would like to describe a simple assessment situation which
gives us some idea of the variability with which we are working. For
example, we studied a group of 50 sophomores. In social studies they con-
centrated for three weeks upon revolutions. They studied three or four
revolutions ane then it became time to test their knowledge. The teacher
made out a test that treated history and economics. 1 said, “Why don't
we try to Bnd out something about what revolutions mean to these
voungsters?” We tore pictures of the Russian Revolution out of Life
magazine and said: “Ali right, you've been studying about revolutions.
Here’s a snapshot of a revolution.” We then gave them the instructions:
“What do you think happened before, what's going on now, and how's
it going to turn out? Make up a story.”

One girl wrote; “This picture shows the poor, downtrodden, unhappy
peasants. The mothers are worried because they don't know how they're

O
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ng to feed the little ones, the fathers have been taxed to death by the

ill(; tator and are in juil, t hg brothers are hiding in the hills to aveid
mi]ihrv service, it’s pretty bad., How's it going to come out? No good.”
That was her story, A 11}&11 .old boy, who was a problem voungster,
produced the following: "There are fmu basic causes of revolution: eco-
nomie, political, social and religious.” A third boy was well supplied
vith the kind of creativity the teachers could do without; he was always
fi_nx;l_mg holes in things and was compulsively different, He wrote: “This
picture shows the common herd milling around the base of the palace
of the king. The king is a wonderful man. Gentle, kind, educated, friendly,

and he really w :mts to do well by his people but he gets bad advice from
hzs government,”

In a very different way these youngsters reacted, presumably, to the
same unit of study. First, in showing variabilitv and, second, in raising
a rather interesting educational question, From one point of view this is
only clinical data. The girl who is identifying with the bleeding and down-
trodden is about at the same level of response as identifying with the
animals on a Rorschach. As cducators we can see that she needs to be
able to see larger trends, to be able to see historical events not entirely in
terms of identification with individuals but also in terms of social move-
ments in the broader culture. Social studies serve her sensitivity to the
downtrodden, with whom she identifies herself. When we look up her
record, there is every reason to think she ought to feel downtrodden in
view of her own life histary. Then, there is the boy who does the opposite.
He divoreces himself completely from all of the personal, human events
that he has been studying. He does not see history as something men acted
and wrote; he sees it ag a set of abstractions for flushing away the human
adventure with a few words like economices and religion. Then we huve the
creative boy, wanting power, fecling contemptuous of other people and

believing hie could not fuil.

Social-Emoticnal Climate

Are t]' ese themes in which children organize the meaning of social
studies something a teacher ought to be concerned with? Should social
studies hc‘lp each of these voungsters: (a) to move toward more ability,
to see the trends, the broader plcturc (H) to realize that human beings
are involved; and (e) to see that there are other dimensions than power
around which human behavior can be understood? When we begin to
look at the way youngsters utilize this in their psychic cconomy, we see
a lot more than is scen in the usual achievement test.

In another i;tudv the immediate social experience in the classroom
was seen to have some effect on meaning, This study was run informally.
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The teachers in an cighth grade cluss were asked to identify five pupils
thﬂ' thuutrht were In st JL[JU%EL «l in tlu- i] NS ;uu:l lh;' five tlu 'y t}mu"hl
wils whmh lmt tlu:} mrnt -;1_11 ten ut ﬂ]cm to t]n* writer one at iune
Again, I showed them pictures. These pupils were all taking math
in the_ el ;hth g ;ulv so [ ﬁ‘('lllli._i show tllc'm i pwtmz: and say: ‘a ouve lu‘cﬂ
ldm-a-. VO can ‘md tell’ me ;l]}i)llt fhi'm ;\ltv al \&:Iulgu I };ii?t'_?i_lj'!li" aware
ot a distinct dilference in the responses. One kind ot student would look
at the picture and say, "That’s a country store.” The first reaction was to
name it, to identify the scene. Then this student would sav, “If 1 were
ranuing that store I'd want to make a profit.” I would sav, "Fine, how
do you caleulate the profit? And the student would give me a formuli,
Other students gave a different response, The student wonld look at
the picture and say: “That's a country store.” Then, after a pause, “\Well,
we studied business a couple of weeks ago and Miss Jones got into a
discussion with the class '1‘11 pruntcd out that the purpose of business is

to make a profit.” T would say: “That’s interesting. How do vou caleulate
prnﬁtg" ;md the voungster wuu]ﬂ tell me.
These two types of responses are exaetly alike at the heginning and

the end. :u;h started by identifying the situation and cach ended by
giving a formula which had been overlearned. But, look at the difference
in hutu ‘ecen. The "best adjusted”™ ones put themselves du‘f;‘-cthf into the pic-
ture and saw mathematics ag servin ng their purposes. The mml\ adjusted”
could edge themselves into the picture only by remembe ng extrancous
details about the learning situation. Granted that this experiment needs to
be replicated and done much more carcfully, it nevertheless temporarily
satisfies my prejudices that the availability of learning—what vou do with
it, how aceessible it is, how much vou can reformulate it, how casily yvou
apply it in new situations, how ‘& you can separate it from irrelevant
stull—is strongly affected by interpersonal relations, $o we can identify

the sccial-emotional climate as having something to do with how the

stucdent will learn, how free he will be with learned material.

We tried another experiment to test some ideas about anxicty, This
was r;lnm: w;th ffraduat{‘ &tll{lfllt%‘ bi J;li_‘lx G lulmvcll, ‘w]m is now on tht;‘
:md ga\!f‘ them lims;c:-har::h'; zmd ’7 h%;‘ﬂhltlr:‘: f‘\ppvm ptmn Tf:sts As: ]]E (:ll‘?-
cussed things with each student, he ;1ttcmptccl to discover the significant
1’.}13&13]{3 in the student’s life. If he were in a group of 20 people to whan

ould he pay attention, who would make a difference to him? In any large
group there are certain people vou are very much aware of and others
whme presence goes unnoticed, So we tend to “collapse” the group to just
1 few persons who are kev people, They are the ones whose eve you try
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to catch when you are a little skeptical, the ones whose support reassures
vou,

One student Glidewell worked with appeared to be very sensitive on
the score of his mother. The mother figure would be important to him in a
crowd. He was also concerned about seductive females and dominant
males of the strong, booming. aggressive tvpe. He was also sensitive to
effeminate males.

Woe decided to jrmg these people to life by training graduate students
to act these roles. One was t;II_I;L,ht to h{} a mother, another to be seductive,
another dominant, 111d tlm last “weak.” The subject had named socialized
medicine for the topic of discussion so we had two or three seminars to
train oursclves to hold up our end of the conversation on socialized
medicine. Our cast included the subject, the four role plavers, and six
observers. Three of these were clinical observers looking for fidgeting,
flushing and nonverbal cues. Three others had been trained in discussion
leadership and were to wut::h the leader’s stvle,

The results were clear-cut. The Sllb]ECtS reaction dgpisnded on tcho
madg t}'li,‘_‘ comment, Fur L’,,;l!hp]E “Let’s E,Lt tagz:thr:r on thIS Each af tlm

clamumnt male said it, this fellow became very Eﬂherent_, incisive and

forceful. When the seductive female said, "Let’s get together on this.” he
became liiémlmrent “Tell us what to do,” was another statement used.
When the mother said it, ev ‘ervthing was serene, but when the effeminate

male said it, the subject was lost,

OQur subject had never seen these people before. If he had, he was not
acquainted with them. So he was not responding in terms of full knowl-
edge of these people as persons. He was responding to what was
cucd off by the roles these people were playi mL, The comments of
the role players were only cues that opened the door to past experience,
some of which ebviously had not been assimilated. Thus leadership style
is influenced by the particular interaction of the leader with each of these
individuals. When the teacher, in responding to what a child says, loses
the track, I,u;t:—(jum_ anxious am:l i' ccﬂmrﬁnti this is no ltmger a matter

to teach the whole class. I is the whc:ile C;‘Ll%s th:zt now is pl:‘;"%i‘liti‘ll with a

teacher who simply does not know how to control himself in the situation,

The combination uf the individual pupil with the teacher is impor-
tunt. Many teachers are quite awai~ of this and the more honest ones
are able to say"that there are certaii ‘ndividuals whose presence in the
room makes teaching very difficult for tiem.

The cexperiments of Lewin, Lippitt, and White, in the late 307,
focus on the next questions about group climate or atmosphere, First,
r;ln such climates exist? Second, how can the teacher generate climate at
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will? Third, which climates are healthy in the sense of frecing the child's
energy for the Tearning task, saving him from preoccupation with other

people. and with his own anxicties?

Teacher Style

Our first assumption was that what the teacher does, matters, John
Withall. nene at the University of Wiseonsin, started to study what goes

lapse photography, When he played back the sonnd record and the
svnchronized pictures, he wag able to recoustruct almost completely the
situation as it had occurred, This enabled him to have almost total reeall;
he could relive his observer experiences in a classroom over and over.
The study concentrated on the teacher. What are the things the teacher
does? Can these acts be classified? How do they affect the response the
pupil gives? As he listened to the teacher, he was saving, "What is this
teacher really communicating?®” He also asked the nest question: “If T
am right that the teacher at this point is being punitive, communicating
threat and so forth. then the pupils ought to act in the uext response like
voungsters who feel threatened.” This gave him at least a general cate-
gory of response to look for to validate his impression of the teacher™
intention.

The intentions condensed to six categories. One, the teacher is trying
to support or build np the child’s ego. Second. the teacher is trving to
clarify, help the child understand hetter what he just said; help him dig
a little deeper into his own meaning in the situation. Third, the teacher
is trving to structure or define the situation, that is. poinling to ¢lements
that have to be taken into account, This does not mean telling the student
how to do it, but simply helping the child understand the realities with
which he is confronted. The fourth kind of intention was to give orders,
hut a lot of giving orders has two or three components. One component
is that it is a wav of defining the situation, Another component of giving
orders is the communication, “I don’t care what vou want to do, this is

what von're going to do!™ Tt is in this sense of order givipg that the
ciategory s intended, The next category was called capricious eriticism,
the kind of eriticisim to which the voungster sometimes responds with
justice, “Why pick on me?” He does not quite know why at this time, on
this occasion, he was singled out and is very likely not to know what i
being held against him. All he gets is emotional evaluation. The sixth
category we cill self-justifying. This kind of comment is illustrative, "\Well,

as long us I have vou'd realize vou haven't got a lee to stund on.” Basi-
callv, it is saving that when the teacher differs with the pupil he (the

ERIC
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teachor) is not interested in the respective merits of these viewpoints,
The six catecories can he sronped nnder two headings, The fins
thie second tiree

three seem (o be respunsive to the Tearner and Lis necds:

are privarily responsive 0 the teacher’s needs for keeping people

Hovine  defined  these “Tearner-centered”™ ol “teacher-contered”

categories. the nest step was o find ot what differences they prodinee

in classrooms. Ned Flinders, now at the University of Minnesota, teied

worked with two teachers, one triined to make “learner-centered™ come-
ments and the other triined to make “teaclhor-contered”™ comments, These
comments came easilv o the teacherss tending to “fit7 thedr respective

personalities,

One stindent was brought in and after o while the first teachior
started teaching, This went on for about 23 minutes until the pupil had
learned what the teacher was trving to teach, Following the first teaching
sion the next teacher tanght a Tesson using comments from the teacher

0
centeied eategories. Of the principles learned under the learner-centered
stvle of teaching, the recall at the end of fonr davs was 100 percent. Of

ed period. the average

the principles taught during the teacher-cente

recutt was about 53 percent.
Certain remarks from the tape recorded teaching

ted and serambled. Added to this were a few “made-up” remars

woere

remark the svimbol “S7if he had said it, the symbol *T7 il the teacher hiad
said it and the svmbol “X” if neither had said it. The pupil was very
accurate in identifving remarks taken out of the teacher-centered perind,

The teacher was ma
and the student attributed them to the teacher. But for remarks taken
ont of the learner-centered period. the accuracy of discrimination up-
ached 0 7The pupil had o difficult time untangling the comments

ntered period the

-C

in the pnpil’s frame of reference. I the teach

flames of roference of teacher and student were quite antagonistic,
Another thing done at the time of learning swas to have the student

“When vou feel good about what's

aperate u lever. His instruction was:
going on. pull the fever wward vou, if vou don't like ity shove it away ™
ling. reported nonverbally during the

Thus we had a continunm of fe 7
lesson. The number of the pasitive feclings during the learner-centered
period was greater than the number of negative feelings as registered
by about 80 pereent of students. Even more significant wus the number

of responses—cither plus or minus—given in the two periods, It was about
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50 peres i oas frequent in the learner-centered period as in the teacher-

1 1
centores. This sugrests that the awareness uf having o fecling—of hc?iﬂg
se:l

conscious of self was much greater in the teacher-centered period. This

=i

yose that the !;11:]1(:1; entered teacner keeps the learner

3 3
il with self and conseious of self to o min<h ercater extent than

w

_ earner-centored teacher.

We also obtuined some physiological measares, The pupil was sea
at a table looking at pictures with oie hand on the lever. A silver elec-
trode was attached to the pupil’s palm and another one to his ;nﬂs.h* This
enabled us to measure the respiration rate, heart beat rate. and the skin
resistance. The two rate measures were hicher for most 1 upﬂ: r;’{uring the

w—il‘

oC

teacher-centered period. Skin resistance was, without exception, lower.
Of the phivsiological indices, the most interesting thing was skin re-
sistance. If one begins to sweat, the skin resistance goes down, That s,
sweoeat being an clectrolvte is o good conductor so the skin resistance
drops. Now, swweating is a syvmptom of anxicty, If the skin resistance drops,
one fvlerpreiation is that anxicty has gone up. With the teacher-contered

1

kind of hehavior vou'll see that skin resistunce drops irregnlarly,
rapidly. During the rest period it remains nearly the same. Dur
learner-centered period it recovers, but not completely., Presumably
resistunce is a little less 5115(;11}&1 le to sentunment than somethin

ot tu s As a

TS - is a )
involuntary a little less under the conscious cont .
expectation: therefore, it ought to be fairly meaningful
ts wore interestine. The teacher woule ?_

The responses of cortain studen
m;i_kﬁ. a comment and t I in skin resistance:; but a f

M1 1
he lever toward him. indicatingeg go

YT 1 wonld pall the | L ni
fCEIIDg, That pause between the registering of anxiety and the decision

to pull the lever Suggésts the making of a Cﬁﬁ.*é::‘-iﬁus decision, S0 it secem
that some of thesc pupils had learned to misrepresent the evidence

Perkins carried the work a little furtiier. He dealt with six groups
of adults in Prescott's child study program. We selected three leaders
whose general tendencies were learner-centered and three more who

et ' ten meetings for cach of the

A mnmber of interi:uug new things turned up. One was the close
relationship betwecu the pattern of comments of the teacher and of
the members. Consider a teaclier who is concerned with the students
~5-* their welfare, with problem structuring and reality orientation. In
ERIC
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a group led by such a person, the members reflect that kind of approach.
too. But to a tea }'IE'E whose devices are self-justifving and eritieal, the
d. The patterns -Df leader and group were ahmost

nc
Entch Th; t(‘:l hen himscelf, in some wav sets the expectations andd

gives the cues. This is ilfLI‘i_‘%tlng } use only thi;* teacher had been
selected as being differc S0 far as kl]ﬂw the groups were random

The task of these six groups was to study anecdotal records of chil-
o ' oward the subjects of
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the case studies in the groups led by the teacher-centered teachers.
rs i ny e instances of

re i

5 to back an argument. There were many -nore instarces of
insights—Iflashes. There was much more cffort to .elate what one peison
said to what was in a book or to what another person said.

Teachable Classes for Teachers

[
it
s
r

How do we learn tao take a~count of the factors that influence
lassroom situation? It is very ditha 1 to change a teacher. But there is

one thing we could do for teachers that might improve instruction tre-
mendously without making any further demand on them at all. That is
t

o give them classes they can teach— teachable classes. Suppose the

s
"
i
L d
=

we could give teachers classes like that, T ight bring about :

thusiastie, and could respond to his demands in acceptable ways. Suppose
1 1 & i G ] .

teachers is tecaching two classes. C}ne ﬁF the r?;; cs was composed for
the teacher an experimental basis while the other class was given to

inistrative routine. We are studying these
er our way of composing classes makes

any difference in the Ic.arniﬁg ﬁf children and the management problems.
There are several bases an which we could have composed the classes
I have already indicated that ability grouping is questionable. Each
teacher was aak‘—fd to select from the previous vear’s classes “.ue pupils
for whom his work was meaningful—the ones who got a lot out of class
(This doesn’t mean that they were necessarily the highest achievers.)
Then they identified the pupils who had learned nothi t‘;g or little. Each
of these 15 teachers gave us anvwhere from 10 to 20 students classified
in these ways
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ent for the pupils swwho ot o Tot ont of class as compared with those who
vot little? On the basis of these item counts, we made a bev using items
e two sorts of students sclected by the

tric

that diseriminated between tl
scoring machine id

h
teacher. We ran the papers throuch an ole
picked ot the top 30 pupils in the croup ;n';’li];ﬂﬂ& for a particula
teacher. Thus we gave cach teacher students like those she picked out as

thoe I'.lll])l]% ]l;ning ;.,t)nd T ‘aern nee with hier in her (;}"i%‘%

their {‘H[H‘illﬂi'i'}tiil a_l_nd f;’f_}_ﬁfl‘{)] 1;1%%1‘:“ C)m:: tf:'aLhEr said tht_‘lf: is no I‘JIHC‘I’K
ence, none at alll Another teacher discovered that all bat two of his
cxperimental pupils have T'i choer 1Q7s than anvhbody in the control group.
(We had not Jlooked at 1Qs.) Another teacher reported that the experi-
mental class is a hetter r;I_ 158, L but the r range of 1Qs is much bigger than in
his control class,

Right now we are busy just looking and secing what the differences
are. It looks as thongh 12 of the experimmental classes are clearly superior
to the 12 control classes. Tt has taken 3 months for the superiorities to

develop,
I wwould like to make a suggestion for a resecarch study. In Mareh, lot
s start a period of observation for two weeks, during which each

teacher tries 1o identife

students whao get maost and least from his or
her classes, Then, le t

cacher together with other teachers who

t us &
know the same pupils and have them speculate about the difference
hetween the stud::—n'ts who Miss Jones savs got most and lcast. T.et the
f )

-

crence, tr'}‘ to define what scem to he the
res. They could then send the desoription to
the teac s Jow, and s*‘} "You've got the students Aliss
Jones is going to have vear. Please pick out the students who are
like the image of the pupils who ought to go to Miss jones. Also, pick out
those vou think best fit this picture of the Pu p115 Mr, Brown ought to have.”
L.ct the teachers below do this, and then see if we can com-
posce classes on this basis. T think it is I‘jGSSi}ﬂ > we would have better
clusses this way. Tt uses the reactions of people who know the pupils,
they are checking their judgments with each other, and thev are doing a
of really looking at pupils. May I conclude by stating that
teachable, we w*(nﬂd be_ r:lnin;f

P ' 1

tji[f(‘]i 1nces
‘hery

professional job ¢
if we had classes like this, that are really

i

a great deal more than at present to develo
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The Group Influances Learning . . .

The Learner and the Classroom Group

Roxann Lirrrrr

r-n-
J‘I\

What are some of the problems and some of the pocentialitios
imvolved in the relationship between the individual learner *;md the
classroom group? Several of our carrent classroom research projocts Ilfl\‘{?
convinced me that this is a very practical curriculum rescarch issue. At
the sarse time consideration of this question offers an apportunity for

makitg significant contributions to the general the ory of education and
to the basic disciplines of sociology and social psu]mlcr;x Let uis con-

sidt‘—r the following questions:

What is the situation that the pupil faces in developing and Hsi
D 24
f(]LIE personal resources, and at t}m same time ]1* uning to func

as a good member of strong cohesive groups?
2. What arc some of the pmblem solving patterns that individuals
and groups adopt in coping with this problem situation of the relation-

ship between the individual and the g up?

3. How real is it to talk about a classroom group as having strong
effects on the individual child’s maotivation and ahility to lrarn® How real
r

is this notic ﬂf a classroom group, of a peer culture group, as one having
strr‘mg infl iences on the pupil’s performance as a le "nfr?

4, ’sﬂmt seemn to be some of the most important
promoting a h fﬂthv I‘Llfti‘ N Df r’%lfti’nsh!p betwe
s] ] ¥ | : .
i



5. What do these conditions seem to imply for tedacher practices and
teacher oricntation?
G. What scems to emerge as some of the kev issues {or rescarceh on

curricitlim development in this area of inquiry?®

1. The Situation of the Individual and the Group

Starting with the first guestion, what scem to he some of the basie
issues of the sitoation of relationship between the individual and group®
Let me mention bricfly. as examples, three dilferent points of view toward
the dilemma:

a. There is a growing body of evidence that cohesive groups exert
strong and pervasive inflnences on the opinions, the values and mintiva-

tions, the behavior pattern and the self-eonceptions of the members of
the wroup. And. savs this point of view. this is alirming hecaase im-
portant individual diflerences in capacity and resourceflalness are being
prevented from development and from actualization. This point of view
holds that children are growing up in the same mold, that adnlts are
more and more conformists, Individuals are heing robhed of their hirth-
right and democracy is being robbed of its human resources

b, There 5 also a growing body of evidence that individn;ﬂs are
terribly in necd of the freedom from what Adum Curle calls the nenraotic
anxicty of isolation from fellow men. At all age levels we need and
depe nd on the acceptance of, the inclusion in, meaningful and strong
groups. The ;mthﬁlﬁtflr.ﬂ state of alienation or of nonbelonging, as de-
seribed by Durkhieim and others, is essentially an analvsis of the sickness
of nonmembership. ﬁF noninclusion in strong, meaningful groups,

c. A third concern, expressed by many in our society todav. is that
there is too little vigorons action by stroneg groups in the interests of com-
munity development. of national “"C‘]fdt‘(‘, and of international collabora-
tion. More and stronger groups are needed, more integrated groups,
groups with ¢greater commonness ;f purposc and discipline of member-
ship in the devotion of cnergy to action.

| m points of view, Various
value-laden phrases have been ]n‘ﬂ to ﬂii*tii like groupism and con-
formism. on the one hand, and anomie, noninvelvement, beatnikia, on the
other hand. ANl of these concerns seem to make in 1pmt,mt sense: the
rinability, but also

These, then, present three rat 1’1

need for strong persons, the need for wide individual va
the need for strong groups that command lovalty and encrgy of com-

mitted members.
Let us take a slightly different look at this same dilemma, or what ap-
ty of bhasic differ-

pears to be a dilf*mm& Buabies are born with a wide varie
ences, Some of the differences are clustered in two packages called male

ERIC -
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nncd fernale. There is exeiting current researeh on differences in skin sensi-
tivity of girl babies and the relations ship of this to getting o creater fooed-
back from the mrtorance of the environme nt, and of greater activity on
the part of hoy babies in getting into more contact with their environment
more rapidly, There is a great variety of sex differences in activity,
passivity, alertness and placidness. Also. almost immaoediately, the voung
boys and wirls are treated differently, which is a process of creating more
differences. Then maturation unfolds more differences, But the various
socialivation groups in society mobilize rather I"E‘Ipliﬂ}i

The familyv. the schools, other agencies have varions images of what
a good yvoung one is, what a good learner is. We have identificd some
seven different socialivation pancls in most communitios that have vested
interests in socializing the voung to make them good sons. good first
graders. good college entrance risks, and so on. At the same time that

-

the child is growing to T'n? more on his own, to ’Ievgﬂlﬁ’p his own ideas, to
use some of his unique conceptions of what and how to do it, he is bei Hng

vigorously induected into more groups with (*\r.n)f_i itions of lovalty, re-
quircements to do what others are doing and to be a good participating
member,

Another fact iz that he is a2 member of several different groups
that require multiple Tovalty and often have cﬁm’pf?tm"’ and ennflicting
expectations for him and for what he should believe, So. partly con-

,«w

seionsly and partly unconsciously, the c¢hild (like all thf? rest of us) is in a
triple situation most of the hours of each dav. He is in the situation o
dircet involvement in a face-to-fuce group of two or more of the moment,
but also invelved in several other non- prﬁfﬂ“‘nt but psyvchologieallv potent
11 . A mi fhi"rﬂ ?:1('}1 p ’1 »il is involverd in a lovalty to his own identity
,,,,, nwih and the protection of the self.

‘Ez ep TmcL fm* ]ust a momaont ;md tluﬁL DE thl& from '_]1;. p oint i‘)f view
of the groups to which the inc
faced with members who are wi I ng :111(1 Jb](‘ ta gwe ] ltijﬂ commitme 11‘

and energv to the purposes and projects of that P'll’tliil r group in their
pi'r%r‘mu] di%h*ahutmn nf time and ener rgy. So there is, from the point of
- 4 5 i E - K
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ticular group.
Then there is the problem for the group that these members with
so many different backgrounds represent different individualistic patterns

leriving from the’r backgrounds of loyalty to other groups. So the group
F ustrated by the continual pressures towerd deviancy that discourage

;tt empts to build and maintain a strong, effective e group that will move
toward group purposes. The group is faced with issues just as the member

l-n- m-'r

is faced with issues.
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2, Problem Solcing Putterns

Let us look first at some of the attempts ot selotion to the stresses
of the rc’*—ht’tfﬂ!whip between the person and a liriii‘tu‘u];u' gronpy, such as o
clussroom group. The temptation for all of us, and cortainly for }:mm;j_
children. is to _H___(j_ as simple and clear-cut a solution as possible. W like
to find simple. meaningful ways of resolving issues we are coping with,
One frequent way of making the problem siiple when fuced with o con-
flict of ptfrsml_:ﬂ inclinations and group expectations, is to sav, [ am

right and they are wrondg.” Muaking things into rights and wronas or into

goods or bads, is one of the simple approaches to solution. 1 don’t go
along with them, I've got my own wav, I value being different.” This
usually leads to isolation and rejection from the rest of the group. Usaally
there is a loss of influence on the group. the loss of potentiality for {*}rm;‘

ing the ways of the group and for helping determine the kinds of thing
and become. From the point of view of the individua] we m;L}*

it will do
call this the simple independency solution,
Al iﬂ'thiz kind of solution is to say, “The group’s right and ['m wrong,
After all, who am 1? I'm just one person; all of them must fecl differently.”

We can refer to this type of personal assumption as a case of pluralistic

lgnorance,
We Fatmd for instanece. in working «with 30 college fraternities on
the question of admission of Negroes, Orientals, and Jews, that a mijority

of the men in all but one of the 30 heouses were in favor of a chanue
toward a more liberal prnchce But in ecach house a large majority
of the men believed that a great majority of the other fellows were ir
favor of the present practices. This was not defensiveness, These things
were never talked about, were never communicated about because ecach
individual, seeing .imself in the minority, never raised the « ;ij, cstio

n
his _pasi'tir:m or b'ﬁlii?f beecause he assumed th i' wmlld hv atlckx ¢ out his
T} i

el

nt
tc) say, Thm* muat hr;: r'ght beca

with whatever clues 1 get about what's wanted
In

I'j HCAUSC thcre’s a nght
== 3 = LR = N L 3 I 5
must be wrong.” This we might call the simple

and a wrong here and
dependencey sgfin’:‘vn
There is a third posture which appears quite often in this conflict
situation. Rather than giving all the weight to the self or all the we cight
C

to the group the individual says, “Oh goodness; here’s a conllict T cauyght

in. I don’t know what to do, the stru rorle’s not worth it, I'll withdraw and
ut of the group because of the

£
beceme passive.” This means to drop ou
strain between feelings of personal il‘IEEI‘ESt and of what seems
wanted by the others, by the leader, by the program, or bv the teacher.

I know many children who have psychologically droppe
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clissroom long azo, They are there phivsically but they have taken the
teithicdveiteal solution. :

AT three of these attitides are simple kinds of solittions, psveholoog
cadly. and T think we would agree they are relatively unhe althy ones to
adopt as w posture throughout one’s group life. There are more compli-
cated solutions in swhich the individual assumes and the o roup ilso

asstumes that there must be inferdependence between the welfare of e

aroup and the welfare of the member, with mutual ilL‘CL‘pliillCi_‘ of the

definition of responsibility and freedom. This we might call the inter-
dependent solution. We will hc coming back to it. It raises some questions
ahout how far docs one go as a group in compromising with deviant
menibers: how far does one go as an individual in compromising with o
stress on one’s identity continuity,

Let us turn to the other hasie situation. The one we have been con-

sidering is the relationship between the individnal and the group. Lot us

ook now at the sitnation of lovalty to soveral groups simultane ously.
This is a fuct of Tife for all members of the classroom. There is o Tovalty
conflict between the expectations of two or more wmemberships: for
example, what mother wants, what friends want, and what teacher wunts.
What are some of the ways in which we try to cope with this?

One wav is to close our eves and sav. "Well there's reallv no conflict,
'l do what the present group expects. It is the one 1I'm in right now
and it’'s really okav with ev rybi:)c;lv;’" One might call this the denial
solution, There is denial of t;a’nﬂif irt rests or conflict of levalty.
One compartmentalizes eflfectively the relation, the expectation and
stuudards of this group and th;l group; and switches from one to the
other as one switches situations, always lu‘lpmg oneself to believe that
the thing that is wanted right now is generally aL.nf

Then, there is a second posture which says one group is right and
the other groups are wrong. As he goes from group situation to situation,
the individual is guide d in his behavior by his most potent rofe TCNCe

t

v
group, the one he has chosen to be his major guiding group. It may be a

m

-
fe
=

reference group of peers, 1 is gang, his best friend, or e mu 1}* be guided
by o strong bhasic Iﬂ\uilt} relationship to parents. All ot h are wrong,

“I'll give my energy and obedience to one and let this ﬁ‘llidL me through

the dilemma of interaction with others.” This orientation has many

problems. We have seen the adult-oriented children having difficulty
relating tn peer groups. We have all scen the opposite, that of peer
group-oriented pupils having difficulty relating to teachers and being at
iith adult expectations, We might call this the dominant guide
."i:)_?u!in t as the way of making loyalty problems a bit easier. We {ind this

frequently as we study cross cultural contact between visitors from

aﬂcjth‘—*r culture in this country or of Americans abroad.
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There is a third posture that savs, “They want dilterent things, so to
heck with both of thom. This gives me license, 1T be independent of

them both and do what T please.” You micht call this the non-involvoment
solution, getting out of the entanglements and conumitments of stable
lovalties, Much of the psvehological anmilysis of the beatnik posture has
been around this kind of meaning,

As in the interdependency solution previonsly mentioned. there is a

more complex approach, which might be labeled o creative devianey or
creative conformity solution. In this approach the individoal becomes an
energy eacrting influence on one group in terms of the wisdom learned
from another. e is exploring the concept that if an idea or a value
good in one group it might be relevant and appropriate some place else.
This implics wspum!]nht}' to try to influence the groups that one is in
rather than to aceept passively the discrepancies that exist in their in-
fluenee on me as a person. We will return to this problom of creative
conformity, but let us turn for just a moment from the individual’s prob-
lem and viewpoint to the outlook of the group. Let us look at the world
thrnugh l’]li" eVes zxf ifrnups t.ﬁﬂfrrmtvd wiih ﬂ'w F=ii"t HHt all members,

group ;l_nd uftu.l are dvimnt in ihr;_u 1nt;-]m._1t_|[m§3 }wc;uxu of their selt-
interests and their other group lovalties. The particnlar group savs, with
as much vigor as it can, “They, the members, owe lovialty. We have a right
to require it. The group exists for their welfare.” One kind of solution to
the threat of partial loyalty, from the point of view of the group, is to
develop strong conformity demands, lovalty tests, leadership strength,
We might call this a leader centered or a group authority centered solu-
tion. The group comes frst.

Other groups have a different solition, The group savs in essence,
“Well, mavbe our only purpose in existence as a gu;np s to ftu]lt ite
pg‘up]g ;nmg t]luir own wav. Mavbe we should not get involved in the

1v group demunds and goals, Let’s just iilki‘ it Casy.

F]ns vou ulll YoCOENZe s ]K'?’?HL&'SZ‘EF or an anarchic solution,

There is 2 more difficult and a more disciplined solution from the
point of view of the group: a solution which recognizes that there is
legitimate ;md NEeCessiry }Tiljiilii‘é‘ between group welfare and individoal
autonomy welfare. This qi_lt‘f_“% some sacrifices of both personal au-

i1
i

tonomy ;mﬂ of group sovereignty, but really provides basically more sup-
port for personal growcth and for gronp growth than wonld be possible
by giving the weight to one’s individuality as the central value or to
group welfare as the central value. This is the basic gist of the notion of o
democratic solution with a stress on the interdependence of the rights
of the individual and of the group.

The foregoing is a bricf analysis of healthy and unhbealthy putterns
Q
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of resolution of the stress hetween personal independence inclinations
and group conformity expectations. We h,u e been m,ikm!* the assumption
that the child cxperiences in the classroom i reality of onie or more
strong group loyaltics, rather than merely a dvadic re lutionship between

a teacher and a child. Let us stop and challenge that by considering the

,,_,,\

3. How “Real” Is the Classroom as a Group?
There are clear data hc*i;; ing with the kindergarten, about the
which a peer soc 1 structure of rather stable interpersonal
aluations between children CIE."‘TE.‘IGI’IS‘ in the classroom. For examploe,

inte 1' zmnal status were made in kindergarten through
Se nber and in May, The questions included a measure
e wants me to do?” and. “Who is

third major question.

ripidity with

oV
Measures ﬁsf

ept
H ]m is able tao g’ 't me to do what h
not able to influence me?” (a power s t itus measure ). Another nicasure
wis made of positive and negative acee g tance (emotional stutus measure).
A third me ASUre was "Who is gooad at doing ih«: things that we do in this
classroom?” (expert status ), The t:m:g*th September to Aav
averaged above .70 for kindergarten, frst ;1;11 second gr uh and above
.80 for upper elementary. The child eclearly creates a stable social
structure of status positions. Not only that, but the children have a
high consensus about who is at the top and who is at the bottom of the
5

'
totem pole. There is 11 o considerable haloing of high and low poasitions
on different dimensions of e valuation. IF sve see him as high status on

, 1 ,
one quality, then we say he is high on the :i)thc"-rs also. This is not
» resourcelulness of the indi-

necessarily objectively valid in terms of the r
viduals, but it docs exist as a barrier (o fl?:fihilf'} of opportunity for
recognition and leadership in the graup.

There are group variations from classrnom to classroom. from age to

1 ¥ 1 i 15
, and also from sociul class to social cluss as to the basis of evaluation
example, there are changes in the

J

u—"

i’QSUL]I‘CL‘fU]HE 5
m class to elass and . o to ;UT“ Thore
~llectual Ig*amlrcct'f lnbsg as n maj()r

, L ¢ to 1

b is seen as expertness in the classroom. There are ulso
' uttom of a C‘LiS‘ii’ﬁfIH] group.
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Sumg v:l fldren wha are at the bottom r;zf
still may have as much as 15 or 20 p
Atti‘mpts with t}thc child’~en, In other r:llss 201

two or three percent suceess. Ti ere is also a diflerence in the high power
ec i hc: tup may gh ow an 8C

attempts addressed to them. Other 1 lea

40 percent rejection. So there are grez’_t differences in the me: mng and
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the behavior patterns of top and bottom. The top and bottoin alwavs
exist and exist very Jdrmlv and consistently. On the whole, teachers seem
eager not to know about it. Somchow it seems t}ift‘glt(‘nlﬂ“' that children
are looking to each other for influence rather than just to the teacher.
What are some of the meanings C)f this peer social structure in the
classroom? Van Egmond has just finishec tielv ' on the extent to which
position in this social structure affects 1&11‘:1:111‘1‘ He used a simple measure
of utilization of one’s intellectual resources, the extent to which one'
achievement is highly discrepant with 1Q. He cocded children in terms o
orer or under or balanced level utﬂl;atmn of intelligence; under heing
those who have an achievement much below their 10Q; over being those
with achievement well above IQ. Then he matched children for IQ who

were in the ]‘lf"ttDI'Il .mﬁ tﬁp qumh]e&- of tnc- CIJ%‘% in soc mf ac u*p!fm hv

1"“1

‘J"‘J

-

influence on ﬂ‘:&if 1‘{ s, Hf_' fnlmd t]mt t}m';e whtj are in thzﬁ lnwn*r quixrtllc
of the class social structure are under-utilizers of their intellectual re-
sources as compared to those who are in gllé top quartile of the social
structure, with IQ held constant. e had an additionai hyvpothesis that
girls would have their achievement more disrupted Ly being disliked than
boys would, and that boys would be more disrupted by having low power
status than girls would.

In another project we have been studving delinquent boys and
matched nondelinquents. These are boys who have serious records of
delinquency matched with other bovs who have the same I1Q, same
father's Qf:(;updtlczm but who have never had any trouble. One of the most
meaningful dilferences is that the delin -

3=

wuents much more frequ;z-nﬂy

have a record of early failure experience in elementary school, and of hav-
ing beeome alienated from the adult socialization culture thrﬂugh failure
in } e classroom group in relation to the teacher. A]z-m there is suggestive

vidence that children who hs d E en having such failure experience in
11 ol show an increase of stress at home in their relationships to parents
because of the failure Exggne nc

Iﬂ

1ice in school. Achievement and social
relations appear to influence each other substantially.

4. Healthy Classroom Conditions ®
Let us turn to the fourth question. Here is a classroom made up of
individuals with various degrees of development of their individual

identity, and who have coped in various ways with the problem of
belonging. They may have adopted the defense of withdrawal from

*Elmer Van Egmond. Social Intrrreelationship Skills and Effective Utilization of
tél!:géﬂ{'a:’ in the Classroom. Unpublished doctoral dissertation. Ann Arbor: The

Unwersity of Michigan, 1960,
? Paper by Leland Bradford, “The Class Group and Individua

nal Training Laboratories, NEA 1980.

=

Learning,” Na-
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belongingness in a classroonm gioup, or they may have adopted the hish

=.1

clgp; nde] cv solution. At one anf] th{— same time, I'-I'u'ﬂ: are i"’i“i'l‘ﬁn” with the

group structure, and to fz,lm:ly mcm!m;sh!pi W lmt are some f_zf the im-
portant classroom conditions that seem to be hasic in promoting a healthy
pattern of individualization of I rning and of functioning within a strony.
nrgam?ﬁd classroom group? There has been little research on the forees
emanating from the group supporting individualitv, Basically, three con-
ditions of groap life must be accomplished in a clussroom throueh o

initiative of teacher leadership in order to achicve the halanced objective

we are t:l]LlIl‘f ahﬁut

ses at an ar hcn]';te Ilndeﬁflridtn=, dl‘lﬂ nece pt mee of t?u uh—;j t]mf Ot
the essential group goals is to facilitiie the learning of all members.
This is a productivity objective ﬁf the group. A second condition is that
the classroom group must arrive at a re-evaluated understanding of the
fact of individual differences (m the resources, the backgrounds, the in-
terests, levels of development. the sex differences. the needs for e Ap )
of the members of that group so that loyvalty to the group learning goal
can lead to appropriate support and help of different individual patterns
of learning. If one asks children, “Who is dzﬂt, ent in this greoup or
classtoom?®” 90 percent of the responses will indicate a negative mean-
ing of dilfeience. But when one asks teachers, one gets comparable
results. The third condition is that the teacher must aclkieve senuine
membership in the classroom g up, a membership which means there

is a d]é;l'lbutlﬂll of funf:tmn ind  of responsibility for helping with

learning. Anothe aspect of tha nm:htnf:m is a free flow of fee 1 rack from
the child m_f;m_l_ rs to e tgz-r:lie;_’ aboul her plaving of her specialized
role and gnidance by them of her in playving that role.

What are some of tl r:czﬁseqtién ces that would derive from these
three orientations of teach ? First, these orientations would make it
possible for a teacher to share wnth the rest of the classroom group this

st ¢ 1, ass
question: What is there about our class that is keeping some cf us from

learning more, and what cun we do to improve the situation? This must
become a question which the group works on. :

W

- ‘I'“n

Secgnd the competitive .l anxicus filmgs about position in the
group on the part of children, L(}mpf_‘té‘l"f_‘t_ anxiety by bovs, nceeptance
and inclusion anxiety by girls, would begin to be rep]ac‘;ed by active
by and for members of the group. Also there would be freedom

k help from the teacher and from fellow students without fear of
ng group norms or of losing position in a status structure. A third
t:t::nseq ience would be that students could begin to explore and to
appreciate with psychological safety some of the facts of diflerences

I'T,Jll
?_Uq
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among themselves, For example. some of our teachors work with what
they call the surprise pith‘ifﬁ"— The activity is one in which children are
paired by random numbers and the two then interview each other, They

discover some things they can tell the others about. sach us the surprise

package aspects of the person they have just talked ttL Some classrooms
have interesting surprise package notebooks thev keep. adding thines
they discover about individual differences in buckgronnds and  ex-
pericnees of the members of the group. Clussroom groups can hegin to
c’_‘:szi’)}f_n'c the meaning of sex differences in terms of the different kinds of
csources. of the meanings for bovs of the fuct of carlier maturity, of
\’{‘I'hﬂ] Elr;‘llit}’ for girls, of the achievement reward bovs et for initiation
ab action. und some of the meanings of differences in outside membership
sources of the different members of the gronp. A fourth condition that
would flow from the three basic orientations. would be that teacher tisne
and energy would become devoted more actively o the organization of
challenging learning opportunities rather than to the issues of motivation
and control. Fifth, the teacher could devote time to the development and
the utilization of student manpower resources for helping each other. In
one of our experiments we had training eourses for the high powered
voungsters on how to recognize the nee ?‘; tor inclusion. feelines of being
Ii ft ot an (j L_lﬂi_}iS I.Jf initiative that can Lie taken as re 'ﬁ[]iil]%llih‘ 17 11111531_
ship by those who have power. We found tremendous eagerness for
responsibility-taking of these unused, unchallenged resonrces.
What are some of the 1’1]’;]1&1tmn'§ for teacher orientations and

practices of some of these? This is the fifth question.

5. Teacher Praclices
What kinds of conditions seem to be necessary if a group is really to
support and encourage individuality? First of all. there would be a basic
shift on the part of the teacher from primarily u tcagher—pupﬁ pair
orientation to a teacher-group relationship in which the responsibility
and cone of the peer group is just as much for effective teacher-group
onship. Another of the implica-

lis

in
Vs

htmnsh as it is for pupil-pupil relatic
tions is that there should be a great incre.se in the teacher’s skilis i
tr ﬁ ng r.:lu’ldre 1 for membership and leadership roles in the group. (j aly
his is done can the class ”’I’Dﬁp Icu!h' ]nuducc more in dn idual
E A CHISS Productivity proolc

individuality of lcarniilg Q:a;pt_frin:nu:h, Third, one nf the challenges for

is the ZIEY‘&IDQH? of skills in p1 D::E‘i]lil;ll inv vnimm to facilitate
1

17
E]E?élf}pﬁ‘l;—ﬂt of llghhg teams. of tutorial pairs. the use of resource
ment of materials. Many places are rethinking the
ar izz_l_tic:nn of scheol life. Many of the best learning op-
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portunitics are those in which older children could be getting much of
their growth and excitement out of helping younger children to learn, as
well as helping those of different developmental levels within the same
E;f('}l_lp A Fm:rth kiﬁd of tench&r— pr;wtim 1*.:; the dé\’&lﬁpl’ﬂéﬁt b\: ti;’lt‘]if““%
destnmt: ¢ f"ll]llﬂi‘ E\PEI 1Ces, Thls 11;15 hren wmkcd on a gr eat dv;ﬂ
in education—how to give feedback about level of accomplishment, or
level of success. The major problem is that this has been primarily a

teacher-pupil puair relationship which is continuously offsct by the peer
culture. dm;l fifth, teachers ean become aware of the chﬂu nces hethween

the processes by which cognitive content information is transmitted and

i.

learned and the process by which values are tuught and learned. To a
high degree we are still teaching about values, like respect for individual
differenccs, rather than making the learning of these values possible.

6. Kcy Issues of Approae Ia 1o Rescarch

What about implications for decclopmental research? Certain ap-
proaches to research scem to be challenging, For exampie, the possi-
bility of collaboration in rescarch by high school student teams is Promis-
ing development. We had in our preparation for the White House
Conference in Michigan 15,000 lay citizens involved in collecting data.
There was a teen-age coordinator of research as well as an adult co-
ordinator. The teen-agers were in'\ﬁlverl in collecting data from peer
questionnaires. There was great enthusiasm and a high level of responsi-
bility, although we did a very inadequate job of training vouth for
participation compared with what we should have done. Students could
do a great deal to explore to what extent there is pluralistic ignorance
about students’ taking schoolwork more seriously. With training and
supervision, students could do a much better job of collecting some of
the data on the way in which children experience inconsistency hetween
ctpeémticns c)f thz'f %‘E‘hiifﬂ {11’1::1 ﬂ’n:* ]nnﬁé We have hmﬂ qnitts a bhit of
:aknl!.s such as usmg mtvrmmvmg sz:hc:dules;i fhey can dD a maturﬂ joh.
[t is a great challenge to students to learn and to use scientific methods.

Anothier d:rvclmu is th;ﬂ: of creating operational research committees
,,,,,,,, An operational research committee has to
h;l%fi;— 5eVel ;11 ngh ut s,.uppmti Such a committee has to huve some initial
consullation on formulating designs, and in the development of data
collecting instruments. At a later stage, the committee needs to have
available a research assistant to help in the processing of data. Several
high school 5!;11!;1{:1’1!:5 could be good rescarch assistants in many cases.
Doing research within a elassroom would have both instructional value

and research value. 1 know of two or three situations in which elassrooms
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have a rotating responsibility for feedback teams, which review the

questionnaire that is used at the end of cach class period. Data are

collected on the extent to which the students felt restraint against par-
ticipation, or had feelings of unclarity about communication that was
voning on. Here we tend to use the word inguiry o ,;uhefr than research
because research sometimes gets to be a ruther threatening image,

There are two or three situations in which school svstems have be-
come continuing rescarch facilitics for a universitv-based team. This
pattern is relatively slow in developing in education. as compared with
industry. Quite a number of industries now Liave a continuing relationship
with a university team,

We are collaborating with o significant community committee in
which the continuing program 15 on socialization of yunth with particular
emphasis on outstanding vouths and delinquents. These aic notions of

research patterns which can be applied to the reseavch tapies and issues

JI"“

that are important to yvou. We have a great challenge in the area of
collaborative rescarch to utilize t 41& skills possessed by the large propor-
tion of mature members of the child and vouth culture.

O
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Creativity and Learning . ..

A Tentative Description of the Creative Individual'

Recently o researcher in education wrote that “If anything is needed
in our cducational system, it is a way to spee ed up the application of
research findings to educational procedures.” We all have some responsi-
bility in this area. Some of us who have been doing basic research must
communicate our findings and our suggested new leads while those in
education, in my opinion, have a responsibility for testing out thesc
findings in their setting and mcgrpcar:;tmg into their svstem those that
prove to be relevant and effectiv ve.? At best I feel only partly adequate in

my attempt to transmit some of the many ideas and findings that have

emerged from rescarch on creativity to date.
In treating‘ the tﬁrﬂi" C)f creativity, I wmﬂd rather err bv Exagz{{i (ltfi’l;

actions tlmn by cli-bunkmg these prﬁb]et‘n% ;md ﬂiffLrEHCE‘S My ipprzmch
will be more to stir research and thinking than to attempt prematurely to
find « perfect stance and to make perfect statements in this relativelv
voung scientific field.

*This puper is a revised version of a re port given at the Seccond Minnesots
Conference on Gifted Children held st the University of Minnesota in October 1959,

"‘111 [tﬂn we are eng:m{l in o orese HL' qrhjut uim support Frmﬁ th U s.
seurch
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Several Types of Gifted

In order to stir such thinking I have recently been stating to others
that the ey may w vant to seck the gifted, but I am interested in secking the

creative. Then T indieate that the word “gifted” s tvpicallv used is closely
tied to th{:- t?ur’fent intelligence tests, but that 1 will be using quite different
tests in a search for the ereative. The word gifted has also been tied to
high academic performance in school-like activities, not often very
creative in nature. The implication is that there mayv be essentially two
difTETéﬁt wcrr']d-% tlif: academic world \vith it‘;— E[il‘liﬁﬂt .‘;C‘]]ﬂﬁ}-]iki} ;1i*ti1'itiﬂ'*
s w&]l as gther activities 3 hmh ma}' not mvahg very nmch thc nature
of the activities in school.

Actually the reader may already be using this recently adopted
approach, and may be cxpanding his concept of gifted to include
creativity. This expanding of the meaning of the werd “gifted,” usually
cinerges quite rapidly, as a eounteraction to an attempt to make a sharp
distinction between the gifted and the creative. However, some points
should be made by contrasting intelligence, as measured by the traditional
tvpe of IQ tests, with creative talent. The traditional intelligence tests
cover only a very few of the large number of dimensions of the mind
that we have been discovering to date, Cansequently,. there may he
scveral other tvpes of intellectually gifted than the IQ tyvpe, even though
the IQ type may be closely tied to our crvient academie activitics and to
the grades that measure snecess in our present academic world.

I will focus on the creative tvpe of gifted rather than on the IQ
tvpe. My current thought is that there may be not only several different
tvpes of creativity, but also seeeral other types of gifted, relatively sepa
rate from the 1Q tvpe and the creative types. Some of these other types
may be planning, evaluation or decision making, and communication
tvpes. Before focusing on ereative types of gifted, let us comment on the
total field of high level talent,

Certain Concepts May Deter Future Progress

A friend once said that we would make further progress in a par-
tict ]'; area when we beeame sufliciently dissatisfied with the shortcom-
gy uf th{: current o tv;,mu?% in that zrea, oven Hmtlu‘h thv e ll‘E‘L‘{')iID ]mﬂ
HEY NOW e i:d 1:1 recognize thu fllHlL‘ilhli’h in many ui Lhu current cale-
gories and concepts that have quite wide usage in order to make better
progress. For example, with the discovery of 50 or more dimensions of
the mind, only a handful of which are eurrently included in our 1Q
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tests, we find it difficult to refer to these other 40 or so dimensions in
customary terms. hey are nnt o part of inte lligenee (as traditionally
measured ) though thev are intelleetual activities. Consequently, we could
describe these many other important dimensions of the mind as non-
intellicenee intellectual activities. Undoubtedly vou will admit that this
is a clumsy and confusing tyvpe of statement. This statement illustrates
our difficult »:cdicament in trving to communicate many new research
firdings ~. the complexity of the mind.

Another example of the limitations of current terminology is that
we now might say that a certain person does not particularlv have high
intelligence even though he does have a certain special ability, such as
merely the special ability to do scientific research, or the special ability
to be creative in on  or more fields such as composin g new music, or the
special ability to pioncer new ventures, or the special ability to emerge
as a leading executive in our world of work. The reader can readily see
that I am not particularlv fond of the current, almost completely pre-

EITllﬁf’ﬂt pasxtmn t‘:f t]n‘: mlfml sct of dimensions of the mind whlch h'n e

Il"ﬂ ¥

T dtj not hLe tn see mh{_r re frlhj parallel things actually relegated to
an implied lesser category ealled “special abilities.” Instead, T have often
felt that the human characteristics that we are able to measure first are
not necessarily the moscimporrant ¢haracterictics. Some of the remaining
characteristics which have been postponed for later measurement may
often be extremely important characteristics, We have just not known

how to measure them carlier.
I’ is highly inconsistent to conceive of the mind as bei ing represented

¥ a single score or even by only a handful of scores or dimensicus that

ar prt‘scnt in our current intelligence tests. The brain which underlies
he mind is far, far too complex to hope that all of its intellectual ~ -tivities
can be represented by only a sing?* s ‘ore or by only a “kndful of di-
mensions. In fact, it nnght be considered an insult to the brain and human

mind to continue to do so. Consequen I}g I uld Iike to see these other
e first set of dimensions that

nations, incidentally) to form

[l ol gl
b

[

:p

dimensions receive parallel treatment to
we have combined (in many different com
our curren t intelligence tests.

For a ]Ci ng time I have similarly been troublad about the readiness
with whi ’I’ ome persons conclude that everything in an activity that is
not measured by our current intelligence tests is therefore nonintellectual
in nature. Tco many new and potentially important intellectual factors
have now El‘]lngLd for this type of reasoning to be tolerated any longer,

Another concept that I would like to mention is the one of over-
achievement-unc frﬂszeacmcﬁt This concept is frequently tied to our cur-
rent intelligence testing and it undoubtedly has some real merits. Hut

.r:' =
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when carried to an extreme it suggests that Eﬁi'ﬁ{"t]iln is wrong with a

student wh{'*n he is located some distance either below or above his pre-
dicted score and that some :i}?PI‘{)PI‘fiZtE? corrective Stf‘p:i sfhmﬂd bhe tuken. In

ii]iﬂf_’)ﬁt por h_-c,t j_HLIthUF of success. 1 he action nitf:n tii Lg—n has the :mplm -
tion that this score contains all the necessary ingredients within it. This ap-
proach would lead to the ultimate revision of both onr academic and
counseling program to make the nature of school and of suceess in school
more highly parallel to the activities measured in our intelligence tests,
I. for one, do not Delicve that changes in the nature of school programs
should follow this guideline,

Let us alternately consider a group called the academically gifted. It
is quite true that some of our most successful predictions have been made
by predicting success in college from measures of success in high school.
Such predictions usually apply quite well across several vears of college
work, To me it scems pessible that these predictions may work too well
and too long. In other words, one possible conclusion from such relation-
ships is that college work is very much like high school work and perhaps
re sc**nh]és hi_, h school far too mm‘:h R’IV prc:fera:m:v wnnid ]:n: to try to

t_he }f}b were Jntcrvuzw;—.d hy Allf:n, after u-fhzéh he askei_l thr:?m to arrzmg‘e
these 28 characteristics in terms of importance on their job. The 28 char-
aeteristics were arranged in rank order according to their judged impor-
tance by the total group of scientists. Traditional intelligence tests have
nwlud(*cl about 5 or 6 of these characteristies, such as general reasoning,
cabulary ability, number ability, memory for idens, ahility to visualize
Iatﬂ]lv, and perhaps perceptual speed. All but one of these traditional
ntelligence factors ranked below 20th in the list. In other words, 19 of

i
the 20 intellectual characteristics ranking at the top on the job in seience

were nonintellivence intellectual characteristics, Some examples are in-
tellectual flexibilitics, fluencies, originality, penetration, redefinition abil-
ity, sensitivity to prc:blt:m::., cte.

This f"m]ing suggests that the nature of our educational program, at
least in science. as well as the nature of our measures of suecess in school

should move in the direction of more emphasis on these abilities. Inei-
dentally, as one moves further through school one finds that the predie-
tive value, especially of the vocabulary part of intelligence tests tends to
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decrease. Some will say, “Well, that is because of the criterion problem.
the measurc-of-success prc:h]ém, You will find, however, that the nature
of the task is changing to some degree awayv from the characteristics in
intclligence tests, as vou get into graduate school and particularly as vou
get on the job. This trend also suggests that we should | ! !
cerned with searchi ing fm- {)t}lf_"r km;h of 1 ]1 ]e "1 talent, other ki
gifted. in additic 1 the cur
tvpe of gifted.

There have been two studies in the field of science on relatively large
samples which have shown that the total under graduate grade point aver-
ige in college Cﬁft‘c‘l"g ed ZOTO w1th over :1]1 ratmgs f success on the job

1 . _ 16
pecople were p]ar_m d on tlm ]nh even tlmugh thf; ir t(jl:fﬂ gr{ dg—s point average
had been less than “C” (they had been granted a degree with this aver-
age). Those with low grades had succeeded on the job with some bemg
found at each rated level of success. The top grade-getters likev
out across all levels of success on the job. Al h t
with smaller samples that have yielded somewhat more ’:itxsitive ﬁndings
along this line, it is suggested that we seriously consider some modifica-
tions in our academic program in cw of tl : '
mensions of the mind which are important in certain wﬁrk on the job will
no loncer be largely ignore * in our school-like activities in whic T
sumably we are trying to develop the mind, At least this would be one
new approach in education

We have finished ! Fl'st large pro
human communication abilities as required frequently on the job in large

organizations. Though these communication abilities tests mi ght be classi

n—l-

ject on our campus on a study of

ficd by some persons as nonintellectual in nature, we feel tha b practically

all of them have a high degree of uﬂe]]::ctu:ﬂ features. For ex ample, th
ation, then to

»"’.,1 ‘-""

ability to sense that something is wrong with a communic
raise coffective questions about whﬂt is wrong, and to get answers to the
questions are all activities that could be called intellectual in nature,

Our sample of college students found these communiecation activitios
to be very challenging and highly interesting. They stated that thev had

rarcly been asked before to do anvthing like th> nature of most of these
1

activitics, In fact they called them parlor games. \We think that their

main motivation for returning on three successive Satur dl}fs (in spring

weather) was to find out about the nature of the remaining tests, From this
testing experience we again conclude that there are many important in-
tellectual activities in the world of work for which our eurrent ‘sfllﬂi‘nth
are not reeciving any particular training or experience. Perly; iPs one reason
why our society does not give very much moral and tangible s glnrt to
education is that persons leave the academie world and find, to some do-
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gree at least. that characteristicos in which they are highly trained are not
called for as much as they expected they would be in the world of work.
ff ontrarily, other intc Hectual eharacteristios in w'ich they have had little
experience and training may be some of the more crucial characteristics
that determine success in their part of the world of work.

In our tichtening manpower predicament it will be advantageous to
find that there are se ur;ll different tvpes of 111;], level talent and that
somewhat dillerent set of persons Cmerge in suce Es’x e L,::':mp'-, AN AW 8O vL
different tvpes of high level talent. This prospect is very heartes nng. We
are properly concerned about the percentage loss of high I1Q students
across the various levels of our total educational system. We should sim-
ilarly be eoncerned about the loss of other types f}f high level talent. We
have strong reason to believe that the loss of those with high creative
ability is gl(‘dtfl‘ than the loss of the highly intelligent and may cven

exceed the drop-out rate for students in general.

It may ha t h more rapid progress will be obtained in a complex area.
such as ecmmunication abilities or erecative abilities, by admitting carly
that the area is 7 ghly complex and by taking a stand that things are
reially different until demonstrated otherwigse. IF the initial package is
highly complex, then researchers, as well as users and the public at large,
might he more enthusiastic in secking simpler approaches than thaose
initially offered. The other extremie approach is to give an initial impression
to thf' consumers and pnblic that an area is much simpler than it actually
s has been done in the ease of representing intelligence by a single
score. In this latter approach (in contrast to the former one) there might

be fﬂnfm’]{*r’ﬂhk‘ ﬁ*?nf f(‘lnc,f* ﬂnff ?'ﬁ‘i‘l—fs‘ff!?lf't“ ti’i move o .;nd th{’* Tﬁﬂf]]ﬁ

l—ln

I‘S]lc-lt}‘_ I&'I}f ht_-.st guess is ﬂ.l;ﬂ: we wall hm-v mora suppm-t to FHHA{" frz;;zd
progress by initinllv viewing the field of creativity as highly complex than
by starting at the other oversimplified extreme.

Creative Talent Not Measured Well by 1Q Tests

For those who ’Imx ¢ the idea that IQ tests measure creative talent

with at least some degree of \';ﬂiﬂlt\’ I would like to cite a few resalts,

In factor iiii"l]x‘%‘l% studies by research workers neross the country, the
{ ctors whmh got at tl ¢ Jlullh; tt': sense prnl::l; m areas, to e Hi mblr, ;mc]

n-l;itmn% ui!!l t]m t}’pvs n! l( sts Lntz—rmg into our current measurces t,)f‘ in-
telligenee, Getzels and Jackson, in the College of Fdueation at the Uni-
versity of Chicago, as well as Torrance, in the Buareaun of Educeational
Research at Minne sta, have reported that if an 1Q test is used to select
top level talent. about 70 percent of the persons who have the highest 20
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percent of the scorcs on a creativity test battery will be missed. Or, statod
ierwise, more cases with high creativity scores are missed than are
ntified by using an 1Q test to locute ereative talent.

In our Utah conference reports on creativity there have been sev-
cral indications that cre: ativity scores and 1Q scores are essentially
unrelited or ot least are onlv lowly related. The nature of traditional in-
telligence tests does not (_llr(‘i“_‘t]\ involve the ability to create new ideas
or things. Another bit of evidence on this point is that Chorness studied
civilian personnel in the Air Force who made suggestions in the organi-
zation which were officially acceopted. He obtained a pproximate 1Q scores
on them and found that these suggestors ﬂF GCILI ideas were spread out
across the entire gamut of IQ scores found for civilian personnel,

Let us be flexible and tov for a moment %uth our present situation,

If a creativity index had been established first in our schools, we might
now be putting forth the same type of arguments to muke room to add an
ence ty IH} of lﬂi_]_i_‘,.'i; if it had been largi‘lv ignored to date. Lest the

_‘\

[
L]

T nd my message, let me state that my viewpoint is
]*‘ﬁniteljf fér mcasur&mcnt of human beings as well as for rescarch on
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people.
My attempt will be to open wide the problems in identifving creative

talent in scienee and in other fields rather than to give any strong impres-
sion of closing up and wrapping up this ficld at the present time. This
may be a time more appropriate for divergent (expanding, elaborating)
thinking, with a variety of attempts, than for convergent (roduacing, ab-
stracting, shrinking, extracting) thinking with firm cervstallization., Some

convergent thmkmg, some re ductmn *1tti‘rnptq can and should he occur-
1sidered as tentative at
st

the I')I‘“‘%f‘nf tni(’ in this Erlx;l Thr: 'ﬂnlltv to uncrystallize as further re-
search findings emerge is an important counterpart for :my crystallization
process. As we consider ereativity in 1’:1{ ividuals, we mus '
that an unexpected idea that emerges from a stude \
occasionally better than the more commonplace

from him,

I am pleased that there is a growing awarcness in the nation of the
importance of the topic of creativ ity. I am deeply concerned about trying
to speed up the rate of this growing awareness. As a result of correspond-
ence with persons from Belgium, Holland, France, Switzerlund, and
Sweden, I am also cognizant of the similar progress being made in
European countries on this topic, You may be interested to know that the
National Aeademy of Sciences in Poland is initi: wting a large study in the
universities of the creative talent of their students, especially in science.
In some respects our nation has had a lead in this vital research on ere-
ativity, but challenges may arise to close the gap on that lead, too.
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| Early Identification,
Development, and Encouragement of Creativity

Our nation is currently spending several billion dollars on research
and development activities. With such « 1-';15t expenditure of money it
led

i
seems obvious that at least a minute Pi‘ﬁiﬁl]f 1g1, of it should he channelec
into research on how to identify. develop and encourage those who will

i in science if their r::*—smu‘::ll i_ supported. T doubt if more
one percent of the nation’s researeh and development
ntly being spent this way.,
I am ;ﬂs » aware that many of our present organizations and systems
e key people in them, are not nccessarily encouraging
creativity., For example, in a study in our 1959 conference report by
Frank Jex of the College of Education, University of Utah, a group of
high school science teachers in our region were tested with an “ingenuity”
battery (which probably measures creativity more than ingenuity) when
th&}f came to our university for graduate study. Their ingenuity scores
1 i r principals’ or supervisors’ ratings of their
over- 111 iching ability made during the previous vear. The correlation
] ¢ tudv sugrests thut H]L present neadomic
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was —.38. This result f 1
system may be looking with some disfavor upon teachiers who show
certain ingenuity and creativity characteristies. It may be possible that
tln:*:e tca&hcr; are e;lsv&lcxpiﬁg ingenuity traits in their students more

f;t;cz;ﬁnu:: t]11 1 v.;uuk be to our advantuge if we could
iv

-

i 3 ‘e talent very early in life. However, the creative process
in its gr:‘::;,tést degree is one of the highest, if not the highest, activity to
which man can aspire and is"gurrcntl}f a rclatively rare phenomenon.
Consequently, the prediction problen difficult if we try to identify in
the very L‘{rly ages those persons “-’hi)i 15 or 30 vears later, might be
the ones most likely to have a rare, high level ereative process oeccur

within thcm. The difficulty of these cirrly prediction attempts can be

further realized from the fact that socicty has often failed to recognize
creative products until a generation or two after the persons who created

them have lived. IEven when creative persons are recognized, organiza-
tions in our nation may rewuard thcm by making them supervisors and

by also ulgsrcus.m;ﬁ the number of esser ltldIIV noncreitive activitics for
St » responsible. Many of our present academic pr
stressing noncreative i Qtlutms so that the wnrk lmlzitg which are hemg
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ative things. %nmé of thi‘hE *;uc'::*u%f’ul persons may show real

noncreat

resistance and perhaps emotional disturbance if relatively late in their
education, or any time afterwards on the job, they arc asked to be crea-
Q
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tive. They may resist this late change “in the nature of the ball game”

even though they may have high, though wncultivated potential to be

ERIC

creative, Such condlicts might be avoided if creativity training and e
couragement had oceurred much earlier or even throughout their Entirg

icdlemic trainin g

: 5
on- z‘fm ;nh Ph D. d cgri'e. ’\’_\_fv are told that tlnuzﬂ or fftzr additional -
arc required for this degree, partly becauss this amount of time is needed
to wear ofl certain bad effects in the academic doctorate and also to

I ities required on the job. These emerging comments
increase mzcis suspic ons that there are not onlv important variables
or talent but also many important high level
v ignored in the education and development of

i !
e
Wy

Scientific knowledge about creative talent is in an carly stage, but
: 1 T cen made—the surface has unquestionably been
"tzratﬁh?d, We are currently at a stage where it can no loncer he said
irch cannot he dt.:mt:s on creative talent. In fact, there are cur-

: sC
rently t:cj many leads to follow rather thuan too few leads, There have

been a small number of studies to validate certain creativity tests ( pre-
dictors. of creativity) and a few criterion studies to measure the degree
of creativeness in a contribution. Many other available tests have not

yet been validated to any degree and many new ideas have been pro-
posed for which tests have neot |
studies are largely missing to date as are parallel studies of creativity
across different ficlds of science and across nonscientific fields, except
for recent work by Lowenfeld. There are a few beginnings on how
different educational and training programs as well as different
EI’IVII‘BHTT]C:H‘E& might modify our predxcz ns of creativity. Anvthing that
an be done to modify our educational programs and our environmental
conditions to increase the cmergence (:sf creative activity will reduce the
burden of identifving the creative individual. This last point cannot be

overstressed.

‘et been developed. Cross-validation

g

T

The following report is ba:.d ]:;“-rgf:%ly on our own research and o
esearch v aonted in the three Unived ity of Utah research conferences

r re
on the Idcutification of Creative Scie nt:ﬁc Talent. In ecach of these reo-
search conferences held i 1953, 1957, and 1959, the steering committee
selected those purt r_ip{_nts throughout the nation who had done signifi-
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cant research and who the committee felt would make the best contribu-

tion to the conference t:l . In total. there were 37 different nationally

selected participuants in the three conferences who presented a total ol
nearly 50 reports. These rescarch papers covered various subareas of
creativity, such as criteria of creativity, predictors of creativity, education
and training of creativity, and working enviromments that aflect creativity,

The (‘I'ﬁphil‘il% hus been on a broad approach to the identification of
creative talent, somewhat in contrast to the identification of the so-called
vifted by means of a single measuring device such as an 1Q score. Noen-
intellivence intelleetual characteristics as well as nonintellectual charac-
teristics are being stressed in the search for the creative individual, In
other words this treatment will include intellectual, motivational, bio-
graphical, sociometric, and peorsonality characteristics in trying to under-
stand the nature of creative talent and how to identify it. We (in our
study of Air Force scientists) and other rescarchers have been attempt-

ing to measure creative talent from any angle pnamhl

el

More studies an creative characteristics have heen done on adults
than on children. There are now many challenging tasks of redes lgimt iy
the measuring devices for adults, whe re necessary, so that thev can be
used with children of all ages. As a result of Lis experiences in training
“l ildren in creative aQEIVIt;E:‘s_, Wilson of the Portland, Oregon, studies,

id that children would be eager to go to school if they found it all to

lse a5 lnti‘l’i‘atlng s their experience in these creative activities. Torrance

vrote that when he went in to a group of {th ffl'il(li‘t"s‘ re-

cently to test them further with ereativity tests, “"He received a thunderous

weleome, Not ever the coming t::f recess time dampened their motiv _1t1ui1
Instead they said that this is more fun than recess!” \We had somewhat

similar favorable reactions from the young adults who took our com-

—
T'Z

=
m

also recently w

3

munication abilitics tests.

Teachers who have trir:—d to help %tuﬂm IQ;IFII to generiate aned
express ideas of their own have often found new inspiration and new
concepts for themselves, too, in the process.

Criterion Studies of Creativity

First, I would like to eite studies of ereativity on the job. Sprecher was

in tvrr}atvd in the novelty and the vilue of the ideas and other products

roduced by scientists as well as their work habits. ITe also was con-

«erned about differences in opportunity to be creative in their working

sitnation. Lacklenr has indicated that the Space Ageney attempts to
5

!

II“"
"'ll

assess the creativeness of the contribution of scientists by determining
he extent of the area of science which eaclh contribution unederlies, so
that the more basic a contribution the wides its effects. Ghiselin of our

[ ™
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campus has suggested that the measiure of a creative product should be

i‘ks ga:fent to which it restructures our universe Df undder, mndmr:."

In our :zntcrmn stm;hes UE scr“tzstz on thmr ]ul" s Im:ts a8 w I‘H

lygs:d abt_}ut 50 measures (jf il!fﬁ;lent gﬁ!llllblltlﬂns ﬂf Sf‘ii‘-l]tiﬁls. We
found 15 different dimensions of the contributions of scientists. at least
five of which involve some aspect that could be called creative, These
five were: over-all work output which included patent rate; creativity
rating by supervisors; ereativity rating by lab monitor: originuality in
written products méluqu patents and suggestions; and or ganirzational

awsi (which sere slightly negatively related to originality ratings

ds
of research reports).

Group Aspects of Creativity

We discovered some unexpected but intrig cuing and meaningful re
sults in our criterion study pertaining to wor Lm!f conditions for rese; 11‘{:11—
ers in scientific laboratories. The number of published scientifie articles
was negatively related to rating by supervisors on cooperation and
flexibility. In other words, those who go the “extra mile” und publish
their cnmplyti*d rescarch may pay a price of being judeed uncooperative
and inflexible Ly their supervisor, The second finding is the one which is
more directly concerned with creativity than with productivity., Those

who h:ve the fastest promotion rate have been credited with very few
ofticial suggestions and rate themselves below the ave roge rating in their
desire for discovery. Stated otherwise, for this one situation studied,
those with a strong desire for dlscmf::rv who also muke good offic ial
suggestions to the organization, have a below average rate of promotion.

In secking the creative, one may find some im nportant leads by
ook 1g somewhat away from instead of directly toward the target, Clucs
or spotting creative talent may be obtained by watching the reactions
~others around a person. There is some support for this hunch from
he work at Minnesota. If some persons in a group appoear excited, dis-
turbed or threatened, perliaps there is a creative person around whose
ideas and work are being at least vaguely sensed as threatening the
present scheme of things. Some group hehaviors may occur as an attempt
to eliminate or reduce this threat, such as by ﬂcvc]npmg sanctions againg,
the person and by over-organizing and building other contrals into their
world, An experimental approacls may he tried here by removing one
person at a time from the group to sce in which case the group te ions

= U o, ot

* This project is being accomplished on f;uuti‘mt Al 41(6537}-158 with the
Personnel Laboratory, \WWADC, of the Air Force.
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are reduced the most. Unfortunately (and this is true with other selec-
tion devices) one may locate other types in addition to some creative
individuals by this procedure.

In group discussion sessions (includiag brainstorming sessions),
individuals differ widelv in their Cﬂnffibtit]nﬂ% to the flow of ideas. Some
persons help to set the stage while others make crucial leaps ahead in
the discussion. Some persons do not slavishly follow the flow of the dis-
cussion, Instead, they think “at right anglgi_’ on an unusual train of
thought. Later they may speak up to send the discussion down new and
fresh avenues, One person did this several times recently during a tape-
recorded session, whereas the contribution of others seemed to be merely
minor variations or refinements around already existing themes. In crea-
tivity training sessions, one similarly might build measuring devices to
identify those xth the greatest readiness initially for such training us
well as those w’lm show the greatest gains clurmg the training.

Blnnm has mdlcated that science stuﬂents whn trulv becar’ne iﬁé

Ih-ll ¥

tf‘nd to h{*cﬁme thc—- praduchve researchers ;.fterwgrds f’f)ﬁti’{lfllv thﬁwe
degréﬁ reqmren’:eﬂt% ‘but Enmehﬁw gr:t Iw this erdIe \mt}mut u;cammg
involved, usually manage not to produce research afterwards and also
usually manage to avoid research opportunities. If the creative are to

e found somewhere among the productive, then in science we can re-
l ce our problem by finding those students who truly become involved
in research problems during their academic career. Some analogous
situations entailing student involvement could also be sought in non-
scientific fields, We might seek out such persons at almost any academic

level if we set up the situation properly and ask for the right type of
performances.

-—-u

Some Intellectual Characteristics

The results from Torrance’s descriptions from one's fellow students
seem promising. C“nﬁqéqueﬁtl” well designed confidential reports in-
cluding ratings, check lists, and written descriptions from peers and from
appropriately selected teachers and supervisors (as well as ratings an
oneself) should not be overlooked as possibilities for identifying those
with above average promise of heing ereative. One basic question her
is to what degree a rater must have creative characteristics himself in
order to be able to judge whether another individual has a high degree
of these charucteristics.

Based upon insights derived from factorial findings of many weorkers,

Guilford has evolved and listed the following specific factors or intellet
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tual characteristios as most likely to be valid measures of creative tulent:
oricinality . redefinition, adaptive flexibility, spontancous flesibility, asso-
ciational thoenev, expressional flueney, word flaeney, ideational fluencey,
chiboration. qnd probably some evaluation factors,

speaking more lﬂil'l{“\' some components ol memory, cognition,
evitluation, and more particularly convergent production ;md especially

xlln*r”rm |‘rndnc‘tmn are n'nnh L-d in ecreative “mk I]nf ;11&1-1!&-!1[‘ pm=
iu our {:-H:.n't*s‘ i Ias}'r}mhagura] IMeasie n_u_nt 1t s pl’(}li.ll?]} i]'il.‘ most
important area in ereative talent, since it includes production of ideas
in quantity and in quahty, originality, flexibilitv. sensitivities, and
definition abilities. Pictorial fluency may be an example of a character-
istic needed more in creative work in art than in science.

Convervent {reduction) thinking undoubtedly also has a role in
creative work, Qur communication research would suggest that the abil-
is probal not sufficiently similar to he used as o substitute for an open
ended task of extracting a fresh ceneralization from a mass of data or
otherwise expressing one’s own produet as a result of convergent thinking.
While we can accomplish raany fine things by using sepuarate answer
sheets and multiple choice questions, let us not conclude that we can
measure overvthing by using them, :

AMainlv as a result of Guilford and Wilson's particular factor study
01 f*rvativitv f‘z’!rmin hﬂttf*riiﬂé z‘if tests ui;uallh' iﬂ{‘]l!(hﬂ"’ mmnh dn or gcnt

as more fantu:@w, dﬂﬂ more ahaht}-’ ancl tf;‘ndfnc}f tn tn}' “~lﬂ] uh!as; t}mn
found in comparison groups selected on the basis of high 1Q scores. Thev
also tend to he more able to suggest solntions when problems arise with
gadgets, than to merely “curse the gadgets.” The research leaders in the
cducation: setting are Getzels and Jackson. and Torrance,
Ahility to sense problems is another intellectual characteristic that
is’ usually included in creativity. Tt mav also lead to motivational features.
"he capacity to be puzzled may be a verv important characteristic. A
keen abserver once said that part of Einstein's genius was his inability
to understand the obvious. Thus the rejection of superficial explanations
of nne’s own as well as of others is a prerequisite to understanding and
to know when you don’t know mayv be o crucial ability needed in making
original contributions,
From our eommunication abilities research we feel that the ability
to sense ambiguities, plus effective questioning ability. may be important

in creative activity. This may alternately be dESCFle?d as curiosity in’
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action. Thos, T sense that many of the components o

Hrios . ate] ol
motivation are ot ane intellectoal natare,

Our revision test. oeven though it involves only verbal revision, s
at Jeast analogous to the mumipn? dions vestracturing and reworking of
icddeas fornad both in the carlier and later stages of the creative process,
It s probably also reliated o the abilitv and tendeney to steive Lo more
comprebensive answers or solotions or products, anoth o feature
has emerged in on-the-job stndies of creativity, Unfort satelv, we i
too few occasions in our academic programs requiring suceh revisions
and strivings for o hicher gualitvy or for more original ood sworkable

171"{1{1!1{1%‘. Likewise. most of the o er creative characteristios are often

icnored or not particalarly stresscd in present acadenie progrins,
Somewhat in contrast sith tlns ri'-wm’km;, and thoroughness char-

acteristic, we found o verbal supe rnili]itx factor. At least in seieniee ol
perhaps in certain other felds, it seems unlikely that cither ereative or
profound contribmticns will come from dilettantes.

At least two response-set Factors, which we have found. Ty mcasure
characteristics functioning in creativitv, The first one iy called “hroadly
diffiesed eftention” This tvpe ol attennon has often been o part of the
cdeseription of the crucial moments precedin: th insight stage of the
creative process. The second responsc-set factor is eseribod e a “resist-
ance to idea reduction.” The opposite end ot this trait of willineness to
reduce ideas may hi} Lihmhle in creating broad new generalizations, In
contrast are the persons who make second-order corrections on suel,
veneralizations; tlu:}’ may be resisting what thev sense as an overredie-
tion in ideas represented by the hroad initial ceneralization, Both tvpes
of contributions have some value,

Creative persons in several fields usually state that they work ioter-
mittently across long periods of time (though pf; rhaps almost continually
Lelow the conscious level) on their ke v oproldeis Consequently, Ghiselin
has suggested that we try take-home glptnlidi’ tests to find those who
continue to be imvolved and who jot down additional responses whenever
and wherever thev oceur, Similarly, the ¢bb and flow of ideas in the
creative process suggest the need for tests which show variability of per-
formance within an individual across time. I"'rc’-sunmhh' the person soughit

often functions at low level, but occasionally functions at a very high
level. \Ln!‘m thr* person with the groatest varials ity across time has
more creativ pﬁtanhal

(,_}thcr tests or test ideas that mayv have validity include the abilities
to form and test hunches (hvpotheses). to foresee consequences. to infer
causes, to evaluate revisions in a prodict. and to be able to toss one's
ideas into the urena of ideas. Our finding of a verbal originalite factor
leads us to hope for an analogous measure of noncerbal originality. An-



other honch, expressed in ”I*' Ut conferences, i that one needs to D
able to manipulate several ido 1« conenrrently in one’s mind. We lack «
good test which will determime the idea capacity of an individial, A
interesting side question is whether we can inerease such idew powe
by forming and training teamms of workers.

'l']un‘%h":m* s:i:ff*fns:tvr;i f]'l"il (Lcreator h as vood Ilpxuut \uth hi-. pn*-

]nuuhiil thnught preconscions t_]mughh !mz_i in lha* rvhztmng }’u"tw:i:-n
thinking and the formulations of expressions {or this thought, The ability
to make good intuitive decisions on the basis of incomplete information
may be relovant. Barron has suggested that we need 1o iest the ability
to express the heretofore unexpressed expericnee phenoinenon., He
feels that creatives are more observant (se eing both what others do and
what they do not do). that they place high value on truthiul reporting
and tectifving of their observations, and that thev huve the ability (o
make them explieit. They also make richer syntheses and note their own
impulses more. We mig hit add here the possible importance not only of
an ahility to sense it also of the ability to question the implicit, We
suspect there are some ‘mportant unmeasured o raeteristios in the ahility
to pioneer in an unexplored area.

To summarize my current understanding oi the intellectual aspects
of creativity, T helieve 1t there are many rel: atively separate intellectual
compor nts. It is therefore quite possible that mn]uph' tvpes of ereative
talent may exist. Another general hunel is that certain of these intellece-
tual components mayv imderlie some of the motivational forees in the
creative person and wav also be linked significantly to certain personality
churacteristics,

Maotivational-Interest Characteristics

Many relevant characteristics huve been suggested in this area. The
great need is for good measuring instruments (for all f**u:) tha' will
dr:fm{mstrate th(! ‘ﬁ-‘idf‘-%fn ld }nllfjf nf pr lf‘t’li‘;iuk everyone ]hli‘ nlfFIK;l‘

suggc%tLd are . ur;us;t}«' or mqumn;ness nf mmd,. ;1L:,'11gz to thmls-:‘,= lkaE
to rnanipulate and tov v ith ideas. intellectual persistence, need for
ecognition for achievement, need for variety. need for wutonomy, need
h::r preference for complex order and for challenges thercin, tolerance of
ambiguity, resistunce to closing up and ervstallizing things prematurely
coupled with a strong neced for ultimate closure, need for mastery of a

pro ﬂém, insatiability for intellectuid ordering. and o need to im'prm-{*
upon currently accepted orders and svstems. High energy witl vast work

f}i_ltpu thrﬂugh disciplined work habits is usually found.
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1

Olier tratts snooested are o seillinenewss o take ore o and more
long runge risks for greater guine and the tondeney to accomulate an
overahimdance of rnwe stdl plos aowillingness nltimatels o discard some
of it in l:i‘!i‘lllil’”f firyal Iarndm-tf OITE lii’iT\:fEL*'iti\'E‘ icden m" f"h'lliuid'; is
ot 1171“-.1]:%“@1}1} Lu,}q; ) t},;m nt_hus ;mci t!m_t lllh _]l.u;zgnwnt nl tie (‘iﬂil.‘é
in rescarch arcas is actually smaller thuan the average judgment from
other persons, The creative individual presumably does not want to deal
in a sheer munble situation bt rather to eneage inoa risk situation where
his own efforts ure involved so that thev mav make o difference i the

iii]_i_i,%’

ummltmv it tn toedr umk ”]if-}’ may ;tlsn sense at ]1‘;15t Xfalgiiilly, i ch,%‘-
tinet sexnal meaning to their act of creatine.

Younger persons with ercative talent, accordir to Getsels” findings.
have a much greater variety of occupational choices, with greater interest
in and awareness of unconventional careers, than do their follow students,
They sense that their views are not the predominant ones - ith reference
tor w]mt SUCCCSS i ;ii]li]t lii}i is. They are ;ﬂim winiﬁg to be nonconforming

Other rPersonality Churacteristics

Some evidence to date on personality characteristios suggests that
creative persons are more devoted to autonomy, more self sufficient, more
independent in judagment (contrary to gronp agreement, if needed, to
he an accurate judge). more open ta the irrational in the  selves, more

;tuh]m qnﬂ more {*;i;i;-'ih]e f':{j tflki'ﬁg L‘EI'E’“lh“f ri&;k: i"n thf;’! ]mlw fﬁr greater

ness TIF TS nupnhr-e‘i more f!rimmrmf nm] g0 If sl%‘a’(]hk(‘ e f:nmph-x
as a nerson, more self aced pting, more resourceful and adventurous, more
rﬂ-n]!’«r;d (Bﬁ n:’*mmﬂ) more ccmtmﬂnm (if thmf own hf'—*h;'wiﬁr ?:ﬁs '?;EH con-
}m](,L

Other personal characteristics which mav difler in relevance across
different Helds are: liking for ideas vs. people vs. thines, socialization
and interpersonal  involvement  tendencies,  introversion-extroversion.
surgencey -desurgency, and impulse control (suppression vs. expression .
In many fields there is often an incubation period. though differences
may occeur in the insight period,

For example. one view is ihat whenever a person has an insprration
n certain fields like art. he had better get to his canvas quickly before

this fecling vanishes.
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The Biographical Invertory Approach

A research team at the Universite of Utalc is enrre nthy studving sim-
ples of scientiots Tocaliv, in the Air Force, and in the Spitce Azeney with
this hiogr: 1pl,u,1l approach. Nearlv everv time that even a bricl bio-
araphical fnventory has been tried on scientists. it has heen found to
Lave promising validity in the initial sample stndied. However, we e
uncertain about the amount of loss in validity that will occur in second

and third stadies. We recounize that indirectly these ftems are gettig
at w hodgepodge of motivational and personality traits sucthc as work
habits, attitudes. interests. values, fumilv and  academic history, and
%r‘ii‘{‘l’:i] Iivr%mnﬂih" (‘li'ii‘?tf‘ti‘f’i%”{!‘% \;: 13{ sty }rn‘v viarious L‘gl}tli(li;('ﬁ
ments, umucmnwnta. cte., 1]1(} are bung _}H’ngmrmmd in dli;‘e,*n*nt
ways 0 that the prohability of their eventually being creative is chancing
cither favorably or unfavorably. This program within cach individiial
probuably becomes less modifinble as time pisses so it provides one basis
for predicting future characteristios el perfornmance. Manv of our 600
Biographical items being tried on scientists would be suitable for trial nse
with high scliool and possiblv junior high school students,

Some Final Comments

As we look at this total challenging field, we believe, until shown
otherwise. that quite different Iis\f}]()lnﬁw I processes are involved whos
we learn existing knowledge and svstems than whon we produce new

ideas. new knowledge, wnd new systems, Education may teach poople
to recite the past and repeat past pert rmances more often than Lo
prepare them o develop new things or even to be e ready for now devel-
opments by others. As a result. the perspectives of edncated porsons may
be directed more to the cast thun forward. People are probab) v heing
far better prepared to perpetuate the past than to take rview steps in the
future that might improve upon the past. Certainly, one does not hncl i
wide readiness for progress, Too often, strong fears rather than positive
abilitics emeize when the opportunity arises to take a new step torward,
to pioneer at the frn‘ﬁt:& 's. The sheer amount of education mitv not he o
good basis for identifving those ready to take a new step.

We may need to identify and develop people who can learn the past
without taking it too s:rrmusl}f (15 some unfortunatelv do even to the
point of almost wc’n*%hippiﬁﬁ' it). We reed people who can 1ientally tov
with and manipulate man’s knowledge and ideas and products of the

past. who can use the past as a springboard for the fLItL_I’E developments,

and who can find new leads and do something with those leads to
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improve npon the pasi. In other words, mavhe onr tae s o prmlm}c'

more minds that are “tomorrow minds” than “vesterday minds.”

I am repeitedly concerned with restrictions, inhtbitions and deter-
rents within a person as contrasted with freedom within hine T oam sad-
dened when I find within myself or in others that some of these inhibitors
are really sell-imposed restrictions that reduce the possibility of cenerat-
im'_f: new, fr::ﬂr—.h ?i')]iiﬁﬁn‘a’ in pi*fﬂ)h’sm areas. 'T'hvf;u Tmil'f!in restrictions can
,ﬂm_k }]15 (‘Hillth tlmt wm’i][l (it]ll-t‘“*lh;— ]l_r{l.l;l_ to succe :s:a!n_l pe rformance,

[ am ;11%:) concerne d whcﬂ [ sense th;lt nmiu' J(Ii’l'liﬁi%[‘f{ifﬂi'% ’uhn

nftf, 1 oseem tn h{' mu:‘h more ,,ltmrstcd in c:—nntrnls ﬂ'.;m in ProCress. f}n
this point of organizational cortrols, the creative j.rsons may be the
ones who will most ;Ijﬁ'lirf*t;‘filh‘ the neco ity of a few very good rles in
in (:rf;giung,ttlﬂn (. :_mtrm]\ ux may bhe most sensitive to unnect rEsary
rules that are built in Ly pe up]v The ereative mav he those who attempt
to work their way out of such needless restrictions,

This report has been much more “upon thinking and research
on creative talent in science (cespecially phvysical science) than in the
arts and other fiel {(though creative writers have been studied ). T have
stated more than once before that science may hie more to learn abant

creativity from the arts than vice versa. I am also aware that most of
the recearen work to date has been done with adults instead of with

children.

It will be much healthier when we can sharpen and reduce this
lone list of characteristics and also tie the appropriate ones to different
types of creative tal-nt. Nonetheless it is good at this stage to have so
many tangible and suggesiea leads to try.
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n Summary ...

Human Variability and Learning:
Recurring Themes and Research Suggestions

Warter B. Warr TEN

Hardly a boaok, article or monograph written in the field of education
or psychology fails to make some reference to human variabilitv—
individual differences. Indeed, it is a point of honor for us to affirm that
curriculum content and instructional aetivities must he geared to the
individual diffe rences ot learners. We are convinced that these variations
in human traits and abilities are a reality. Not alwavs are we convinced,
however, that these differences are ffm::d or that thu do, indeed, cnter
into the pmcease F ]c arn lnL, Fnrtlmatelx thmz are few amrzmﬁ us w lm

)
]

c:‘} aptér Durmg a di'%* nssion nf HH knn'mng prr‘mvss qnd nF mdnldual

differences one student asked, “But how can we do away with these

individual differences?”

A discussion of differences among learners properly opens to question
the belief that the existence of such differences necess: arilv supports
separation of pupils. Some people take the pmztmn that differences
among young pcople (with respect to ahilities and performance) make:
necessary the division of these students into a vomher of ability levels
or groups. |

Based upon such logic, the kinds of differences hetween hovs and

irls described by Thelen and Lippitt—difference, regarding organ za-
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would lead to the eonelis=ion

tional skills and interpersonal sensitivitios
that separate schools, or at least separate clussrooms, should be estab-
lished for the so s, This approach would have the apparent advantace
of matching education to the special abilitivs of the learner, with the
girls seeking to extend their scnﬁiti\’it_x* to human relationships, while
the bovs focus more and more upon orcanizatios ' skills. Would it
not be cqually logieal. however. clz liberately to plan expericnces to bring
these groups together for the purpose of learning from cach other? Do
sensitivity o relationships and proficiency at organizing tasks represent
talents which can be dev loped 1o a high level in one aroup of children
and be largely ignored in others?

Denemark clidms that we should not e hound by sucl an “either-ao
maode of thinking and savs that it is possible for an educational program
to Ii]"(i?f(‘h‘ ilﬂ”flﬁt‘:{‘d ﬂvwﬂnpmc‘mt ﬁf' %Iu!ci;ﬂ skills :md abilit:  vhile

T]n: pmsmml L"x}):.‘ll{-llt;-i_‘ nf many rduvutur% wnnicl c*—nuﬁrm the significance
in their own learning of obligations they have had for teaching others. 1t
is often true that items supposedly learned have not become full SVI-
bolized until the individnal has been calle 1 s o explain them 1
others.

A skeptic might well raise this qoostlon, "What if the bovs don't want
to Jearn sensitivity to suman relationships, and only want to develop
their organizational skills?” The question is provacative, perhaps even
defeating, for we have all observed children who do indeed have a
particular skill or ability (individual difference) and who want only to
exploit this skill or ability rather than learn other skills or hecome able
in other ways. In this eonnection, Alpert’s suggestions are germane. He

-

wuuld pr;)h:ﬂ}h* 1*(*%:{1:‘311{? to the Fi‘ri‘g"g‘iiiﬁg qm*%finn ?33; ’;u‘ing that if

we nee fmf he o 'u*uwa!. Thw mquumg motive *g.m_:]d gf;;;*rglng: ﬂ!l;‘
children to find out about other people. about things and about processes
in their culture. For cxample, such a motive would not only serve well a

hov's skill "1 organizing, it would al<o push him into other significant
learning.

Opportunities for learning d- pend. of course, uporn the neept of
the roles of teacher and learner which edueators :‘md students hold,

Undergraduate eollege students reveal in their comments some signifi-
cant notions akout the roles of teachers and students a d about the learn-
ing pi cess. Sometimes they will sav to a Pftjf"’%"i')l* “I learn most
when my instructors conduct a straxifht lecture course.” Unfortunatelv,
the, gquote s almost verba' n. It should be noted that this student
perceives himself as passive in the learning situation and accords an
active role to the teacher. Wo- 1y of note also is the fact that this student

8
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rnakes no mentocs of other poople in his class or group. Lippitt eaoplicitly
indicates that o pattern of classroom operation conducive to learning is
one in which caci person (including the teacher) subseribes to the group
coul of furthering the learning of all persons in the group. Tn sucla setting
group mensbers have ecomplete acceptiance and understanding of the fact
that individual differences within the group help rather than hinder
acliievement of the learning gools identified and accepted by the gronp.
These two points make patently clear that such a process does not succeed
nnless the function and responsibility for learming are widely shared

the classroom,

Ee::urring Themes

l:;'-rs cortain n:h»a_,s seem to recur, ’Ilu—sv htl;l]]d.‘% Or common .’IL‘-IHL‘I]L‘S Uf
individual diflerences and learning enable us to view pupils diflerently,
Hopetully, these clements will encourage us to work more effectively
with children, or to engage in research which will make education a
more significant experience in the lives of all persans. What are the mujor
points that emerge in regard to human variability and (carning?
Preoccupation 1cith emotional upset deters lecarning. The research
repeted by Sarason is especindly telling in regard to this point. Fe shows
that anxiety and test scores arc [-wersely related, suggesting that pupils
take their anxiety to learning and or testing situations and the self-same
anxiely has an adverse cffeet on performance, VWhat may be even more
ing is that Sarason shows us that high-anxious children are dependent
people, Mass education, as practiced in the United States. almost demands
i]mt pii’pik be inde ])t-*ﬂd{*nf in some of ﬂu}ir léﬂi‘ﬁfl’l” Endenwjr; A ic-a‘u:*?n;*—f

are Ru h“m any d{"mand: upfm hra hmr and ,1th:‘ﬂt1nn Thrﬂ ;]H_X]I_’t} UF
these children, then, almost forces them into a “poor-learning” category.,

In this same connection, Lippitt’s analvsis of the way in which an
individual relates himself to a group invites speculation. The pupil who
tukes the withdrawal solution in regard to the group, is demonstrating
that there is a variance between his personal interests and 'tlmsc of the

group which, for him, are uncomfortuble. The emotional stress generated
pushes the pupil into a pg}:éh:ﬂmﬁ al position that cuts him ;;FF from: the
learnine potentially available by his being in the group.

The modces by which one I{*arns are unique. Tavlor's chapter should
serve as a veritable hombshell to educators! The research he reports is
sayving to us in rather ciear-cut terms that people choose different roads
to learning. Those vwho depart from the school-sanctioned methods of
learning may be those who are now being identified as creative. For

[l{lc 2
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evample. Tavlor tells us that some creative people are characterized
oy thelr capaeite for vedelinition ol problens: others by their tendeney
to “think ut right anelos” to the wonp daring a disenssion, swhile still
others are divergent i their thinking, e thes claborate and expand on
the matter hefore thenn Admittedlv, o enltor determines what people are
to dewrns but, should a culture huve an eflicial mold recarding how people
are to learn? As one grasps in Tavlor’s report the conditions in which
people are creative, one gets o feeling that it s when the person s ot
actilly required to be like others or when he elects to be ditferent from
others,

The wngueness of one’s swava of learning is brought out alse o
Sarason's research, [Tt anxiety a person possesses is o dinension of his
uniqueness, and it high anxiety predisposes a pupil toward dependency
on the teacher in learning tasks. then we see a made of learning predicated
by an aspect of individual ﬂ;ffen‘ncr l,hf:* kind of person the learner iy
determines how he shall o a0 Hoovever, the statement could e turned
arotind and not be fnvalid. Th;lt . Iaw o person learns determine i
paurt, the kind of person the learner s,

Motives are learned and cice direction (o learning, 1t §s a0 <bnddard
phrase in education that we “capitalizve on the interests (iotives) of
children.” We secnvio assume that exercise of the motive will in some way
canse pupils to perceive school more positively, to become imbued with
the spirit of learning, and. therefore, to learn better, Essentiallv, this point
of view relies an children to acquire new motives aboat learnine and their
relationship to the school. Exercise of one saotive will, hopefnlly,
cenerate new motives, Alpert now tells us that, sinee some motives are
learned, the teacher can conscionsh teach children new motives. This
would not be done throngh a conrse of studr or a0 rnal curricnann
cuide, hut through teachers’ minute-to-minute relations. ips with children.

Thoelen also alludes to ’I’n:% fact that ’mntixf{‘@: give directom to learnine.,
In his account of the students who gave fr.2-associ ive comme . ts sibout
pictures of soeial revolutions, he indicated that th: students” comments
reflected their motivition. It is this tendency for fearning to be selective,
beeause of pz;irr;*-t’!ptfnnq of experience and motivation, that probabiy cang =
Alpert to suggest that we trv to teach pupils the inquiring motive. Whon
students are u:qul;ﬂtnt_:- they will, perhaps, .ot only have an avidity for
expericnce, hut the experience they accumulate will give them a much
broader base on which to make judgments.

The social-cmotional climate infliiences learning. It wonld be a gross
distortion of f: * to suggest that this point is semething new to psyvchologi-
cal and edueational thought. Yet, conversations with some teachers would
have us believe thot learning is something entirely depender' on the

ivi

learner’s inner perceptions, motivations, goals and self-concept. The
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socholars wwho presenced suapers dorvine the Fitth Carricnbon B ey

Institute are eloguent in their statements of external bactors that o et
learning.

For instance. Sarason’s emphasas on the testing situation as influenc-
ing the performance of pupils points the finger to esternal, or sitnational,
fuctors and their impuacet on learning, Indeed, the Tast section of Sarason’s
chapter is devated to snggestions for altering the social-cmotiona] clinaie
so that high anxicty is reduced and learning improved. Thelen presents
research data which indicate how much more effeetively people lean in
groups organized aronnd vood human relationships and concerns o the
individials than thev do in eronps which are “teacher-centered.” Tnoa

mewhat similar vein Lippitt reviews rescarch which makes clear that
Alpert’s proposed program for the shaping of motives is strongly depend-
cnt upon the social-emotional climate created by the teacher, Tt is import-
by oo teacher to pupils who engage ina hehavior which mani osts a certain
motive, Do virtiie of the fact that the teacher has a role in the shaping
of childven™s raotives, we ads it to interpersonal (social-emotionald fue-
tars affc eting learning. :

Learning is 1 complex proeess. Tt is all too casy to assiume that learine
is simply a function of the intellect—that one’s mental “horsepower™ is the
factor influencing learning, 1f o teacher falls prov to this assumption Le
is then apt to place the full hurden of responsibility for learning on the
pupil. Tt is obvion. that a person’s intellectual capacity must infinenee
learning, but there is adequate evidence indicating that high uability
students are sometimes poor learners.
learning has more to it than the exercise of one’s intelleet. We are told
that one’s relations with o group determine to s e extent how he shall
learn. and that his self-concept also is a determinant of learning. To make
the picture even more complex. we are told that the kind of motives
possessecd by a person and their arrangement in hierarchy are important
factors in learning. As if this were not enough, we are now aware that the
level of anxicty a person has will be reflected in his learnine,

There is an overarching notion of learning that appears to emerce
from the ideas presented in this booklet, The notion is that learming is a
function of the exploite o of one’s uniquencss as a person. I we ask

corme to mind. Curiously enough, these are the sam factors that scem to
hear on' learning. While rashly proposed, it is sincerely meant that human
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unicqueness and learning are reflexive. To sav it differentlyv, inigqueness

influences woarnimg and learning contributes to uniqueness,

Suggestions for Research

One of the cood things about this booklet is that it raises more

qquestions than it answers, Research seems to have the effect on people of
causing them alwavs to want (o know more, Tt is good that this is true,
A trap we can fall into all too easily s that of taking researeh findings
from one discipline and ;11‘:1‘)]1. ing them bodily in the context and -otting of
ttmtlul .md i]l”i rent dlise lp!lm* “ ¢ %hmi]d 1ot, it)r X d!jlph i’IL CRome

i"dli(‘iﬂ!é)!]d] 5]t1hltl§3n. Hc*:avu_rzh _fmdmf;s lmm other d]h’i.lpliﬂlfﬁ Bnl}' have
curticulum implications. To b usc ]l snecessfully by educators these
findings must first be rescarched inan educational setting,

We present the following problem areas for consideration and pos-
sible rescarch. Admittedly these may not be the most important proble.as
to be considered, nor are thv a complete listing of problems. Rather,
these may serve to illustrate one way in which the papers in this hooklet
micht he vsed for further researeh and eurriculum cyperimentation,

L Ieow canwe determine how children see themselves as learners?

There is hardly any donbt that one dimension of himman variability
ix the self-concept held by individuals, Much time and effort have heen
spent to quantify the self-concept. but other dimensions of it need to he
studied. We are in dire need of techniques for studying that aspeet of
the self-concept dealing with the view that a person has of himself as a
learner. Ounee having determined this we can take the nest step and
attempt to change children’s negative view of self as a learner to one that

- more po- tive,

2. What is the corelation beticeen able, poorly aclhicvin - studenty
and creativeness?

Calv.. Tayvle indicated that there was a slight Iiég—ﬁtii’v reli ‘on

hetween intelligence and creativity in industrial situations. Is the same
thing truce in ot publie school classrooms? Perhaps such a &;ﬁ dv wwanld
tell us whether we are creating an official school mold wl ch o1 %7
must fit. It may suggest, too, whether the children who do noe - - i
are the more creave children, At this point we eanonlysp - - o

answers when we so desperately need facts,

3. How can the teacler create a learning climate in whicht 1 .+
pemissible to say I don’t know"™?

We could hypothesize that children will have less anxiety and will
learn better in classrooms in which there is no stigma attached to not
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knowing something, Is it possible that such | fearnimye climate wonld
reduce imderachiovement? Obvioushv, such o research would necessitate
anagrecment about the roles of the teacher and popils in the c:w;pvrmwnt;i]
clussrooms, Tt womld be inderesting 1o see <hether the I don't know”
climate of learning wonld cause some childeen to lose some of their
mativation to achieve,

A Towhat extent do toachors dlisteilide the frnetion of daned respornsi-
Lility for learning in a olassroom?

This. too, v uld "o essentially a stady to help define some aspects ol
@ climate of Tearning in o classroom., I learnine is an acfive Priv. csd. as
the chapters in this sooklet sugeest, then we must know Cand lewarn how
Lo ineasure ) now o ir:'t rln]drcn i1 nnecl n .wtngtu_.a thlt will L—nlhic-
mthn -Or (IIEIH}tU““(% t!mt I_Ih m.m:uk untzﬁ ;ﬂ.)ilut in }115 t:hnptmx It is
entirely conceivable that such o rescarch would teach us the exient to

which we must take responsibility: for children’s learning and the extent

to which that responsibility can be delecated to the children. This would
make an ideal action vescareh project for a faculty group to pursue, since
Al types of aetivities conld be considered nd manv forms of grouping
tsed,

5. What can be done to hely children decolop a positice understand.
i of individual difference?

There would he two major purposes in condueting a study to answer
the guestion as pored, The frst purpose is entirely p]nlnﬁnplnc il in
nature, recognizing that a tenet of democracy is to re spect the dignity of
the Tinman personality. However, the second purpose is psvehological in
niture. The quest for and discovery of human variation from one indi-
vidual to the nest in any group could help to ideniify the group as an
TGOy lmphut]v de iht;:—ltrri to hnt]wnn ﬂni ]{’:ﬂ‘mng ()E ;ﬂl 1ts mvmhcn

l']]i‘ﬂ] to ﬁm;l uut how t]u C’lt]]{‘f person is diﬂvrcnt Pi‘lﬂ’ldl‘}- g :;I e tf;iif:héré.
will recognize this as a modification of the sharing period so common in
our schools. Tt could be handled also by using a rudimentan projective
technique such as asking cach child to tell or write what is seew in o
picture used. for example, to illustrate work in social studies, industrial
arts, physical education, biology or English.

6. To what extent do teachers’ attitudes about grouping affect the
learning that occurs in groups?

One of our commonest educational practices is to give a test to

measure some skill, ability or trait and then to group ehildren according
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test score, is recarded as the Hox, the caalvtic agent that wiil cise learn-
ing to ocoeur.

If the teacher is a member of the classroom group, as Thelen and
Lippitt propose thev should be, then vwhy should we not admit that the
teacher's attitudes about certain kinds of children, or certain degrees of
skill, or certain abilities are a factor influencing the children’s Iearning?
For example, suppose a teacher regarded high ability readers s snobs,

c-vnlil ]Tlf;" c]i%guiq(* thié: i-’v{*ling 80 tha’t it would not ;1(11-‘(*1’5{11}* alfeet the

. How con w cneonraee f]iz‘-f?rffz?nf ff;inki;z” in classroams?

Tlns problens has many lacets, We could inquire about the degree to
which divergent thinkin g occurs at present, or the kinds of situnations that
seem to spawn divergent thinking, or whether it oceurs in certain subject
matter areas imore often than in others, Aad, if we as teachers could faee
up to the find' wgs, we might try to ascertuin what teachers do when o
child, insteacd « f converging his thmla ng (:dh‘%h;liflll”, veneralizing) be-
ains to expand. to elubarate und to “open up” the subi o even more. We
shomld not delude onrselves inte thinking that divergent tvpes of Tearning
pracesses ean be the order of the dav all the time. Can vou imagine 30
children all being divergent . he same moment? The mental picture
is reminiscent of anarchyv, This suggests we must learn how to create
opportunitics when this tvpe of learning process is cherished.

8. By what techniques can we measure learning withou! using tests?

We have all known students who “choke up” or lwgunnz ];igl:]}i
anxious when they find themselves inoa testing situation. It is serious
enough to fail a test, but the situation becomes worse when ane recalls
that entrance to college and employment often depend upon doing well
on tests. Perhaps. as Sarason suggests, we should ask ourselves the ques-
tion as to why we do so muceh testing in our schools anvway, The ma ter
mechanic need not give his apprentice a test. as we know it. He simply
observes what the apprentice does and then nakes appropriate sug-
gestions. But if the master nicchanice found himself with 30 apprentices
instead of one he, as we, would probably have to resort to more
structured wavs of appraising the performance of his charges. Testing,
then. becomes an economy measure, But economy cannot take precedence
aver the wastage of human resources if, ii.de. |, tests do contribute to
wasting the talents of some persons. By all means let us evaluate the learn-
ing of our students, but let us be at our creative best in devising evaluative
Q :

ERIC » 87

Aruitoxt provided by Eic:



E

techuigues and devices that oo Brevond the customary tests and testine

sitinitions,

A Final Comment

Having got this far the reader is keenly aware that this booklet has

ot tonched on all those facets of difference that togethe r comprise o
human being, We Lave tried only to identify selected aspects of human
variability. W then have sought to explore their relationship to learning,
The aspeets of human variubility discussed in this booklet are tose
which scemed to the writers to have a more direct relation to the
vducative process than some other aspects. For this reason we have
pluced in juxtaposition reflecticns upon creativity, the contributiong of
the wroup to the individoal and motivation. Statements made in con.
nection with each of these topies are rich in their implications for the
curriculum worker and for the tusk which confronts him.,

At the risk of plucking the same string so often as to produce o
¢ that this booklet is not intended

sl

monotone, we would conclude by savin
to converge thinking or bring closure to thinking. Rather. it is intended
to stimulate the reader to further thinking, investigation, discussion and
rescarch abont hurman variability and Tearning,
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