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CHAPIBRI 

I NTRODUCTI ON 

St a tement of ~ pr oblem. I t was the purpose of thi s 

paper (1) to define creativi ty, (2) t o identi fy assessment 

measures of creativi ty, (J) to compare creati vi ty and intelli­

gence, (4) to identi fy the teacher' s rol e i n setti ng the con­

di tions conduci ve for creati ve growth, (5 ) to present si gnificant 

features of Project I MPACT, and (6) to show the r elationship of 

creati vity to r eadi ng. 

I mportance of t he study. A recent s tudy report ed that 

prior to 1950, creativity as a subject f or resear ch was l ar gel y 

i gnor ed(Hahn, 40 :1) . However, in 1950 , Gu1lfor d(J5 :153 ), i n hi s 

Presi dential Address to the Ameri can Psychol ogi cal Associ a t i on , 

called to the attention of i ts members t he appalling l ack of 

research on the topic of cr eati vit y . He noted that of some 

121,000 titl es indexed i n Psychol ogical Abstr acts f rom its 

beginning until 1950 , only 186 wer e definitel y rela ted to 

creativity . 

Not only has the scene changed si nce t hi s time, but i n 

the decade of t he sixti es creat i vi ty has become more than a word, 

"it i s an incantati on • • •• a kind of psychic wonder drug, 

powerful and persumabl y pai nl ess , and ever yone wants a prescri p­

tion"(Gardner, 28 : 32 ). 
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Yamamoto (l00 : 308 ) , i n hi s survey of research on 

creativi t y , has perpetuat ed t he same tone of skeptici sm as t hat 

gener a ted by Gardner . He says , "The f i el d i s effervescent and 

it i s not easy to achi eve a well- bal anced perspective of what i s 

really happeni ng . " Perhaps what i s r eally new i s t he growi ng 

r ealization t hat creativi t y exists i n every man, not jus t a 

gift ed few. Dye (27) , Anderson(3) , Masl ow(58 ) , Gowan (24 ) , 

Schulman (?) , Tayl or(80 ), Rogers (66) , and other s have contri buted 

writings and research i n which they suppl y evi dence i n support 

of t his t heory. An anal ys i s of t hese studies r eveal s a myri ad 

of hYPOtheses; yet, i n each s tudy t he conclusion was t he same­

cr ea t ivi ty exis t s in some mea sure i n al l i ndi vi dual s . In t hi s 

s tudy an at t empt was made t o supply additional i ns i ght i nto the 

scope of creativity as i t pertai ns to al l persons . 

DEFINI NG CREATIVI TY 

Creati vi ty i s a mul t i - faceted concept whi ch l ends 

itsel f to a divers i ty of approaches. Ha.hn (40:l ) has proposed 

t hat crea t ivi ty can be defi ned as (1) a pr oduct , (2 ) a pr ocess , 

(J) a ki nd of person, or (4 ) a set of conditi ons . Another study 

conduct ed by Rhodes (65 : J05- 310 ) offer ed s i milar definiti ons . 

Rhodes collected f i f t y defini t i ons and out of t hese deci phered 

four strands i n terms of (1 } person , (2) process , (3) pr ess 

(i nteracti on bet ween human bei ngs and t hei r envi ronment) , and 

(4 ) products as embodi ment of i deas . 

One of the field ' s mos t prol ific writers on cr ea t i vi ty , 



J 
E. Paul Torr ance (90 :4 ), i s a s trong advocate of the process 

approach . Hi s bia ses are quite easily seen in his definition 

of cr eativity : 

• • • • the process of becoming sensiti ve to 
problems , defi ci enci es , gaps in knowledge , mi ss­
i ng elements , di sharmonies ; i denti fyi ng the dif­
f iculty, searchi ng for sol utions , maki ng guesses, 
or formulating hypotheses about the defici encies · 
tes t i ng and retesting these hypotheses •• • • a~d 
finally connnunci ating the results . 

1•iacKinnon ' s (55: 228 ) concept of the process approach includes 

the di mensions of origi nali ty , adapti veness , and r ealization. 

Thi s process may occur as an act of "effective surpri se"(Bruner, 

13: J ) and it may even appear obscure , unknovm, or unverbali zed 

by the person hi msel f(Anderson , J :35). 'Ihis act i s a "unique 

response , per sonal to the i ndivi dual " (DeBoer, 22:436). Novelty 

i s an outcome of such a process- novelty for the i ndividual 

as he uses hi s concept of the world i n an effort to sati sfy his 

needs( McCleod , 53: 162 ) . But , essential to i ts development is 

a background of knowledge and processes . An individual must 

have t he equi pment with which he can be creative . Hard work 

i s as much a part of creati vity as i t i s of other cognitive 

processes . It requi res the i ndi vidual to be self-acti ng rather 

than a receptacle of facts. He must be wi lling to approach a 

problem from many angles and become proficient i n using hi s 

background of facts and processes in new and meaningful ways . 

Thus , this f l ash of insight or genes i s of a novel i dea come only 

after a period of preparation, concentrated effor t , withdrawal 

from the probl em, illumi nation, and eval uation( Ma.cK1nnon, 55 :229) . 
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Another l arge body of evidence has been accumul ated 

whi ch supports t he theory of creativity in terms of perso­

nality traits . 'Ihe f indi ngs of these studies have given rise 

to the detailed lis ting of the characteristics of the creative 

indi vidual . These f indings cannot be interpreted to mean that 

a creative person will exhibit all these characteristics. It 

is even more unlikely that two persons who have developed 

s i milar characteristics would have devel oped them to the same 

degree . 

Gu1lford(J7 :108 ) has suggested that the "creati ve 

disposition i s made up of many components and that its compo­

sition depends upon where you find it." He further stated that 

when the problem is approached from the standpoi nt of individual 

difference s , the most nat ural scientific techni que to apply is 

that of factor analysis . He has used this approach exclusively 

in the Aptitudes Project at the University of California and 

has concurred that creative i ndividual s thi nk with gr eater 

fluency, wi t h more flexi bi lity, and with greater origi nality. 

A combinati on of these factors constitute the divergent level 

of thinking as explained i n his "structure of the intellect 

model . " For Guilford , this area seems to be the most important 

component of creativity. 

Lowenfeld and Guilford ' s f i ndings regarding the 

characteri sti cs of creative persons have been al most synonymous . 

Thi s parallelism becomes qui te s i gnificant when one realizes 

that Guilford ' s subjects were engineers and scienti sts , whereas 
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Lowenfel d ' s were art st udents and artist s . The ei ght criteria 

proposed by Lowenf eld (52 :12- 13) include sensitivity to problems , 

fl uency , flexi bility, origi nal i ty, ability to redefine or re­

arrange, anal ysi s , synthesi s , and coherence of or gani zati on. 

The concept of "openness to exper i ence" as a condi t i on 

for creativity i s r ecei vi ng much att enti on i n t he literature 

and research on creativi ty . Abraham Ma sl ow(58 ) has made a 

si gnificant contri bution t o the devel opment and application of 

thi s t heory . He contends i n hi s t heory of "sel f -actualization" 

t hat t he need to know, and the need t o understand are pr of oundly 

rooted i n man ' s bi ol ogi cal nature. In thi s context cr eativity 

can express i t sel f i n a style of livi ng. It becomes an atti tude 

t hat everyone can achieve (St ei nber g, 77 :125 ). 

In support of t hi s t heory, Roger s (66 :ll) mai ntains that 

the 11a.bili t y t o be really open t o all t hat i s goi ng on i n the 

external and i nternal world and to react adapt i vel y t o i t , i s 

per haps the heart of both creativity and psychological maturity . " 

Thi s concept i s most r efr eshi ng because it relieves us of pre­

senting a t angi ble product. 

It i s apparent that no one def i ni t ion has been contrived 

fact ' researcher s i n the same f i el d cannot that sat i s f i es all; i n 

ti Due to these many i nterpr et at ions, agree on any one defini on. 

advised r esearchers to be most explicit Yamamoto(l 00 : 309 ) has 

i n thei r defi ni t i on. 

everyone t o agree on a 

He says , 11 There i s no absolut e need f or 

s i ngle universal meani ng of creativity, 

Shoul d be cl ear about what they mean but at l east i nvest i gator s 

by thi s wor d . 11 



In the final anal ysis , Jackson a ,1d Fessi ·k '''7 : 21 ) 

riainta i n : 

• • •• it i s well to rernember that theories of 
creati vity are themselves creative products. As 
such they must a bide by the same laws as those they 
are des i gned to unearth . The day on which we ar e 
certain how to construct a theory of creativity will 
8l so be the day we are certa in how to construct a 
poem. 

6 



CHAPTER II 

CREATIVITY AND I NTELLIGENCE 

The use of conventional i ntelligence tests for the 

identifica tion of creative abilities has come under i ncreased 

cri t icism in recent years . Current literature i s emphasizing 

the necessity of using tests designed exclusively for the 

assessment of creative abilities as replacements for the 

traditional intelligence measures . The most predomi nant 

criticism of the conventional instruments is that high scores 

on standarized tests do not necessarily imply hi gh creative 

productivity(Hahn, 40 :8 ). 

Discussi ng the rel ationshi p of creativity and i ntelli­

gence , MacKinnon(57 :484} comments : 

Over the whole range of i ntelligence and 
creativity there is , of course , a posi t ive rela­
tionshi p between the two variables . No feeble­
minded subjects have shown up i n any of our 
creative groups . I t i s clear , however, that 
above a certa i n required mi nimum l evel of 
intelligence which varies from f i el d to fiel d 
and in some i nstances may be surpri singly low, 
being more intelligent does not guarantee a 
corresponding i ncrease in creativeness . 

Guilford(J5 :16J) has reported that standarized measures, 

such as the Stanford- Binet Intelligence Test, assess only a 

few factors in the structure of the i ntellect . He further 

has stressed that different IQ t ests concentrate testing on 

7 
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somewha t different factors and regardless of t he emphases 

they are probably very much confined to the measurement of 

cognitive abilities to the al most compl ete excl usion of diver ­

gent thi nking tasks . He says : 

If correlati ons bet ween i ntelli gence tes t 
scores and many types of creative performance 
ar e only moder a t e or low, and I predict t hat 
such correl ati ons will be found , it i s because 
t he primary abi l i t i es represented i n those tests 
are not all i mportant for creati ve behavior, It 
is al so because some of the pri mary abi lities 
i mportant for creative behavior are not repr e­
sented i n t he test at all •• •• we must look 
well beyond the boundaries of the IQ if we ar e 
to fathom the domai n of creativity (Guilford , 37:84) . 

Getzel s and Jackson (Jl) have also concl uded that crea-

t i vi ty and i ntelli gence are not synonymous . '!be results of 

their s tudy indica t ed that the hi ghl y creati ve students were 

just as superior to the total school popul ati on on achi eve­

ment scores as were the high IQ students . '.Ibis equal ity 

exi sted even though there was a twenty- three poi nt dif­

ference bet ween the average IQs of the hi gh IQ students and 

the hi ghly creati ve students . 

In the Utah reports on creativity, t here has been 

more than one i ndica tion that creativity scores and IQ scores 

are essentially unrelated or at least onl y mi nimal l y related 

(Taylor, 81) , In another r ecent experi ment, Hahn(40) found 

the correl ation between verbal IQ scores , as measured by the 

Differenti al Aptitude~' and creati vi ty measured by t he 

total scores from the Ni nnesota Tests of Creative Thinki ng, 

Abbrevi ated .E91:!!! VII , to be . 0067 . This experiment used a 

sample of tenth, el eventh, and t welfth grade boys whose 



intelligence quoti ent s ranged from the lowest to the hi ghes t 

per centile as defined by the DAT manual . 

9 

Yamamoto(lOO ) r eported t hat the correlation between 

measur es of creative thi nking and intelligence to be low(. 20-

. 40 ) in the general unselect ed popul ation and practically zero 

in high ability, selected popul a tion . He also found that 

correlati ons seemed to be slightly hi gher for girls than boys . 

Other researchers , Meer and Stein(6o) , Torrance(86 ), and 

True (92) have also submitted evidence which concluded that 

there i s little or no correlation between creativity and 

intelligence . 

Implica tion. More intensive study needs to be done 

bef ore we can know the contri buti ons or limitati ons of these 

areas one to the other. 

Concl usi on. To do away wi th the tradi t i onal intelli­

gence measures would not solve the problem of those individuals 

who are concerned with the assessment of creati ve abilities . 

Either intelligence measures need to be expanded to i nclude 

the factors encompassed by creativity, or reliable and valid 

tests of creativity need to be cons tructed. Such tests of 

creati vity have been constructed and even though their use has 

been limi ted and their reliability and practicality questioned , 

the resul ting data verifies the i nadequacy of the conventi onal 

measures for the as sessment of creative abilities . 

MEASURI NG CREATIVITY 

In as much as crea tivi ty is a complex, multi- faceted 
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concept , measurement of such a concept entails a diversi ty of 

assess,nent me thods • 110s t of t he present assessment instruments 

are desi gned from Guilford 's structure of the intellect model 

(Yamamoto , 100 : 312) . The pr evailing influence of Guilfor d ' s 

philosophy on other researchers and authors justifies an 

analysi s of hi s t heory of creati ve abilities . 

The semantics cont ent sl ab of his i nt ellect model 

provi des exampl es of t asks required for divergent production. 

Such t asks i ncl ude : 

1. Idea tional f luency : To produce many ideas . 

2. Spont aneous flexibility: To generate many cl asses 

subsumed under an i dea . 

3. Associa tional fluency : To produce manipulations 

having an idea in common. 

4. Expressional fluency: To produce many sets of 

i deas . 

5. Origi nality: To produce 11effective surpri se . " 

6. Semanti c elaborating : To produce many det ails 

ela borating an 1dea(Gowan, 24:12- 13) , 

Guilford ' s (36) testee may be required to name a s many uses 

as he ca n of a common bri ck , or to write a s many four-word 

sentences as possible with no word used more than once, or 

he knows for the word "good. " Each to 11s t all the antonyms 

by t he semantics content slab fall in of the tasks required 

the verbal ca tegory. 

O\'ffi 1 

model and adding some tes ts of thei r Us i ng Guilford' s 

( ) developed a battery of test s Getzels and Jackson 31 



desi gned to measure creative abilities . These tests were 

firs t used to i denti fy highly creative individuals i n a 

priva t e school. 
Conclusions drawn from their study revealed 

11 

tha t highl y creative individuals are more productive in 

frustrating tasks and are less creative in closed tasks such 

as drill. Getzels and Jackson(3) have also designed tests 

that can be used with elementary school children: (1) Just 

Suppose Tests , (2 ) Imaginative Story Tests, and (3) Guess and 

Ask Test . 

Torrance' s (90:8) i ndex of creative abilities cl osely 

parallels Guilfor d ' s : sensi t i vi ty to probl ems , fluency(the 

ability to produce a l arge number of i deas ), f l exi bility(the 

ability to produce a variety of ideas) , origi nality(the abi lity 

to produce ideas off the beaten track), elaboration(the ability 

to fill in the detail s ), and redefinition(the ability t o de­

fine or perceive in a way different from the usual, established, 

or i ntended way) . Examples of tasks included in Torrance's 

tests a t the elementary level are: (1) perception of ink­

blots , (2 ) picture construction from dots , squares , circles, 

parallel lines , and shapes of colored paper, (3) verooliza­

tions while pai nting, (4) symbolizations of words by lines, and 

(5) des i gns from standari zed materi al s . 

Torrance(86) used several methods of anal yses for 

obtaini ng measures for each of the abilities tested . How-

ever , in each of his analyses, the testee ' s responses were 

assi gned values rela tive to their probability of occurrence . 
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Hahn(40 :6- 7) reported the following differences 

between t he tests of Tor rance and Guilford : 
1 . Torrance designed hi s tests for children usi ng 

tasks encompassing the entire creative process ; whereas , 

Guilford ' s tests were developed to assess s i ngle factors . 

2. Hore than twenty- five tasks have been identified 

and employed by Torrance to experimentally test a l ar ge range 

of subjects from kinder garten through college . Guilford ' s 

i nstruments were devel oped for the evaluation of scienti fic 

personnel and their products only . 

3. The emphasis in Torrance ' s research has been on 

the assessment of a product; whereas, Guilford has emphasi zed 

the direct measurement of thought or the cognitive processes 

which result i n a final product . 

Other tests in extensi ve usage are : (1) Minnesota 

Tests of Creative Thi nking, (2) Galiforni a Mental l'B.turi ty 

Test , (3) Harri s Creativity Test of Imaginative 'nlinki ng, and 

(4) Burkhart ' s Divergent Question Test . 

Tests that claim to measure creative ability are under 

constant scruti ny by researchers and educators . Project 

HlPACT(62 ) encountered serious diffi culties i n using the 

I•iinnesota Tests of Creative Thi nki ng for the purpose of i denti­

fying creative potential. Such di fficulties were associ ated 

with reques ts to do tasks under time limits; start now, stop 

now. Teachers and school administr a tors often i gnored the 

spec ific tasks and t i me l i mits i mposed by the Torrance tests 



and pr oceeded to build their t k own as s at times of their own 

choosing. The study criticized the concept of structure as 

found in these tests : 

St r ucture i s generally confli cti ng and cont ra­
dictory to creati ve thinki ng especi ally i n di vergent 
stages . Structure i s present from t he s t art i n items 
used on creativi ty i nstruments . An item whi ch asks 
one to l i st the uses of a pencil brick or tin can 
or to •1ake up questi ons about a ~i cture : al ready ha~ 
structured the responses considerably . 
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One of t he mos t urgent needs i n thi s area i s t he acqui s­

tion of addi t i onal i nformation on the reliabi lity and validity 

of the already exi sti ng instruments . Investi gators need t o 

t ake stock of what i s ava i l able in an effort to avoid develop­

i ng numerous unrel ated or private tests(Yamamot o, 100 : 313) . 

Non- test ways of i dentif yi ng creative behavior . Teacher s 

can i dentify crea tive behavior in students i f they are awar e 

of how it i s exhi bi ted . However, Torrance(BB ) , Get zels and 

Jackson()l ) , and Goertzel and Goertzel (J2 ) have reported re­

sults that i ndi cate t eachers sel dom enjoy havi ng creative 

children in their cl asses . Treff1nger(91) , i n an encourag­

ing note , reported that teacher atti tudes toward creati vi ty 

were i mproved through i nser vice programs designed to devel op 

i ncreased understandi ng of creati vi ty , 

Even though Torrance(90:11) advocates the use of crea­

t ivity tests , he also recogni zes t heir weaknesses as i s evi­

denced in his comments to teachers : 

1 . Some chi ldren are not moti vated to perfor m creati vely 

on tes t s . 



2. Tests usually have some time limi t and creative 
efforts shoul d not be hurried . 

14 

J. Some chi ldren show t heir creativity more proficient­

ly through oral communication. 

4. Crea tivity tests requi re trained personnel: school 

psychologi s ts , counselors, or others qualified to admi nister 

and eval uate such tests. 

These factors have indicated a need for non- test ways 

of identifying crea tive behavior. Such non-test i ndi cators 

i nclude: 

1 . Unusual perceptiveness of relationshi ps 

2. Independent, individualistic courageous behavi or 

J. Original ity in behavior 

4. Experi mentation 

5. An overfl ow of i deas 

6. Unusual flexibility i n meeting emergenci es 

7. Constructiveness 

8. Daydreami ng and preoccupati on wi th an idea or 

problem, 

9. Going beyond assigned t asks 

10. Unwillingness to give up 

Concl usion. As these creativity assessment measur es 

become more refined and reliable , thei r use in our school s will 

undoubtedly become more prevalent. Thei r maj or task shoul d be 

to give the teacher i nsi ght into the nature and degree of 

creativity exi stant in each child. The teacher can then use 



this i nformation combined with her personal observat ion , 

anecdotal records , past hi s t ories, and her knowledge of 

creativity i n aidi ng her to more effectively channel each 

child ' s creative energy toward meaningful and chal lengi ng 

goal s . 

15 



CHAPTER III 

TEACHI NG AND CREATIVITY 

How to identify and nuture creativity a t all levels 

in our educational system is a pressi ng problem of our times. 

We are aware of the complexity of our society and the tremen­

dous demands that are ma.de on its members to cope with bur­

geoni ng new knowledge . The need for creative persons who 

can accept and adapt new methods and are not easily frustrated 

by new t asks , should be a basic concern of our educational 

system. Thi s i mportant goal cannot be realized unless we 

have teachers who are aware of the basic components of crea­

t ivity , know how to foster creative growth i n their students , 

and possess the skills necessary for evaluating the effective­

ness of their techniques . 

Research findings- The teacher and creativity . In a 

study conducted by Denney and Turner(25 ), three measures were 

used to determi ne t he creativity level of thirty sixth grade 

teachers: 

1. A battery of tests measuri ng ideational f l uency , 

spontaneous flexibility, redef init ion, and sensi tivi ty to 

problems 

2. t i Of the cla ssroom behavior of these Observa on 

teacher s by trained observers 

16 
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J. Responses of twenty teachers to a characteristic 

schedule scored by resourcefulness , 
viewpoint , organization, 

stability, and invol vement 

After employment and eval uation of these measures , it was 

concluded that teacher characteri sti cs and behavior can i ncr ease 

creative behavior in students . Other studi es supporti ng the 

conclusi on reached by Denney and Tur ner have been reported by 

Arnram and Gi ese(2) , Hal l man(41), Torrance(84 ), and Weber (94) . 

An 1nservice t r a i ning program desi gned to facilitate 

understanding of creativity was f ound t o be most effecti ve . 

The program i nvol ved about 250 teachers and admini str ators 

representing all grade l evel s . Several formal presentati ons 

on current theory, and r esear ch on creativi ty and probl em 

solving consti tut ed t he bulk of t he progr am(Treffi nger , 91 ). 

Broome(ll ) , however , reported no si gni f i cant difference 

bet ween childr en ' s adjusted scores in cr eati ve thi nki ng when 

t aught by low- creative or hi gh- creative t eachers . She con­

cluded that a teacher' s own l evel of creativi ty nei ther adds 

nor detracts from the chil dren ' s creativity. The onl y measure­

ment device used in thi s study was the Minnesota Tests of 

Creative Thinking. The use of only one devi ce , especially one 

wi th so much built- in structure , in ca tegorizing high and low 

levels of teacher creativity i s questi onable . 

di ssertati on study, found l ittle James (41) , in another 

f t cher characteristics and evidence of the relationships O ea 

She did concede that the resulti ng pupil creativity . However, 

t hat with refinement and more rigorous 
relati onshi ps suggested 
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t ests , hypotheses assuming a creative relationship i n t he 

classroom could be studied . 

Even though research findings do not correlate , the 

majority of the results seem t o favor the hypothesis that 

teacher characteri stics and behavior do i nfl uence the student ' s 

crea tive growth. Theories supporting this hypothesis will be 

expl ored and evaluated i n the following section. 

Frank E. Williams (96:12) has suggested that the 

teacher ' s role is t wo-fold : 

To diverge his thoughts and create a new i dea , 
a person draws upon stored knowledge and makes new 
associations. Tne teacher ' s problem i s to hel p the 
child acquire a strong base content and at the same 
time devel op the skills of creative- diver gent thinking. 

In the above quotation, Williams has i mplied tha t to be 

creati ve one needs a s trong founda tion from which to opera te . 

Bruner(l 4 :12 ) , i n the Process of Education, has si ngl ed out 

"structure " as the most i mportant component in learni ng : 

Grasping the str ucture of a subject i s under­
standing it in a way that permits other t hi ngs to 
be related to i t meaningfull y, To learn structure 
i n short , i s to learn how things are rel a ted. 

Thus , it can be seen that the emphasis has shi fted from l earn­

ing knowledge for knowledge's sake to the use of this 

knowledge in new ways; the application of a learned principl e 

to a new situa t i on meets the criterion of creativity. 

What procedures or teaching met hods should the teacher 

employ i n order to accomplish the tasks proposed by educators 

such as Williams and Bruner? Cronba.ch(21) has emphasi zed that 

teachers shoul d not attempt to choose the "best treatment" ; 
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i nstead , they should use the treatment which is geared toward 

developing the "cognitive needs , abilities , and personality 

t raits of the individual." 

Many educators have shown concern as to the type of 

classroom environment which is most conducive to creative 

growth . Torrance(87 : 16) has suggested that whenever teachers 

change their ways of teaching, a different group of l ear ners 

become the stars or high achievers . He further has i mpl i ed 

that individuals tend to learn most effectively when given 

opportunities to l earn i n new ways best sui ted to their 

motivations and abilit i es . His five principl es for reward­

ing creative behavior have implications for both t eachers 

and parents: 

1 . Be respectful of unusual answers . 

2. Be respectful of the unusual i deas of children. 

J . Show chil dren thei r i deas have value. 

4-. Provi de opportunities for sel f -init i ated l earn-

ing and gi ve credi t for i t . 

5 . Provide for periods of non- eval uated practi ce or 

lear ning (85 :14-0- 14-2) . 

Anderson {J:51-52) has i mplied that the propitious 

environment 

Thi s system 

imentation , 

for creativity i s the "Personal ly Open System. " 

both permi t s and sti mulates ori gi nality, exper-

i nitia tive , and invention. Exampl es of the Open 

Sys tem i n educati on can be found i n the class discussion, 

j t semi nar or topi cal report 
t he term paper, student pro ec ' 

the s tudent exerci ses the choice 
on library readi ng where 
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of his topi c and i t s development . Thi o s pen System operates 

mos t effecti vely when there is an atmospher e of acceptance 

and a weal th of sti mulation from a rich and varied environment 

(4: 33- 35). 

Suchm.an(78 :9 ), an advocate of "di scovery l earni ng, " 

has found t hat an i mportant step i n entering a new field of 

study i s a period of unstructured familiarizations . He refers 

t o t hi s period as a time for "messing around." However, this 

t i me spent should result i n t he "storing up of a wide range of 

encounters to be used for the future pursuit of more formal 

and s tructured knowledge . " Discussion, a second fundamental 

learning activi ty , permits the 11exchange of encounters and 

or ganizers to the mutual benefit of all par t i cipants . " In 

di scussi ng this process , Suchman(78:ll) says : 

In free di scussion, as in play , autonomy of 
control is essential . Each participant ls free to 
give out or take in what he wishes . The forum 
becomes a ' sounding board ' for his organizers and 
inf erences. At the same time , the teacher can 
observe and feed encounters into the discussion 
to enrich the entire process. 

As a summariza tion of the teacher ' s role in further­

ing the student ' s creativity , the phases suggested by Demos 

and Gowan(24 : 6 ) possess special merit: 

1. Inspiration : This is the kind of t eachi ng which 

i e instances to please mot i va t es the pupil to l earn; n som 

Or ' of equal i mportance the freedom and emulat e the teacher , 

to ver bal l y d i sagree . 

2. Sti mulat i on : 
The cont ent of our curriculum should 
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have enclosed in i t sti rnule.tinc, new and exci ting experiences . 

It i s al so t he "far-off time in space, the realisti c , the 

unusual , t he novel , i ntracepti ve , and unhackneyed. " 

3. Ameli ora t ion : Students will not create wi thout 

the influence of a warm, safe and permiss i ve atmospher e . They 

need a zone of psychol ogi cal safety out of whi ch they can step 

and explore the worl d but to whi ch they can return qui ckly 

when scared or perturbed by thei r discoveri es , The time of 

creation i s a "tender time . " Ins t ructors can hel p by prai s i ng 

initial efforts and by not negati vel y r ei nforci ng creati vi ty , 

however crude , by har sh critici sm. Of most i mportance i s a 

general a t mosphere of warmt h and 11even affect ion, " Mos t 

everyone , especi ally the young, t end to "crea t e t hings for 

those they love . " 

4. Di rection : The teacher needs to be a 11l over of 

knowledge" and a capabl e director of the child ' s t al ent to 

an area or l evel wher e i t will be mos t effective . 

5. Encouragement and devel opment : The f i nal phase 

of the teacher ' s r ole i s the encour agement of the developi ng 

abil i t i es i nto a pr acti cal channel . Some of t hi s will t ake 

the form of "construc t i ve techni cal criticism" when t he pupil 

i s ready for it . some of it will t alce the f orm of r ef err al 

t i t o books , or other non- per sonal to competent authori es , 

resources . 

Concl usion . The above phases are i ndi cati ve of a 

t di ng teacher of chil dr en. Her rol e 
skil lful , yet unders an 

a demandi ng one , but i f she succeeds 
as a guide to knowl edge is 
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only in producing youngsters who are a mental i ndex of facts , 

possibl y her efforts possess little virtue . To foster 

creativi ty in her s tudents , t he teacher needs to motivate 

and sti mula te them to work toward meaningful goal s; yet , the 

real secret of success i s the openi ng up of new avenues by 

which they can reach these goal s . 
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ClIA.PTER I V 

PROJECT I MPACT' S CONTRIBUTION TO 

CREATIVITY IN EDUCATION 

Project I NPACT is a l arge scale, federally funded , 

t hree year project with the aim of supplying inservice educa­

tion to teachers to encourage creativity in the classrooms of 

the school districts in Polk County, Iowa(62). The greatest 

contribution of this project has been its development of 

cri t eria for creativity i n the classroom. In addition to 

thi s contribution, the project has provided valuable insight 

into many of the creativity problems encountered i n education. 

For these reasons a brief overview of the project and its 

contributions to education will be offered in the following 

section. 

The problem. 'Ihe major task of Project I MPACT was 

the development and application of a cri terion measure by 

whi ch creativity could be eval uated i n the classroom. This 

task encompassed three areas : (1) a conceptual defi nition of 

crea t ivity , (2) a measuring i nstrument which makes the appra isa l 

of classroom teaching- learni ng behavior i n terms of this 

defi ni t ion, and (3) application of the criterion during the 

first year of the pr oject. 

Definition .2£ creativity . In choosing a conceptual def-

t the Project explored three alternatives: 
inition of creativi Y, 

23 
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(l) t he person, that is , his traits and characteristics , 

(2 ) the crea t i ve process , and (J) t he products or productions 
of crea tive efforts . The product approach was adopted and it 

was 

and 

determi ned that the actual classroom behavior , when teachers 

pupils were i nteracting, would be consi dered the product 

of creativi ty . 

In decidi ng on an i nstrument by whi ch creativity could 

be measured , Trowbridge(62 :639 ) , d i rector of research for the 

project , stated : 

At the heart of creativity, as at the heart of 
lear ning i s the process we call ' thinking . ' Any 
measure of the behavior product of creativi ty there­
fore, must somehow ultimately measure thinking processes . 

The s t aff chose Guilford ' s conceptual definition of 

creativity , which was developed as part of hi s structure of 

intellect model . A bri ef explanation of Guilford ' s model is 

necessar y to the understanding of t he criterion measure 

adopted by t he project . 

'Il1is complex model cons i sts of 120 di fferent operations 

of which the human i ntellect i s capable . Guilf ord has s i mpli­

f i ed thi ngs somewhat by dividing these operations into five 

general categori es : (1) memora tive , (2) cognitive, (J) con-

vergent , (4) d ivergent , and (5) eval uati ve. Of these five 

categori es , he has emphasized the di vergent thinki ng processes 

a s being mos t closel y related to creativity(Guilford , 37) . 

I1ethod of measurement . The next step for the pr oject 

was to find an i nstrument whi ch could measure the kinds of 



thinking occurring in the 1 c assroom. The Aschner- Gallagher 
form of verbal anal i 
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Ys s was chosen because t hi s method 
classifies the verbal 

expression in an interacting group and 

does so i n terms of Guilford's classifications of t hinking. 

Trowbridge(62 :639) is definitive in her explanation 
of t hi s method: 

The method used in this study i nvolved making 
a count or tally every 15 seconds . Thus , if divergent 
thi nki ng was exhibited at a given 15 second mark, a 
tally was recorded in the divergent category . The 
tallies in each of the five Guilford categories were 
then total ed and the results wer e di spl ayed as per­
centages . If for exampl e, the memorative thinking 
category received 15% of the tallies , it was con­
cluded that 15;i of the classroom time was devoted to 
that category of thi nking. 

The audi o tape proved to be the most effecti ve means for 

carrying out the anal yses for it cr eated the least di sturbance . 

Subjects . Two sample groups of teachers and students 

were used i n the test . A small group of 22 teachers , who were 

actually participating i n the I MPACT progr am, were sel ected 

in order to evaluate the change i n behavi or of these teachers 

as they were exposed to I MPACT's i nstructional t echni ques . 

Another l arger sampl e , composed of 108 I MPACT teachers and 

114 non- I MPACT teachers , was chosen to see how the classrooms 

of these two groups differed . 

Results- Longitudi nal study. Tabl es 1 and 2 have 

summarized results obtai ned from the study in which data was 

sought concerning changes of behavior i n teachers exposed to 

I 11PACT' s instructional techniques. The data used for t hi s 

1 1 of a one hour audio t ape samnle was deri ved from an ana ys s 
;; 
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T.1ade i n each r:-;PACT classroom at three times during the year . 

'.:'ABLE 1 

study o;er ~ime: Comparison of Percentages of 
eac er- and Pupil- Talking t i me 

Date Teacher talking Pupils talking 
October , 1967 66.1 33. 9 i•iay , 1968 
July , 1968 

58.6 41. 4 
42 . 2 57 .8 

TABLE 2 

Study over Time : Percentages of Cl assroor:l Ti me Devoted to 
Guilford' s Thinki ng Processes and to Routine 

11emory and Conver- Diver- Evalua-
Date cognition gent gent tion Routine 

October , 67 19. 2 21.4 10.8 10. 3 38 . 3 
day , 68 14. 7 12. 2 24.1 19. 8 29 . 2 
U-uly , 68 14. 6 20.3 25 .2 26 .7 13.2 

Cross Sectional Study . Tables 3 and 4 are based on 

one hour audio tapes made on each of the 114 non- I HPACT cl ass­

rooms and the 108 I MPACT classrooms i n Yay , 1968 . 

TABLE J 

LiPACT vs . Non- IMPACT: Compari son of Percentages of 
Teacher- and Pupil Tal king Time 

Classroom Teacher talki ng Pupils tal king 

I HP).CT 60 .7 39. 3 
t-Jon- r: ;p .~.CT 71. 2 28. 8 
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TABLE I.J, 

,:emory and 
Classroom Cogni t ion Convergent Divergent Eval uation Routine 
I.·:PACT 15. 3 26 . 6 16 . 2 l l~ . 5 27 . 4 
~ron- r. ;?ACT 13. 6 21. 7 12. 2 11. 3 41. 2 

Conclusions : 

1. HiPACT cl a ssrooms spent considerabl y mor e t i me 

i n tota l t hi nking processes . 

2. Ti me spent i n routi ne acti vities was much great er 

i n t he non- I i-iPACT cl assrooms . 

J. A deci s ive change was evident i n t he proportion 

of time devot ed to the various thi nki ng processes . 

4. An i ncrease i n diver gent and eval uati ve t hinking 

was apparent i n the IMPACT classrooms . 

Implica t ions . Project I MPACT has emphas i zed f or t hese 

concl us i ons t o be more meaningful , t he same anal yses must be 

conti nued over at l east a f i ve year per iod , 



CHAPTER V 

READnrn AND CREATIVITY 

'Ihe preceding chapters have dealt with the i mportant 

aspects o f creativity and h ave offer ed some applications of 
t he se theori es to t he general framework of the classroom. 

Thi s chapter, however , deals with the contribution t hat t he­

ories of creativity may make to the reading processes and 

offers s uggestions to enabl e the t eacher to make this con­

tri bution effective. 

Levels of reading. Research studi es and current 

litera t ure have emphasized the i mportance of considering 

readi ng as a "thinking" process . Stauffer(75 : 475) says , 

" I t i s a procedure whereby the reader acts upon i deas as 

he reconstructs and regroups exper i ences behind the l an­

guage . ti Torrance {BJ : 547) has suggested that as a person 

reads , he u ses different kinds of mental operations whi ch 

are dependent upon his mot ivation, atti tude , or s et . DeBoer 

(22 : 435) i mplies that it i s erroneous to consider reading as 

bei ng s epar able f rom thinking. 

These t h i nking processes that accompany the r eading 

act occur at d ifferent l evels . Russel l(67 : J05 ) has offered 

four l evel s of r eadi ng: (1 ) associa tion of printed words 

with t he ir sounds , (2 ) readi ng f or literal meani ng , (J ) 

interpreting what we r ead , and (4) feeling the "shock of re-

new or i mportant idea in the actions , 
cognition"- s eeing a 

28 
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char acters , or values described . 

Si milarly, Smith ' s levels 
closely par allel those of Russell even though they are des i g-
nated solely for comu. rehension ·. (l) literal comprehension, 

(2} interpretation, (3) critical reading, and (4) creative 

r eading. In the following section consideration will be gi ven 

to the two areas of critical and creative reading for they are 

the most pertinent to the development of the problem proposed 

in this chapter. 

Definitions of critical fil!9:. creati ve reading. A 

definition of critical reading entail s some aspect of eval ua­

tion. Spache(?4:463) lists "evaluati on of the author' s back­

ground and intenti ons , hi s beliefs and i mplications 11 as one of 

the elements of cri t ical readi ng. Stauffer(75:475 ) states : 

Critical reading i s a process of eval uati on • •• • 
and t he test of criti cal reading i s to take advantage 
of one ' s compelling experiences , knowl edge and values , 
to exami ne a hypothesi s to f i nd proof, and to examine 
the capabilities of an author. 

Sm1th(72: 255) writes that a reader not only evaluates , 

but passes judgment on the quality, the value , and the accuracy 

of what i s r ead . In a research study conducted by Wol f(98 : 23) , 

a response was considered "cri tical" if the student went 

beyond 11 teral meaning, 1. e . "if he i nferred , i nterpreted , 

extrapolated from the facts , detect ed logi cal fallacies in the 

material , or eval uated , " 

Most definitions of creative reading involve the act 

of the reader going beyond the author ' s text . Russel l 

Shock of recognition as the pupil 
(67: 325 ) ha s des cri bed a 

new i dea or undergoes a new experience . 
encounters a 



Covington has proposed that t he 
creative r eader t ries to build 
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hi s own !'.leani ngs . The 
creative r eader accepts , j r e ects , puts 

together , rai ses questions , dr aws 
inferences , and comes to 

concl usions (De.Boer , 22:44o ). 

Al though the se two areas possess overlapping elements , 
theY r emai n at vari ance due to the different uses and functions 

each represents . Stauff (75 4 6 er : 7 ) makes t his distinction 
quite effectively: 

C:i t ical reading requires knowl edge and exami ned 
experi ence , acceptable yardsticks , and a reasonabl e 
control of feelings . Creative reading involves a 
deliberate endeavor to go beyond the i nformation 
a t hand so as to seek out novel i deas or hidden 
s i gnificances and then dealing wi th them productively. 

Criti cal and Creati ve Questioning. Many writers have 

agreed tha t skillful questi oni ng is a prerequisite for devel­

opi ng creative and critical thinking abilities. Categori zing 

a question as one which elicts creative responses from critical 

ones is not an easy t ask , In a study desi gned to foster the 

critical reading ability of elementary school children, it 

was determi ned that Guilford 's structure of the intell ect 

model coul d be used reliably in categori zi ng the separ ate types 

of thi nking related to critical reading. His five major 

groups were arranged in a continuum with random responses at 

Level 1, memory and cognition at Level 2, convergent thinking 

t thinking at Level 4, and evaluative at Level 3, divergen 

Responses were placed at Level 4 when a thi nking a t Level 5. 

Or made unique application of t he material 
child generalized 

read , Level 5 was reserved for responses cased upon esta­

bli shed cri teri a that were previ ously s t ated . 
Responses at 



31 Levels 4 and 5 were consid d 
ere to be the most closely related 

to the act of critical readi ( 
ng Wol f , 98 ) . In a similar study 

conducted by Germai n and Hunt( 29 ), 
verbal behaviors were 

classified according to the amount 
of s tudent support and type 

of t hought processes evoked(routine , 
cogni t i ve memory, conver-

gent , eval uati ve, or divergent) An 
1 • ana Ysis of the data 

revealed that teachers who had scored high on critical thinki ng 

appraisals spent more time developing skill i t s n convergen , 
evaluative , or divergent thi nking. 

Observation of t he levels in both of the preceding 

s tudi es reveals that divergent thi nking, as a level , was 

highl y correla ted wi th cri tical t hinking. Authors such as 

Andrews(5) , Burkhar t and Neil(l6) , Covington(l 9) , Cox and 

Guilford (20 ) , Hardi ng and Parnes(42) , Hei st(45) , and Kagan(5) 

consider divergency to be most cl osel y rel ated to creative 

thinking , not cri t i cal . 'Ihese are two s i gni f i cant i ndi cati ons 

tha t teachers ' questions are diffi cult to cl assify as bei ng 

either critical or creati ve . Another conclusion that might 

have been derived from these two studi es i s that eff ecti ve 

teacher questi oni ng i s an i mportant phase i n the devel opment 

of both criti ca l and creati ve readi ng skills . 

The creative atmosphere . What are the i ngredients of 

a classroom where critical and cr eative readi ng f l ouri sh? 

Botel's(l0:2) prime ingredient i s the teacher- a teacher 

who knows the l anguage and i s constantly aware of the needs 

Who i s flexible and can change course of chi ldren; a teacher 
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Obviously wrong . 
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He says : 

Teachers must all be 
sense- not lin u scholars in a certa in 
linguists are !aif!s at all . But we must know what 
so that we can hy g in all aspects of language study 
so that questionave co~firmation of what we are doing 
chance to re- exasican e posed that wil l give us a 

m ne our procedures . 

Torrance(Berg, 9 : 225 ) has proposed two other ways that 

teachers can create an environment co~·duci ve ~ for developing 

crea t ive readers . The fl ti t rs s o s timulate thei r expectati on 

and anti ci pation; by doi ng so children may d i scover new rel a­

tionshi ps , make predic tions , and become r esponsive to t he 

pri nted page . The second i s to encourage children to do 

"something constructive" from their readi ng. Heilman{44:539 ) 

suggest s that teachers must i nculcate children with the idea 

that all reading should be done for a purpose : pl easure , 

specific information, personal growth, understanding thei r 

world , problem solving , or recreation. For Heilman, the meas­

ure of creative teachi ng i s "what the pupils experience . " 

DeBoer(22:4J6- 441) has emphasized that a teacher 

should cauitalize on the student 's existing r esources of 

crea tive interests i n an effort to foster hi s growth in 

creative readi ng. He has al so proposed that the teacher ' s 

responsibility is to alert the student to some of the major 

di These t asks include: t asks involved i n creative rea ng . 

1 . Creative inquiry: The student pur sues answers 

to questi ons he wants answered . 

2. Creative i ntegrati on: A r econstruction of the 

as the student builds anew 
author ' s precise meaning occurs 
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3. Crea tive integration: 

i nsi ght tran spire when the reader becomes 
aware of what the 

The essential moments of 

various factors protend . 
Thi s unexpected perception of the 

mood , i mpact, or value of id 
an ea, is meaningful only as it 

i s rela t ed to the reader's 
previous experience , attitudes , and 

perception of reality. 

4. Creative application: The reader must know what 

the reading matter i mplies and how these i mplications can be 

us ed in a variety of circumstances . 

5. Creative criticism: The creative reader approaches 

the reading materi a l with a body of values and information 

which he tests against what he i s reading. If the information 

he has encountered i s val id to him, he may see a need to alter 

his val ues and correct his information, Such a task necessi­

tates wide knowl edge , experience , and clear purpose . 

Research : The creative a tmosphere for reading. I n 

the Wolf(98 ) study , it was concluded that "applying- evaluating" 

ques tions were more effective in producing critical r esponses 

t han ques tions used for gathering information. However, it 

wa s a l s o determined that teachers needed to establish a back­

ground of information before a sking "applying-evaluating " 

ques tions . Perha p s it is this neglect of the t eacher i n 

d Of information that has served as es t ablishing a ba ckgroun 

( 8 234 ) attack on the common practice of a basi s f or Gusza k ' s 3: 

aski ng children f or unsupported value s t a tements . 

war ni nc i s i mplici t i n t he following statement : 

Guszak' s 



It seems i mper ti 
all i mportant why~ v~i t hat teachers pattern the 
positions . Until sues ans after s tudent s talce 
seems that teacher Uch i s the common pr actice it 
val ue positions Wi~hwill condition s tudents to take 
that seems to out the weighi ng of evi dence 
the mob member~epar ate t he thinking indivi dual from 
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Project I MPACT{62 =24 ) reported that teachers changed 

their proportion oft l ki 
a ng time so s t udents woul d have more 

opportunities to express their i deas and parti cipate freel y 

i n class. Students were i nvolved i n activities such as ex­

ploring novel and i magi native approaches a s well as judgi ng 

or evaluating i deas and al ternatives . I t was al so found 

that less teacher direct i on and control was needed. Seventy­

five per cent of the t eachers i nvol ved i n thi s study a ttributed 

thi s transition to a change in their philosophy f or t hese 

differences rather t han a change i n methodol ogy or t echni ques . 

An interesting by- product of t his study was the 

significant decr ease in t i me needed f or routine activi ties . 

Why should an inservi ce progr am desi gned t o hel p t eachers 

increase creativity i n the cl assroom reduce the proport i on 

of t i me general l y used for routine activities? '!he fol lowi ng 

expl ana tion was gi ven: 

•• •• as an invol vement wi th i deas i ncreased , 
intrins i c interest in the subject matter under di s­
cussion pushed aside ordi nar y r outine matters in 
much t he same manner a detail or i nt err upti on i s 
i nored when more absorbi ng busi ness i s at hand •• • • 
~ere was l ess need for paper moni t ors or dboo~ t 

for remarks t o •settl e down an s ar 
monitors.~ri stead i deas and thi nki ng processes star ted 
work now, n conti nued while the necessary routine 
earlier and were (6 24 25) 
activiti es were per formed 2: - • 

d i Covi ngton(l 8 ) , Denny and Turner (25) , current stu es , 
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e i ndi rect t eacher 
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approach as one of the most effect i·ve th 
me ods for nurturing 

creative growth . 
Tni s approach includes t he teacher' s ability 

to accept , cl arif y, and make use of t he concepts and feelings 

of the s tudent s (St auffer, 75 :480) . 

St auffer(75 : 481) offers an excellent summary of the 

teacher' s role in nurturing creative growth in reading. He 

says : 

area . 

'Ihe ins truction to be effective must require 
pupils to do their own pinning down of problems , 
raise their own questions and venture their own 
conjectures . 'Ihen it must allow and encourage them 
to do their own reading, their own exploring, and 
their own analyzi ng. Tne students must weigh the 
evidence to determine its value . They must identify 
the promising sol ution and the new idea. 'Ibis they 
mus t do under the watchful di rection of an informed 
teacher . 

Implications . Research is desperatel y needed i n thi s 

Perhaps the l ongitudinal studies of Germai n and Hunt(29) , 

Project IMPACT(62), and Wolf(98) will provide the framework 

for future research. It 1s al ready apparent that these 

studies have offered s i gnificant i nsi ght into the real m of 

teacher questi oni ng and the l evels of thi nking t his question-

i ng ellcts . 



CHAP TER VI 

CONCLUSIONS AND IHPLICATIONS 

Thi s chapter offers only a brief summary of the 

i mporta nce of crea tivity to education. 
The author did not 

deem it necessary to r estate conclusions that were drawn in 

t he precedi ng text , but she did see a need to summari ze her 

feeling s about the implications of creativity for the class­

room. 

To encourage and sti mulate a child to stri ve for 

excellence i n his O'i'm i ndividual way may be the most valuabl e 

contri bution that a teacher can make toward hel ping a child 

develop hi s emotional, physical, and i ntell ectual potential. 

I t is not enough to equip a child with a background of facts 

and processes if he is unable or does not choose to use his 

knowledge outsi d e the classroom. We mus t develop i n youngsters 

a broad sense of judgment, f lexibility i n thi nki ng, and the 

skills for problem solvi ng . I f we are successful, then the 

child will be abl e to use hi s knowledge i n new and meaningful 

ways . 

Perhap s the essential i ngredient of applying knowledge 

i n new ways is the creative process . Inherent i n t hi s process 

1 d Skl.· 11s , feeli ngs , ideas , and thi nking that are the know e ge , 

an i ndividual uses to hel p hi m solve problems . 'lhis process 

individual adapts the kno~m to the unkno~m, occurs when an 

Construction out of existi ng materi a l s , or 
produces a new 
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shifts the functions of obj t 

ec sand uses them in new ways . 
Thi s creative process is not al ways indicative of a 

creative product . Children ' s movements to music may not 

resul t i n a f i nal product but the process can be most creative. 

However , we cannot assume th t a crea tivity will develop on its 

own. Just as a poet cannot compose verse without an extensive 

vocabul a ry and an operati ve kno••,ledge f h , o i s l anguage , a child 

cannot become more crea tive wi thout a firm foundation built on 

the understanding of t he basic facts and concepts of the 

activity in which he is about to engage . 

The virtues of creativity . 

1 . Indi vidualized learning i s generally accepted as 

being one of t he most i mportant objectives of today ' s schools . 

The creative process i s an effective means by whi ch thi s 

individualization can occur . 'Ihrough this process a child i s 

free to develop hi s own i deas without the i mposed influence of 

others . 

2. The creative process hel ps to eliminate the fear 

of failure . A child needs to feel tha t hi s work has worth 

and accept ance . I f the process is emphasized, there will be 

no predetermined , pr efabricated product by which to measure 

t he success or failure of a child ' s efforts . 

3. I f the child grows i n his ability to use the 

i his efforts to solve probl ems 
creative process , competence n 

wi ll increase . 
He will be able to see more than one way of 

h1
. s task, and therefore will not be easily 

approaching 

frustr ated . 
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The cl assroom can be thought of as a fulcru._'n on which 

cre~tive thi nking and its antagoni st , complacency, are bal anced 

for every child . We must now recognize that the teacher can 

and must tip the balance i n favor of a creatively thi nki ng 

child- a child that has a deci ded advantage in adjusting 

emotionally to l ife . 
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