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ABSTRACT 

This investigation explored the effects of an 

elementary teacher inservice creative activities workshop 

(emphasizing art forms of pantomime, improvisation, and 

creative movement), as it related to the nurturing of 

creativity in teachers and children. Assessment was based 

on student responses to an Originality Inventory. 

Four preliminary investigations included: (l) 

survey by letter of inquiry to institutions with possible 

related interests; (2) instruction of three pre-study 

creative activities workshops; (3) administration and 

analysis of a prototype Originality Inventory to teachers 

and their students; and (4) concurrent validation of the 

Originality Inventory Instrument with Torrance's Tests of 

Creative Thinking, Figural and Verbal, Forms A. 

A Posttest-Only Control Group experimental design 

was utilized to assess two major hypotheses: (l) children 

from workshop teacher classes have greater Originality 

Inventory scores than do children from non-workshop teacher 

classes as a result of having developed awareness through 

increased opportunities to be creative (p < .05), and (2) 

intermediate students have greater Originality Inventory 

scores than do primary students due to increased experience 

and age (p < «05)• 

xiii 
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Subjects were two hundred forty students of twenty-

four of the teachers volunteering for the workshop. These 

teachers were randomly assigned to one of two workshop 

offerings. Twelve teachers, six primary and six inter

mediate, attended the first workshop and were designated 

experimental. Twelve teachers, six primary and six inter

mediate, attended the second workshop and were designated 

controls. Five boys and five girls randomed from each 

teacher's register were tested individually using the 

Originality Inventory instrument during a three week break 

between workshops. 

A two-way ANOVA ^5 tested between-group differences 

in treatment, grade level, and interaction effects. A 

Kruskal-Wallis one-way analysis on ranked scores tested 

whether significant differences existed among primary, 

intermediate, experimental, or control groups. 

Peripheral information was collected about teachers 

and students. Teacher data included: (l) years of teaching 

experience, (2) degrees held, (3) teacher education institu

tions attended, and (4) courses taken in art, music, drama, 

and dance. Student data included: (l) occupation of parent, 

(2) ethnicity, (3) familial position of child, (k) teacher 

appraisal of the chi]d's originality, (5) public club 

membership, and (6) reading achievement stanines. 

Kendall Correlation Coefficients were used to assess 

relationships between teacher and student data collected 
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and Originality Inventory scores. Correlations on all data 

collected were low and/or negative. Correlations between 

student ages and test scores were significant at .001 

level. Intercorrelations of subtest and Total Originality 

Inventory were significant at .001 level. Mean scores were 

graphed according to student ages. A schema of graded 

scores was devised to analyze the effect of teacher years 

of experience, teacher appraisal of or igina-Hrfc-y, and parent 

occupation * 

The major conclusions drawn from this investigation 

were : 

1. Children from workshop teacher classes scored 

significantly greater than did children from non-

workshop teacher classes. 

2. Primary children from workshop teacher classes did 

not score significantly greater than did children 

of non-workshop teacher classes. 

3. Intermediate children from workshop teacher classes 

did score significantly greater than did inter

mediate children from non-workshop teacher classes. 

4. Intermediate students have greater Originality 

Inventory scores than do primary students. 

5. Convergence of Originality Inventory scores among 

experimental and control students occurs at age 

nine . 
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Students of teachers with greater numbers of years 

of experience earned a larger proportion of higher 

Originality Inventory scores than did students of 

teachers with smaller numbers of years of experi-

enc e . 

Teachers who had workshop experience appraised 

their students' originality more discriminately 

than did teachers who had not had workshop 

experienc e . 

Overall patterns of teacher appraisal of the 

child's originality were expressed across all 

levels of student scores. 

Students of parents in professional and semi-

professional occupations earned higher 

Originality Inventory scores than did students 

of parents in unskilled worker and welfare cate

gories . 



CHAPTER 1 

INTRODUCTION 

There is little research to substantiate the values 

children receive as a result of the teacher's involvement 

in creative classroom activities, although writers in the 

field of education continue to stress the importance of 

encouraging and rewarding the child's developing creative 

pot ential. 

Common association of ideas and accepted solutions 

to problems no longer appear to represent the pinnacle of 

achievement in today's society where machines efficiently 

provide these conventional answers. However, qualities of 

searching, inventing, diverging, and constructing are vital 

in order to supply the machine with questions. The mere 

formulation of a problem has become more essential than its 

solution. The future appears to hold no smaller emphasis 

on advancing technological development. 

Educational requirements, then, will increasingly 

demand minds which think creatively, which have vision, 

imagination, and originality not only to seek answers but 

to ask questions, explore and manipulate objects and en

vironment , and test and retest the results of these explora

tions, Torrance (1963) indicates that, 

1 
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Teachers and parents place many restrictions 
on the child's natural desire to manipulate things, 
on his curiosity. This almost irresistible 
tendency of the child to manipulate and explore 
objects seems to be the basis of curiosity and 
inventiveness in the adult. Even in individual 
testing situations we find that the children who 
do the most manipulating of objects think of the 
most ideas and of the most original ideas (p. 50). 

Considering these statements and similar ones 

Torrance has made in recent literature, the investigator 

identified assumptions requiring further study. Do 

teachers make a significant difference in the learning en

vironment of the child in relation to the child's expres

sion of originality? Will a teacher, who volunteers to 

attend a creative activities workshop and is encouraged to 

express originality, also nurture and encourage it in the 

classroom environment of the child? Will children, whose 

teachers are so encouraged, also produce significantly 

greater originality scores because of this involvement? 

These questions led the researcher to the statement of the 

problem and hypotheses to be tested. 

Statement of the Problem 

The central problem of this study is to assess the 

effects of a creative activities workshop as it relates to 

the nurturing of creativity in teachers and children, such 

assessment to be based on student responses to an 

Originality Inventory. 
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Hypotheses to be Tested 

The following hypotheses will be explored: 

1. Children from workshop teacher classes have greater 

Originality Inventory scores than do children from 

non-workshop teacher classes (p < -05) as a result 

of having developed awareness through increased 

opportunities to be creative.. 

2o Intermediate students have greater Originality 

Inventory scores than do primary students (p < <>05) 

due to increased experience and age. 

Assumptions 

The basic assumptions underlying the present in

vestigation are that: 

L Each child has the potential to develop his indi

vidual creativity. 

2 ,  This development may be realized within the cur-

ricular framework of the child's elementary school 

education. 

3 » In addition to the home environment, the school 

environment has numerous opportunities for in

fluencing the child's creative growth. 

k< In a complementary school environment, the child's 

behavior is capable of emerging from inhibiting 

expectations and predictable responses to behavior 

that expands and extends his use of information. 



5» The attitude-set behavior of the teacher is a 

variable in the production of a school environment 

conducive to the child's creative growth. 

6. Expanding and extending information have factors 

of measurability. 

Def init ions 

Terms with multi-meaning in related literature will 

be interpreted by the investigator as defined herein: 

1. Concentration: the ability to retain an idea long 

enough to do something about it. 

2. Creative dramatics: an individual or group activity 

in which experiences are acted out by individuals 

or groups as they interact and evolve a pantomime 

and/or improvisation. 

3» Creativity: "A process of becoming sensitive to 

problems, deficiencies, gaps in knowledge, missing 

elements, disharmonies, and so on: identifying the 

difficulty; searching for solutions, making guesses, 

or formulating hypotheses about the deficiencies: 

testing and retesting these hypotheses and possibly 

modifying and retesting them; and finally communi

cating the results" (Torrance, 1966c, p. 6). 

h. Divergent: the quality of thought processes re

quired to emit unexpected responses that may be 

produced in situations in which there are no right 



answers, and in which an infinite number of 

possible solutions and outcomes are accepted as 

inviolable. 

5« Elementary: grade levels K-6 of the elementary 

school. 

6c Imagination: the ability to respond away from the 

stimulus in any original way. 

7. Improvisation: any action, interaction, or dialogue 

created with immediacy and/or spontaneity by an 

individual or group. 

80 Intermediate: grade levels 4-6 of the elementary 

school. 

9• Mime: the ability to pantomime and/or the person 

who performs the pantomime. 

10. Non-workshop teacher: teacher who has enrolled, 

but who has not participated in a creative activi

ties workshop. 

11. Originality: the trait exhibited when the indi

vidual has produced something new to himself that 

is satisfying to him, and in that sense useful to 

him. In the present study this attribute will be 

measured by the numbers of individual responses to 

the Originality Inventory. 

12c Pantomime: any action or interaction without 

dialogue improvised by an individual or group. 
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13• Primary: grade levels K-3 of the elementary school. 

l4o School environment: all activities, including the 

curricula and human interactions comprising the 

total school experience. 

15- Sensitivity: the ability to use eyes not only for 

seeing but for observing, ears not only for hearing 

but for listening, and hands not only for touching 

but for feeling. 

16. Workshop teacher; teacher who has enrolled and who 

has actively participated in a creative activities 

workshop » 

Limitations 

The following statements of limitations of the 

present study will necessarily affect any generalizations 

that may be made from the results of testing and data 

collection. 

1. The limitations preclude the projection of longi

tudinal results. 

2. Factors undefined and beyond the control of the 

researcher within the classroom environment of the 

workshop and non-workshop teachers present limiting 

probiems. 

3. Data generated for this study will be limited by 

the numbers and grade level distributions of 



teachers volunteering for the creative activities 

workshop . 

k. The voluntary nature of the workshop will limit 

generalizations of this experiment to analogous 

populations. 

Background and Significance of the Study 

Four preliminary investigations were made and 

appraised in preparation for the present study. A descrip 

tion of each of these will serve to establish the back 

ground and significance of the procedures reported in 

Chapter 3* The preliminary investigations included: (l) 

survey by letter of inquiry; (2) pre-study Teacher In-

service workshops; (3) administration of prototype Origi

nality Inventory; and (4) concurrent validation of the 

Originality Inventory with Torrance Tests of Creative 

Thinking, Figural and Verbal Forms. 

Survey by Letter of Inquiry 

In October, 1968, the investigator with the assist 

ance of the Drama Department of the College of Fine Arts, 

The University of Arizona, distributed 290 letters of in

quiry to colleges and universities offering at least one 

course in creative dramatics, State Departments of Educa

tion, HEW agencies, and education associations. The 

letters described a paradigm of the present study, and 
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sought information as to the availability or existence of 

recent related educational studies in the field of dramatic 

arts. The survey letter received a kk% response. Among 

those responding, 75% indicated no knowledge of tests or 

studies in the field. Many attendant comments specifically 

accented the need for research in the area, and requested 

results of the study when completed. The following excerpts 

are characteristic of the sampling: 

We have interviewed a number of people who are 
generally knowledgeable of tests developed in all 
areas as well as the pertinent studies in various 
fields. Regretfully, no one is aware of any 
significant study in the measurability of behavior 
in the area of creative dramatics. As one con
sultant remarked, since there seems to be a dearth 
of material in this area, Mrs. Swan may be persuaded 
to pioneer some studies in this field that would 
fill a definite need (Bleckschmidt, 1968). 

Because I am promoting creative dramatics as 
one of the media through which we can develop 
language and expression, I would be more than 
interested in the work being done by a graduate 
student in your department (Kim, 1968). 

I have a feeling that any research done in this 
area will add to our present knowledge and would 
indeed be valuable (Reynolds, 1968) . 

I do feel that scholars are wise in under
taking projects which might result in some 
tangible evidence of its [creative dramatics] 
effectiveness (Roach, 1968). 

We have no such studies which have been done 
here, and there is certainly a crying need for them 
to be done (Girault, 1968). 

I am glad to see that those who are interested 
in the area of creative drama are moving in the 
direction of more scientific studies in the reaction 
of children when engaged in the dramatic experience. 
We need such studies (Kaysey, 1968). 
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Teacher Inservice Workshops 

The second preliminary investigation involved the 

establishment and instruction of three fifteen hour 

creative activities workshops for elementary teachers in 

Tucson School District No. 1 during the period between 

January 5, 1970, and May 6, 1971-

Teachers enrolled on a voluntary basis. They met 

one afternoon a week for a one and one-half hour period in 

the multipurpose rooms of three of the district's fifty-

eight elementary schools. 

Sixty-six of the 1,003 elementary teachers of 

grades one through six and adaptive education were repre

sented in the three experimental workshops. Groups were 

evenly distributed among six grade levels, one through six. 

The investigator initiated and instructed the first 

workshop. The second and third were conducted in collabora

tion with Virginia Robinson, physical education instructor 

in one of the district's seven high schools. 

Teacher response to the workshop offerings was both 

enthusiastic and seemingly productive. Empirical evidence 

in the form of recorded observations and written evalua

tions by teachers after each workshop offering indicated 

positive results (see Appendix D). Teachers generally 

approved of the content and process. They also appeared to 

show appreciable individual growth in originality as 

measured by the prototype inventory. Evaluations and 
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observations are presently on file in the office of the 

Assistant Superintendent for Educational Programs for 

Tucson School District No. 1, Miss Frederica Wilder. 

Prototype Originality Inventory 

During the 1970-1971 workshop experiments, the 

investigator developed a prototype test of originality. 

This test was administered to two groups of workshop 

teachers , one group at the beginning of the workshop expe

riences . Each teacher tested five pupils. This test was 

an attempt by the investigator to discover the relationship 

between the student's involvement and scores on the origi

nality inventory, and to measure growth in responses of 

teachers as a result of the workshop experiences. Results 

of the taped individual tests were analyzed by the Research 

and Development Department of Tucson School District No. 1. 

A copy of this analysis is included in the study as 

Appendix A. 

Concurrent Validation of Test 
Instrument 

In mid-November, 1971, a validation study was con

ducted in the third and fifth grades of an elementary 

school of Tucson School District No. 1. This study was 

also preliminary to the current investigation, and was 

designed to generate correlations between factors of 

Torrance Tests of Creative Thinking, Figural and Verbal 
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Forms, A (Torrance, 1966a, 1966b), and the Originality 

Inventory used as the test instrument in the present study. 

Sixty randomly selected third and fifth grade 

students were involved in this study. Thirty third grade 

students were each given two tests. Fifteen were given the 

Torrance Figural Test Form A first, and the Originality 

Inventory last; and fifteen were given the Originality 

Inventory first and the Torrance Figural Test Form A last. 

Similarly, thirty fifth grade students were each given two 

tests . Fifteen were given the Torrance Verbal Test Form A 

first, and the Originality Inventory last; and fifteen were 

given the Originality Inventory first, and the Torrance 

Verbal Test Form A last. 

In order to keep these groups statistically 

separated, the researcher assigned a code to each group as 

follows: Torrance Figural Test Form A first (Fl), Torrance 

Figural Test Form A last (F2), Torrance Verbal Test Form A 

first (Vl), Torrance Verbal Test Form A last (V2). Tables 

1 through k that follow this description are labeled 

accordingly» 

On the first day of testing, the V2 and F2 students 

were given the Originality Inventory. The test instrument 

is included in Appendix B of the present study. On the 

second day, Torrance Figural Test Form A was given to the 

third grade students, and the Torrance Verbal Test Form A 

was given to the fifth grade students. On the last day of 



12 

T a b l e  1  Correlation 
Figural Test 

Coefficients 
F orm A and 

--Fl Group 
Originality 

on Torrance 
Inventory 

Originality Inventory 

Fig. 
Test 
F orm A 

Subtest 1 Subtest 2 Subtest 3 
Fig. 
Test 
F orm A 

Rock 
Obs ervations 

Rock 
Story 

Obj ect 
Us es Total Test 

Flu. • 25 . 2 6  •29 .41* 

Flex • . 2 6  . 3 6 *  .04 •32 

Orig . . 2 2  .27 .29 .40* 

Elab . • 53 * * -.05 . 6 0 *  *  . 6 0 *  *  

Total .50* * • 19 • :>5** .  6 6  *  *  

*p < .05. 

**p < .01. 

Table 2 Correlation 
Figural Test 

Coefficients 
F orm A and 

--F2 Group 
Originality 

on Torrance 
Inventory 

Originality Inventory 

Fig. 
Test 

Form A 

Subtest 1 Subtest 2 Subtest 3 
Fig. 
Test 

Form A 
Rock 

Observations 
Rock 
Story 

Obj ect 
Uses Total Test 

Flu. •35 .08 .45* •35 

Flex. .27 . 0 6  • 37* .28 

Orig. • 35 .08 • 35 • 31 

Elab. . 2 5  . 48* * . 51* * .52** 

Total .3k .32 .52** .48** 

*p < .05-

**p < .01. 
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Table 3« Correlation Coefficients--V1 Group on Torrance 
Verbal Test Form A and Originality Inventory 

Originality Inventory 

Verbal 
Test 

Form A 

Subtest 1 Subtest 2 Subtest 3 
Verbal 
Test 

Form A 
Rock 

Obs ervations 
Rock 
Story 

Obj ect 
Us es Total Test 

Flu. .72** . 5 6 *  *  .66* * • 75* * 

Flex. . 7 7 * *  .71* * .68** . 8 2 *  *  

Orig . .91** . 7 9 *  *  . 6 9 *  *  . 9 1 * *  

Total .81** .68** .  7 0 *  *  .84** 

**p < .01. 

Table 4. Correlation Coefficients—V2 Group on Torrance 
Verbal Test Form A and Originality Inventory 

Originality Inventory 

Verbal 
Test 
F orm A 

Subtest 1 Subtest 2 Subtest 3 
Verbal 
Test 
F orm A 

Rock 
Observations 

Rock 
Story 

Obj ect 
Us es Total Test 

Flu. .30 .19 • 73** .48** 

F1 ex. • 29 . 43* . 6 8 * *  • 57** 

Orig« .59** .47* * . 6 9 *  *  .74* * 

Total . 40* .34 .75* * . 6 0 *  *  

*p < .05. 

**p < .01. 
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testing, the VI and Fl students were given the Originality 

Inventory. 

Data gathered from this study were analyzed by the 

Tucson School District No. 1 Research Department. The 

resulting correlation coefficients are arranged in Tables 

5 and 6 . 

As can be readily seen in the table of results 

(Table 6), correlation coefficients between Torrance total 

verbal factors and the Originality Inventory are all 

statistically significant. The originality factor in 

Torrance Tests was the higher coefficient.jk, followed by 

flexibility .60, and fluency .50. The higher correlations 

between the factors of originality and flexibility was an 

especially gratifying result, since these factors were 

deemed to be of greater importance when attempting to 

measure the effects of the creative activities workshop. 

The higher correlations of the Figural Tests and 

the Originality Inventory appear to be in the category of 

elaboration <51 (Table 5)« This result is also statis

tically significant. In the Torrance Tests, this factor is 

scored by the number of novel and additional features 

affixed to motivational line drawings. Again, this result 

appears to be of greater importance in measuring the 

results of a creative activities workshop than a fluency 

assessment would be. 
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Table 5« Correlation Coefficients—Third Grade on Torrance 
Figural Test Form A and Originality Inventory 

Originality Inventory 

Fig. 
Test 
Form A 

Subtest 1 Subtest 2 Subtest 3 
Fig. 
Test 
Form A 

Rock 
Obs ervations 

Rock 
S t ory 

Obj ect 
Us es Total Test 

Flu 0 •33 .14 .42* • 37* 

Flex 0 c 28 •13 •30 .29 

Or ig 0 .32 • 15 •35 .34 

Elab 0 •33 .38* . 5 2 * *  .51* * 

Total • 39* • 31 • 53** .51** 

*P < .05* 

* * P  <  . 0 1 .  

Table 6  Correlation 
Verbal Test 

Coefficients—Fifth Grade on Torrance 
Form A and Originality Inventory 

Originality Inventory 

Verbal 
Test 
Form A 

Subtest 1 Subtest 2 Subtest 3 
Verbal 
Test 
Form A 

Rock 
Obs ervations 

Rock 
Story 

Obj ect 
Uses Total Test 

Flu. . 4o* .21 . 6 5 * *  .50** 

Flex «• 0 44* . 4l* . 64* * . 6 0 *  *  

Or ig« . 6 7 *  *  . 49 * * . 6 7 *  *  .74** 

Total .50** • 35 .68** . 6 2 *  *  

*p < .05. 

**p < .01. 
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The higher correlations quite consistently appear 

throughout the verbal battery of tests and the Originality 

Inventory when compared to the Figural battery (Tables 1 

through 6). This is not too surprising, since the Figural 

battery requires visual clues only, while the Verbal tests 

rely upon language centered responses to visual stimuli. 

The Verbal Tests are more congruent with the kinds of 

responses required in the Originality Inventory. 

Lower correlation coefficients appear to result 

from the Rock Story Item of the Originality Inventory. 

The researcher had assumed that this item would have cor

related more closely with Torrance elaboration factor. 

This is not the case, however. In fact, this item appears 

to be the more variable of all other coefficients. Scanning 

the tables, we read coefficients from -.05 to »79° Per

haps, as Torrance has suggested, this particular item 

measures a different factor or combination of factors than 

those described in the Torrance battery. It appears to the 

researcher that this item would be of special interest to 

the teacher in sampling the child's language experiences. 

The rock observation item requires phrased responses that 

seem to indicate the child's language acumen, or lack of it 

as the case may be. The variability does not appear to 

affect the total test efficiency, and may with further 

investigation have considerable value in an individual 
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testing setting required when administering the Originality 

Inventory. 

There is an additional observation to be made. 

Although insignificant in difference, the mean scores were 

slightly greater when Torrance Tests were given first. 

This is also true of the mean scores of the Originality 

Inventory. This slight test score difference may be due to 

the fact that the two tests were taken within a three-day 

period. The first test taken may have had a slight in

hibiting effect on the participant's response to the second 

teste It might be interesting also to test the probability 

that paper and pencil tests have inhibiting effects upon 

performance for a limited period of time, and vice versa, 

of course. 

The statistically significant correlations in this 

concurrent validity study resulted in the investigator's 

use of the Originality Inventory as the instrument to test 

the hypotheses posed in the present study. The Originality 

Inventory takes approximately ten minutes to administer 

individually to children of all elementary ages and yields 

an immediate additive score. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

A recent review of theory and research in creativity 

differentiated studies that have been conducted in 

specialized fields over a forty year period in the United 

States (Roweton, 1970, pp. 1-28)* This review emphasized 

the increasing interest in the phenomena of creativity in 

recent years. Categories of research outlined by Roweton 

included: (l) definitional, (2) behavioristic, (3) dis

positional, (k) psychoanalytic, and (5) operational. Brxef 

descriptions of these categories are: 

1. Definitional: attempts to describe creativity 

based on an author's opinion of what it ought to 

be. There appear to be as many such definitions of 

the term as there are interested researchers. 

2. Behavioristic: product oriented studies of 

creativity as it has been described by S-R operant 

conditioning approaches (Maltzman, i960; Mednick, 

1962; Staats, 1 9 6 8 ) .  

3. Dispositional: personality assessments that seek 

to measure affective and cognitive styles of high 

creatives in order to identify potentially high 

creatives (Kagan, 1965 ; Drevdahl, 195^ » Guilford> 

18 
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1957? Getzels and Jackson, 1962; MacKinnon, 1967; 

Barron, 1962) . 

4. Psychoanalytic: clinical psychology approaches 

involving neuroses analysis of anxiety, self-esteem, 

independence of mind, self-assertiveness (Flescher, 

1967; Kris, 1952; Rogers, 1 9 6 9 ) -

5. Operational: deliberate attempts to manipulate, 

alter, and nurture creativity by applying specific 

procedures to train and encourage it. 

Considering these capsule definitions and the ob

jectives and procedures of the present study, it appears 

feasible to limit review of related research to studies in 

the operational creativity category. The present study 

seeks to measure originality of students in the elementary 

grades after specific procedures have been applied to 

nurture and encourage the creativity of the classroom 

teacher. 

Operational Creativity 

Training for the purpose of encouraging creative 

expression and original responses is not a recent innova

tion. Investigators in many fields have been training 

individuals and groups to generate novel ideas in the arts, 

sciences, industry, and education for many years. Applica

tion to elementary classrooms has been a late development. 
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There are a number of techniques that appear to 

represent varying approaches to operational creativity. 

These are: (l) brainstorming studies, (2) synectics, 

(3) morphological synthesis, (4) attribute and checklisting 

devices, (5) workbook and packaged programs and procedures, 

and (6) creativity analyses by means of tests. 

Brainstorming studies developed by Osborn (1963) 

have attempted to confirm the "teachability" of creativity. 

This group problem-solving technique involves (l) heter

ogeneous, mutually stimulating, non-specialist groups; 

(2) encouragement in generating unlimited and unusual ideas 

in the belief that quantity breeds quality; (3) non-

judgmental or deferred judgment atmosphere during idea 

generation; and (k) hitchhiking on the ideas of others in 

order to produce more original ideas . 

Synectics is also a group problem-solving technique 

developed by Gordon (1961) to encourage creative production 

in industry. Steps of this method include (l) a need to 

alter a product, (2) each group member stating his opinion, 

( 3 )  a particularly consequential opinion chosen by the 

group, (4) generation of ideas by creating analogies and 

similes associated with some natural object or event 

(i.e. , birds, bees, ants, etc.), (5) the production of 

probable solutions through these associations, and (6) 

selection and refinement of a palatable solution by the 

group. 
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Morphological synthesis is a name given to a 

product improvement technique developed by Allen ( 1 9 6 2 ) .  

Individual and group ideas are generated by considering a 

variety of color, shapes, and patterns that might be 

applied to a given product. Combining all possibilities 

results in the multiplication of possible solutions for 

altering the product. 

Attribute and checklisting procedures are often 

used by groups to invent or improve products. Attribute 

listing requires an individual or group breakdown of a 

product into its smaller parts. Characteristics of these 

parts regarding color, material, size, shape, and pattern 

are listed (Crawford, 19^8). Checklists, as another means 

of producing novel ideas, requires members to list as many 

changes as they can possibly imagine for a given product 

including color, materials, rearrangement of parts, shape, 

size, and design. Roweton (1970) found that groups given 

the task of listing adjectives for a five minute period 

prior to using this technique were able to generate more 

novel ideas . 

Workbook and packaged program procedures for the 

training of creativity in an educational setting has been 

pioneered by Parnes and Harding (1962) at State University 

of New York at Buffalo from 19'±9 to 1956. During this 

period courses, programs, and methods were developed to 

stimulate creative problem solving abilities of college 
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students. Parnes and Noller (1971) continued to report 

results of short-term and longitudinal studies of students 

who have participated in this program. Early in the 

program development, Osborn's (1963) Applied Imagination 

was used as a text. He stressed the theory of deferred 

judgment as a tool for producing unique ideas. Deferred 

judgment implies that novel ideas are best generated in a 

critic free environment during the brainstorming process. 

One of Parnes and Noller's (1971) studies involved 

a programmed workbook course taught simultaneously with an 

instructor led program. They reported that, "The instruc

tor taught groups tended to be more markedly and con

sistently superior to the control groups than program-

taught students who had no instructor" (p. 65). Parnes 

(1967a, 1967b) has also developed a creative thinking 

workbook program for high school students along the lines 

of his college program. 

Covington, Crutchfield, and Davies ( 1 9 6 6 )  Pro

ductive Thinking Program utilizes independent programmed 

instruction booklets to encourage creative problem solving. 

This program was tested among two groups of fifth and sixth 

grade students in the Berkeley area schools. It consists 

of a series of lessons designed to entice students to 

become detective with Jim and Lila Cannon in order to 

solve mystery problems. Students using these programmed 

materials scored significantly higher than control group 
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students on a posttest battery. Ripple and Dacey (1967) 

and later, Treffinger and Ripple (1969), conducted similar 

experiments with students of the fourth through eighth 

grades. These experiments differed from Covington, 

Crutchfield, and Davies in that they were conducted in an 

entirely self-instructional setting. In both of the former 

studies j experimental groups were directed by teachers who 

were present during instruction and were allowed to 

supplement lessons in the booklets. Treffinger and Ripple 

(1971) recently reported that 

Although significant differences favoring 
program instructed pupils were found, such dif
ferences were of considerably smaller absolute 
magnitude than those indicated by Covington and 
Crutchfield. Failure to find large differences 
was interpreted as reflecting differences between 
the studies with respect to teacher involvement 
and the pace at which the programmed materials 
were administered to the pupils (p. 671)* 

In February5 1971, results of a research project 

at Purdue University were reported (Shively, 1971)- The 

study tested effects of two programs (i.e., Productive 

Thinking Program and the Purdue Creative Training Program) 

on student creative thinking abilities and teacher in

fluences on this form of creativity instruction. Subjects 

were twenty fifth grade teachers and their students (473) 

in the public schools of northern Indiana. Teachers were 

given subtests of Torrance's Tests of Creative Thinking. 

One the basis of median-split scores , teachers were identi

fied as high creatives and low c/eatives. Instruction in 
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both programs was carried out with and without teacher in

volvement in discussion groups. Shively (1971) reported 

that non-discussion groups out-performed discussion led 

groups of students whether teachers were above or below 

median on divergent thinking. However, chidren whose 

teachers scored above the median on Torrance's tests tended 

to score higher on posttests than children of teachers who 

scored below median on these tests. 

Myers and Torrance (1964a, 1964b, 1965a, 1965b, 

1966a, 1966b) d eveloped five ideabooks that have invited 

children to express themselves by producing something, and 

then do something with what they have produced. The idea-

books are built on three levels of involvement. The child 

works with classmates in order to produce ideas. He begins 

to think more deeply about this experience, and he generates 

an original idea or product as a result of this involvement. 

Myers and Torrance (1964a) describe the major objective of 

their program in an introductory section of the teacher 

guidebook of Invitations to Thinking and Doing. They 

describe the program booklet as an unusual publication that 

does not belong to any particular part of the curriculum, 

but to the child himself. 

The many exercises in the ideabooks encourage chil

dren to become more aware of problems, combine ideas and 

elements in order to see relationships, explore possibili

ties, elaborate upon solutions to problems, play with 
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ambiguities, hypothesize and experiment with these ambi

guities, contemplate new and unusual uses for an object, 

formulate probing questions and predictions upon hypo

thetical events 9 and appreciate the uniqueness of an 

original response. These exercises appear to agree with 

Torrance and Myers (1970) definition of the creative 

learning process. They state: 

We have defined the "creative learning process" 
as one of becoming sensitive to or aware of prob
lems, deficiencies, gaps in knowledge, missing 
elements, disharmonies, and so on; bringing to
gether available information; defining the diffi
culty or identifying hypotheses about deficiencies; 
testing and retesting these hypotheses, and modifying 
and retesting them; and finally communicating the 
results (p. 22)o 

Torrance research projects also appear to be in

fluenced by teacher attitude, acceptance, and involvement. 

In his analytical book that engenders guidance to classroom 

teachers for the encouragement of creativity, Torrance 

describes two "unsuccessful" teacher in-service educational 

experiments in the Minneapolis public schools (Torrance, 

1965b, pp. 75-77). 

The first experiment was carried out in a large 

suburban elementary school in grades K-6. Ten teachers of 

the school were randomly selected to participate in an 

in-service program that consisted of discussion sessions 

with the guidance of a manual entitled, Rewarding Creative 

Thinking that had been designed specifically for the study. 

These teachers also received materials in the language 
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arts, science, and mathematics areas to encourage creative 

teaching and learning. Another ten teachers, designated as 

controls, continued to teach in their usual manner. The 

experiment extended from January until May. Students were 

posttested with a battery of Torrance's (1966c) Tests of 

Creative Thinking. Torrance (1965b) reported that the 

results were "inconclusive" and "inconsistent." Nineteen 

of forty-four pre- and posttest comparisons of the experi

mental group showed losses in test scores. Twenty-five of 

the forty-four of the control group also decreased in 

comparative scores . 

The second experiment involved eleven teachers of 

fourth, fifth, and sixth grades who had participated in an 

earlier language arts creativity workshop. Controls for 

this study represented teachers of the same grade levels 

who had not participated in the workshop. Pupils of these 

teachers were asked to write original stories at the be

ginning and the end of the experiment. Teachers were also 

asked to list the kinds of creative experiences that had 

occurred in their classrooms during the length of their 

involvement from February until May. According to scores 

on the original stories submitted, pupils of experimental 

teachers scored lower on creative growth than did pupils of 

the control teachers. Torrance reported that control 

teachers, as evidenced by creative experience listings, 

used more creative activities in their classrooms than did 
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experimental teachers. As a result of these studies, 

Torrance has emphasized the importance of further research 

in teacher attitude as compared to pupil creative growth 

patt erns. 

On the b asis of the study just described , teachers 

who had indicated that they used more creative activities 

in their classrooms, and teachers who used less activities 

were separated into two groups. These groups were labeled 

high creative activity and low creative activity groups. 

Scores on the Imaginative Stories Test of 188 students of 

high activity teachers and students of low activity 

teachers revealed no statistically significant differences, 

Torrance (1965b, p. 96) reported that the successful 

experiments that he carried out were those in which activi

ties led to others that naturally followed and were related 

to the school curriculum. 

Two additional teacher in-service studies reported 

by Torrance (1965b) have relevance to the present investi

gation. In an in-service workshop, teachers were given a 

Personal-Social Motivation Inventory. On the basis of 

scores on this inventory, six teachers were designated 

high motivators, and six teachers were designated low 

motivators. Children in their respective classrooms were 

tested with Torrance's Tests of Creative Thinking. 

Kindergarten, primary, and intermediate students were 

represented in the sample. All results, except the 
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kindergarten group, were not statistically significant. 

However, slightly higher mean scores were found among 

students of high motivation teachers . 

In 1964, Torrance conducted a study in grades 1-6 

of the Minneapolis public schools. He tested the effect 

on children of adult evaluations of their creative work. 

Results indicated that younger children (grades 1-4) were 

affected more strongly than older children (grades (5-6). 

The conclusion he offered was that, "Too frequent evalua

tions of creative activities during the practice stage, 

regardless of its nature, seems to interfere with creative 

exploration and the initiation of ideas" (Torrance, 1965a, 

p. 213). 

Suchman (1967) writes, "In any act of inquiry the 

quest for data takes the form of operational sequences . . 

. o The learner shifts and adjusts these strategies to 

maximize one or another objective in accordance to the 

kinds of results that offer the most reward .... He must 

have many opportunities to use creative thinking in the 

process of conceptual growth" (pp. 9'±, 95) • 

Working with the National School Project in 

California schools, Williams (1968, pp. 271-291) has been 

developing the kinds of strategies that teachers use in 

order to provide opportunities for children to become 

creative problem-solvers in all curricular areas. Williams' 

(1971b) Total Creativity Program for Elementary School 
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Teachers is built upon a model to implement cognitive and 

affective classroom behaviors. Williams modified Guilford's 

cubical Strueture-of-Intel1ect model by projecting factors 

of convergent and divergent production along a continuum 

of school subjects, while suggesting at least eighteen 

different teaching strategies that encourage students' 

creativity (Williams, 1971a, pp. 1^-21). 

In "The Search for the Creative Teacher," Williams 

(1967) writes, 

Over the past several years I have trained 
some 350 California teachers in what we now call 
creative and productive thinking processes. Each 
was asked to comment on. his reaction to using the 
processes and materials in his classroom. Eight 
per cent thought they were creative teachers and 
the in-service training helped them identify what 
they were doing. Another 32 per cent wanted to 
know how to use creativity in the classroom, with 
applicability to subject matter. The largest 
group, 60 per cent, said they always wanted to 
experiment in this area but were apprehensive 
because they thought time would be lost and ad
ministrators might not accept the new idea (p. 279)• 

Also in this article, Williams discusses the status 

of creativity in education and presents a challenge to 

educational researchers and those involved in teacher in-

service work. He writes, 

In terms of acceptable educational policy, 
creative education has not yet arrived. Yet the 
need for creatives who think to and beyond the 
frontiers of knowledge is now recognized in our 
society. It seems logical that the shortest route 
to a creative society will lie through the educa
tion and development of teachers who think and 
teach creatively (p. 28l)„ 
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Williams (1971b) developed a Situation Test for 

Identifying Teaching Strategies that is included in his 

Total Creat ivity Program For Elementary School Teachers. 

In this inventory, teachers were asked to identify partic

ular strategies from a set of forty-four lesson plans 

describing strategies employed in Williams' model. He 

reported that teachers trained in the creativity program 

were able to significantly identify the strategies de

scribed according to the model . Validity studies and 

additional data on this project are now in the process of 

experimentation (Williams, 1971a). 

Creativity analyses by means of tests have been 

attempted by very few researchers in education, and none in 

the fields of creative dramatics and creative movement. 

Two related studies attempting to describe creativity in 

the media of drama and define a set of terms for greater 

precision on the nature and objective cf creative drama 

have been offered by Karioth (1964) and Shaw (1968). 

In a recent ASCD publication prepared by the Com

mission on Assessment of Educational Outcomes, seven inven

tories designed to test creativity are described by Beatty 

(1969). These tes ts and descriptions of each are: 

Pupil Creativity Concept Q-Sort developed by 

Eleanor Barberousse gives the child opportunities to de

scribe himself in relation to traits that are usually 

identified with creatives (p. 95)• 
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Denny-Ives Creativity Test utilizes tape recordings, 

slides, and a number of other materials which assess 

creativity through the media of dramatic arts at the sixth 

grade level. This test was developed by David Denny and 

has been used by researchers whose studies are limited to 

sixth grade students (pp - 95~96). 

Dr. Pratibha Deo at Punjab University has been 

working on Tests of Creativity that have been standardized 

for use with Indian students. These tests generate scores 

for fluency, flexibility, originality, inquisitiveness, 

and persistence, and are designed along the lines of 

Torrance tests (p. 96) <, 

Ohio State Picture Preference Scale produces a 

nonverbal creativity indexc It has been used among dis

advantaged children. Although the developer, Jack Frymier, 

reports no normative data as yet available, it purports to 

predict college success when used with adolescents and 

young adults (pp» 96-97)° 

Paul McReynolds and Mary Acker produced the Obscure 

Figures Test that they report has been successful in 

measuring creativity among both normal and psychiatric 

patients. Forty obscure figures influence associational 

responses from the testee, which are then scored according 

to a preset guideline (p° 97) 

Pennsylvania Assessment of Creative Tendency is a 

self-report test instrument based on the work of Torrance 



that measures nine traits—self-direction, evaluative 

ability, flexibility, originality, elaboration, willingness 

to take risks, complexity tolerance, curiosity, and fluency. 

The developer, Thomas Rookey, has used the instrument 

among fifth grade students in the Harrisburg, Pennsylvania, 

area (pp- 97-98) . 

Torrance Tests of Creative Thinking have been the 

most widely used tests for research purposes in the area of 

creativity. The Torrance Tests of Creative Thinking are 

the only creativity tests for which construct, content, 

and concurrent and predictive validity studies have been 

extensively made (Torrance, 1966c). These tests in verbal 

and figural form, are the result of E. Paul Torrance's 

studies over a nine year period. They continue to be used, 

reported, and revised by the author. The kinds of test 

tasks were chosen for their ability to stand up under tests 

of reliability and validity, while sampling as many dif

ferent kinds of creative thinking as possible. Fluency, 

flexibility, originality, and elaboration scores can be 

derived from the test battery. The figural form is more 

often given in grades K-3, and the verbal form in grades 

k through adult. Figural tests including picture construc

tion and incomplete and repeated figures require an ad

ministration time of approximately thirty minutes. The 

verbal forms that include seven tasks requiring different 

mental processes, requires an administration time of 



approximately forty-five minutes. Scoring is accomplish 

along carefully outlined guidebook procedures and requir 

approximately one to one and one-half hours of dual 

checking time per test. In preparation for the present 

study, the researcher sought concurrent validity with 

Torrance Tests of Creative Thinking and the Originality 

Inventory prior to using the latter test instrument. Th 

description, data, and results of this preliminary study 

appear in Chapter 1 of the present investigation. 



CHAPTER 3 

PROCEDURES 

The Research Design 

The Posttest-Only Control Group Experimental Design 

(Campbell and Stanley, 1963) chosen for the present in

vestigation has distinct advantages over the pretest-

posttest procedures. 

Sources of internal validity are equally controlled 

by the Posttest-Only Control Group Experimental Design, and 

external factors of validity are enhanced because this 

design utilizes one time testing instead of repetitive 

testing over extended time periods a Test-retest relia

bility of the Originality Inventory has not been established. 

These factors were primary considerations at the time the 

Posttest-Only Control Group Experimental Design was chosen. 

The experimental design illustrated in Figure 1 below is 

further defined by descriptions of procedures which follow. 

Description of Teacher Groups 

Twenty-four teachers volunteering for the workshops 

were randomly assigned to one of two workshop offerings. 

Twelve attended the first workshop and were designated as 

the experimental group. Twelve attended the second work

shop and were designated as controls. 

34 
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WORKSHOP (E) NON-WORKSHOP (C) 

6 Teachers 

Prim. 10 Students each 

N = 60 

6 Teachers 

10 Students each 

N = 60 

6 Teachers 

Inter. 10 Students each 

N = 6o 

6 Teachers 

10 Students each 

N = 6o 

Figure 1. Research Design of the Present Study 

Figure 2 pictures the distribution of teachers in 

both primary and intermediate grades. All grades were 

represented within the experimental group. However, no 

kindergarten level was included in the control group. The 

investigator was gratified to accomplish this fairly even 

distribution through randomization. This is not unusual, 

however, since all past workshops as well as the ones 

comprising the present study have been reasonably balanced 

in grade level representation. 

Figure 3 graphs a comparison of experimental and 

control groups with respect to the number of years of 

teaching experience represented in the sampling. The groups 

are very closely matched. The average length of teaching 

experience represented in the primary experimental group is 

15*50. The average for primai-y controls is 15-66. 
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Intermediate teaching experience in experimental and 

control groups is also comparable. Intermediate experi

mental group has an average length of 11. l6 years; inter

mediate control group, 10.l8 years. 

According to data collected on teacher training 

institutions attended, the intermediate experimental and 

control groups are balanced with five university trained, 

and one state teacher's college representative in each 

group. In the primary sampling both experimental and 

control groups have three university trained and three 

state teacher 's college trained teachers. 

In the experimental group of teachers, seven 

teachers have Master's degrees and five have not. In the 

control group, four teachers hold Master's degrees and 

eight do not . 

The investigator obtained data on courses and/or 

experience above minimum requirements taken in art, music, 

drama, and dance. The numbers of teachers tabulated under 

each category are found in Table 7« Although all groups 

appear to have had little experience in art education, 

music reflects stronger preparation. Interestingly, drama 

shows the weakest preparation in teacher training or 

experience. 
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Table 7« Numbers of Teachers Having Experience and Train
ing in Related Art Subjects 

Primary Intermediate 

E C E c Total 

Art Yes 2 1 0 2 5 
No k 5 6 k 19 

Music Yes 2 k 1 2 9 
No k 2 5 k 15 

Drama Yes 1 0 0 1 2 
No 5 6 6 5 22 

Dane e Y es 2 l l l 5 
No k 5 5 5 19 

Description of Student Groups 

Two hundred and forty students were randomly 

selected from the registers of the twenty-four teachers 

comprising the experimental and control groups of the 

present study- The schedule for random sampling and data 

collection on individual students extended from January l8 

through February 295 1972. Randoming was designed so that 

a balanced number of boys and girls was selected for experi

mental and control groups. Ages of students represented in 

the study are shown in Figure k. Analysis of the numbers 

of students according to the data collected is recorded in 

Table 8. 
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Table 8. Numbers of Students Represented in Individual 
Data Categories 

Primary Intermediate 

Cat egories E c E C Total 

S ex Boys 30 30 30 30 120 
Girls 30 30 30 30 120 

Ages of 5 5 5 
S tudents 6 20 11 31 

7 13 23 36 
8 17 19 36 
9 4 7 23 17 51 

10 l 23 20 44 
11 10 14 24 
12 4 9 13 

Occupation 1-2 12 13 13 4 42 
of Parent 3 13 10 11 8 42 

4 10 10 11 i4 4 5  
5 8 9 11 4 32 
6-7 17 18 14 30 79 

Ethnic Code 1 0 l 0 l 2 
2 3 2 4 0 9 
3 0 0 4 1 5 

23 16 19 24 82 

5 0 0 0 0 0 
6 34 4l 33 34 142 

Familial Only 2 6 3 1 12 
Position F irst 18 14 16 14 62 

Middle 15 18 23 15 71 
Last 25 22 18 30 95 

Teacher 1-2 17 24 15 23 79 
Apprais al B1 ank 31 15 30 10 86 

4-5 12 21 15 27 75 

Club Yes 0 0 39 25 64 
Membership No 0 0 21 35 56 

Reading 7-9 21 17 11 l4 63 
Achievement 4-6 31 29 27 30 117 
Stanines 1-3 8 l4 22 l6 60 



The Warner Index of Status Characteristics Scale 

of Occupations was used to code parent occupation cate

gories : 

1. Professional and proprietor of large business 

2. Semi-professional and lesser officials of large 

business es. 

3. Clerks and kindred workers. 

k. Skilled workers. 

5- Proprietors of small businesses. 

6. S eini-skill ed and unskilled workers. 

7. Unemployed and welfare. 

Coding systems used by the school district were 

used to identify students of varying ethnic backgrounds: 

1. Indi an. 

2 . Negro. 

3 • Oriental. 

k. Mexican-American. 

5• Other. 

6. White. 

The scale below was used to determine the teacher's 

rating of the child's originality: 

1 . 2  3  ^  
/ / / / 

Highly Above Below Not Very 
Original Average Average Original 
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Omission of the category average was intended to suggest a 

commitment away from the center on the part of the rater. 

Teachers were asked to leave a blank if they could not rate 

the child according to the numbers on the scale. When data 

were later analyzed, all blanks were given the numerical 

value of three. Three values were changed to four values, 

and fours to fives » 

This definition of originality guided the teachers E 

rating: Originality is defined as the child's ability to 

produce something new to himself that is satisfying to 

himself, and in that sense useful to him and/or to others. 

Codes for reading achievement tests were based on 

the standard stanine scale as recorded in student records. 

Peabody Picture Vocabulary Test was used for the kinder

garten group. Metropolitan Reading Readiness Tests in the 

primary grades , and Metropolitan Reading achievement 

scores in the intermediate grades were recorded from 

student records. Since no special testing of students for 

the present study, except among the kindergarten children, 

was accomplished, it should be carefully noted that reading 

achievement stanines for all pupils may be quite inaccurate 

because of the greater time lapse between test administra

tion, forms used, and differences in test procedures. Data 

interpretation is therefore limited by inconsistency of 

this item. 
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Descriptions of analyses of data and interpreta

tions of these results appear in Chapters k and 5 of the 

present study. 

Description of Sampling 
Process Teachers 

An interest inquiry and registration forms were 

sent to all elementary schools of Tucson School District 

No. 1 in mid-Decembers 1971- Interested teachers signed a 

portion of this form and returned these to the central 

office of Frederica Wilder, Assistant Superintendent for 

E d u c a t i o n a l  P r o g r a m s .  A p p r o x i m a t e l y  f i f t y  t e a c h e r s  r e 

turned forms requesting the workshop. On January 11ths an 

initial organizational meeting was held to determine the 

best date, time, and place for the workshop offering. 

Because of the large response, the investigator announced 

the necessity of holding two workshops for better involve--

ment. It was subsequently agreed that the workshops would 

be held at Robison Elementary School Multipurpose Room on 

Tuesday afternoon from January 18 through February 29; and 

the second from March 21 through May 2, 1971- After 

teachers attending the organizational meeting had been 

subdivided into primary teachers and intermediate teachers, 

the researcher randomly assigned teachers to the first 

workshop, designated as the experimental group; or the 

second workshop, designated as the control group. Notices 

of the random assignments to workshops were sent to each 
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teacher prior to the first workshop session. It was most 

fortunate that there was not a great loss of teacher 

volunteers throughout these intricate maneuvers. Thirty-

three teach ers eventually completed their workshop assign

ments. The others were lost due to time, date, or assign

ment conflicts. When confirmations had settled the numbers 

of teachers involved in the present study, a random number 

list determined the six teachers in each cell of the 

research design whose children would be tested between 

workshop offerings. 

Description of Sampling—Students 

The investigator, armed with a sabbatical leave and 

a letter of introduction to the principals of each of the 

volunteering teachers, visited every school of an involved 

teacher during the course of the first creative activities 

workshop. In the school's main office, a random number 

list was used to select six boys and six girls from the 

classrooms of workshop and non-workshop teachers. The 

extra children were sampled in case of illness or unfore

seen moves necessitating substitutions during the testing 

process. The workshop and non-workshop teachers involved 

in the present study were not aware of the children's 

random selection or the testing procedure until the time 

of the testing. 
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At the time the students were selected, the re

searcher also collected other pertinent personal informa

tion included in this study from the permanent record cards 

on file at the elementary schools visited. It must be 

noted that the present study is also limited to the 

accuracy of recordings on these school permanent records. 

One aspect of data collection for the present 

study was gained at the time of testing. Teachers were 

given a copy of the researcher's definition of originality, 

and asked to rate each of the children tested as (l) highly 

original, (2) above average, (3) below average, and (4) not 

very original - They were asked to leave a blank if the 

child was average (see description of Student Groups, 

E x p e r i m e n t a l  a n d  C o n t r o l ,  p .  k 2 )  °  

Workshop Procedures 

Two creative activities workshops for elementary 

teachers were established through Tucson School Board 

approval. The first workshop composed of experimental 

workshop teachers was held each Tuesday afternoon from 

January 18, 1972, through February 29, 1972. The second 

workshop composed of control non-workshop teachers was 

held each Tuesday afternoon from March 21, 1972, through 

May 2, 1972. Planned activities for seven two-hour sessions 

were designed to reflect Torrance's suggested activities 

for encouraging creativity in all curricular areas. An 



outline of the kinds of activities presented is described 

in the brochure for this in-service workshop in Figure 5-

Detailed procedures including materials used, descriptions 

of each procedure with selected pictures, and evaluations 

appear in Appendix C„ Evaluations of participating 

teachers are included as Appendix D. 

Testing Procedures 

Students of workshop and non-workshop teachers were 

tested individually during the period between workshops. 

The res earcher and a graduate student in the Elementary 

Department of the College of Education completed individual 

tests during the morning and afternoon sessions from 

March 1, 1972, through March 20, 1972. The principals of 

the fourteen elementary schools involved in the study 

made testing facilities available according to the testing 

schedule arranged in advance. Principals and teachers in 

the schools were extremely cooperative throughout the 

testing process. Incomplete data and teacher assessments 

of the child's originality were completed at the time of 

school visitation for testing purposes. Materials and 

procedures of the individual tests were followed as out

lined in the Originality Inventory Instrument (see Appendix 

B) . 

The primary hypotheses of the present investigation 

were tested by means of a two-way ANOVA (Weldon and 
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" A N  U L C E R  I S  A N  U N K I S S E D  I M A G I N A T I O N  .  .  

T A K I N G  I T S  R E V E N G E  F O R  H A V I N G  B E E N  J I L T E D ! 1  

-  J o h n  C i a r d i  

© 

" E V E R Y O N E  p o s s e s s e s  

t h e  a b i l i t y  i n v o l v e d  

i n  b e i n g  c r e a t i v e .  I t  

i s  t h e  l e g i t i m a t e  f u n c t i o  

o f  t h e  h o m e  a n d  s c h o o l  t o  

p r o v i d e  e x p e r i e n c e s  a n d  

g u i d a n c e  w h i c h  w i l l  f r e e  

c h i l d r e n  t o  d e v e l o p  a n d  

f u n c t i o n  f u l l y ! "  

A N  I N S E R V I C E  W O R K S H O P  F O R  

E L E M E N T A R Y  T E A C H E R S  

T u c s o n  P u b l i c  S c h o o l s  

D i s t r i c t  O n e  

D e s i g n e d  a n d  D i r e c t e d  b y  

P a t r i c i a  S w a n  

a n d  

V i r g i n i a  R o b i n s o n  

Figure 5* Brochure Outline of Teacher Inservice Workshops 
of Present Study 



A  P R O G R A M  O F :  

P A N T O M I M E  

I M P R O V I S A T I O N  

C R E A T I V E  M O V E M E N T  

T H R O U G H  T H E  T E A C H E R  

F R E E I N G  

. .  . I n d i v i d u a ^  b i t i n g  s e t s  o r  

e x p e c t . i t  i c  i n g  t h e m  f i n d  t h e  

" t o p s  o f  t  ^ a g e s . "  *  

A C C E P T I N G  

M a k i n g  d i v e r g e n t  t h i n k i n g  l e g i t i  

S E N S I N G  

P r o d u c i n g  a w a r e n e s s  o f  i n c o m p l e t e n e s s  o f  t h e  

i n f o r m a t i o n  p r e s e n t e d . *  

T H I N K I N G  

L e t t i n g  o n e  t i l i n g  l e a d  t o  a n o t h e r . *  

E X P L O R I N G  

P l a y i n g  w i t h  a m b i g u i t i e s  a n d  u n c e r t  a  i t i t  i c s  

E x a m i n i n g  f a n t a s i e s  f o r  s o l u t i o n s  t o  e v e r y d a y  

p r o b l e m s . *  

i n r o  

E X P E R I M E N T I N G  

. . .  a n d  m a n i p u l a t i n g  o b j e c t s ,  i d e a s ,  e t c . *  

P R O B L E M  S O L V I N G  

E x a m i n i n g  a  p r o b l e m ,  p i e c e  o f  i n f o r m a t i o n  o r  

o b j e c t  f r o m  s e v e r a l  p o i n t s  o f  v i e w  a n d  t h e n  

c o m b i n i n g  t h e  i n s i g h t s  e n g e n d e r e d . *  

E n c o u r a g i n g  m u l t i p l e  h y p o t h e s e s . *  

R e q u i r i n g  r e o r g a n i z a t i o n  o f  i n f o r m a t i o n ,  

o b  j e c t  s  ,  e t c . *  

i n c ;  u n o r g a n i z e d  o b j e c t s ,  i d e a s ,  e t c .  

m e a n i n g f u l  a r r a n g e m e n t s . *  

E n c o u r a g i n g  ^ t r a n s f o r m a t i o n  o f  i n f o r m a t i o n . *  

T O  T H E  C H I L D !  

*  " C r e a t i v i t y  a n d  I n f i n i t y "  E .  P a u l  

T o r r a n c e ,  J o u r n a l  o f  R i s e a r c 1  a n d  

D e v e l o p m e n t  i n  E d u c a t i o n .  V o l .  A ,  

N o .  3 ,  S p r i n g ,  1 9 7 1 ,  p p .  3 6 , 3 7 ,  

Figure 5«—Continued 
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Humphrey, 1972), which generated F scores to measure 

between group differences in treatment (experimental and 

control), grade level (primary and intermediate), and 

interaction effect of these variables. A one-way Kruskal-

Wallis analysis on ranked scores tested the direction of 

these differences favoring primary, intermediate, experi

mental , or control groups . The F test is the most power

ful of the parametric statistics available. Application 

of the non-parametric H statistics was the most efficient 

in conserving data by converting the scores to ranks. The 

Kruskal-Wallis one-way analysis has an asymptotic power-

efficiency of 95 °5 per cent when compared with the most 

powerful F test (Siegel, 1956). 

Kendall Correlation Coefficients measured the 

degree of association between Originality Inventory scores 

and teacher and student data described in this chapter. 

Consistently significant correlations between ages of 

children and Subtest and Total Test scores were graphed 

according to mean scores attained by each age group. The 

researcher devised a system of graded scores in the 

Originality Inventory in order to graph student scores 

according to teacher years of experience, teacher appraisal 

of the child's originality, and occupation of parent. This 

system and graphs generated from it appear in the Results 

of the Investigation, Chapter 4. 



CHAPTER 4 

RESULTS OF THE INVESTIGATION 

Introduction 

The two hypotheses of the present study are: (l) 

children from workshop teacher classes have greater 

Originality Inventory scores than do children from non-

workshop teacher classes as a result of having developed 

awareness through increased opportunities to be creative 

(p < o05), and (2) intermediate students have greater 

Originality Inventory scores than do primary students due 

to increased experience and age (p < .05)-

The investigator utilized five strategies in order 

to generate results from data collected in relation to 

Subtests and Total Originality Inventory scores. These 

strategies included: (l) a two-way ANOVA 45 testing dif

ferences between treatment (T) of experimental and control 

groups5 differences in grade level (G) (intermediate and 

primary), and interaction effects of treatment and grade 

level (T x G); (2) a one-way Kruskal-Wallis analysis 

testing ranked score differences between primary experi

mental (PE)5 primary control (PC), intermediate experi

m e n t a l  ( I E ) ,  a n d  i n t e r m e d i a t e  c o n t r o l  ( I C )  g r o u p s ;  ( 3 )  

Kendall Correlations producing coefficients of relationship 

51 
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between teacher and student data collected and student 

scores; (4) recording of mean scores on data collected and 

graphing mean scores according to student age; and (5) a 

schema of graded scores devised in order to graph experi

mental and control group differences. 

Two-Way Analysis of Variance on Subtests 
and Total Originality Inventory 

Results of the two-way ANOVA ^5, as shown in Table 

9, revealed no significant interaction effects between 

treatment and grade level. Between-group significant F 

values are found in both treatment (p < .01) and grade 

level (p < .01) in Subtest 1* In Subtest 2, significant 

differences were found only in grade level (p < .05)• 

Subtest 3 revealed significant F values in treatment 

(p < 0O5) and grade level (p < .01). The Total Test 

.indicated significant differences in both treatment 

(p < ,01) and grade level (p < .01). 

One-Way Kruskal-Wallis Analysis on Subtests 
and Total Originality Inventory 

Noting significance levels of the two-way analysis, 

and the insignificant interaction effects on Subtests and 

Total Test, the investigator also applied a Kruskal-Wallis 

analysis on ranked scores in order to discover differences 

between primary (P) and intermediate (I) groups as distin-

quished by participation .in workshop (E), or non-workshop 
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Table 9° Two-Way ANOVA 45 on Subtests and Total 
Originality Inventory 

Sourc e df SS MS F p 

Subtest 1: 

Variable T 1 254 0 20 4 254.204 11 .169 . 0 1  
Variable 6  1 161 .704 l6l .704 7 .105 . 0 1  
T x G 1 24 • 704 24.704 l .086 
Error 236 5 3 7 0  .840 22.758 

Subtest 2: 

Variable T 1 11 .704 11.704 •979 
Variable G 1 7 8 .204 7 8.204 6 • 546 . 0 5  
T x G 1 2 3  .437 2 3 . 4 3 7  1 . 9 6 2  
Error 236 2 8 1 9  e  3 1 6  11.946 

S ubtest 3; 

Variable T 1 2 6 2  . 5 0 4  2 6 2.504 5 . 2 1 0  . 0 5  
Variable G 1 6o4 . 8 3 7  6 0 4 . 8 3 7  12 . 0 0 5  . 0 1  
T x G 1 l =  5 0 4  l .504 . 0 2 9  
Error 236 1 1 8 9 0  .  4 4 9  50.383 

Total Test: 

Variable T 1 1 2 6 5  .004 1 2 6 5 . 0 0 4  7 • 309 .01 
Variable G 1 2 1 3 0  .104 2 1 3 0.104 12 .294 .01 
T x G 1 121 . 8 3 7  1 2 1 . 8 3 7  . 7 0 3  
Error 236 4 0 8 9 0  .949 1 7 3 - 2 6 7  

Significance at .05 level is 3«&9* 

Significance at .Ol level is 6.75* 
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(C) groups. Results of this analysis are tabulated in 

Table 10c 

Comparing F and H values in Tables 9 and 10 

produced the following results observable in Subtest 1, 

Subtest 2, Subtest 3, and Total Test: 

Subtest 1 significant F values were determined in 

both treatment (p < „0l) and grade level (p < .01) in the 

two-way analysis (Table 9)- In Table 10, the one-way 

analysis of Subtest 1 revealed significant H values favor

ing both primary (p < ,05) and intermediate (p < .01) 

experimental groups when compared with primary and inter

mediate control groups. 

Subtest 2, according to the two-way analysis in 

Table 9, indicated no significant differences between 

treatment groups. However, a significant F value was 

determined for grade level differences (p < .05)• One-way 

analysis of Subtest 2 in Table 10 produced a significant 

H score indicating that these differences existed only 

between experimental intermediate and experimental primary 

groups (p < .05). 

Subtest 3 of the two-way analysis revealed sig

nificant F values in treatment (p < .05) and grade level 

(p < .01), as seen in Table 9' One-way analysis in Table 

10 revealed that these differences were between inter

mediate and primary experimental groups (p < .05), and 

between intermediate and primary control groups (p < .01). 
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Table 10« Originality Inventory as Measured by Kruskal-
Wallis One-Way Analysis 

Groups Tested Mean Scores H P 

Subtest 1 : 

Primary Experimental 
Primary Control 

12 « 2 50 
10 c 833 3 • 992 .05 

Intermediate Experimental 
Intermediate Control. 

14*533 
11.833 9 . 6 7 8  . 0 1  

Intermediate Experimental 
Primary Experimental 

14.533 
1 2 . 2 5 0  3 . 0 8 2  

Intermediate Control 
Primary Control 

11.833 
10.833 l • 790 

S ub test 2: 

Primary Experimental 
Primary Control. 

3 • 300 
3.483 . 1 6 0  

Intermediate Experimental 
Intermediate Control 

5 . 0 6 7  
4oOOO 1 . 6 3 8  

Intermediate Experimental 
Primary Exp eri.ment al 

5 . 0 6 7  
3 .300 6  . 5 2 8  o05 

Intermediate Control 
Primary Control 

4.ooo 
3 • 483 2  .506 

Subtest 3• 

Primary Experimental 
Primary Control 

8 . 2 0 0  
6 . 2 6 7  2  .427 

Intermediate Experimental 
Intermediate Control 

1 1.533 
9 . 2 8 3  . 9 8 0  

Intermediate Experimental 
Primary Experimental 

11.533 
8 . 2 0 0  5 . 4 9 2  .05 

Intermediate Control 
Primary Control 

9  . 2 8 3  
6  . 2 6 7  11 .404 . 0 1  

Total Test: 

Primary Experimental 
Primary Control 

23.750 
2 0 . 5 8 3  2  .295 

Intermediate Experimental 
Intermediate Control 

31.133 
25 .117 4 .079 .05 
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Table 10•--Continued 

Groups Tested Mean Scores H P 

Intermediate Experimental 31 • 133 
Primary Experimental 23 • 750 k  • 796 <.05 

Intermediate Control 25 • 117 
Primary Control 20 • 583 6 .868 .01 

Significance at «05 level is 3«84. 

Significance at <,01 level is 6.63* 
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Because of an apparent discrepancy in the result of 

comparing analyses of Subtest 3, the investigator ran an 

extended test in order to discover possible influences 

affecting the results. Table 11 tabulates results of this 

test. 

Table 11. Originality Subtest 3 Extended Test as Measured 
by Kruskal-Wallis One-Way Analysis on Ranked 
Scores 

Groups Tested H p 

IC vs. PE 1.65^ 

IE vs . PC 18.554: .01 

I vs. P 16.051 .01 

E vs . C 3. 8 8 5  .05 

In Table 11, combining the analysis of treatment 

groups (E vs. C) revealed significant differences (p < .05) 

favoring the experimental group. Combining the analysis of 

grade level groups (I vs. P) revealed significant differ

ences (p < .01) favoring the intermediate group. No 

significant differences were found between intermediate 

control and primary experimental groups. However, differ

ences between intermediate experimental and primary control 

groups were significant at the .01 level favoring the 

intermediate experimental group. The H value of this 
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difference was extremely high (18.55^)* Grade level (I vs« 

P) H value was also extremely high (l6.05l) considering 

that an H value equal to 6.63 is required for significance 

at the .01 level. 

Total Test results of the two-way ANOVA ^5, in-

Table 9, indicated significant differences in both treat

ment (p < oOl) and grade level (p < .01). One-way anal

ysis, in Table 10, further revealed that there were no 

significant differences between primary experimental and 

primary control groups. The intermediate experimental group 

scored significantly higher (p < .05) than the intermediate 

control group. Intermediate students in both experimental 

(p < .05) and control (p < .01) groups scored significantly 

higher than primary experimental and control groups. 

Kendall Correlations of Teacher and Student 
Data Collected and Originality 

Inventory Scores 

Kendall Correlation Coefficients between teacher 

experience and training variables and Subtests and Total 

Test of the Originality Inventory were low and/or negative 

as recorded in Table 12. 

Except for age relationships, correlations between 

all student data collected for the present study were low 

and/or negative as recorded in Table 1 3 °  

Tables 12 and 13 reveal that correlations of Sub

tests and Total Test of the Originality Inventory and ages 



Table 12. Kendall Correlation Coefficients Between Teacher Training and 
Experience Data and Test Scores 

Teacher 
Experience 

Teacher 
Training 

MA 
Degree Music Drama Dance 

Subtest 1 .12 - .04 - .09 -.18 i a o
 

C
O

 

i i o
 

to
 

-.18 

Subt est 2 ,00 -.13 -.10 

0
 %

 

1 - .08 

C
O

 o
 c !
 

H
 

rH c !
 

Subtest 3 i o
 O
 

•P
-

!
 

0 H
 

-.10 -.16 i b
 

-.12 -.10 

Total Test - .04 1 9
 H
 

o
 

- . 0 9  -.15 -.11 

0
 c 

1 -.15 

\0 



Table 13• Kendall Correlation Coefficients Between Student Data and Test Scores 

Age S ex 
Parent 
Occup. Ethnicity 

Familial 
Position 

Teacher 
Appraisal Club 

Reading 
S tanines 

Subtest 1 • 17 - .02 -.16 .18 -.17 

H
 0 1 1 o H

 
C

O
 

.14 

Subtest 2 .23 i • o
 

-.15 .10 -.05 1 H
 

-.15 .09 

Subtest 3 .28 

O
 1 -.06 .12 - .15 - . 12 - .20 .02 

Total Test 

-t
f 1 

CM O -.03 -.13 .15 -. l6 -.15 -.21 .09 

cn 
O 
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of children were all positive and significant at the .001 

level. These were the only correlations of consistently 

significant relationship, and the only set of coefficients 

moderately close to the magnitude of the intercorrelations 

between the Subtests and Total Originality Inventory 

recorded in Table l4. 

Table l4. Kendall Correlation Coefficients Between Sub
tests and Total Originality Inventory 

Subtest 2 Subtest 3 Total Test 

Subtest 1 .59 .74 .89 

Subtest 2 .60 .79 

Subtest 3 *90 

Intercorrelations of Subtests and Total Test were 

all significant at the .001 level. 

Mean Scores on Teacher and Student 
Data Categories 

Mean scores of students on the Originality Inven

tory according to teacher and student data collected for 

the present study are recorded in Tables 15 and l6. Re

sults generated by these tables should be interpreted with 

caution because of the significance and limitations of 

these data noted in the present study. These limitations 
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Table 15- Mean Scores of Students on Originality Inventory 
According to Teacher Experience and Training 
Cat egories 

Primary Intermediate 

Des cript ion E C E C 

Years of 
Experienc e: 

1-5 
6-10 
11-15 
16-20 
21-25 
26-30 

°A 
20 .8 
8.3 

2 9  . 2  
33-3 
4.2 
4.2 

17 -90a 

2 7 . 3 0  
12.80 

2 9  • 70 

12.bO 

22.l8a 

28.15 

32.10a 

34.20a 

3 2 . 3 0 a  

3 0 . 0 0  
2 9 . 7 0  
24.10 

Training: 

University 
Teachers Co liege 

25.97® 
21.53 

22.13 
19.03 

3°.52a 

3 4 .  2 0  
25.32 
24.10 

Masters 
D e gr e e : 

yes 
no 

20.13a 

27•37a 
19.45 
21 .15 

33•90® 
2 5 . 6 0  

2 9 . 8 5  
2 2 . 7 5  

Fine Arts 
Cours es: 

Art yes 
no 

3 1 . o o a  

20.153 
25.50 
19.60 3l.l3a 

2 6 . 9 0  
24.23 

Music yes 
no 

32.45® 

19-35 
22 .13 
17.50 

35-40® 
3 0 . 2 8  

2 7 . 7 0  
2 3 . 8 3  

Drama yes 
no 

3 2 . 3 0  
22.04a 2 0  .  5 8  3l.l3a 

2 5 . 7 0  
2 5 . 0 0  

Dane e yes 
no 

2 5 . 3 5  
2 5 . 4 5  

3 1 . 4 o a  

18. 42 
35-40® 
30.28 

2 9 . 7 0  
24.20 

aHigher mean 
groups. 

scores within Primary or Intermediate 
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Table l6. Mean Scores of Students on Originality Inventory 
According to Student Data Categories 

Prim ary Int ermediat e 

Categories E C E C 

Sex Boys 
Girls 

25*53a 
23 .06 

20.56 
20.60 

28.20 
34.07& 

28.20 
22 .03 

Occupation 
of Parent 

1-2 
3 
4 
5 
6-7 

30.83a 

25-00a 

23.8oa 

23 • 75a 

17.76 

23 0 38 
17.70 
17.50 
21.00 
21 066 

32-69 
28.27 
29 • 91a 

4i.45a 

2 4. 7 9 a 

42 .00a 

20 . 88 
27-71 
20 -50 
23-73 

Ethnic Mex. Amer. 
Anglo. 

15 • 83 
29-59 

23 • 75a 

19.58 
29.84a 

32.24a 
23 .14 
27.32 

F amilial 
Position 

Only 
F ir s t 
Middle 
Last 

33 -00a 

24.22 
22.92a 

23.20a 

23-33,, 
24.93 
17-31 
20 .72 

16.00 
37-94a 

24-55 
33 • 52 

18 .00 
25.86 
23.40 
25.83 

Teacher 
Apprais al 

1-2 
3 
4-5 

26.87® 
23 .12a 

16.42a 

21.50 
21. 4o 
13.90 

4o.8oa 

29 -03a 

25 -66a 

29-57 
22 . 90 
22.15 

Club 
Membership 

Yes 
No 

NA NA 
31•5 4a 

30.38 
25. 4o 
24.91 

Reading 
Achievement 
Stanines 

7-9 
4-6 
1-3 

28.57a 

21.45 
19•75a 

18.47 
23 -66a 

16 .78 

28.ooa 

32.85a 

30.59a 

24.79 
27.73 
20 -50 

aHigher Mean Score within Primary or Intermediate 
groups. 



were: (l) teacher and student data Kendall Correlation 

Coefficients were low and/or negative, except for ages of 

children and scores attained; (2) mean scores of each 

category recorded were based on diverse and unequal N as 

recorded in Table 8; and (3) data collected from school 

records on reading achievement stanines and ethnicity were 

limited by accuracy and recency of recordings therein. 

Mean scores tabulated in Table 15 indicated that, 

except for students of teachers with 16-20 years of 

teaching experience and who had educational experience in 

the media of dance, primary experimental students earned a 

higher mean score than primary control students. Also, 

except for students of teachers with 1-5 years of teaching 

experience, intermediate experimental students received a 

higher mean score than intermediate control students in 

relation to all teacher experience and training categories. 

The following observations are derived from mean 

scores on student data in Table 16: 

1.. Primary experimental boys and girls received a 

higher mean score than primary control boys and 

girls o 

2. Means of experimental intermediate and control 

boys were equal. 

3. Intermediate experimental girls scored a higher 

mean than did intermediate control girls. 



Higher and lower occupation categories of parents 

appear to affect group mean scores. 

Mexican-American primary control students scored a 

higher mean than primary experimental students, and 

Mexican-American intermediate experimental students 

scored a higher mean than intermediate control 

students. 

Anglo students in both primary and intermediate 

experimental groups scored a higher mean than 

primary and intermediate control groups. 

Except for first children in the primary control 

group, only children and children considered first, 

middle, and last in family position scored higher 

means in the experimental groups than in the 

control groups <, 

Student mean scores according to the teachers' 

appraisals of students® originality were all higher 

in experimental groups than in control groups._ 

Intermediate students who had attended public clubs 

(i.e., cub scouts, boy scouts, brownies, girl 

scouts, or campfire girls) scored higher means in 

the experimental group than in the control group. 

Higher mean scores were earned by students with 

higher and lower reading achievement stanines in 

the primary experimental group. Primary control 

students with middle reading stanines earned a 
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higher mean score than primary experimental 

students with middle stanine scores, 

lie Intermediate experimental group students earned 

higher mean scores regardless of reading achieve

ment stanine range* 

Since ages of students and scores on the Originality 

Inventory were significantly correlated, the investigator 

graphed mean scores according to student age producing the 

patterns in Figures 6 through 9- Histograms of ages of 

students represented in the sample appear in Figure k, and 

numbers of students under each category are listed in 

Table 8. 

The graphs in Figures 6 through 9 illustrate that 

higher Originality Inventory scores were earned by experi

mental students in every Subtest and Total Test, except 

among seven-year-olds in Subtest 2 (Figure 7) • In addition 

to picturing the differing patterns of Originality Inven

tory scores according to student age in the experimental 

and control groups s the patterns reveal convergence of 

mean scores in all Subtests and Total Test at age nine. 

Analysis Using Graded Scores 

In order to analyze data collected for the present 

investigation on teacher influences and parent occupation 

in relation to student scores, the researcher devised a 

schema of graded scores. 



Ages of Children 

Figure 6. Mean Scores on Originality inventory Subtest 1 for E and C Groups 
According to Students 1 Ages 



8  

OS 

-P 
W 
0) 
+> 
J2 
3 
C/l 

to 
C D  

u  
O 
u 
en 

(3 
(0 
a> 
S 

/ 
/ 

/ 

/ 
/ 

/ 
/ 

/ 

_/ 

0 
0 

E 

C 

8 9 

Ages of Children 

10 11 

Figure 7 -  Mean Scores on Originality Inventory Subtest 2 for E and C Groups 
According to Students 1 Ages 

12 



32 

Ages of Children 

Figure 8. Mean Scores on Originality Inventory Subtest 3 for E and C Groups 
According to Students' Ages 
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Ages of Children 

Figure 9- Mean Scores on Originality Inventory for Total Test E and C Groups 
According to Students * Ages 
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Rank ordering scores on the Total Originality 

Inventory indicated a range of 4-65 for primary students, 

and a range of 8-92 for intermediate students. The median 

score for the primary group was 21, and the median score 

for the intermediate group was 260 The schema, in Table 

17, is based on Total Test scores, median scores, and pro

portionate numbers of scores earned in primary and inter

mediate groups. 

Table 17° Grades, Score-Span, and Numbers of Scores for 
Primary and Intermediate Groups 

Primary Intermediate 

Grade Score Span 
Numb ers 
of Scores Grade Score Span 

Numbers 
of Scores 

A 34-65 20 A 39-92 19 

B 27-33 20 B 30-37 21 

C 21-26 20 C 26-29 21 

D 16-20 20 D 22-25 21 

E 11-15 18 E 17-21 18 

F 4-10 22 F 8-10 20 
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According to the plan in Table 17, grades of A, B9 

and C were considered above median; D, E, and F were con

sidered below median; grades of A and B were considered 

high Originality Inventory scores ; C and D were con

sidered middle scores; and E and F were considered low 

Originality Inventory scores . Graphs of teacher and 

student data in this subsection of the present investiga

tion are based on graded scores according to this schema. 

A pattern of variation appeared to affect student 

scores as a result of the numbers of years of teacher 

experienceo Table 15 indicated that slightly higher mean 

scores were attained by students of teachers in experi

mental and control groups with a greater number of years 

of teaching experience. Kendall Coefficients (Table 12) 

revealed no significance in the Total Test. In order to 

analyze this tendency more closely, graphs in Figures 10 

and 11 were constructed using the graded score schema 

(Table 17). 

According to the graphs in Figures 10 and 11, 

slightly higher scores were attained by students of 

teachers with a greater number of years of experience in 

both experimental and control groups . In the experimental 

group, approximately sixty per cent of students of l6~30 

year teachers received above median scores; and approxi

mately forty per cent received below median scores. Fifty-

five per cent of students of the 0-15 year teachers 
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received above median scores, and approximately forty-five 

per cent received below median scores • In the control 

group, 51•^ per cent of students of 16-30 year teachers 

received above median scores, and 48.6 per cent received 

below median scores ; per cent of students of 0-15 year 

teachers received above median scores, and 66 per cent 

received below median scores. 

The schema of graded scores was also used to 

analyze teacher appraisal of the child's originality. A 

scale designed for teacher appraisal and the investigator's 

definition of originality were used to collect these data. 

Comparing the number of students scoring under each 

category of the scale (Table 8), with the mean scores of 

students according to teacher appraisal of originality 

(Table 16), it appeared that primary and intermediate 

teachers in both experimental and control groups dis

criminated slightly among children who earned high and 

low originality scores . Graphing graded scores produced 

the patterns in Figures 12 and 13-

Analysis of teacher appraisal of the child's 

originality using graded scores indicated that intermediate 

experimental teachers tended to give larger numbers of 

middle ratings to their students on the scale. In spite 

of clustered middle scores, these teachers appeared to have 

highly discriminated among high and low ratings, when 

compared with intermediate control teacher appraisals. 
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These graphs also revealed that, generally, teachers' 

determinations of children's originality were expressed 

across all levels of student scores. No clear pattern of 

teacher appraisal appears to occur, except among extremely 

high and low scores of students in primary and inter

mediate experimental groups whose teachers had had workshop 

experienc e o 

Graphing the numbers of graded scores in relation 

to students of parents in professional and semi-

professional categories and unskilled worker and welfare 

categories in primary and intermediate groups produced the 

patterns in Figures l4 and 15° 

Comparing Figures l4 and 15, the effect of occupa

tions of parents on student scores appears to have greater 

variance among intermediate than among primary students. 

In both groups s however, student scores have a tendency to 

be distributed higher among parent occupations in the 

professional and semi-professional categories, and lower 

in unskilled workers and welfare categories. 
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CHAPTER 5 

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND 
RECOMMENDATIONS FOR FURTHER RESEARCH 

The Problem 

The purpose of this investigation was to explore 

the effects of a creative activities workshop as it related 

to the nurturing of creativity in teachers and children. 

Such assessment was based on student responses to an 

Originality Inventory. 

Four preliminary investigations were made in prep

aration for this study. These included: (l) survey by 

letter of inquiry to institutions with possible related 

interests ,(2) three pre-study creative activities work

shops for elementary teachers, (3) administration of a 

prototype Originality Inventory to teachers and their 

students 5 and (k) concurrent validation of the Originality 

Inventory instrument with Torrance Tests of Creative 

Thinking, Figural and Verbal Forms A. 

The following hypotheses were tested: (l) children 

from workshop teacher classes have greater Originality 

Inventory scores than do children from non-workshop teacher 

classes (p < -05) as a result of having developed awareness 

through increased opportunities to be creative, and (2) 

intermediate students have greater Originality Inventory 

7 9  
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scores than do primary students (p < .05) due to increased 

experience and age.. 

Procedures 

The Research Design 

The present investigation utilized a Posttest-Only 

Control Group Experimental Research Design as defined by 

the following procedures. During the periods from January 

l8 through February 295 1972, and March 21 through May 2, 

1972, two additional in-service creative activities work

shops were held for elementary teachers of Tucson School 

District No. 1. Each of these workshops extended for seven 

two-hour sessions, once weekly, at one of the District's 

several centrally located elementary schools. The work

shops were planned to involve teachers in curricular 

activities stressing the art forms of pantomime, improvisa

tion, and creative movement., Teachers were encouraged to 

use and adapt these activities in their own classrooms 

(Appendix C)„ 

Twenty-four of the teachers volunteering for the 

workshop were randomly assigned to one of two workshop 

offerings. Twelve teachers, six primary and six inter

mediate teachers, were designated as experimental teachers 

and attended the first workshop. Twelve teachers, six 

primary and six intermediate teachers, were designated con

trol non-workshop teachers and attended the second workshop. 
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Two hundred and forty students were randomly 

selected, five girls and five boys from each of the class 

registers of the volunteering teachers in the experimental 

and control groups. The students of these teachers were 

then tested individually using the Originality Inventory 

instrument (Appendix B) during the recess between work

shops from March 1 through March 20, 1972= The individual 

testing was accomplished by the investigator and a graduate 

student in the College of Education, who had previously 

been trained to use the instrument. 

The Posttest-Only Control Group Design had ad

vantages over pretest-posttest procedures for the purposes 

of the present investigation. Sources of internal validity 

are equally controlled in the Posttest-Only Control Group 

Design. External factors of validity were increased by 

utilizing a one-time test design. In effect, this strategy 

eliminated repetitive testing over an extended time period. 

In addition, test-retest reliability of the Originality 

Inventory had not been established. 

Teacher and Student Data 

Using a questionnaire approach, the investigator 

acquired personal information about teachers and students 

in order to assess the effects of selected individual data 

on Originality Inventory scores. Information on numbers 

of years of teaching experience, university and teacher 
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college education; degrees earned; and course experience in 

art, music, drama, and dance was collected in this way. 

School records yielded student data. Randoming even numbers 

of boys and girls from each class allowed investigation of 

sex differences in relation to Originality Inventory 

scores. The Warner Index of Status Characteristics was 

used to code parent occupation categories. Reading achieve

ment stanine scores and ethnicity information were deter

mined from school records. The investigator acquired 

stanine scores for the kindergarten children in the experi

mental group by administering the Peabody Picture Vocabulary 

Test. It must be emphasized that school record data 

collected for this study, however carefully transcribed, 

limited the generalizations that can be derived from 

analyses, because of inconsistencies, inaccuracies, and 

time differentials among classes and schools from which 

data were collected. Teacher and student inquiries 

established other student information. The child's position 

in the family as only child, first child of two or more, 

middle child of three or more, and last child; and whether 

or not the child attended a public club (i.e., cub scouts, 

boy scouts, brownies, campfire girls, and girl scouts) were 

determined in this way. Finally, the investigator devised 

a scale for determining the teacher's appraisal of the 

child's originalityo At the time of individual testing, 

the teacher rated the child's originality on the 
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researcher's definition: Originality is defined as the 

child's ability to produce something new to himself that is 

satisfying to himself, and in that sense useful to him 

and/or to others. 

Treatment of Data 

A two-way ANOVA 45 was used to derive F values for 

between-group significance of difference in treatment 

(experimental and control), grade level (primary and inter

mediate) , and interaction effects of these variables on the 

three Subtests and Total Originality Inventory scores. A 

Kruskal-Wallis one-way analysis of variance on ranked 

scores was applied to discover the specific direction of 

significant F values of the two-way analysis. The one-way 

analysis tested whether significant differences existed 

among primary, intermediate, experimental, or control 

groups on the Subtests and Total Originality Inventory 

scores. The H statistic was chosen for this purpose, 

because it is an "extremely useful test for deciding 

whether independent samples are from different populations" 

(Siegel, 1956, p. l84). The procedures of this test con

serve data by converting the scores to ranks. It is the 

most efficient of the non-parametric tests, and has an 

asymptotic power efficiency of 95-5 per cent when compared 

with the most powerful F test. The investigator 
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established a significance level of less than .05 for re

tention of the two major hypotheses of the present study. 

Kendall correlation coefficients measured the 

degree of association between the teacher and student data 

collected for the study and scores on the Originality 

Inventory. Significant correlations between ages of 

students and Subtests and Total Originality Inventory were 

analyzed by graphing mean scores of students according to 

their ages (Figures 6-9). The investigator devised a 

system of graded scores on the Originality Inventory in 

order to analyze tendencies of selected mean scores in 

relation to teacher and student data collected for the 

present study (Table 17)° 

Results 

Results of the two-way analysis on interaction 

terms in all Subtests and Total Originality Inventory re

vealed no significant interaction effects between treatment 

and grade level. 

Between-group significant F values were determined 

in both treatment (p < .01) and grade level (p < .01) in 

the two-way analysis of Subtest 1 scores (Table 9). In 

Table 10, the one-way analysis of Subtest 1 revealed sig

nificant H values favoring both primary (p < .05) and 

intermediate (p < .01) experimental groups when compared 

with primary and intermediate control groups. 
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The two-way analysis of Subtest 2 of the 

Originality Inventory revealed no significant differences 

between entire experimental and control groups. However, a 

significant F value was determined for grade level differ

ences (p < .05)• One-way analysis produced a significant 

H score indicating that these differences existed only 

between experimental intermediate and experimental primary 

groups (p < .05)° 

In Subtest 3 of the Originality Inventory, the 

two-way analysis of variance yielded significant F values 

in treatment (p < -05) and grade level (p < .01). When a 

one-way analysis was applied, these differences appeared 

to exist between intermediate and primary experimental 

(p < o05), and intermediate and primary control (p < .01) 

groups. Because of the apparent discrepancy in these 

results, the investigator ran an extended test on Subtest 

3. Combined analysis of experimental and control groups 

revealed significant differences (p < .05) favoring the 

experimental group. Combined analysis of the intermediate 

and primary groups produced an H value significant at the 

>01 level favoring the intermediate group. Grade level 

significance in Subtest 3 was extremely high (Table ll). 

It appears that this value was sufficiently high to inter

fere with comparatively weaker effects of treatment. See 

Table 10, Subtest 3, in which results of treatment were 

shown to be insignificant. However, significant 
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differences in treatment between total experimental and 

total control groups was confirmed by application of both F 

test and the extended H test as significant at the .05 

level (Tables 9 and 11)„ 

Total Originality Inventory scores as analyzed by 

the two-way ANOVA ^5 indicated significant differences in 

both treatment (p < .01) and grade level (p < .01). One

way analysis revealed no significant differences between 

primary experimental and control groups. Intermediate 

experimental students, however, scored significantly higher 

on the Originality Inventory than did intermediate control 

students (p < *05)• Intermediate students in both experi

mental and control groups received significantly greater 

Originality Inventory scores than did primary experimental 

and control groups. 

Kendall coefficients between ages of children and 

Subtests and Total Originality Inventory were all positive 

and significant at the .001 level. Except among seven-

year-olds in Subtest 2, graphing mean scores according to 

age level for each of the Subtests and Total Test revealed 

that higher Originality Inventory scores were earned by 

experimental students in every Subtest and Total Test than 

by control students= Interestingly, these graphs clearly 

indicated a converging of scores among experimental and 

control students at age nine. 
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Other teacher and student data collected for this 

study, namely, years of teaching experience; teacher 

training; Master's degrees; fine arts courses in art, 

music, drama, and dance; occupation of parents; ethnicity; 

familial position of the child; teacher appraisal of the 

child's originality; club membership; and reading achieve

ment stanines yielded consistently low and/or negative 

Kendall Correlations. Intercorrelations of all Subtests 

and Total Originality Inventory were considerably high 

positive (Table l4), with coefficients of relationship 

significant at the .001 level. 

Graphing graded scores on the Originality Inventory 

according to teacher years of experience indicated that 

slightly higher scores were attained by students of 

teachers with a greater number of years of experience in 

both experimental and control groups » In the experimental 

group, approximately sixty per cent of students of 16-30 

year teachers received above median scores; and approxi

mately forty per cent received below median scores. Fifty-

five per cent of students of the 0-15 year teachers re

ceived above median scores , and approximately forty-five 

per cent received below median scores. In the control 

group, 51°'* per cent of students of 16-30 year teachers 

received above median scores; and 48.6 per cent received 

below median scores . Thirty-four per cent of students of 
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0-15 year teachers received above median scores ; and 66 per 

cent received below median scores. 

Analysis of teacher appraisal of the child's 

originality using graded scores indicated that intermediate 

experimental teachers gave large numbers of middle ratings 

on the originality scale devised for this study. In spite 

of clustered middle scores, these teachers were shown to 

be highly discriminatory among high and low ratings when 

compared to intermediate control teacher appraisals. These 

graphs also find that., generally, teachers' determinations 

of children's originality were expressed across all levels 

of student scores- No clear pattern of teacher appraisal 

appears to occur, except among extremely high and low 

scorers identified by the intermediate experimental group 

whose teachers had had workshop experience. 

Graphs of graded scores in relation to parent 

occupation appear to favor higher scores for students with 

parents in professional and semi-professional categories, 

and lower scores for students with parents in unskilled 

worker and welfare categories. 

Conclusions and Implications 

The two hypotheses tested in the present investiga

tion restated are: (l) children from workshop teacher 

classes have greater Originality Inventory scores than do 

children from non-workshop teacher classes (p < .05) as a 
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result of having developed awareness through increased 

opportunities to be creative, and (2) intermediate students 

have greater Originality Inventory scores than do primary 

students (p < -05) due to increased experience and age. 

Considering the results of the analyses defined in 

this study., the following research conclusions and implica

tions may be made: 

1. Children from workshop teacher classes scored sig

nificantly greater on the Originality Inventory 

than did children from non-workshop teacher classes. 

2a Primary children from workshop teacher classes did 

not score significantly greater on the Originality 

Inventory than did children of non-workshop 

teacher classes. 

3° Intermediate children from workshop teacher classes 

did score significantly greater on the Originality 

Inventory than did intermediate children from non-

workshop teacher classes. 

The significant effect of the teacher in-service 

workshop on children's originality scores implies the 

feasibility of greater emphasis on teacher awareness of 

and experiences in creativity at all grade levels. Cer

tainly, value of a workshop experience in divergent 

thinking and doing is indicated by the results of this 

research through differences in experimental and control 
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scores, and demonstration and evaluation by teachers of 

their own and their students * growth (Appendix C and D)„ 

These findings also imply stimulation through creativity 

experimentation in initial pre-service teacher training, 

for classroom teachers serving as cooperating teachers 

during student teaching experience, and in continuing 

education of teachers. The value and the means of attain

ing growth in creativity (i - es originality) appears to be 

inexorably tied to the creative involvement of influencing 

others who tend to appreciate and, in turn, develop these 

traits in children. 

According to the results of the present study, 

developed awareness through increased opportunities to be 

creative had less effect on Originality Inventory test 

scores of primary students than on those of intermediate 

studentsc Graphing of mean scores according to age 

(Figures 6-9) did indicate that experimental groups, with 

the exception of seven-year-olds in Subtest 2, scored con

sistently higher on the Originality Inventory than did 

control groups• There are, perhaps, some alternative 

explanations implicit in these results. 

In Guilford's cubical model of the intellect, he 

identifies traits of creativity as fluency, flexibility, 

and elaboration. Among factors of flexibility, Guilford 

lists the forms of spontaneous flexibility and adaptive 

flexibility* Guilford considered adaptive flexibility as 
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synonymous with originality. This factor required making 

changes in interpretation and approaches, and revisions in 

strategy in order to produce solutions to problems 

(Guilford, 1967, P° 108). Perhaps absence of differences 

in the primary group is due to age differences and the 

child's development of verbal and experiencial skills 

necessary to make choices among interpretations, approaches, 

and strategies. This implies, also, that originality is 

only one of many traits of creativity requiring nurture and 

developmental maturity in order to attain a measurable 

magnitude = 

Only in Subtest 1 of the Originality Inventory was 

there a significant (0O5) difference between experimental 

and control groups at the primary level. Thus, significant 

differences due to involvement of primary teachers in 

creative activities appear from results of only one of 

three subtests. This finding implies differences in 

intermediate and primary student responses to the require

ments of the test . Analysis of the Subtest procedures 

(Appendix B) revealed that Subtest 1 supplied a concrete 

object, which the child examined and from which he was 

asked to think divergently, while Subtests 2 and 3 required 

the child to imagine a nonexistent feature in the situation 

before he responded divergently. The procedure introduced 

an abstraction in Subtests 2 and 3 upon which the student 

was asked to base his divergent responses. As Torrance 
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(1965b) has stated, "Most of the work which has been done 

reflects little recognition of the fact that no single test 

or area of observation taps all the resources of the indi

vidual for creative thinking, and that the same tests or 

observations are not valid or adequate at all age levels" 

(p. 28)o 

Another implication may be derived from the 

significant differences found in the intermediate sampling 

of the present study. It has been observed by other 

researchers (Torrance and Myers, 1970) that intermediate 

teachers tend to avoid activities which they may consider 

to be immature or inappropriate for intermediate grade 

students. Analyses of the present investigation indicated 

that there were significant differences in originality 

growth when students were given opportunities to be 

creative in the intermediate grades. The findings of the 

present study imply that if creativity (i.e., originality) 

is to be nurtured and encouraged, then intermediate 

teachers must also adjust their determinations of maturity 

and appropriateness of activities for children of the 

intermediate grades. 

4b. That intermediate students have greater Originality 

Inventory scores than do primary students due to 

increased experience and age is fully supported by 

the evidence of the present study. 
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In Subtests and Total Originality Inventory, grade 

level differences exceeded the .05 level of significance. 

The conclusion that children experience a natural growth 

of originality when the trait is enhanced by opportunities 

to be creative is clearly supported by evidence that 

appeared in the extended test result of Subtest 3 (Table 

ll). In this test, differences between primary experi

mental group and the intermediate control group were 

insignificant. However, differences between intermediate 

experimental and primary control groups were extremely 

large (H = l8„55^)5 and significant at the .01 level. The 

primary teacher with an attitude of original thinking 

developed through an inservice workshop thus appears to 

extend that development to her students with abilities 

comparable to those of intermediate students whose 

teachers have not developed such an attitude. The result 

implies the necessity of keeping the creative spark alive 

through pre-service and in-service programs in which all 

elementary teachers learn about, experience, and develop 

their own attitudes toward extensions beyond the obvious 

bounds which, in some instances, are imposed upon chil

dren's learning. 

Enthusiasm for and responses to the creative 

activities workshop is evidenced by photographs of 

participants (Appendix C). Here are evidenced intermediary 

results with the teacher carrier of the creative 
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experiences. Interest of the teacher in this program is a 

necessary corollary to development of the children con

cerned. The value of the workshop lies in the participa

tion of the teacher in activities, which she, in turn, 

adapts and extends to the children with whom she works. 

These implications arise directly from the confirmed 

hypotheses of the present investigation. Teachers' 

responses to activities of the workshop are summarized in 

Appendix D in further corroboration of their own creative 

growth as they extend opportunities for their students' 

growth in originality-

A convergence of Originality Inventory scores among 

experimental and control students occurs at age 

nine « 

This phenomenon has been variously described as a 

result of cultural dipv developmental slump, and pressures 

to conform. Interestingly, this convergence persists 

regardless of treatment and grade level significance 

reported in this investigation. Torrance (1963) reports, 

For most of our measures of creative thinking, 
there were distinct periods of decline rather than 
growth at about ages five, nine, thirteen, and 
seventeen. We became particularly interested in 
the decline that appears at about age nine, or the 
fourth grade, because it is so acute and is 
accompanied by so many problems of behavior, 
learning difficulty, delinquency, and personality 
disturbance (p. 72). 
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Torrance pointed out that these patterns of creative growth 

are different for other cultures, and attributed the lag at 

age nine to pressures influencing the child's conformity to 

externally imposed standards set by home, teacher, and 

peers • Implication may be that home and peer pressures at 

age nine are far more dominant an influence on individual 

originality than the effect of teacher encouragement of 

student originality can eliminate. 

6. Students of teachers with greater numbers of years 

of experience tended to earn a larger proportion 

of higher Originality Inventory scores than did 

students of teachers with smaller numbers of years 

of experience in both experimental and control 

groups o 

This finding suggests that teaching experience may 

be an influence in the development of originality in chil

dren, although the specific factor responsible is not 

identified. Also, the greater differences between scores 

appeared to occur among middle scores in the experimental 

group, and among high and low scores in the control group. 

This implies that the treatment described in Appendix C in 

this investigation tends to minimize the effects of teacher 

experience on students' originality, in that the effect of 

workshop experience superseded that of years of experience. 
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7• Teachers who had workshop experience tended to 

appraise their students' originality more dis-

criminately than did teachers who had not had 

workshop experience. 

8. In spite of improved discriminatory tendencies 

among primary and intermediate teachers of the 

experimental group, overall patterns of teacher 

appraisal of the child's originality were expressed 

across all levels of student scores. 

Researchers have found varied results regarding 

teacher creativity nominations and actual scores attained 

by students on creative thinking tests. Such measures have 

generally not been valid. Yamamoto (1967) stated, "Quite 

often judges do not know what to look for in appraising 

creative thinking abilities, and strong 'halo' effects are 

observable" (p. 313)° Getzels and Jackson (1962) found 

that high creatives were seen by their teachers as being 

less desirable, more playful, less ambitious, and difficult 

to know. The findings of the present study appear to 

replicate this research since teachers with or without 

workshop experience tended to nominate their students 

across every level of high, middle, or low scores on the 

Originality Inventory. Interesting, however, is the addi

tional observation that more discriminatory patterns of 

teacher appraisal of the child's originality were found in 



the experimental primary and intermediate groups when 

compared with their respective control groups. This 

implies that teachers who are given opportunities to be 

creative are better able to discriminate among their 

students on the trait of originality» Perhaps these 

teachers develop a certain tolerance that offsets in part 

the stronger 'halo 1 effects and desirability factors of 

their creative students. Perhaps the teacher's awareness 

of values accrued by creative exploration produces a 

proportionate awareness of her students ' originality 

development « 

9" Students of parents in professional and semi-

professional occupations tended to earn higher 

Originality Inventory scores than did students of 

parents in unskilled worker and welfare categories. 

Torrance (1963, pp. 44-58) has pointed out that the 

nurturing of creativity is important in the home as well as 

in the school. The findings reflected in this conclusion 

of the present study indicate that parents of professional 

and semi-professional occupations may value and nurture 

their children's creativity more effectively than parents 

of children from unskilled workers and welfare categories. 

This may simply be due to differences in experiences and 

opportunity for creative expression available in homes of 

the more affluent parents. 



Recommendations for Further Research 

Recognizing that these significant differences 

resulted from the teachers' participation in a 

workshop of seven two-hour sessions implies need 

of further research based on the continuance of 

this trend after longer periods of teacher commit

ment to the development of creativity. The 

nurture and encouragement of creativity in the 

intermediate classroom necessitates moving through 

the teacher to the child. The teacher must 

experience the joy of these activities prior to 

or concurrently with the introduction of creative 

activities into the elementary classroom. It is 

not clear, however, how much time is required for 

optimal teacher development and the resultant 

effect on children's originality. Research con

cerning optimal participation time and longevity 

of influence on student originality needs to be 

accomplished. 

Further investigation is required to test the 

effects of creativity experimentation in pre-

service and cooperating teacher programs that 

include training in both values and means of 

attaining creative growth. 

Need is evidenced for identification of demonstrabl 

traits applicable to the primary child's creative 
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development, and an instrument to evaluate such 

development. 

Further research is required on the patterns of 

creative growth and ages of children. Of particu

lar interest needing further investigation, is the 

apparent decline in creativity growth that appears 

at about age nine. Implications of the present 

study also suggest that further research con

cerning the effect of home and peer pressures on 

this phenomenon needs to be accomplished. 

The findings of the present study suggest that some 

unidentified factor appears common to both teachers ' 

years of experience and the child's growth in 

originality., Further investigation is required to 

verify and identify the specific factor involved 

in this finding. 

The implication that the teacher's awareness of 

values accrued by creative exploration produces a 

proportionate awareness of her students' originality 

development requires further research. Replication 

of the procedures of the present study testing both 

teachers and children may shed some light on this 

influenc e. 

Finally^ an investigation correlating contributing 

factors involved between parent occupation and 

children's growth in originality is required before 
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any conclusions may be drawn concerning this 

influence. 
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CREATIVITY INSERVICE PROGRAM 1970-71 
PROTOTYPE TEST ANALYSIS 
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Teachers 

Raw 
Score 

60+ 
50-59 
40-49 
30-39 
20-29 
10-19 
1-9 

Score 
Range 

Median 

No. of 
Cases 

% Scoring 
above 35 
(Control 
Teacher 
(Median) 

% Scoring 
above 22 
(Control 
Age 10-12 
Median) 

Experimental Control 
In-service No In-

Group service 

1 1 
3 
6 4 

13 
3 

41-67 21-62 

49 35 

10 21 

100% 48°/o 

100°/o 95% 

Students (Age 6-9) Students (Age 10-12) 

Experimental 
Group Whose 
Teachers Had 
In-s ervic e 

Control 
No In-
s ervice 

Experimental 
Group Whose 
Teachers Had 
In-s ervic e 

Control 
No In-
s ervic e 

5 
17 
17 

6 

1 
2 
8 

19 
4 

1 
l 
1 
13 
4 

1  
6 

17 
7 
1 

6 - 6 2  

19.5 

6-43 

17 

12-52 

2 3  

8-48 

22 

46 34 20 32 

6% 3°/» 15% 15% 

4i?6 18% 55% 56% 



Students (Age 6-9) Students (Age 10-12) 
1eacners 

Raw 
S cor e 

% Scoring 
above 17 
(Control 
Age 6-9 
Median) 

Experimental 
In-s ervic e 

Group 

Control 
No In-
service 

Experimental 
Group Whose 
Teachers Had 
In-service 

Control 
No In-
service 

Experimental 
Group Whose 
Teachers Had 
In-s ervic e 

Control 
No In-
s ervic e 

100% 100% 61% 47% 85% 81% 

Chi-square (x ) analysis of the score distribution indicates Experimental 
Group Teachers scored significantly higher than Control Group Teachers, P < .01. 

Experimental Group 6-9 year old students scored significantly higher than 
their Control Groups, P < .01. 

Experimental Group 10-12 year old students scores were not significantly 
different from their Control Group, P < .75 • 

Age 6-9 Groups--Creativity Scores 23 and above: 

Experimental Control 

High General Ability 
Medium General Ability 
Low General Ability 

23% 
52% 
k2% 

33% 
11% 
30% 

o 
U5 



Age 10-12 Groups--Creativity Scores 23 and above: 

Experimental Control 

High General Ability 60% 60% 
Medium General Ability 50% 45% 
Low General Ability 67% 55% 

As can be seen on the chart above, general ability has little or no 
relationship to creativity. There is no pattern of difference in the proportion 
of high and low ability students who scored 23 and above. However, it may be 
worth noting that experimental medium and low ability groups seem to have larger 
proportions with creativity scores 23 and above than did the control group. 
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ORIGINALITY INVENTORY INSTRUMENT 
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ORIGINALITY INVENTORY INSTRUMENT 

MATERIALS NEEDED FOR INVENTORY: 1 rock (interestingly 
shaped, and of ample 
size for handling 
facility) 

1 cup (coffee variety) 
1 hanger (standard coat or 

dress--metal) 
1 broom (standard straw 

with wooden handle) 
1 Originality Inventory 

Record Card 
1 tape recorder 
(optional) 

1 copy of directions for 
administering 

TIME REQUIRED FOR TESTING PURPOSES: 10-15 minutes 

DIRECTIONS: 
SECURE MICROPHONE AS CLOSELY AS POSSIBLE TO THE 
PARTICIPANT SO THAT EACH RESPONSE MAY BE RECORDED 
AS CLEARLY AS POSSIBLE (OPTIONAL IF TEST IS 
RECORDED) 

STATE QUESTIONS THAT MATCH EACH OF THE OBJECTS AS 
PRECISELY AS POSSIBLE. IF IT IS NECESSARY TO 
REPEAT A QUESTION FOR CLARITY, RESTATE THE QUESTION 
IN PART OR WHOLLY AS IT APPEARS BELOW. 

DO NOT PROMPT OR ENCOURAGE RESPONSES TO QUESTIONS„ 
(e.g., yes. Go on. Can you think of any more/ 
others, etc. 

THE PARTICIPANT MAY HANDLE EACH OBJECT WHILE 
RESPONDING. 

SUB-TEST 1: QUESTIONS TO POSE WHILE PARTICIPANT IS 
HANDLING THE ROCK 

I. What colors can you imagine seeing in this rock? 
Name the colors you imagine seeing in this rock. 
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2. What textures do you feel in this rock? That 
is, how many different words can you think of 
to tell how the rock feels to you as you touch 
it . 

3. How many different forms or shapes can you 
imagine seeing in this rock. Tell what the 
shapes or forms look like to you. 

k. Rocks do not make noises, but just suppose this 
rock could make sounds. What sounds to you 
imagine this rock might make? Describe or 
imitate the sounds that you imagine the rock 
might make. 

SUB-TEST 2: ROCK STORY 

We know rocks cannot talk, but just suppose this 
rock can talk. What story do you imagine this rock 
might tell. Pretend you are the rock and tell the 
story the way the rock might tell it. 

SUB-TEST 3: QUESTIONS TO POSE WHILE PARTICIPANT IS HANDLING 
OBJECTS. (Order of objects: cup, hanger, 
broom.) 

1. For what purpose do we usually use this object 
(name object)? How do we use this object every 
day? 

2. In the next few minutes, name as many different 
uses for this object as you can possibly 
imagine--other than the way you said the object 
is usually used—other than (e.g., to drink 
liquids, hang clothes, sweep with). 

THERE IS NO TIME LIMITATION FOR THINKING AND RESPONDING. 
SCORE ONE POINT FOR EACH ANALOGOUS, UNREPEATED RESPONSE. 
MAXIMUM 30 POINTS FOR ROCK STORY. EACH STORY INCIDENT 
(I live by the stream, etc.) RECEIVES ONE POINT. NO POINTS 
FOR UNRELATED RESPONSES (e.g., "The Three Little Bears"). 
TOTAL TEST: THE SUMMATION OF SUB-TEST SCORES OF SUB-TESTS 
1, 2, AND 3. 
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APPENDIX C 

WORKSHOP ACTIVITIES OF THIS INVESTIGATION 

WORKSHOP I: Orientation 
Activities 

A. Observation (Spolin, 1963) 

Materials: Slips of paper with simple tasks recorded 
on each: 
"Count shoes that have strings attached." 
"Count numbers of bricks from floor to 
c eiling. " 
"Estimate the area of a cafeteria table." 
"About how much material would it take to 
make a proscenium curtain for the stage 
area? " 
"Look through the window. Concentrate on 
a spot in the yard that you would like to 
study closely." 
"Count the number of earrings being worn 
today." 
"Count the numbers of chairs in the room. 
Multiply by four, subtract two." 

Procedures: 1. Form two double lines with pairs 
facing each other. 

109 
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2. Observe opposites without task assigned 
until there is a reaction (outburst of 
laughter). 

3 .  Distribute slips of paper to randomly 
chosen participants. 

k. Players do the task with no additional 
direction given to observers. 

5 .  Evaluate the reactions with these 
questions: "How did you feel while 
observing one another before the slips 
of paper were handed out?" "Did your 
feelings change when the slips were 
distributed? " 

Evaluation: Participants experienced a variety of 
feelings of discomfort at first. These 
were identified as feelings of ridiculous
ness, self-consciousness, anxiety, and 
confusion. Evaluating the change in 
feelings after the task slips were distrib
uted revealed a release of tension, 
curiosity, interest, and involvement. We 
discussed the importance of clearly stated 
objectives in a learning; experience, and 
the necessity of involvement on the part of 
all participants. Observers wanted to know 
what tasks were written on the slips of 
paper, and were delighted that their 
guesses had approximated the task assign
ment . 

B. Observation of Change 

Materials: None 
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Proc edures: 

Evaluation: 

1. Align teachers in two concentric 
circles with pairs facing each other 
from inner and outer circle. 

2. Rotate the outer circle three places to 
the left. 

3- Instruct pairs facing each other to 
change something about their appearance. 

k. Rotate three places to the right in the 
outer circle. 
Each member of the new pair then tries 
to identify the changes that have been 
made . 

All but the least obvious changes were 
quickly identified <> We discussed adapta
tions of this exercise to the teacher's 
classrooms and grade levels. This simple 
exercise appeared to bv: easily adaptable. 
We thought it was a valuable interpersonal 
observation activity. 

Observation with 
Lemons (Group I) 

! 
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Materials: A lemon for each player plus two for each 
groupo A blindfold for each player. 

Procedures: 1. Form groups made up of two concentric 
circles with five or six players in the 
inner circle, and an observer for each 
player in the outer circle. 

2. Players in the inner circle sit on the 
floor. 

3 o Observers in the outer circle are 
handed a blindfold and a "fresh" lemon. 

4. Observer is given the direction to "get 
acquainted" with the lemon. 

5- At a signal, the observer hands the 
lemon to the player who then has one 
minute to also "get acquainted" with 
the lemon. 

6. Observer then removes the lemon and 
places a blindfold on the player. 

7» The lemons are scrambled in the center 
of the circle, and the leader adds two 
extra lemons to each scrambled set. 

8. The player must try to find his lemon 
while blindfolded. 

Evaluation' Two players in separate circles had some 
difficulty locating their lemons. When the 
observers and players were reversed and the 
procedures followed again, we achieved 100% 
identification of the lemons. We discussed 
the role of the senses in this recognition 
experience, and the relevance of this 
exercise to an understanding of individual 
differences. We tried a variation of this 
exercise as follows: 

Materials: Same 

Procedures: 1. The player is blindfolded. 
2. Observer "gets acquainted" ith the 

1emon. 
3» Observer gives the lemon to the player 

who then "gets acquainted" with it 
while blindfolded 

4. Lemons are then scrambled in the center 
5. Two extra lemons are added to each 

group. 
6. Player's blindfold is removed by ob-

s erver. 
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?• Player finds his lemon without blind
fold . 

8. Observer verifier; the player's choice. 

Evaluation: The players wore all successful in locating 
their lemons. Interestingly, in any of the 
players double checked their original 
choice by closing their eyes and feeling 
the lemon. Others reached into the center 
with eyes closed in order to locate their 
lemons. We considered using fruit and 
vegetables other than lemons in this 
experience. Could color be sensed by touch 
without the aid of sight? (Ex: red and 
green pepper) It V T 3. S C ' O t i i • by this exer
cise that it would be widely used and 
adapted by the vrorkshop participants. This 
hypothesis was corroborated by the frequent 
references made by teachers during the 
small group sharing sessions. 

D. Observation with Concrete Objects 

Materials: Everyday objects used at home or at school 
for each participant. 

Procedures: 1. Form single circles with 5 or 6 players 
in each circle. 

2. Leaders place a mystery object behind 
each pi ayer. 

3- At a signal, the players attempt to 
recognize the object by feeling it. 
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4. When identified by naming the object, 
it is placed on the floor in front of 
the player. 

Evaluation: Not all players were able to identify these 
everyday objects by feeling them, espe
cially if they had infrequently used the 
objectc Observations included the idea 
that we expect children to recognize 
pictured objects or printed symbols repre
senting objects with which they have had 
few or no experiences in manipulating. 
How then, can we make concrete experiences 
with objects available to children in the 
elementary grades? The following pantomine 
experiences followed: 

Materials: Same 

Procedures: 1. Look carefully at the object on the 
floor in front of you. 

2. Where is it located in its surround
ings ? 

3. In how much space does the object rest? 
4. Grasp the object using one hand or both 

hands . 
5. How did you approach it? Think about 

your whole body, arms, hands, fingers. 
6. Move the object as you would in every

day us e . 
7. What are your reactions to the movement 

of chat object? 
8. Is there another way you might move the 

obj ect ? 
9. Pass the object to the person on your 

left . 
10. Close your eyes and feel the size, 

shape, and form of the object that has 
just been handed to you. 

11. Open your eyes. Move the object as you 
would if you were using it in everyday 
life . 

12. Pass the object to your left. 
13. Repeat the directions (10 through 12) 

until every object in the circle group 
has been handled by each player. 

14. When you get your own object back again, 
put it behind your back again. 
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Evaluation: We identified two distinct manipulations of 
these concrete objects. The first manip
ulation required the "delineation" of the 
object's "essence" including its size, 
shape, and form in space. This is a more 
complex operation than the second manip
ulation, which required moving the object 
in the way that it would be used everyday. 
The following game developed these 
distinctions: 

Materials: Objects (now placed in back of each player 
in circle groups). 

Procedures: 1. One member of each circle group is 
chosen to begin the game. 

2= The player's task is to pantomime one 
of the objects in one of two different 
ways, He may pantomime its "essence," 
that is the size, shape, and form in 
space; or he may pantomime the way the 
object is used in everyday life. 

3° The player who pantomimes the object's 
essence so that other players in his 
circle group can successfully identify 
the object, gets two points. 

k. The player who successfully pantomimes 
the object's everyday use gets one 
point. 

5. The first player of each group may 
select any of the objects in his circle 
group in order to pantomime it. The 
player of that group, who correctly 
identifies the object, may then choose 
another object within the circle group 
to pantomime. 

6. The procedure continues until all 
objects in each of the circle groups 
has been identified either by "essence" 
or "everyday use." 

7» The circle group earning the larger 
number of points wins the game. 

Evaluation: The complexity of "essence" pantomime is 
made clear by this simple game. No groups 
scored all points possible, although two of 
them came close with eight or nine points. 
Resulting pantomimes indicated involvement 
from single hand-finger exercise to total 
body delineation. We discussed the 



116 

non-judgmental setting of the exercise. 
There is no right or wrong way of doing 
this exercise. Divergent responses are 
especially interesting, and are rewarded in 
this exercise. 

E. Objects Pantomime 

Materials: Motivational Film: "Guessing Game" (Allen 
and Allen, 1969a)(7 minutes) 

Procedures: 1« View the film. 
2. In semi-darkness, toss imaginary balls. 
3» As these are tossed, they transform in 

size and shape (e.g., tennis ball, 
super ball, beach ball, lead ball, ball 
made of paper, etc.). 

Evaluations We discussed differences in kinds of move
ment or pacing that we used when handling 
imaginary objects of varying sizes and 
shapes. During the latter part of this 
exercise, the imaginary object thrown to a 
player> could transform into another object 
and be caught. This led to an interesting 
analogy of the likeness of transforming 
objects in space and the transfer of learn
ing from one experience to another. As the 
first workshop drew to a close, we met in 
smaller groups of three to four teachers 
in each group and talked about the experi
ences of this first workshop and the ones 
we would most likely try during the week 
in our classrooms. We decided to involve 
ourselves in a "commitment to do" at least 
one of these experiences by the next 
meeting c 
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WORKSHOP II: Creating an 
Atmospbore of 
S ecur x ty Iviii 1 2 
E x p c r i e 11 c i.11 g 
Cre a t i v e C i ass-
rooiii Act ivii ies 

Movement 

Materials 

Procedures 

.; 1 the Do. r k 

Ev aluat ion: 

Original s 1 idc i. \ 
"seasour.'is ' ( En > xe it , 

6 , 
7 

8 

y. 

k 

:->errn or COT.,, I i 
maintained tl:i > « 
S i t qui ot ly . .1 . i 
d r a i 1 1 a .vay ui 11 i i. y 
Close your eyes. 
Flash on v. 11 1 size s i i 1 
wave- . and t. i . s )rjiiitr ! 
sou n (Is " 
Energy begins in r eg-en or a I 
your IK dy 
When 3 ou open your :;y"S , y 
K.i th a new k i e. i of v i s i-•; i i * 
11 <: g i. i' i 11 move to < \ (• S > : y 
Change the shape in space, 
the new h • • 1 <• , 
Become part of t . ;. t. Is 
V OU  S  e  .  

V. i, . : I S i ; a I ' ( 1 S i t V i • I r 
in irood n.us ic , ) 

(ess must, 1: 
1 t h i esv y 1. i-. : \ e ; 
t e /"j • i •. y e eni t o 

S V > i j !. t 3 1 

i' •  '  t .  • ' . !  

l 'irougit 

you can see 

yon •' o e• 
Now niove to 

urui of v.tat 

lid? ( Si 1 b -

This is an experience in 'Trpc msveraen i; !l 

with, a minimum of direction using environ
ment i] sounds to motivate, "The elements" 
are excellent motivators cl free movement 
for children as well as ads Its, and the 
darkness as a source of security adds to 
the free movement of the individual. We 
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Materials 

Proc edures 

Evaluation: 

tried a more directive warm up exercise 
utilizing darkness as follows: 

None 

Lie down on the floor, Completely 
relax * 
Begin to feel every part of your body 
that is touching the floor beginning 
with your heels. 
Your eyes are closed. Can. you feel 
your eyelids against your eyes? 
Slowly raise and lower your right arm. 
Your left arm. 

3-

k. 

5 <• 

6. 
7-

8. 

9 -

This 
last one 

Feel the points alt 
that touch the flo: 
S1 o wl y 1 i f t y o u. r s e 1 

V/hen you art static!;, 
around you .. 
Move in an c. •: ean f 

wei ght ? 
Stir ... t up . •'l.i.x > i 

Push i. iva 

'OB!  

f e 

it up 

exercise is trior 

air 

• j  :T10  

i .  ¥  O  Hi  

" r.rin and hand 

the floor -
)1 the air 

it any 

Chop ;• t h it 
yo u * 

. 1  i .  O Cti"' than the 
id also utiliz, 'til! elements'" 

as motivation for free movement. Teachers 
desiring a more directive form were en
couraged to try this one. 

Materials: None 

Procedures: Close eyes and react as a series of sounds 
are recounted. 

"knock on door" 
"siren in the distance — getting louder" 
"large truck approaching--moving away" 
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"water boiling in a large kettle" 
"the sound of thunder" 
"someone walking through crisp leaves" 
"a child roller skating down the side

walk " 
"a crackling fire in the fireplace" 
"a fly buzzing around your ear" 
"A BIG EXPLOSION" 

Evaluation: Suggestions of sound can open doors for 
children and encourage open-ended re
sponses. Some participants added sounds 
to their movements. This reaction is to 
be encouraged when children are partic
ipating, also. How often do we teachers 
stress the importance of listening, and 
provide experiences that encourage it? 

I* 
laifcSt 

r w 

f-

Moving Objects in Pairs 

Materials: None 

Procedures: 1. Players pair off and decide upon an 
imaginary object that they can move 
between them (e.g., rope, taffy, saw) 

2. Concentrate on the object so that it 
seems real. 
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Evaluation: Participants selected a variety of imagi
nary objects. These included a medicine 
ball, a large refrigerator, rolling a rug 
from a floor, a stage setting. We con
sidered the question: Were you moving the 
object, or was it moving you? We decided 
that movement becomes less superficial when 
the object begins to move the players. We 
noted the movements when objects appeared 
to materialize in size and weight as they 
were moved between us. 

D. Small Group Sharing of Adaptations From First Workshop 
Session 

Note: We observed two sharing sessions during each 
two-hour workshop session. The first occurred 
near the first of the session and was designed 
to inspire the sharing of adaptations that had 
been tried in the classrooms of the participating 
teachers. The second period, near the end of 
each session, we wanted the teachers to deter
mine an individual "commitment to do" at least 
one additional experience with their classes 
during the coming week. We believe that these 
sharing sessions were a valuable addition to the 
workshop format. This procedure influenced 
activity in the classrooms during the workshop. 

E. Mirror Movements 

Procedures: 1. Participants placed their chairs so 
that they were facing each other in 
pairs. 
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2. One player was appointed leader, the 
other became a mirror. 

3. Concern yourself with only the upper 
part of the body first. 
Leaders move the upper part of the body 
as if they were looking in a mirror. 

5• Mirrors reflect the leader's movements 
as accurately as you possibly can 
without touching the leader. 

6. Reverse roles. Leader becomes mirror 
(follower)o Follower becomes leader. 

7- Now use only the lower part of the body 
as you move. 

8. Then combine with upper and lower doing 
two different actions at the same time. 

9 - Reverse roles and do steps 7 and 8 
again . 

Evaluation: The latter part of this exercise has a 
measure of difficulty similar to "rubbing 
the tummy and patting the head" at the same 
time. The questions asked were: "What did 
you discover about roles? Was it easier 
for you to be a leader or a follower? Were 
you as accurate when following as you wanted 
to be?" We discovered that many adults 
have difficulty accurately mirroring the 
movements of another. Particularly evident 
were left and right reversals and opposing 
turns in this symmetric exercise. These 
movements, at first, although difficult for 
many children, encourage understanding of 
symmetric movement and may be analogous to 
their understanding of the symmetric align
ment of symbols in, for instance, the com
mutative property of addition and of multi-
pli cation. Many children have difficulty 
with mathematics. They do not understand 
that 3+5=5+3' The number line when 
extended to include the integers is a model 
of symmetric arrangement. This is sensori
motor way to make symmetrical arrangements 
clearer to children. 

Materials: None 

Procedures: 1. Participants stand and face one another 
in pairs. 

2o They are to mirror each other as in the 
last exercise. 
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3. Move in slow motion. Be sure you are 
moving as slowly and fluidly as you 
would suppose a slow motion camera 
might picture. 
Then clap a staccato tempo. 

5 . Now mirror each other as in the "old 
time flicks." Try to change the action 
with each clap to achieve a series of 
quick stops and starts. 

Evaluation This exercise was easier than the first. 
We thought that rhythm instruments played 
by children would provide a good background 
for the faster tempo. We cautioned that 
very simple mirror movements should be used 
in the early primary grades. Don ' t allow 
an exercise to become complex too soon. 

F. Film Showing: "Matching Up" (Allen and Allen, 1969b) 
(k minut es) 

G. Commitment To Do 

We reviewed the ways we introduced to encourage feelings 
of security while motivating movement in creative 
activities experiences. They are: 

1. Lights out—preferably at the beginning of the 
experienc e ° 

2. Eyes closed while moving--this is generally an 
"in place" activity. 

3. Masking off or not using a portion of the body. 
k. Working in pairs and in larger groups of three or 

four . 
5. Imitative movements with an alternative leadership-

followership role. 
6. Listening to recounted imaginative sounds. 
7. Using motivational films and moving with a minimum 

of direction after viewing. 

Participants are committed to do at least two expe
riences we have introduced so far. They were asked to 
bring a bed sheet with them for the next class meeting. 
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WORKSHOP III: Activities 
With 
Dramatic 
Movement J 

Materials: None 

Procedures: 1. Imaginary candy boxes are passed and 
accepted by each participant. 

2. Players are told that all the candy 
looks exactly alike on the outside 
shell, but inside it holds a surprise! 

3. As each player bites into the candy, 
facial expressions are mirrored by the 
person sitting opposite the player. 

k .  Opposites may then bite into their 
candy shell accepting it as the same as 
their partner's or transforming it to a 
different flavor. 

5« The facial expression of the opposite 
is then mirrored by the first player. 

6. Continue until all participants have 
had opportunities to accept or trans
form the candy. 

Evaluation: This exercise was a brief and enjoyable one 
for the teachers. We noted that there were 
far more transformations than acceptances 
as the quality of the candy was clearly 
expressed in the mirrored facial movements. 
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The facial mirroring was an especially 
intriguing part of this experiment. 

B„ A Method of Obtaining Everyday Pantomime Ideas From 
Children 

Materials: Pads of paper and pencils for a recorder in 
each group. One clothespin and one sock 
for each group. 

Procedures : 1. Divide class into groups of five or six. 
2. Appoint or elect a recorder for each 

group. 
3" Place a clothespin in the center of 

each circled grocip . 
kc Ask, "For what purpose is this usually 

used? " 
5 <• Direct the groups to name as many other 

uses for the object as they can imagine. 
6c Recorders write as many responses as 

possible in a two minute time limit. 
All ideas are accepted without discus
sion or argument. 

7 c After two minutes, count the responses 
for each group and collect them. 

8« Place a sock in the center of each group 
and repeat steps four through seven 
above. 

9. Remove the sock This time use no 
object--only pantomime ideas. Follow 
steps four through seven while partic
ipants brainstorm for titles of panto
mime ideas. 

10. Collect these ideas after the game. 
The leader may then prepare a complete 
list of the pantomime ideas suggested 
by the groups omitting any repetitions. 

11c This list may then be used by the groups 
to select themes for group pantomimes or 
improvisations. 

Evaluation'. Each change of object encourages a greater 
number and variety of responses. This 
activity may serves as an exciting game 
for groups of children, but has a more 
significant purpose in providing the class 
with a list of individual and group initi
ated ideas for later pantomime and improvi
sation. Lists compiled from experiences 
like these have produced from 100 to 150 
different ideas for group pantomime. The 
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list, minus repetitions, may then be used 
with children indicating their first, 
second, and third choices of pantomime 
ideas. A natural grouping then emerges 
with the added benefit of allowing the 
children a choice of ideas presented. 

C. Performing the Chosen Pantomimes or Improvisations 

Materials: Tables and chairs, no hand props. 

Procedures: 1. Emphasize these ideas for pantomime: 
a. The player may use his mouth in any 

expressive way other than to form 
words. (This will avoid mouthing 
of dialogue.) 

b. The players may use tables and 
chairs but no other furniture or 
props . (Props is an abbreviation of 
the word "properties" meaning ob
jects that are handled by players 
or placed in the setting of the 
pantomime.) 

2. Players may speak (improvise dialogue) 
if they wish. 

3. Each group should have a five minute 
preplanning session in order to consider 
the following evaluative questions: 
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a. Who are they? (characterization) 
b. Where are they? (location) 
c. What are they doing? (objective) 

Evaluation: This evaluation of each group pantomime or 
improvisation is in terms of successfully 
answering the three evaluative questions. 

. A Walk in the Park 

Materials: None (musical background optional) 

Procedures: The following story is told as participants 
move freely about the room: 

We are walking through the park on a bright summer 
day. The sun is shining and it is very warm. A soft 
breeze begins to blow. The grass is cool and spongy 
beneath your feet. Suddenly the breeze blows stronger--
and stronger--and stronger. It is a swift wind and 
forces you to slow your pace and fight its effort to 
drive you back. Rain begins to fall--the spongy ground 
turns to mud. The mud gets deeper--and deeper--and 
deeper. You can hardly walk in the thick, deep mud. 
You fall down and are covered all over with wet, slimy 
mud. It continues to rain. The water rises. You are 
walking in water. The water gets higher and higher--
and higher. You are swimming in the water. The air 
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grows very chilly. It gets colder--and colder--and 
colder. The rain turns to sleet and snow. The water 
freezes. You are walking on solid ice--slipping and 
sliding on solid ice. 

Evaluation: We discussed the merits of this kind of 
exercise with children* Contrasting move
ment was developed from very slow (in the 
mud) to extremely rapid (on the ice). Most 
decided that this was a very good outdoor 
activity. Seasonal types are good moti
vators and may be especially useful in 
science and social studies content areas 
of the curriculum. 

Occupation 
Pantomime 

None 

Procedures: 1. Leader begins this pantomime with a 
monologue: 

I am a gypsy fortune teller. I can 
see into the future, sometimes far, 
sometimes near. This is my crystal 
ball. Clouds appear—then all things 
clear! Yes--I can see (names a person) 
on a Saturday afternoon. I wonder what 
(he, she) is doing? (Variations are to 
see five, ten, or many more years in 
the future.) 

2. Summoned person pantomimes her occupa
tion for the group to guess. 

3« This person becomes the new gypsy 
fortune teller and calls on another 
player to pantomime. 
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k. This pattern is continued until all 
have had an opportunity to participate. 

Evaluation: This is a good exercise for encouraging 
individual pantomime and has an added 
feature of helping the teacher discover a 
child's aspirations and personal prefer-
enc es. 

Shapes With Sheets 

Materials: Bed sheets 

Procedures: The leader recounts the directions as 
follows: 
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Sit on the floor with a sheet over you. Be quiet. 
Think about the shape you are making with the sheet. 
Slowly move so that you may form a distinctive kind of 
shape. Make it as small as you possibly can. Put 
points on it--then make it grow. Close the points then 
open them again. Make your shape grow higher and 
higher. Make it thinner. Turn in one spot, and change 
the shape you are making in space. Make it round— 
very round. Make it very curvy. Now make it move very 
slowly--very rapidly. Make your shape solid, fixed, 
immovable. A leveler smooths and flattens your shape. 
A sudden explosion bursts it! Come out from under your 
sheet now. 

Evaluation: When the teachers emerged from the sheets, 
we discussed the feelings they had while 
covered. Concensus was that they enjoyed 
a "safe" feeling, as if they were sheltered 
from critical onlookers. Then they had an 
almost uncontrollable desire to peek at 
shapes which they knew must be forming 
around them. Two players actually did look 
out periodically during this exercise. All 
were most actively engaged in attempting to 
follow the directions as precisely as they 
could. We also tried moving the sheets in 
as many different ways as possible in order 
to make a variety of sounds with the move
ment of the material. 
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G. Small Group Sharing With Commitment To Do 

The teachers explored the kind of experiences that they 
had tried or adapted for classroom use. It is evident 
that each had tried a number of exercises. A primary 
teacher brought an entire Language Arts unit that she 
said had been inspired as a result of one of the exer
cises being used in her classroom. We asked them to 
bring some newspapers to the next workshop. 

WORKSHOP IV: Newspaper Day 

A. Space Movement 
(conservation) 

Materials: None 

IT 

Proc edures 1. Each player finds his own space. 
2. Leader recounts the following direc

tions : 

Your shape is entirely enclosed in 
a glass jar. 
This glass is made of very dif
ferent material. It is as thick as 
glass and cannot be broken or made 
any thinner or thicker than it 
already is. 
BUT--you can mold it, reform it any 
way you want to change it. Push it 
out all around the sides. Remember, 
you just fit! What will happen to 
your shape as you push the form out 
around you? 
Make it very, very tall. What 
happens to your shape when it 
becomes very, very tall? 
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e. Make it any shape you want it to 
be; try another, and another. 

f. Move toward other shapes that are 
different than your own—FREEZE! 

g. Together you make a very interesting 
picture. I will frame your picture 
(leader indicates a kind of frame 
around each still life) as class 
reflects upon the "pictures" they 
have produced. 

Evaluation: The genesis of this exercise was inspired 
by Piaget's experiments with conservation 
of volume. The concept of Piaget suggests 
that experiences applicable to this concept 
are appropriate and useful for the primary 
age child. This sensorimotor approach 
appears to encourage the child's under
standing of this concept. 

B. Language Experience 

Materials: 6 cards (2 of three different colors) for 
each teacher--pencils (or pens) 

Procedures: 1. Each person filled out six cards as 
follows: two names a body part (foot) ; 
two names something that the body part 
did (nod); two told how it was to be 
done (rapidly). 

2. The cards were placed in three separate 
piles and were scrambled. 

3. Each player selected one card from each 
pile and improvised the action suggested 
by their choice. We then tried to guess 
the words written on the cards . 

Evaluation: Some highly unlikely combinations were 
drawn as has been suggested in the example 
above. The value of this exercise may be 
found in its use of motor method to under
stand meanings of words of a form-class 
variety. 
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Newspap er 
Costumes 

Mat erials: 

Procedures : 

Stacks of daily newspapers, masking tape, 
paper clips, rubber bands, staples. 

1. Materials should b arranged on several 
long tables so thac they are readily 
available to participants. 

2. The player selects v person. This may 
be a favorite character in literature 
or history, in fiction or non-fiction. 

3* A costume made of newspaper is then 
constructed to represent the character 
selected. 

4. No scissors are available. The costume 
must be made by tearing, folding, and 
assembling with materials supplied. 
Props may also be made this way. 

Evaluat ion: The rustic form of the costume designing 
alone was an experience that delighted the 
imaginations of the teachers. There was a 
great variety of costume choices--from 
Tarzan's Jane to Scarlett O'Hara. One 
dressed as an Olympic ski champion complete 
with skis, poles, hat, and number. Even 
Humpty-Dumpty was a chosen favorite. 
Characters were easily identified, espe
cially after the next improvisation. 

D. Improvising With Newspaper Costumes 

Materials: Same as above (costumes completed) 
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Procedures: 1. Players gravitate to form pairs or 
small groups for the purpose of putting 
together a short improvisation. 

2. One character enters, placing an indoor 
or outdoor object in the setting. 

3- The next character must enter, relate 
to the object placed in the setting, 
and add another object. 

4. This continues until all characters in 
the improvisation have established 
"where the scene takes place." 

5« Players must relate to each other in 
order to tell a story including all 
characters portrayed in the improvisa
tion . 

Evaluation We considered three evaluative questions 
after each improvisation had been completed: 

Who were they? 
Where were they? 
What were they doing? 

Recognition of the character portrayed was 
very quickly accomplished. The story line 
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was easily reproduced when reviewing what 
we had seen. The most difficult question 
to answer was the "where." We decided to 
explore ways of establishing the location 
of a scene during Workshop V. 

•1 W 

* 
< 

mm 

WORKSHOP V: Mood Pantomime and "Where" Day 

A. Rhyming Pantomiming 

Materials: Poem 

Procedures: 1. One leader recites the poem, while the 
other adds the idea of where as follows 
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Frogs jump 
Caterpillars hump 
Worms wiggle 
Bugs jiggle 
Rabbits hop 
Horses clop 
Snakes slide 
Seagulls glide 
Mice creep 

Deer leap 
Puppies bounce 
Kittens pounce 
Lions stalk 

But I walk 
skip 
s cream 
1 ean 
pull 
squat 
jump 

on a lilly pad. 
on sandpaper, 
in water. 
through sand. 
on hot pavement. 
on a muddy track. 
around a tree limb, 
over stormy sea. 
out of little holes 
in the wall. 

over craggy rocks„ 
after a rubber ball 
on pillows. 
near the grazing 

deer . 
turn 
si eep 
sit 
push 
sob 
laugh 
sing ! 

2. React to the movement suggested by the 
words. 

Evaluation: This was a very successful warm-up activity. 
We achieved total individual involvement 
with contrasting movement. We followed it 
immediately with "Gibberish" words follow
ing the same pattern: 

scamooch 
humpadoodle 
flizzle 
plorp 
rollabo 

camagry 
blop 
agabob 
plajee 
gallorb 

The experience left all of us with a feeling 
of sheer delight in spite of the exhausting 
motion it has produced in a very short time. 

B. Improvising With A Nursery Rhyme 

Materials: None 

Procedures: Say "Jack be nimble. Jack be quick. Jack 
jump over the candle-stick" as if you were: 

1. Chewing a large wad of gum. 
2. Yawning. 
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3» Having a case of the hiccups. 
4. Laughing and unable to stop. 
5« Crying and unable to stop. 
6 e A very old person. 
7. A little child saying it for the first 

time. 

Evaluation: The teachers tried the suggested moods 
using the rhyme.. They also tried a few of 
their own that had not been suggested. We 
decided that this kind of exercise was a 
good one bridging from non-verbal to verbal 
improvis ation. 

Mood Characterization (Kermin, 1961) 

Materials: None 

Procedures: 1. Directions are given for each category 
listed below. Leader follows the 
following format: 

a. I feel like a 
b« Therefore, I look like a 
Co And I act like a 

People 
clown 
witch 
old person 

Evaluation: 

Animals 
cat 
gorilla 
c amel 

Nature 
tree 
flower 
bush 

Things 
bacon frying 
boiling eggs 
happy cupcake 

We discussed variations in feeling as well 
as movement. Categories are broad and more 
likely to inspire variety in individual 
improvisations. When you've been a "happy 
cupcake" you've certainly imagined an 
impossible probability! 



138 

ift#. 
m 

D. Small Group Sharing of Adaptations :sed in the Classroom 

Involvement in the classrooms of the teachers appears 
to have increased each week, as determined by the 
variety of experiences shared during these sessions of 
the workshop. We have noted the use of ideas in all 
areas of the curriculum. Intermediate grade teachers, 
more reluctant to try some of these experiences at 
first, are finding successful applications for these 
ideas in their classrooms. Several are keeping a card 
file of adaptations. 

E. "Where" Exercise (Spolin, 1963) 

Materials: Magic slates for each small group and a 
blackboard . 

Procedures: 1 . Instruct, group in the use of floor-
p I an s y 111 bo I s : 

LAMP TV REFR.LG SINK PROP TAHLE TREE BUSH 

PATH WINDOW MIRROR DOOR SWINGING DOOR CHAIR SOFA 

2. Divide into sum I I groups (five or less). 
'3 • Give the recorder tor each group a 

magic s.Late. 
k. Players preplan to agree on a simple 

story (what), a set of characters (who), 
and a location for their story (where). 
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5. The recorder draws a floorplan on the 
magic slate which they all agree 
reflects the "where" of their story. 

6. Slates with floorplans remain "hidden" 
from all groups other than the one 
producing it. 

7- While performing the improvisation, the 
players are to show "where" they are by 
making contact with all the objects 
they have pictured on their magic 
slate. 

8. After each improvisation, the other 
groups attempt to reproduce the per
forming group's floorplan on the chalk 
board. Effectiveness of establishing 
the location is then determined by 
matching the original floorplan magic 
slate and the audience-reproduced 
picture as closely as possible. 

Evaluation: When each improvisation was naturally con
cluded, we discussed the three questions: 
Who were they? What were they doing? and 
Where were they? Floorplans were very 
similar in every group matching process 
except in those cases where only one 
individual had related to an object placed 
on the setting. We decided that more than 
one person in the story must establish the 
location in order for the "where" to be 
clearly identified by the audience. 
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"The Picture" (Dunn and Smith, 1968) 

Materials: None 

Procedures: The story, below, is narrated. Players 
pantomime the action as it is told. Chil
dren are chosen by the storyteller as they 
occur during the narration. 

It is a crisp, fall day. The trees were waving 
their colored leaves in the wind (trees on). A brook 
was gurgling and giggling as it ran happily along under 
an old wooden bridge (brook and bridge on). Two busy 
squirrels were chattering gaily as they scampered from 
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tree to tree gathering nuts for winter (squirrels on). 
A robin hopped on the grass, showing off his bright red 
vest (robin on). While a hummingbird flitted about the 
flowers along the brook's edge (flower and hummingbird 
on). A lazy old bear hobbled near the brook for a 
drink . . then went off to rest in his den (bear on)." 
When the picture is completed say, "Now my picture is 
painted . . . and we need a frame (other children not 
in the picture form the frame). Now that the picture 
is framed, I think I will change it. Listen carefully 
to the changes in the picture, and change your part as 
the picture changes." 

"Everything was bright and happy. The trees waved 
and shook their leaves down upon'the laughing brook. 
The birds chirped gaily, and the lovely flowers waved 
their golden heads in the breeze. The busy squirrels 
stopped to nibble a nut and chat a bit now and then. 
And the old wooden bridge was satisfied just to stand 
very still and guard the lovely brook. BUT ONE DAY A 
SAD THING HAPPENED. The Old North Wind began to blow 
(north wind on). He blew harder and harder and harder. 
It began to grow very cold (pause for reaction). The 
trees lost all their leaves and they stood very bare 
and still. The birds flapped their wings and flew away 
to spend the winter in the south (birds off). The 
squirrels ran off to hide in a hollow tree (squirrels 
off). The beautiful flowers dropped their golden heads 
and withered away until spring (flowers off). The 
brook became frozen and still, and its laughing waters 
could be heard no more (brook off). The old bridge was 
covered with snow and could be seen no more (bridge 
off). And there was Old Man Winter blowing his icy 
breath! Only the bare trees stood . . . cold and 
shivering. And in the corner of the forest, the lazy 
old bear, comfortable in his den, snored a long . 
LOUD . . . SNORE!" 

Evaluation: This exercise was as successful with the 
workshop teachers as it is in an elementary 
classroom. The pitch of excitement for 
this interesting story culminated in a 
complete participation. The opportunity to 
express oneself spontaneously is a highly 
rewarding experience for an individual 
whether child or adult. 
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G. Meetings in Groups With Commitment To Do 

From these meetings, we gained a good deal of insight 
into the direction the teachers wanted to take during 
Workshop VI. We have been meeting in smaller groups to 
share adaptations we had been using in our classrooms. 
Next time, we decided to share as a total group the 
highlights of our classroom experiences with creative 
movement and creative dramatics. Some expressed a 
desire to try out ideas of their own with the group. 
Next week we designated to be Experimental Day. Trying 
ideas in a non-judgmental atmosphere is very rewarding 
to the individual and valuable to the generation of 
original and useful ideas! 
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WORKSHOP VI: Experimental Day 

A. The Warm Up 

Materials: Recordings of popular "mod" music. 

Proc edures: 1. One person begins the action. 
2. Imagine that you are a part of a very 

large and complex object or idea. 
3- As soon as each player recognizes the 

very large and complex object or idea, 
he may become a part of it. 

Evaluation: This loosely structured exercise produced 
a number of simultaneous group actions. 
Several individuals were prepared to 
initiate the action. We discovered that 
more than one complex object or idea pro
gressively materialized at the same time--
a horse and buggy, wax museum, and space 
vehicle were cohabited. Individuals 
vacillated between one vehicle and another 
with apparent fluidity. 

B. Whole Group Sharing of Ideas Used During the Workshop 

There was no area of the curriculum left untapped during 
this sharing period. Teachers were relating the ideas 
directly or by adaptation to math, social studies, 
science, the arts, language arts, and reading in 
apparently balanced measure. The consensus of K-6 
teachers indicated that grade level made no difference 



in their ability to apply workshop activities to their 
classrooms. We discussed differences in group co-
hesiveness, the verity of the "generation gap," and 
the rapidly changing values in home and school relation
ships. What can we do to bridge the gap? What areas 
of human understanding are taught . This discussion led 
us to the next activity. Which are caught? 

Concentration Exercise (Kermin, 196l) 

Materials: Paper and pencils for each group 

Procedures: 1. Divide into small groups (five or six 
in each group) . 

2. Select a writer for each group. 
3. The writer's task is to compose a verse 

with the theme of cowboys and rodeo, 
while other members of the group are 
directed to PREVENT the writer from 
completing the poem successfully. 

k. Disturbing members may use any methods 
other than to touch the writer, his 
paper, or pencil. 

5 .  After the passage of a few minutes, ask 
the writer to read the composition 
aloud. 
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Evaluation: We differ in ability to concentrate as in 
any other area of endeavor. We spend a 
great portion of our lives being highly 
selective in our listening habits. Is this 
habit "caught" or "taught?" Children learn 
to disassociate from unwanted sounds. 

"An Experiment in Cooperation" (Today's Education, 
1969) 

Materials: Geometric kits for each group that form a 
set of five congruent squares. 

Procedures: 1. Divide into groups of five. 
2. Distribute a set of squares to each 

group. 

: envelopes A through E and distrib-
the pieces thus: envelope A, 
es i, h, e; B, pieces a, a, a, c; 
ieces a, j; D, pieces d, f; and E, 
es g, b , f, c . 
instructions are as follows: 

Each person should have an envelope 
containing pieces for making 
squares as in step 3» 
The task of the group is to form 
five squares of equal size. The 
task is not complete until everyone 
has a perfect square in front of 
him, and all squares are the same 
size . 
NO MEMBER MAY SPEAK. No member may 
ask for a card or in any way signal 
that he wants one. 
MEMBERS MAY GIVE CARDS TO OTHERS 

Evaluation: This is a popular group exercise, and is 
quite often used with diverse groups, such 
as committees, who must work quite cooper
atively together. Two of our workshops had 
already played this game. They served as 

h 
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observers of the other groups. The experi
ment in all groups in the workshop was 
particularly rapid. Rules were carefully 
followed and within three to five minutes 
the squares were neatly constructed ac
cording to the preconceived design. We 
hypothesized that the open nature of the 
workshop, and the developmental experiences 
we had shared may have influenced the re
sult . Although this rapidity could have 
been a chance occurrence, similar results 
have been noted in the three previous work
shop groups that have tackled this partic
ular puzzle, after having worked cooper
atively in pantomime, improvisations, and 
creative movement. 

E. The Unknown Seed. Experiment 3° 

Materials: None 

Procedures: 1. Form groups of three. 
2. One member is the seed of an unknown 

plant. 
3- Two remaining members administer to the 

plant so that it begins to germinate. 
4. It grows according to the plan suggested. 
5. Others are to guess the identity of the 

plant. 

Evaluation: These three exercises were tried by the 
group. We also shared a language experience 
that had started as an art lesson in panto
mime and ended with poetry writing. 

WORKSHOP VII: Slide Day 

A. A Three-Way Mirror 

Materials: None 

Procedures: 1. Form groups of three. 
2. One is designated leader. Two and Three 

follow. 
3. Then Two is leader while One and Three 

follow. 
4. Then Three is leader while One and Two 

follow* 
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Evaluation: This extension of the mirror-movement is 
more effectively used in "odd" number 
groups. Individuals are less likely to 
pair their responses. 

Characterization and Sound (movement motivated) 

Materials: None 

Procedures: 1. Find your space. 
2. Move parts of your body one at a time, 

in as many ways as possible (e.g., toes, 
ankles, knees, spine, shoulders, elbows, 
wrist , fingers) . 

3> Now, let's take one part at a time, 
gradually add an additional part until 
you are totally moving. 

k. When you reach the most awful looking 
position you can possibly imagine, 
freeze! 

5 .  Make a sound that is sort of long, but 
continued to match the movement you are 
making and begin moving again, freeze! 

6. Try for the most pleasant position you 
can imagine and freeze! 

7- What sound can you imagine to fit this 
new movement? 
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Evaluation: This was an extremely amusing exercise that 
culminated in the experimentation with a 
number of possibly suitable sounds. It 
produced a "well of involvement"—a tale 
only "Tired Teachers Can Tell." We dis
cussed the values of this exercise in 
relation to constructing sound to charac
terized movement. It is evident that the 
children in these teachers' classrooms are 
using the sounds of their own language 
during the workshop experiences. Improvi
sation, in most cases, has been achieved. 

C. Movement With Slides 

Materials: Projector, Made Slides, Electronic Music. 

Procedures: 1. Group seated on floor in front of 
screen, or wall, with eyes closed. 
Project image as large as possible so 
the person feels that he is in a new 
environment. Drain tensions and 
energies out and bring energy back be
hind eyes for heightened awareness. 

2. View slide quietly for about 2 or 3 
minutes. Then start to move in any way 
one wants. An arm, a head, a body sway 
can be enough at first. Let it carry 
through to the whole being. 

3» Move in 2's trying to say with movement 
only, one's feelings about the projec
tion and where one is. 

4. Relate to both spaces and places (nega
tive and positive areas). Have them 
change the relationships by having 
areas go forward and back in the 
imagination as the projector is in and 
out of focus. 

5« The group can then work with larger 
numbers of peope as it seems necessary. 

Evaluation: With slides which are made by one of several 
chance methods, the imagination is greatly 
stimulated. Shapes and spaces become very 
different things to different people, but 
there is a wide-open change for the imag
ination. Students in the classroom really 
respond in exceptional ways. The teacher 
is more inhibited often but the darkened 
room and the freedom in this type of very 
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large projection of abstracts can be a real 
awakening without the same threat in a 
light room and an "on the spot" situation. 

D. Making Slides 

Materials: 2" glass slides 2" x 2" mounts 
theatrical gel scraps transparency material 
Duco Cement rubber cement 
transparent inks water 

Procedures: 1. Discuss a type of slide to be made 
a. Melted gel 
b. Drawn ideas 
c. Abstract color 
d. Duco cement forms 
e. Combinations 
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2. Materials are given to groups of about 
four each with a Carousel Projector for 
each group. As slide is made it is put 
in the projector for processing/viewing. 
Stop process when it seems right. Much 
experimenting can be done. 

3» Slides are shown to whole group for 
discussion of the new ideas developed 
by each group. 

Evaluation: The success of this activity is in letting 
each group have enough time to see the 
changes possible with the different 
materials and to work to create their own 
unique ideas. It does take some planning 
to do it with a class of children. A small 
group working at one time and then showing 
class results would be a good way to start . 



APPENDIX D 

TEACHER EVALUATION OF WORKSHOP PROCEDURES 

Prestudy Evaluation 

1. Do you think the workshop experiences succeeded in 

introducing the art forms of pantomime and improvisa

tion? That is, do you know the terms and how they are 

used in creative dramatics? 

Comment: 

2. Were the experiences and activities of the workshop 

sessions useful to you in your classroom? Please 

circle a response below. 

Always Nearly always Often Sometimes Seldom Never 

Comment: 

3. Were you able to adapt any of the ideas we shared in 

the workshop for your own use? 

Comment: 

4. Were the workshop offerings relevant to your needs? 

Comment: 

151 
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Which area or areas did you find least relevant? _____ 

Comment: 

What activities did you most enjoy as a workshop 

participant? 

What activities did you enjoy least? 

The length of the workshop from Jan. 15 through Apr. 

30 was: (circle) Far too short Somewhat short 

Just about right Somewhat long Far too long 

Comment: 

Considering the purposes of the workshop and the 

length of each session, I would recommend that the 

workshop be held (daily, twice 

weekly, weekly, monthly) in the (early 

morning, afternoon, evening) on a (day 

of the week) for a hour period. 

Would you recommend offering this creative dramatic 

workshop to other teachers next year? 

Comment: 
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11. If this workshop could be extended for credit to study 

affective behavior of children through the media of 

creative dramatics, would you be interested in joining 

it ? 

12 <• In the event that this workshop shall be offered to 

other teachers next year, what suggestions do you have 

for improving a future workshop? 

PLEASE USE THIS SPACE FOR ANY ADDITIONAL COMMENTS YOU WANT 

TO MAKE: 
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1. Do you think the workshop experiences succeeded in 

introducing the art forms of pantomime and improvisa

tion? 

Yes 2 k  No 0 

Comments: 

Strong point was the pantomimes. Much good food for 

thought. 

The introductions were adequate. I believe I know the 

t erms° 

I've found the pantomime experiences to be very successful 

with my kids, but haven't reached the point of 

improvisation yet <> 

I liked the approach to each. 

For the most part. I know considerably more than when I 

came in. 

I think it introduced the forms in a great variety of ways. 

Pantomime worked well in my room as my children aren't very 

verbal. 

The fact that we were so actively involved through partici

pation explains why. 

It has refreshed my memory on many points, too. 

I plan to make extensive use next year. 

We have used both. 

This has worked nicely with the English program. 
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2. Were the experiences and activities of the workshop 

sessions useful to you in your classroom? Please 

circle response below. 

Always Nearly always Often Sometimes Seldom Never 

13 7 3 

Comments: 

My class has taken the initiative now and will ask to do 

creative pantomiming whenever we have free time. 

Lack of planning time prevented me from using all of them. 

I tried to plan time for everything, but didn't get to try 

all the ideas . 

The freedom and expression given by the children to these 

activities really helped me to get to know them bettero 

Nearly always--perhaps always had I taken time to try 

everything. 

I do not have a classroom but I am sure I would have had I 

a class c 

Working with a student teacher curtailed my sharing with 

the class -

Almost all of the experiences can be at least modified for 

use with the second grade or can serve as a goal for 

other lead-up type activities. 

Another year, I would start early in the year and use the 

techniques regularly. 

Not all experiences fit at this particular time but may be 

used later. 
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Everything that was presented could be used in the class

room . 

Particularly with my Language Arts children who are younger 

Some were a little difficult for my particular class of bi

lingual children. 

Some have been above my grade level but knowing about them 

helps me plan for my level. 

I didn't have time to try them all, so picked the most 

appealing to me. 

We have not used them as frequently as I would have wished, 

but hope to expand them next year. 

The children have enjoyed many of these experiences and 

want to know what we did each week. 

3. Were you able to adapt any of the ideas we shared in 

the workshop for your own use? Yes 2k No 0 

Comment s: 

Most have worked with little or no adaptations. 

Social Studies—to pantomime special events. (Art) Nature 

collage. 

Definit ely. 

In fact most of the activities we did very similarly if not 

exactly as suggested. 

Many ideas were used. Children enjoyed the cooperation 

puzzle and pantomiming activities the most. 

I used almost all the ideas with my class. 
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I used them in other ways with small groups of children. 

Particularly reinforced a project in classification and 

ext ens ion. 

We picked out a news word (sold) , wrote other words that 

rhyme, then, as one person pantomimed a word others 

guessed which it was. 

l) involving myself 2) doing whole group activities. 

I tried almost all—and we worked out our own versions of 

some . 

I have used some and plan to have a stronger dramatics 

program next year. 

My personal use in two productions I participated in and 

some with my sixth graders. 

We often do pantomimes by drawing titles from a box and 

having others try to guess--or playing crystal ball. 

The pantomime activities were great for children who can't 

express themselves in English. 

And I plan on even more starting at year's beginning. 

I had to adapt many for my children's interests and 

abilities . 

Could be utilized well in reading, social studies—as well 

as music, and dance. 

Some of the activities came in handy on rainy days when we 

stayed in and everyone could participate. 
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4. Were the workshop offerings relevant to your needs? 

Yes 24 No 0 

Comment s: 

Most were. 

I enjoyed using ideas for a change of pace in the class

room o 

My children loved the activities and often request certain 

ones o 

Loved opportunity to get acquainted with the records, 

movies, and other materials. 

I needed a better background in this type of activity. 

Most of the time. 

The type of children I teach need many experiences in 

becoming aware of everything around them. 

Usually but not always but can't recall specifics. 

Most activities could be adapted to any grade level. 

New ideas and to see them in action before you tried them 

in the classroom. 

X tried many in class—some were flops, some successful, 

but all were ideas . 

I needed to know how to "start" or "motivate" and I have 

gained insight. 

I'm not sure about needs, but we enjoyed them. 

I have wanted experience in this area for all my six years 

of teaching. 
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I was glad to learn of the movies as a form of media for 

use in pantomime. 

5° Which area or areas did you find least relevant? 

Comments: 

The films and the April 16tii session. 

Can't decide. 

None -

All were if I had used them. 

If there was an area, it was because it was for use at a 

higher area. It was still valuable, in that one 

needs to know what follows and what one is leading 

up to . 

Stage directions. 

It became less relevant as classes continued. 

Improvisation—I was not too successful in using words and 

keeping freedom. 

Staging—we performed anywhere—even outdoors. 

Stage directions too technical for primary. 

The puzzle for upper grades. It was all pretty relevant. 

Theatre staging areas, somewhat too advanced for age level. 

6. What activities did you most enjoy as a workshop 

participant ? 

Comments: 

The small group sharing experiences were great! 
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Cooperation game. 

Pantomime. 

The development of pantomime. 

The costume making out of paper. Wish we could have 

guessed who everyone was. 

Those done in small groups as opposed to those done as one 

group with individual participation required to join 

the group. 

Doing the pantomime and then adding words. 

I enjoyed the large group activities the most. 

Improvis ation. 

The many ideas presented. 

Feeling the objects. 

Most of them. 

Small group activities. 

The pantomime activities. 

Pantomimes--cooperation game. 

Paper characters. 

Actual participation—(body movement, etc.) 

Lemon guessing game and newspaper costumes. 

Pantomime of stories and observation activities. 

The ones I gained less from—watching others. 

Sensory, puzzle, and pantomime. 

The sensory activities. 

Pantomimes—response to records, puzzles, meeting others 

and learning to communicate better. 
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Improvisations. 

Gave me much greater awareness of children's responses and 

reactions. 

New ideas as to motivation, evaluation, encouragement. 

7- What activities did you enjoy least? 

Comments: 

The ones I thought least relevant. 

Introduction of pantomime when we took part. 

Not really any. 

The newspaper costumes and playlets (not adequate time). 

The pantomime then to improvisation we did on stage—guess 

I'm too inhibited. I felt uncomfortable. 

Films . 

I enjoyed them all. 

I enjoyed all of them. 

Acting. 

Costuming, circle spontaneity. 

The word ones„ 

Using newspapers. 

Just talk. 

Mirroring in a group. 

None . 

Those that were the most good for me—making me partici

pate . 

Dressing up, running story. 
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They were all fun, but some of the records weren't as 

interesting as others. 

Paper mache day—thought the children would like it. 

I much preferred watching pantomime than being a part of 

it. I know better how some children feel! 

80 The length of the workshop from Jan. 15, through Apr. 

30 was: Somewhat short Just about right Somewhat long 

1 11 12 

Comments: 

Most one unit courses have been shorter. 

Start earlier in the year, then the class wouldn't seem 

quite so long. 

I felt that each session should have been longer and thus 

run for a shorter period of time. 

Fewer meetings of longer duration would be better. 

I first thought that 7 sessions of 2 hours would be 

preferable, but upon reflection think you chose the 

right length. 

I'd rather start earlier and end before May. 

Seemed long toward last four meetings. 

Element of time and school demands. 

Somewhat short in hours. 

Concentrated sessions lasting two yours would have been 

better—however, this couldn't have been foreseen. 

I'd rather come for longer time less often. 
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Longer periods, shorter over all. 

Need to include conference schedules as well as family 

health needs made weekly attendance difficult. 

The class was fast moving. No time for boredom. 

9. Suggestions as to time and day are given in the 

recommendations for future workshop sessions. 

10. Would you recommend offering this creative dramatic 

workshop to other teachers next year? Yes 2^t No 0 

Comments: 

It gave me lots of good ideas. 

Many could benefit from it. 

Enjoyable. Many new ideas. 

So many kids find success in dramatics and in no or few 

other areas. 

A new area might give a chilc' who needs to succeed the 

opportunity. 

Very definitely! I already have several teachers 

interested! 

Definitely. It offers a variety of help. 

I know several who are interested. 

Few know much about it. 

Very few I believe know or understand the possibilities. 

By all means. Very valuable to any teacher. 

Yes ̂ highly.. 

Much needed. 
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11. If this workshop could be extended for credit to study 

affective behavior of children through the media of 

creative dramatics, would you be interested in 

joining it? Yes 20 

Comments: 

I'm sold on the use of creative expression as a key to 

studying affective behavior. 

Love to see or be involved in study of effect of successful 

creative dramatics program on the self-concept of 

children, especially those who are non-achievers in 

other areas <. 

Certainly. Just see that this happens. 

12. In the event that this workshop shall be offered to 

other teachers next year, what suggestions do you have 

for improving a future workshop? 

Comments: 

Make it as activity oriented as possible. Nothing beats 

first hand experience. 

I'd like to see more time spent in small discussion groups, 

just sharing ideas, activities, and media used by 

others but possibly not written up for the program. 

Bring in one of your own classes of children to demonstrate 

pantomiming. 
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More action each vreek. Involve us as if we were children. 

If participants have ideas or adaptations, have them 

teach these to the group. 

Fewer weeks with a longer session so that we have more time 

to develop the dramatic situations. 

A demonstration using children. Start on time. 

A two hour period. 

I can't think of any. I think you have paced your workshop 

beautifully—not too much at one time. Perhaps one or 

two sessions with children. I would love to see you 

work with children. 

Longer' period for more effective participation. More 

staging. 

None « 

Starting after 4:00 so teachers who have meetings and 

conferences won't have to be late. Have children to 

work with. You did a fine job of organizing and 

giving variety. 

Coffee ? 

Do more activities. 

Extend the time for session. Work more at grade levels. 

More time for all to participate. 

None. It filled the needs I had and was just what I was 

looking for. 

Demonstrate at least one activity with actual children. 

Perhaps classes of children sharing activities. 
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Present Investigation 

1. Which activities were most useful to you? 

2. Which activities were least useful to you? 

3• In which activities did your children become most 

involved? 

4. At which week did your class's formal/informal 

languages seem to increase? 1 2 3__ ^ 5 6 

Comment: 

5• At which week did you first notice an increase in 

originality among individuals in your class? 

1 2 3_ 4 5 6 

Comment: 

6. Do you have any suggestions for improving activities 

offered in this workshop? 

Comment: 

7. Other comments: 
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1. Which activities were most useful to you? 

Comments: 

I enjoyed all the activities that used pantomime and move

ment. Everything we did was valuable to me. 

The ones I prefer are the ones expressing silent emotion. 

Lemons, brainstorming, crystal ball, mirroring, pantomiming 

with kitchen utensils, rhythm band instruments, 

pantomiming parts of body, and movements= 

Brainstorming, newspaper costumes, exploring emotions, 

pantomime (how to lead up to or lay ground work for 

good pantomime). 

Lemon-individual differences. 

Enjoyed all ideas„ 

Observation with lemons, objects pantomime, moving heavy 

objects, pantomiming in pairs, improvising with nursery 

rhymes. 

The variety of approaches to pantomime, movement. 

The lemon one, pantomimes, mirror image, brainstorming. 

Brainstorming and pantomime. 

All of the activities involving pantomime. 

Pantomime. I have taught for a long time and never done 

this . 

Pantomime. 

The pantomimes. 

Pantomime worked best. 

Newspaper costumes, making colored slides. 
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Observations with fruit and vegetables. 

All of them. Fresh new ideas were just what I needed. 

Those which were most appropriate to intermediate level. 

Those which tended to let you express yourself com

fortably. Liked moving in a more directed way. 

All were great. 

Mirror activities and other kinds of pantomiming. 

Pantomime and observation activities. 

Improvisations, paper costumes. 

Pantomime. 

Mirror movements, introduction to pantomiming. 

Pantomime, improvisation, and imaginary candy. 

Pantomime, toe painting. 

Pantomime, brainstorming. 

Pantomime activities and sharing of ideas in class. 

Ideas for improvisations, emphasizing individual percep

tions . 

2. Which activities were least useful to you? 

Comments ; 

None o 

Noneo Again, terrific. 

Sheets, costumes in newspaper--fun, but will be better 

later in the year when I can get some cross-age helpers. 

Dancing to the slides, the sheet activity. 

Free movement in the park. 
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None. 

Imaginary movement with balls, story pantomime to music . 

Can't think of any--most anything can be adapted up or 

down, for older or younger children. 

None . 

I felt they are all useful. 

None. 

The music and reacting to it on the screen. 

None o 

Shapes with sheets. 

Designing a costume. I had trouble with it. 

None o 

Those which forced me to take part when I did not feel I 

wanted to. Activities which I felt strange doing— 

moving to a still picture; expressing a feeling through 

movement. 

X used all and my class enjoyed all. 

Paper tearing. I enjoyed it; however, at my level it was 

not particularly useful° 

Moving to shapes seen in slides. 

Under the sheet (couldn't see what others did). 

None . 

Shapes with sheets. 

The activity with the sheets. Dancing to music. 

Can't honestly say as I haven't tried out all of the ideas 

to determine least useful. 
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None. 

None o 

3« In which activities did your children become most 

involved? 

Comments: 

The most active ones were when they were moving creatively 

to teacher directions. They enjoyed changing moods 

and drama as the story line changed. 

Paper costumes, examining and changing their appearance, 

1 emon bumps <. 

Mirroring, observing other children, all pantomimes. 

Exploring emotion, pantomiming. 

Brainstorming, newspaper costumes, mirror activity, "Jack 

Be Nimbie. " 

Pantomimes ° 

Moving objects, newspaper costume making. 

Mirror images, lemon, brainstorming. 

Pantomime. 

Pantomiming involving realistic or unrealistic activities. 

The pantoinime--tremendously successful. 

Pantomimes ° 

They beg to do pantomiming at every free minute that we 

have . 

Nursery rhyme pantomime. 

Imaginary candy, mirror movements. 
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Mystery object pantomime. 

In all the activities . They really went all out on 

pantomime. 

Pantomiming, mirror movements, skits. 

Creative dancing. Improvisational activities. 

Mirror activities. 

Pantomime. 

Describing objects in pantomime. 

Pantomime. 

Group pantomiming, dramatic movement, newspaper day. 

Pantomime, creative dramatics, improvising, all of them. 

Pantomiming. Toe painting. 

Pantomime and brainstorming. 

Pantomime. 

Improvisations. 

4. At which week did your class's formal/informal 

languages seem to increase? 
No 

1 (0) 2 (6) 3 (4) 4 (k) 5 (1) 6 (0) Decision (13) 

5« At what week did you first notice an increase in 

originality among individuals in your class? 
No 

1 (0) 2 (3) 3 (4) k (9) 5 (2) 6 (0) Decision (12) 

Comments accompanying no decision: 

No noticeable change. 

I can't really pinpoint weekwise the two items (k and 5)• 

In general, I would say originality increased (informal 
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languages less so) over the 7 week period. There were 

weeks where we did more activities, and some weeks less, 

depending on the week's other scheduled items. 

Can't really say. 

Really can't answer honestly or accurately. 

Too hard to telle 

Didn't notice an increase. 

I really did not see an appreciable difference as the 

class as a whole has had excellent language development 

since the beginning of the semester. 

The more I did with them creatively, the better their 

creativity became. 

6* Do you have any suggestions for improving activities 

offered in this workshop? 

Comments: 

I think the exchange of ideas might have been a bigger part 

of each workshop session. Those that brought classroom 

ideas that they had tried really added to the workshop. 

Have your typewritten directions handed to class after each 

activity. 

More, more, more times together and exchange of ideas. 

No. 

A longer session. 

No c 

Just have more time to offer more ideas. 
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None. The numerous activities suggested certainly leave 

you with much to continue to work on—I would venture 

this to be the most valuable asset of the class. 

Just more ideas and written up, that's all. 

More examples for pupils to have more awareness experiences. 

No. I have enjoyed it tremendously. 

The activities were useful to me for helping to stimulate 

the imagination of my students. I would like to see 

the ideas of the members of the workshop incorporated 

in the materials for teachers. 

No . 

No. 

No. 

Not for improving, particularly. But "things" of particu

lar interest to me--Why, I'd like to get with others 

interested in that "area" and explore it further. 

No. 

More of the same! 

No. 

The activities were well organized and total class 

participation took place with them. We couldn't see 

how they could be improved, they were great! 

No. Very interesting and informative! 

None. Very informative and enjoyable. 

Please offer it again next year and permit me to take it 

again. 



17^ 

No c. I think you have adequately covered many areas worth 

pursuing further. I plan on using most all of the 

proceedings beginning next Fall in my language arts 

period with both of my first grade classes. I found 

it difficult to use much this past seven weeks because 

of a tight schedule we keep with our classes. 

Have children demonstrate activities. 

More use of colorS 

N on e o 

7 < Other comments: 

I was thrilled; my children are thrilled. All was well 

worth class. I correlated your activities to other 

subject matter and found all very useful. 

Very enjoyable. 

I don't really know what I am grasping for, but I guess my 

question is whatever ways can children be creative 

besides through body movement. More in line with the 

poetry writing—or creative ways to entertain themselves 

to replace the activities children used to have: walking 

in the woods, climbing trees, exploring creeks and dry 

creeks, and all the other things kids used to do. 

There is more awareness to things about them in my class

room . 



175 

Class time was interesting and passed quickly. Enjoyed 

variety of classes. Could hope for more workshops on 

same lines c 

I benefited gi~eatly from your workshop. Thank you! 

Lots of fun. Enjoyed it all! 

If we just had more time to give to creative activities. 

This class--it gave me a greater awareness that chil

dren should have more creative activity experiences! 

I enjoyed it . 

Hope the course will be offered again. 

This was a most useful workshop in that it demonstrated 

actual creative activities that children on almost any 

level of mental ability could feel successful. 

Would like to take further work in creativity. Colors and 

shapes never cease to thrill (not really the word I 

want) me—and at other times relax me. 

Very excellent ideas presented; enjoyed everything 

tremendously» 

Thank you for such a wonderful workshop. 

It has been most interesting and I have received many new 

ideas . 

I have obtained many excellent ideas and I feel I shall 

benefit greatly--because I am not too strong in this 

area. I have been unable to do all the things I have 

wanted tc do because I have had an all-day student 
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teacher* I plan to have lots of fun for the rest of 

the year. Thank you for your help. 

Thank you for a most interesting workshop. 

Well satisfied. 
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