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Abstract 

This study explored the effects of creative movement on 

the di vergent thinking of mildly retarded adolescents. The 
• tl 

specifie aim was to compare a program in creative mQvement 

wi th one in the plastic arts to study the i r et fects on the 

divergent th~king of mildly retarded students. Subjects 

consisted of twenty ninth grade students of John Grant High 

School, a special school for mildly retarded adolescents, 

who had enrolled in ei ther Art (N-B) or Creat ive Movement 

, (N=12) • 

The main sources of data used vere: Forms A " B of the 

figuraI 'part of 1 the Torrance Test of Creat;ve Thinking 

(TTCT), the Thinking Creatively in ~ction and Movement test 

(TCAM), interviews with the students who participated in the 

creative movement course, ~ journal ~kept by this researcher 

(who taught the creative movement course), and case studies 

on two students who part ic'ipated in the crea t ive movemen t 
, 

course. 

The results of the TTCT spd TCAM s,u9gest that no 

di fferences were found between the pretest and posttest 

scores foi the Creative Movement group. The Art group 

showed sign i f icant improvement ,~n the Fluency dimension 

--------~------,--------------------------------------------------
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between pre- and posttesting. Difference scores indicated li 

significant fluctuation in scores for both groups between 

pre- and posttesting on the Flexibility dimension which 

question$ the reliabili ty of thi s score as used vi th mi Idly 

" retarded adolescents in this study. Results of the student 

interviews and case studies'suggest that creative movement 

can have an important influence on mildly retarded 

adolescents. This material and an analysis of the journal 

entries suggest several limitations to the program. These 

are discussed at length and suggestions for the future 

implementation of creative movement programs vi~h mildly 

retarded adolescents are made. 

Consideration' is given to the role of divergent 

thinking in the education of mildly retarded adolescents. 
~ 

and var iOU5 ways in which i t can be enhanced. Some 

suggestions for further research are offered. 
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R~8umé 

La pr~seDte étude traite des effets du lIIou;vement cr~ateur sur le 

raisonneaent divergent dl adolescents légarellent arr1~r~s. Elle v1se tout 

pa'rticulllreaent i. çOlllparer un progr8Jllllle visant a st1auler la cr~at1v1t~ 

dana le JIlouv~.ent avec un programme dt arts plastiques afin èI t Etudier les 

effets de ce~-ci sur le raisonneaent divergellt dt Etudiant:a l~gareJIent 

arr1~r~8\, Le 8roup~ de sujets comptait,. vingt ~tudiants du John Grant 81gb 

School.. ~cole 8pE~1a1e pour les adolescents légèr..,ent arriérEs j ttui t 

. '( 't~d1ant8, participaient au pro,~8lIDIle d'arts plas tiques et dou~e Âu progr .... 

de .ouvellent crEateur. 

Les pr1ncipales sources de donnlies ut1l1s~es ftaient les suJ. vantes: 

les fon:ulaires A et B de la partie figurative du test de Torrance s~r la 

pensEe cr~atr1ce (TTCT) , le test sur la pe~lie cdatrice dana l~actionj et le 

lIOuveaent (TCAM), des entrevues avec les: Etudiants qui partièlpaient au 

cOurs sur le lIouvement ~r~ateur, un journal, tenu par le prEaent cbercheur 

(qui enld,nait l~ cours sur le .ouvelllent créateur) dnsi que· l 'ftude des 
, . 

cas de deux 'tudiants qqi participaient au cours sur, le aouve.ent cr6ateur. 
, 

D'apria le8 rEaultats des TTet et' TCAM; noue n'àvone. d'cell ,auéUl'l~ 

diff&ence entre les ré8ultats obtenus J't'or le ,roùpe du aouveaeQ~ crûteur' 

avant: et apra. le telt. ., Le ,~oupe des èrts plaltJ.ques pr'.entatt une 

( _ll~r.t1OD aignifl'caUve au point de \lUe aisance avant et apria le telt. 
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~ diff~rençe dans les.r~sultats indique une fluctuation significative quant 
, 

auX points obtepul!l p,ar les deux groupes avant: et apd's le tést sur la 

'qt1e8t:i~n aè l~ f,l~xib:llit~. ce qui, permet de douter de la fia.,llit~. de ce 

rEsu1tat'Bppliqu! ~ux· adolesc~n~s 1!8~rement arri!r!. qui participaient a la 
"f: ' 

prl!~I~ntè !t~~. L~8' observations d!coulant des entrevues avec les 'tudianta 
. , 

. et des !tudes, de cas indiquent que le mouvement cr6ateur peut avoir une 
- ,j, , 

influence importante Bur les adolescents l'g~rèment arri'r!s. Cetté 

docuae~tation ainsi qu'une anal.Yse des observations not!es dans le journal 
, \p 

du chercheur indiquent que le- programme présente de n01llbreuses li1lÛtèa. 

Celles-ci font l'ohjet d'un examen approfondi et des reco ... odationa quant 1 

la mise sur piêd de 'programmes, touchant le mouvement créateu~ chez lea 

adolescents lég~rement arriérés sont'pr~8entées. 

Une attention p~rtleulUre est accordée au raIe du raisonnement 

divergent dans l'éducatIon des adolescents iég~reaent arriérés ainai qu '1 

diverses façons de le favoriser. Certaines sU88estions 80nt égaleaent 

apportées afin d'orienter des re'cherches ultérieur~8. 
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Chapter 1: Introduction 

The Issue 

Over tKree, decades ago, Guilford (1950) described two 

distinct types of cognitive functioning: convergent and 

divergent thinldng. SJnce that time muqh research has been 

focused on the nature of these distinct forms of thought 

(ego Gui1ford, 1977; Thurstone, 1951), on their relation to 

cortica~ functioning (Bogen, 1969, 1975; Bruner, 1962), and 

on techniques for their 'enhancement with specifie focus on 

improving divergent thinking (Ladner, 1971; Torrance, 1972). 

Despite such interest, educators have been slow to respond 

by adapting school curricu1a to accommodate for the two 

types of thinking. with ~ew --exceptions, traditiona1 
\ 

elementary and high school programs focus exclusively on 

convergent or sing1e-answer responses. 

Much recent research on c reati vi ty stresses the need 

for a more ba1anced approach to education which incorporates 

divergent and conveçgent tasks (Buzan, 1976; Edwards, 1979). 

The literature suggests many positive outcomes of student 

participation in creative activities including increases in 

overall school achievement (Bruce, 1966), remediation of 

1earning prob1ems (Jaben, 1983), and improvement in overall 

psycho10gical weIl being (Bruce, 1966; Canady, 1982). Some 

l 
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authors have even sU9gested that severe problems in 

-emotional and cognitive functioning may resu1t if creative 

urges are repressed (Razik, 1970; TorTance, 1962). 

In his -initial' exploration of creativity and 

intelligence; Guilford (1950) found a relationship between 
, 

creativity and IQ among subjects of average or subaverage 

intelligence, though no apparent relationship at the higher 

end of the intell igence7 scale. While the relationship 

between creativity and intelligence has not been clearly 

~defined, empirical evidence sU9gests that c~eativity is in 
"---..... 

sorne way~ dependent upon intel1ectua1 functioning. In rare 

instances, individua1s with extremely low intelligence have 

been found to possess highly develop~d creative abilities 
{ 

(Hill, 1978), however, the norm suggests that individuals of 

sub-average intelligence are also la~kiQg in creativity. 

Studies on the cognitive processes of retarded individuals 

have referred to a tendency towards perseveration and a 1ack 

of spon}aneity as hal1marks of their thinking (eg. Spitz, 

CarroI, & Johnson, 1975, Zigler, 1973). While researchers 

\ cannot agree as to why this is the case, there appears to be 

\

a 9 reement as to the relative absence of divergent thinking 

among retarded subjects. 

Individuals charged with the education of retarded 

individuals. focus their efforts on enhancing their students' 

adaptive behavior in order to prepare them to cope with 

their environment (Br01in, 1976; Kolstoe, 1970). For mildly 

, 
-- ---------.--. .....-- ,""".,.-----
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retarded individuals, who make up the largest percentage of 

this group, adaptive behavior involves be~ng able to find 

employment, to budget wages,' and to adapt to changes in new 

technology and the complexities of modern life. While t~, 

literature has demonstrated that these individuals arJ 
) 

capable o~ such adjustment (Gold, 1972; Michal-Smith, 1951; 

Wolfensberger, 1967), it a1so underscores the fact that far 

too many are, failing to make successfu1 post-school 

adjustment. It has been suggested that this tailure is due 

large1y to an inability to co~e with the unanticipated or 

the nov~l situations frequently encountered in daily living. 

Undoubtedly their lack of divergent thinking skills hampers 

them' . in their attempts to find solutions to unexpected 

prolHems. 

There have been a number Qf successful attempts at 

increasing mentally retarded subjects' divergent thinking 

ability. Several methods have been successfully employed in 

an attempt to develop these skills. These methods include 

such activites as brainstorming (Ladner, 1971) and medelling 

(Arem, 1974). Dance and movement programs rave provided 

evidenèe which suggests that they can elp retarded . 
individuals learn how te cope better vith the r environment 

1 

(Rogers, 1977; GOldstein,,_-Mischio, " Minskoff, 1969). 
• .... ... ~.. '>"", 

Movement classes which utilize an open-ended approach 

are often . referred to as creative movement programs. As 

opposed to programs in conventional dançe, creative dance 

\ 
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\ 

programs contain no predetermined steps or style., Teachers 

use suggestive exer~ises and cues to stimulate pupi~s ta 

explore movement. Ideas and mQvements are product~, of the 

participants' inspiration and spontaneity. Although few 

researchers have looked into ,the relationship between 

creative movement and divergent thinking, much of the 

research seems to imply that such a relationship exists 

(Brennan, 1976, 1982). 

Hypotheses 

This thesis represents the intersection of three aress: 

the study 'of di vergent thinking, the stuliy of di vergent , ,; 

thinking in retarded . individuels, and the study of ' the , 

effects of creative movement. I t seeks to explore the 

et fects of" a c reati ve dance program on the, di vergent 
\' . . 

thinking of retarded adolescents. Specifically, itd aim is 

to test the following hypothes,es: 

1. That cr~ative ~ovement can improve the 
divergent think~ng of mildly retarded 
adolescents. 

2. That creative movemeJ,lt can be as effectlv~ 
as "the plastic, arts" in improving' the 
divergent thinking of mildly retarded 
adolescents. 

3. That' the divergent thinking of 
mildly,retarded adolescents can 
be incree.ed through participation 
in both creative arts programs. 

" 
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l t is anticipate,d that the investigation of these hypotheses' 

W'i~l shed muc'h light on the area of divergent thinking vith 

specif ic reference to the liole èreat ive movement can play 'fn 
~ ~ ~ .. 

the education, ,of mi ldly retarded adolesc'ents. 

Rationale 

Mentally retarded individuals are notedly deficient in 

both their convergent and divergent modes of tbinking. 

Since "special $chools for retarded students èmphasize' 

primarily the development of convergent and ~ocational 

skills, it appe~rs that there is a lack of att:e'ntion b~ing 
~ 

placed on the, divergent thi~ting processes o~ these 

. students. As weIl, men~~lly 'retarded in~ivi~uals 'ar~ 

described as being deficient in their adaptive abilities. 

Literature on divergent thinking h~s provided evidence which ' 

demonstrates that increasing one's divergent,thinking can 

lead to positive changes which essential .' arder. many are ln , , 
, , 

for an individual to cope with, sQciety and its eve=r 

increasing complex demands. 
, 

It is therefore important to 

explore ways in which di vergent think ing' .o,! mentally.· 
" . ~ . 

retarded indi viduals can be enhanced,., 
\r 

Creative movement is an area which has presented itself ' 

as a valuable psychoeducational technique ~ith studen~s ~~o 
, . . . 

are not reached e8sily by conventional methods (F9w1er, 
, 

1977; Gray , Hage~, 1973). ' Many studies undertaken in this 

" 

" 

, .. 

" 

---=-'\--------------------------------_.--- .. 

\ 

" 
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~rea suggest that retarded individuals profit in various -, 

w,ys trom participation in 'creative movement experrences 

(Upton, 1979). Th.i..s .. the!?is o~fer's an opportunit~ to explore, 

the effects' of a ' n~nverbal, ,non-convergent program' geared, 
\ 

specifieall! for mildly retarded adolescents. 
, ' 

In the next chapter, literature on ereativity, . . th~ 

di vergent think ing, ,creat ive movement" and retard,Ùion wi 11 " 

be, examin'ed. The aim will be to synthesize this literatur::e .. . , . 
,to arrive at a better underst'anding of the nature of 

divergent thinking abilities in rètarded individuals and the 

potentia~ uses of crèative movement to enhance these 

sbi l'i tie~. A subsequent chapter wi Il focus on the' mecha~ic's 

of designit\g a ~reative movement program for mildly ,J:'etarded 

adolescents. 

" 

'. 

'1 
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Chapter II: A Theoretical Framework 

o 

This study ~ndertakes an exploration of the effects of 

a creative movement program on the divergent thinking of 

mildly retarded 'adolescents. The relationship between the 

Arts and divergent thinkfhg has been long standing thoug~ 

somewhat non-spec if ic. Recently, Eisner (1982 ) has 

described a number of pot~ntial éonsequences of art activity 

which lead to qualitative changes in the child's ability to 

think and perceive. Eisner postulates that among the first 

things that children learn is that they can create visual 

images. These conceptions are formed by a process in which 

ideas are abstracted or created. Montamedi (1982) describes 

the creative journey as purposeful and says it evolves 

through seven stages. In transition from one stage to the 

next, the pursuer's relation to the phenomenon is said to 

undergo change as new insights are gained. Sampascual 
-

Maicus'(1982) also views creativity as a special structure 

of psychological functions. According to this approach, all 

individuals possess similar psychological functions tqat 

govern their various thought processes. Eisner (1982) adds 

to this the belief that since sorne aspects of artistic 

thinking are inherent whereas 

determined, educatJon in the Arts 

others are culturally 

is a vechicle through 

. .,..-------------------------- ~---------- -
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which both ohe's culture and one's cognitive'developmen~ can 

be enhanced. 

Creativit;t 

Confusiqn'and di~agr~ement as·to a precise definition 

of creativity seem to 'have impeded research on the 

relationship. betveen participation in the Arts, 'and 

psycho!-og'ical' funct io~ing. l t is only ,vi thi n the last fell 

decades that research in education' h~s begun to look at 

creatirvity'as· an entîty' separate from intelligence. 

Typically" the ar~a' of creati vi ty has peen studied by 

identi'fy~ng highly , crea~i~e inc!lvidua:ls and comparing them 

to a suitable comparison group (Katz 'Giammelli, 1982). 

Terms such a,s ,"..creative ,genius" and "intellectual genius" 

have often been used i~terchangeably. Much of the early 
. 

work on creativity c~me from psycho1ogists such as Jhurstone 

(1951) and Guilford (1950) who were inves~igat~ng the 

components of 'intel1igenée. They applied the same 
, 

theoretical orientat,ion 'to creativi,ty ,that they" had 

developed .for' intelligence. The tec~niques emplo.yed: in 

id~ntifyin9 a creative individuai depended', either .on the

judgements of elCperts, or 6n scores obtained on psychometrie 

tests' developed fQr tbe ' measurement of 

interligence. . Attempts to con5truc~ tests of creativity' 
. 

'eventually met,vith ,oppo~ition as they were based upon 

. ' ---"-._- - .~ 

i 
i 
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subjectiv~ criteria. Without a universa,lly sgreèd upon 

not ion of',creat~ vi ty _ to provi~e, a theoret ical f r,amework for 

such measurement devices, most of these tests remain 

informal'measures at b~st (Bol.ton, l,972). 

Ka~z ~nd 'Giammelli'(1982) offer what ~hey feel to be a 

consensually shared notion of creativity as,something vhich 
. , 

is related to heig~tened sensitivjty to one's environm~nt 

and, to a' les,sening of ~r,ejudicial thought. While there 

exists no un i versally ac~epted defin i t ion of creativi ty~ i t 

appears that most definitions include sorne mention of terms 

such a-s novelt'y arid,,' originality~ According to the 
. 
conventiona! vie~ of c~eativity, an idea i5 considered to be 

creabi.ve if it i5 original or nev to the pogulation, or 

societyat.large. Guilford {1977) has argued against this 

vie~,vehemently. He $tates that 

-
the crèative idea is one that the thinker never 

, had befo-re; it is nev t'o that person. We could 
never determirie 'if an idèa is entirely nev in the 
whoie population. ' We stand a much better chance 
of shoving that it is new ta the' individual 
(p.160). 

H,ere the issue of. 5ubjectivity remains an essential part of 
, . 

his definition of creativity. ~ 
'~ 

~ny defi~itions of' qreativity also imply that the 

attain sorne 

L 
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degree of scientifie or aesthetic worth. Such demands make 

objective measurement difficult and further contribute to 

the Imprecision in defining creativity. Vernon (1970) 

points out that' such qualitative evaluation of an 

individual's creativity must be made, however. For 

instance, a ehild's drawings, a father's gardening, and 

Einstein's theories aIl may be seen as creative aets, though 

they should not necessari1y be rated as equally valuable to 

a society. A valid distinction must also be made between 

the merely eccentric and the creative (Barron, 1969). Since 

science does not claim to deal with social values, Guilford 

suggests that within the realm of scientific investigation 

such subjective distinctions should not be made. Barron 

acknowledges the difficulty of making value judgements, but 

he feels that it is essential to distinguish between the 
\ 

creative aQd the eccentrie despit~the lack of objectivity 

" in the judgement process. Ganesan and Subramanian (1982) 

feel that' it is also necessary ta distinguish between 

creativity and originality or innovativeness. They have 

found that there exists a moderate relationship between 

creati~ity scores and ratings 

suggests that creativity is 

original or innovative thought. 

of innovativeness which 

something more t~an just 

Guilford (1950) put fourth a nev concept that allowed 

for a more scientific metbod of studying creativity. He 

used a trait-factorial approacb to develo~ what he referred 

____ • ____ • _______ .C-.. __________ ~ _____ ~ -----
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to as a taxonomie the ory of intel.l:igence. In this approach~ 

factor analysis is used to identif'y an individual's dilstinct 

characteristics or 
.... "'S'> 

"trai ts" and to separate distinct 

intellective fa'ctors (Taylor,' 1975). Guilford (1956, 1959) 
, 

used this technique to help create a model which he calls 

~he "structure of intellect". He views intelligent behavior 

~s an act which is comprised of three parts (see Figure I). 

Figure l. 
'1 

Guilford's Structure of Intellect Model 

OPERATION: 

EvaluatIon ------

Convergent production ~ 
Divergent productlon~ ~ 

Memo~ ~ ~ 
Cognition '---... ~ 

-Units ......... 

Classes ......... 
~ 
u Relations :::J 
0 
0 Systems cc a. 

Implications 

CONTENT: 

FiguraI 

Symbotic 
Semantlc 
Behavloral 

v 

u 

c 

(Guilford, 1959', p.470) 

---~-- - ..,.,---_._-------------- -----------_ .. _--~.-
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with a set of stimuli which he 

refers to as "content". These stimuli must then be acted 

upon. Guilford calls this action an "operation". Final1y 

there i s a "product" which i 5 the resul t of thi s act ion. 

Guilford attempted to list every possible categor~ of 

content, operation, and product. Four content areas were 

created: figuraI, symbolic, semantic, and behavioral. From 

these content areas, six product types could evolve: units, 

classes, relations, systems, transforma t ions, and 

implications. It is under the category of operations that 

creative ability cornes into play. The first of the five 
If 

types of operations Guilford lists is cognition. This i s' 

the process of discovery, rediscovery, and recognition. 

Then there is memory cor the retention of what is cognized. 

Two kinds of productive thinking operations are described: 

convergent, which leads to a predetermined, conventionally 

best answer, and divergent, which involves 

~ different directions as one searches fOr a 

think i ng 

variety 

in 

of 

possible solutions. Finally there is evaluation whereby 

decisions of goodness, correctness, suitability, and 

adequacy are reached. 

Divergent Thinking 
, 

Guilford's ,distinction between convergent and divergent 

thinking made a great impact on creativity research. 

L. _______ ~_~ ~_~c--__ --------------------------------~--------------------------------
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,Convergent thinking is seen as the gathering and focusing of 

one' s thoughts to reproduce learned responses in nev or ôld 

situations (Torrance, 1963). It involves the generation of 
> 

ideas and facts from previously known information or what 
E;}, 

Galanter (1967) refers ,to as ." the usual and expect"ed 

response on a test". Divergent types, of activities, on the 

contrary, depend mi n ima1ly on krlOwn informat ion. Di vergent 
a 

thinking is defined as" the ability to provide multiple 

unique responses to a single stimulus (Bolton, 1972). In 

terms of the end resul t s, convergent thinking impl ies a 

single, already ascertained right response. Divergent 

think i ng invo1ves "fluency, f 1exibi 1 i ty, or igi nali ty, and 

e1aboration" of one's ideas, opinions, and attitudes in a 

spontaneous, discontinuous fashion (Mehdi, 1974). These 

aspects of divergent thinking will be elaborated upon later 

in thi s thes i s. 

Since Guilford first identified. the process of 

divergent thinking, there has been much debate as to its 
(, 

exact relation to creativity. Many people have equated 

these terms a1though sorne researchers such as Butcher (1972) 

''" feel strong1y that this is a misconception. He suggests 

1 

that various measures of divergent thinking do not 

inter-corre1ate weIl enough to justify the assumption of a 

general factor of divEt.rgent thinking. He argues that a 

geneçal factor of this k ind i s not readi 1y dist ingui shable 

from the corresponding factor of convergent thinking. 

--" --~ - - -.- - - - ,----..-----------"'----------------------



( 

• 

-14-, 

Although Guilford' 5 concept of divergent thinking does 

not solve aIl of the problems of imprecision, it does appear 

to be' more 

creativity. 

precise than any previous definition of 

With the distinction between convergent and 

divergent' thinking _thus made, convergent thinking came to be 

identified with intelligence, and measured by well-known 

intell igence tests, whi le di verg~nt think i ng 9a ve the most 

obvious indication of what is generally understood by the 

term "creati~ity" (Mehdi, 1974) • The term di ve rg~nt 

thinld ng does not take the place of creat i vi ty nor does i t 

exi~t as- a well defined aspect of creat i vi ty. Log i ca~.ly 

these two terms seem to be closely related and even though 

their exact relationship has yet to be discovered, the 

concept of divergent thinking gives researchers a workable 

tool to further their scientific in~esti9ation of the field 

of crea ti vi ty. Whi le the present study focuses on di vergent 

thinking skills, the term "creativity" is nevertheless 

utilized frequently since these terms are often equated and 

used interchangeably in the li terature discussed here. 

There exists a fasci nat ing rela t ionship between 

creati vi ty as measured by di vergent thinking tests and 

intelligence as measured by IQ tests. Guilford (1967) found 

a subs'tantial correlation between creativityand 1Q among 

subjects with low ranges of lQ, but among subjects whose lQ 

i 5 120 or above there was vi rtually no correlation. He 

conc1uded that lQ appears to set an upper limit on creative 

, ' 
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potential for i ndi v idua1s of average or lower intelligence. 

What emerges from this research is that an average or higher 

lQ appears'to be a necessary but insufficient precondition 

for high creativity. 

oUf 'understanding 

The impl ieatons of thi 5 research for 

of di"vergent thinking in retarded 

individuals will be discussed in a later section of this 

chapter. 

Initially most of the work on creativity was done with 

chi1dren who had high lQ' S.' 'It was believed that such 

chi1dren had greater creative potentia1 because creativity 

was generally believed to be an aspect of intelligence. 

More tecently the relationship between int,elligence 
\ 

and 

creativity has been called into question (Guilford,1967; 
1 

Torrance, 1962) . l ncreasin91y, children (Of average 

intelligence have been used as subjects irl studies on 

creativity and recentll' there have been a number of studies 

which have begun to investigate special populations once 

bel ieved to be devoid of c reat ive talent. Although these 

studies are few in numbe,r, they mal' represent the beginrling 

of a new trend. Sorne of the successful attempts at 

improving the creat i vi ty of handicapped sUbject,s have used 

sarriples f rom special populations such as learning disabled 

children (Bloom, 1978; Graham & Sheinker, 1980;' Henson, 

1974), people with minimal cerebral dl'sfunction (Zelina, 

Sabolova, & Kamensky, 1979), slow learners (trandman , 

Schroder, 19B1; Sharpe, 1976), disadvantaged children (Goor 

, Î 
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" Rapoport, 1977), emotionally disturbed children (Kandil, 

1980; paget, 1979, 1980, 1982)" deaf children (Si1ver, 

1977), an~ mentally retarded children (Arem, 1974; Ladner, 

1971; Paney & Horrocks; 1967). The issue of creativity in 

retarded individuals will. be presented Iater in this 

chapter-. 

While achievement seems to be quite strongly related to 

lQ (Mehdi, ~974), the relationship between achievement and 

creativity IS less clear. Most IQ tests are concerned with 

convergent thought and school systems traditionally seem 

more concerned with developing convergent or "closed" 

thinking skills at the expense of divergent or "open" modes 

of th i n k in g ( Ba r t 1 e t t , 1958). Nearly aIl achievement tests 

are of a convergent nature, (Vernon, 1970). As Razi k (1970) 

describes the situation: 

Both intelligence and achievement tests have thus 
been tied to the narrow limits of those abilities 
which the school establishment values for its 
operation as a given social system. Divergent and 
creative responses ,and abilities not fitting to 
the school norm have not been measured, 
operationally valued nor revarded in systematic 
ways. The development of the student as a groving 
creativ~ creature has been neglected (p.IS8). 

This does not necessarily imply that school achievement 

tests discriminate against creative students as much as it 

-~---' ------------------- -- L 
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underscores 'a 1ack.,of divergent thinking tasks in the 

regular school curricula. 

Reports have shown' that tea'chers generally prefer' 

students with high lQ's over highly creative students. 

Getzels and Jackson (1962) asked teachers to rate the 
1 

students in their school as to how much they vould enjoy 

having high lQ or highly creative students in their 

classrooms. The students vith hfgh lQ's vere clearly rated 

as more des i rable t~an the average student, wpereas highly 

creative "(ere not. , This distinction occurred 
. 

despi te th,e fact that bpth tHe high lQ and the creative 

students vere equally superior in achievement. The reason 

for thi s' di st inct ion might t;le due to the fact that creative 

students may . be le/ss confor~ing to teachers,l standards of 

proper behavior. The' students themselves vere given the 

. Outstanding. Trai ts Test and the personal qua li t ies that they 

valued highly for themselves were compared vith the personal 
, ' 

qualities that they beliéved teachers preferred for them • . 
Again th'ere was a major àifferencè between the tvo groups. 

For thè, high lQ group, the correlat ion between the quali ties 
" 

they preferre'd and those which they believed teachers 

preferred vas +.67: 'For the· highly creative group the 

porrelation was -.25. The qua li ties that the high 10 

-students preferred' fdr / themsel ves vere also highly 

correla'ted (+.8~) . with the persqnal traits believed to be 

predictive of adùlt succèss. For- the highly creative group 

~ 

. -.- ------------~--~------------~.----------------------------
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-p

extremely 10'" 

;' 

(+.10). This suggests 

th~t highly creative students perceive themselves âs 

markedly di f terent from ",hat their teachers would like them 

to be and they appea~ to be 1es5 success-oriented according 

to conventional standards. If this is the case then one 

might expect these percei ved di fferences te) 
, . 

translate lnto 

barriers between teachers and their more creative students. 

Positi ve emot ional adjustment and go.<;id mental' health 

have been postulated to be séronglr 

creBtivity. Unfortunately sorne have theoriz cl a highly 

positive correlation while others have 

negati ve correlation. Sorne researchers 

)~ ,highly 
~~ 
oùnd a close 

correspondence between lover scores in divergent thinking 

and the presence of thought di sorder {AI-I5sa' ,,'. Robertson, 

1964; Torrance, 

strong stereotype 

literature linking 

exists within 

creaÜvity 

that a 

certa in psychologiea1 

vi th' psychopathology 

(Eisenman, 1969; Johnson" Gloye, 1958) • ·Art i sts such as 

Van Gogh or .Nijinsky ~re ofte,n cited as ex~mples to support 
r 

this stereotype. 
-

Barron (19?O) descr1bes the creative or original person 

as l1av i ng a more complex ego .... synthes i s as vell as a greater 

personal 'Scope. Furthermore he states that ,creative people 

are more self-asserti ve and dominant. Acèording te-

MacRinnon (1967), creative peopl~ tend to have a relative 

absence of repressien and suppression as mechanisms of 

L 
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impulse control. McGuire 1 (1967) describes 'creative people 

as having a tendèney to be emotionally wel17adjusted~ He 

ma inta i ns tha t they have an "outgoing optimi sm", "creat i vell" 

intell igent ir'ldependenee" , and a high", degree of 

self-discipline. Perhaps the view which su9gests most 

s'trongly that creative ability is an expressi,on of mental 

health i s put four th by Torranée (1962). He asserts that 

repression of creat 1 ve needs may resul t in an unrealist le or 

uncertaln self-concept and possibly lead to severe learning 

disabilities, behavior problems, delinquency, neurotic 
t 

eonfliets, psychoses, and other types of persona 1 i ty 

disorganization. Beeause schools seem to place such ,a high 

value on convergent thinking skills, Razik (970) believes 

that the usual praet ices 'in "schools damage creat ive abi lit y' 

by neglecting its development, possibly leading to some of 

those negative outeomes ci teq by Torrance. , 

It would appear· that ac-ademic achievement ,~can be 

improved through the de~elopment of divergent thougnt 

proe:esses in students. Cropley. ( 1967) suggest,s that 

"teachi n9 techniques whic~ . utilize , , students' creative , 

t;hinking , abil i ties - promote 'more ef feetive and effie ient 
, . 

learning than those. methods . which i-gnore them" (p;8~). 
- . ~ . .. ' 

'utiiizing one' s divergènt thought processel$ tends to' leaye 

the self' opeh to màny pO,sSibi1ities whereas eonvèrgent 

thinking 'Ùmi ts, . one' s foeus to only one po'Ssible correct 

answer ,to a gi ven' problem (Mehdi, 1974) • There have been a 
" ' 

1 : 
!.J 

1 

'1 



( 

, , 

-20-

number of successful attempts a't increasing -subjects' 

,di verge,nt thinking skills. Torrance (1972) r,eviewed the 

results of one hundr'ed forty-two 'studies which attempted to 
" \ . . 
teach creativi ty wi th a' vS't"ie'ty of methods and found that 

\. , 
seven~y-two perceht of ,the,se cr~imecl to 'be successf~l. 'As', 

these studies ,used a wide var,iety ~(measurement, techniques, 

the v'ariability in resùlts may he ,due' to 'the' ,fact, that they 
, , 

did not a11 me~sure the same thing. in' ~ddi t,ion, the 

sucçess rates varied 
, \- ,. ~ 

,u~ed. D:espite ,these, possible 'limitations~ these, r~sult's 

offer strong support f,or the vielil ~hat.d.ivè~gertt thinking 

processes can be enhanced thr,ough direct 'inter,:,ent i.o~. ' 
, , 

, Mansfield, Buss'e, and Krepelka (1.978) g'uestion D\u,ch ci,f 

this resèarch arguing that most divergent) thinki,Og t'est.s, 
., l , " 

commonly utilized to measur,e creative abin iy are probably 

influenced br s~ch factors. as persi stence 'and an 

I.mderstanding of the kinds of apswers ,that receive' high 

scores. Perhaps the reason f'or documented" ill'lprov~ments . 
after training 15 merély an i,ncr~a5ed familiarit'y' ,with the 

, . 
unconvent i onal tasks typically found on tes·ts. Qf divetgent 

\ < , ' 

whiè:h ~ocus 'on the 
. . 

thinki'ng. ' Divergent .thinking' te~tsi 

,vari~ty and - magnitude of ,responses, appear mu'ch" more 

depe'ndent o'n motivation than do convergent tests generally 

. 

, . 

req'uiring a single response. AS, the' individual takinq. such 

tests is' required to give as many . 

di f ferent answers as 

" ' 
/ 

" 
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poss,ible, persi stence, fat igue, and interest become ,very 

in'fluential. 

Sev~ral methods traditiQnally have been employed in an 

attempt to 'develop divergent thinking. These methods 

include such activities as brain~tormin9 (Ladner,' 1971), art 

(Èdwards, 1979), and music instruction (Andress, 1980). 

, Whi1é a review of the literature has fall,ed to yield any· 

studies focused specifically on the effe~ts of creative 

movement on divergent thinking, several studies_have spok~n 

of ~ts effects on creativity {ego Brennan, 1976; Laban, 

1971)i The applications of creative me)vement and its 

effects on psychological functioning are explored below. 

Creative Movement 

Movement classes whi'ch utilize an ,open-endèd <'lpproach 

are often refer red to as creative mo'vement programs,' 

programs in creat ive dance which ut ilize ,a sim.i lar approach 

·generally focus on spec i fic" steps, 'conc.epts, body llnes; and . . 

50 on. In cre~tive movemen~, there exists no preconceive~ 

.or dictated stylet ,thus the dancer i s open 'to an unI imi ted 
. 

range, and variety of movements. Teachers use suggestive 

'exercises and eues to sti~ùlate pupils tO'move~ As creative 

',movement demands only spontanei ty, i t is more congruent wi th 

the basic teachings of Torranee as a means to improve 

Qiv~rgent thO~9ht. Laban (1966) and Bruce (1966) view dan~e 

------,---_._------~---------'-------

• J 

" . . . ~ 
'. \ -



( 

_\'-

, .' 

/ 

-22-

as an innate urge as they ,claim that aIl children perform 

dance-like movements urtconsciously as a ~orm of exercise and-

emotional otitlet. ,:Th~y ,propose that an important 

educatianal aim shouid be to fuifill student~' nèeds to 

cre~te .and to expre~s themselves. Bruce claims that 'an 
, -

educational' .l?!1lan~e between the qevelopm~nt of intellect' and 

the motivation' of creativity is desperat~ly needed. 

- Many bènefi t-s have bee~ noted to resul,t from 

partit ipat ion in da,nce. 

relationship ,bet~een 

Fe~ r~searche~s have looked at, the 
), 

creative ,movement and divergent 

thinking', however, muèh of ,the resear.ch appe_a'I's to imply 

that s.uch a. reiat ionship exists. The major i ty of studies in 

tbis area speak of irtcreasjng 'thè child's freedom of 

thought, spontanei-~y, ,a'nd;, in ':gen'er;al .tèrms, . creativity 

through allowing the chi Id a . ,chance to explore and become 
'. 

more conscious 'Of bis or her body,and its potenèial actions . , ' 

in rela't iOI) to the envi ronmenf ,( Brennan, 1982) • Torrance 
~ , ' . \ . 

(1972) has' suggested, creatÏ'~e ' ~ovement as onè of several 

methods cf ,meas'uring 'a ~hild""s c~~a·tivity •. Kinda ànd Hanq . 

~ (19~O).charted dance 'and art developmentally according to 

,Piaget' s cogn ~ t i ve-developmental stages. 
. 

The authors ~ffer , , 

creative experiences in both art and movement' for specifie 

age +.evels. , Ther show a logical progression of ski 115 in 

the Arts which follows the chi Id' s' cogni t ive development ~ 

The ~rts are viewed as a means of discovery learning which 

\ . 
-- _.:....._. -.-------------" -_. - --------, .... _-------- ---.' -
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can enhance cognitive development as weIl as func'tion to 

reinforce· this development. 

, Creatiye ~ovement programs .of this nature have 

lrequently been utilized with special populations. Labân 

(1971) notes that "there exists' a part of dance f and indeed 

of 'any .. arti st le expression whith" if' purposeftilly appl ied, 

can have an eminent' educat ion and . remedial value ft (p. 7) • 

Since creativity involves the physical as weIl as the mental 

aspects df the self,' dance ean be used to reach cOi ldren who 

are not reached easily . thcough ve~bal means alone. Thus 

creat'ive lllovement· appears to ,of fer a means 'to engage and 

involve children in learnirig who might not ot:herwise be so 

inclined. It i s open to al,l types of indi viduals 'regardless 

of le~el of sltHl or sophis~ication. For those wi th 
" 

diffi~ulty' in expressing themselves, vert?a lly 1 creat i've . 

movement can be 'seen as a way of -gi.ving them more confideocè 

in themselves and may eventually carry over into other 

situations (Fowl~r, 1977). Lubin (1980) ,found creativ'e" 

movement to 'have major e~fect~ , on the creativity of' 

hear in9- impai red c-hi ldren. A, 'gr,oup 'of preschool 
,J 

hearing-impaireç} c;hiidrfrm who, 'were exposed to ,twenty days of 

mov-ement, exploration· "appeared to improve 

signifieantly in motor creativity as 'compared with 'a' matehed 

group of 'é:ontrols. Fowler (1977) suggests' that 'creat ive 
'. , 

Qance c'an also be used to help children with 'd,iff~rent types 
, , ~ ~ 

of developmental prob}ems. She states that it can be ,a 

" 
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useful to01 in educat ing students with physical and mental 

dis~bilities by helping them overcpme or ,(i;ope more 

effectively with their handicaps. 

Thinking and Retardation 

Mental retardat ion i5 defined as sign if icant1y 

subaverage intelligence cOJ.,lpled with a significant deficit 

in adaptive behavior (Kirk, 1962). By adapti~e behavior is 

meant "the effectiveness or degree with which an individual 

meets the standards of personal ind~pendence and social 

responsibi li ty expected of his age and cultural group" 

(Grossman, 1973, p.ll ), thus 'the cri teria for mental 

retardation varies according to age as well as cultural and 

geographica1 factors. Much of the li terature on mental 

retardat i on has sugge'sted that thé vast major i ty of mildly 
~ 

'reta rded indi v'idua1s are phys ically and cogni t i ve1y capable 

of becoming contributing members of soc iety (Brol in, 1976; 

KO,lstoe, 1970). In sorne instances full independence can be 

achieved as these children-' s academic skills are improved 

through special education \ programs (Upton, 1979) • 

Traditiona11y this potential appears to have been untapped 

as many mildly retarded persons remain burdens on society 

(Brol in, 1976; Kolstoe, 1970). 

lndividuals referred to as mildly retarded function 

i'ntellectual1y at a range two to three standard deviations 

-------~--
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below the mean. More specifically, they usuaIIy have lQ's 
.., 

ranging between fifty-five and sixty-nine, though in 

practice individuals enrolled in programs for 'the mildIy 

retarded have IQ's ranging from fifty to eighty or above. 

As noted above, Guilford (1967) has found a substantial 

"" correlation between creativi ty and 1Q ameng subjects wi th 

Iow ranges of IQ. Aside from exceptional cas,es it is 

generally accepted that mentally retarded individuals have a 

lower creative poten t ial than do persons of normal 

intelligence. The literature on creativity'and divergent 

think i ng reviewed above has offered tentat ive support for 
" ~ 

the notion that enhancing divergent thinking might Iead to 

more effective intellectual functioning. It also appears te 

suggest that divergent thinking can lead to positive changes 

in emotiona1 and inte~personal functioning which are central . 
to one's adaptive behavior. A question facing educators is 

whether or not ~ildly retarded individua1s are cognitively 

capable of improving their divergent thinking abilities or 

other useful ski Ils which are necessary to cope wi th the 

increasing demands for adaptive, behavior posed by today' 5 
\ 

complex soc iety. A number of studies which bave deal t wi th 

the qu~stion of .learning and mildly retarded individuals 

will be reviewed. 
~' . A maJor issue in th~ st udy of cogn i t ive capabi 1 i ties 

has been the relationship between learning and intelligence. 

Cogni t ive competence can be def ined as the ahi 1 i ty to learn 

. , 

1 
1 
i 
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to adapt to soc iety and i s measur'ed" by performance on tests 

of intell igence. Conversely, an indi vidual is seen as 

cognitively incapable if 
1 

he does not possess the ability to 

learn the skills necessary, to meet the demands of society. 

While retardation is characterized by a deficit as measured 

by IQ scores, it is not clear what this implies in terms of 

the abili ty of retarded individuals to learn. Clearly 

subjects of average intelligence tend to be superior to" 

retarded individuals of similar chonologica1 age (CA) on 

tests which involve logic or other forms of higher order 

learning (Gerjuoy & Winters, 1965; Spitz & Nadler, 1974). 

According to our present notion of IQ, indi v iduals matched 

according to mental age (MA) sRou1d perform at similar 

levels, thus most mi ldly retarded adolescents and adul ts 

should perform at a cognitive level comparable to 

preadolescents of average in tell igence. A number of studi es 

indicate that th i sis not al ways the case and offer varyi n"g 

explanations for the existence of this discrepancy (eg. 

Spit~, 1973; Zig1er,1973). 

detail below. 

These will be explored in some 

The 1 i terature on learning and intelligence contains 

many studies which have compa red groups' of di ffeTent 

intelligence while controlling for MA. The results of these 

studies have led to two somewhat di screpant views of 

intelligence in retarded individuals: di fference or defect 

theor ies and developmental theor ies (Zigler, 1973). 

". 
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Zeaman and Mouse (1967), in surveying the literature on 

the relation of learning and intelligence, found that most 

studies report a posi t ive corre la t ion in cases where a 

complex form of learning was employed (eg. discrimination 

or ve rbal learn i ng) . Their evidence implies that the --

correlation between IQ a.nd learning increases às the 1Q 

differences between' MA controlled groups incre,ases and as 

the learning- tasks become increasingly more complex. Work 

in the area of more complex aspects. of learning, most 

notably the area of problem sé'lving, has attel11pted to assess 

the di fferences between retarded and nonretarded 

individuals. Generally most studies have supported the 

hypothesis that retarde,d individuals are deficient in tasks 

requiring logical ,foresight where the retarded and 

nO~,retarded groups have simi lar MA' s. Byrnes and Spi tz 

0977 ) al,so found retarded subjects to be seriously 

deficient in' _logic. They noted that the retarded 

individuals in their study evidenced a great deal of 

perseveration of correct responses and commit ted far more 

violations of the rules than did nonretarded children 
... - ".~> 

" maeched for MA. Their retarded subjects performed at least 

three years behind MA expectat ions, a finding which supports 

a defect theory of mental retarda t ion. This finding is . 
support~,d by other studies in the area of problem solving 

(Spitz & Nadler, 1974; Spitz & Winters, 19.77 ) and in the 

area of verbal problem solving (Goodstein, Bessant, 

·L 
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Thibodeau, Vitello, " Vlanhakos, 1972). While none of these. 

studies yields such large differences between the two 

groups, they consistently report differences between MA and 

performance of retarded i ndi viduals to be at least 

one-and-one-half to two year s. 

In attempting to account for such differences in the 

performance of retarded adolescents and adults ûs compared 

to nonretarded individuals, Spitz, Carrol, ûnd Johnson 

(1975) 'explored the' issue of hypothesis testing~ They 

suggest that there are two different classes of hypothesis 

test i n9: predict i on hypothes i s, in ,which the subject selects 

and tests various hypotheses in an attempt to solve the 

problem, and response- set hypothes i s, in which the subjec t 

evidences a preference for one stimulus over another. They 

concluded that retarded individuals select from a relative1y 
f 

small universe of prediction hypotheses and that the 

response-set hypotheses are high in their hypothesis 

hierarchy. Since perseveration, as weIl as alternation, is 

characteristic of response-set hypothesis, this theory might 

account for the frequent occurrence of perseveration in 

studies examining the performance of retarded individuals on 

traditional learning tasks (eg. Byrnes " Spitz, 1977). 

Gerjuoy and Winters (1965) found perseveration to be 

evidenced most frequently in subjects with the lowest IQ's. 

Spitz (1973) found no difference in iconic memory 

between retarded and equa1 MA nonretarded subjects though he 
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suggests that differe_nces do occur. at the retrieval stage. 

It ~ould also appear that retarded individuals do not 
1 

disco~er redundancy as readily and are thus unable to reduce 

their memory load (Spitz, 1973, 1976). 
\ 

Gruen and Korte 

(1973) found that retarded individuels respond more quickly 

than nonretarded i ndi viduals . in tria ls where more poss ible 

choices could be made. The rapid response rate su,ggests 

that in these instances there was too much information to be 

processed. The mentally retarded appeat to he slower in 

comparison rates in classifying stimuli (Stano'yitch, 1978) 

and it has also been suggested 
\ 

tha t they scan short -term 

memory at a slower rate that do nonretarded individuals 

(Ellis~ 1970). This 15 consistent with Spitz"s (1973) 

conclusion that dif ferences in information processing occur 

in the retrieval stage. ln general, the - theories reviewed 

above emphasize cognitive factors which show dif·feretlces in 

performance between retarded and nonretarded individuals 4' 

matched for MA. They tend to attribute tnese differences to 

defective cognitive proce'sses and thus can be characterized 

as defect or difference theories of mental retardation 

(Zigler, 1969). 

In contrast to this approach, Zigler and his colleagues 

propose a theory which attempts to explain differences 
- . 

between retarded and nonretarded individuals of equal MA in 

terms ' of mot i va t i onal and emotional differences. 

Performance on a task i5 not seen as purely a measure of the 
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indivldua1's cognitive ability, but as a reflection of his 

motives and general attitudes toward<problem solving as weIl 

(Zigler, 1973). Whi1e sorne have referred"-to' this as a 

mpt i vational theory (eg. Scott, 1978), Zigler stresses that 

it includes both cognitive and motivational components and 

chooses to calI it a developmental theory (Zigler, 1969). 

He refers to the tact that retarded indi viduals tend to 
, 

approach problem solving w i th an atypically high . degree of 

outer-directedness, thus they do not attempt to use their 

own cogni tive resources as readily as do their nonretarded 

peers. ,A number of st udies i llustrate that retarded 

individua1s are far more easily_ influenced by experinienter's 

cues than are nonretarded individuals (Sanders, Zigler, & 

But ter field, 1968; Zigler,1973). 
1 

The~ attribute theïr 

f indings tp the fact tha t non- i nst.i tut ional ized retarded 

individuals have experienced more failure than nonretatded 

and institutionalized retarded'individuais and are therefore 

less confident in their own abilities and more apt to rely 

upon external models. Turnure and Zigler (1964) f ound that 

while retarded children tended to"be the most imitative, aIl 

chi Idren became more imitative when faced with frequent 

failure. Moreover, nonretarde'd children in the failure , 

condition evidenced about the same ,degree of imi tat i v'e 

behavior as did the re~arded children in the success 

condi tion. 

Li ttle has been resolved in terms of which theory best 

> 

,L 
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explains the differences in performance on learning tasks 

between retarded and nonretarded populations. The question 

remains as to what relation, if any, exists between the 

motivational factors posited in the developmental theory and 

the evidence which suggests information processing def ic i ts 

in the retarded. Zigler (1973) found that:oversensitivity 

to external models resulted in a characteristic lack of 

spontaneity and creativity. This finding is supportive of 

Gui1ford's (1967) work which suggests that there exists a 

substantial correlation between creativity and 1Q. It is 

a1so consistent with the pr'eviously reviewed work on 

hypothesis testing which showed that retarded individuals 

choose f rom a 1 imi ted range of hypotheses (spi tz et al., 

1975). Whether this preference for response-set hypothesis 

is due to a learned pattern based upon previous failure or 

to an inability to process the amount of information 

necessary to test hypotheses adequately is still unresolved. 

While the defect or difference theor ies and the 

developmental theories differ in their views of cognitive 

processes in retarded individuals, both focus on differences 

in convergent thinking between retarded and nonretarded 

subjects. Literature reviewed elsewhere in this chapter has 

suggested that the divergent thinking skills of mentally 

retarded individuals are also restricted as a result of 

their low lQ' s. Sever.al studies hav~ attempted to explore 

the effects of a variety of curricula on the divergent 

L 
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.. 
thinking of retarded indi viduals. ~ two-year study. by 

Goldstein et al (1969) found \ that a sociallyf oriëntat~d· 

curriculum using an inductive teaching style' (opén-ended 

tasks) achieved positive changes in the thinking of retarded 
\ 

subjects. Speeifica11y they found changes in ,personafity 

and cogni t ive characterist ics consonant wi th the cri t ical 

thinking and independent behavior necessary 'for successful 

aqult functioning. Ladner (1971), utilizing a brainstorming 

t echr:li que which allowed pupils' ideas to flow freely 1 

demonstrated that it was possible to ~nhance the creative 

pe"rformance Ot institutionalized mildly retarded students. 

Verbal functioning was found. to be signifi~antly improved 

and was felt to be" a reflection of a· transition from 

convergent to divergent thinking. Arem (1974) studied the 

effects of visual modeling and verbal modeling of ë;l creative 

thinking strategy on the creative performance of mild1y 

retarded children. Results from the figuraI (drawing test) 

form of the Torrance Test of Creative Thinking (TTCT) 

iridicated that verbal modeling and particularly visual 

modeling effective1y enhanèe creative pel1'formance of. mildly 

retarded children in nonverbal areas. 

Research stufties utilizing movement have shown that 

such programs' can be therapeut ic. In describing a one year 

dance t~erapy program for mentally retarded adults and 

adolescents, Rogers (1977) concludes that movement programs 

provide an essential nonverbal dimension which can help 
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retarded people learn how to deal more effectively with 

their environment. Many other studies 

movément, with 'the menta11y retarded. 
\ 

have explored 

Bènefits cit~d 

include: increased phY5ical awareness (Calder" 1972; Moran; 

1977; Opton, 1979), improvement of musculature and of 

postural defects (Robinson, Harrison, & Grid1ey, 1970); 

increased awareness of music and increased abilities in 

rhythm (Crain, 1981; Crumb~iss, 1978), psychological and 

emotional growth (Lloyd, 1978), and improvements in behavior 

and academic performance (Calder, 1972). 

In the 1960'5, there appeared to be much 

dissatisfaction among educators with regard to aims, 

philosophies, teaching methods, and techniques surrounding 

the education of mildly retarded individuals. In terms of 

curriculum, the Arts began to have a considerably greater 

impact. Physical and creative activities in particular were 

e1aborated upon and took" on a greater proportion of these 

children's educational activities (Upton, 1979). On1y 

recently has the field of dance expanded into unexplored 

areas having possible positive therapeutic' implications. 

~rere have been many studies undertaken through music and 

physical activities which suggest that mildly retarded 

chi1dren do profit from physica1 and creative experiences 

(Cratty, 1974; Upton, 1979). 

The next chapter deals with the design of a creative 

movement program geared specifically for mildly' retarded 

\ 

---_._--. -_ .. _._-"---~~_.- .-. -- l 



( 

( 

-34-

, -' 
adolescents. The theoretical basis for creative movèmen~ i5 

explored as weIl ~s the ~roble~s idiosyncratic to tailoring 

the traditional movemeht currlcula to fit the special needs 

of these students. 

------ -----
\ 

1 
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Chapter III: Thepretical Basis for the program 

The aim of the present study is to explore the effects 

of a program in creative movement on the divergent thinking 

of mildly retarded adol~scents. The preceding review of 

literature has underscored th~ lack of data on the effects 

of creative movement programs on'divergent t·hin~in9., as weIl 

as the lack of information avail.abl~ ,on the' use of such 1 

programs with retarded individuals. As there are fev 

establisheJ)crèat~ve move~ent programs which ou~line methods 

of instruction, particularly-f~r this special population, 

the movement program utilized in the preserit study was based 

upon information derived from severai sources. Most 

important among these sources are Laban's (1966, 1971) 

pr'inciples of dance and it's in"struct,ion and ,Mager.'s (Gray" 

Hager, 1973) work on improvisational drama and movement vith 

emotionally dis~urbed adolescents. In addi Hon, thi s 

reseacher's personal experience ~nd-back9rounQ in both dance 

and education were extremely useful in making declsions 

regarding the content and Implementation of this program. 

The theoretical bases for the program are discussed below as . . 

weIl as the various issues vhich vere confronted by this 

researcher in the formulation of a creative movement program 

for mildly retarded adoléscents. 

" 
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Theocet ica l Framewor-x 

,Rudol f Laban i s ace la imed for his. o~erwbelmin9. 

contribution in the field of modern educational dance. His' 

~deas'have pe~me~ted the world of movement and-the minds of 

i t,s teache r s. Since it appears that aIl 'children' perform 

dance-like movements ùnconsc iously as a form of exetci'se and 

emotipnal outlet, Laban (1966) views dance a5,an innate 

urge." He suggests that the creative movement teach~r' s 

primary task ls. to develop this urge by making children 

aware of some of the pr i ne iples governing movement. . "A 

second i~portant educationaI goal should be to preserve the 

individual's spontaneity of movement beyond the childhood 

yea~s . A final major task involves- thè fostering of 
\ 

creative expression. Laban believes thesa goals can be 

. achieved through the iqtroduetion of dances appropriate ,to 

the individual's abilities and stage of development. 

In àccordance with Laban' s views, Bruce (1966) proposes 

that an impor~ant education~l aim should be to help fulfill 

the students' 'need to create and to express themselves. He 

claims that an educational balance between the development 

of int-ellect and the motivation "of creativity is "desperately 

needed.· Laban ,(l971) suggests', that creat ive movemen t 

. encourages an intecj'rat ion of mental and physical acti vi t ies •. 

Dance involves the 'interplây of the mind directing one' s 

movements and the movements stimulating one' s mental 

activity. Dance training programs, therefore, should make . "~ 
" ' 

~ __ w __ 

", 

, , , 

, , . 
,'. 
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use' of' both the mental and the physical (Làban, 1966) • . 
Laban ~uggests that ini t ial dance training must base its 

choice of movements. on those which an infant or child ùses 

instinctjvely as he or she begins to move. Thi s fôllo~s a" 

nat~ral beg inning wi th . ' , 
one's exploration progression of 

, ' 

environment,' body, and 50 on th,rough movement. Later, t,he 

urge to imitate develops as the child acquires increased 

consciousness of' his o~ her . actions. In olider to encourage 
, ' 

this natural ~rogression, Laban (1966) ur~es ~eachers to 

stay away from conventional methods in whicb children are 

corrected sa as ta comply with adult standards.' The los~ 'df 

a child's spontaneity and the promotion. of self-

consci ousness are always dangers , involved in 

over-correction. He suggests that children ought to b~ 

encouraged to use their Ç)wn ideas and methods ,in danc'e. 

In the early stages of deve~opment, mov~ments should be 

repetitive and invo1ve the whole body. Concentration should 

be ."placed on one spe~ific task at ,a time evo1ving from 

strong, di,rect, quick types, of efforts to light, sustained 

movements' which develop naturally later (Laban, 1966). The 

choice of 'tasks, which are based, upon these "differen,t types 
, . 

lof actions, becomes less and less restricted as the time of 

exposure ta dance increases. By imag inat1 vely manlpulat'ing 
'. 

mot~on factors wh,ich control the flow 1 pace,- intensity, and 

expansi veness o.f a chi1d's movements, a teacher can 

gradu~lly awaken the child's awareness of himself or herself 
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in relation to the environment. 

When working with older children, it has been suggested 

that one ~enerally, must focus on the quality of m~vement, 

more exact repetition, and the bui~ding of sequences of 

movements. ,1 Older children tend to have a need for more 

complex dances and a sense of working towards a fini shed 
J J • ~ 

produét, while young chlldren appe~r to respond to and learn 

most from play-acting based on actions. Dance training,with 

adolesce'nts ,becomes more concerned wi th "the mental approach 
. 

to ~ovement", (Laban,1966) where more comple~ -and creative 

~orms ~f dancing are stressed. The population 9~ mildly' 

retarded adolescents for whom this creative movement program 

was designed pbsed, ùnique, problems in that their 

intellectual development did not match their chronolo9ical 

development. 'While the}' shafed simi lad ties wi th young 

children in terms of their cognitivé development, theïr 

social maturity, interests, and physical d~elopment were 

quite'different. ~s dance qoes nct focus exclusively on the 
-

cognitive or the em~tipnal ~spects of an individual, the 

progra,m had to incorporate elements from both traoitional 

child-oriented as ~well as adolescent curricula. More wi Il 

be said about the specfic'elemënts of the pr~gram later in 

'this thesis. 

The art.of gesture and self-expression leads to the art 

of movement. While dànce itself may supply stimuli which 

can lead to individual creativity, the act of working with 

-__ ... ___ ',,~ ______ ~ __ v_~. __ ~_. __ ------ -~~-----
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others as partners or in a group al10ws for ideas to De' 

shared so that the experience of' working wi th others becomes 

additiona1ly enriching. Laban (1971) cites cases of sueh , 

moveme~t experiences impaeting upon the ehild's personality. 

In reviewing a nurnber of educators who employ rnovement 

~programs, Bruce (1966) offers many examples of their 

. usefulness with. a variety of special populations. Results 

" cited include increases in.poise, confidence, happiness, and 

li'veliness. In ad(Ù t i on, i ncrea~es in the abi li ty to learn 
. ' 

and improvements in behavior and overall physieal hea1th 
. 

also have been f ound to result' f rom part ie ipat ion in dance. 

Laban (1971) notes that participation in rnovernent programs 

appears , 'to reduce children' 5 nervousness while enhancing 

,their overa11 physica1 eonditioning. 
, ' 

In creative movement there exists no preconceived or 
î\. 

dicta ted style, thus t,he student i s open to an unlimi ted 

range and varlet y of rnovement elements. As opposed to 

conventonal dance programs, there are no set steps or body 

lines which are taught. The ,steI?s and gestures in creat ive 

'movement are basically exaggerations of tbe same movement 

actrvities experienced in life. Basic movement themes, as 

OPP9Sed to standard ,exerc i ses, have proven to be useful 

'tools for teachers of movement. 
1 

Laban (1966) suggests that 

the teacher shoUld find his or her own manner of stimulating 

students to move by choosing variations from a collection of 

basic moyement-themes which are appropriate to the students' 

; 

• 

------~-= .. ---=.,------------ ----~-----------------------------------------------------
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actual stage of development. 

The sixteen basic movement-themes Laban discusses are 

built upon a scale of increasing complexi ty. Each of the 

themes represents a movement idea which contains many 
~ 

possible variations. Teachers May combine themes or use 

variations on themes to sui t the special needs of their 

students. Individual movement elemen ts, the possible 

variations contained in the Most basic movement themes, will 
,) 

remain valuable even for students at the higher levels. 

Examples fro~ advanced themes may be useful incentives in 

the"..,early stages of a student' s development. Spon taneous 

creative movement can evolve regardless of the theme 

employed, however. These themes offer the structure in 

which the particular movement ,activity' is to take place. 

More important than the actual theme is r ~he correct timing 

and execution of a given lesson to suit the students! needs 

and interests. Essential to the successfui implementation 

of a creative movement program is a sensitivity to these 

needs. These include cognitive as weIl as social-emotionai 

needs and vary widely as deals vi th di f ferent 

populations and different settings. 

The sixteen basic movement themes are concerned vith 

increasing the child's awareneS$ of the folloving: 

.... - -~.n' ... *'; L 
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1. Thé body and i ts parts 

2. Resistance to veight and time (strong-lig.ht, 
sudden-sùstained) 

3. 

,,4. 

Space (in relation to the body) 

Flow of the weight of the body in space and ti.e 
(pathways with different speeds) 

, 

5. Adaptation to partners (response) 

6. Inst rumental use of the limbs (functions) 

7. Isolated actions (efforts) 
• 

8. Occupational rhythm's (~transitions betveen 
efforts, repetition) 

9. Shapes of movement (patterns) 
. . 

10. The eight basic ef forf aet ions 'and trans i t ions 
(wring, pre'ss, glide, float, flick, sIash, 
punch, dab) , 

Il. A definite space orieotation 
(directed sequences) 

t" 12. Shapes and efforts using di f ferent Dody parti 

13. Elevation from the ground (suspension) 

14. ~roup feeling 
,~ 

15. Group formations 

16. Expressi've quali't ies 01" moods of IDOveaent 

These basic movement themes, vhich attemp~ "to coyer 

SOlDe of the rudiments of free dance, vere used as a guide 

and stimulus to the movement program ut i lized in the present 

study. . 
In their book Liberating Education,' .. Gray and Nager 

(1973) offer a d~tailed report of case studies ta~en' from 

------~ .... , = 
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i.provisational drama classes taught over a period of 

several '.years. The primary aim of thi s researeh vaS to f ind 

ways to make ef fect ive teaching vi th drama prae t ieal for 

teaehers. They provide many specifie examples of aetual 

movement experiences whieh were adapted for use with the 

m~ldly retarded adolescents in the present, study. The 

authors do not deseribe a sequence of set lesson plans~ but 

instead present the reader \Il i th spee if i c. exere ises as 

st imuli for the development of one'5 own program. They 

bel ieve that teachers should ma ke the i r own plan s based on 

the cues given by their students. Teaching i5 seen as an 

art vhich is individualist ie and therefore the authors of fer' 

relevant insi ghts about teach i ng style rather than a 

specific methodology. They speak of projeeting vitality'in 

the class room, rema i n ing open to the group while provid ing 

the strength to make one' s students feel safe, and keeping 

purposeful order wi thout repressing 
\ 

at t r ibutes to success fuI teaching. 

one's students as key 

The class structure presented by Gray & Hager provided 

opportunities for growth and development in four main areas: 

"physical freeing" (avareness of one' s body through movement 

exploration)," "concentration" (the specific foeusing of 

one' s thoughts) 1 "believabili ty" (beeomi ng emot iona l1y 

invol ved in a role 50 ,as to be bel ievable to one' s 

audience) 1 and "relationships" (interrelating with others). 

They c1aim that personal growth through improvisational 

L 
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drama should he a natura~ d~velopme~t Df oapacities t~~i are 
- . 

arready present. A teacher should not try' to teach ,students 

ho" to \ he physïc~lly free or' how to,eoncentrate· in a 

step-by-step fashion. l nstead, a teacher should provide~ a 

structure which encourages children to put forth 
. 

their own' 

movement content as they explore themselvcs. Gray and Mager 

suggest that development thr'ough ph.ysic'al freeing, 
, 

concenirati6n, believa~ility, and relationships can hel~ An 

adolescen t free· hims-elf or perse 1 t from phys ical i,n~ibi t ion 

anq gain spontanèi ty. Their method of teaching throu'9h 

ïmprovisational drama is said to enable ,people ta elCplore 

al~ernative ways of being. The assumption made is that the 

healthy pe'rson is flexible and free to choose among 

alternatives •. Their educational concerns are ln keeping 
. : 

vith ~arl Jung's (1954) belief that the school should't'ry to 

free adolescents br mak'ing them mor,e 
, 

awa re o,t' "prope r ly 

. conscious" of themselves. 

The' subjec~s 'in Gray and Mager.' s study were 'taken f rom 

~ special ,population which sha:;:ed certain similarities with 

,the population inv~lved, in' 'tbe present ~tudy. Both groups 

èQnsisted ,primarilY of probl'èm-r,iàdén adolescent boys from 

inn~r-city" low-income. families, most of whom were found to 

he poor' achjev~rs.' Approximately sixt Y -percent of both 
. " 
. groups we,re Black. ' It is .important to ~eep ln mind that -the 

..:>, • 

drama classes taugh~ by Mage~ included children who had 

average or auove' average intelligence, whereas the group 

--------rz~ __ ------~--------------~~---------------------
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given instruction in creative movement ln the present st~dy' 

cO~5isted of mildly retarded adolescents. . Despite this 
, 

'difference, the suggèsted exercises chosen from qray and 

Nager became 
> 

useful in a modified form when' 'plannîn9 ,the 

creative dance program for the p~esent study. ' 

The Teaçher/Researcher 

An important. is!::!ue: in education i" the arts concerns 

the qualities desirable in those teachin~ the various art' 

forlns. 1 Laban' (1971) s'peaks of the ,two extremes: the àrtist, 

who may be limited in. çerms of actu~l teaching ability and , , 

wJl~in9ness to teach, .nd thè teacher, who may -be li~ited in 

terms of art'i st ie ab,i 1 i t ies" Hence there are teachers of 
, 

creative arts who àre limited to teaching solely' tnrough 
,0 .' • 

example and others who ~~~ limited in their ability to teach 

by exaJllple. Laban _ suggests that e i ther t,ype' of inst ructor 

Should s~ek guidanc~ fn developing his o~ her ~eaker side.: 

At the outset, several qualities appeare~ essenti~l,for' '. -, " , 

this teacher'~o pos~e~s ~in order to be effective in of~eri~~ 

" 

, . 

~ creative movement program to ~ildly retarded adolescents. p 

(The experience of offerin9 such a program 'lndicated many '. 

additional ,attributes as be~n9 important • These will be 
.. 

exp10red in depth in a later section of this thesis.) This 

researcher entered the study with .fairly , extens~ve 
" ' 

expetience in dance, creati.v,e ,d'ramatics, and education. 
1 , 

, , 
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Prior to the ini t iation of the program., ,~tper'ie'nce was 
, 

obtained by work ing wi th mi ldly re t:arded adole..scents , on a 

. voluntary bas i s a t the high school in which the study wa~ to 

'take place. l ' 

Apart f rom the prac~i"cal exper ience ,obtai.ned through 

these educat i onal and professi onal ende'avours; t:pere appears . , 

to be a need ,for one: to appro8çh.'the: teaching of cre~Üve 

. movement to . milqly retard~d. adolescent~ wi th ~5ensrt i vi ty' , . . 
and, indeed" sorne degree' of caution. l t was antit ipatèd 

abi l'i ty and the that tné di spa ri ty be·tween ' intellectual 

stûd~nt~' age and interest levels , would 
1 

'derriand tha t .' the 

lnstructor tread a fine line ·between being over'ly simp1istic'. , 
, \ ~ l , 1 

, . , 
or patroniz-ing and complex .. Expérie'nc'e has " 

: ," 
being.overly 

shown that initi~l,~esistance tO,dance and .~ovement {s to be 

expected . with ,m'ost beginners, partic.ularly- with male 

. ,adolescents 'who é:omprised the ,sample 

\ ~', 'a~~ic'ipat'io~ of such resista~c.e, 
in 

the-

th~s study. In 
, 

teach'e,r lJ)ust he 

: prepàred to devote much time in . 'early les,So.ns 'to ma~'ing the 

'studertts mo're comforta'ble ~i'th tHe medium of .movement before 
, , 

. Pt1r6uin~9 more_ complex goals. " 
: 

Perhaps. the 9reate·~t· di ff iculty one faé'es in teaching 
". ' 

cre~tive movement_to fo~ter , \ " 
qiverg_ent ~hinkin'g concerns the 

use of ,structure. The ultimate goal i5 the encQuragi'ng of 

more'.elaborate'and: fr~xible' ways_ of think~n9, howèver,' the 
" • # , 

mechan~cs of 'teach~ng -crea,tive movell}ènt to' a g,li'OU'p of mildly 
, ' , . " 

,retarded : adolesèents' demand ' that one. 'ext!reise certain 

, . 
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controis . over e lassroom behavior. Sinee a Ievei of control 

,must be maintained while one i5 attempting 
, 

to 
~ 

promote 

spontaneity of movement and freedom of thought, the$e goals 

become 'ad~i tionally. di ff ieul t to aehi eve. The teacher mus't 

ensute that. the structure of the lessons' remain intact' while 

aliowing (for vaiiat ion to be dictated by the students' 

,'needs. Initially, this requires the greates.t: amount of 

control and di reç:t ion. As'the students begin to feel more 
, ' 

comfortabl.e wi th ,the program 'and begin to ,approach the talsks 

with 'greater latitude in thought, the teacher must be , . 
-" . ' . 1. 

se!'lsi ti vè 'to how the students are responding to the program 

and aècommodate to differences in abilities, motivation, arid 

needs' within the group • 

. T,he Program 
. 

The pr,imary aim of the program of creati·ve movement 

" ~esigned for th'i s study was to eÎkourage di ;"ergent Ùfnldng, 

among miidly retarded adolescents. The curricula consisted 
, 

-of specifie lessons based upo.n p~rticular movement themes. 

A .comple·te list of detail·ed lesson plans: i); ineluded_ in

Appendix A. Bach 'Iesson·. had a partiFular\ t~eme "and 
\ 

consisted of "a variety of activi ties r-el!l,teâ to that theme. 
\ 

Th~se themes lneluded: 

, ' 

. ' , 

-~- ~--- ~ -----_ .. ""'~ -- ~ , 
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1. Body Parts 

2., Body Shapes 

-47-, 

3. Loeomot 101) and Imagination 

4. Props '& ~elievabil i ty 

- 5. Believabi li ty and Relat i onships 

6. Con-cent ration and Ef fort Aet ions 

.7. Physje~l Free i n9 

It was bal iev~d -,that the themes I?rese~ted above would allow 

for a. progression from simple, imitative movements to more 
, , 

open-ended, self-directed, movements. The progrfilm began with 

les sons that util~zed specifie and contined' types of 

activites (eg. Body Parts or Body ShaPes) and evolved ,into 

lessons, which', allow~d mor'e spontaneity through suggestion 

(eg. _' Effort Act ions &. Phys ical Freeing). The· program w~s 

sut f icient ly flex ibile to accommoda te the spèc if ic needs or' 

·mood~ of the students,' The literature on retarqation 

reviewe!3 else~here in this thesis suggest~ that members of 
, . 

this populatio~ are not as flexible in their thinking as are" 

-peers of normal inteiligeoce. A wide variety of activities 

were designed_ specifical~y for this 9,roup ,in the hope of 
" ' 

',brèa)dng through', barr iers, to dance and di vergent tasks whièh 
( 

ma.y, ha.ve .existed previous to the start of the movemerit 

program. 1),11' Hie students 'met wi th ,the teacher 'prio,r to the 

~ni t iaÜ~n· of' the' ,prograll! and were told of the nature of the 

classe,s_- in which they were to take part. The stud~mts 

, , 
. " 

-, 
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. 
elected to enroll in the program based' upon a brief 

description of the program given by this researoher. Once 

they had made the decision ta participa te, the nature of 

, scheduling at their high school did not allow for them to 

drop out of the program. The exper~enc~ of t,eaching the 

creatlve movement program to mildly retarded adolescents 

will be discussed la ter in this ~hesis in the form of 

deta iled case studies of two students who partie ipated in 
.' 

the program. The method of teaching ",ill be explored ,in 

depth and the limi tations of the program and suggestions for 

further researc~ will be discussed. 

, . 

'. 
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Chapter IV: Research Methods 

" 

The pre~ent study explored the effects of a creative 

movement program on the. divergent. thinking of mildly 

retarded adolescents. While the 'lite~ature i6 equivocal as 

ta the nature 'of d'i vergent thin~ i~g 'i n retarded i ndi vidua.1s, 

there is sufficient evidence ta suggest that many such 
'. 

individuals can benefit from' attempts ta enhance their 

preativity: Traditionally, pro.grams in drawing, painting, 

and music havé 'been used to enhance the cre~tive abilities 

and divergent thinking of children, adolescénts, and adults. 

The literature on creative movement which has'been reviewed 
, 

previously suggests that programs using creative movement 

also appear to enhance the cr~ativity and divergent thinking 

of those who participate. A principal aim of this study was 

ta'compare the effects of a creative movement program with 

those of an art program on the divergent thinking of miIdly 

retarded adolescents. 

, , 

Subje'c"ts 

The research vas conducted among the students of John 

Grant High Sèhool, a special school for mildly re~arded 

adolescents. The subjects who participated in the study 

, --
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were aIl in the ninth grade and the Creative Movement 

program was offered as part of their curriculum as an 

elect ive. Assignment to either the Art or the Creative 

Movement program was on a vo1untary.basis. While this made 

it impossible to match students evenly in each group for lQ, 

the fact that the students vere streamed according to ~Q 

level within the school seemed to minimize intelligence 

differences between groups: The data utilized in the study 

was drawn from a final population of eighi t8)- students 

enrolled in the Art course and twelve (12) studen~s enro1led 

in the Creative Movement classa The~r ages ranged from 

fourteen (14) to slxteen (16) with a mean age of 14.50 for 

the Art group and 14.75 for the Creative Movement group. 

l-nst rumen ta t i on 
, 1 

The data used ~~r'anaiy.is in this s~udy-~ere obtained 

from three sources 

1.- Test ing 

The Torrance Test of Crea~ive Thinkinq 
1 

was (TTCT) 

employed to measure the, di vergent thinking of., subjects 

involved in this research project. This test is ciomprtsed~ 

of two booklets which examine divergent thinking through a , 
verbal test (Thinking Creatively vith Words) and a figuraI 

, . 

, 
l • 

l 
-~ 

1 , 

1 

ï 
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,-
test (Thinking Creatively vith Pictures). (Copies of Forma 

A and B of the figuraI section of the TTCT- are included in 

Appendix Bl. As mi ldll' mentally retarded adolescents are 

noted to be defici en t,in ".,ri t i ng and verba l sk i Ils, i t was 

fel t that the figuraI part or---the TTCT would bet ter serve to 

tap the groups' creative ability than would the verbal part 

of thi s test, hence the verbal test was not useç'i. The test 
\ 

is scored for what Mehdi (1974) says are the four main 

aspects of di vergent thinking: flue'1cy, flexibilitl', 

originalitl', and elaboration. F1uency is defined as, and 

measured bl', the number qf tii f ferent responses 9i ven for 

each question. 1 t i 5 simpll' the number of respoflses minus 

the number of dupl iça t ions or i rrevelant responses. 

Flexibil i tl' ·i s, -determi ned by the variabi li ty of the 

responses gi ven'. 'Di Herent, types of, answe rs are grouped 

-
into categories apd the number of different câtegorl' types, 

" . 
'. 

accumula ted const i t'utès a subject' 5 'Flex ibi 1 i ty scorè . . , • 

originality, is judged bl' comparing the subjeet's -responses 

with the ,TTC'r. seo.ring manual' s 1 ist of the most 

statistically frequent responses. Tho~e 
' .. 

responses WhlCh 

àemonstraté imagination and. creative strength and ço not 

~ppear· on the list are considered more or iginal ana are . ' 

consequentl~ scored hfgher on' 'the, Originality' seale. 

Elaboration can' be measured bl' how' weIl, a simpl.e rE!sponse i5 

expanded through addi tional ideas to reach a more compl'ete 

aod well-defined response. 

_._--------- - - -- ---_.- ----------------
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As a second measure of divergent thinking, a modified 

form of . Torrance' s movement test, Thinking Crea~ively 

in Action and, Movement (TCAM), was adminisrered to aIl 

,subjects at the end of the semester. (A copy of the TCAM i s 

inc1uded in Appendix C}. While thS,s test i's . designed and 

standardized for use wi th child(en .from three to six years 

of age, i t was al tered for usè 'in the present st udy in order 

to tap an area of creative àctivity unrelated to drawing. 

1 n order to alter the TCAM for use in the presen t study, the 

guidelines offered by Torrance (1981) were adhered to 

although hi s norms were not us~d si nce the:y were based on a 
. , 

population of presc'hoolers. This approach does not appear 

to have vio1ated Torrance' s testing procedures sinee 

norma t ive compa,r i sons were not made. Torrance. (1981) 

created this test as a' 'non-verbal alternative for use with 

children who may' not be tested eas~ly with the' . TTCT. The 

nature df th i s test .,do~s 
1 • 

not a~low f,or gr,o~p administration 
, . 

but demands that it be administered i ndi vïdual,ly. The 
, 

durat i on of the TCAM test var ies on the average of ten t'o 

" 

, , 

t ./ : \ 

( 

thirty min~t~s per child. The. measures o·f creat i vi ty tested 

for' in 'the TtAM are: Fluency, -Ori9ina~ity, and Imagf'Îlation. 

Fiùéncy ane; originality are scored in a, ~imi1ar- fashion as 
, " 

with the TTGT. Imagination is scored on a fiVè" level 

continuum according t,o effort, ,recognizibi1ity, e1abor€!tion, 

., and interpretation ~··as ,indications of a cl}ild's ability to 
" 

Q' " 

a,ct out a des ignated role or fashion (Torrance, 1966, ~ 1981) • 

_~-~,~, __ '~_~ __ ;_,· __ '''' _______ ~_L 
-,. , ~ 
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Concerning the aecuracy of the results obtained ,by 

untrained raters, Torranee (1981) reports that rnean person 

pro'tluct-moment coefficients of +.96, +.94, +.91, +.86 were 

obtained with his figuraI test for interseorer reliability 

of trained versus untra i ned scorers. Interseorer 

;eliability on the TCAM is similarly reported as b~ing quite 

. high. Studies have yielded satisfactory resul ts in 

#Pi 4 • 

.... 

() 

indieating that the test scores on the TTCT are somewhat 

consistent and stable (Bastos, 1973; Gakhor & Luthra, 1973; 

Holland, 19E?8) ~ Hol1and reviewed f ifteen studies and found 

that the ma j od ty of reliabi li ty eoef f ie ients tha t were 

reported ,exceeded +.70. The reliability of TC AM has also 
\ 

been' found to be qui te favourab1e (Torrance ,1981) • . As for 
, 

the val i?i ty of the TTCT, reports have not been as 

favourable. Bastos (1973) found the validi ty of the TTCT to 

be rather questionable but state~ that "the inadequacies 

observed in the TTCT may be hypothesized to reflect the 

general state 

(P9.3977) . 

of the 

Holland 

art in 

(1968 ) 

the· area of creat i vi ty" 

cri tiqued over fifty 

investig~tion~ of the' concurrent and construct validi ty of 

the, ,TTCT by stat ing that '''des'pi te these gross sta~ i st icai 

defie iendes and weak des ig~s, most of the evidenC,e sèems 
~ 

interna 11y consi ~_tent .and generally cons i stent wi th the 

'literature 'of - crea-tive behavior"{pg.2911 In support of 
J 

standardized creative movernent tests like the TCAM, Torrance , .. 
( 1981) poipt s out that teachers' informaI ratings of 

-~--
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creati vi ty over the year s have been noted to be unrel iable. 

presently, arguments that support the validity of TCAM rely 

mostly on evidence reported by users of the test. Torrance 

urges users of TCAM to report any useful validity 

information. 

Although TTCT and TCAM have been noted to be highly 

reliable and so)what valid, it appears that strong validity 

measures are-2!lking largely due to the absence of a solid 

definition of what constitutes creative behavior. Despite 

its limitations, the TTCT is still one of the most fully 

developed and wide ly used methods for measuring creative 

ability. For this reason, it was utilized as the pr imary 

measure in this study with the TCAM being used somewhat 

informally as a secondary source of data. 

2. Post-Study Interviews 

At the end of this research project, interviews were 

conducted by the researcher to provide additional 

information not revealed in the statistical findings. The 

physical education teacher who assisted with the course and 

aIl twelve of the participants in the Creative Movement 

program were interviewed individually. Open-ended 

interviews were employed. React ions, criticisms, and 

suggestions were examined. 
. ,) 

Questions were posed i~ such a 

fashion as to encourage subjects to recall as much of the 

1 
! 

1 

l 
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1\ 

program as possible. (A copy of the questio~s used in the 

open-ended interviews is included in Appendix ~D). Jourard 

(1964, 1970) defends the use'" of such ~nt.~rviews noting that 
, 

vi thin the realm pf psychologic,al research ,t!te subjects . 
themselves can offer a valuablE; source of dat-a. 

.. 

" 

3. Case Studies 

A large body of literature has defendèq the use of case 
, 

studies as an exceedingly valuable hnd vi tal source of data 

collection in psychological research (eg. EriksùTi, 1950; 
\-

Henry, 1971; Jourard, 1970; Whyte, 1973). It wà.s felt that 

an exploration of the effects of creative movement on the 

divergent thi nking of mildly retarded adolescents could not 

be achieved adequately ,without a detailed study of the 

process of partie ipadon in such a program. To achieve .), 

thi s, case st udies of two of the students who took part in 

the program will be presented and analyzed. In order to 

offer sorne insight into the wide range of individual 

, di f ferences among the students who were part of the program, 

the subjects of the case st udies represent one of the 

students who appeared to benef i t most from the program and 

one of the st udent s who appeared t9 have benef i t ted' least. 

AS the subjects for the case studies could not be selected 

pr ior to the complet ion of the program, the researcher kept 

detailed accounts of a11 the students 1 develox:-ent 

----_ . .-.....--------..:..------------------------
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throughout the durat ion of the course. These accounts vere , 

entered as part of a .~ai1y . journal kept by. thi ~ researcher. 

The journal entries chronicle the progression of the program 

throughout the semester as well as the progress made by the' 

students and their apparent reactions to .the various 

lessons,. Progress was measured informally acco.rding to a 

number of factors. These included observe4 i~creases in 

ability te initiate movement through one's own thought and 

increases in the spontaneity and originality of the ideas 

presented. This material will be synthesized to provide the 

two case studies as weH as to of ter a brief account of ho. 

the program developed. 

Procedure 

T~~ physical education teacher assisting the researcher 

met vi th 'aIl eligible students in order, to explain the 

nature of the Creative Movement program which was being 

offered as an elective course in the Fall, 1983 semester. 

Students vere free to choose this program or either.Art or 

Se~ing which were traditional components ef the school's 

Grade Nine curriculum. Once the students had chosen an 

elective, schoel policy dictated that they vere obliged to 

remain in that course for' the remainder of the semester. In 

practice, several students who electeà to partake in the 

~ Creative Movement program sto~~d attending vhile . oth~B 

. ------_._-----------------~ 
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joined the course' at vadous points d.urïng the semester. 

This was t'r':1e in the ether / course's as weIl and ref lects a , 
, 

school-wide trend. None of the stùdents who dropped out of 

the Creat ive Movement or Art program or who joined ei ther' 

program after iistruction had begun weie included in the 

study sample. In addition, no student who attende~ fewer 

than haH the classes was included in the sample. 
'. . 

AlI students in t,he Creative Movement and Art classes 

were, given the TTCT at the beginning of the semester and 

-again at the end of the program. In order to guard against 

art y , 'resfdual' effect's from the initial testing, alternate 

forms of the test were used in pre- and post test ing. The 

resul ts of the pre- and' posttest ing were scored by a 
-

graduate student in Art at McGill University and by this' 

researcher. Inter-rater reliablity vas .89 (Winer, 1972). 

Upon complet ion of the semester, the students in both groups 

were given a modified form of the TC AM to assess their 

divergent thinking. through a different modality. The 

results we~e scored by the same two scoters who attained an 

'inter-rater reliability" of .91. 

This researcher taught the Creative Movement program 

and was assisted by the physical education teacher st the 

high school. A journal was kept throughout the duration of 

the course as vell as a log of lesson plan'~ and the changes 

made to thém. As was ment ioned above, the students who took 

part in the Creative Movement course were interviewed upon 

-----------------------------------------------------------------------_.--~ 
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èompletion of ehe program in Qrder 
) 
l' 

their feelings about the course as 
, . 

effects on them. l n add i t ion, , 

to obtain feedback on 

weIl as insight into its 

the physical education 

teacher who ass i sted wi th the course was interviewed i-n 

order to obtain hi-s feedback on the program. 

The resu~ts. of tnese formaI arid informaI rneasures a5 

vell as detailed accounts of the course and, of two of the 

students :who took part in i tare analyzed and discussed in 

the next chapt~r~ . . 
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.' Chapter/v: ReBult'S and D'iscus8-i~n 

, 1 

1 t. hàs been 'sugge\st-ed that the type cif.'data geneI;ated 

, in a 'thes·is i5 ~de~e~~inecï !J.ar:gel'y _ b~ ,'the' method"Of - ~ta 
~ \ t ~ 1 ~ .. 

co~lèéti(),n and the design. of, thè sfudy. -k~ntor an~ Lehr , 

(1977) note - that th~ design 'of any piece o~ research 

, ine~vi taoly re,presen ts a value judgement on tlie part of the 

·invest i'gatoF as to the bes.t 'possible ~pproach to the study 

" 

'i ~" , 

,; , of a· partic~lar Jssue. The exploration of the eff,ects of 
'. 

creative moverne'1t on divergen.t thinkipg undertaken in this 

study focuse.s on tbree separate d~ta bases,.:. the psychometrie 
, ' 

assessment of ,div.er.gent thinking using Torrancé 1 s tests of 
, , 

. di verg~nt thinkin'g 1 the· ùse of structured interviewing, and 
, 1 

t.he ease study method. Each sourc,e of data will 'be 
, 

preser;Jted separate1y in the f irst three sections of this 

ehapter and 'Will be 'integrated in a final secti'on. Th~ 

first section will be devoted to the statistical analys~s 

and interpretation ot' the data collected f rom two sources) 

the Torrance Test of Creative Thinking (TTëT) 'and the' 

Think ing Creati vely in Act ion and Movement (TCAM) test. 

These tests, which are designed to measure divergent 

thi nk ing' abi 1 i t ies, were admin i ster:ed to both groups. The 

aim of the second section wiH be an analysis of' the use of 
1 • 

creative movement31ith mildly retarded subjects. This will 
1 

{' 
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il)çlu,c1e~ an ~ overvi!!w 'of the pro~ram utilized as vell as 'an 

explora t ion of the' r~s'u~ çs of ilntervi ews conducted wi th the 
,'1 ' ' 

~ -, .. j 

students ~ho to'ok the course and with the' aS,sÏsting teacher.. 
• 1 

,As was discussed in the previoyJs chapter, the, aim of these 

i,nterviews 'Was to assess the {students t impressions of the 

course aS,'weIl as té> gain inSi[ght into POSSibl~ outcomes of. 

"the eours~ not me'asurèd by t~e. psychometrie tests. The 

third ~ection will'ofter'an anaY~lS of detailed case studies 

of two partic,i pants' in' the crea t ive movemen t program. The 

,-case studies are offered to provide insight into the program 
+ \ • 

and i ts effects on mil?ly retarded adolesçents through a 

, c loser 'examina t ion of two students who' part i\: ipated in the 

program. 

1. Measures of Divergent Thinking 

A. The Torrance Test of] Creative Thinking 

Forms A and B of the Torrance Test ,of Creative Thinking 

(nCT) were used respectively as pre- and posttest measures 

w i th bot h the Crea t ive Movemen t and the Ar t groups. The 

results suggest that there were certa i n dif ferences between 

the groups. These results and their implications are 

di scUssed below. 

'. . 
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.' Pretest Resul ts 
.. , 

Th'e students were free to e1ect totake Art or Creative 

Movement. It was therefore ant ie ipated tha t there might be 

certain differences between the groups init~a1ly despite 

their being similar in inte11ectual and academic abilities. 

The resu1ts of the pretests suggest that this was not the 

case as no significant differences were found between groups 

on any of the four dimensions meas~red by the TTCT. The 

group rneans for each of these dimensions are presented in 

Table 1. 

Fluency 

Flex i bil i ty 

Originali ty 

Elaboration 

Table l 

Pretest Means for the Creative 

Movement and Art Groups 

Creat ive 
Movement Group 

17.92 

14.92 

29.25 

33.83 

Art Group 

19.75 

17.25 

30.25 

31.63 

Overa11 Mean 

18.65 

15.70 

29.65 

32.95 
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These results sU9gest that the groups were very similar in 
4 

creativity as measured by the TTCT, hence the students' 

preference for ei ther a class in Art or one in Creat ive 

Movement did not reflect any differences in their creative 

thinking abilities. 

Post test Results -

The results of tests administered at the end of the 

intervent ion indicate that there vere sign i ficant 

differences between pre- and posttest results and between 

groups on certain aspects of creativity. A list of posttest 

..means is presented for each group in Table II. The overall 

means suggest that scores dropped for both groups on the 

dimensions of Flexibility and Elaboration while improving 

for both groups on Originality and for the Art group on 

Fluency. An analysis of the posttest results indicate that 

there were significant differences between groups on the 

Fluency dimension (p<.Ol). This was the only dimension 

which showed significant di fferences on post test,ing, 

although the Originality scores approached significance. 



( 

(! 

\ 
\ 

( 

Fluency 

Flexibi li ty 

Originali ty 

Elaboration 
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Table II 

POlttest Means for the Creative 

Movement and Art Groups 

Creative' 
Movement Group 

16.67 
( 1 7 • 92 ) 

12.58 
(14.67) 

38.58 
(29.25) 

26.08 
(33.83) 

Art Group 

27.00 
(19.75) 

15.50 
(17.75) 

31.13 
(30.25) 

27.13 
(31. 63) 

( Pretest means in parentheses) 

Overall Mean 

20.80 
(18.65) 

13.75 
(15.70) 

35.60 
(29.65) 

26.50 
(32.95) 

A statistical analysis of the difference scores between 

pre- and posttesting for each group indicates a complex 

pattern of variance among scores. As was anticipated from 

the analysis of variance on posttest scores, sfgnificance 

was found among the difference scores on the Fluency 

dimension for the Art group. This suggests that most 

subjects increased their scores in this area over the course 

of the semester. A totally unanticipated finding occurred 

L 
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.ith regard to difference scores on the F~exibility 

dimension. While the posttest mean scores for both groups 

dropped approximately two points from'their ~ pretest means, 

this difference was insufficient to yield significance in an 

ana1ysis of variance of pre- and posttest means. A closer 

examination of the difference scores for each individual 

within the groups yielded highly signifieant variability 

between pretest and posttest scores. This is indicative of 

the fact that scores varied widely between pre- and post-

testing, yet the overall means remained relatively 

unchanged. Subjeets in both groups seemed to have widely 

disparate pre- and po~ttest scores with an overa1l trend 

toward slightly lower scores on the posttest. 

This result might be due to sorne idiosyneracy in the 

testing situation; however, sinee aIl four dimensions vere 

tested for ~S the same time and no such differences were 

found on the other three dimensions, this seems unlikely. A 

more plausible explanation of this result concerns the 

reliability of the Flex~bility dimension. While Torrance 

has demonstrated fairly high reliability on aIl dimensions 

of the TTCT, reliability has not been examined with retarded 

individuals. Perhap~ sorne of the abilities which are 

aspects of the Flexibility dimension are mueh less stable in 

this population. Specifieally, the issue of perseveration 

in the thinking of retarded subjects appears to have a major 

influence on their responding to the Flexibility measures on 

1 
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the TTCT. At times vhen subjects vere perseverating, they 

"ould obtain very lov scores" on Flexibility, while at other 

times, when they were not perseverating, their scores would 

be somewhat higher. Since perseveration tends to 

predominate in the thinking of retarded individuals at 

~ertain times while not at others, this might explain the 

high variability between pre- and posttest scores. The 

present analysis does not offer sufficient sample size or 

adequate controis to make definite statements regarding this 

issue, however, it does raise questions about the reliabilty 

of the Flexibility dimension in its use vith mentally 

retarded subjects. 

In general, several problems presented themselves in, 

the aG..tual testing situations which appear to have 

influenced the rel iabi 1 i ty of these data. A number of 

students were uncooperative as they did not follow the 

lnst ructi ons being given, did not abide by the time frames 

set, talked continually, and attempted to copy from one 

another despi te efforts to di ssuade them from these act ions. 

At t imes during the post test, they appeared to he 

conscientious1y trying not to be creative. While this was 

not true of aIl students, the presence of these disruptions 

,during the testing probab1y affected aIl students. In 

addition, the sma1l sample size used in this study makes it 

particularly sensitive to such behavior in even a small 

number of subjects. 
~ 
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B. ~Thinkin9 Creatively in Action and Movement 

The Thinking Creatively in Action and Movement (TCAM) 

test was administered to each group upon completion of their 

courses. It was employed as an alter~te measure of 

creative ability which did not involve drawing or ' other 

aspects w~ich may have been studied by the Art group, hence 

giving them an unfair advantage over the Creative Movement 
(;1 

group. The scores on the three dimensions of the TCAM are 

presented in Table III. 

Fluency 

Originality 

Elaborat ion 

l" 
...~ 

Table III 

Posttest Means for the Creative 

Movement and Art Groups 

Creative 
Movement Group 

37.83. 

58.75 

16.25 

Art Group 

26.25 

45.50 
.; 

13.50 

Overall Mean 

33.20 

53.45", 

:a.5.15 

~ 

, ' 
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The results of an ana~ysis of scores for both groups 

indicated that the Creative Movement group scored higher on 

aIl three dimensions, however, these differences were not 

,significant. As the scoring for the TC~M had to be adapted 

for use with an adolescent population, this might have 

influenced these results in sorne way. While there was no 

significant difference between groups, there was a 

difference between the scores on the TCAM and those on the 

TTCT. As the TCAM was not used as a pretest measure, it is 

not possible ~,o make statements about the effects of 'the 
" 

creative mo~ement pr,ogram on the higher TCAM scores for this 

group. 'The differences in n scores of divergent thinking 

usin9 the TTCT and' the TCAM do suggest that these tests 

appear to be measuring somewhat diffevent aspects of 

creative ability. While the evidence presented here is not 

sufficient to describe tpe nature of such differences, it 

do~s suggest the need for further investigation of the 

various components of divergent thinking and creativity. 

2. Analysis of the Creatlve Movement Program 

\ 

Ao/ The Program 

The theoretical basis for the creative movement program 

designed for this study was outlined in Chapter rII of this 

thesis. This- program had ·to be u J ~ 
sufficiently flexible to 
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allow f or changes te accommoda te the spec i f ic needs of the 

students: their shorter attention spans, their tendency 

towards perseveratien, and the differences between their 

cognitive development and their chronological age and 

emotional development. Lesson plans and movement exercises 

vere adapted accordingly, however, the program adhered to 

the original princip1es out1ined previous1y. The following 

i 5 an account of the program over the course of the 

semester. It is not a chronicle of al1 that occurred; 

rather, it is intended to offer the reader sorne insights 

into a creative movement progfam with mildly retarded 

adolescents. l t a1so attempts to explore the deve10pment of 

the students as a group throughout the program. 

The accounts of the program are der i ved f rom journal 

e"ntries which have' been edited in the interest of brevity 

and clarity. These entries are separated from the main 

text. Episodes are analyzed and criticized individually as 

weIl as in relation to the course as a wh01e and the impact 

they seemed to have on the students. At the end of this 

account, an exploration of the limi ta t ions of thi s course 

will be presen ted. 

The first les son attempted- to offer familiar t,~pes of 
exercises. 

\ .' -.-,------'-------------- .--'---~ - ,- -- -~ - L 
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In a circle formation in the middle of the 
gym, the first lesson began vith simple follov the 
leader callesten ics to music. Hames of body parts 
vere called out as the 'group mirrored the teacher 
in touching thei r right knee 1 nght elbow or Ieft 
shoulder, for example, to the f loor. When the 
question "What other body parts can we touch to 
the floor?" 'lias posed, a silent, shy hush came 
over the group. wi th mueh prompt i ng, l deas were 
reluctantly thrown out and acted upon. The taslt 
became more eomplex "Touch one body part to 
another. For example 1 touch your head to your 
left knee; your right elbow~to your left foot" 
etc. "Come on nov, can you think of something 
e15e?" 

1 

This activ i ty continued, but the pace was staggered, 

for the major i ty of the group remained hesi tant \ and 

demonstra ted li t t le enthus iasm. 1 t appeared neces::.ary at 

this point to abandon the structure of the lesson plan and 

proceed with something that would get the class moving. 

!; 

In keeping with the theme, questions like "Name a 
body part. Now let it leaq you aCJi"oss the room." 
were used. The students who were now able to drop 
their defensës seemed to really enjoy this 
activity, but again much prompting and 
demonstrat ion was necessary. The group was then 
quickly broken into pairs. Their task was to take 
turns doing three di fferent movements touching one 
body part to another 1 as we had just done 
individually in a group, and have their partner 
copy these movements. Responses were mi nimal as 
the class was starting to show resistance to the 
types of tasks being presented. 

1 

. -------,.;...-----------1---·---- -~.,------~--
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The studenta who did mate attempts appeared to do so in 

jest, as if they vere af ra id to look si lly in front of thei r 

classma tes. The responses 9 i ven we re inappropr ia te to the 

task. lt seemed that the problem stemmed trom the group's 

inablllty or un\ô'llllngness to tOC\.lS on t.he type of task 

being given. They appeared to be able ta follov 

i nstruc t ions or demonstrat i ons wh i ch provided them wi th 

spec if le ta sk s. When open-ended tasks vere presented which 

demanded that the stude'nts produce their ovn movement ideas, 

resistance seemed to arise. 

\~ 
("-'~ .. 

The final activity, in keeping vith the 
theme, wa~ to have someone perform a movement 
repeti t i ously and to )lave others s10w1y J01n in 
vith a movement vhich utilizes different body 
parts. Body sounds weree also exper imented wi th 
(snap, slap, hiss, creak etc.) in the hopes of 
incorporating sounds and movements 50 as to create 
a machine effect. Several demonst:rations were 
attempted with the help of the physica1 education 
teacher, but these attempts were in vain, for the 
class' interest and attention span had diminished. 

The group's biggest handicap at this \ point was not 

their apparent l imi ted at tent ion spans but the i r lac k of 

exposure to teaching styles whic~ stress that the students 

themselves produce original ideas. The group appeared 

fearful and frustrated when asked to initiate a movement 

through an idea of their own. They seemed to feel much more 

o 
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at ease when given the opportunity to mimic someone or 

something. With this in mind, the next lesson vas begun 

vith set tasks and slovly moved to a more open ended 

approach. 

The students verl asked to run around the gym 
and ta freeze their movement vhen the. music 
stopped. "Notice the shape your body i5 makin9' 
Wben you freeze the next time, try to freeze in 
the exact same shape. Go! ••. Everyone quick copy 
Norman's shape. The next time the music stops try 
ta freeze in this nev shape ••.. Now this time l 
vent to see something real1y interest i ng and 
different." Slowly we began to label different 
types of shapes such as round, long, vide, 
tv i sted. (The group was exha usted trom runn i n9 
around the gym. The students' fatigue enabl~d me 
to conf ine them to a smaller space.) 

On the school stage the shapes we had just 
defined were repeated in a game format. Quickly 
di fferent shapes were called out and eues vere 
i'ncreasingly sped up. "Now make it a different 
vay. Make i t bigger. Smaller. Make a vide shape 
in the air ••• standing ••• low to the ground." The 
enthusiasm with which the cues were delivered 
seemed to inspire the group very little. For the 
most part, the group remained unstimulated as if 
they felt that that was the· "cool" way to act. 
Concrete example§ were employed next to allow the 
students a chance to use images which might aid 
them in -J?ecomi ng more ki nesthet ically aware. They 
were given a chance to experiment with the 
possible shapes or forms they can interprete with 
the i r bodies. "Can anyone name a vegetab1e tha t 
is ta1l and thin? A carrot. Good, everyone 
quickly become a long skinny carrot." Other 
vegetables were used as images. Then we attempted 
becoming different bottle shapes, different 
letters of the alphabet and various types of 
donuts. "A1right, let's see a litt1e munchkin 
donut. " 

<. 

, 
L. 
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Thil exerciae appeared, in the planning stage, to be 

, one 1 vhich could have been effect ive in alloving for 

creativity and fun. In practice, hovever l it 'lias neither. 

The class felt patronized by :he act;,vities presented. For 

example, N1CK ::::alleà out "P-A..an this lS dur.:b" and Danny spoke 

out "'Yah , th::.s lS baby stufL" In l ight ,of the group' s 

limlted attention span and due to the novelty of the program 

and its partlcular method of presentation, it vas initially 

believed that the program should ine lude a structure more 

consistent w i th tha t found in an ea r ly chi Idhood program. 

Experience showed that their adolescent sensibility would 

not allow for ~ li teral adopt ion of chi Idhood programs, 

however. Thi 5 re f lected a fa i lure on the part of this 

researcher to find exercises whieh appealed to their 

adolescent concerns and interests without being overly 

complex. Perhaps th i s evident in failure was most clearly , 

the following episode concerning'classroom discipline. 

The next exerc i se was to have the' ~.lass "work 
as a group in creating an illusion of ~n ocean. 
They were to lie down side by side, list~n to the 
mus ic and then move as if they were one big ocean. 
This resulted in chaos as bickering and fighting 
befl:ween elassmates mounted. Danny complained "l'm 
not gonna go crawling all over the floor, H's 
dirty !" The" props backstage became more of a 
focal point to several rnembers of the group than 
did the exercise. Nick continued running up and 
down the portable stairs wh'ile Danny badgered and 
finally, hit Norman. The frenzy came to a head 
when l was nearly injured by a row of falling 
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~ 
lockers. Unfortunately my compo.ure was lost, a. 
weIl as my temper, resulting in their receiving a 
severe reprimand. 

Upon complet ion of 
~ 

the course, i t became evident that 

more effort should have been focused on incorporation of the 

fami l iar into the program. Th l S was par t icular ly true of 

the fa i lure to employ the props which the students seem té 

gravitate towards at any free moment and which served to 

disrupt the flo," of the lessons. While not originally 

conceived as part of the program, the props could have been 

utilized effectively as a means of encouragi ng creative 

activity as well as one means of reduc ing the students' 

inhibi t ions when faced vi th novel tasks. 

When things calmed down we proceeded with an 
exercise called "Shadow play". Shadow play 
utilizes sorne of the principles that help free a 
student physically. This is of particular value 
in the ear ly stages of a course. A slide 
projector was used to throw light against the 
stage curtain and one student a t a t ime, was given 
a chance to explore di fferent shapes, through the 
use of shadows. Gradually the class started 
responding to the exercise and soon students began 
working together. At first they- tended to i9nore 
the shadows, as their aggressive behavior 
resurfaced. Then suddenly a group of four boys 
working together started to crea te an interesting 
image. The whole group joined them and the lesson 
ended very positively and productively. 
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After having observed the response of the group to thi s 

le.~on, i t became apparent that at tention had ~o be paid to 

ensure that fut ure tasks would be more relevant. to the 

group's interests and ability level. It became clear that 

the task of 'finding exercises appropriate te both their 

chronological age and mental abilities required striking a 

rather deI i ca te balance. Future lessons "'ere geared to have 

/much more adolescent content while remaining esential1y very 

cone rete concept ually. 
-

Another problem that' revealed itself by the end of the 

second lesson was the poor class attendance at John Grant 

High School (JGHS). This tended t 0 hampe r the cont i nui ty of 

the program as there was ic'it t le carry-over from one lesson 

to the next. In order to allow for thi s, eaeh lesson was 

designed as a separate un i t could be taken alone W~iCh . :. 
outside the context of the ent i re program. When taken 

together, these uni ts const i tuted a un if i ed progr'am, in tha t 

they were thema t ically 1 inked and that there was a 

progression in lesson complexi ty over the course of the 

- 'program. 

The thi rd lesson which focused on locomot ion 
and situations, commenced with the task "How many 
different ways can you move to get from this side 
of the room to the other". The' group responded 
wi th many good ideas but when a bi t of drama was 
added, "you' re in the middle of a war and ••• ", the 
group started running and yell ing aIl over the gym 
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before the instructions "ere even completed. The 
claas vas quietened dovn and reminded of the fact 
that a drum beat was the signal to go or to stop. 
ln the next task, runn i ng in dif ferent patterns 

Q (zig-zag, spirals etc.) the students followed 
instructions 8f)d refrained from fighting, although 
for the most part they demonstrated little 
enthusiasm. Dramatic exercises requir ing 
imagination and concentration vere attempted. The 
group quickly became nonsensical and excessively 
rovdy due, perhaps, to the fact that the novelty 
of the task posed too many demands on the 
students. Resultantly, the group was reprimanded 
as they sat out on the bench. The final activity 
made use of hats which served as the catylist for 
express ive movemen t ideas. This exerc i se vent 
smoothly, but revealed the tact that the group 
needed many practice exercises 'in believability. 

A much preferred tactic, which doesn' t interfere with 

the f lov of the lesson, i5 to get the group to stop aIl 

acti v i ty and to have them concentrate on something that 

allows them to calm down. For example, ask the· class to lie 

down vith thei r eyes closed and tell them to 1 i 5 ten to thei r 

heartbeat or to focus on their breathing. This technique 

vas utilized in the latter part of the lesson and i t proved 
\ 

to be very e f fect i ve in controlling excess energy leading to 

di srupt i ve b~havior. 

The USé of lyrical music appeared to intimidate most 

members of the group. The class seemed to enjoy and respond 

more to highly rhythmic muslc 1 although the use of a strong 

fast bea t may have added to thei r hyperact i vi ty at· t imes. 

For the most part, the group' 5 movements tended to have 

little relation to the music. The music vas effective 

, 
1 
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mOltly as a eue to stop and start activities and, at times, 

to help mask the students' inhibitions. At other times, the 

music appeared to intimidate them as they felt that they 

vere no longer just moving but that they were dancing. 

Before the onset of one lesson, Danny sa id "Hey 1 do we have 

to do that dumb dancin' stuff aga in. ft and Nick added, "Ya 

man, l'm no professional ballet or nuttin', why don't we 

play baskeball." At the end of the lesson, Jack asked "Why 

didn't we do the freezing game like la st time?" As a 

reflection of this important statement, repetitions of 

certain activities were planned to be included as a warm-up 

in the lessons to follow. 

As the students entered the gym dressed to 
take part in Lesson IV, entitled Props and 
Believability, they seemed in an aggressive and 
energet ic sta te. l t was thought tha t i t would be 
best to get the class seated~ A tug-o-war was 
presented in order to release sorne tension. The 
group was asked to concentrate on the muscles and 
body posi tions they used when pulling. The rope 
was then removed and the class was instructed to 
replay everything they di d, recaptur ing feelings 
and act ions while using an imaginary rope. After 
each trial tug-o-war ended, several students ran 
across to their opponent' s team. to continue the 
fighting they were engaged in upon entering the 
gym. The group liked the tug-o-war and att~mpted 
the imaginary part of this exerci se but wi th 
little sedous intention. A simulated dodgeball 
game-, was implemen ted next. The two groups were 
given beanbags and the rules were to be altered 
according to the di f ferent types of throws 
conceived by the group. The rules were ignored as 
the students became concerned with hitting their 
opponents as hard as possible. This activity was 

~ .. _--~ - - ---------------------------- -----
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stopped shortly and a less compettitive exercise 
vas presented. The group vas instrueted to "Try 
to go over the rope anyvay you want. Now try 
getting over in a diffetent way." A rope being 
suspended by two students was s10wly raised in 
hei ght to make the task more challeng ing. The 
task was then change? to "Now let' s see how many 
di f ferent ways you can go under the rope." This 
exercise is like a modified version of the limbo. 
The students were enjoying themselves and had 
calmed down by this point continuing to work very 
productively in the next exercise which included 
the use of hoops. In pairs, the students vere 
told to 'invent a game of their ovn using a hoop. 
Some very interesting ideas were developed and 
presented to the class. Agame "H'us i cal HOOpS" 
was the final activity. Although an element of 
competition existed, the mood of the group had 
changed and no aggress i veness was di splayed. 

It appeared that the students were still having 

di f fJeul ty adapt ing to the program. They especially 

experienced uneasiness wi th tasks which demanded abstract 

thinking. lt is fel't that this was mostly due .to the 

group's inability at this point to break away from concrete 

thought. Perhaps the size of the group may have eontributed 

to this failure. (More will be said of this later). At the 

beginning of the lesson, several students di splayed a need 

to release aggress i veenergies. A ca thar t ie method of 

releasing these tensions employing a tug-o-war game was 

attempted. Instead, this only served to heighten their 

aggressiveness as fighting resurfaeed and continued into the 
\ 

next activity, the simulated dodgebaU game. The failure of 

this attempt lends support to the large body of evidence 
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which questions the ef fecti veness of the cathartic approach 

in dealing with aggressive behavior (eg. Bandura, 1971). In 

subsequen't\ lessons, attempts were made to cope with such 

behavior b~ redirecting their aggressive_<m.e_c.gies. ihr-O-\:l~ 
structured act i vi t ies which demanded a h igh energy Ievel. 

Lesson v began' wi th a game of "Simon Says", 
which served as a good review of our first lesson 
on body parts. The group seemed highly spirited 
and several students had the opport uni ty to Iead 
the activity. We moved smoothly into the next 
exercise which involved the use of chairs. In a 
circle formation, each child took a turn 
performing a movement of his choice which the 
group would follow. Responses for the most part, 
were extremely creative. Ideas included - jumping 
Ion and off their chairs, running around them, 
doing a spin and si tti ng down. The next 
instruction was "change chairs with someone 
wi thout touching the f10or, everyone at once go!" 
The resul ts of th i 5 could have been di sastrous, 
however, the group responded calmly and 
purposefully. Two students were then asked to 
take their chairs and sit in the middle of the 
ci rcle. They were told to "move" as music was put 
on. 1 t became apparent that thi s Wa5 too 
intimidating, 50 the directions were quickly 
changed 50 that the whole class was told to begin 
moving. While "The theme from Star Wars" loudly 
played, chair's were spun, swung, piled up, and 
driven. The group worked very innovatively 
together as they crea ted an interest ingly w i Id 
choreography. The whole class was then broken 
into couples and each pa i r was gi ven a rope. One 
partner was told to lead the movements and the 
other to follow. They focused for a while on how 
the passive partner must move in accordance ·with 
his leader. The ropes were then taken away and 
the same task was requested of the group using an f 

imaginary rope. Several of the student5 seemed to 
be able té> concentrate on the "invisible rope" for 
short periods. 
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lt appe.red that the group vas beginning to ad.pt to 

the novelty of the creative dance program. They responded 

poli t i vely to the teacher' s enthus iasm, to the music, and to 

many of the exerc i ses of fered in thi s lesson. 

Lesson VI began vith a concentration ~e 
which stresses rhythm. A steady beat was ~e 
maintained by hand clapping while the active 
partie ipant called out someone' s name at random to 
pass the lead. The group appeared di stracted and 
if was a battle to get even a few students 
attending. We were not able to attempt a 
variation of the basic task and 50 we moved on to 
the next exercise. "The group was asked to spread 
out and to react to the action words being called 
out; "punch, squeeze, slash, smash, float, fly, 
hop, shake, slide, roll, crawl, slither, run, 
j ump, explode and fall ft. The studen ts were 
uninterested and resistant. Sustained types of 
action tasks were introduced next. Items like 
push or pull were called out and the g~oup was 
told to do the task "faster, harder, 1 n slow 
motion." The group had ceased responding by thi s 
time. The lesson was stopped and the group was 
told to si t on the bench. The studen ts who wanted 
to cont inue working were taken to one end of the 
gym whi le the rema inder of the group sat on tl:le 
bench. As a 5mall group of seven, we proceedeQ 
with'the task of building a house. \:;Step by step 
we discussed what our next plan of action should 
be and then carr i ed out the imagina ry work tha t 
had to be done to accomplish the task a t nand. 
Through the use of mime 1 we went f rom mi x ing the 
concrete for the foundation we had dug right 
through to the point where a11 seven of us 1ay 
down beside the c rackl i n9 fi replace enjoy ing our 
f inished product. 

It became increasingly apparent that teaching creative dance 

to a class of fifteen, and, at times, seventeen mentally 

, ! 
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" 
re~arded a'dolescents was perhaps too demanding a task for 

one teacher • Working in a small group promoted, the 

realizat ion that many of the problems encoun tered 

(discipline, motivation, and task comprehension) could have 

been partially due to' the large class size. 

,The group had requested activities which 
incorporated the \,Ise of basketballs on numerous 
occasions. Thi s lesson 1 s warm-up compl ied wi th 
these wishes as it inc1uded these familiar props. 
The class spread o,ut in a circle and called aloud 
the di f ferent types of throws "that they were 
inventing. The students' lack of 'discipline and 
lac k of abil i ty to focus on a spec i f ic task 
quickly became a problem. The students seemed to 
resent having to think about their actions while 
creating new ideas. In previous lessons, they 
appeared most comfortable wi th tasks that allowed 
them to repeat or alter movements with which they 
were fami l iar. A relay ac t i vi ty was introduced 
through both explanation and demonstration. The 
group seemed impat ien t so a task was set and the 
relay began. Before the start of the second 
relay, the group was aSked, "How else could we 
move the baIl back and f orth ac ross the f loor. " 
Many answers were blurted out thi s time and 50 the 
task was altered 50 that each per·son ,in each group 
could try doing something original. The group 
which produced the greatest number of different 
responses would be the winner. The students 500n' 
began fi ghting over who was goi ng to go t i rst. 
Nick went second in hi s group. He dr ibbled up to 
the nearest basket and proceeded to take shots. 
His group immediately ran up to join him. 

Rather than meeting this wi th a reprimand, i t was~ felt that 

'a better approach would be to incorporate their behavior 
, 

into a new task. Thi 5 teacher immediately requested that 

• 
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.. 
the basketball a~tivity incorporate music and that rhythms 

be adherred to. 

A major problem çoncerned the phys ical space ' in whicK 

the program took place. The sett i ng needed for drama t lC and 

ph~s~cal expression 

most classr6oms. 

, 
is quite diEferent 

(1973 ) 

from that found in 

suggest that an 

" envi ronmen t conduci ve to movement creates an i llusory wor Id 

which helps participants suspend conventional, ways of 

behavior and sustains movement. The appropriate setting and 

climate established also must cultivat~ feelings, of 
~ ."" 

sec'ur i ty. A new space or one which has been altered 

sign if icant ly Eor the purposes 0 f the mojment c la ss arè 

best· sui ted ta these purposes. St ~den~r~' less li kely to 
.-

tevert to old patterns of behavior ~~ such novel settings, 
" 

hence new patterns can ue establ i shed for 1:he purposes of 

the course. Since the gymnasium space utilized for the 

major i ty of the course was extremely large, bri.ght, and' 

familiar to the studerits, it did not J " provide an . idea l 

environment for the movement '~ro9ram. The students 

repea tedly reverted to, behavior appropriate to the iJ' 

physical education classes while in the gym. An attempt was 

made to ut il ize the stage, which offered a more in t i,ma te 

atmosphere, however, the space it afforded was not large 

enough for the nurnber of stugents in the class. -~While in 

the gym, they seemed anxious to engage in sports and 

ultlmately the program ended wi th an unschedùled basketball 

game. 
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Originally i t vas planned that the pro<jram continue for 

a fev more weeks, however, schedul i ng problems on the part 

of the school prevented this. Despi te the fact that each 

lesson was designed as a uni t which could stand independent 

of the other lessons, the abrupt ending to the course 

prevented any attempts to He together the many and varied 

aspects of the course. More will be said of this· and other 

limitations of the course belov. 

program Evaluation 

Scheduling problems at JGHS delayed the introduction of 

this program four week.~s. A minimum of ten veeks of" 

instruct ion was hoped to be "achieved at the outset, ho"ever, 

several classes were missed unexpectedly which resulted in 

an intervention program consisting of seven classes spread 

out over a twelve week periode As we Il, the 10" and 

irregu1ar attendence of classes at JGHS made the planning of 

lessons 'additionally difficult. As a result the use of 

carry-over or review exercises was also a problem. This has 

been a frequent complaint among the teachers at JGHS. 

Attendance problems have been ci ted as hampering the 

vocational adjustment of mildly retarded subjects (Folman , 

'Budoff 1 1971 ) • 

C1ass size at JGHS is usually limited to approximately 

eight students. In the interest of statistical sampling, it 
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vas felt a larger class size vas desirable, hence the size 
~ 

of the movement class reached seventeen students when • 
everyone attended. Unfortunately this hampered the 

effectiveness. of the program in that the students vere 

easily distracted in such a large g~oup. In addi t ion, the 

mechanics of teaching Clovement tlo such a large group shi fted 
\ 

the focus of the researcher' s ef'forts since much more time . ' 

had to be devoted to disciPline:\ This difficulty was 

compounded by the tact that the cla~s was primarily made up 
1 

of boys. This ,was unavoidable for/the percentage of boys 

attending JGHS far outriumbers the percentage of girls. That 

this group of boys vas taken from a special population of 

mentally retarded adolescents made the task of teaching 

creative dance excessively demanding for one teacher. An 

alternative vhich could .}lave decreased many of the problems 
,. 

related to class size would have been to take two smaller 

groups and combine the results, however, this was not 

possible due to r igid schedul ing at the high school. 

The students initially appeared to resent the novel 
\ 

nature of the program, i ts tasks, and i ts method of 

instruction. They especially disliked being asked to 

initiate movement thro'ugh ideas of their ovn. The use of 

music a1so intimidated the students at 

participating in the mo\(ement program 

first. The 

consisted 

group 

of a 

combination of three grade nine classes. This promoted a 

less sedous group atmosphere as the studen'ts viewed their 

'.> 
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classmates as playground buddies s~nce this was the only 

opportuni ty they had to be in one class. ~ 

As discussed in the previous section, the space 

'provided for the movement class also limited the program's 

potent ial. The gym was too large, br i ght, and fami liar an 

area much lacking in intimacy. The students fell into their 

usual patterns of pulling on the window chains, swinging on 

bars, and so on. Sorne of the obstacles that were in i tially 

presented were overcome in time. The group' s initial 

int imidat i on when faced wi th novel types of act i vi ti tes 

lessened. Many students were eventually able to focus on . ~ 

the tasks posed for an entire lesson. The group was able to 

create interesting movements through ideas of their own. 

The music never really appeared to inspire the students, but 

i t did, on occasion, help mask sorne of the students' 

inhibi tions. l t is bel ieved that many more obstacles could 

have been overcome if not for the problem of the group' s 

large size. 

Another obstacle which prevailed throughout was the 

group's negative attitude towards the program. When the 

students were in i tially exposed to the idea of partaking in 

a creative movement class, they seemed to be very eager to 

try the program. Resentment built up when the group 

realized they were committed to giving up half their option 

time to activities which involved cteative thinking rather 

than just play. The Creative Movement course differed 

J 
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,markedly from traditional highly 0 structured, concrete 

courses taught at JGHS, hence the students may have reacted 

adversely to the demands on them to be creative. 

Much frustration was experienced a5 a result of the 

rnany limitations facing this researcher. It was felt that 

several members of the group had very good imaginations and 

the potential to create through movement. At times, this 

potential shone through in everything they did, while at 

other times it was not in evidence. The general feeling at 

the conclusion of the program vas that there vere strong 

signs that many of these students could benifit from such a 

program in creative rnovement, particular,ly if several of the 

modifications discussed above could be implemented. 

The students' reactions to the progr~m vere mixed. 

Sorne activities were enjoyed, others vere note Sometimes 

these feelings vere shared by aIl, but more frequently there 
, ! 

was sorne degree of diversity in the students' reactions. 

The next section explores these reactions based upon the 

content of interviews °given upon the complet ion of the 

course. 

B. The Interviews 

The interviews took place in December 1983 and vere 

held at JGHS. They vere conducted by this researcher and 

interview sessions typically lasted betveen five (5) and 
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fifteen (15) minutes. While there were specifie questions 

asked in each interview, the sessions condueted vere 

basically informaI and conversational in nature. Since the 

study required that the subjects provide an essential 

portion of the information to be utilized, the purpose and 

importance of the interviews were made clear to the 

subjects. They were also 1nvl ted to make any comments 

pertaining to the creative movement program they took part 

in or suggestions for future implementations of such a 

program. An informaI or s'emi -structured interview 

technique, as was employed here, allows one to explore the 

specifie reactions of an individuel (Esterson, 1970). Much 
o 

literature suggests thet this type of research necessitates 

a level of honesty between the experimenter and the subject 

(Jourard, 1970). The environment created in informaI 

intervieving is seen as conducive to obtaining this level of 

honesty. 

A basic outline of the questions utilized in the 

post-program interviews is presented in Appendix D. These 

open-ended interviews dealt vith the students' general 

feelings about the course, their likes and dislikes vith 

regard to course content, and what they felt they had 

learned through their participation in the course. 

The general impression of the group varied considerably 

from one s~udent to the next, however, several overriding 

" 
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opinions seemed to prevail. These and other important 

responses will be explored next. 

Impressi ons 

It appeared that the group as a whole claimed to enjoy 

the creat ive movement program. Many. of the students felt 

that the activi ties were interesting, and most were able to 

recall several exercises which they found to be particularly ., 

enjoyable. This came as much of a surprise for the 

resistance wi th which the program was met gave the 

impression that the students were very uninterested in the 

activities being offered. Of seven students who said they 

did not enjoy the program, the general res'ponse was that 

they found it boring. Activites that were apparently least 

enjoyed included exercises which re9uired that the students 

make use of the floor (crawling, rolling, and 50 on). 

Responses included: nI didn't like aIl that baby stuff •••• We 

had to imag,ine too much •••• could have had more games", "1 'd 

rather play hockey~,_ "We should have been given harder 

stuff ••• no crawling around, "Do things the class wants to 

do". This reiterates the tact that when working vith 

mentally retarded a~01escent5, there must be a careful 

balance created so that tasks are not too demanding and yet 

not too childish. Acti vi tes should not discourage or 

intimidate students and at the same time should not insult 

, , 
• 
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their intelligence. Although the majority of the ,,'group 

enjoyed the program, the students unanimously felt that the 

class did not run smoothly and was therefore not as 

succes~ful as i t could have been. One prevelant opi nion was 

that the class size vas too large. Many students felt that 

the program could have been much more fun and successful if 

they had worked in a smaller group. Comments included 

"There vere too Jllany arguments", "didn' t li ke the other 

kids, they fought a lot", "Everyone was fool ing around, if 

one acts up the others join in hitting the little 

kids •••• don 1 t let them come bac k •••• send them to the 

princ ipal •••• make the class smaller 1 about ten but not less 

than three", "1 don' t ~ehave good when the other guys are 

around •••• i t would he good if i t was j ust me and you si r" • 

These opinions appeared to be crucial with' regards to the 

success of the program. 

Disc ipline problems, perhaps as a direct result of 

class size, seemed to hinder the group's concentration, 

their responses, and the flov of activities. A one-on-Qne , 
situation 'as proposed by one student was not feasiblei 

however, a smaller clàss of eight to ten students, as 

opposed to seventeen student s, might have reaul ted in a more 

successful program overall. Opinions varied as to the use 

of music wi th the act ivities offered. Sorne students liked 

the use of music, "1 think more vith it", some would have 

preferred a different type of music and others would_have 

J 
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not have had any music at aIl for it made them them 

sel f -consc ious ~ 

Impact of the Course 

When asked if they had learned anything from the 

experience many of the students responded that they did 

benefit from participation in the movement program, "Ya, 

lots", "Sure, 1 guess 50", but most .ere unahle to pinpoint 

how they had grown, "I don' t know, things! ", "You know l ' 

j 

dancin' and aIl that stuff". A few of the students made 

attempts to explain what they felt they had learned. "1 

learned to make shadows and'play vith chairs,' oh yeah, and 

hats". ' "1 learned how to huild a house and act things 

out •••• the others can t t imagine too much". These responses 

in regard to the impact of the movement program will be 

further ânalysed in the conclusion. The next section will 

review the impressions of the physical education teacher who 

observed and assisted in the creative movement program. 

The Physical Education Teacher 

A questionnaire aimed at obtaining feedback from the 

physical education teacher on the effectiveness of the 

creative movement program is outlined in Appendix E along 

with a detailed account of his responses. These written 
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responses will be summarized next. 

Many of the limitations of the Creative Movement 

program previously discussed, were noted by the physical 

education teacher in his responses to a written 

questiorinaire. lncluded were: the large class size and high 

absenteeism, the pupil's lac~ of interest in the program, 

their listening skill deficits, their varied level of 

ability, and the incessant behavior problems encountéred. 

The physical education teacher also suggested that the 

program lacked sufficient demonstration by the teacher or 

~ students and that it incorporated abstract tasks which are 

too difficult for the participants in the program. Due to 

the nature of the program, teacher or pupil demonstrations 

vere not desirable and were minimized as they tend to 

promote imitative responses as opposed to fluency, 

flexibility, and originality of thought. While' Laban (1971) 

has suggested that imitation should not be employe~ before 

exploration, others have tound that imitation can be used 

effectively to make beginners more com(ortable vith creative 

movement (eg. Gray' Hager, 1973). Once the, group begins to 

feel sec ure they can then be encouraged to imitate movement 

based on their ovn ideas and feelings. Abstract tasks, 

however, encourage these aspects of divergent thinking and 

hence vere a necessary part of the program. These 

suggestions teflect the general attitude of Most educators 

of the mentally retarded who feel that this population is 

j 
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incapable of abstract thought. Tradit~onally they tend to 

teach by rote or through demonstration and neglect methods 

which may enhance divergent as opposed to convergent 

thinking skills. Case studies of two students ,.,ho 

participated in the movement program will be the focus of 

the next section. 

3. Case Studies 

While each student was given an equal opportunity to 

benefit from participation in the creative movement program, 

sorne students appear to have benefitted greatly whereas 

others appear to have been affected minimally. A discussion 

of two students, each of whom represents one of these 

extremes, will be offered in an attempt to discern why this 

may have occurred. A profile for each of the two 

participants was obtained from the records at JGHS and from 
) 

observations'of their reaction to the movement progrâm. 

Norman 

Norman lS a friendly, talkative, and hard-working 

fifteen-year-old boy. He attended a private elementary 

school for students with special needs. For the past three 

years, he has attended JGHS and was in grade nine for the 

1983-84 school year. According to a written school report, 

" 
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Norman is a well-behaved student. The report claims', 

however, that he has difficulty dealing with his peers as he 

often exaggera tes the t ruth, which i nevi tably leads to 

confrontat ions. It was stated that he works best in~ highly 

structured situations and the report propose? that Norman's 

slow but 5teady progress could be maintained wi thin a 

structured academic environment. According to reports from 

several of Norman' s 'teachers at JGHS, he i 5 an eager and 

hard working pupil who is trying his best. He has had no 

problems wi th punctuality, participation, and subject 

progresse According to the technical, vocational, and arts 

and crafts teachers, Norman is' extremely innovative, 

creative and imaginative. These creative abilities are 

particularly pronounced in wood-working class. Norman' 5 

teachers seem to agree, overall, that he "works well and 

produces good results." Scores on the Stanford Achievement 

Test' for the past three years indicate that Norman i5 maleing 

slow but steady progresse For example, grade equivalent 

scores demonstrate that at thirteen, Norman was achieving 

results st a 2.5 grade level, whereas currently his scores 

approach a 3.0 grade equivilent. 

At the start of the creative movement program, Norman 

and his classmates displayed resistance to the novelty of 

the tasks and the method of presentation. Norman, unI i lee 

many of hi s peers, dropped hi 5 defenses and eventually 

'bècame one of the most involved students in the creative 
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movement class. Norman i s the type of boy who wi 11 spend 

much of his time letting his imagination run free. He has a 

very active mind and is highly excited when given the 

opportuni ty to express his ideas 0 Whi le thi s suggests that 

he already ev i denced a fa i rly high degree of di vergent 

thinking, his scores on the pretest were among the lowest in 

ei ther group. This program provided him with coul'ltless 

opportuni t ies to express his imagination and tappe'd his 

abilites to provide original responses. During an exercise 

in Lesson Four using an imaginary rope, Norman' s responses 

evidenced a high degree of concentration and believabili ty. 

Unl i ke most of his peers, he was able to keep focused on the 

imaginary rope. He wa~ able to come up with new variations 

on how to use the "rope" without 10sin9 awareness of the 

"rope' s" length and tension or of his partner at the other 

end of the "rope". This high level of concentration' was not 

evidenced in his behavior earlier in the course when he was 

unable to stay on task. At these times, Norman' s vivid 

imagination did cause discipline problems. On several 

occasions, Norman picked up on a suggestion and became 50 

completely invol ved wi th an idea that he ignored addi tional 

cues being given. For examp1e, Lesson Three incorporated 

dramatic activit ies reguiring imagination. Norman became 50 

over-whélmed by the movement suggestions "you' te in the 

middle of a var" or "ve' re slashing our vay through the tall 

grass of an Afrieen jungle" that he disregarded the fact 

1 
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that he was part of a class and ran wilde 

resembled that of a child in a playground. 

His behavior 

While at times 

'Norman was allqwed ta pursue these actions, more frequently 
0' 

he had to be stopped and brought back into the group. 

As noted in his school reports, Norman responds best in 

highly structured situations, hence he ut ilizes his creat i ve 

abilities be~i in classes in woodworking and arts and 

crafts, and in other structured settings. The relative lack 

of structure he experienced in the Creative Movement program 

appeared to afford him too much latitude., • When activities 

were more focused, he semed ta be better able to channel his 

creative energies and benefi t from these lessons. A good 

example of his response ta this structure occurred in a 
~ 

lesson employing chairs as props. He was ab~e to generate a 

,large number of di fferent ideas as to the content created by 

the music and, at times, the other students' act i vi ties. 

Here his movements evidence a1purposefulness not seen in 

many of the other students' actions, nor in m~ny of' his 

actions in less structured activities. Over the course of 

"the program, Norman did appear ta adapt to less structured 

situations, however, which may sugg~st that certain changes 

in his divergent thinking began ta take place. What 15 

clear is that he became more comfortable with the format of 
, 

the course, hence he became more involved in it. 

When. a disturbanêe arose and students began disrupting 

the class, Norman' was one of the few who spo~e out in favour 
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of continuing with the activites planned. When fighting 

broke out in the class, however, he was unable to resist the 

temptation and joined his peers. Despite the limitations of 

the program, Norman was able to improve êonsiderably in his 

ability to think divergently. On the pretest (Forrn A of the 

TTCT) he scored 6 on Fluency, 6 on Flexibility, 19 on 

Originality, and 36 on Elaboration. His posttests sC~fes 

(Form B on the TTCT) were considerably higher, 24 on 

Fluency, 18 on Flexibility, SIon Originality, and 66 on 

Elaboration. He had the second lowest overall score in his 

group on the pretest and scored the highest overall on the 

posttest. Norman's score on the TCAM also ranked him 

considerably higher than any other student in either the Art 

or Creative Movement groups on ability to think divergently 

in movement. While his low pretest sc~res may have resulted 

from nervousne~s or sorne other artifact of the testing 

situation, the observational data suggests that Norman did 

benefit significantly from his participation in the course. 

Danny 

Danny is a fourteen year-old male, the only child in a 

lower-class family. He had attended JGHS for two years and 

~as in grade nine for the 1983-84 school year. 

According to his teachers, Danny is seen as capable of 

doing better work than he does. Reports claim that he is 
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unsatisfactory in his abilities to follow directions, to 

remain on a task, to make use of his time, and to complete 

assignments. He is also said to be weak in his social and 

language skills. His French and Geography teachers noted 

that he is inattentive, easily distracted, and vastes too 

much time being silly. The physical education teacher 

suggests that Danny lacks motivation and consistency~ Danny 

is noted as being punctual and has a satisfactory attendance 

level. At times he has received good grades as he is 

capable of organizing assignments and working alone. The 

art teacher, however, reported that Danny is easily 

influenced negatively by his peers. This has resulted in 

Danny's becoming involved in disruptive behavior on several 

occasions. 

Scores on Stanford Achievement Tests indicate that 

Danny has made little improvement and that his overall grade 

equivalent is approximately 3.1. While this puts him 

slightly above Norman in terms of school achievement, Danny 

has made little or no gains in Most areas for several years. 

The general feeling among his teachers is that he is capable 

of a much higher level of, academic performance. 

As Danny lacks motivation, he did not readily join in 

class activities but followed the lead of several of his 

peers who were displaying resi st'ance to the program. In 

lesson two, when Nick exclaimed that he found the tasks to 

be "dumb", ,Danny gave him immediate support in suggesting 
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that the activities were nothing but "baby stuff." As has 

been mentioned above, this was a common objection on the 

part of the students to Many of the activities. In 

hindsight, this view was also shared by this researcher and 

attempts were made to modify the course, although resistance 

may have already become too firmly entrenched by this time. 

This was certainly true in Danny's case. 

In the next exercise, Danny continued explaining that 

he would not participate, because the floor was too dirty to 

crawl around on. In an expression of his discomfort with 

the class, he began to badger and hit Norman. An example of 

his potential ability shone through in the final activity of 

this lesson on "shadow play" when Danny joined three of his 

classmates to create an interesting group image. 

Despite his ability to respond to the types of tasks 

being presented, on Most occasions Danny chose to becomEL 

nonsensical and rowdy along with Many of his classmates. On 

other occasions, Danny simply passively resisted. For 

example, he leaned against a wall pouting for the duration 

of an entire exercise incorporating the use of hats. Danny 

conveyed a general message by way of his mood which seemed 

to stress his discomfort with the activities as weIl as his 

fear of looking silly in front of his peers. This feeling 

seemed to be the general feeling held by many of the 

participants in the program. 

P~rhaps it was overly optimistic to believe that 
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students like Danny would he able to disregard the influence 

of peer pressure and readily part ic ipate in such novel 

tasks. Some students were able to overcome -their 

inhibitions in time and were able to participate in the 

course more fully. Mo~~ were unable to do 50 and, ~ike 

Danny, remained resistant throughout. 

Due to several factors including his discomfort in a 

novel situation and his fear of looking foolish in front of 

his peers, Danny seemed to benefit least from the program. 

With the exception of his score on originality, which was 

slightly below average his pretest scores were weIl above 

the group mean. His posttest scores, however, reflect an 

active resistance ta the program. In this test, he refused 

ta' complete his test booklet despite severai requests to do 

50. The partial scores he obtained were very far below any 

he had obta ined on the pretest. He scored 2-5 on Fluency, 17 

on Flexibility, 24 on Originality, and 35 on Elaboration on 

the TTCT pretest. His posttest scores indicate his absolute 

resistance to the program, and his desire to do poorly. He 

did not complete the test booklet, although he was 

encouraged to do so. His scores vere 8 on Fluency, 6 on 

Fl~xibility, 10 on Originality, and lIon Elaboration. 

In hindsight, it appears the Creative Movement program 

failed Danny and students like him by not focusing on their 

agendas and by trying to get them to do things which held no 

relevance for them. The group experience never managed to 
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facilitate their learning, but remained a barrier to their 

becoming more involved. More attention ~ establishing a 

group rapport or spirit at the outset undoubtedly would have 

done much to make the experience of this course more 

beneficial and enjoyable for these students. 

,Summary " Discussion 

When taken together, the results of the psychometrie 

measures, the interviews, the journal entries, and the case 

studies offer a complex portrait of the role of creative 

movement in enhancing the divergent thinking of mildly 

retarded adolescents. The resu1ts of pre- and post testing 

using the TTCT indicate that no significant gains were found 

among the students enrolled in the Creative Movement program 

and gains on only one dimension for those students enrolled 

in the Art program. An analysis of difference scores 
~ 

indicates that there were significant differences between 

individuals' pre- and post test scores, however, the 

direction of thèse scores seemed to be random and cancelled 

each other in most cases. This sU9gests that the TTCT, as 

it was employed in this study, may not have offered a clear 

indication of the students' divergent thinking. 

A second finding of major impor:tance was the fact that 

TTCT and the TCAM yielded markedly different measures of 

divergent thinking_ This suggests that each test may be 
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measur ing di f ferent aspects" of divergent thinking and 

creative ability. l t casts doubt on the use of a single 

measure of creatvity and on the area of psychometrie 

assessment of divergent thinking in general. 

The analysis of the TTCT and the TCAM scores suggest 

that certain students seemed to be functioning on relatively 

high 1eveis of divergent thinking upon completion of the 

Creative Movement program. An explanation of material 

obtained from student interviews and journal entries have 

identified several aspects of the course which appeared to 

be benefic ial and revealed severaI 1 imi tat ions of the 

program. It would seem that a version of the program 

modified to correct the limitations cited would have had 

signi f icant effects on the 

partie ipants. 

divergent thinking of its 

A close examination of two of the students who 

participated in the course offered clearer indications of 

its benefits and failings. The overall findings vere that 

the course offered too little structure and this researcher 

was nct as sensitive to the needs of mildly retarded 

adolescents as would have been desi rable. 

The findings suggest that mildly retarded adolescents 

can be encouraged to develop divergent thinking skills 

through participation in programs in either Art or Creative 

Movement, however, these programs must be tailored to their 

specifie needs. Much more attention needs to be peid to 
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finding ways of encouraging greater flexibility of thought 

without presenting material which is too conceptually 

complex. In addition, more sensitive and re1iable 

assessment devices must be developed for use in assessing 

the divergent thinking abilities of this special population. 

The next chapter deals with more specifie implications 

of thi s research as we1l as some suggest ions for future 

research. 
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Chapter VI: Conclusion 

The present study examined the effects of a creative 

movement program on the divergent thinking of mildly 

retarded adolescents. While the literature is equivocal as 
" ta the nature of divergent thinking in retarded individuals, 

there i5 sufficient evidence to suggest that Many such 

individuals can benefit from ~ttempts to enhance their 

creativity. Traditionally, programs in drawing, painting, 

and mus i·e have been used to promote the creative abili t ies 

and divergent thinting o'f children, adolescents, and adul ts: 

The literature on creative-movement suggests that programs 

using creative movement also appear to enhance the 

creativity and divergent thinking of those who participate. 

A primary aim of this research was to compare the effects of 

~ Creative Movement program vith those of an Art program on 

the diverqent thinking of mildly retarded adolescents. 

Ninth grade students at John Grant High School (JGHS), 
... 

a special school for mildly retarded adolescents, who 
1 

enrolled in electives in A'rt (N-S) or Creative Movement 

(N-l2) were given the figural part of the Torrance Test of 

Creative Thinking (TTCT) Porm A as a pretest measure of 

their divergent ~ thinking. Bach group then took part in a 

fourteen veek program in either art or creative movement. 

----1 
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~pon comp1etion of these courses, each group was given Form 

B of the TTCT and Torrance' s movement, test, Think ing 

Creative1y in Action and Movement (TCAM). In addition, the 

students who took part in the Creative Movement program were 

interviewed at this time in order to assess their feelings 

about the course. This researcher taught the Creative 

Movemfnt classes and kept a detailed journal of what went on 

during the course of the semester. 

An ana1Y5is and Interpretation of the data collected 

appear to indicate that mild1y retarded adolescents are 

capable of divergent thinking and that their skills in this 

area can be improved. The results of the psychometrie 

measures of di ver'gent think ing of fer' 1 i ttle support for the 

hypotheses that the Art or the Creative Movement programs 

employed 

retarded 

enhaneed the 

adolescents. 

divergent thinking of the se 

There was evidenee that 

mildly 

these 

programs were somewhat effective 'in that r~sults appeared to 
\ 

approBch significance on several dimensions of creativity. 

These results offer tentative support for the hypothesis 

that creative movement can be as effective as "the plastic 
1 

arts" on the divergent thinking of mildly retarded 

adolescents. The results of an 8na1Y5is of scores for both 

groups on the TCAM indicate that the Creative Movement group 

seored higher on aIl three dimensions of the tes;, however, 

these differences were not significant. While there were no 

signifieant differencea between groups, there were 

.' 
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differences betwéen the scores on the TCAM and those on the 

TTCT. This suggests that eàch of these tests may be 

measuring somewhat different aspects of creative ability. 

The Qfindings indicate that no significant differences 

existed betveen the groups on Any of the four dimensions 

measured by For~ A of the TTCT. The results of tests 

administered at the end of the semester indicate that there 

vere significant differences betveen pre- and posttest 

results and between groups on certain aspects of creativity 

as measured by Form B of the TTCT. The overall means 

suggest that scores dropped for both groups on the 

dimensions of Flexibility and Elaboration, while improving 

for both groups on originality, and for the Art group on 

Fluency. An analysis of posttest results indicate that 

there vere significant differences between groups on the 

Fluency 

vhich 

dimension (p<.OI). 

showed significant 

This vas the only dimension 

differences on posttesting, 

although the Originality scores approached significance for 

the Creative Movement group. An . examination of the 

difference scores for each individual vithin the groups .. 
yielded highly significant variability between pretest and 

posttest scores. This indicates that scores varied widely 

betveen pre- and posttesting, yet the overall means remained 

relatively unchanged. Subj~cts 'in b~th groups seemed to 

have widely disparate pre- and posttest scores vith an 

overal! trend tovard slightly lower scores on the post tests. 
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'''' 
Since perseveration tends to predominate the thinking of 

retarded individuals at certain times, while not at others, 

this might explain the high variability between pre- and 

posttest scores. This result promotes doubts concerning the 

reliability of the TTCT, since reliability has not been 

examined with retarded individuals. 

Analyses of the interviews data and the journal entries 

suggests tha t certa,j.n bene fi ts may have been, deri ved trom 

participation in the Creative Movement course which were not 
t 

reflected in the TTcT or TCAM scores. These included 

improvements in students' abilities to express themselves 

nonverbally and to react more imaginatively to novel 

stimuli. It was felt that the short duration of the course" 

the overly large class-size, and the disruptions in 

schedulfng hampered the effectiveness of the program. In 

addition, several tailures or omissions on the part of this 

researcher to adapt the program adequately to the special 

needs of the mildly retarded students undoubtedly lessen~d 

the overall impact of the course. These limitations and 

suggestions for future use of Creative Mevement with this 

population are discussed. 

Case studies of the two participants in the Creative 

Movement program were offered to give insight into the 

diverse needs of the students as weIl as the diversity of 

their reactions to the program. Analysis of the case 

material suggests that significant cognitive and' persona! 

i' 

, 
". 
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gr6wth is possible through participation in creative 

movement however, it also underscores many of the 

di f ficul ties of its use with mildly retarded male 

adolescents. 

Limitations of the Study 

The limitations of the Creative Movement program 

utilized in this study have been discussed in the previous 

chapter. Clearly a program designed to overcome many of 

the se limitations would be more effective in teaching 

creative movement to retarded adolescents. In this sense, 

many of the limitations of the present study are related to 

the program in some way. The most important of these vere 

the inappropriate environment established, the number of 

subjects utilized, and the limited time frame in which the 

study took pl~~e. It has been suggested that the physical 

( setting can promote movement and expression. Since the 

space provided was not conducive to creative movement, it 

may have made it harder for the group to feel secure, hence 

to become more daring in their responses. While the number 

of students in the movement program was seen as too large to 
/' 

teach effectively acaording to the design of the movement 

program, it was a1so too smaIl a number of subjects for the 

type of analysis needed to test the hypotheses of this 

study. A more effective approach to this problem would have 

-
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been to have several smaller groups of subjects, hovever, 

this was not possible due to scheduling ,~estraints at JGHS. 

The issue of time vas also a function of school scheduling 

and vas beyond the control of this re~archer. Undoubtedly 

the program would have been different in many ways if it had' 

been oftered over the course of an entire year or if the 

classes had been held more frequently. The data obtained 

from the TTCT and TCAM suggest,that signif~cance might have 

been obtained if the study were conducted over a longer time 

periode 
.P ' 

In terms of its assessment of changes in the divergent 

thinking of mildly retarded 

limited by the psychometrie 

has raised questions as to 

measures of Torrance Test of 

adolescents, this study vas 
<, 

measures employed. The study 

the effectiveness of certain 

Creative Thinking in asses~ing 

the creative ~bilities of mildly retarded individuals. 

While adaptations vere made to the test' by dropping the 

verbal subtests in order to accommodate the subjects who are 

traditionally veak in verbal. abilities, the TTCT relies 

heavily on artistic abilities"to the exclusion of 
) 

other 

aspects of creativity. The use of a modified form of the 

TCAM, vhich measured creativity through movement activities, 
, 

indicated different results concerning divergent thinking of 

the two groups of students. This suggests that the TTCT may 

not have offered the best assessment of the effects of 

either Art or Creative Movement programs on these students' 
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o 

divergent thinking prbcesses. 
......,~ 

,While attempts were made to ofrer alternate measures of 

the Creative Movement progiam's effect~ through use of 

structured interview, journal, and case study, data, these 

results do not offer enough detail to draw conclusions on 

the hypotheses examined in· this study. More careful 

at~ention in the research design to incorporate qualitative 

research techniques at the out set would have allowed for 

more meaningful integration of the quantitative and the 

qualitative data. 

Conclusions and Research Impl,ications 

This study has offered tentative support for. the 

hypothesis that divergent thinking of mildly retarded 

adolescents can be influenced by programs aimed at 
v 

enc;ouraging their creativity. Furthermore it has been 
(' 

suggested that such , attempts to -enhance the divergent 

thinking,of these students should be pursued '~igorously,as 

an important part of the se students' pre~aration for 

suc~essful post-school ad just ment. , An. examinat~on of the 
, c, 

Creative Movement program in practice undersèores the 

difficulty these students have with novel tasks and in 

unstructured situations. This appears to be due to the fact 

that their high school curricula are geared to theJ
, routine 

and regimented (Murphy, 1980) . This is contrary to 

. -
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ch8racter~stics of flexibili~y and adaptability which . 

researchers have found to be important to successful 

post-school adjustrnent (Brolin, 1976; Koistoe, 1970). While 

not specifically identifying divergent thinking as essential 

to successful post-school adjustment, this body of 

literature describes skills which are non-convergent in 

nature. 'It would appear that research directed at the 

, relationship between divergent thinking ski Ils and 

post-school adjustment would shed much light on this issue. 

1\ secondary finding of this study concerns the 

effectiveness of the TTCT to measure the divergent ~hinkin9 

of retarded individuals. The r~sults suggest that the 

Flexibility dimension was inf1uenced by the students' 

tendencies to perseverate while responding to these test 

items. The evidence of -perseveration in the thinking of 

these mildly retarded subjects is consistent with what rnany 

researchers have found when studying the thought processes 

of these individuals (eg. Gerjuoy & Winters, 1965; Spitz, 

CarroI, & Johnson, 1975). While perseveration is clearly 

the antithesis of creative thinking, the sensitivity of the 

TTCT to l ts effects appears to penalize retarded subjects 

too severely. A more caref~l examination of the reliability 

'" of the TTCT in its use with retarded individuals seems 

warranted. 
--

Despite the existence of several measures of divergent 
,1 

thinking and a substant ial body of literature which " 

/ 
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describes these thought processes as distinct from 

convergent thinking, there seems to be litt1e agreement as 

to what divergent thinking rea11y is. The resu1ts of the 

pres!nt study suggest~that the TTCT and the TCAM yielded 

markedly different measures of divergent thinking presumably 

because they tap di fferent areas of c reati vi ty. This 

supports the criticisms of the state of the art in the area 

of psychometr ic measurement- of creativi ty voiced in the 

1 i terature (eg. Bastos, 1973; Ho11and, 1968), Since much 

has been wri tten recently on the importance of creativi ty to 

education (Eisner, 1982, Swanger, 1982), the need for more 

precise measures of creat i vi ty appears necessary if current 

program5 are to be evaluated. 

While fai 1ing to demonstrate that a short-term course 

in ei ther creative movement or the plastic arts can 

significantly improve the divergent thinking of mildly 

retarded adolescents as measured by the TTCT, the study 

raises several issues concerning the thought proces$es of 

retarded individua1s. Many students were able to 

,'-' demonstrate instances of highly creative behavior either in 

their responses to the test items or in their performance 
~ 

during the course. This su9gests that the capability for 

fa i rly high 1evel di vergent thinking exists vi thi n retarded 

individuals. This i5 contrary to the tradi~iona1 views of 

the relation between retardation and creative thought he1d 

by Guilford (1959) and othèrs (eg. Katz & Giamme1li, 1982; 

t 
i 
1 
~ 

1 
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1 
Mehdi, 

those 

1975), though i t i s 
i 

consistent vi th the views of 

who suggest that outerdirectedness and other 

motivationa1 variables affect the cognitive performance of 

retarded indi vidu'als (eg. Sanders et al. , 1968; Zigler, 

1973). The observation that the students appeared 

intimidated by the novelty of the tasks presented in the 

Creative Movement program and responded better to the more 

highly structured aspects 
~'-

of the program supports this 

latter perspective. Undoubtedly mildly retarded adolescents 

require more concrete directions and explanations due to 

theit limited cognitive capabilities, however, this does not 

preclude the introduction of material to their school 

curr icula which requ ires greater lati t ude or di vergence of 

thought. 

Clearly more research on the issue of the training of 

mildly retarded adolescents to impr~ve their divergent 

thinking processes i 5 needed. l t has been noted that the 

brief time interval in which this study took place did not 

allow sufficient time for significant gains to b. evidenced. 

Undoubtedly more meaningful statements on the effectiveness 

of the creative arts in enhancing divergent thinking of 

retarded individuals could be made on the basis of a longer 

and more intensive course of study. The introduction of 

year-long courses aimed 'at encouraging divergent thought as 

par'~t of the regular school curriculum vould offer the 

opportunity for such study. In addition,' modifications to 

l, 
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the Creative Movement program described in this study would 

make it a more effective educational too!. Fùrther research 

on creative movement using larger numbers of students 

grouped into slasses of no more than ten students and an 

-environment more conducive to the activities involved in the 

course would likely yield more significant results. 

Huch has been written on the use of brainstorming, 

creative problem-solving, and other typically verbally-

oriented cognitive strategies for enhancing divergent 

thinking skills. The present study attempted to test the 
. 

effectiveness of non-verbal artistic programs in enhancing 

divergent thought. It was hypothesized that mildly retarded 

adolescents might be more easily reached through less 

verbally-oriented programs. Further research comparing the 

effectiveness of such cognitive strategies with that of 

programs in the creative arts would shed much light on how 

divergent thinking skills are acquired while offer ing 

educators insight into which approaches work best. 

It would seem that as society increases in its 

complexity, individuals must become increasingly more 

flexible and adaptable if they are to rernain contributing 

members of the society. Educators of mildly retarded 

individuals confront the task of preparing their students to 

face the se ever increasing challenges. Greater emphasis on 

the role of the creative arts in enhancing the divergent 

thinking ski11s of these individuals appears varranted as 
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Î , . 
one technique if educators are to increase the mild1y 

retarded individva1s' potential for success" in living. 
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Appendix A 

Lesson Plans Oesigned and Utilized for 
the creative Movement program 
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Appendlx B concains previously copyrighted 
a8terial which may be ob~ined from the 
following source: 

Thinking Creatively With Pictures 

Booklets A and B 

Scholastic Testing Service, IDe. 
480 Meyer Rd. 
Bensenvil1e, IL 60106 
U.S.A. 

- l ", 
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Appendh B 

Forms A & B of the FiguraI section of the 
Torrance Test of Creative Thinking (TTCT) 

1 , 
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Appendix C 

The Thinkin Creativel and 
Movement Test 

.::.. ~----



Appendix C containe previously copyrighted 
material which may be obtained from the 
following source: 

Thinkin~ Creativel] in Action and Movement 

by F. Paul To rrance 

Scùolastie Testing Service. Ine. 
480 Meyer Road 
Bensenville. IL 60106 
U.S.A. 

" 



-163-

t 

Appendix D 

uestions Used in 
lntervlevs "1 t 



( 

-164-

Quest ions 

1) Did you enjoy the program? Why or why not? 

2) What activities did we do that you liked? Oisliked? 

3) 

4 ) 

5) 

What things were done that should not be done the 
next time. Why? 
What things would you have enjoyed doing that we did 
nct do? What could we have done more of and why? 

00 you feel that the class as a whole went well? 
Why or why not? 
What could have made thing5 work (even) better? 

oid you enjoy working with music? 
Why or why not? --
00 you feel that you learnt anything? If 50, what? , 
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Questionnaire 

1. Do you feel the movement program ran smoothly and vas 
weIl received? Why or why not? 

2. Were the lessons appropriate and weIl planned? 
Was the teacher able to adapt his lesson plan vhen 
neccessary? 

3. Discuss the major drawbacks and positive features 
of the class and the testing sessions? 
What could have been done differently? 

4. Do you have any suggestions for future 
implementation of such a program? 

Responses 

1. No! The program did not run smoothly, nor was it weIl 
received by the majo~ity of participants. The class 
vas too large and the students were of varied ability. 
It contained many behavior problem students and was 
therefore full of disruptions. The majority of 
participants were totally uninterested and did not 
possess the neccessary listening skills. 

2. The lessons were weIl planned and showed progression, 
however, they often ended with abstract tasks to which 
many participants had difficulty reponding. The 
teacher was able to adapt tpe lessons whenever necessary. 

3. Major drawbacKs and problems with the program included: 

The class size was too large and the 'students vere 
not willing to co-operate. There was a lack of class 
control due to disinterest and disruptions. The 
program lacked continuity due to high absenteeism. 
There was also an insuffici~nt number of demonstrations 

j 
:~ 

" 
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by the teacher or· students. Students could have been 
screened before the program to avoid some of the 
problems encountered. The program might have worked 
better had the classes been shorter. 

Test ing· problems encountered- inc1.uded: __ 

The students were noisy and did not fol1ow the instruc
tions given. They also did nct abide by time frames· 
given to specifie, tasks. The students tried ta copy from 
one another and at times appeared to be consc iously 
trying not to be creative. 

4. Suggestions for futu~e Implementation of such a program 
included: 

The experimental group should be screened in advance. 
l t should also be much smaller in size as weIl as co
operative. If nct for administrative rigidity perhaps 
the program might have been ideally given every second 
day to allow for maximum carry-over value. 

, 
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J , 
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