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Abstract

This study explored the effects of creative movement on
the divergent thinking of mildly retarded adolescents. The
specific aim was to compare a prog@ram in creative movement
with one in the plastic arts to study their effects on the
divergent thi/xking 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 either Art (N=8) or Creative Movement

"(N=12) .

The main Sources of data used were: Forms A & B of the
figural fp‘art of " the Torrance Test of Creative Thinking
(TTCT), the Thinking Creatively in Action and Movement test
(TCAM), interviews with the students who participated in the
creative movement course, a journal _kept by this researcher
(wvho taught the creative movement course), and case studies
on two students who participated in the creative movement

!

course.

The results of the TTCT and TCAM suggest that no
differences . were found between the pretest and f)osttest
scores for the Creative Movement group. The Art group

shoved significant improvement on the Fluency dimension
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between pre- and posttesting., Difference scores indicated
significant f£luctuation in scores for both groups between
pre- and posttesting on the Flexibility dimension which

i

questions the reliability of this score as used with mildly
retard:d adolescents in this study. Results of the student
interviews and case studies’'suggest that c¢reative 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 aqd suggesiions for the fui:ure
implementation of credtive movement programs with mildly
retarded adolescents are made. A
Consideration is given to the role of divergent
thinking in the education of mildly retarded ado;lescents
b

and various ways in which it can be enhanced. Some

suggestions for further research are offered.

%




Résumé

La présente &tude traite des effets du mouvement crEateur sur le

raisonnement divergent d'adolescents l&gérement arriérés. Elle visge tout

particulidrement 3 g¢omparer un programme visant 3 stimuler la créativité
dans le mouvement avec un programme d'arts plastiques afin d'étudier les
effers de ceux'-ci sur le railsonnesent divergent d'étudiants légérelent

arriérés,. Le groupe de gujets comptait, vingt é:udianta du John Gtant ﬂigh

School,‘ école spé&ciale pour les adolescents légérenent attiérés; hutt

%

étudiantn patticlpaient au programme d'arts plnstiquea et douze au ptogtaue

de nouvehent créateur.

3

Les princlpales sources de donnfes utilisfes &taient les suivantes:
les formulaires A et B de la partie figurative du *test de Torrance sur la

pens€e créatrice (TTCT), le test sur la pengée créatrice dans 1 action et le

s

mouvement (TCAM), des entrevues avec les: &tudiants qui partitipaient au -

cours sur le mouvement créateur, un jourpal tenu par le pr&sent chercheur

"

(qui enseignait lg cours sur le mouvement crfateur) ainsi que 1l'Etude des

cas de deux &tudiants qui participaient au cours sur le mouvement créateur.

D'aprés les r&sultats des TICT et' TCAM, nous n'avons ,déccié . aucune

-

différence entre les résultats obtenus par le groupe du mouvement créateur

avant et apria le test. - Le groupe des arts plactiques présentait une

u&libution ugnif:lcative au point de vue aiaance avant et apriés le test.
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La diff&rence dans 1es résultats indique une fluctuation aignificat:lve quant
aux points obteuus par les deux groupes avant et aprds le test sur la
question de 1a flexibilité ce qui permet de douter de la fiabilité de ce

résultat nppliqué aux adolescents légérement arriérés qui participaient 2 la

présente étuda. Les' observations découlant des entrevues avec les &tudiants

")

- et des études, de cas indiquent i;ue le mouvement crfateur peut avoir une

G)}

" influence importante sur les adolescents 1l&g2rement arriérés. Cette

documentation ainsi qu'une analyse des observations notées dans le joumai

du chercheur 1ndiquént que le programme présente de nombte'us;s limites.

N v

Celles—ci ‘font: 1l'objet d'un examen approfondi et des recommandations quant 3
la mise sur pled de Aptogrames‘ touchant le mouvement créateur chez les
adolescents légéreme;lt ar;'iétés sont pr&sentées. '

Une attention patt'icpliére est accordée au r8le du raisonnement

divergent dans 1'€@ducation des adolescents iégérenent arriérés ainsi qu'a

vdiv'etsea facons de le favoriser. Certaines suggestions sont é&galement

apportées afin d'orienter des recherches ultérieures.
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Chapter I: Introduction

The Issue *

Over tliree . decades ago, Guilford (1950) described two
distinct types of cognitive functioning: convergent and
divergent thinking. Since that time much research has been
focused on the nature of these distinct forms of thought
(eg. Guilford, 1977; Thurstone, 1951), on their relation to
cortical functioning (Bogen, 1969, 1975; Bruner, 1962), and
on techniques for their ‘enhancement with specific focus on
improving divergent thinking (Ladner, 1971; Torrance, 197%).
Despite such interest, educators have been slow to respond
by adapting schéol curricula to accommodate for the two
types of thinking. With $ew eéxceptions, traditional
elementary ;nd high school programs focus exclusively on
convergent or single-answer responses.

Much recent research on creativity stéesses the need
for a more balanced approach to education which incorporates
divergent and convergent tasks (Buzan, 1976; Edwards, 1979).
The literature suggests many positive outcomes of student
participation in creative activities including increases in
overall Echool achievement (Bruce, 1966), remediation of
learning problems (Jaben, 1983), and improvement in overall

psychological well being (Bruce, 1966; Canady, 1982). Some

et et . -



authors have even suggested that severe problems in
~-emotional and cognitive functioning may result if creative
ﬁrges are repressed (Razik, 1970; Torrance, 1962).

In his -initial exploration of creativity and
intelligence, Guilford (1950) found a relationship between
creativity and 1IQ among subjects of average or subaverébe
intelligence, though no apparent relationship at the higher
end of the intelligencesscale. While the relationship

between creativity‘and intelligence has not been clearly

tﬂﬁsjdefined, empirical evidence suggests that cieéijvity is in

e

some ways dependent upon intellectual functioning. In rare

instances, individuals with extremely 1low intelligence have

(: ) been found to possess highly develoggd creative abilities
(Hill, 1978); however, the norm suggests that individuals of
sub-average intelligence are also lacking in creativity.
Studies on the cognitive processes of retarded individuals
h;ve referred to a tendency towards perseveration and a lack
of spontaneity as hallmarks of their thinking (eg. Spitz,
Carrol, & Johnson, 1975; Zigler, 1973). While researchers

\ cannot agree as to why this is the case, there appears to be
agreement 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 (Brolin, 1976; Kolstoe, 1970), For mildly




retarded individuals; who make up the largest percentage of
this group, adaptive behavior involves being“able to find
employment, to budget wages,” and to adapt to changes in new
technology and the complexities of modern life. Wﬁile tﬂé
literature has démonétrated that these individuals ar

capable of such.édjustﬁent (Gold; 1972; Michal-Smith; 1951 ;

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

too many are , failing to make successful post-school

adjustment. It has been suggested that this failure is due
largely to an iqability to cope with the unanticipated or
the novel situations frequently encountered in daily living.
Undoubtedly thgir lack of divergent thinking skills hampers
them - in their attempts to find solutions to unexpected
problems.

There have been a number of sSuccessful 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
sqch activites as brainstorming (Ladner, 1971) and modelling
(Arem, 1974). Dance and movement programs have provided
evidence which suggests that they can elp retarded
individuals learn how to cope better with the r environment
(Rogers, 1977; Goldstein,;¥i§chio, & Minskoff, i969).

Movement claéses which utilize an opmn-eﬁded approach

are often ' referred to as creative movement programs. AS

oﬁposed to programs in conventional dance, creative dance




Pinas}

progréms contain no predetermined steps or style, Teachers:
use suggestive exercises and cues to) §timulate pupils ta
explore movement. Ideas and movements are products. of the
participants' inspiration and spontaneity. Although few
researchers have looked into .the relationship betveen
creative movement and divergent thinking, much of the
research seems to imply thai 5uch a relationship éxists

(Brennan, 1976, 1982).

Hypotheses
This thesis represents the intersection of three areas:

the study of divergent thinking, the study of divergent
thinking in“retarded individuals, and the study ofo'the
effectg of‘bfeative movement; It seeks to explore the
effects of . a creative dance program on thg.ldivergent
thinking of retarded adolescents, Specifically, ite aim is

to tesé the following hypotheses:

1. That creative movement can improve the
divergent thinking of mildly retarded
adolescents. ! ‘ -

2. That creative movement can be as effective
as "the plastic, arts™ in improving the
divergent thinking of mildly retarded
adolescents,

3. That the divergent thinking of
mildly retarded adolescents can ®
be increased through participation
in both creative arts programs.
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It is anticipated that the investigation of these hypotheses’

will shed much light on the area of divergent thinking with
specific reference to the role éreativg movement can play ‘in

the education of mildly retarded adolescents.

Rationale

Mentally retarded individuals are notedly deficient in.

both their convergent and divergent modes of thinking.

Since . special schools for retarded students emphasize’

primarily the development of  convergent and vocational

[y

skills, it appears that there is a lack of attention be1ng
¥

placed on the. divergent thznkxng processes bg these

students. As well, mentally -retatded individuals -are

described as being deficient in their adaptive abilities,

Literature on divergent thinking hés provided evidence which

demonstrates that increasing one's divergent thinking can

lead to many positive changes which are essential in order.

for an individual to cope with. society and i;é ever

increasing complex demands. It }s therefore important to

L LI

explore ways in which divergent thinking of mentailyﬁ

retarded indivfduéls can be enhanced.

Creative movement is an area vhich has presented 1tse1f
as a valuable psychoeducational technlque w1th students who
are not reached easily by conventional methods (quler,

1977; Gray & Magé}, 1973). ° Mary studies undertakeﬁ in this

L3
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area suggest that ;ptardéd individuals profit in “varioué
ways from participation in ‘creative movement exﬁerienééé
(dpton, 1979). This thesis offers an opportun{tg to explorewq
the effects’ of a - nonverbal, non-convergent program’ geared
sSecificalli for mildly retarded adolescents. «
‘ In khe next chapter, the literature on crgéfivityq
Idivergent thinking, creative movemenk,. and retardation will ,
bekéxamiﬂéd.) The aim will be to synthesize this litefatu:e4
‘xto arrive at a better'understhnding of the nature of
divergent thinking abilities in retarded individuals and the

N

potential uses of <creative movement to enhance these

5

abilities, A subsequent chapter will focus on the mechanics

of designing a ¢reative movement program for mildly retarded

.

‘adolescents.




Chapter II: A Theoretical Framework

-

Thi; study undertakes 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 thinkihg has been long standing though”
somevwhat non-specific. Recently, Eisner (1982) has
describgd a number of potential consequences of art activity
vhich 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 tg
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 that
govern their various thought processes. Eisner (1982) adds
to this the belief that since some aspects of artistic
thinking are inhéfent whereas others are culturally

determined, education in the Arts 1is a vechicle through

Fo ot vt e



which both ofe's culture and one's éognitive'developmen; can

be enhanced. ' I T o :

Creativity -

Confusion and disagreement as-to a precise definition

of creativity seem to ‘have impeded research on the

relationship . between participation in the Arts . and
psycholoéical‘functié%ing. ft is oply‘within the laét fe;
decades that research in education’ hés begun to look at
creativity ~as- an entity: separate from intelligence.
Tfpically,, the area- of creativgty has been studied by
identifying highly 'creaFiye individua}s and comparing tﬂem
to a suitable comparison group (Katz & Giammelli, 1982).
Terms such as "creative genius” and "intellectual genius”

have often: been used interchangeably. Much of the early

work on creativity came from psychologiéts such as Thurstone .

(1951) and Guilford (1950) who were investigating the
components of ‘'intelligence. They applied the same
theoretical orientation °to creativiﬁy - that they’ had

developed -for intelligence. The techniques employed “in

identifying & creative individual aependedﬁ either on the

judgements of experts or on scores obtained on psychoﬁetric‘

tests developed prima;i;y for the ' measurement of

tntelligence. "Attempts to éonstruc; tests of creativity

~eventbally met.with .opposition as they were based dpon
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subjective criteria. withéué a universally agreed ‘upon
notion of.creativity.to provide a theoret?cal framework for
such measurement devices, most of these tests remain
informal -measures at best (Bolton, 1972).

Katz qnd'Giammélli'(lSBZ) offer what they feel to be a
consensually shared notion of creativity as -something which
is related to-héighﬁened sensitivity to one's ernvironment
and . to a- lessenfng of 'ﬁrgjudicial thought. While there
exists no univefsally—acqepteé ‘definition of creativity, it
apﬁearé that most defiﬁitions ihcluée some mention of terms
such as novelty and.  originality. According to the
éonv;ntional view of creativity, an idea is considered to be
creative if it 1is original or neQ to the population . or
society at. large. Guilford (1977) has argued against this

view.vehemently. He states that

o~

the creative idea is one that the thinker never
*had before; it is new to that person. We could
never determine 'if an idea 1is entirely new in the
whole population. = We stand a much better chance
of showing that it is new to the' individual
(p.160).

i

- Here the issue of.subiectivity remains an essential part of

his definition of creativity.
. ?
Many definitions of  creativity also imply that the

.product of a ,creativqiy talented person should attain some
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degree of scientific or aesthetic worth. Such demands make
objective measurement difficult and further contribute to
the, imprecisign in defining creativity. Vernon (1970)
points out that" such )qualitative evaluation of an
individual's creativity must be made, however. For
instance, a child's drawings, a fatﬁer's gardening, and
Einstein’s theories all may be seen as creative acts, though
they should not necessarily be rated as equally valuable to
a8 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 reélm 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 and the eccentric despite the lack of‘objectivity
in the judgement précess. Ganesan and Subramanian (1982)
feel that it is also necessary to distinguish between
creativity and originality or innovativeness. They have
found that there exists a moderate relationship betweén
creatiwity scores and ratings of innovativeness which
suggests that creativity is ‘something more than just
original or innovative thought.

Guilford (1950) put fourth a new concept that allowed
for a more scientific method of studying creativity. He

used a trait-factorial approach to develop what he referred
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to as a taxonomic theory of intel¥igence. 1In this approach,
factor analysis is used to identify an individual's distinct
. s " LW s s
characteristics or traits"™ and to separate distinct
intellective factors (Taylor, 1975). Guilford (1956, 1959)
used this technique to help create a model which he calls
the "structure of intellect". He views intelligent behavior

as an act which is comprised of three parts (see Figt;re 1).

Figure I
Guilford's Structure of Intellect Model
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Intelligent behavior begins with a set of stimuli which he
refers to as “Eontent". These stimuli must then Le acPed
upon. Guilford calls this action an "operation". Finally
there is a "product" which is the result of this action.
Guilford attempted to 1list every possible category of
content, operation, and product. Four content areas were
created: figural, symbolic, semantic, and behavioral. From
these content areas, six product types could evolve: units,
classes, relations, systems, transformations, ang
implications. It is wunder the category of éperations that

creative ability comes into play. The first of the five

types of operations Guilford lists 1is cognition, This is’

the process of discovery, rediscovery, and recognition.
Then there is memory or 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 thinking in
different directions as one searches for a variety 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 diQergent

thinking made a great impact on creativity research.
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-Convergent thinking is seen as the gathering and focusing of

one's thoughts to reproduce learned responses in new or old

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

ideas and facts from p}eviously known information or what

Galanter (1967) refers to as ‘"the usual and expected
response on a test". Divergent types of activit?es, on the
contrary, depend minimally on known information. Divergent
thinking 1is defined as’ the ability to provide multiﬁae
unique responses to a single stimulus (Bolton, 1972). 1In
terms of the end results, convergent thinking implies a
single, already ascertained right response. Divergent
thinking involves "fluency, flexibility, originality, and
elaboration”™ of one's ideas, opiniﬁns, and attitudes in a
spontaneous, discontinuous fashion (Mehdi, 1974). These
aspects of divergent thinking will be elaborated upon later
in this thesis. ]

Since Guilford first identified. the process of
divergent thinking, there has been much debate as to its
exact relation to «creativity. Many people have eqﬁ%ted
these terms although some researchers such as Butcher (1972)
feel strongly that this is a misconception., He suggests
that wvarious measures of divergent thinking do not
'inter-correlate well enough to justify the assumption of a
general factor of divergent thinking. He argues that a
general factor of this kind is not readily distinguishable

from the corresponding factor of convergent thinking.

NP
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Although Guilford's concept of divergent thinllxing does
not solve all of the problems of imprecision, it does appear
to be more precise than any previous definition of
creativity. With the distinction between convérgent and
divergent’' thinking thus made, convergent thinking came to be
identified with intelligence and measured by well-known
intelligence tests, while divergqnt thinking gave the most
obvic;us indication of what is generally understood by the

term "creativity" (Mehdi, 1974). The term divergent

thinking does not take the place of creativity nor does it

exist as—a well defined aspect of creativity. Logically

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 investigation of the field
of creativity. Wh;lle the present study focuses on divergent
thinking skills, the \term "creativity" is nevertheless
utilized frequently since these terms are often equated and
used interchangeably in the literature discussed here.

There exists a fascinating relationship between
creativity as measured by divergent thinking tests and
intelligence as measured by IQ tests. Guilford (1967) found

a substantial correlation between creativity and IQ among

subjects with low ranges of 1Q, but among subjects vhose 10

is 120 or above there was virtually no correlation. He

concluded that IQ appears to set an upper limit on creative
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potential for individuals of average or lower intelligence.
What emérges from this research is that an average or higher

IQ appears-to be a necessary but insufficient precondition

for high creativity. The implicatons of this research for

4
1

our ‘understanding of divergent thinking in . retarded
individuals will be discussed in a later section of this
chéﬁter. “
‘ initially most of the work on creativity was done with
children who had high IQ's., ‘It was believed thét such
children had greater creative potential because creativity
was generally believed to be an aspect of intelligence.
More recently the relationship between inﬁelligence and
(: creativity has been called into‘question (Géilford, 1967;
Torrance, 1962). Increasingly, children | of average
intelligence have been used as subjects in studies oé
creativity and recently there have been a number of studies
which have begun Lo investigate épecial populations once
believed to be devoid of creative talent. Although these
studies are few in number, they may represent the beginning
of a new trend, Some of the successful attempts at
improving the creativity of handicapped subjects have used
samples from special populations such as 1learning disabled
children (Bloom, 1978; Graham & Sheinker, 1980; Henson,
1974), people with mihimal cerebral dysfunction (2elina,
Sabolova, & Kamensky, 1979;, slow learners (l:andman &

Schroder, 1981; Sharpe, 1976), disadvantaged children (Goor
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& Rapoport, 1977), emotionally disturbed children (Kandil,
1980; Paget, 1979, 1980, 1982), deaf children (Silver,
1977), and mentally retarded children (Arem, 1974; Ladner,

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

retarded individuals will be presented later in this

chapter-,
While achievement seems to be quite strongly related to

IQ (Mehdi, 1974), the relationship between achievement and

creativity is less clear. Most 1IQ 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 thinking (Bartlett, 1958). Nearly all achievement tests
are of a convergent nature, (Vernon, 1970). As Razik (1970)

describes the situation:

Both intelligence and achievement tests have thus
been tied to the narrow 1limits 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 rewarded in systematic
ways. The development of the student as a growing
creative creature has been neglected (p.158),

This does not necessarily imply that school achievement

tests discriminate against creative students as much as it
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underscores ‘a lack, of divergent thinking tasks in the

regular school curricula.

Reports have shown 'that teachers generally prefer’

students with high 1IQ's over highly creative students.
Getzels and Jackson (1962) asked teachers to rate the
students in their schooi as to how much they would enjoy
having high IQ. or highly creative students in their
classrooms. The studengs with high IQ's were clearly rated
as more desitébie than the average séudent, whereas highly
creative studg%#s wefe not. . This distinction occurred
despite the fact that bpth the high IQ and the creative

students were equally superior in achievement. The reason

for this distinction might be due to the fact that creative

studenté may " be less conforming to teachers' standards of
proper Eeh§vior. The - students themselves were given the
—Qufstanding_T;aits Test and the peréonal qﬁglﬁties that they
valued hjéhly ﬁor‘themselves were compared with the personal
qualities that they believed teachers preferred for them.
Again there was a major differéncé<between the two groups.
For thé‘higﬁ 1Q group, the correlation between the gqualities
they preferréd and\ those which they believed teachers
preferred was +.67. ' For the- highly creative group the

correlation was -.25, The qQualities that the high 1Q

students preferred for  themselves were also . highly

cérrelafed (+.81) with the personal traits believed to be

predictive of adult succeéss. For- the highly creative group

¢

'
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the correlation was extrgmely low (+.10). This suggests
that highly creative students perceive themselves as
markedly different from what their teachers would like them
to be and they appear to be less success—oriented according
to conventional standards. If this is the case then one
might expect these perceived differences to translate into
barriers between teachers and their Jmorg creative students,

Positive emotional adjustment and good mental health

have been postulated to bé sgrongly corre
creativity, Unfortunately some have theorizgd a highly
positive correlation while others have theofized )p highly
negative correlation. Séme researcr;ers have Sij/ng a close
correspondence between lower scores in divergent thinking
and the presence of thought disorder (Al-Issa & Robertson,
1964; Torrance, 1970), while orthers’}\g\ake‘the claim' that a
strong sStereotype exists within 'cxértai_n psychological
literature linking creativity with 'psychopathology
(Eisenman, 1969; Johnson & Gloye, 1958). .Artists such as
van Gogh or Nijinsky a_\‘re often ci’lte'd as examples to support
this stereotybe. .

Barron (1970) describes the creative or' originalu pérson
as having a more complex ego*éynthesis as well as a greater

personal scope. Furthermore he states that Creative people

are more self-assertive and dominant. According to-

Mackinnon (1967), creative people tend to have a relative

absence of repression and suppression as mechanisms of

-
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impulse control. McGuire (1967) describes 'creative people
. as having a tendency to be emotionally well-adjusted. He
maintains that they have and“outgoing optimism", "creatively
intelligent independence”, and a high  degree of
self-discipline, Perhaps the view which 'suggests ‘most
strongly that creative ability is an expression of mental
health is put fourth by Torrance (1962). He asserts that
_repression of creative needs may result in an unrealistic or
uncertai‘h ’self-concept and possibly 1lead to s'everetlearning
disabilities, behavior problems, delirnxquency,, neurotic
conflicts, psychoses, and other types of persoﬁality
disorganization. Because schools seem to place such a high
{,- value on convergent thinking skills, Razik (1970) believes
that the usual practices 'in "“schools damage creative ability’
by neglecting its development, possibly leading to some of

those negative outcomes cited by Torrance, A
‘ It would appear that academic achievement .can be
improved through the development of divergent thohght
processes in students, (;‘.ropleyt (1967) suggests that
"teaching techniques which -utr:il'ize students’' creative
thinking abilities promote more effective and efficient
learning than those  methods " which ignore them"(p.'ag”).
"I‘Itiiizing <‘mé"~s ‘ diveréé‘n't .though'tlz‘s‘rc')cesses tends to leave
the self’ opéh to many p‘;)ts’s'ibjlli‘ties vhereas convergent
' ( thinki;mg limits “one's éocus to only one possible correct

answer ‘to a giveh' probiém ‘(Mebdi, 1874). There have been a

1




number of successful attempts at increasing -subjects’

divergent th1nk1ng sk1lls. Torrance (1972) reviewed the

results \of one hundred forty-two' 'studies which attempted to

teach creativity with a‘\;a'rie'tyi of methods and found that

seventy-two percent of .these claimed to be successful., As.

these studies used a wide variety 6E‘meagurement, technigques,

the v‘ariability in results may be ‘due‘ to ‘the .fact. that they -

L

did not all measure the same thing. In addition, "the

success rates var;ed dependlné on the type ‘of mterventxon

.used. Desplte these p0551b1e lamtatwns, these results

offer strong support for the view that d1vergent thmkxng

'processes can be enhanced through direct ‘mteryentxon.‘ '

“

_ Mansfield, Busse, and Krepelka (1978) guestion ugu;:h~ of -
this research arguiﬁg that most divergent]thihking tests

- commonly utilized to measure creative ability are probably

influenced by such factors . as persistende ‘and an

Understandind of the kinds of answers that receive hzgh

scores, Perhaps the reason for documented mprovgments

after training is mereély an i‘ncreiased familiarit'y' _wityh the

4

unconventional tasks typicaliy found on tes\’ts. Qf divergent

thinking. ° Divergent ‘think~ing'\ tests, which focus ‘on the

. .variety and magnitude of responses, appear much - more

dependent on motivation than do convergent tests generally

reduiring a single response. As the individual taking,suéh

tests is required to give as many

different answers as
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possible, persistence, fatique, and interest become very

influential.

~ Several methods traditionally have been employed in an
attempt to ‘develop divergent thinking. These methods
include such activities as braingtorming (Ladner, 1871), art
(Edwards, 1979), and music instruction (Andress, 1980).
While a review of the literature has‘ failed to yield any
studies focuseq specifically on the effects of creative
movement on divergent thinking, several studies,héve spoken
of its effects on creativity (eg. Brennan, 1976; Laban,
1971), The applications of creative movement and its

effects on psychological functioning are explored belp&.

1

Creative Movement

Movement classes which utilize an‘,open—endéd approach
are often referred to as creative movement pfograms
Programs in creatzve dance which utilize a similar approach
‘generally focus on specific steps, concepts, body lines, and
s0 on. In creat1Ve movement., there exists no preconcelveq
or dictated style, :thus the dancer is open 'to an unlimited
range.”and variety of movements, Teachers use suggestive
'pxercisés and cues to étiﬁﬁlate pupils to*mové:' As creative
2movemeni demands only sponfaneity, it is more congruent with
the basic teachlngs of Torrance as a means to. improve

.'dlvergent thought. Laban (1966) and Bruce (1966) view dance

»
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k.thinking} however, much of -the research appears to imply

' that such a. relationship exists. The majority of studies in
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as an innate urge as they .claim that all children perform
dance~1iké movements unconsbiously as a form of exerciée and.
emoti%na} outlet. . They propose  that an impo;tani
educatidpal aim should be to fulfill students' needs to
create Aénd to express themselves. "Bruce claims that an

educational balance between the development of intellect' and

‘ 1

the motivation'of';reativity is desperately needed.
" Many benefits have been noted to result from
partitipation in dance. Few researchers have looked ét»th$

relationship - between creative A movement and divergent

this area speak of increasing ‘the child's freedom of
thought, spontanei;y; 'éhd;‘in'fgeﬁeqal terms, creativity
through allowing the child a'-qhance'to exéiOre ana become
mgie conscious of Kis or her body.and its pééenﬁiallact;oné
iﬁ relation to the 'emvironmgnk,(Brennan, 1982)._ TorQance

(1972) has’ sugdested.creativé " movement as one of several

methods of measuring a child’s creativity. Kinda and Hand -

i(1980)lch$rted dance:and art developmentally according to’

‘Piagef's cogn;tiQe—developméhtal siages: The authors qffef
creative éxperience$ in both art and movement‘ for specgfic
age levels. . They shov a ‘logical progression of skills in
the Arts which follows the child's 'cognitive development.

The Arts are viewed as a means of discovery learning which

s
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can enhance cognitive development as well as function to
reinforce this development.

Creative movement programs of this nature have

- frequently been wutilized with special populations. Laban

(1971) notes that "there exists'a part of dance, and indeed
of ‘any (artistic'expression whiéh,,ig’ purposefuﬁly applied,
can have an eminent education and remedial value” (p.7).
Since creaéivity involves the physical as well as the mental
aspects of the self, dance can be used to reacg children who
are not reached eagily _through verbal means alone. Thus
creative movement - appears to ,offer a means to engage and
involve children in learning who might not otherwise be so

inclined. It is open to all types of individuals'regardless

of level of skill or sophistication. For those with

diffiqultj‘ in exﬁfessidg themselves verbally, creative’

movement can be seen as a way of giving them more confidence

in themselves and may eventually carry over into other

<

situatioﬁs (Powlgr, 1977). Lubin (1980) found créativé*

povenmni to ‘have major effects on the creativity of

hearing-impaired children.  A. ‘group ‘of preschool

hearing-impaired children who were exposed to twenty days of

1

guided movement . exploration- . .appeared to improve

significantly in motor creativity aS'compafed with a matched

group of controls. Fowler (1977) suggeéts‘;hat"cfeative

dance can also be used to help children with dif£grent‘typeé

of developmental problems.  She states that it can be .a

E
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useful tool in educating students wifh physical and mental

disabilities by helping thenm overcome or .cope more

effectively with their handicaps.

Thinking and Retardation

Mental retardation is defined as significantly
subaverage intelligence coupled with a significant dgﬁicit
in adaptive behavior (Kirk, 1962). By adaptive behavior is
meant "the effectiveness or degrée with wﬁgch an individual
meets the standards of personal independence and social
responsibility expected of his age and cultural group"
(Grossman, 1973, p.11), thus ‘the criteria for mental
retardation varies according to age as well as cul;ural and

gecographical factors. Much of the 1literature on mental

retardation has suggested that the vast majority of mildly

-retarded individuals are physically and cognitively capable

of becoming contributing members of society (hrolin, 1976;
Kolstoe, 1970). 1In some instances full independence can be
achieved as. these children's academic skills are improved
through special education * programs (Upton, 1979).
Traditionally this potential appears to have been untapped
as many mildly retarded persons remain burdens on society
(Brolin, 1976; Kolstoe, 1970).

Individuals referred to as mildly retarded function

“ intellectually at a range two to three standard deviations
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below the mean, More specifically, they usually have IQ's

‘ranging between fifty-five and sfxty-nine, though 1in

practice individuals enrolled in programs for the mildly
retarded have IQ's ranging from fifty to eighty or above.
As noted above, Guilford (1867) has fouhd a substantial
correlation between creativity gnd IQ among subjects with
low ranges of IQ. Aside from exceptional cases it is
generally accepted that mentally retarded individuals have a
lower creativ; potential than do persons of normal
intelligence., The literature on creativity'and divergent

thinking reviewed above has offered tentative support for

 the notion that enhancing divergent thinking might lead to

more effective intellectual fupctioniné. It also appears to
suggest that divergent thinking can lead to positive changes
in emotional and interpersonal functiening which are central
to one's adaptive behavior. A question facing educators ié
whether or not mildly retarded individuals are cognitively
capable of improving their divergent thinking abilities or
other useful skills wvhich are necessary to cope with the
ingreasing demands for adaptive behavior posed by Eoday's
codplex society. A number of studies which have dealt vith
the ‘question of .learning and mildly retarded \ﬁndividuals
will be reviewed.

* A major issue in the study of cognitive capabilities

has been the relationship between learning and intelligence.

Cognitive competence can be defined as the ability to learn

1
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to adapt to society énd is measured by performance on tesi;s
of intelligence. Conversely, an individual 1is seen as
cognitively incapable if 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 vwhat this implies in terms of

the ability of retarded individuals to learn, Clearly

subjects of average ‘intelligence tend to be superior to
retarded individuals of similar chonological 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, individuals matched
according to mental age (MA) sHould perform at similar
levels, thus most mildly retarded adolescents and adults
should perform at a cognitive 1level comparable to
preadolescents of average intelligence. A number of studies
indicate that this is not always the case and offer varying
explanations for the existence of this discrepancy (eg.
Spitz, 1973; Zigler,1973). These will be explored in some
detail below.

The literature on learning and intelligence contains
many studies which have compared groups . of different
intelligence while controlling for MA, The results of these

studies have led to two somewhat discrepant views of

intelligence in retarded individuals: difference or defect.

theories and developmental theories (Zigler, 1973).
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Zeaman and House (1967), in surveying the literature on
the relation of learniny and intelligence, found that most
studies report a positive ‘correlation in cases where a
complex form of learning was employed (eg. éiscrimination
or verbal learning). Their evidence 1implies that the
correlation between IQ and learning increases as the 1IQ
differences between:  MA controlled groups increres 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 solving, has attempted to assess
the differences between retarded’ and nonretarded
individuals. Generally most studies have supported the
hypothesis that retardgd individuals are deficient in tasks
requiring logical foresight where the retarded and
noq;e}arded groubs have similar MA;S. Byrnes and Spitz
(1977) élso found retarded subjects to be seriously
defiéient ~ int _logic. They noted that the retarded

individuals in their stddy evidenced a great deal of

perseveration of correct responses and committed far more

_violations of the rules than did nonretarded children

mafched for MA., Their retarded subjzcts performed at least
three years behind MA expectations, a finding which supports
a defect theory of mental retardation. This findiné is
supported by other studies in the area of proﬁlem solving
(Spitz & Nadler, 1974; Spitz & Winters, 1977) and in the

area of verbal problem solving (Goodstein, Bessant,

@
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Thibodeau, Vitello, & Vlanhakos, 1972). While none of these.
studies yields such large differences between the two
groups, they conéistently report differences between MA and
performance of retarded individuals to be at least
one-and-one—half to two years.

In attempting to account for such differences in the
performance of retarded adolescents and adults as compared
to nonretarded individuals, Spitz, Carrol, and Johnson
(1975) explored the ' issue of‘ hypothesis testing. They
suggest that there are two different classes of hypothesis
testing: prediction hypothesis, in which the subject selects
and tests various hypotheses in an attempt to solve the
problem, and response-set hypothesis, in which the subject
evidences a preference for one stimulus over another. They
concluded that retarded indiv%duals select from a relatively
small uniyerse of prediction hypotheses and that the
response-set hypotheses are high in their hypothesis
hierarchy. Since perseveration, as well as alternation, is
characteristic of response-set(pypothesis, this theory might
account for the frequent occurrence of perseveration in
studies examining th; 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 1in iconic meméry

betveen retarded and equal MA nonretarded subjects though he




. ~29-

s

suggests that differgnces do occur.at the retrieval sfage.
It would also appear that retarded individuaas do not
discover redundanc& as readily and are thus unable to reduce
tbeir memory load (Spitz, 1973, 1976). Grueg and Korte
(1973) found that retarded individuals respond more quickly
than nonretarded individuals'in trials where more possible
choices could be made. The rapid response rate suggests
that in these instances there was too much infqrmation to be
processed. The mentally retarded appear té be sléwer in
comparison rates 1in classifying stimuli (§taﬁdvitch, 1978)
and it bas also been suggested that they{ scan short-term
memory at a slower rate that do nonretarded individuals
(Ellis, 1970). This 1is consistent with Spi%z%s (1973)
conclusion that differences in information processing occur
in the retrieval stage. In géneral, the  theories reviewed
above emphasize cognitive factors which show differences in
performance between retarded and nonretarded individuals
matched for MA. They tend to attribute these differences:to
defective cognitive processes and thus can be characterized
as defect or difference theories of mental retardation
(zZigler, 1969). ’ .

In contrast to this approach, Zigler and his colleagues
propose a theory which attempts to explain differences
between retarded and nonretarded individuals of equéf MA in

terms ' of motivational and emotional differences.

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

motives and general attitudes toward problem solving as well-

(zigler, 1973). While some have referred -to’ this as a
motivational theory (eg. Scott, 1978), Zigler stresses that
it includes both cognitive and motivational components and
chooses to call it a developmental theory (Zigler, 1969). )

He refers to the fact that retarded individuals tend ;o
approach problem solving with an atypically high _ degreé of
outer-directedness, thus they do not aftempt to use their
own cogﬁitive resources as readily as do their nonretarded
peers, :« A nﬁnber of studies illustrate thqt retarded
individuvals are far more easily influenced by experimenter's
cues than are nonretarded individuals (Sanders, Zigler, &
Butterfield, 1968; 2Zigler, 1973). They attribute their
findings tp the fact that noﬁ-instjtutionalized retarded
individuals have experienced more failure ¢&han nonretarded
and institutionalized retarded individuals and are therefore
less confident in their‘own abilities and more apt to rely

upon external models. Turnure and 2Zigler (1964) found that

while retarded children tended to be the most imitative, all

children became more imitative when faced with frequent

failure. Morecver, nonretarded children in the failure

>

condition evidenced about the same . degree of imitative

behavior as did the retarded ;hildren in the success‘

condition.

Little has been resolved in terms of which theory best

e e o e e
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explains t§e differences in *performance on learning tasks
betweén retarded and nonretarded bopulations. The qQuestion
remains as to what relation,‘ if any, exists between the
motivational factors posited in the developmental theory and
the evidenceﬁwhich suggests information processing deficits
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
Guilford's (1967) work which suggests that there exists a
substantial correlation between creativity and IQ. It is
also consistent with the previously reviewed work on
hypothesis testing which showed that retarded individuals
choose from a limited range of hypotheses (Spitz et al.,
1975) . Whether this preferenc; for response-set hypothesis
is due to a learned pattern based upon previous failure or
to an inabilify to process the amount of information
necessary to test hypotheses adequately is still unresolved.

While the defect or difference theories 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 th?nking skills of mentally
retarded individuals are also restricteQ as a result of
their low IQ's. Several studies have attemptéd to explore

the effects of a variety of curricula on the divergent
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thinking of retarded individuais. A two-year study .by
Goldstein et al (1969) found: that a sociallf orientated
curricuilum vusing an inductive teéching style’ (opén—ended’
tasks) achieyed positive changes in the thinking of retarded
subjects., Specifically theg found changes in per$onality
and cognitive characteristics consonant with the ‘critical
thinking ané independent behavior necessary - for suécessful
adultlfunctioning. Ladner (lgfl), utilizing a brainstorming
technigque which allowed pupils' ideas to flow freely,
demonstrated that it was possible' to enhance the creative
performance of institdtionalized mildly retarded students.
Verbai functioning was found to be significantly improved
and was felt to be a reflection of a. transition from
convergent to Aivergent thinking. Arem (1974) studied the
effects of visual modeling and verbal modeling of a creative
thinking strategy on the creative performance of mildly
retarded children. Results from the figural (drawing test)
form of the Torrance Test of Creative Thinking (TTCT)
indicated that verbal modeling and particularly visual
modeling effectively enhance creative performance of mildly
retarded children in nonverbal areas.

Reséarch studies utilizing movement have shown that
such programs can be therapeutic. In describing a one year
dance therapy‘ program for mentally retarded adults and
adolescents, Rogers (1977) concludes that movement programs

provide an essential nonverbal dimension which can help

P
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retarded people learn how to deal more effecfively with
their environment. Many other studies  have éxplored
movément with ‘the mentally retarded. Benefits cited
include: increased physical awareness (Calderl 1972; Moran,
1975; Upton, 1979), imprSQement cf musculature and of
postural defects (Robinson, Harrison, & Gridley, 1970),
increased awareness of music and increased abilities in
rhythm (Crain, 1981; Crumbliss, 1978); psychological and
emotional growth (Lloyd, 1978), and improvements in behavior
and academic performance (Calder, 1972).

In the 1960's, there appeared to be much
dissatisfaction among educators with reéard 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
elaborated upon andutook“on a greater proportion of these
children's educational activities (Upton, 1979). Only
recently has the field of dance expanded into unexplored
areas having possible positive therapeutic: implications.
There have been many studies wundertaken through music and
physical activities which suggest that mildly retarded
children do profit from physical and creative experiences
(Cratty, 1974; Upton, 1879).

The next chapter deals with the design of a creative

movement program geared specifically for mildly ' retarded
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adolescents, The theoretical basis for creative movement is
explored as well as the problems idiosyncratic to tailoring
the traditional movement curricula to fit the special needs

of these students. .
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Chapter I1I: Theoretical Basis for the Program

The aim of the present study is to explore the effects
of a program ;n creative movement on the divergent thiﬁking
of mildly retarded adolescents. The preceding review of
literature has underscored the lack of data on the effects

of creative movement programs on'divergent thinking, as well

as the lack of information available on the  use of such -

programs with retarded individuals. As there are few
establisheépcréative movement programs which outline methods
of instruction, particulariy"fqr this speciai population,
tﬁe movement program uéilized‘in Ehe present study was based
upon information derived from several sources. Most
important among these éources are Labaq's (1966, 1971)
principles of dance and it's instruction and ‘Mager's (Gray &
Mager, 1973) work on improvisational drama and movement with
emotionally disturbed adolescents. In addition, this
reseacher's personal experience and'backgrpund in both dance
and education were extremely useful in making decisions
regarding the content and implementation of this program.
The theoretical bases for the program are discussed below as
well as the various issues which were confronted by this

researcher in the formulation of a creative movement program

for mildly retarded adolescents.
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Theoretical Framework .

Rudolf Laban is acclaimed for HNis. overwhelming.

t

contribution in the field of modern educational dance. His:

ideas have permeated the world of movement and the minds of

its teachers. Since it appears that all ‘children perform ..

dance-like movements unconsciously as a form of exercise and

emotional outlet, Laban (1966) views dance as.an innate.
urge., He suggests that the creative movement teacher's

primary task is. to develop this urge by making children

awvare of some of the principles governing movement. L A"

second important educational goal should be to preserve the
indiyidual's Epontaneity of movement beyond the childhéod
years. A 'final major task involves; the fostering of
creative expression. Laban Dbelieves these. goals can be
- achieved through the introduction of dances appropriate to
the individual's abilities and stage of development.

In accordance with Laban's views, Bruce (1966)Iproposes~
that an important educational aim should be to ﬁelp fulfill
qthe students' need to create and to expréss themselves. He
claims that an educational balance between the development
of inée;lect and the motivation “of creativity is *desperately
needed. - Laban ,§1971) suggesté( that creative movement
" encourages an inteérétion of mental and physical activities..
Dance involveé ;he ﬁnterpléy of the mind directing one's
movements and : the movements stimulating one's mental

activity. Dance training programs, therefore, should make

£
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use of both the mental and the physical (Laban, 1966).

:Labah suggests thbt_initiél‘ dance training must base its

choice of movements. on those which an infant or child uses |,

instinctively as he or she begins to move. This follows a“

natyral progression beginning with exploration of one's

environment, body, and so on through movement. Later, the

urge‘to imitate develops as the child acquires increaéed
consciousness of his or her 'actions. In order to eﬁqcprgge
this natural ptogression, Laban (1966) urges teacheés to
stay away from conventional methqu in which children are

corrected so as to comply with adult standards.  The loss of

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

consciousness are always dangers . involved in
over-correction,. He suggests that childrenx ought to be
encouraged to usé their own ideas and methods in dance.

In th; early stageé of deveiépment, movements should be
repetitive and involve the whole body. Concentration should
be -placed on one speéific tasi at @ time evolving from
stéoné, direct, quick types of efforts to light, sustained
movements which develép naturally later (Laban, 1966). The
cho}ce Qf'tasks, whichﬂare based upon these 'different types
of actiéns, becomes less and less restricted ;s the time of
exposure to dance increases. By imaginatévely manipulating
motion factoés which control the fiow, pace, intensity, and

expansiveness of a child's movements, a teacher can

gradually awaken the child's awareness of himself or herself

»




in relation to‘the environment.

Whgn working with older children, it has been suggested
that one generally must focus on the qualiéy of movement,
more exact rebgtition, énd Fhe BuiJAing of sequences of
movements., Older children tend to‘ have a need for more
produéi, whiie young cﬂiidren appear to réspond to and learn
most from play-acting based on actions. ‘Dance traiﬁing,with
adolescents becomes more\concefned with "the mental‘approaqh

to movement", (Laban,1966) where more complex .and creative

forms of dancing are stressed. The population of mildly

retarded adolescents for whom this cfeative movement program
vas designed posed unigue . problems in that their
intellectual development did not match their chronological
developmen;.'- While they shared similatitiés with young
children .in terms of their cognitive development, their

social maturity, interests, and physical development were

quite 'different. As dance does not focus exclusively on the

complex dances and a sense of working towards a finished

cognitive or the emotional aspects of an individual, the -

program had to incorporate eléments from both traditional
’ ,child-oqienied as ' well as adolescent curricula. Mare will
be said about the specfic elemeénts of the prbgram later in
“this thesis. | |

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

of movement. While dance itself may Supply stimuli which

can lead to 1individual creativity, the act of working with

e e
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others as partners or in a group allows for ideas to be:

o

shared so that the experience of working with others becomes

additionally enriching. Laban (1971) cites cases of such

movement experiences impacting upon the child's personality.

In reviewing a number of educators who employ movement

- aprograms, Bruce (1966) offers many examples of their

usefulness with. a'variety of special populations. Results

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

lfbeliﬂess. In addition, increases in the ability to learn
and improveménts'in behavior and overall physical health
also have been fbund to result from participation in dance.
Laban (1971) notes that participation in movement programs
appears _to reduce children's nervousness while énhancing
.their overall physical conditioningl

In creative movement there exists no preconceived or
dictated stylg,\.thus the student is open %o an unlimited
';ange and.variety of movement elements. As opposed to
conventonal dance programs, ‘there are no set steps or body
.lines which are taught. The steps and gestures in creative
-movement are basically exaggerations of the same movement
acti'vities experienced in life. Basic movement themes, as
opposed to standard .exercises, have proven to be wuseful
\tools for teachers of movement. Laban (1966) suégests that
the teacher should find his or her own manner of stimulating
students to move by choosing variations from a collection of

basic movement-themes which are appropriate to the students'

LY
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actual stage of development.

The sixteen basic movement-themes Laban discusses are
built upon a scale of increasing complexity. Each of the
thegg€~ represents a movement idea which contains many
possible wvariations. Teachers may combine themes or use

variations on themes to suit the special needs of their

students. Individual movement elements, the possible

variations contained in the most basic movement themes, will
remain valuable even for students at the higher 1levels.
Examples from advanced themes may be useful incentives in

the early stages of a student's development. Spontaneous

_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_ the correct timing
and execution of a given lesson to suit ihe students' needs
and interests. Essential to the successful implementation
of a creative movement program is a sensitivity to these
needs. These include cognitive as well as social-emotional
needs and vary widely as ~one deals with different
populations and different settings.

The sixteen basic movement themes are concerned vith

increasing the child's avareness of the following:

Al
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1. The body and its parts

2. Resistance to weight and time (strong-light;
sudden-sistained)

3. Space (in relation to the body) s

J:

4. Flow of the weight of the body in space and time
(pathways with different speeds)

5. Adaptation to partners (response)
6. Instrumental use of the limbs (functions)
7. lsolated actions (efforts)

8. Occupational rhythms (tran51t10ns betveen -
effaorts, repetition) .

9. Shapes of movement (patterns) -

10. The eight basic effort actions -and t}ansitions
(wring, press, glide, float, flick, slash,
punch, dab) ’ . .

11. A definite space orientation .
(directed sequences) . ) . PARNIN

12. Shapes and efforts using different Body parts
13. Elevation from the,ground'(suspensibn)

14. Group feeling . ,

15. Group formations

16. Expressive qualities or moods of movement

¢

These basic movement themes, which attempt to cover

some of the rudiments of free dance, were used as a guide

and stimulus to the movement program utilized in the present

study. ‘ . ,

In their book Liberatirg éducation; ..Gray and Mager

(1973) offer a detailed report of case studies ta}en‘froﬁ

o dal A e -
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improvisational drama classes taught over a period of
several 'years. The primary aim of this research was to find
vays go make effective teaching with drama practical for
teachers. They provide many specific exémples of actual
movement experiences which were adapted for wuse with the
mildly retarded adolescents in the present study. The
autho;s do not describe a sequence of set lesson plans, but
instead present the reader with specific exercises as
stimuli' for the development of one's own program, They
believe that teachers should make their own plans based on
the cues given by their students. Tegching is seen as an
art which is individualistic and therefore the authors offer
relevant insights about teaching style rather than a
specific methodology. They speak of projecting vitality in
the classroom, remaining open to the group while providing
the strength to make one's students feel safe, and keeping
purposeful order without\repressing one's students aé key
attributes to successful teaching.

The class structure presented by Gray & Mager provided
oppértunities for growth and development in four main areas:
"physical freeing” (awareness of one's body through movement
exploration),: "concentration"‘ {the specific focusing of
one’'s thoughts), "believability"” (becoming emotionally
involved in a role so .as to be believable to one's
audience), and "relationships" (interrelating with others).

They claim that personal growth through improvisational
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drama should be a natural development of capac1t1es that are

already present. A teacher should not try to teach students

hoﬁ to be physxcally free or- how to concentrate in a

step—by step fashlon. Instead, a teacher should provide a '

structure which encourages children to put forth their own'.

movement content as they explore themselves. Gray and Mager

’

- suggest that development thrbugh physidal freeing,

conceniratién bellevab111ty, ané relationships can help an
adolescent free himself or herself_frqm physical gnhibition
and gain spontanexty. Their method of teaching through
improvisational drama 1is said to énable @eople to explore
alternative wayé of being. The assumption made is that tpe
healthy pgrsgn is flexible and free to choose among
a;ternativesg Their ed&cational conéerns are in 'keeping
vith Carl Juné'% (1954) belief that the school shoula'ffy to‘
free adolescents 5y méking them more a#ére or’ "properly
conscious”™ of éhemselves.. ’

The‘subjeccs in Gray and Mager's siudy were taken f rom

a special population which shared certain similarities with

the population involved in the present study. Both groups

consisted primarily éf probl@m—;iddén adolescent boys from
inngr-city,.;dw-income.families, most of whom were found to

be poor achievers.: Apbfoximately sixty .-percent of both

fgrébps were Black., It i§,impprtant to keep i1n mind that ‘the

'ﬁrama' classes taught by Mager included children who had

average or above:  average intelligence, whereas the group
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éiven instruction in creative movement in the present study"

" consisted of mildly retarded adolescents. - Despite this

‘difference, the suggested exercises chosen from Gray and

The Teacher/Reéearcher

PR

Mager bécame_ useful in a modified form whén"planning,the

creative dance prograﬁ for the present study.’

[

An important. issue in éaucation' in the arts concerns
the gualities de§irable in those teaching the éarious’art‘
forms. ‘Laban (1971) speaks of the .two extremes: the artist,
who éay bé limited in. terms of actual teacﬁing ability and
willingness to teach, -and the teacher, who may:be limited in
ter&s of artistic abilitieg.’ Hence there ;re teachers of
creative arts who are limiteé to teacpiné solely  through
example and others who are limited in their ability to teach
by example. Laban suggests that either type- bflinséructor
should seek guidancé in developing his or her Jeaker side. .

At the outset, sevéral qualities appeared,ess$n;iéi.for'
this Eeachgr‘go posgessfin order to be effective in offeridé
ahcrgatiée movement brogra& to milaly retarded adolgsceﬁts.
(Thelexperiencé of offering such a program {ndicated many

additional ,attributes as being important. These will be

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

researcher entered the study withj.fairly ' exéensive

expetrience in dance, creative  dramatics, and éducaﬁion.'

t . -

“To
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Prior to the initiation of the program, eXperiehée was .
obtained by working with mildly retarded adolescents ,hB on a

. .voluntary basis at the high school in which the study was to

]

‘take place. ! ‘ .

Apart from the pfac;ical exper ience obtained through
. these educational and professional endehvoufs; there appears
to be a need for one  to approagh’theﬁteaching of creative -

"movement to mildly retarded -adolescents with sensitivity’

and, indeed, some degree’ of caution. It was anticipated
! . . )

"that the disparity between - intellectual ability and the

1 o

’ . N 1 , - .
students' age and interest levels .would -demand that “the

instructor tread a fine line between being overly qiqpbiéfici .

| (.’ or pafroniziﬁg and being.overly ‘éomplex. 'Expérieﬁpé has
. shown that imitial resistance Fo,dance aéd @ovemeﬁt is to be
expecfea - with . mﬁét' beginders; particﬁiarly— with male

. adolescents Wha ¢omprised the sample in this study. In

. o . . .
. \ -~ anticipation of such resistance,  the teacher must be

.prepared to devote much time in " ‘early lessons to making the

" students more comfor;éble with the medium of movement before
- ' pursuing more complex goals. . l
- © ' perhaps the greatest-difficulty one fates in teaching

' . creative movement. to foster divergent thinking concerns the

Iy

. AP use of .structure. The ultimate goal is the encouraging of
. ) - morqlelabo;ate\and: fngiblé ways of thinking, howéver, the

mechanics of ‘teaching-creative movement to a group of mildly

¢

1

retarded _adolescents: aeménd . that one . exercise certain

El 1

P



' needs within the group.

of specific lessons based upon particular movement themes.
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controls over classroom behavior. Since a level of control

a -

.must be maintained while one is attempting to promote

‘spontaneity of movement and freedom of thought,’ these goals

" become ‘additionally- difficult to athieve. The teacher must

ensure that the structure of the lessons remain intact while

allowing «for variation to be dictated by the students'

‘needs, Initially, this requires the greatest amount of

cantrol and'.dire,ction. As the students begin to feel more
comfortabi,e vith the program ‘and begi’n to ,appréach the tasks
with 'greater latitude in thought, the teacher must | be
s‘epsitiv’e to how the students are responding' to the pr;ngr'am‘

and accommodate to differences in abilities, motivation, and

’

H

" The Program

T\He p:i'mary aim of . the program of creative movement
gesig{xed for this study was to e\?i;courage dibe;gent thinking,
among mildly retardéd adolescents. The cu::ricula consisted:
A complete )list of detailed lesson plans: is included. in
)Appendix A. Each ‘less’on'.\had " a parti;:ular"“ tl'\eme :and‘
consisted of “a va;iety of activities related to that theme,

‘ \ .
These themes included: . , I

[ - -
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1. Body Parts :
* 2.~ Body Shapes
3. Locomotion and Imagination
4. Props & Be‘lievability
" 5. Believabili‘ty and Relfatié)nships
6. Concentration énd Effort Actions

.7. Physical Freeing

It was pelieved-thqt the themes presented above would allow
for a;proéreséion from QimpIe, imitative movements’ to more_
open-—ended, self—directed‘movements. The program began with
lessons that utilized spégific and csnfined' types of
activites (eg. Body Parts or Body Shapes) and evolved into
léssonslwhicht-alléﬁéd mofe spontaneit& through suggestiqn
(eg.; Effort Actioné & Ph}siéal Freeing). The. program was
sufficieh;ly.flexibile to accommodate the spégific needs or
moods of the students, The literature on retardation
reviewed elsevhere iﬁ tﬁis thesis suggests that members of
this population are not as flexible in their'thinking as are
.*ﬁéers of normal intelligence. A wide variety of activities

were designed. specificaléy for this group .in the hope of

‘breaking througﬁlbérriersvto dance and divergent tasgs whiéh

may, have exisied previqus to the start of the movemert

ﬁrograﬁ.‘ All‘tﬁe students ‘met with the teacher prior to the

initiatign‘ofltbé‘program and were told of the nature of the

ciasses, in which they were to take part. The students

- [
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elected to enroll in tﬁe érogrém based " upon a brief
' descriptioﬁ of the program given by this researcher. Once
they had made the decision to participate, the natur; of
. scheduling at their high schoolrdid not allow for tﬁem to
drop out of the program, The‘ exper{encg of Qeachihg the
creative movement program to mildly retarded adolescents
will be discussed later in th%s thegis in the form of
detailed case studies of two students who participated in
_the prégram. The method ofjteachiné will be explored in

depth and the limitations of the program and suggestions for

further fesearch will be discussed. . .

.

‘
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° " Chapter IV: Research Methods

The preqént study exblored the effects of a creaiive
movement program on the. divergent. thinking of mildly
retarded adolescenfs. While the ‘literature is equivgcaf"as
to the nature of divergent thingi?g'in retarded ;ndividuals,
the{e is sufficient |¢;iaence to( s&ggest that many such
individuals can benefit - from attempts to -enhance their
creativity.,  Traditionally, programs in drawing, painting,
and music have ‘been hsed to enhance the creqt{ve abilities
and djvergent think;ng of children, adolescents, and adults.
The literature on creative movement which has -been reviewed
previously suggests that programs usfné creative hovement
also appear to‘enhance the creativity ané divergent thinking
of those who partiéipate. A principal aim of this study was
to compare the effects of a creative movement program with

those of an art program on the divergent thinking of mildly

retarded adolescents.

Subjebts
The research was conducted among the students of John

~

Grant Higﬁ School, a special school for mildly retarded

adclescents., The subjects who participated in the study

-
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were all in the ninth grade and the Creative Movement

program was offered as part Sf their curriculum as an
elective. Assignment to either thé_ Art or the Creative
Movement program was on a voluntary basis. While this made
it impossible to match students evenly in each group for 1Q,
the fact that the students were streamed according to IQ
level within the school seemed to minimize intelligence
differences between groups. The data utilized in the study
was drawn from a final population of )eighﬁ (8) - students
enrolled in the Art course and twelve (12]) students enrolled
in the Creative Movement class. Their ages ranged from
_fourteen {14) to sixteen (16) with a mean age of 14.50 for

the Art group and 14.75 for the Creative Movement Qroup. -

N}

Instrumentation

The data used fér‘anaiyéis in this study were obtained

from three sources : ;

1., Testing
The Torrance Test of Creative Thinking (TTCT) was

I4

employed to measure the divergent thinking of  subjects

involved in this research project. This test is comprised.

of two booklets which éexamine divergent thiﬁking through a

verbal test (Thinking Creat{vely with Words) and a fiqural

o 5

o e
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test (Thinking Creatively with Pictures): (Copies of Forms
A and B of the figural section of the TTCT- are included in
Appendix B). As mildly mentally retarded adolescents are
noted to Qe deficient 'in writing and verbal skills; it was
felt that the fiqural part ofthe TTCT would better serve to
tap the groups; creative ability than would the verbal part
of this tést, hence the verbal test was not used. The tesf
is scored for what Mehdi (1974) says are the four main
aspects of divergent thinking: £fluency, flexibility,
originality, and elaboration., Fluency 1is defined as, and
measured by, the number of Yifferent responses givén for
each question. It 1is simply the number of responses minus
Ehe number of duplications or irreveﬂant respdnses.
Flexibility :dsg -determ{ned by the wvariability of the
responses given. ‘Different types of answers are grouped
into categorigs and thehngmber of different category t§p§3»
aqchmulateg €§nstitgtés a vsubject's ‘Flexibility score.
Originality.is judged by comparing the subject's ‘responses
with the :TTCT scoring manual's list of 4the most
sfatistically frequent responses. Thosé responses whidh“
demonstrate imagination and ,creétive sérength and do not
appear- on the list are considered more original and are
conseq;ently scored higher on ‘the - Originality scale.
Elaboration can:be measured by how-well a simple fgspon;e is

expanded through additional ideas to reach a more complete

and well-defined response.

)
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As a second measure of divergent thinking, a modified

form of . Torrance's movement test, Thinking Creatively

A

in/Action and Movement (TCAM), vwas administered to all

subjects at the end of the semester. (A copy of the TCAM is

included in Appendix C}). While this test is - designed and
standardized for use with cl'}ilciren .from three to six years
of age, it was altered for use in the present study in order
to tap an area of ‘ creatiye activity unrelated to drawing.
In order to alter the TCAM fpr use in the present sg:udy, the
guidelines; offered by Torrance (1981) were adhered t6

although his norms were not used since they vere based on a

pépulation of preschoolers. This approach dbes not appear -

to have wviolated Torrance's testing procedures since

normative comparisons were not made. Torrance (1981)

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

children who may not be tested easily with the - TTCT.  The

. . ! . ' .
nature Of this test .does  not allow for group administration

but demands that it be administered indiv’idual‘ly.‘ The

duration of the TCAM test varies on the average of ten fto

" thirty min;utes per child. The. measures of creativity tested

gor‘ in ‘the TCAM are: Fluency, "Originality, and Imagination.
Fitiéncy and Ofiginality are scored in a“ similar. fashion as
with the TTCT. Imagination is scored on a five level
continuum according to effort, .recognizibility, elaboration,
and int;arpretation ¢-as indications of a child's ability to

act out a designated role or fashion (Torrance, 1966, 1981).

i s

S

[EN




B S e

P

ST

_53..
Cbncerning the accuracy of the results obtained by
untrained raters, Torrance (1981) reports that mean person
product-moment coefficients of +.,96, +.94, +.,91, +.86 vere
obtained with his figural test for interscorer reliability
of 'trained versus untrained scorers. Interscorer

ofeliability on the TCAM is similarly reported as being Qquite

‘high. Studies have yielded satisfactory results in

indicating that the test scores on the TTCT are somewhat
consistent and stable (Bastos, 1973; Gakhor & Luthra, 1973;
Holland, 1968). Holland reviewed fifteen studies and found

that the majority of reliability coefficients that were

r'reported exceeded +.70. The reliability of TCAM has also

A}

" been found to be guite favourable (Torrance,l1981). ~As for

the validity of the TTCT, reports have not been as

" favourable. Bastos (1973) found the validity of the TTCT to

be rather questionable but states that "the inadequacies

observed in the TTCT may be hypothesized to reflect the

general state of the art in the .  area of creativity"

(pg.3977). Holland  (1968)  critiqued over fifty

investigations of the‘concurrent and construct wvalidity of
the. TTCT by stating that - "despite these gross stagisticai
deficiencies and weak designs, most of the evidence seems

A
internally consistent .and generally consistent with the

‘literature 'of "creative behavior"(pg.29%y In support of

: )
standardized creative movement tests like the TCAM, Torrance

(1981) poipts out that teachers® informal ratings of

-3
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creativity over the years have been noted to be unreliable.
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 somewhat valid, it appears that strong validity
measures are~&3:&ing largely due to the absence of a solid
definition of what constitutes creative behavior. Despite
its limitations, the TTCT 1is still one of the most fully
developed and widely used methods for measuring creative
ability. For this reason, it was utilized as the primary
measure in this study with the TCAM being used somewhat

informally as a secondary source of data.

2. Post-Study Interviews

s

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
all twelve of the participants in the Creative Movement
program were interviewed individually. Open-ended
interviews were employed. Reactions, criticifms, and

suggestions were examined. Questions were posed in such a

fashion as to encourage subjects to recall as much of the

C
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program as possible. (A copy of the questiéqs used in tﬂe
open-ended interviews }s included in Appendix D). Jourard
(1964, 1970) defends the use < of such jntgrviews noting that
githin the realm of psych?iogical' research the subjects

themselves can offer a valuable source of data.

- .- -y

3. Case Studies

A large body of literature has defended the use of case
studies as an exceedingly valuable and vitai source of data
collection in psychological research (egq. Erikscn; 1950;
Henry, 1971; Jourard, 1970; Whyte, 1973). It wés felt tﬁat
an exploration of the effects of creative movement on the
divergent thinking of mildly retarded adolescents could not
be achieved adequately without a detailed study of the
process of participatlon‘ in such a program. To achieve
this, case studies of two of the gtudénts who took part in
the program will be presented and analyzed. In order to
offer some insight 1into the wide range of indiyidual
differences among the students who were part of the program,
the subjects of the case studies represent one of the
students who appeared to benefit most from the program and
one of the students who appeared to have benefitted least.
As the subjects for the case studies could not be selected
prior to the completion of the program, the researcher kept

detailed accounts of all the students’ developament




I

throughout the duration of the course. These accounts were
entered as part of a‘§aily "journal kept by this researcher.
The journal entries chronicle the progression of the prograﬁ
throughout theqsemester as well as the progress made by the’
students and their apparent reactions to ,the v;fioué
lessons. Progress was measured informally according to a
number of factors. These included observed increases in
ability to 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 well as to offer a brief account of how

the program developed. . e

Procedure

The physical education teacher assisting'thé researcher
met with-all eligible students in order .to'explain the
nature of the Creative Merment program which was being
offered as an elective course 1in the Fall,' 1983 semester,
Students were free to choose this program or either .Art or
Seying which were traditional components of the school's
Grade Nine curriculum. Once the students had chosen an
elective, school policy dictated that they were obliged to
remain in that course for the remainder of the semester. In

practice, several students who elected to partake in the

Creative Movement prograﬁ stopped attending vhile 'othggg

RV
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. _Jjoined the course at various points during the semester.

This was true in the other - courses as well and reflects a

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

the Creative Movement or Art program or who Jjoined either”

program after instruction had begun were included in the

study sample. In addition, no student who attended fewer

than half the classes was included in the sample.

All students in the 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

aly residual effects from the initial testing, alternate

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

results of the pre- and posttesting were scored by a

i

graduaté student in Art at McGill University and by this:

researcher. Inter-rater reliablity was .89 (Winer, 1972).
Upén completion/of the semeste{, the students in botﬁ groups
weré giben a modified form of the TCAM to assess their
divergent thinking through a different moéality. The
results wefe‘scored by the same two Scorers who attained an
'inter-rater reliability of .91.

This researcher taugh£ the Creative Movement program
and was assisted by the physical education teac§er at the
high school. A journal was kept throughout the duration of
the course as well as a log of lesson plans and the changes

made to them. As was mentioned above, the students who took

part in the Creative Movement course were interviewed upon

[——
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. éomplstiod.of the program in order to obtain feedback on

' ' * " " . [}
' their feelings about the course as wvell as insight into its

effecés
teacher
;rder to

The

well as

students:

the next

\

on them. 1In additioné the physical education

who assisted with the course was interviewed 1in

N -
‘

obtain his feedback on the program,

N \

results, of these formal and informal measures as

detailed accounts of the; course and:of two of the

- - ]

who took part in it are .analyzed and discussed in
. ) , .
chapter. . . . . . ‘
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" : It.has been 'suggested that the type of '‘data genenéted

)

. in a 'thesis is ‘determined largel

'

y by the" metbodtof " data
collection and the design,‘of the study. "Kantor and Lehr

\ (1§77) note -that the design of any piece of research

-

' . .inevitabBly represents a value judgement on the part of the

invéstigato; as to the best possible apprcach to the study

- of a particular issue. ‘The exploration of the éffecﬁs of

. creative movement on divergent thinking undertaken in this

»(} study focuses on three separate data bases: the psychometric
. N ,

N A

v aséessment of .divergent thinking using Torrancd's tests of

. divergent thinking, the-use of structuréd interviewing, and

" the case study méthod.

presented separately

Each source of data will ‘be

in the first three section§ of this

. 4 chapter and will be‘integrated in a ' final section. The

to the statistical analysis

first section will be devoted

i

and interpretatibn of the data collected from two sources:

the Torrance Test of Creative Thinking

Thinking Creatively in Action and Movement (TCAM) test,

These tests, which are designed to measure divergent

thinking abilities, were administered to both groups. The
aim of the second section will be an analysis of the use of

creative movement with mildly retarded subjects. This will

I

(TTCT) and the:

B T
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. include an ~overview -of the pro?tam utilized as well as-‘an
i

gxploFatioﬁ of‘the'reéults of nterviews conducted with the

studepﬁs who took the course and with the'assiéting teacher,
. : . . ' - / '
As was discussed in the previops chapter, the .aim of these

interviews was to assess the Ltudents' impressions of the

course as 'vell as to gain insight into possible outcomes of,

“the course not measured by the psychometric tests. The

third section will offer an anaysis of detailed case studies

-

of two participants in fhe~creative~movement program. The
.-case studies are offered to provide insight into the program
and its effects on \mil@ly retardéd adoléégents through a
‘closer -examination of two séudenps whO‘partikipated in the

program.

Y

1. Measures of Divergenf Thinking

A. The Torrance Test of Creative Thinking

Forms A and B of the Torrance Tést.of Creative Thinking
(TTCT) were used reépectively és pre- and posttest measures
with both the Creative Movement and the Art groups., The
results suggest that there wére certain differences between
the groups. These results and their implications are

discussed below.

W W e o st SRt oot



- Pretest Results ’

r

The students were free to elect to take Art or Creative
Moéément. It was therefore anticipated that théfe might be
certain differences between the groups initially despite
their being similar in intellectual and academic abili;ies.
The results of the pfetests suggest that this was not the
case as no significant differences were found between groups
on any of the four dimensions measured by the TTCT: The

group means for each of these dimensions are presented in

Table I.
Table I
Prétest Means for the Creative
'Movement and Art Groups i
Creative Art Group Overall Mean
Movement Group ‘
Fluency 17.92 19.75 18.65
Flexibility 14.92 17.25 . 15.70
Originality 29.25 30.25 29.65
Elaboration 33.83 31,63 32.95
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These results suggest that the groups were very similar in
creativity as measured by the TTCT, hence the students'
preference for either a class in Art or one in Creative.
Movement did not reflect any differences in their creative

1

thinking abilities.

Pogsttest Results

The results of tests administered at the end of the
intervention indicate that there vere significant
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<.01l), This was the only dimension
which showed significant differences on posttesting,

although the Originality scores approached significance.
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Table 11

Posttest Means for the Creative

Movement and Art Groups

Creative Art Group Overall Mean
Movement Group
Fluency l6.67 27.00 20.80
(17.92) (19.75) (18.65)
Flexibility 12.58 15.50 13,75
(14.67) (17.75) (15.70)
Originality 38.58 31.13 35.60
(29.25) (30.25) (29.65)
Elaboration 26.08 27.13 26.50
(33.83) (31.63) (32.95)

{Pretest means in parentheses)

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, significance
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
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with regard to difference scores on the PFlexibility
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
analysis of variance of pre- and posttest means. A closer
examination of the difference scores for each individual
within the groups yielded highly significant wvariability
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. Subjects in both groups seemed to have widely
disparate pre- and posttest scores with an overall trend
toward slightly lower scores on the posttest.

This result might be due to some idiosyncracy in the
testing situation; however, since all four dimensions were
tested for qt}the same tiée and no such differences were
found on the other threeddimensions, this seems unlikely. A
more plausible explanation of this result concerns the
reliability of the Flexibility dimension. While Torrance
has demonstrated fairly high reliability on all dimensions
of the TTCT, reliability has not been examined with retarded
individuals. Perhaps soﬁe of the abilities which are
aspects of the Flexibility dimension are much less stable in
this population. Specificallyc the issue of perseveration
in the thinking of retarded subjects appears to have a major

influence on their responding to the Flexibility measures on

)
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the TTCT. At times when subjects were perseverating, they
wvould obtain very low 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 indiviéuals at
certain times while not at others, this might explain the
high variability between pre- and posttest scores. The
preéent analysis does not offer sufficient sample size or
adequate controls to make definite statements regarding this
issue, however, it does raise qQuestions about the reliabilty
of the Flexibility dimension in its use witﬁ mentally
retarded subjects.

In general, several problems presented themselves 1in
the actual testing situations which appear to have
influenced the reliability of these data. A number of
students were uncooperative as they did ‘not follow the
instructions being given, did not abide by the time frames
set, talked continually, and attempted to copy from one

another despite efforts to dissuade them from these actions.

At times during the posttest, they appeared to be

conscientiously trying not to be creative. While this was
not true of all students, the presence of these disruptions
during the testing probably affected all students. In
addition, the small sample size used in this study makes it
particularly sensitive to such behavior in even a small

number of subjects.
RS
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B. ?Thinking 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 alternate measure of

creative ability which did not inwolve

drawing or

" other

aspects which may have been studied by the Art group, hence

giving them an unfair advantage over the Creative Movement

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

presented in Table III.

Table II1

c

-~

(w . Posttest Means for the Creative

Movement and Art Groups

o
* Creative Art Group ° Overall Mean
3 Movement Group
Fluency 37.83. 26.25 33.20
Originality 58.75 45.50 53.45_ ,
Elaboration 16.25 13.50 15.15 ‘

~
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The results of an analysis of scores for both groups
indicated that the Creative Movement group scored higher on

all three dimensions, however, these differences were not

.significant. As the scoring for the TCAM had to be adapted

for wuse with an adolescent population, this might have
influenced these results in some 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 to make statements about the effects of-the
creative movement program on the higher TCAM scores for this

group. 'The differences 1in .scores of divergent thinking

using the TTCT and the TCAM do suggest that these tests

appear to be measuring somewhat different aspects of
creative ability. While the evidence presented here is not
sufficient to describe the nature of such differenceg, it
do;s suggest the need for further investigation of the

various components of divergent thinking and creativity.

i

2. Analysis of the Creative Movement Program

AN

A. The Program

The theoretical basis for the creative movement program
B f N

designed for this study was outlined 1in Chapter III of this

thesis. This ; program had -to be sufficiently flexible to

{

< .
'
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allov for changes to accommodate the specific needs of the
students: their shorter attention spans, their tendency
towards perseveration, and the differences between their
cognitive development and their chronological age and
emotional development. Lesson plans and movement exercises
were adapted accordingly, however, the program adhered to
the original principles outlined previously. The following
is an account of the program over the <course of the
semester. It is not a chronicle of all that occurred;
rather, it 1is intended to offer the reader some insights
into a creative movement program with mildly retarded
adolescents. It also attempts to explore the development of
the students as a group throughout the program.

The accounts of the program are derived from journal
entries which have been edited in the interest of brevity
and clariéy. These entries are separated from the main
text. Episodes are analyzed and criticized individually as
well as in relation to the course as a whole and the impact
they seemed to have on the students. At the end of this
account, an exploration of the limitations of this course
will be presented.

The first lesson attempted to offer familiar types of

exercises.
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Ina circle formation in the middle of the
gym, the first lesson began with simple follow the
leader callestenics to music. Names of body parts
vere called out as the ‘“group mirrored the teacher
in touching their right knee, right elbow or left
shoulder, for example, to the floor. When the
question "What other body parts can we touch to
the floor?" was posed, a silent, shy hush came
over the group. With much prompting, 1deas were
reluctantly thrown out and acted upon. The task
became more complex "Touch one body part to
another. For example, touch your head to your
left knee; your right elbow“to your left foot"
etc. "Come on now, can you think of something
else?"” °

P r

This activity Fontinued, but the pace was staggerea,
for the majority of the group remained hesitant' and
demonstrated little enthusiasm. It appeared necessary at
this point to abandon the structure of the 1lesson plan and

proceed with something that would get the class moving.

4
In keeping with the theme, qguestions like "Name a
body part. Now let it lead you across the room."
were used. The students who were now able to drop
their defenses seemed to really enjoy this
activity, but again much prompting and
demonstration was necessary. The group was then
quickly broken into pairs. Their task was to take
turns doing three different movements touching one
body part to another, as we had just done
individually in a group, and have their partner
copy these movements. Responses were minimal as
the class was starting to show resistance to the
types of tasks being presented.
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The students who did make attempts appeared to do 8o in
jest, as if they were afraid to look silly in front of their
classmates. The responses given were inappropriate to the
task. It seemed that the prcblem stemmed from the group's
inability or unwillingness <o focus on the type of ;ask
being given. They appeared to be able to follow
instructions or demonstrations which provided them with
specific tasks. When open-ended tasks were presented vwhich

demanded that the students produce their own movement ideas,

resistance seemed to arise.

\
~—

-’ J?\ .
. The final activity, in keeping with the
theme, wasd to have someone perform a movement
repetitiously and to have others slowly 3join in
with a movement which wutilizes different body
parts. Body sounds weres also experimented with
(snap, slap, hiss, creak etc.) in the hopes of
incorporating sounds and movements so as to create
a machine effect. Several demonstrations vere
attempted vwith the help of the phy§ical education
teacher, but these attempts were 1in vain, for the
class' interest and attention span had diminished.

The group's biggest handicap at this: point was not
their apparent limited attention spans but their lack of
exposuré to teaching styles which 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

\ -
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at ease vhen given the opportunity to mimic someon
something. With this in mind, the next lesson was
with set tasks and slowly moved to a more open
approach.

The students wer¢ asked to run around the gym
and to freeze their movement when the. music
stopped. "Notice the shape your body is making.
When 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
to freeze in this nev shape....Now this time I
want to see something really interesting and
different." Slowly we began to label different

°

e or
begun
ended

types of shapes such as round, long, wide,

twisted. (The group was exhausted from running
around the gym. The students' fatigue enabled me
to confine them to a smaller space.)

On the school stage the shapes we had just
defined were repeated in a game format. Quickly
different shapes were called out and cues were
increasingly sped up. "Now make it a different
way. Make it bigger. Smaller. Make a wide 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 examples were employed next to allow the
students a chance to use images which might aid
them in_becoming more kinesthetically aware. They
were given a chance to experiment with the
possible shapes or forms they can interprete with
their bodies. "Can anyone name a vegetable that
is tall 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 wvarious types of
donuts. "Alright, let's see a little munchkin
donut."

e g
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This exercise appeared, in the planning stage, to be

‘ one’ which could have been effective in allowing for

creativity and fun. In practice, however, it was neither,
The class felit patronized by +the act:vities presented. For
example, Nick calied out "Man this 1s dumb”™ and Danny spoke
out "Yah, th:s 1s baby stuff.” In light _of the group's
limited attention span and due to the novelty of the program
and its part:cular method of presentation, it was initially
believed that the program should include a Sstructure more
consistent with that found in an early childhood program.
Experience showed that their adolescent sensibility would
not allow for % literal adoption of childhood progr;ms,
hovever. This reflected a failure on the part of this
researcher to find exercises which appealed to their
adolescent concerns and interests without being overly
complex. Perhaps this failure was most clearly evident in

the following episode concerning classroom discipline.

The next exercise was to have the zlass ‘work
as a group in creating an illusion of &n ocean.
They were to lie down side by side, listen to the -
music and then move as if they were one big ocean,
This resulted 1in chaos as bickering and fighting
between classmates mounted. Danny complained "I'm
not gonna go crawling all over the floor, it's
dirty !" The props backstage became more of a
focal point to several members of the group than
did the exercise. Nick continved running up and
down the portable stairs while Danny badgered and
finally, hit Norman. The frenzy came to a head
wvhen I was nearly injured by a row of falling

§
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4
lockers. Unfortunately my composure was lost, as
well as my temper, resulting 1in their receiving a
severe reprimand.

Upon completion of the ‘course, it became evident that
more effort should have been focused on incorporation of the

familiar into the program. This was particularly true of

the failure to employ the props which the students seem to

gravitate towards at any free moment and which served to

y

disrupt the flow of the lessons. While not originally
conceived as part of the program, Ehe props could have been
utilized effectively as ‘a means of encouraging creative
activity as well as one means of réducing the students’

inhibitions when faced with novel tasks,

(

When things calmed down we proceeded with an
exercise called "Shadow play". Shadow play
utilizes some of the principles that help free a
student physically. This is of particular value
in the early stages of a course. A slide
projector was used to throw 1light against the
stage curtain and one student at a time was given
a chance to explore different 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 ignore
the shadows, as their aggressive behavior
resurfaced. Then suddenly a group of four boys
working together started to create an interesting
image. The whole group joined them and the lesson
ended very positively and productively.

- [E— " e wamun e e e e e e o b T
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After having observed the response of the group to this
lesson, it became apparent that attention had to be paid to
ensure that future tasks would be more relevant to the
group's interests and ability level., 1t became clear that
the task of finding exercises appropriate to both their
chronological age and mental abilities required e;%riking a
rather delicate balance. Future lessons were geared to have
‘much more adolescent content while remaining esentially very
concrete conceptually,

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 to hamper the continuity of
the program as there was l\f'i_ttle carry-over from one lesson
to the next, In order to alioy for this, each lesson was
designed as a separate unit which could be taken ’...alone
outside the context of the entire program, When taken
together, these units constituted a unified program, in that
they were thematically 1linked and that there was a

progression in lesson complexity over the course of the

- ~program.

The third lesson which focused on locomotion
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
with many good ideas but when a bit of drama was
added, "you're in the middle of a war and...", the
group started running and yelling all over the gym
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before the instructions were even completed. The
class was quietened down and reminded of the fact
that a drum beat was the signal to go or to stop.
In the next task, running in different patterns
- (zig~zag, spirals etc.) the students followed
instructions and refrained from fighting, although
for the most part they demonstrated little
enthusiasm. Dramatic exercises requiring
imagination and concentration were attempted. The
group quickly became nonsensical and excessively
rowdy 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
expressive movement ideas. This exercise went
smoothly, but revealed the fact that the group
needed many practice exercises 'in believability.

&1

A much preferred tactic, which doesn’'t interfere with
the flow of the lesson, is to get the group to stop all
activity and to have them concentrate on something that
allows them to calm down. For example, ask the class to lie
down with their eyes closed and tell them to listen to their
heartbeat or to focus on their breathing. This technique
was utilized in the latter part of the 1esson' and it provec\i
to be very effective in con‘trolling excess energy leading to
disruptive behavior. |

The useh of lyrical music appeared to intimidate most
members of the group. The class seemed to enjoy and respond
more to highly rhythmic music, although the use of a strong
fast beat may have added to their hyperactivity at-times,

For the most part, the group's movements tended to have

little relation to the music. The music was effective
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mostly as a cue 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
were no longer Jjust moving but that they were dancing.
Before the onset of one lesson, Danny said "Hey, do we have
to do that dumb dancin' stuff again." and Nick added, "Ya
man, I'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 last 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
energetic state, It was thought that it would be
best to get the class seated. A tug-o-war was
presented in order to release some tension. The
group was asked to concentrate on the muscles and
body positions they used when pulling. The rope
was then removed and the class was 1instructed to
replay everything they did, recapturing feelings
and actions 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 attémpted
the imaginary part of this exercise but with
little serious intention. A simulated dodgeball
game.was implemented next. The two groups were
given beanbags and the rules were to be altered
according to the different 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 competdtive exercise
was presented, The group was instructed to "Try
to go over the rope anyway you want. Now try
getting over in a different way."” A rope being
suspended by two students was slowly raised in
height to make the task more challenging. The
task was then changeqd to "Now let's see how many
different 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 were
told to ‘invent a game of their own using a hoop.
Some very interesting ideas were developed and
presented to the class. A game "Musical Hoops"
vas the final activity. Although an element of
competition existed, the mood of the group had
changed and no aggressiveness was displayed.

It appeared that the students were still having
di{fdculty adapting to the program. \They especially
experienced uneasiness with tasks which demanded abstract
thinking. It is felt that this Qas moétly due -te the
group's inability at this point to break away from concrete
thought. Perhaps the size of the group may have contributed
to this failure. (More will be said of this later). At the
beginning of the lesson, several students displayed a need
to release aggressive ‘energies. A cathartic method of
releasing these tensions employing a tug-o-war game was
attempted. Instead, this only served to heighten their
aggressiveness as fighting resurfaced épd continued into the
next activity, the simulated dodgeball game, The failure of

this attempt lends support to the large body of evidence
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vhich questions the effectiveness of the cathartic approach
in dealing with aggressive behavior (eg. Bandura, 1971). 1In
subsequent lessons, attempts were made to cope with such

behavior by redirecting their aggressive energies. J.hreag—h*"’//

structured activities which demanded a high energy level,

Lesson V began'with 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 opportunity to lead
the activity. We moved smoothly into the next
exercise which involved the use of chairs. In a
circle formation, each <child took a turn
perfarming a movement of his choice which the
group would follow. Responses for the most part,
were extremely creative. Ideas included - jumping
‘on and off their <chairs, running around them,
doing a spin and sitting down. The next
instruction was "change chairs with someone
without touching the floor, everyone at once go!"
The results of this could have been disastrous,
hovever, the group responded calmly and
purposefully. Two students were then asked to ¢
take their chairs and sit in the middle of the
circle. They were told to "move" as music was put
on, It became apparent that this was too
intimidating, 50 the directions were Qquickly
changed so that the whole class was told to begin
moving. While "The theme from Star Wars" loudly
played, chairs were spun, swung, piled up, and ;
driven. The group worked very innovatively !
together as they created an interestingly wild :
choreography. The whole class was then broken ;
into couples and each pair was given 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
imaginary rope. Several of the students seemed to
be able to concentrate on the "invisible rope" for
short periods.
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It appeared that the group was beginning to adapt to
the novelty of the creative dance program. They responde&
-positively to the teacher's enthusiasm, to the music, and to

many of the exercises offered in this lesson,

Lesson VI began with a concentration e
which stresses rhythm. A steady beat wvas /to be
maintained by hand clapping while the ’active
participant called out someone's name at random to
pass the lead. The group appeared distracted and
it was a battle to get even a few students
attending, We were not able to attempt a
variation of the basic task and so 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, crawvwl, slither, run,
jump, explode and fall". The students were
uninterested and resistant. Sustained types of
action tasks were introduced next. Items like
push or pull were called out and the group was
told to do the task "faster, harder, in slow
motion." The group had ceased responding by this
time. The 1lesson was stopped and the group was
told to sit on the bench. The students who wanted
to continue working were taken to one end of the
gym while the remainder of the group sat on the
bench. As a 8mall group of seven, we proceeded
with-the task of building a house. (Step by step
we discussed what our next plan of action should
be and then carried out the imaginary work that
had to be done to accomplish the task at hand.
Through the use of mime, we went from mixing the
concrete for the foundation we had dug right
through to the point where all seven of us lay
down beside the crackling fireplace enjoying our
finished product.

It became increasingly apparent that teaching creative dance

toa class of fifteen, and, at times, seventeen mentally
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retarded a'doleséents vas perhaps too demanding a task for
one teacher. Working in a small group promoted. the
realization that many of the problems encountered
.(diséipline, motivation, and task comprehension) could have

been partially due to the large class size.

©

.The group had requested activities which
incorporated the use of basketballs on numerous
occasions, This lesson's warm-up complied with

-- these wishes as it included these familiar props.
The class spread out in a circle and called aloud
the different types of throws -that they were
e inventing. The students' lack of ‘discipline and
lack of ability to focus on a specific 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 with tasks that allowed
them to repeat or alter movements with which they
were familiar, A relay activity vas introduced
through both explanation and demonstration. The
group seemed impatient so a task was set and the
relay began. Before the start of the second
relay, the group was asked, "How else could ve
move the ball back and forth across the floor,"
Many answers were blurted out this time and so the
task vas altered so that each person ., in each group
could try doing something original. The group
which produced the greatest number of different
responses would be the winner, The students soon’
began fighting over who was going to go first.
Nick went second in his group. He dribbled up to
the nearest basket and proceeded to take shots.
His group immediately ran up to join him.

Rather than meeting this with a reprimand, it was” felt that
‘a better approach would be to incorporate their behavior
into a new task. This teacher immediately requested that

§
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the basketball aqtivi;y incorporate music and that rhythm§°
be adherred to. c
A major problem concerned the physical spéce. in whichk

the program took place. The setting needed for dramatic and

) ph%sical expression 1s quite different from that found in

-

most classrégms. Gray & Mager (1973) suggest that an

- environment conducive to movement <creates an illusory world

which helps participants suspend conventioqi}_ ways of
behavior and sustains movement. The appropriate setting and
climate established also must cultixat@ 'feélings‘?a of
security. A new space or one which has been aléeréd
significantly for the purposes of the movément class are
best- suited to these purposes. Studeig§/éj§ less likely to
tevert to old patterﬁs of beha%ior:kaf Euch novel settings,

hence new patterns can be established for the purposes of

the course. Since the gymnasium space utilized for the

majority of the course was extremely 1large, bright, and-"

familiar to the studerts, it did not proviée an “ideal
environment for the movement -program. The s;udents
repeatedly reverted to. behavior appfopriaté to their
physical education classes while in the gym. An attempt was
made to utilize the stage, which offered a more intimate
atmosphere, however, the space it afforded was not large
enough for the number of students in the class. “While in
the gym, they seemed anxious to engage 1in sports and
ultimately the program ended withﬂan unschedﬁled‘bésketball

game.
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Originally it was planned that the program continue for
a few more weeks, however, scheduling prcblems on the part
of the school prevented this. Despite the fact that each
lesson was designed as a unit which could stand independent
of the other lessons, the abrupt ending to the course
prevented any attempts to tie together the many and varied
aspects of the course. More will be said of this and other

limitations of the course below.

A A s ARSI oy

Program Evaluation

’ Scheduling problems at JGHS delayed the introduction of
( . this program four weeks. A minimum of ten wveeks of’
instruction was hoped to be(échieved at the outset, however,

several classes were missed bnexpectedly which resulted in

an intervention program consisting of seven classes spread

R
out over a twelve week period. As well, the low and

irregular attendence of classes at JGHS made the planning of
lessons additionally difficult, As a result the use of
carry-over or review exercises was alsoc a problem. This has

been a frequent complaint among the teachers at JGHS.

[T R

Attendance problems have been cited as hampering the
vocational adjustment of mildly retarded subjects (Folman &

Budoff, 1971).

et § A G MR GRS

Class size at JGHS is wusually limited to approximately

eight students. In the interest of statistical sampling, it

O
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vas felt a larger class size was desirable, hence Epe size
of the movement class reached seventeen students when
everyone attended. Unfortunately this hampered the
effectiveness. of the program in that the students wvere
easily distracted in such a large g;oup;— In addition, the
mechanics of teaching movement to such a large group shifted
the focus of the researcher's‘e%fgrts since much more time
had to be devoted to disciplinej\ This difficulty was
compounded by the fact that the class was primarily made up
of boys. This was unavoidable for-the percentage of boys
attending JGHS far ocutnumbers the percentage of girls. That
this group of boys was taken from a special population of
mentally retarded adolescents made the task of teaching
creative dance excessively demanding for one teacher. An
alternative wvhich could have decreased many of the problems
related to class size Jbuld have been to take two smaller

groups and combine the results, however, this was not

possible due to rigid scheduling at the high school.

The students initially appeared to resent the novel

nature of the pfogram, its tasks, and its method of
instruction. They especially disliked being asked to
initiate movement through ideas of their owvn. The use of
music also intimidated the students at first. The group
participating in the movement program consisted of a
combination of three grade nine classes. This promoted a

less serious group atmosphere as the students viewed their
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classmates as playground buddies since this was the only
opportunity 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

potential. The gym was too large, bright, and familiar 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. Some of the obstacles that were initially
presented were overcome 1in time. The group's initial
intimidation when faced with novel types of activitites
lessened. Many students wvere eveﬁtually able to focus on
the tasks posed for an entire lesson. fﬁe group was able to
create interesting movements through ideas of their own.
The music never really appeared to inspire the students, but
it did, on occasion, help mask some of the students'
inhibitions. It is believed 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 initially 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 creative thiniing rather

than just Dplay. The Creative Movement course differed
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 markedly from traditional highly . structured, concrete
courses éaught at JGHS, hence the students may have reacted
adversely to‘the demands on them to be creative.

MUc§ frustration was experienced as a result of the
many 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

o R Ty

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 was that there were strong
signs that many of these students could benifit from such a
program in creative movement, particularly if several of the
(* modifications discussed above could be implemented.

The students' reactions to the program were mixed.
Some activities were enjoyed, others were not., Sometimes
these féelingﬁ were shared by all, but more frequently there
was some degree of divérsiéy in the students' reactions.
The next sectibn explores these reactions based upon the
content of interviews -'given upon the completion of the

course.

B. The Interviews

rd
3
i
7

The interviews took place in December 1983 and were
held at JGHS. They were conducted by this researcher and

interview sessions typically lasted between five (5) and
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fifteen (15) minutes. While there were specific questions
asked in each interview, the sessions conducted were
basically informal aqd 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 ‘invited to make any comments
pertaining to the creative movement program they took part
in or suggestions for future implementations of such a
program. An informal or semi-structured interview
technique, as was employed here, allows one to explore the
specific reactions of an individual (Esterson, 1970). Much
literature suggests that this type of research necessitates
a level of honesty between the experimeﬁter and the subject
(Jourard, 1870). The environment created in informal
interviewing is seen as conducive to obtaining this level of
honesty. 3

A basic outline of the guestions utilized in the

post-program interviews 1is presented in Appendix D. These

open-ended interviews dealt with the students' general

feelings about the course, their likes and dislikes with
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 student to the next, however, several overriding
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opinions seemed to prevail. These and other important

responses will be explored next.

Impressions

It appeared that the group as a whole claimed to enjoy
the creative movement program., Many. of the students felt

that the activities were interesting, and most were able to

recall several exercises which they found to be particularly .

enjoyable. This came as n{uch of a surprise for the
resistance with which the program was met gave the
impression that the students were very uninterested in the
activitiés being offered. Of seven students who said they
did not enjoy the program, the general response was that
they found it boring. Activites that were apparently least
enjoyed included exercises which required that the students
make use of the floor (crawling, rolling, and 8o on).
Responses included: "I didn't like all that baby stuff.._..We
had to imagine too much...,.could have had more games”, "I'd
rather play hockey™, "We should have been given harder
stuff...no crawling around, "Do things the class wants to
do". This reiterates the fact that vwhen working with
mentally retarded adolescents, there must be a careful
balance created so that tasks are not too demanding and yet
not too childish, Activites should not discourage or

intimidate students and at the same time should not insult

B e OV I I R ey PREY

RC

[P

s, b o+




_88_

their intelligence. Although the majority of the sgroup
enjoyed the program, the students unanimously felt that the
class did not run smoothly and was therefore not as
succesdful as it could have been. One prevelant opinion was
that the class size was 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 were too many arguments”, "didn't 1like the other

kids, they fought a lot", "Everyone was fooling around, if

one acts up the others join in  hitting the little

kids....don't let them come back....send them to the
principal....make the class smaller, about ten but not less
than three”, "I don't behave good when the other guys are
around ....it would be good if it was just me and you sir".
These opinions appeared to be crucial with regards to the
success of the program.

Discipline problems, perhaps as a direct result of
class size, seemed to hinder the groub's concentration,
their responses, and the flow of activities. A one-on-gone
situation ‘as proposed by one' student was not feasible;
however, a smaller class of eight to ten students, as
opposed to seventeen students, might have resulted in a more
successful program overall, Opinions varied as to the use
of music ;with the activities offered. Some students liked
the use of music, "I think more with it", some would have

preferred a different type of music and others would have
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not have had any music at all for it made them them

self~conscious.

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, I guess so", but most Were unable to pinpoint

how they had grown, "I don't know, things!", "You know,"

dancin' and all that stiff". A few of the students made
attempts to explain what they felt they had 1learned. "I
learned to make shadows and play with cpairs,‘ oh yeah, and
hats". ' "1 learned how to build a house and act things
out....the others can't imagine too much". These responses
in regard to the impact of the movement program will be

further analysed 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 ﬁis responses, These written

!
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responses will be summarized next.

Many of the limitations of the Creative Movement
program previoﬁsly discussed , were noted by the physical
education teacher in his responses to a' written
questionnaire. Included were: the large class size'and high
absenteeism, the pupil's lack of interest in the program,
their 1listening skill deficits, their varied 1level of
abilityi 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 ?ature of the program, teacher or pupil demonstrations
were not desirable and were minimized as they tend to
promote imitative responses as opposed to fluency,
flexibility, and originality of thought;q While' Laban (1971)
has suggested that imitation should not be employed:befgre
exploration, others have found that imitation can be used
effectively to make beginners more comfortable with creative
movement (eg. Gray & Mager, 1973). Once the.group begins to
feel secure they can then be encouraged to imitate movément
based on their own ideas and feelings. Abstract tasks,
however, encourage thesé aspects of divergent thinking and
hence were a necessary part of the progfam. These

suggestions reflect the general attitude of most educators

of the mentally retarded who feel that this population is
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incapable of abstract thought., Traditionally 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 who
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,
some students appear to have benefitted greatly whereas
others appear to have been affected minimally. A discussion
of twob students, each of whom represents one of these
e;tremes, 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 progrédm.

Norman

Norman is 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 exaggerates the truth, which inevitably 1leads to

confrontations. It was stated that he works best in highly

structured situations and the report proposed that Norman's
i

rew

slow but steady progress could be maintained within a
structured academic environment, Accdrding to reports from
several of Norman's teachers at JGHS, he 1is an eager and
hard working pupil who is trying his best. He has had no
problems with punctuality, p;rticipation, and subject
progress. According to the technical, vocational, and arts
and qrafts teachers, Norman 1is ' extremely innovative,
creative and imaginative. These creative abilities are
particularly pgonounced in wood-working class. Norman's
teachers seem to agree, overall, that he “worgs well and
produces good results.” Scores on the Stanford Achievement
Test’ for thé past three years indicate that Norman is making
slow but sieady progress. For example, grade equivalent
scores demonstrate that at thirteen, Norman was achieving
results at a 2.5 grade level, whereas currently his scores
approach a 3.0 grade egquivilent.

At the séart of the creative movement program, Norman
and his classmates displayed resistance to the novelty of
the tasks and the method of presentation, Norman, unlike
many of his peers, dropped his defenses and eventually

‘became one of the most involved students in the creative
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movement class. Norman is the type of boy who will spend
much of his time letting his imagination run free. He has a
very active mind and is highly excited when given the
opportunity to express his ideas. While this suggests that
he already evidenced a fairly high degree of divergent
thinking, his scores on the pretest were among the lowest in
either group., This program provided him with countless
opportunities to express his imagination and tapped his

abilites to provide original responses. During an exercise

in Lesson Four using an imaginary rope, Norman's responses

evidenced a high deqree of concentration and believability.

Unlike most of his peers, he was able to keep focused on the
imaginary rope. He was ablg to come up with new variations
on how to use the "rope" without 1losing 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 problens. On several
occasions, Norman picked up on a suggestion and became so
completely involved with an idea that he ignored additional
cues being given. For example, Lesson Three incorporated
dramatic activities requiring imagination. Norman became so
overwhelmed by the movement suggestions "you're in the
middle of a war" or "we're sléshiné our way through the tall

grass of an African jungle™ that he disregarded the fact
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that he was part of a class and ran wild. = His behavior

resembled that of a child inla playground. While at times

‘Norman was allgwed to pursue these actions, more frequently

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 utilizes his creative
abilities best in classes in woodworking and arts and
crafts, and in other‘struqtured settings. The relative lack
of structure he experienced in the Creative Movement program
appeared to afford him too much latitude., When activiéies
vere more focused, he semed to be better able to channel his
creative energiés and benefit from these lessons. A good
example of his response to this structure occurred in a
lesson empléying chairs as props. He was ablé to generagﬁha
large number of different ideas as to the content created by
the music and, at timés,lthe other students’ activities:
Here his movements evidence al/purposefulness not seen in
many of the other students' actions. nor in many of' his
actions in less structured activities. Over the >coutse of
‘the program, Norman ‘did appear to adapt to less structured
situations, however, which may suggest that certain changes
in his divergent thinking began to take place, What i§
clear is that he became more comfortable with the format of
the courée, hence he became more invol;ed in it.

wWhen. a disturbande arose and students began disrupting

the class, Norman’ was one of the few who spoke 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 éonsiderably in his

ability to think divergently. On the pretest (Form A of the

TTCT) he scored 6 on Fluency, 6 on Flexibility, 19 on

Originality, and 36 on Elaboration. His posttests scores
(Form B on the TTCT) were considerably higher, 24 on
Fluency, 18 on Flexibility, 51 on Originality, and 66 on

Elaboration. He had the second lowest overall score in his

group on the pretest and scored the highest owverall 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 scores may have resulted

from nervousness or some other artifact of the testing

situation, the observational data suggests that Norman did

benefit significantlyhftom his participation in the course.

&

Danny

Danny is a fourteen year-old male,

He had attended JGHS for two years and

the only child in a

lower-class family.

was 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 alsco said to be weak in his social and
language skills, His French and Geography teachers noted
that he 1is inattentive, easily distracted, and wastes 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
Daﬁny has made little improvement and that his overall grade
equivalent 1is 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 t%e lead of several of his
peers who vwere disPlaying resistance 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"” wvhen Danny joined three of his
classmates to create an interestiné group image.

Despite his ability to respond to the types of tasks
being presented, on most occasions Danny chose to become
nonsensical and rowdy along with many of his classmates. On
other occasions, Danny simply passively resisted. For
example, hé 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 well 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,

Perhaps it was overly optimistic to believe that
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students like Danny would be able to disregard the influence
of peer pressure and readily participate in such novel
tasks. Some students were able to overcome their
inhibitions in time and were able to participate in the
course more fully. Most were unable to do so and, 1like
Danny, remained resistant throughout.

Due to several factors including his discomfort 1in 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 well above
the group mean. His posttest scores, however, reflect an
active resistance to the program. In this test, he refused
to complete his test booklet despite several requests to do
so.A_?Eg‘partial scores he obtained were very far below any
he had obtained on the pretest. He scored 25 on Flsency, 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 were B8 on Fluency, 6 on
Flexibility, 10 on Originality, and 11 on 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 to 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 psychometric
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 miidly
retarded adolescents. The results of pre- and posttesting
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
indicateséthat there were significant differences between
individuals' pre- and posttest scores, however, the
direction of these scores seemed to be random and cancelled
each other in most cases. This suggests 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 importance 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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measuring different aspécts . of divergent thinking and
creative ability. It casts doubt on the use of a single
measure o0f creatvity and on the *area of psychometric
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 levels 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 beneficial and revealed several limitations of the
program, It would seem that a version of the program
modified to correct the limitations cited would have had
significant effects on the divergent thinking of its
participants. ' “

A close examination of two of the students who
participated in the course offered clearer indications of
its benefits and failings. The overall findings were that
the course offered too little structure and this researcher
was not as sensitive to the needs of mildly retarded
adolescents as would have been desirable.

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

gpecific needs. Much more attention needs to be paid 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 reliable
assessment devices must be developed for use in assessing
the divergent thinking abilities of this special population.
The next chapter deals with more specifig implications
of this research as well as some suggestions 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 literatufe is equivocal as
to the nature of diverge;t thinking in retarded individuals,
there is sufficient evidence to suggest that many such
individuals' can benefit from attempts to enhance thei;
creativity. Traditionally, érograms in drawvwing, painting,
and music have been used to promote the creative abilities
~and divergent thinking of children, adolescents, and adults.
The literature on creative-movement suggests that programs
using creative movement also appear to enhance the
creativity and divergent thinking of those who particiﬁate.
A primary aim of this research was to compare the effects of
a Creative Movement program with those of an Art program on
the divergent thinking of mildly retarded adolescents.

Ninth grade students at John Grant High School (JGHS),
a special school for mildly ;etarded adolescents, who
enrolled in electives in Arf (N=8) or Cre;tive Movement
(N=12) were given the figural part of the Torrance Test of
Creative Thinking (TTCT) Form A as a pretest measure of
their divergent - thinking. Each group then toock part in a

fourteen week program in either art or creative movement,
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Upon comﬁletion of these coufses, each group was given Form
B of the TIPCT and Torrance's movement, test, Thinking
Creatively 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
Movemgnt classes and kept a detailed journal of what went on .

during the course of the semester.

Lt bl T

An analysis and interpretation of the data collected )
appear to indicate that ﬁildly retarded adolescents are
capable of divergent thinking and that their skills in this
area can be improved. The results of the psychometric

‘ measures of divergent thinking offer  little support for the
hypotheses that the Art or the Creative Movement programs

employed enhanced the divergent thinking of these mildly

A B e anr s O D eetie 2B e

retarded adolescents. There was evidence that these -

programs were somewhat effective in that results appeared to

[

approach significance on several dimensions of creativity.

These results offer tentative support for the hypothesis

that creative movement can be as effective as "the plastic
! 7

arts”™ on the divergent thinking of mildly retarded

i
i

adolescents. The re;ults of an analysis of scores for both
groups on the TCAM indicate that the Creative Movement group
scored higher on all three dimensions of the tesﬁ, however,
these dif ferences were not significant. While there were no

significant differences Dbetween groups, there were

¥

»’ :w— ¥ e et e Mk K B e ST K e



-104-

differences betwekn the scores on the TCAM and those on the
TTCT. This suggests that each of these tests may be
measuring somewhat diffe;ent aspects of creative ability.
The °findings indicate that no significant differences
existed between the groups on any of the four dimensions
measured by Form A of the TTCT. The results of tests
administered at the end of the semester indicate that there
were significant differences between pre- and posttest
results ahd 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 wvere significant differences between groups on the
Fluency‘ dimension (p<.01). This was the only dimension
which showed significant differences on posttesting,
although the Originality scores approache& significance for
the Creative Movement group. An “examination of the
difference scores for each individual within the groups
yielded highly s&ignificant variability between pretest and
posttest scores. This indicates that scores varied widely
between pre- and posttesting, yet the overall means rémained
relatively unchanged. Subjects ‘'in both groups seemed to
have widely disparate 'pre— and posttest scores with an

overall trend toward slightly lower scores on the posttests.

B it e . 1 L T R - TY R

pos N - ) s i i e @ ————— i e % M

e towtoan bk 4

J&F
s
4




-105-
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 éhe
reliability of the TTCT, since reliability has not been
examined with retarded individuals.

Analyses of the interviews déta and the journal entries
suggests that certajn benefits may‘ have been derived from
participation in the Creative Movement course which were not
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
scheduling hampered the effectiveness of the program. 1In
addition, several failures or omissions on the part of this
researcher to adapt the program adequately to the special
needs of the mildly retarded students undoubtedly lessened
the overall impact of the course, These limitations and
suggestions for future use of Creative Mgvement 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 well as the diversity of
their reactions to the program. Analysis of the case

material suggests that significant cognitive and ' personal
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gréwth is possible through participation in creative
movement however, it also underscores many of the
difficulties of its use with mildly retarded male

adolescents,

Limitations of the Study

The limitations of the Creative Movement program

JENEY DIV NS

utilized in this study have been discussed in the previous
chapter. Clearly a program designed to overcome many of
these limitations wouid be more effective in teaching
creative movement to retarded adolescents. 1In this sense,
many of the limitations of the present study are related to
the program in some way. The most important of these were
the inappropriate environment established, the number of
subjects utilized, and the limited time frame in which the
study took place. 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 acdording to the design of the movement

program, it was also too small a number of subjects for the

sy

‘type of analysis needed to test the hypotheses of this

.
gz
“%

study. A more effective approach to this broblem would have
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been to have several smaller groups of subjects, however,
this was not possible due to scheduling.restraints at JGHS.
The issue of time was also a function of school scheduling

and was beyond the control of this researcher. Undoubtedly

the program would have been different in many ways if it had-

been offered 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
period.

In terms of its assessment of changes in the divergent
thinking of mildly retarded adolescents, this study was
limited by the psychometric measures employed. The stud;
has raised questions as to the effectiveness of certain
measures of Torrance Test of Creative Thinking in assessing
the creative abilities of mildly retarded individuals.
While adaptations were made to the test' by dropping the
verbal subtests in order to accommodate the subjects who are
traditionally weak in verbal. abilities, the TTCT relies
heavily on artistic abilities‘to the exc}usion of other
aspects of creativity. The use of a modified form of the
TCAM, which measured creativity through movement activities,
indicated different results concérning 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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divergent thinking prbcésses. .
fnty)

While attempts were made to offer alternate measures of
the Creative Movement program's effects through use of
structured interview, Jjournal, and case study., data, these
results do not offer enough detail to drawv conclusions on
the hypotheses examined in. this study. More careful

attention in the research design to incorporate gualitative

research technigues at the outset would have allowed for

, more meaningful integration of the quantitative and the

gualitative data.

Conclusions and Research Implications

This séudy has offered tentative support for the
hypothesis that divergent thinking of mildly retarded
adolescents can be iﬁfluenced by programs aimed at
encouraging their creativity. Furthermore it has been
suggested that such attempts to enhance the divergent
thinking of these students should be pursued 'vigorously, as
an impértant part of these students' preparation for
successful post-school adjustment. An. examination of the
Creative 'hovement program in practice underséores. 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 the‘routine

and regimented (Murphy, 1980). This is . contrary to
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characteristics of flexibility and  adaptability which °

T

researchers have found to be important to successful
post-school adjustment (Brolin, 1976; Kolstoe, 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 skills and
post-school adjustment would shed much light on this issue.
A secondary finding of this study concerns the
effectiveness of the TTCT tol measure the divergent thinking
of retarded individuals. The rqéults suggest that the
Flexibility dimension was influenced .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 many
researchers have found when studying the thought processes
of these individuals (eg. Gerjuoy & Winters, 1965; Spitz,
Carrol, & dohnson, 1975). While perseveration is cléarly
the antithesis of creative thinking, the sensitivity of the
TTCT to its effects appears to penalize retarded subjects
too severely. A more careful examination of the reliability
of the'TTCT in its use en*with retarded individuals seéms

warranted.

Despite the existence of several measures of divergent

thinking and a substantial body of literature which®

e

PRRAES M

4

PR < S -
RTRNEIR oas st



R

-110-

describes these thought processes as distinct from
convergent thinking, there seems to be little agreement as
to what divergent thinking really 1is. The results of the
present study suggest{that the TTCT and the TCAM yielded

markedly different measures of divergent thinking presumably

‘because they tap different areas of creativity. This

supports the criticisms of the state of the art in the area
of psychometric measurement of creativity voiced in the
literature (eg. Bastos, 1973; Holland, 1968). Since much

has been written recently on the importance of creativity to

education (Eisner, 1982, Swanger, 1982), the need fo} more
precise measures of creativity appears necessary if current
programs are to be evaluated.

While failing to demonstrate that a short-term course
in either 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 processes of
retarded individuals. Many students were able to
demonstrate instances of highly creative behavior either in
their\gesponses to the test items or in their performance
during the course. This suggests that the capability for
fairly high level divergent thinking exists within retarded
individuals. This is k;ontrary to the tradiFional views of

the relation between retardation and creative thought held

by Guilford (1959) and others (eqg., Katz & Giammelli, 1982;
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Mehdi, 1975), though it is consistent with the views of

those who suggest that outerdirectedness and other
motivational variables affect the cognitive performance of
retarded individdals (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
reguire more concrete directions and explanations due to
their limited cognitive capabilities, however, this does not
preclude the introduction of material to their school
curricula which requires greater latitude or divergence of
thought.

Clearly more research on the issue of the training of
mildly retarded adolescents to improve their divergent
thinking processes is needed. It has been noted that the
brief time interval in which this study took place did not
allow sufficient time for significant gains to be 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
part of the regular school curriculum would offer the

opportunity for such study. In addition, modifications to
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<
the Creative Movement program described in this study would
make it a more effective educational tool., Further research
on creative movement using larger numbers of students

grouped into classes of no more than ten students and an

‘environment more conducive to the activities involved in the

course would likely yield more significant results.

Much has been written on the wuse 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 offering
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 remain contributing
members of the society. Educators of mildly retarded
individuals confront the task of preparing their students to
face these ever increasing challenges, Grgater emphasis on
the role of the creative arté in enhancing the divergent

thinking skills of these individuals appears varranted as
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L. .
one technique if educators are to increase the

retarded individyals' potential for success in 1living.

.
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Appendix A

Lesson Plans Designed and Utilized for
the Creative Movement Program
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Appendix B contains previously copyrighted
material which may be obgmined from the
following source:

Thinking Creatively With Pictures

Booklets A and B

Scholagtic Testing Service, Inc.
480 Meyer Rd.

Bensenville, IL 60106

U.S.A.
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Appendix B

Forms A & B of the Figural section of the
Torrance Test of Creative Thinking (TTCT)
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Appendix C

The Thinking Creatively in Action and
Movement Tesgt (TCAM
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Appendix C contains previously copyrighted
material which may be obtained from the
following source:

Thinking Creatively in Action and Movement

by ¥. Paul Torrance

Scholastic Testing Service, Inc.
480 Meyer Road

Bensenville, IL 60106

U.S.A.
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Appendix D

Questions Used in the Post-Program
Interviews with the Students
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Questions

1) Did you enjoy the program? Why or why not?

2) What activities did we do that you liked? Disliked?
What things were done that should not be done the
next time, Why?

What things would you have enjoyed doing that we did
not do? What could ve have done more of and why?

3) Do you feel that the claés as a whole vent well?
Why or why not?
What could have made things work (even) better?

4) Did you enjoy working with music?
Why or why not?

5) Do you feel that you learht anything? 1f so, what?

o
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Appendix E

Questionnaire and Sﬁmmarz of Written Resggnses
by the Physical Education Teacher on the

effectiveness of the Creative Movement Program
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Questionnaire

1. Do you feel the movement program ran smoothly and was
well received? Why or why not?

2. Were the lessons appropriate and well planned?
Was the teacher able to adapt his lesson plan when
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 well
received by the majority of participants. The class
was 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 well planned and showed progression,
however, they often ended with abstract tasks to which
many participants had difficulty reponding. The
teacher was able to adapt the lessons whenever necessary.

3. Major drawbacks and problems with the program included:

The class size was too large and the ‘students were

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 insufficient number of demonstrations

L3
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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.

Testing problems encountered included:.

The students were noisy and did not follow the instruc-
tions given. They also did not abide by time frames.
given to specific tasks. The students tried to copy from
one another and at times appeared to be conscxously
trying not to be creative.

Suggestions for future implementation of such a program
included:

The experimental group should be screened in advance.
It should also be much smaller in size as well as co-
operative. If not 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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