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" ABSTRACT

This thesis represehted anrattempt to assess the effects:
of anxiety uponvcreativity within the framework of an open class=-
room. Creativity was seen as a necessary component for success
in our increasingly complex society° Anxiety was viewed as a -
personality'variable which might influence creativity,,and’thei
open cléssroom was seen as an environmental variable.

The Torrance Tests of Creative Thinking, Figural Form A,
and the General Anxiety Scale for Children (GASC) were adminis-
tered to twenty-six children, including thirteen girls and thir-
teen boys, who were attending an open classroom at the second |
grade le?el; A correlation matrix was produced from the result-
ing scores,

The results indicated that anxiety did hot_have a statis-
tically significant.effeét upon creativity in fhis'sample. Al-
though different results were obtained when the boys! and girlis'
scores were correlated separately, they did not reach statistical
significance. Trends involving age and sex of the subjects, as
well as the corfelatea anxiety and créativity écbres,were dis-
cussed.,

A iist of questions raised by the studvaere preéented;
Educational implications of the'study focused on recommendations

for further research.
: vi




CHAPTER 1

STATEMENT OF THE PROBLEM AND
HYPOTHESES TO BE TESTED

Introduction

The fbstering of creativity has become an area of in-
creasing concern for educators during the past decade. The ex-
"plosion of books on this subject éhould provide more than

adequate proof of this concern. Writers in the field of educa-
tion seem to agree that creativity is a necessary component for
success in our increasingly complex society. Torrance saw cre-
ativity as necessary for mental health; as a valuable resource
for coping with stress; as vital to the development of fully
functioning persons; as important for the acquisition of knowl-
edge and skills; and as essential for vocational success. Hé
concluded, "It takes little imagihatioﬁ to recégnize that the
future of our civilization - our very survival - depends upon the
quality of the creative imagiﬁation of. our next generation (1962,
pP. 6)."

The investigation of creativity takes many directions.
One approach is the analysis of the influence of personality var-
~iables on creati\}ity° In recent years, there has also béen an

upsurge in the study of anxiety in children (Ruebush 1963). One
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focus has been the behavioral correlates. of anxiety, including

creativity. Investigations have conSideredra relationship be-
tween anxiety and»creativity,

Another approach to the investigation of créativity fo-
éuses on the role of the ehvironmentg including'theveducationai
envirénment, on the fostering of creafivitye An innovative move-

ment on the American educational scene, generically known by the

' phrase "open education," involves a restructuring of the educa-

tional environment to accommodate changed ways of thinking about

‘children, learning, and knowledge., Limited research has been

done in this area of open education. This study represents an

 investigation of the influence of anxiety on creativity within

the framework of an open classroom.

Statement of the Problem

What is the relationship between anxiety and creativity

in an open classroom?

Significance of the Problem

Several studies report that anxiety is negatively related

to creativity (Ruebush 1963, Roweton 1970, Soar 1968, and Sarason,

Davidson, Lighthall, Waite, and Ruebush 1960), Literature on

open education suggests that creativity might be significantly
increased by the classroom organization and atmosphere, At the
same time, this atmosphere might serve to reduce anxiety which

exceeds the optimal limit for effective learning. It then
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becomes interesting to invéstigate therrelationship between anxi-

ety and creativity within the framework of an open classroom, and

- to evaluate those results in terms of the openness of the class-

- 00m,

Hypotheses to Be Tested

For purposes of research deéign, the hypotheses are
stated ‘in null form:

1. There is no relationship between anxiety and creativ-
ity in an open classroom. |

2, There is no felationship between anxiety and creativ-
ity for boys in an open claséroomo

3. There is no -relationship -between anxiety and creativ-

ity for girls in an open classroom,




CHAPTER 2
DEFINITIONS, LIMITATIONS, AND DELIMITATION

_Definitions

Anxiety: Anxiety is "a feeling of threat, especially of

a fearsome threat, without the person's being able to say what he

© thinks threatens (English and English 1958, p. 35)." For pur-

poses of this study, anxiety is viewed within a psychoanalytic
framework.,

Creativity:

. o . 15 -a proeess-of -becoming .sensitive to..prob-
lems, deficiencies, gaps in knowledge, missing elements,
disharmonies, and so on; identifying the difficulty;
searching for solutions, making guesses, or formulating
hypotheses about the deficiencies; testing and retesting
these hypotheses and possible modifying and retesting

them; and finally communicating the results (Torrance
1966, p. 6).

Fluency: Fluency is "the production of as many ideas as
possible, not bothering at first about quality (Michael 1968,

Po 9),"

Plexibilify: Flexibility is "shifting to a variety of

approaches or categories (Michael 1968, P. 9)."

Originality: Originality is "unusual or uncommon ideas,

away from the obvious (Michael 1968, p. 10)."

Elaboration: Elaboration  is "working out the details of

an idea or planning steps (Michael 1968, p., 10).,"
.




Open Classroom: An open classroom involves changed

points of view about Children, learning, and knowledge. It can. .
best be defined in terms of its underlying assumptions, which

will be developed later in this study“

Limitations

Generalization from this study is limited for the follow-
ing reasons: |
| 1. The sample is taken from one grade'lével, the-second
grade.

2. The sample is taken only from one model of an open
classroom,

| 3. The .sample represents .only the upper middle and upper

socio-economic classes,
Therefofe, generalizations cannot be made for groups other than

the group involved.

Delimitation

This study is delimited by the fact that no comparable

study has been found in the research literature.




CHAPTER 3
REVIEW OF RELATED LITERATURE -

Creativity

Creativity has as many definitions as there are writers
in the field. TFor purposes of this study, we will use Torrance's
definition:

« o o & process of becoming sensitive to prdblems,
deficiencies, gaps in knowledge, missing elements, dis-
harmonies, and so on; identifying the difficulty;
searching for solutions, making guesses, or formulating
hypotheses. about the deficiencies; testing and retest-
ing these hypotheses and possibly modifying and
-retesting -them; and finally communicating the results
(1966, p. 7). '

The definition involves a human process, and human needs are evi-
dent at every stage. Creative abilities include "fluency, flex-
ibility, originality, and ability to sense deficiencies, elaborate
and redefine (Torrance 1966, p. 7)."

Many authors have focused on an environment that enhances
creativity. Smith (1966) emphasized that, in order to enhance
creativity, children should be free to move around classrodms, to
manipulate materials and ideas, to be stimulated by centers where
various parts of the room are designated for various activities.
Democratic classrooms where children share in the teaching pro-

- cess and learn from each other as well as from the teacher are

also necessary. Cohen (1971) emphasized a need to de—emphasize

6




7
'evaluation; also, the claséroom should be studenﬁfcenteréd, ﬁotl
goal_orientedcl The 1970 White House Conference on Children
stated, "The growth of a child's creative potenfial demands eﬁ—

' phasis on‘freedomg.individual_choiCe, smali groups, experimenta—~
tion, and other such qualities (ED 046 525)." Gaier and Dellas
(1971) stated that a relatively unstructured setting.appeared to
be important in theidevelopment of creativity. Marie Hughes
(1967) reiterated the importance .of self-directed and self-
inifiated behavior for creativity, and élso the need to introduce
more occasions for choice. Torrance (1963) stated that, in gen-
eral, creativity is encouraged by heterogeneous grouping. Final-
ly, Combs emphasized, "When students are accepted as basically
éctive, resbonsible and trustworthy human beings, they are given
hope that they are fully capable of creative behavior (1962,

p. 146)."

Creativity and Classroom Environment

The limited reséarch on the role of the environment,'in—
cluding the school environment, on the development of creativity
indicates that a relationship might e>-<ist° Cohen (1971) stated
that research on learning processes inrthé classroom indicates.

a strong relationship between teacher attitude and practice and
student creativity. Gowan, Demos, and Tofrance mentioned impli-
cations»for creative learning based upon theoretical modes which
suggésts "g change-in classroom ciimate and procedurés in a direc-

tion of more 'openness'! and more concern over mental health




(l967,,_§° 79)." Combs (1962)‘suggested that an atmosphere for
'encouraging créativity should include provisions for choice, co- . -
operation and the feeling of belonging, and the ehcduragement of
communication., Teacher attitudes shoﬁld value openness and flex;
ibility, and individuality, especiallyrthe uniqueness 6f each>
person. He theorized that an attitude of trust and an emphasis-
on the learning process instead of the product would enéourage

- the developmenﬁVof créativity. He saw openness to experience as
a prerequisite to creativity. Clark and Hamburg»(ig Torrance
1966) conducted studies on the relationship bétWééﬁ.éreétive
thinking and preferences-for‘open~structufe4learning'experiences,
The results of both studies indicated a significant positive cor-
relation between creative thinking ability and preferences for -
open structure learning experiences. MacDonald and Raths (32
Torrance 1966) found less‘creative children to be less productive
in closed tasks., The limited research available seems to indi-

cate that the classroom environment does influence creativity.

Anxiety
Other authors have focused on the relationship of per-
sonality yariables to the dévelopmenf'of creativity. The.role of
anxiety in creative thinking has been explored, Within the |
framework of psychoanalytic theory, anxiety is defined as an ex~
periential phenomena. It is developmental in nature and begins -
with the birth traumé° As the infant matures, the anxious reac-

tion begins to occur before the onset of painful stimulation,
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signifying- that the ego has begun to function. The ego learns io
react to anxiety in various ways. These early learned reactions
are the basic determinants of personality. Anxiety then general-
izes to a "moral anxiety" or "social anxiety” when the child in-
ternalizes the values of the parents; ‘This signifies the
development of the super-ego (Sarason et al. 1960).

Anxiety and fear in psychoanalytic theory are distin-
guished in terms of danger originating froﬁ.inside and outside
the individual, respectively. However, children &o not make

clear cut distinctions between real or imagined dangers or inner

- or outer events (Wallach and Kogan 1965), Sarason et al. pointed

out:
The majority of the specific feams reported by chil-
dren have little or no basis in reaiity . . . These
specific fears seem to serve as focal points or screens .
for anxiety about situations, impulses, and conflicts
which possess extremely difficult implications for the
child'’s security (13960, p. 47).
These circumstances provide the basis for the present day empha-
sis on anxiety in children (Wallach and Kogan 1965).
Psychoanalytic theory views anxiety as & warning function
of the ego. According to the theory "mildly threatening situa-
tions are likely to energize performance, increase effort, raise
aspirational level (Hadley 1965, p. 8)." Responses made under
these circumstances are usually task-relevant, That is, they aid
in solving the problem, which in turn removes the threat and

lowers the anxiety level, However, severely threatening situa-

tions require a response to anxiety, instead of to the task.
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The resPQnSe then becomes task irrelevant in that it interferes
with problem solution. Thus, every.individual has én optimal
level of anxiety for effective performance, which varies from

situation to situation (Hadley 1965).°

Anxiety and Creativity

A few studies have focused on the relationship between
anxiety and éreativityo Sarason et al. scored human figure
drawings from high anxious and low anxious -children. The low
anxioué children "possessed a degree of freedom to become in-
volved in a credtive task in a pleasurable, expressive and non-
restriéted fashion;" on the other hand, the high anxious children
"presponded-as if théirwaecuracy,-sp@ntaneity,Aand expressiveness
were interfered with (Sarason et al. 1960, p. 164)," Reid, Xing,
and Wickwire reported a study in which the measurement of crea-
tivity was based upon peer nominations of those classmates who
"have good imaginations. They have new ideas and new ways of
doing things (1959, p. 735)." They fbund creative children to be
less anxious. |

. Hadley (1965) found a curvilinear relationship between
test{anxiety and creativity scores on the Torrance Tests of Crea-
tive Thinking. There was a sharp increasé in slope on the Tor-
rance scores until the amount of anxiety necessary for maximum
performance had been reached, followed by a sharp fall~off° A-
more linear relationship was found on the Barron Anagrams Test. Né

significant relationship was found to exist for generallanxietya.

~
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Pleischer (i964)'found that two of four measures of crea-
tivity discriminated.significantly between hiéh and low anxious.
~college subjects. The relationship'was more significant between
ambiguous divergent tests and anxiety., Anxioué college subjects
were found to be less original by Dentler and Mackler (1964).
Zdep (1966) also found highly creative coliegevsubjects to be -
less anxious than low creative subjects. |

College'freshmen with relatively low levels of anxiety
performed significantly better on tests of divergent thinking in
a study‘conducted by White (1968), On the other hand,rFeldhuSEn;
Denny, and Condon (in Wallach and Kogan 1965) found no signifi-
cant relationship between general anxiety and four measures of
creativity in seventh and eighth gradérsa

Sixth graders were used to exploré the '""reasonable propo-
“sition that anxiety plays an intervening role in creativity pro-
duction" by Flescher (1963, p. 263). The results indicated that
neither general nor test_ankiety éignificanfly.inflﬁenced per-
formance on creativity tasks.:; Wallach and Kogan (1965) dis-
covered that test anxiety enhanced creativity in boys but had no
significant effect in girls. The limited research available is
inconclusive as to the existence of a felationship between anxi-
ety and creativity, and as to the directionélity of the relation-
ship, if one exists. More studies should be conducted té fqrther

examine this relationship.
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Anxiety and Classroom Environment

The aﬁthor has been able to locate only three studies
which examine the relationship among anxiety and classroom.or;
ganization and atmosphere. Phillips- (1966) found a sigﬁificant
reduction in'anxiety in teaﬁ taught third, fourth, and fifth
graders . Schmidt and Galleséich (1971) tested first and sixth
grade children in self—containéd and team taught classrooms; the
first and sinh grade children appeared more-anxious in the sélf—
'contéined classroons . Soar'(l968§; in aistudy'of the effecté df
teacher indirectness, foﬁnd that both high and low anxious chil-
dren continued to incréaSe in creative growth with increasing
teacher indirectness. However, thére was a steeper rate of in-
crease for low anxious children. Again, the limited research
available seems to indicate a relationship befween‘anxiety, crea-

tivity, and classroom organization.

Open Education

Open education expresses a new point of view abdﬁt chil-
dren, learning, and knowledge which resulfslin a changed class-
room organization and atmosphere., This author contends that this
changed classroom might possible affect both anxiety and creativ-
ity in children. The principles and characteristics of open edu-
cation then become relevant here, |

Open education resists specific definition. No one defi-
nition exists becapse there is no one specific model. It is best

| understood in terms of certain underlying assumptions. Many of
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these—aséumptions are attributable to the work of Swissrgenetic
ébistemolOgist Jean Piaget. Others involve.points of view about

children-énd_about theAnature,of knowledge.-

Assumptions about children, underlying open education,
.include:

1. ‘Children are competent, deéirous of learning, and
trustworthyo |

2, They can take responsibilify fbr theif own learning.

3, They are innately curious, and can initiate their own
learning. 7 |

4, Children develop physically and intellectually at
their own rate.

5. They learn at their own speed, in their own way.

Assumptions about learning include:

1. Learning proceeds from the concrete to the abstract
through active eXploration of and.interaction with a rich learn- -
ing environment,

2, Play is the prineiple-mode of learning in childhood,
and as such is not distinguished from work.

3. Self-motivated learning is self—pérpetuating and more
lasting°

4, Expression is an important source of learning, and
feeliﬁgs have their place in the classroom.

5. Learning which is most important is not necessarily

that which can be -measured.
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Assumptions about knowledge include:
1. Little or no knowledge exists which it is essential
for everyoﬁe to acquire., -
2, Tt is dmportant to help children learn how to acquire
knowledge, what is worth knowing.
3, The thinking process is more‘important than the pro-
duct. |
4. In our increésingly complex world, a problém—solving
approach is mofe‘appropriate than -rote memory of facts.
5, The emphasis should be‘on,learning instead of teach-
ing, should be person—oriented instead of subject-oriented.
| 6. "Being" is more important than knowing. The final
téstrof an education is not what a man knows, but what he is.
(Barth 1971, Evans 1971, Staples 1971, Gross and Gross 1970,
Eberle 1969, Resnik 1971, Spodek 1971, and Plowden 1967)
Not all of the above assumptions about’children, learn-
ing, and knowledge are met in evéry open classroom., However, a
similér list of twehty—nine assumptions was compiled by Roland
Barth. Most of his assumptions are in the above list, although
not necessarily in the exact form, since this list was compiled
from many different soui*ces° Barth,féund that most open educa-
tors, both British and American, strongly agreed with most of the
underlying assumptions., He statedgi”Although many qualifications
in language have been suggested, there has not been a case where

an individual has said of one of the assumptions, 'No, that is
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- -contrary to‘what T believe about children, learning, or knowl-
edge’ (1971, D. 99).7
| Open education has certain characteristics implicitAin
the underlying assﬁmptionsn> First, teachers and children share
iin the decision»makihg processes. The teacher does not automa-
 tical1y decide what, how, and when_specific learning will take
place. Howéver, the amount of freedom of cﬁoice involving learn-
ing varies gréatly ffom'classroom to classroom. But children
have some freedom to move about ahd chooée their own activities,
4The classroom is characterized by a rich learning environment.,
Usually, an open classroom includes many learning centérs,-or
.interest areas. They are also characterized by small group or
indiyiduai activities,  There aré few large group activities,
The role of the teacher is also changed. He becomes a manager,
observer, director, facilitator of learning. He is usually sup-
portive, non—authopitarian0

It seems evideht to this author that research on anxlety
and creativity indicates that an open classroom, as defined by
its underlying assumptions and'characteristics) wouid have a pro-

found influence on both variables,




CHAPTER 4
RESEARCH DESIGN

Sample . -

Thié research was conductedvat the sécond level at the
Sunrise Drive Elementary School, Catalina Foothills District,
 Tucson, Arizona. There are.four:teachers, one aide, aﬁd approxi—
mately ninéty children in the classroom. The room is structural-
‘ly open., For diagnostic and evaluative purposes, each child has
6ne teacher who is presponsible for him. The classroom is team
,taught¢and,involves\primarily individual and.small group work.
Interest centers for some self-directed and self-selected activ-
ities are available.

Before theipeginning of the school year, the teachers met
to determine their responsibilitiés for the coming school year,
The following lists which they prepared provide a reliable indi-
cator of the classroom environment:

The child has:

1. A variety of instructors and subjects or skill‘levels
as determined by him with the guidance of his GM (General Manag-
er). |

2, The commitment of.each team member (2nd year GM's) to
assist his program to the fullest degree as directed by his GM.

16




1.

3., TFreedom within-sﬁrﬁcture developed by consistency andn'

 knowledge'Qf classstandarc_ﬁ° | |

4, Wise choices encouraged.by many opportunities to seek -
informafion through a variety of media.

S, Opportunities to gain meny‘processes.through activi-
ties developed-in the curriculum.

6. One GM that accepts the complete'directorship and ac-
countability for his program, selecting the learning setting, and
comnunicating his progress to parents.

~ Each GM has: |
1. Full responsibility
a. For determining the program and commitment for
each child assigned to her.
b. For communicating te pareﬁts for these childreno
c. For recordkkeeping for these children.,
2. Shared responsibility
a, For team planning and evaluatiﬁgw
b. For assieting,all second year children to meet
behavior standards. | |
c. For determining room functioning and scheduling.
d. For keeping materials and room in order and in-
eurihg proper use,
3, MejOr responsibility
a. In planning as key person in the subject‘areas

assigned,
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b. In preparing materials for disdipline areas as-
signed.,
Co In'setting up and maintaining interest centers
for areas assighed,
The school population is reported to be upper middle to
upper socio-economic class. The school district spends approxi-
mately twelve hundred dollars pér year per child in the elementary

. school, an expenditure considerably above the state average,

Instruments Used

The Torrance Tests of Creative Thinking include both a
verbal and figural battery., For purposes of this study Figural .
Form A was used. The figural tests inciuded three activities
which required an overall time of thirty minutes to administer.
The tasks involved included picture construction designed to
stimulate originality and elaboration; incomplete figures and re-
peated figures designed to elicit increasingly greater variation
in fluency, flexibility, originaliity, and elaboration. The tasts
are the only available instruments for the measurement of crea-
tivity with reported reliability and validity (Torrance 1966).

The General Anxiety Scale for Children (GASC) is a self-
report anxiety’scale involving a yes or né answer td forty-five
questions, eleven of which constitute a.lie'scale. It required
apprOXimately one-half hour to administer. The tests are valid

and reliable (Ruebush 1963).
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P:ecedure
A group of twenty-six children, thirteen boys and thir-
teen girls, was randomly selected from the second level classroom
‘using a table of random numbers (Minium 1970). Oﬁe—half of the
group was administered the Torrance Tests of'CreaeiVe Thinking;
Pigurai Form A, On the same day the other half of the group was
administered the GASC, Two days later, the groups were reversed.
The GASC was scored for one anxiety score and one lie score., The
Torrance Tests of Creative Thinking were scored for originalify
and elaboration in activity one, and for fluency, flexibility,

. A

[V

originality, and elaboration in activities two and thre
total score for each of fluency, flexibility, originality, and
elaboration was then obtained.

A correlation matrix using a computer program (Veldman
21967) was then run on all of the obtained scores, with the addi-
tion of age in months. The matrix was run with the total group.
and with boys and girls separately. In addition3 means and
standard deviations were obtained for all scores., A T Test wae
applied'to see 1f the differences between the means was signifi-
cant (Minium 1970). A significance level of .05 was established.

The four teachers completed the questicnnaire Assumptions

About Learning and Knowledge (Barth 1971) to assess the openness

of the classroom. The results were then interpreted in relation

to the degree of openness.




CHAPTER 5
INTERPRETATION OF THE DATA

An initial interpretation of the data indicated few sta- .
tistically significant results. In intefpreting the data, how-
ever, the small sample size must be considered., The subjects
included a total group of twenty-six with thirteen boys and thip-
teen girls. The smali sample size influenced the corrgiation T~
quired for statistical significanée; A1l of the significant
results involved the anxiety scores. For coding purposes, boys .
were assigned a one and girls a two. The correlation matrix
yielded a +.75 correlation between six and anxiety, indiéating
that the girls tended to be more anxious than the boys. The meéan
score of the boys on the GASC was significantly lower than the
girls (p>.01)., For both boys and girls separately, and for the .
total group, there was a statistically significant negative cof—
relation between the anxiety score and the lie score on the GASC.
This finding indicates that a low reported anxiety score tended
to. be associated with a high lie score and that high reported anx-
iety scores tended to be associated with a low lie score. This
coincides with the findings of Safason et al.(1960). The scores
also yielded a statistically significant difference fp>.01) be-
tween the mean lie score of the boys and the girls, with the

bbys scoring significantly higher than the girls (Table 1).
20
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Table 1. Anxiety-Defensiveness: - Means, Standard Deviations, .

Correlations
_ Bnxiety  S.D. Lie '8.D.  corr. (r)
X X -
Boys v A
n= 13 7.92 5.69 6.85 - 2.50 -.,69
Girls 4
n= 13 21.31 6.01 3,61 ' 2.59 - .67
Total

n = 26 - 14.61 8.89 5.23 3.02 -.78

The correlations between{age (in months ) and ahxiety pro-
duced divergent results, although they were not statistically
significant, Interpretation of the correlations must take into
accouht the restricted range. The ages of the subjects ranged
froh'eighty—six months to 106 months, with & mean of 92.8 months
and a standard deviation of 9.88 months. The mean age of the
girls was 91.8 months with a standard deviation of 11.1 months,
while the boys had a mean of 93.8 months with a standard devia-
tion of 8.7 months. The boys' correlation matrix indicated a
nearly significant positive correlation between age and anxiety,
suggesting that anxiety teﬁded to increase with age. In con-
trast, the correlation of the same variables for the girls in-
dicated a low:negative relatiohship,. The correlatioﬁ for fhé
total group was so low that no inferences can be made from it

(see Table 2).
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Table 2., Age: Correlations

» Creativity - Anxiety - Lie
- Flue. Flex, Orig. Elab, :

Boys'

n=13  -.42 -,42 -.04 -,20 .54  -.23
Girls . _

n= 13 30 -.37 .46 34 0 -0 01
Total ' -

n=26 -.24  -,43 11 -.01 - .01 .02

A comparison of the means of the creativity scores indi-
cated some interesting trends. On all creativity measures except
elabofation¢ the girls' mean scores were higher than the boys.
However, the difference between the means was not statistically

significant for any of the measures (see Table 3).

Table 3. Creativity: Means and Standard Deviations

Fluency Flexibility  Originality E;aboration
X S.D. X S.D. X S.D. X S.D,
Boys ' A .
n=13 . 20,07 8.35 14.53 5.73 . 27,46 14,17 51.15 26.90
Girls : : _ ' '
n= 13 26,15 4.70 19.00 5.89 31.46 5.96 47.84 17.34
Total

n= 26 23,11 7.84 16.77 6.25 29.46 13.36 49.50 22 .69
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Correlationé,bétweenvage and creativity scores were also
~ not éigm‘.ficant° - In general, with the eXception of originality,
age ‘appeared to be negatively related to creativity for the‘totall
group. lHowever, when the boys' and girls?! creativity scores were
correlated separately, some interesting results appeared. with
the exéeption of flexibility, the girls had positive correlations
between the creativity measurés and age. The boys, however, had
negative correiationsor '

The correlations. between anxiety and creativity were not
statistically significant and showed no conclusive pattern, For
the total group, fluency and flexibility had a low positive cor-
relatidn with anxiety, while the originality and elaboration
'coffelations were sorlow as to provide no basis for inferenéeo
However, when the scores were correlated separately for boys and
girls, an interesting tfend appeared. The boys' correlations
were all indicative of a negative relationship between anxiety
and creativity, while the girls' correlations, with the exception
of originality, indicated a positive relationship. However, some
of the correlations were so low as to suggest the possibility
that no relationship exists between the two variables (see

Table 4),
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_ Table 4. Creativity-Anxiety: Correlations

"Fluency - ' Flexibility. Originality  Elaboration

Boys : : i : o

n=13 - .15 ~ =15 Co=-.02 - .14
Girls _ o

n=13 . .18 A4 -.01 .06
Tstal , .

n = 26 .28 27 .10 -.09

Barth's (1971) questionnaire, Assumptions About Learning

and Knbwledge, was administered separately to the four teachers

in order to assess the degree of openness of the classroom (see
AppendixrB)° On the section of the questionnaire title YAssump-
tions About Learning" the four teachers all agreed or strongly
agréed with the assumptions involving motivation and conditions
for 1earninngith the exception of‘Assumption 7. This assumption
states, "Children have both the competence and the right to make
significant decisions concerning their own learning." One
teacher disagreed with this statement and one strongly disagreed.
All of the teachers agreed or stroﬁgly agreed with the assump-
tions about social learning. In the section on intellectual de-
velopment, two of the teachers disagreed_with Assumption 13 which
states, "Concept formation proceeds Qery slowly." In the section
on evaluatioh one teacher disagreéd with the statement "The pfe—

ferred source of verification for a child's solution to a problem
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comes throﬁgh the materials he is wopking with." Therteacheré
agreed or strongly agreed with the other assumptiohs iﬁyolving
intellectual dévelopment’and evaluationa Ail téachersiagreed or
strongly agreed with all of the éssumptions about knowledge. The
teachers commented on the lack of'élarity of many of Bartﬁ’s as-
sumptions. Any interprétation.of the data from this study must

consider the openness of the classroom; as assessed by the

teachers' responses to Barth's questionnaire.




'CHAPTER 6
DISCUSSION

‘The purpose of the study was to test the following hy-
potheses, stated in the null form:

1. There is no relationship between anxiety and creativ-
ity in an open classroom. |

2., There 1s no relationship between'anxiety and creativ-
ity for boys iﬁ an open classroom.

3. There is no relationship between anxiety and creativ-
~dty for girls in-an open -classroom.,

The following decisions regarding théAhypotheses~were
made:

1. Hypothesis one was accepted. No significant correla-
tions were found between anxiety and creativity in an open class-
TOOM,

2. HYpothesis tWo was accepted, ﬁo significant correla-
tions were found between anxiefy and creativity for boys in an
open classroom. |

3. Hypothesis three was accepted. No significant corre-
lations were found between anxiety and creativity for girls in an

open classroom.

26
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An initial discussion of the data must include commentary

- on the fact that few significant results were obtained. Several

possiblé reasons for this emerge. First, the extremely small

- sample size might have influenced the results. In addition, the

sample was chosen from one grade level, only, and from one school,
only. The fact that the children taking the tests were all from

one classroom, and knew each other well, might  have influenced

_ the results, Indeed, this investigator noticed a difference in

atmosphere between the two groups. One group was noisy and ex-
citable, while the other appeared to be quieter and less exuber-

ant, It would be interesting to replicate this study with groups

from different classrooms to see if this might affect the test

results .,

Another variable influencing the test results might be
theAage of the subjects. No research relating anxiety and crea-
tivity and using the tests used by this experimenter, or similar

tests, has been reported for children below the fifth grade

level. Perhaps, the creativity measures are not as reliable for

children at this age level. Also, a projective anxiety test
might be more reliable than a self-report scale for children of
this age. An experimental felationship between anxiefy and cre-
ativity based-upon-the instruments utilized in this study, or

similar instruments may not exist for children this young . And

one must also consider the possibility that for this age group

anxiety has no significant effect upon creativity.
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Andther focus_of discussion centers around the type of

anxiety measured by the GASC. Several investigators have theo-

rized that the Torrance Tests of Creative Thinking carry with

‘them an evaluative or test-like emphasis. Hence, the Test Anxi-

ety:Scalé for Children (Sarason et al. 1960) which measures
situational test-anxiety might serve to be a more accurate mea-
surement of the type of anxiety which inhibits creativity in a
school situation. Again, the problem iﬁvolves whether or not one
is assessing the possible.effects of anxiety on creativity, or
the experimental relationships between teéts of anxiety and tests
of creativity. The investigator is limited by the instruments
available. Certainly, this is a dilemma confronted by nearly all
who are engaged in edﬁcatiohal.research°

Certain of the trends evidenced in the data warrant dis-

cussion., The possible relationships between age and anxiety and

- age and creativity provide areas for further research. The posi-

tive correlations between age and anxiety for the boys suggest
that}anxiéty might increase with age. If this finding is sup-
ported for general anxiety, what might the effect be on situa- -
tional school anxiety or test anxiety. On the other hand, the
girls! correlation indicated a negativé relationship between
anxiety and age. Perhaps girlé might better adapt to the school
situatibn, and their anxiety in the school environment might then

decrease. Or perhaps the school situation adapts better to girls.

" The relationship between age and anxiety warrants further inves-

tigation.
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The relationship between age and creativity is less de-

finitive. -Again, the apparent divergent results between the boys

and girls could be clarified by further investigation. The nega-

tive correlations between age and creativity for the boys, when

.considered with the positive correlation between age and anxiety,

might indicate some possible effect of the educational climéte on
boys. The opposite relatioﬁship between both age and anxiety and
age and creativity for girls might again indicate a more favor-
able educational climate for girls. The relationship of age to
both variables certainly warrénts further investigation.

The -relationship between anxiety and the lie scale again
differentiates between the sex of the subjects. Girls Scored
higher on the anxiety scale and lower on the lie scale than thé‘
boys, both at statistically significant levels, The relationship

of a lie scale as a measure of defensiveness. to a self-report

anxiety scale poses an interesting area for further research.

The differences in the mean creativity scores of the boys
and girls also provide a challenging area for further study. On
the creativity measures, the boys were lower than the girls on

all measures except elaboration. This is contrary to the find-

~ings of Torrance who reported that boys were increasingly more

creative than girls through the thifd grade (Gowan et al., 1967).
Further replication of this portion of the study appears advis-
able, ’

Although an extensive discussion of factors influencing

anxiety and creativity might appear superfluous hére, it is
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indeed necessary., It is imposéible to examine the relationship
between anxiéty and creativity withbut assessing the other vari-
ableé which might affect them, and therefore, their relationship.

| Although the cdfrelations between the anxiety score and
the creativity measures were not significant, certain trends
might warrant further consideration. Since no total creativity
score is available, the composite scores.must be examined. Since
anxiety appeared to héve the greatest éffect.on the fluency and

flexibility scores, further exploration of these areas‘seems ad-

visable. Also, the directionality of the relationship warrants

further study. The negative correlations between anxiety and
creativity for the boys and the positive correlations for the

girls raise questions about task irrelevant versus task relevant

' pesponses. Perhaps a certain level of anxiety functions to. en-

hance task performance in girls while it serves to retard it in
boys. Although the correlations in this Study are too low to
provide definitive results, replication of the study does seem
warranted té determine if these trends consistently occur and to
further examine any possible relationships.,

Implications for the open classroom’sleffect on both
anxiety and creativity are difficult to assess. Both variables
are extremely complex, and relationships between them diffiecult
to examine, Few studies of the relationshipévof anxiety and
creativity have focused on the influence of the classroom envi-v

ronment on either or both variables. In short, there is a
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dearth of research involving the whole area of variables of chil-
dren's behavior and‘the classroom environment. This study indi-
cates that further exploration in-this'area is both feasible and
necessary. .Recommendatiéns for further research include repli~
cation of this study with a larger sample, with different‘age and
grade levéls9 classroom climates, organizational schemas., teacher
philosophies, and socio—econdmic le&els, among others. More re-
search is definitely necessary to evaluate the effect of the
school environment on these and other Vafiables of children's be-

havior,




'CHAPTER 7
SUMMARY AND CONCLUSTIONS-

Thié study- represented én attempt to assess the relatioh~
ship between anxiety énd cfeativity‘within the framework of an
open classroom, Anxiety was seen as a‘peréonality variable which
might affect creativity while the open classroom was seen as an
 environmental variable,

bThe Study produced féw statistically signifiéant results,
altﬁoughrcertain trends were observed., However, many questions
concerning .anxiety, creativity, .and open education were raised.
Although the following list is not exhaustive, it details many of
the questions raised: |

1. Does anxiety influence creativity in the classfoomé

2. Is the influence of anxiety upon creativity diffefent
for boys and girls?

'3, Does anxiety‘have a positive influence or a negative
one upon creativity in young children?

4, Does the effect of anxiety upon creativity vary from
situation to situation within the classroom environment? |

5. Does the age of the children influence the relation-

ship between anxiety and cfeativity?

32
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6. .Does the classrooﬁ énVifonment influence the rela-
‘tionship between anxiety and creativity?
7. What influence does the teacher variable have on the
relationship between anxiety and creativity?
8. Does the age or.sex of the children affect anxiety in
the school‘setting?
9, Does_the age or sex of the children affect the devel-
opment of créativity?
10. Does the. open classroom increase or decrease anxiety
or creativity?’
11. What is the 1nfluence of the open classroom on other
behavior Qarlables of young ch11drﬂn°

Educat10na¢ 1mpilcatwons of tne study f@cused:D“"

on the area of rurthef rﬂsearch Recommendatlons LnCLudAd thm
following: |

1. Replication of the study with a larger sample to de-
termine if similar trends are observed,

a

2. Replication of the study with different age levels,
and in hetérogeneoﬁs and homogeneous age groupings to determine
the effects of age upon anxiety and creativity and tk ir rela-
tionships.

3., Replication of the study in classrooms utilizing dif-
ferent organizational patterns, including team teaching, non-
grading, self-contained classroom, open classroom, and depart-

mentalization to assess their influence on anxiety and creativity
t

and their relationships
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In all of the suggested replications of the study, con-
sideration must be given to differences in anxiety, creativity,
and their relationshi§s that might be attributed to sex.
In conclusion, there is a paucity of research in the area

of the effect of perscnality variables and environmental varia-

v

‘bles on creativity in young children. If, as many writers:sug=-

gest, creativity is a necessary component for success in our
increasingly complex society, then further studies in this area

are not only important but imperative,




APPENDIX A

THE GENERAL ANXIETY SCALE FOR CHILDREN

Name:

1.

:
L4,%
°

8.

When you are away from home, do you worry about what might be
happening at home?

Yes No

Do you sometimes worry about whether your body is growing the
way it should?

Yes No

Are you afraid of mice or rats?
Yes No

Do you ever worry about knowing your lessons?
Yes QNo ‘

If you were to climb a laddep, would you worry about falllng
off it?

Yes No

Do you worry about whetﬁer your mother is going to get sick?
Yes No |

Do you get scared when you have to walk home alone at night?
Yes No

Do you ever worry about what other people think of you?

Yes No -

%L, preceding the number designates the items which constitute

~ the Lie Scale,
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9, Do you get a funny feéling wheh»you séeﬂblood?
Yéé. o No |
10. When your father is away from home, do youVWOrry about
whether he is going to come back?
'Yeé_ : No
11. Are you frightened by lightning and thunderstorms?
| Yes - No |

L12. Do you ever worry that you won't be able to do something you
want to do? ‘

Yes No
13, - when you go to the dentist, do you worry that he may hurt
you? -, ' o :
Yes  No

14, Are you .afraid of things like snakes?
Yes No

15, Wwhen you afe in bed at night trying to go to sleep, do you
often find that you are worrying about something.

Yes No

L16. When you were younger, were you ever scared of anything?

Yes No
17. Are you sometimes frighténed when looking down from a high
place?
Yes No

18. Do you get worried when you have to go to the doctor's office?
Yes No
19. Do some of the stories on radio or television scare you?

Yes No




120.

21.

22,
23,
24,
125,
26,
27.
28,

L29,

30.

37
Have you-ever'beeh afraid of getting hurt?
Yes - No -

When you are home alone and someone knocks on the door, do

“you -get a worried feeling?

Yes No
Do you get a scary feeling when you see a dead animal?

Yes - No

Do you think you worry more than other boys and girls?-

Yes No
Do you worry that you might get hurt in some'accidenf?
Yes No
Has anyone ever been able to scaré you?
Yes -No |
Are you afraid of.fhings like guns?
Yes - No

Without' knowing why, do you sometimes get a funny feeling in
your stomach?

Yes No
Are you afraid of being bitten or hurt by a dog?
Yes No .

Do you ever worry about something bad happening to someone
you know?

Yes No
Do you worry when you are home alone at night?

Yes No
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32.

L33,

34,

35,

L37.

38.

39,

40,

141,

38
Are-you afraid_of being too near fireworks because of'their
exploding? :
Yes . - No
Do you worry that you are going to gef sick?
Yes - No
Are you ever unhappy?

Yes No

When your mother is away from home, do you worry about

~ whether she is going to come back?

Yes No

Are you afraid to dive into the water because you might get
hurt? | '

Yes No

Do. you .get .a.funny feeling when you touch something that has

a real sharp edge?
Yes No
Do you ever worry about what is going to happen? -
Yes ‘No
Do you get scared when you héve to go info.a dark room?

Yes No

Do you dislike getting in fights because you worry about
getting hurt in them?

Yes No
Do you worry about whether your father is going to get sick?
. Yes No

Have you ever had a scary dream?

Yes No
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43.

. 4‘4.0

L45.

39

‘Are you afraid of spideré?

Yes No "

Do you sometlmes get the feellng that somethlng bad is g01ng
to happen to you?

Yes No

When you are alone in a room and you hear a strange noise,
do you get a frightened feeling?

Yes No
Do. you ever worry?

Yes No




APPENDIX B
ASSUMPTIONS ABOUT LEARNING AND KNOWLEDGE .

INSTRUCTIONS: Make a mark somewhere along each line which best
represents your own feelings about each statement.

Example: School serves the wishes and needs of adults better
than it does the wishes and needs of children.

: _ X
strongly agree no strong disagree strongly
agree feeling disagree

I. Assumptions About Children's Learning

Motivation

>Assumption 1: Children are innately curious and will explore

their environment without adult intervention.

strongly agree no strong disagree strongly
agree feeling ‘ disagree

Assumption 2: Exploratory behavior is self-perpetuating.

strongly . agree no'strong disagree strongly
agree feeling disagree

Conditions for Learning

Assumption 3: The child will display natufal exploratory behavior
if he is not threatened, '

strongly agree . no strong - disagree’ strongly
agree feeling disagree

40
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-Assumption 4:  Confidence in self ‘is highly related to capacity

for learning and for making important choices affectlnd onefs
learning.

strongly . ‘agree no strong. -disagree strongly
agree © feeling - A , disagree

Assumption 5: Active exploration in a rich environment, offer-
ing a wide array of manipulative materials, will facilitate

. children's learning.

strongly agree no strong - disagree strongly
agree . feeling ‘ disagree

Assumption 6: Play is not dlstlngulshed from work as the pre-
dominant modes of learning in early childhood.

strongly - agree | no strong disagree strongly
agree ' - feeling disagree

Assumption 7: Children have both the competence. and the right

to make significant decisions concerning their own learning.

strongly agree no strong | disagree strongly
‘agree feeling disagree

Assumption 8: Children will be likely to learn if they are given
considerable choice in the selection of the materials they wish
to work with and in the choice of questions they wish to pursue
with respect to those materials.

strongly agree ~no strong disagree strongly
agree ' feeling : disagree

Assumption 9: Given the opportunity, children will choose to en-
gage in activities which will be of high interest to them.

.strongly agree no strong disagree strongly
agree o feeling ‘ - disagree

Assumption 10: If a child is fully involved in and is hav1ng fun -
with an activity, learning is taking place.

strongly agree no strong disagree strongly
agree - feeling disagree
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Social Learning B

Assumption 11: When two or more children are interested in ex-
ploring the same problem or the same materials, they will often - .
choose to collaborate in some way.

strongly - = agree 'no strong -  disagree = strongly
agree v feeling disagree

Assumption 12: When a child learns something which is important
to him, ‘he will wish to share it with others.

strongly agree no strong disagree strbngly
agree feeling disagree

Intellectual Development

Assumption 13: Concept formation proceeds very slowly.

strongly agree no.strong . disagree strongly -
agree feeling disagree

Assumption 14: Children learn and develop intellectually not
only at’ their own rate but in their own style,

strongly agree no strong disagree strongly
agree feeling - disagree

Assumption 15: Children pass through similar stages of intellec-
tual development, each in his own way and at his own rate and in
his own time. ' '

strongly agree no strong disagree strongly
- agree feeling disagree

Assumption '16: Intellectual growth and development take place
through a sequence of concrete experiences followed by abstrac-
tions.

strongly agree no strong disagree strongly
agree feeling disagree
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Assumption 17: Verbal abstractions should follow direct experi-
“ence with objects and ideas, not precede them or substitute for
them, ' '

strongly agree . no strong disagree - strongly

agree: feeling disagree
Evaluation

' Aésumption 18: The preferred source of Verification for a child’®s
solution to a problem comes through the materials he is working
with.

strongly - = agree no strong disagree strongly
agree feeling : disagree

Assumption 19: Errors are necessarily a part of the learning
process; they are to be expected and even desired, for they con-
tain information essential for further learning.

strongly agree no strong ;wdisagree ‘ strongly
agree - feeling - ' disagree

Assumption 20: Those qualities of a person's learning which can
be carefully measured are not necessarily the most important.

strongly agree no strong disagree strongly
agree . feeling disagree

Assumption 21: Objective meésures{of performance may have a
negative effect upon learning.

strongly agree no strong disagree - strongly
agree feeling - disagree

Assumption 22: Léarning is best assessed intuitively, by direct
observation. -

strongly agree - no strong disagree strongly
agree feeling disagree
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Assumption 23: The best way of evaluating the effect of the
school experience on the Chlld is to observe him over a long
period of time.

strongly agree ' no’ strong disagree . ‘strongly
agree ' - feeling. disagree

Assumption 24: The best‘measure of a child's work is his work.

strongly agree no strong disagree strongly
agree _ feeling . A disagree

IT. Assumptions About Knowledge

Assumption 25: The quality of being is more important than the
quality of knowing; knowledge is a means of education, not its
end.. The final test of an education is what a man is, not what
he knows .

strongly ' agree no strong - disagree strongly
agree ‘ ' feeling disagree

Assumption 26: Knowledge is a function of one's personal inte-
gration of experience and therefore does not fall into neatly
separate categories of "disciplines."

>strongly agree no strong disagree strongly
agree feeling disagree
Assumption 27: The structure of knowledge is personal and idio-

syncratic it is a function of the synthesis of each 1nd1v1dual’
experlence with the world.

strongly agree no strong disagrée strongly
agree feeling o disagree

Assumption 28: Little or no knowledge exists which is essentlal
for everyone to acquire,

strongly agree no strong disagree strongly
agree : A feeling - ~disagree
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Assumption 29: It is possible, even likely, that an individual
may learn and possess knowledge .of a phenomenon and yet be unable
to display it publicly. KXnowledge resides with the knower, not
in its public expression. :

-strongly agree no strong disagree strongly
agree ' - feeling disagree
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