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CHAPTER I

INTRODUCTION

Purpose of the Study

The purpose of this study was to attempt to determine whether
elaborative thinking is done better by children working in groups or
by children working individually. The study is concerned with the
following problems:

1. To determine the number of ideas produced by individuals on

selected elaborative thinking exercises

2. To determine the number of ideas produced by groups on

selected elaborative thinking exercises

3. To determine whether groups or individuals, using the same

stimuli, produce larger numbers of ideas in elaborative

thinking.

Definition of Terms

Several definitions of elaborative thinking are given in Chapter
I1 of this thesis. For the purpose of this study, it will be defined as

. that type of mental activity which requires the reader
to go beyond the ideas on the printed page and, by a spontan-
eous flow of his own thoughts and ideas, give many solutions
to a problem related to the selection read.l

1Joan Derby, et al., "The Development of Thirty Self-Administering
and Self-Scoring Elaborative Thinking Exercises" (unpublished Master's
thesis, Boston University, School of Education, 1961), p. 2.
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Team learning, as spoken of in this study, will pertain to sit-
uations where groups of two or more children are working cooperatively

for the betterment of the group.

Scope of the Study

One hundred and twenty-five sixth grade children in a community

suburban to Boston took part in the experiment.



CHAPTER II
REVIEW OF RESEARCH .

"It is unfortunate that we are still largely in the dark ages
in relation to a better understanding of mental processes."l Compara-
tively speaking, little is known about the thinking process. It is
difficult, then, to come to a strict definition of thinking.

Warren defines thinking as "A determined course of ideas, sym-
bolic in character, initiated by a problem or task and leading to a
conclusion."2 Russell says, 'The whole act of thinking is character-
ized by organization and integration of the various parts."3 Cleo
Chrisof lists the various definitions of the thought process as an
association of ideas, subvocal behavior, mental trial-and-error, and
controlled association.4 Dewey speaks in terms of the '"stream of con-
sciousness' in thinking., He says:

There is no single and uniform power of thought, but a

multitude of different ways in which specific things--things
observed, remembered, heard of, read about--evoke suggestions

lDonald D. Durrell, Improving Reading Instructiom (New York:
Harcourt Brace and World, Inc., 1956), p. 301.

2Howard Crosby Warren (ed.), Dictionary of Psychology (Boston:
Houghton Mifflin Co., 1934), p. 279.

3pavid H. Russell, Children's Thinking (Boston: Ginn and Co.,
1956), p. 8.

4Cleo Chrisof, '"The Formulation and Elaboration of Thought
Problems," American Journal of Psychology (April, 1939), 52:161-185.
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or ideas that are pertinent to a problem or question that
carry the mind forward to a justifiable comclusion.l

Durrell and Chambers state, "There is no single definition of

thinking satisfactory for research for thinking purposes. Thinking
2

seems to embrace many types of mental tasks. . M

Several attempts have been made to define elaborative thinking.
Durrell, writing about the factors that aid comprehension and interpre-
tation in reading, says:

There are many significant higher mental processes to be
considered in a reading program. . . . One of the more impor-
tant ones is elaborative thinking which consists of such abil-
ities as making comparisons or applications, seeing relation-
ships between reading and other experiences, asking questions,
adding illustrative incidents, discovering topics for further
study, suggesting classroom or personal activities related to
reading, or other evidences of pertinent associations with the
material read.3

Summing up her research on the subject of elaborative thinking,
Baumann says:

. . . 1t is an ability which necessitates the use of pre-
vious experience to some present problem or situation. . .
Two aspects of the ability which have received the greatest
amount of attention are the suggesting of pertinent questions
and activities stimulated by reading in content areas.%

lyohn Dewey, How We Think (Boston: D. C. Heath and Co., 1933),

pP. 55.

ZDonald D. Durrell and J. Richard Chambers, "Research in Think-
ing Abilities Related to Reading," The Reading Teacher (December, 1958),
12:89.

3Donald D. Durrell, "Development of Comprehension and Interpre-
tation,'" Reading in the Elementary School, Forty-eighth Yearbook of the
National Society for the Study of Education (Chicago: University of
Chicago Press, 1949), p. 202.

4Mayvis L., Baumann and others, '"Differing Instructional Needs
for Children of Similar Reading Achievement in Grades Two, Four, and
Six'" (unpublished Master's thesis, Boston University, School of Educa-
tion, 1960), p. 22,



Chambers concludes that elaborative thinking is "an ability which
necessitates the use of previaus experience and the application of this
experience to some present problem or situation."l

Hayes says, '"Elaborative thinking while reading will consist of
that type of thinking which goes beyond the assimilation of facts or
the literal interpretation of the author's ideas."2

Parker includes ",

. an abundance of appropriately related
ideas fluently expressed" in her definition of elaborative thinking.3
Aymes, writing about elaborative thinking in connection with
composition, defines it as "an abundance of ideas, fluent expression,
a variety of appropriate and related thoughts expressed in colorful and
detailed ideas and clearness of expression."4
Durrell writes, "Elaborative thinking, in which the pupil associ-

ates new material with other ideas and experiences, provides the sig-

5
nificance and usefulness of facts learned."

ljohn Richard Chambers, 'The Relationships Among Measurable
Mental Tasks Related to Reading" (unpublished Doctoral dissertation,
Boston University, School of Education, 1956), p. 21.

2Mary Theresa Hayes, '"The Construction of Equivalent Forms of a
Test on One Aspect of Elaborative Thinking in Grades Six, Seven, and
Eight'" (unpublished Master's thesis, Boston University, School of Edu-
cation, 1951), p. 1.

3Katherine Parker and others, "The Construction and Evaluation
"of Five Patterned Series of Lessons for Teaching Five Specific Writing
Skills'" (unpublished Master's thesis, Boston University, School of
Education, 1959), p. 94.

4Alan Aymes and others, "An Evaluation of Sixth Grade Compositions
to Determine Growth in Originality, Elaborative Thinking, and Vocabulary"
(unpublished Master's thesis, Boston University, School of Education,
1960), p. 19.

5Durrell, op. cit., p. 33.



Nunes lists the nine suggestions for teaching elaborative think-
ing, given originally by Durrell. These are:

. Finding topics or questions not covered by the story

. Finding things to do about materials read

Thinking of people (resource persons) who have an inter-

est in the story being read

Reading for similar experience

. Finding illustrations of the author's meaning

. Producing different endings to the story

. Noting similarities and contrasts between stories and
situations studied

8. Drawing inferences and generalizations from reading

9. Noting relations between past and present.l

W N =
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Derby (whose definition was quoted in Chapter 1) defines elab-
orative thinking as ", . . that type of mental activity which requires
the reader to go beyond the ideas on the printed page, and by a spon-
taneous flow of ideas, give many solutions to a problem related to the
selection read."

Jenkins includes in her definition the associations of ques-
tions and the associations of activities.

Durrell states, "Elaborative thinking in relation to reading en-
courages the child to tie his reading experience, his memories, his ob-

4
servations, his actions, his purposes and plans."

lDurrell, op. cit., as cited in Agnes Isabel Nunes and others,
"A Comparison of Recall Using Factual Study Guides Versus Elaborative
Thinking Study Guides in Grade Four" (unpublished Master's thesis,
Boston University, School of Education, 1959), p. 10.

2Derby, op. cit., p. 2.

3Ethel Mae Jenkins, "An Evaluation of Directed Teaching and
Associational Reading in Social Studies with Sixth Grade Children"
(unpublished Doctoral dissertation, Boston University, School of Edu-
cation, 1953).

4Durrell, op. cit., p. 302.



Durrell and Chambers write:

Probably the most important (of thinking abilities) to the
use of reading is elaborative thinking in its various forms:
relating the content of reading to previous knowledge, illus-
trations and applications, opportunities for use, relation-

ships to other fields, and various associations which integrate
reading into knowledge or action.l

Chrisof says:

Within the elaborative stage [of the thought process] are
distinguishable three important phases, i.e., (i) the accumu-
lation of material, (ii) validation and selection, and (iii)
fusion and synthesis of selected products.

Looking back at the elaborative stage at large, we may say
that the single word which seems best to express the entire
procedure is 'manipulation.'2

The skill of elaborative thinking can and should be taught in

the classroom. Judd traces the development in education from a demand
of rote memorization in the traditiomal system to a cultivation of the
3 .
higher mental processes in modern education. Durrell and Chambers
5
and Wrightstone also trace the development from "across the board"
presentation of facts to the teaching of the skills of thinking.

Durrell writes, "At present, although there are many questions

in study guides which call for elaborative thinking, the ability is

lpurrell and Chambers, op. cit., p. 91.
2Chrisof, op. cit., pp. 174-178.

3Charles Hubbard Judd, Education as Cultivation of the Higher
Mental Processes (New York: The Macmillan Company, 1936).

4Dpurrell and Chambers, op. cit.

53, Wayne Wrightstone, Appraisal of Newer Elementary School
Practices (New York: Bureau of Publications, Teachers College, Columbia
University, 1938).




usually taught incidentally, if at all."1
Baumann says, "Scientific evidence has revealed that the skill
of elaborative thinking can be successfully developed by use of directed
teaching techniques."2
Brownrigg states, ""Elaborative thinking should be stimulated so
that thoughts that may arise in his [the child's] imagination can be
captured."3
In stating the purpose of his study, Chambers wrote the follow-
ing:
For decades, educators and laymen have stressed the im-
portance of a method of education which encourages and pro-
vides for the stimulation and knowledge of ways to develop
these skills: i.e,, the skills of thinking creatively and
independently.4
Harriman wrote, "Educators now tend to regard the thought proc-
esses as part of the total behavior of the individual. . . . It it an
improvable‘function."5

According to Derby, "Elaborative thinking is an essential qual-

ity of the person with an active mind, and should be developed in the

lDurrell, ""Development of Comprehension and Interpretation,
op. cit., p. 202,

2Baumann, op. cit., p. 22,

3Helen Rita Brownrigg, "An Evaluation of Exercises in Written
Composition Planning" (unpublished Master's thesis, Boston University,
School of Education, 1950), p. 2.

4Chambers, op., cit., p. 1.
5Philip L. Harriman, "Reflective Thinking and Problem Solving,"

in Elementary Educational Psychology, ed. Charles E. Skinner (New York:
Prentice~Hall, Inc., 1950), p. 314.




child as early as possible."1 Delaney said further on the subject,
"Elaborative thinking has long been recdgnized as one of the objectives
of educational instruction."2 Durrell ascertains, "Elaborative think-
ing responds well to specific teaéhing."3 Aymes states, "The teacher
plays a major role in guiding the student to develop elaborative think-
ing.”4

The United States President's Commission Report on Higher Educa-
tion urges teachers to develop the skills of thinking. The report
states, "The ability to think and reason, within the limits set by one's
mental capacity, should be the distinguishing mark of an educated per-
son."5 Wrightstone, speaking in terms of critical thinking rather than
elaborative thinking, says, "In a democracy, the school as an agency
for social education has a special obligation to cultivate in children
the attitudes and methods of thinking."6 Rothenbush writes, "The school

is the one institution whose chief concern is to teach people how to

7
think."  Russell wrote, "Some writers on education oversimplify the

1Derby, op. cit., p. 5.

2Margaret D. Delaney, "A Series of Exercises in Elaborative Think-
ing in Composition Planning' (unpublished Service Paper, Boston Univer-
sity, School of Education, 1950), p. 4.

3Durrell, Improving Reading Imstruction, p. 302.

4pymes, op. cit., p. 22.

5The United States President's Commission Report on Higher Edu-
cation, Higher Education for American Democracy (New York: Harper and
Brothers, 1947), Vol. IV, p. 57.

6Wrightstone, op. cit., p. 190.

/Vyerona F. Rothenbush, "A Plan for Teaching Pupils How to Think,"
Clearing House (February, 1943), 17:331.
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task but make a good point when they say it is the work of the school
1
to teach the child not what to thimk but how to think."
Anderson says, "As a rule the best way to achieve an objective
2
is to provide instructiom to that end., This rule applies to thinking."
According to Judd:
Education has not completed its task until it has given
the learner not only the devices which can be effectively
used in systematic thinking, but also guidance in the use
of these devices and in their application to a great variety
of situations.3
Jenkins wrote, "It is generally agreed among educators that one
of the most important aims of education is the development of the powers
of thought."4 Kingsley and Garry said, "A good teacher will provide
5
opportunity for children to learn by thinking out problems."  They also
hold that '"the ability to think . . . is improved through functions
6
other than thinking itself."  Nunes concludes from her research, .

ability in thinking and recall can be increased through carefully planned

programs.'

1Russell, op. cit., p. 3.

2Howard R. Anderson (ed.), Teaching Critical Thinking in the
Social Studies (Washington, D. C.: The National Council for the Social
Studies, 1942), p. 41. ‘

37udd, op. cit., p. 170.

4Jankins, op. cit., p. 1.

SHoward L. Kingsley and Ralph Garry, The Nature and Conditions
of Learning (Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1957),
p. 428.

1bid., p. 423.

7Nunes, op. cit., p. 12.



11

The skills of thinking should be taught in connection with read-
ing. Durrell and Chambers state:

Apparently, thinking abilities rest upon specific instruc-
tion, incidental instruction, or fortunate environment or
heredity, . . . It will probably be found that well-designed
exercises in elaborative thinking in reading will produce
higher permanent retention and greater availability of knowl-
edge to new situatiomns.l

Gans related the thought process to reading comprehension.
"Where there is comprehension there must be thinking--to comprehend
without thinking is an impossibility."2

Hahh wrote:

A pupil must not only be able to read, but to read
creatively in order to do good school work and also to
meet life situations which depend upon the ability to
perform these reading skills. Then, too, enrichment of
life is enhanced by elaborative thinking.3

Hayes concluded from her research:

One of the paramount functions of the school is the con-
scious formulation of the techniques of thinking.

Elaborative thinking while reading involves additional
mental activity on the part of the reader simultaneously
with the assimilation of ideas on the printed page. These
abilities need specific teaching if the child is to inte-
grate his reading with his total experiences. It is the
task of the teacher to arrange situations which stimulate
and provide opportunities for elaborative thinking.4

lpurrell and Chambers, op. cit., pp. 90-91.

2Roma Gans, A Study of Critical Reading Comprehension in the In-
termediate Grades (New York: Bureau of Publications, leachers College,
Columbia University, 1940), p. 9.

3Elizabeth M. Hahn, "Exercises for the Development of Elaborative
Thinking in Grade Five" (unpublished Service Paper, Boston University,
School of Education, 1950), pp. 1-2.

4Hayes, op._cit., p. 6.



12

She further writes:

Encouraging children to ask questions about what they have
read and to suggest topics for study related to reading should
stimulate a desire for an exploratory type of learning experi-
ence which will yield satisfaction in out-of-school hours.l

Stauffeur says, ". . . children can be taught to read and think

. and the decision seems to rest largely in the hands of their
teachers."2 Betts, speaking of the reading situation, claims: ".
our pupils need help on how to think."3 He further claims, 'Contrary
to popular opinion, children can be taught how to think."4 Webb asserts
that 'children of elementary schoolAage are often capable of working
with abstract principles,"5 and should be taught to do so. Dewey, too,
shows the need to train childreﬁ to think,

A great deal has been written about associative thinking, which
is akin to elaborative thinking. Durrell speaks of associative think-
ing in relation to reading when he says:

Associational reading is concerned with uses, applications,

comparisons, criticisms and other ideas brought to reading by

the child. Such reading is in contrast to the type in which
the child merely attempts to understand the given material

lHayes, op. cit., p. 9.

2Rugsell G. Stauffeur, "A Directed Reading-Thinking Plan,"
Education (May, 1959), 79:529,

3Enmett A. Betts, "Reading Is Thinking,'" The Reading Teacher
(December, 1961), 15:179.

41bid., p. 183.

5Ruth K. Webb, "All Children Think and Plan," Childhood Educa-
tion (March, 1947), 23:321.

®pewey, op. cit., pp. 22-23.
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rather than to add to his own thoughts and interpretatiomns.
Many types of assoclational skills may be measured infor-
mally, Asgk the children to list all the topics for special
study which they can think of while reading an informational
section. . . . On any of these associational tests, a record
should be kept of theé number of acceptable associatioms.l
Russell defines associative thinking as follows: "It is a proc-
ess relying considerably upon memory, influenced by the total setting
2
and dominant interests of the child."  His definition also includes
", . . those conditioned responses which are not fully automatic, the
succession of ideas in a ‘'train of thought.'”3 Dimnet has the same
idea when he writes, ". . . the flux of our brain carries along images
. and this process never stops."4 Russell points out further, "A
sequential pattern . . . relates to the use or application of what has
been learned. . . . Association may be regarded as a theory of think-
ing as distinct from a theory of 1earning."5 He says also, ""The Ge-
stalt school . . . has emphasized productive thinking rather than re-
productive thinking.”6

Webb says, "Thinking and reasoning are based on past experience

7 .
and prior knowledge'" which must be used in associative thinking.

1ponald D. Durrell, Improvement of Basic Reading Abilities
(Yonkers-on-Hudson, N. Y.: World Book Co., 1940), p. 33.

zRussell, op, cit., p. 1l.

31bid., p. 222.

4Ernest Dimnet, The Art of Thinking (New York: Simon and Schuster,
1928)’ po 8.

5Russell, op. cit., p. 211.
6Ibid., p. 208.

Twebb, op. cit., p. 315,
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Kingsley and Garry explain the '"stimulus-response' psychology in associ-
ational thinking,1 and Durrell writes in this regard:

It is also considered evidence of good thinking if while
reading or listening, a person demonstrates any of the fol-
lowing associational abilities: finds examples and applica-
tions of the point being considered; suggests plans or activ-
ities allied to the topic; suggests additional pertinent
topics for study or consideration; shows relationships to
other fields; creates or invents new combinations of ideas.2

Gray says:

To be of most value to the individual, the information
acquired must be utilized in the solution of problems.
Furthermore, it should be associated with previous experi-
ence and reorganized into useful patterns of thought and
action.3

Durrell and Chambers say:

Probably we find that certain types of thinking, such as
elaborative or associational thinking, have a high transfer
value, that the techniques of stimulating a 'flow of ideas'
in one subject transfer to other subjects with little effort.4

Jenkins concluded from her study that ''special practice in as-

5
sociational reading appears to be effective' in teaching social studies,

Elaborative and associative thinking have been considered part

of creative writing by some authors, for example, Guilford6 and Lenski.

1Kingsley and Garry, op. cit.

2Donald D. Durrell, ''Language and Higher Mental Processes,'
Review of Educational Regearch (April, 1943), 13:11.

3William S. Gray, Recent Trends in Reading, Proceedings of the
Conference on Reading, Vol. I (Chicago: University of Chicago Press,
1939), p. 5.

4Durrell and Chambers, op. cit., p. 90.
5Jenkins, op. cit., p. 107.

67, P. Guilford, "Traits of Creativity," Creativity and Its Cul-
tivation, ed. Harold H. Anderson (New York: Harper and Brothers, 1959).
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The latter writes, "It should be remembered that creation is a flowing
of ideas. Given a stimulus, ideas come pouring from the mind.
Emphasis should always be placed on the stimulation of ideas."1

The ability to acquire the skills of elaborative thinking does
not depend on a high intelligence quotient. Dimnet states in the in-
troduction to his book, "Anyone who does it [i.e., think] need not be
a genius."2 Durrell and Chambers contend that "the ability to think
appears to rest upon training rather than upon intelligence.”3

Baumann states, '"Further conclusions based on experimental studies
have disclosed that intelligence has no significant effect on the abil-
ity of children to make use of this skill,"4 that is, the skill of elab-
orative thinking. Chambers concluded, "Elaborative thinking evidences
less relationship to intelligence than do critical or organizational
thinking."5

Gannon ascertained that "children with high mental ability do
not necessarily have high associational reading ability."6 Jenkins

points out the low correlation between elaborative thinking and intel-

1igence.7 Johnson says, "No significant relationship was shown between

l10is Lenski, "Helping Children to Create,'" Childhood Education
{(November, 1959), 26:101,.

2

Dimmet, op, cit., p. xi.

3purrell and Chambers, op., cit., p. 90.

4Baumann, op. cit., pp. 22-23. 5Chambers, op. cit., p. 103.
6Eleanor Mary Gannon, "The Construction of a Test to Measure the

Associational Reading Ability in the Intermediate Grades' (unpublished
Master's thesis, Boston University, School of Education, 1947), p. 36.

7Jenkins, op. cit.
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1
the initial test responses and intelligence quotients."

Marden's study showed:

(1) the correlation between intelligence quotients and the
ability to suggest activities was positive but low . . .
the ability depends more upon specific training than
upon mental ability. .

(2) the correlation between intelligence quotients and the

ability to suggest questions for further research was
low.

However, Ferris found that when dealing with creative writing,
the higher intelligence quotient group in her study was favorable to
the low intelligence quotient group on the basis of the number of ideas

3
in composition at all grade levels.” Also, Durrell thinks, "It [elabora-
tive thinking] is not highly correlated with intelligence, the correla-
-tions usually running below .40. Many pupils who are not especially
good readers appear to acquire elaborative thinking quite easily."

It may further be concluded from research that one's sex has no
relationship to one's ability to do elaborative thinking. Gannon con-

cluded,

There is no significant sex difference in the total
associational process considered, nor in the ability to

lWillemae Johnson, "An Evaluation of Exercises in the Social
Studies Used in the Development of Elaborative Thinking" (unpublished
Master's thesis, Boston University, School of Education, 1950), p. 55.

2Avis G. Marden, 'Associational Reading Abilities of the Seventh

Grader" (unpublished Master's thesis, Boston University, School of Edu-
cation, 1941), p. 216.

3Mary M. Ferris and others, '"The Construction and Evaluation of
Four Series of Lessons to Stimulate the Flow of Ideas in the Creative
Writing of Fourth, Fifth, and Sixth Grade Pupils" (unpublished Master's
thesis, Boston University, School of Education, 1953).

4Durrell, Improving Reading Imstruction, p. 302.
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find topic¢cs for further study, but the boys are more adept
at finding further activities than are the girls.l

Jenkins found, "There are no significant sex differences in as-

2 Marden showed that "There were no sig-

sociational reading abilities."
nificant sex differences in the ability to suggest activities related
to reading mor in the ability to raise questions for further research
related to reading."

Chambers found that "Elaborative thinking bears less relation-
ship to reading ability than do the other higher mental processes,”4
and Baumann found that "The ability to do elaborative thinking is not
related to reading achievement or listening comprehension."5

Several studies have been conducted in connection with elab-
orative thinking and its associated skills. ‘Baumann tested two hundred
children in grades two, four, and six to determine the various reading
needs of the children. She included elaborative thinking as a study
skill in reading.6

Ferris worked with 285 children on the fourth, fifth, and sixth
grade levels. She drew up a series of exercises to stimulate the flow
of ideas in creative writing.7

Derby comstructed a series of self-directing, self-scoring ex-

ercises which would develop skill in elaborative thinking to ascertain

1Gannon, op, cit., p. 36, 2Jenkins, op. cit., p. 108.
3Marden, op. cit., p. 216, 4Chambers, op. cit., p. 104,
SBaumann, op. cit., p. 180, 6Ibid.

7Ferris, op. cit.
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if there would be any improvement in this skill in the pupils taking
part in elaborative thinking exercises. She found her exercises to be

effective on the fourth grade level. The 398 children in her experi-

ment worked in groups of three.
Jenkins constructed exercises:

(1) to measure the extent to which children in the sixth
grade practice associational thinking while reading
social studies material, and

(2) to evaluate the effects of a planned program to develop
associatfdnal reading ability with sixth grade children.2

Another experiment in the social studies field was that of
Helseth, who conducted an investigation on the seventh and eighth grade
levels to discover how much children could be taught to improve their
ability to ask pertinent questions on lessons learned in United States
history. She concluded:

This investigation establishes certain definite possibil-

ities in the development of skill in thinking more effectively
by children studying United States history when they are en-
couraged to ask and answer their own questions. .

In the fall the pupils had no questions except when the
teacher demanded questions from them. . . . By the spring the
children were demanding consideration of questions which had
arisen in their own minds.3

Johnson constructed a series of eighteen lessons and tests '"to
.evaluate the effectiveness of specific fifth grade social studies les-

4
sons in developing skills in three areas of elaborative thinking."

The three areas were (1) asking questions concerning selections read;

1Derby, op. cit, 2Jenkins, op. cit., p. xi,

3IngaOlga Helseth, Children's Thinking (New York: Bureau of Pub-
lications, Teachers College, Columbia University, 1926), p. 74.

4Johnson, 62. cit., p. 53.
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(2) developing ability in finding topics related to material read; and
(3).developing ability in suggesting activities to be carried out after
reading a specific tépic.

Brownrigg developed and evaluated a series of exercises in com-
position planning. She used thought-provoking questions to help the
children develop a pattern of thinking.1 Chambers investigated the re-
lationships among selected measurable mental processes, including elab-
orative thinking related to reading. He concluded, "The skill of elab-
orative thinking bears the least relationship to the other mental proc-
esses."2

Conley drew up exercises to provide opportunities to stimulate
the flow of ideas in the pupil.3 Delaney constructed sixty exercises
intended to te#ch elaborative thinking in composition planning at.the
eighth grade level. Her purpose was '". . . to consider the implication
of elaborative and associative thinking in improving the content in
written composition."4

Gannon developed a test to measure the number of pertinent as-
sociations made while reéding. Her test, administered to 155 pupils
in grades four, five, and six, was to determine the abilities of the
children to find topics for further investigation and the abilities to

5
find activities that might be carried out.

1Brownrigg, op. cit. 2Chambers, op. cit., p. 102.
3Richard Conley and others, 'Seven Exercises Planned to Stimu-

late the Flow of Ideas in Creative Composition'" (unpublished Master's
thesis, Boston University, School of Education, 1955).

4Delaney, op. cit., p. 6. 5Gannon, op. cit.
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Hahn drew up exercises to develop and improve elaborative think-
ing by (1) raising related questions, and (2) formulating related activ-
ities. She also drew up a practicable program for teachers to teach

these skills of elaborative thinking.1

Hayes constructed a test con-
sisting of twelve exercises to measure the ability of children in
grades six, seven, and eight to suggest pertinent questions, topics for
study, or possible activities related to selections read.

Marden's study was designed '"to measure the extent to which the
'average' seventh grader practices spontaneous associational thinking
while reading in the social studies field."3 She found that "pupils
are able to improve their ability to suggest activity related to read-
ing."4

The purpose of Nunes' study was 'to determine which type of study
guide, factual or elaborative, is the better aid to recall."5 The re-
sult of thé study, conducted with 225 children over a periéd of four
weeks, with a recall test two weeks after the lessons were completed,
was that children using factual study guides did better than those using
elaborative study guides immediately after the tasks were completed.
After a delay of two weeks, the difference in the amount of recall still
favored the factual study guide, but to a significantly lesser degree.

This led Nunes to conclude, "This may indicate that after an even longer

period, the difference will be even less. 1If so, elaborative questions

1 2

Hahn, op. cit. Hayes, op. cit.

3Marden, op. cit., p. 1. 4Ibid., p. 216.

5Nunes, op, cit., p. 1.
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are as good an aid to recall as factual questions."

Aymes2 analyzed the compositions written by the children in the
Callahan3 study to find out whether there had been simultaneous gains
in originality, elaborative thinking, and vocabulary in composition
writing ability.

The conclusions of many of the above experiments and studies
are included throughout this chapter,

Durrell suggests informal observation as well as formal testing
as a means for measuring ability in elaborative thinking. He writes,
"Ability in elaborative thinking may be informally observed by the
teacher in regular classroom discussions which call for interpretation,
generalization, inference, or other types of reaction to the materials
read."

"Thinking,'" says Russell, "is a process rather than a fixed state.
It involves a sequence of ideas moving from some beginning, through some
sort of pattern of relationships, to some goal or conclusion."5 Hartung
sets this goal as 'the ability to think reflectively in a wide variety

6
of appropriate situations."

1Nunes, op, cit.,, p. 66, 2Aymes, op._cit.

3Frederic L. Callahan, "Construction and Evaluation of a Series
of Exercises to Develop Organizatiomal Ability in Children's Writing"
(unpublished Doctoral dissertation, Boston University, School of Educa-
tion, 1956).

4Durre11, Improving Reading Instruction, p. 121,

5Russell, op. cit., p. 27.

6Maurice L. Hartung, ''Teaching Reflective Thinking in High
School," The High School Journal (April, 1958), 41:320.
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Kingsley and Garry appropriately sum up the subject of thinking
and its need to be taught in the classroom. They write:

Knowledge is essential to good thinking. By supplying
information and fixed associations, we provide the child with
equipment for dealing with problematic situations. But the
child needs to be taught how to use this equipment. . . . To
promote the development of the ability to think out the solu-
tions of problems, instruction must provide first, information
and memory materials, and second, training in the procedures
for using effectively the factual materials so that the pupils
will be able to solve their own problems and arrive at conclu~
sions of their own.l

Research in the field of team learning defines groups as con-
sisting of two or more individuals working together toward a common
goal. Strang believes that a group builds up integrity and personal-
ity, and strengthens the individual's awareness of being a member
interacting with others for positive purposes. She asserts that ",
group work is planned, shared experiences which foster desirable changes

2
in individuals as a whole."

The importance of group work in the inculcating of values found
in a democratic state is emphasized by Burr, Harding, and Jacobs, who
believe that modern schools are responsible for teaching children to
assume shared responsibilities and to carry on cooperative activities,

both of which contribute to the greatest development of the individual

: 3
personality and to the common group life. They assert that group-

lKingsley and Garry, op. cit., p. 429,

ZRuth Strang, Group Work in Education (New York: Harper and
Brothers, 1958), p. 5.

3James B. Burr, Lawry W. Harding, and Leland B. Jacobs, Student
Teaching in the Elementary School (New York: Appleton-Century-Crofts,
Inc., 1950).
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work children not only get work donme,
. they also learn the meaning of shared roles of leader-
ship, the responsibility inherent in freedom, the necessity of
.ecritical thinking in the solution of problems, and the need for
the continuous evaluation of the products of group action.l
The importance of democratic values is further advocated by
Swenson, who believes that it is encouraging to note that a definite
trend away from reading skill as the primary objective of first grade
work has been observed in favor of stress upon learning to live and
work with other people.2
Certain abilities and social qualities were found to exist in
group work. Brueckner and Grossnickle believe that the experience of
working together with others in the study and solution of problems and
of accepting responsibility for assignments by the group contribute to
the development of social attributes and abilities which are funda-
mental to life in a democracy.
Group rapport is very important in the classroom. Gray asserts
that teachers should attempt to instill incentives in learning, rather

than adhere to traditional methods of teaching. Not only '". . . oppor-

tunity for demonstration should be had, but methods for small voluntary

lBurr, Harding, and Jacobs, op. cit., p. 253.

2Esther J. Swenson, 'Applications of Learning Principles to the
Improvement of Teaching in the Early Elementary Grades," Learning and
Instruction, The Forty-ninth Yearbook of the National Society for the
Study of Education, Part 1 (Chicago: University of Chicago Press, 1950).

3Leo J. Brueckner and Foster E. Grossnickle, How to Make Arith-
metic Meaningful (Philadelphia: J. C. Winstom Co., 1947).
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groups to work together should be the goal of every teacher."1 Thelen
cites increased participation and opportunity to know one another as
being importanf factors found in group work.

The importance of the child working with a group is stressed by
Gray, who believes that experience shows definitely that pupil develop-
ment cannot always be achieved most effectively as the child works
alone, and "Of great importance is the stimulus and added insight which
results when he works cooperatively with others in achieving common
goals."3

The importance of individual achievement when participating in
group work was stressed by Klugman, who found that when children worked
in groups, ". . . they earned reliably higher scores than when they
worked independently."4

Effective ways of coping with individual differences are funda-
mentally the responsibility of the teacher. Some educators imply that
group learning offers a sound solution to the problem. Durrell states:

Team study seems to offer many advantéges to learning,

especilally in view of the wide differences in ability among
pupils in a classroom. It permits adjustments to team dif-

10. Delmar Gray, '"Incentive for Learning,'" Claremont College
Reading Conference, Twenty-first Yearbook (Claremont, California:
Claremont College Curriculum Laboratory, 1956), p. 189.

2H. A, Thelen, "Experimental Methods in Classroom Leadership,"
Elementary School Journal (October, 1952), 53:82.

3william S. Gray (comp. and ed.), Classroom Techniques in Improv-
ing Reading (Chicago: The University Press, 1949), p. 23,

4Samuel F. Klugman, "'Cooperative vs. Individual Sufficiency in
Problem Solving," Journal of Educational Psychology (February, 1944),
35:91.
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ferences in level and learning rates; rapid learners may ad-
vance faster or use more difficult material; slow learners may
use easier material or more detailed study guides and progress
at a suitable pace.l

McHugh conducted a study in a suburban community of Boston in
the years 1957-59. 1In his study, McHugh ascertained that the 'motiva-
tional factor'" of the child was an important aspect of the study. He
found that

. the motivational factor of not having to wait for
others to finish before movdng on to more difficult tasks
stimulated children, and they advanced more rapidly than
either teacher or supervisors had anticipated.2
Thus, the individual differences of all children are readily taken
care of.

The fact that interest is heightened, comprehension increased,
and enjoyment attained are believed to be attributes observed in paired
teaching. Most children love to work in pairs, Durrell says, and al-
most any type of work becomes enhanced when grouping takes place.3
Various types of controls have been suggested as a means to stimulate
appropriate interest. With regard to the make-up of a group, Durrell
believes that ". . . sometimes it is desirable to pair a rapid learmer

with a slow one, setting up a tutoring situation for various kinds of

4
skills help."

v 1Donald D. Durrell and Viola A. Palos, '"Pupil Study Teams in
Reading," Education (May, 1956), 76:552.

) 2yalter J. McHugh, '"Pupil Team Learning in Skills Subjects in
Intermediate Grades' (unpublished Doctoral dissertation, Boston Univer-
sity, School of Education, 1960), p. 216.

3Durrell, Improving Reading Instructiom, op. cit.

41bid., p. 129.
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In a study conducted by Campanaro, it was found that the active
role of a child participating in a group brought about a greater gain
in learning than when that very same child had to concentrate, study,
and sit by himself.1

In the evaluation of groups, King believes that children can work
effectively under pupil guidance if they are properly briefed in their
responsibilities for the group. She believes that children of equal
ability participate with more verve and improve in general achievement
when they work in groups of two on intensive practice work of their own
developmental level. On occasion, she believes it is desirable to have
the groups of two composed of a rapid learner and a slow learner.
Regan, also agreeing with the above, adds that groups should be composed
of teams of two's in order to achieve complete success_.3 Zubinski found
that boys and girls liked working in pairs. He also found that the
grouping of pupils of the same sex was less productive than those of

both sexes.

lLena Campanaro, ''Graded Lessons for the Use of Study Teams,
Grade Four" (unpublished Master's thesis, Boston University, School of
Education, 1956), p. 33.

ZMuriel King, "Development and Evaluation of Lessons in Social-
ized Learning for Grade One" (unpublished Master's thesis, Boston Uni-
versity, School of Education, 1957), p. 351,

3john F. Regan, '"Improving Recall Through Graded Study Lessons
in Grade Four' (unpublished Master's thesis, Boston University, School
of Education, 1957).

4Eugene Zubinski, "An Evaluation of the Oral and Written Recall
with the Use of Grade Study Guides in Grade Five" (unpublished Master's
thesis, Boston University, School of Education, 1957).
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Jameson found that "children given a choice between independent
work and team or small-group work, show a preference for the latter."
Durrell believes that objectives have a better chance of being
attained if group imstruction is maintained and he asserts that:
While the child must have practice in independent work,
there are few objectives of learning in the elementary school
which are not better attained through group or team work.
Children may be grouped or paired by the teacher so that one
child does not lean continually on others to get his work done.2
In the particular area of arithmetic, Grover found that teacher
objectives could be adequately handled by dividing the class into
groups. He believes that individualizing instruction provides the best
solution for teaching arithmetic. An adroit teacher will "'take pupils
where he finds them, divide his class into instructional groups as
needed, and teach them as seems best in the particular situation."3
He goes on to add that the better pupils should be allowed to progress
as rapidly as possible through the arithmetic curriculum.
The modern classroom provides many opportunities for cooperative
planning of learning experiences. Glennon and Hunnicutt believe that
the-teacher's role, as the mature member of the group, extends beyond

that of the pupil and includes aiding the children in making better

decisions, providing learning materials of all kinds, "developing a

1Vivian Jameson, '"Children's Preferences for Types of Assign-
ments" (unpublished Master's thesis, Boston University, School of
Education, 1951), p. 61.

2Durrell, Improving Reading Imstruction, p. 130,

3¢. c. Grover, "Rate of Progress of Pupils in Arithmetic in the
Elementary School," Mathematics Teacher (January, 1951), 44:9.
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healthy mental and emotional situation, helping the children in learn-
ing to work together, suggesting rich and rewarding learning experiences,
and helping individuals in evaluating their learnings."1

Brown believes that the modern teacher continually uses group
work in her teaching because children learn to work with others only
if they have repeated experiences in practical situations.2

Hockett suggests the area of character and personality develop-
ment with regard to group work, and believes that school experiences
should be permeated with the spirit of céoperative endeavor, in which
". . . pupils share responsibility and success."3 Nylen asserts that
", . . group growth can provide children with the opportunity for matur-
ing experiences' that may only be seen in the group environment. He
suggests that children should be encouraged by their teacher to develop
such group attributes as "initiative, evaluation, and fundamental human
relation skills'" necessary for group growth.

The role of the teacher, according to Waite, should be that of

a 'pharos," a guiding beacon, and a sole member of the group. Group

1Vincent J. Glennon and C. W. Hunnicutt, "Is There a Place for
Cooperative (pupil-teacher) Planning in Arithmetic?" What Does Research
Say About Arithmetic? (Washington, D. C.: Association for Supervision
and Curriculum Development, National Education Associatiomn, 1952), p. 7.

2Ida Stewart Brown, '"How Do We Act in Groups?" Childhood Educa-
tion (December, 1950), 27:156-160.

3John A. Hockett, Modern Practices in the Elementary School
(Boston: Ginn and Co., 1943), p. 6.

4Donald Nylen, 'Growth in Groups,'" Childhood Education (November,
1950), 27:114.
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situations should be enjoyable, both to the teacher as well as the chil-
dren.1 Waite believes that effective group work demands a great deal
of skill, true intelligence, imagination, and great patience, and that
the group can supply "a great variety of materials as well as serve the
varying abilities and interests of the children."2
Young believes that small groups engender "a kind of trust"
which comes slowly through the classroom experience. This comes about
when a teacher leaves the room and, upon returning, ascertains whether
a change has taken place in the atmosphere of the classroom. Young be-
lieves further that the principle underlying the trust is that children
working within groups "know that it is important to know how to work
3
effectively and trustworthily with others in their group experiences."
Harris offers some valuable outcomes resulting from group ex-
periences in the classroom:
1. There is continuous re-evaluation of the position and
needs of the individual within the group.
2. There is a broader curriculum. Devices, short-cuts
and '"busy-work" are replaced by realistic, vital ex-
periences of many kinds,
3. A wholesome environment is provided for a series of
complete experiences. The individual becomes a part

of the group on the level of participation of which
he is capable.4

1Dorothy C. Waite, "Children Like Working in Groups,' Bases for
Effective Learning, The Thirty-first Yearbook of the Department of Ele-
mentary School Principals of the National Education Association (Wash-
ington, D. C.: National Education Association, 1952).

21bid., p. 169.

3p. Young, "Everything Is Under Control: Trusting the Group for
Working and Planning," Childhood Education (December, 1951), 28:157.

4Fred E. Harris, "Techniques for Guiding‘Group Exercises in the
Classroom," Elementary School Journal (September, 1948), 48:32.
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Durrell believes that an added advantage of grouping is its ad-
justing lessons to an individual's learning needs. Some demands for
good grouping have been listed by him:

1. A teacher cannot delegate all . . . imstruction to

pupil teachers. Each child should have a normal share
of the teacher's time.

2., Since there are many forms of small group instruction,
the teacher should try them all and select the most
successful.
3. There should be considerable variety in grouping. .
Part of the advantage of small group work is in the
interest which comes with novelty.l
Heffernan, who believes that grouping should be regarded by
teachers, supervisors, and administrators as primarily an instructional
problem, writes:

Only in the class group can the child be seen and valued
as a total functioning personality. Only as the child reacts
to his physical and social enviromment can the skilled ob-
server come to recognize the significant ways in which he
differs from every other child.2
Hughes believes that interaction among group members is an im-
portant condition necessary for good group work, and holds that a group,
to be successful, should concern itself with the ". . . problems which
affect its members in some interrelated manner."3 The attitudes of

working in groups ". . . cannot be acquired without analysis and eval-
y

uation." Thus, it would seem that Hughes believes analysis of problems,

1Durrell, Improving Reading Imstruction, p. 134,

2H. W. Heffernan, 'Grouping Pupils for Well-rounded Growth and
Development," California Journal Hr Elementary Education (August, 1952),
21:42.

3M. M. Hughes, "Training Pupils for Successful Group Living,"
Elementary School Journal (April;, 1950), 50:85, 453,
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attitudes, and habits are necessary requirements for proper group in-
teraction to come about.

According to Thelen, ''the aim of grouping should be to discover
ways of grouping teachers so that each teacher is completely adequate
and secure in his own subgroup."2 With regard to problem solving, he
believes that the teacher should attempt to understand the group process
problem which pertains to his own particular group, and states thatlthe
reason for this action is to ascertain certain emotional needs which
appear to be present in every group.

McGaughey believes that group work gives a child who is back-
ward, and wants to learn, a chance to express his views. The backward
child feels more at ease in a small group than in a large one.

Cantor believes that members discover their strengths and dif-
ferences and consequently learn to relate to one another in attaining
their preferred goals.5 Complete agreement within this area has also
been seen in Hopkins.6

Jenkins, Schector, and Bauer are of the opinion that group

1M. M. Hughes, op. cit.

2H. A, Thelen, "Social Enviromment and Problem Solving,"
Progressive Education (March, 1950), 27:155.

3

Ibid.

4H. McGaughey, '"Cooperative Planning in the College Classroom,"
College English (November, 1950), 12:108-110,

5N. F, Cantor, '"Focus and Function in Group Discussion,"
Teachers College Record (April, 1952), 53:375-382.

6Levi Thomas Hopkins, Pupil-Teacher Learning (Wilmington, Dela-
ware: The Delaware Citizens Association, 1938).
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activities are most popular in the first grade.1 Many children enjoy
projects and games undertaken together. At six, a child's behavior
shows that there is still a transition period between the individual-
istic play of the preschool child and the team play of the middle-grade
boy or girl.

Gans, Stendler, and Almy believe that planmning is an integral
part of the learning experience and children should have a share in it.
Although participation by children is important in the learning experi-
ence, it does not follow that children should take part in all aspects
of learning. They conclude that participation may affect what is
learned and how well it is learned,

With regard to groups being used as a cure-all for classroom
ills, Moody asserts that using these groups should not be proposed as a
means to the exclusion of any other techniques.3 In this context,
“oroups'" is intended to refer not to a class as a whole, but to the
changing organization within the classroom. Frequently, teachers
should check the child's work against the legitimate purposes underly-
ing the procedure. Moody concludes that the teachér's own purposes,

integrated with those of the pupil's, are of prime concern.

lGladys Jenkins, Helen Schector, and William Bauer, These Are
Your Children (Chicago: Scott, Foresman and Company, 1949).

2Roma Gans, Celia Stendler, and Millie Almy, Teaching Children
(New York: World Book Co., 1952).

3caesar B. Moody, "Using Groups and Commlttees," High School
Journal (February, 1953), 36:133-138.

41bid.
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Harris believes that helpers may be utilized during the silent
reading or workbook practice stage within groups. One child can be
helper for a group, or each child who needs help may be allowed to se-
lect another child as his personal helper. He asserts:

It is desirable to train helpers or chairmen for their

jobs and it is certainly necessary to keep an eye on how they
carry on their functions. Since many children consciously
imitate their teachers when placed in a teaching role, eval-
uation of child leadership performance sometimes leads to
mollification of teacher behavior.l

Campanare concluded that order was brought about to an excellent
degree in grouping. Pupil-teacher relationships were laudatory and
there were many excellent evidences of pupils' conscientious efforts
to help one another in the different groups.2

Lincoln and Wadleigh believe that the bright child is generally
stimulated to exert himself to a greater extent than if he is in a
heterogeneous group., Children learned more under the reading system
of ability grouping than they did before it was practiced.3

That group work can develop many values has been suggested by
Craig, who says that group work develops the free exchange of ideas
after our great heritage. The major areas in which valuable attributes

are seen lie within the areas of good thinking and proper scientific

attitudes, He writes, "Group activities give the teacher the oppor-

1A. Harris, How to Increase Reading Ability (New York: Longmans,
Green and Company, 1956), p. 157.

2Campanaro, op. cit., pp. 30-31.

3Edward A. Lincoln and Verna L. Wadleigh,'"Teacher Opinion on
Ability Grouping," Journal of Educational Research (April, 1930),
21:277-282,
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tunity to use the scientific method as a means of refining the methods
employed by the children."1

Various studies have been made in group methods with regard to
the social studies area. Campanaro used additional history guides
which were given to 62 pupils in the fourth grade. The groups consisted
of a control group of 30 pupils and an experimental group of 32 pupils,
She found marked gains in both oral and written recall by those who
participated in the study. Children's performance in regard to the
group techniques used was to work with boys and girls in teams of two
and five.2

Palos developed 18 graded étudy lessons in social studies to aid
in the ability of pupils to recall. The lessons were used over a six-
Qeek period with 33 sixth grade pupils. Each lesson was graded to three
levels of ability--low, medium, and high. The pupils were grouped into
two's, three's, and five's. The most significant gain was observed’in
written recall, but there was none in oral recall. The most popular
choice of pupil arrangement ‘was teams of three, with teams of two as
a close second choice.3

In any program of instruction, it is important to relate creative

activities to a balanced program. 1In his study, Washburne found that

lgerald S. Craig, Science for the Elementary School Teacher
(Boston: Ginn and Co., 1947), p. 46.

2Cam.panaro, op. cit., p. 40,

3yiola Palos, '"Graded Lessons for Pupil Study Teams, Grade Six"
(unpublished Master's thesis, Boston University, School of Education,
1956).
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"group and creative activities are the Vital, lifegiving part of the
curriculum."1 McDade concurs with Washburne, adding that ". . . the
development of an individual technique is only part of the larger proj-
ect of developing a balanced integration of school activities."
Research has concluded that children working with partners en-
joy their assignments more and, therefore, attack their subjects with
more enthusiasm. Children can gain added insight, check the work of
fellow members, and gain high response. According to McDade:
. it too often happens that much of the work of pupils
goes unchecked and even when faithfully marked, it returns
to the pupil a day late, and since he is no longer inter-
ested, he loses the benefit of it, Immediate marking by
properly trained pupils meets the difficulty. There is ex~
cellent evidence that pupils check as accurately as teachers.3
The child working as a member of a team not only learns a par-
ticular subject well, but learns well those subjects which may rest
within other areas of the elementary curriculum. Studies conducted by
Clapper in the area of reading found that "teamwork lends itself well
to use in reading work and to many other areas in the elementary cur-

riculum."

Within the area of spelling evaluation, Baumgartner found that

lcarleton W. Washburne, Adjusting the School to the Child
(Yonkers-on-Hudson, New York: World Book Co., 1932), p. 8.

23ames E. McDade, "Individual Learning in an Integrated School
Program,' Chicago Schools Journal (January-Jume, 1933), 15:59.

31bid., p. 65.

4Harriet Clapper and others, "The Effectiveness of Paired Learn-
ing on a Reading Program in Grades II and II1'" (unpublished Master's
thesis, Boston University, School of Educatiomn, 1958), p. 91.
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team work helped the child invaluably with his spelling. She found
that the teacher could give more time to the slower pupils who were in
need of guidance in spelling. It may be seen that team work adds better
understanding as well as time-saving appropriateness to the teaching
classroom. The group concluded that children love working together in
making up stories and that they enjoy working im groups rather than
working alone.1

Working in teams helps a child develop a systematic method for
solving problems. Morrow has found that not only does the child learn
how to acquire and promote '". . . soclal belongingness,' but that in
conjunction with their working in teams the child is prepared to develop
an adequate thinking process that will act as an aid throughout his
life.2 Kregel believes that the "learning of the process of coopera-
tion" cannot be achieved too soon.

An excellent example of group learning in action is reported by
a team of educators from Boston University who conducted a study in
Dedham, Massachusetts. Durrell reports that spelling, arithmetic, read-
ing, English, geography, literature, and science achievement improved,
particularly in the sixth grade. Also, instruction improved by the use

of group procedures.4

lgarbara Baumgartner and others, "Teaching Groups in Grade Three"
(unpublished Master's thesis, Boston University, 1957), p. 184.

2Mildred Morrow, “"Beginning of Social Adjustments," Childhood
Education (April, 1929), 5:424,

3Luvella J. Kregel, "Teaching Co-operation as a Practical Ideal,"
Educational Methods (January, 1930), 9:227.

4Donald D. Durrell and others, "Adapting Instruction to the Learn-
ing Needs of Children in the Intermediate Grades: A Summary,'" Journal of

Education (December, 1959), 142:2-78.



CHAPTER III
PROCEDURE OF THE STUDY

The purpose of this study was an attempt to determine whether
elaborative thinking is done better by children working in groups or
by children working by themselves. The study is concerned with the
following problems:

1. To determine the number of ideas produced by individuals on

selected elaborative thinking exercises

2. To determine the number of ideas produced by groups on
selected elaborative thinking exercises.

3. To determine whether groups or individuals, using the same
stimuli, produce larger numbers of ideas in elaborative
thinking.

In 1961 Joan Derby and several other graduate students at Boston
University constructed and evaluated a set of thirty self-administering
and self-scoring exercises in elaborative thinking.l Each member of
the group concerned with the study wrote several stories with an ap-
propriate question or direction which could not be answered from the
context of the story. These exercises were typed on one side of five-
by-eight-inch cards. On the reverse side of the cards, the authors

listed the possible answers to the exercise so that the pupils could

1Derby, et al., op. cit.
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check their answers with the suggested responses and gain new ideas.
Thirty-two of these stories were chosen, thirty to be used as exer-
cises and two to be used as tests. The exercises were administered to
an experimental and control group, and the responses were tabulated.

Teﬁ of Derby's exercises were chosen to be used in this study.
These ten exercises were chosen firstly, because of their appropriate-
ness for elementary school children, in the opinion of the author of
this thesis; secondly, because these exercises resulted in the great-
est number of responses from the children in the Derby experiment; and
thirdly, because these exercises required a wide variety of activities
included in the elaborative thinking process. The Derby exercises
chosen were numbers 1, 2, 4, 5, 12, 13, 16, 20, 22, and 26.

The exercises chosen were duplicated on paper. Lines were pro-~
vided on the paper for the pupils to list the possible responses to en-
courage neatness. The lists of responses were not duplicated for the
children, but were given to the teachers to be read to the class when
they had completed the given exercise. It was felt that if the re-
sponses were given to the children in this study before they had com-
pleted the exercises, the results of the study would be invalidated.
However, that they hear the list of responses was considered important
for motivation in future exercises and to give the children an idea of
the kind of responses which could ;ﬁ#ve been given.

It is important to note that the responses to'the stories are
not considered correct or incorrect. They are merely a list of re-

sponses that can be given.
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A master sheet of responses for each exercise, a set of direc-
tions for administering the material, and a schedule to follow were
given to the teachers. Copies of the exercises, the master sheets of
responses, and the directions to the teacher may be found in the appen-
dix,

The exercises were planned to require about fifteen minutes:
seven minutes for the children to do the exercise, and eight minutes
for the teacher to read the responses, collect the papers, etc.

Each classroom worked dn five exercises individually and five
exercises in groups of three or less on alternate days for a period of
two weeks. Each of the 125 children'in the experiment had a chance to
work on all ten exercises. All of the results of the study are based
on comparisons of the same exercise. If classes could not be divided
evenly into groups of three, the extra children were grouped in pairs.
No group was greater than three.

The experiment was conducted in a community suburban to Boston.
One hundred and twenty-five sixth grade children from five different
classrooms took part in the experiment, which took place from January 21
through February 1, 1963,

Early in January the writer met with the director of elementary
education in the cooperating community. All the materials were given
to the director of elementary education, and the nature, purpose, and
procedure of the study were explained to him, He, in turn, delivered
the materials and gave the explanations to the teachers helping conduct

the experiment.
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The materials were completed and returned to the writer in early

February, 1963.



CHAPTER IV
ANALYSIS OF DATA

The purpose of this study was to attempt to determine whether
elaborative thinking is done better by children working in groups or
by children working individually. The study is concerned with the fol-
lowing problems:

1. To determine the number of ideas produced by individuals on

selected elaborative thinking exercises

2. To determine the number of ideas produced by groups on

selected elaborative thinking exercises

3. To determine whether groﬁps or individuals, using the same

stimuli, produce larger numbers of ideas in elaborative
thinking.

The responses of each child and group on the ten exercises were
counted and tabulated. Since all the scores were treated as ungrouped
data, an arithmetic mean on each of the ten exercises done individually
and in groups was determined by the formula M = -—§%?—— » where M
equals the mean, ¢X equals the sum of the scores, and N equals the
number of cases.1

The standard deviation was obtained by applying the formula

lJames E. Wert, Charles O. Neidt, and J. Stanley Ahmann,
Statistical Methods in Educatiomal and Psychological Research (New York:
Appleton-Century-Crofts, Inc., 1954), p. 24,

A3
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g = N - X , where ¢ is standard deviation,

£ Xz equals the sum of the squares of the scores, X2 equals the mean
1
squared, and N equals the number of cases.
Table I shows the means (expressed by raw scores) and standard

deviations of the responses on the exercises done individually.

TABLE I

CENTRAL TENDENCY AND VARIABILITY OF SCORES OF INDIVIDUALS
ON EXERCISES 1 TO 10

Bxercise bt ol Renge  Mean
1 71 2 - 40 10.29 6
2 49 6 - 39 15.97 | 7
3 73 10 - 38 22.64 5
4 50 12 - 56 24,42 12
5 69 8 - 37 20.46 . 8
6 48 8 - 38 15.85 7
7 73 3 -27 12.43 7
8 52 5 - 45 10.63 12
9 72 8 - 48 22.48 11

10 48 6 - 39 14.52 6

The varying number of individuals doing each exercise is due to

the fact that three classes of children worked on the odd-numbered

1Wert, Neidt, and Ahmann, op. cit., p. 58.
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exercises and two classes of children worked on the even-numbered ex-
ercises, Some children were absent each day. The mean range, as shown
in Table I, was 34.9 responses, the smallest range being 29 responses
and the largest being 44. The mean number of responses on each exer-
cise, however, tended to be toward the lower part of the range. Exer-
cise 4 yielded the greatest mean numger of responses. The standard
deviations on exercises 4, 8, and 9 indicate wide ﬁariability; the re-
maining standard deviations show little variability.

Table II shows the means and standard deviations of the responses

on the exercises done in groups.

TABLE II

CENTRAL TENDENCY AND VARIABILITY OF SCORES OF GROUPS
ON EXERCISES 1 TO 10

Exercise N;:gi;SOf Range Mean | gziggiign
1 17 8 - 38 21.29 11
2 25 10 - 51 28.92 8
3 | 17 17 - 49 34.35 10
4 25 20 - 86 43.40 11
5 18 10 - 57 28.44 12
6 24 11 - 40 22.91 7
7 17 9 - 26 17.47 6
8 25 11 - 52 24,80 8
9 17 17 - 58 31.17 14

10 23 13 - 45 25.56 7
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The range in the number of responses on the exercises dome in
groups was larger than the range on the exercises done individually,
the mean range being 36.8. The mean number of responses on every ex-
ercise done in groups was also greater than the mean number of responses
on the exercises done individually. As might be expected, most stand-
ard deviations (particularly exercises 1, 3, 5, 9, and 10) were larger
than those obtained on individual scores.

No formula per se was given to obtain the critical ratio. Wert
wrote, 'When the difference between the two means is divided by the
standard error of that difference, a ratio is found which is sometimes
ealled the critical ratio."1 Wert, Neldt, and Ahmann gave directions
to find the critical ratio: '". . . obtain the ratio of the difference
in the two means to the standard error of the difference."2 Thus, the

formula _ _
X1 - X3

C.R. = =
SEqifs X1 X

was constructed, where C.R. is the critical ratio, il is the mean of
group one (groups), iz is the mean of group two (individuals) and
SEqiff ii iz is the standard error of the difference between the two
means.

The standard erfor of the difference between the two means was

obtained by applying the formula

1James E. Wert, Educational Statistics (New York: McGraw-Hill
.Book Co., Inc., 1938), p. 145,

2Wert, Neidt, and Ahmann, op. cit., p. 99.
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SEaiss T 1//»(3Ei1)2 + (SEiZ)Z

where SEdiff is the standard error of the difference, SE)—(1 is the

mean of group one (groups) and SE§2 is the mean of group two (indi-

1
viduals). The standard error of the means was determined by applying

the formula

Sp- = —9

U
where SEi is the standard error of the mean, g  is the standard
deviation, and N is the number of cases.

Table III shows the critical ratio of each exercise donme both by

children working in groups and by children working individually.

1Wert, op. cit., p. 158.

21bid., p. 151.
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TABLE III

CRITICAL RATIOS OF GROUPS VERSUS INDIVIDUALS
ON EXERCISES 1 TO 10

Exercise Method Mean Sh SE, Diff. SEgiff C.R.
! e 1030 & s 11.00  3.09  3.59
2 Gr. 282 8 L0 12.95  1.88  6.88
s S o MM w2 4
¢ Ta. 242 12 L B8 278 e
> e, sode 3 1o 7.98  3.16  2.53
° Sei. a5 7 1l 7.06  1.72  4.17
7 T4 A AN 5.06  1.69  2.98
8 Gr. 2d s S 14.17  2.33  6.08
9 Gr.| 31.17 14 3.5 s 60 374 2.2

Ind.  22.48 11  1.35
o W 6 lse MM Le 677

In all exercises, the mean number of responses on the exercises
done in groups is greater than the mean number of responses on the ex-
ercises done individually. The critical ratio is always in favor of

the groups.



CHAPTER V
SUMMARY AND CONCLUSIONS

The purpose of this study was to attempt to determine whether
elaborative thinking is done better by children working in groups or
by children working individually. The data were analyzed:

1. To determine the number of ideas produced by individuals on

selected elaborative thinking exercises

2. To determine the number of ideas produced by groups on

selected elaborative thinking exercises

3. To determine whether groups or individuals, using the same

stimuli, produce larger numbers of ideas in elaborative
thinking.

Ten elaborative thinking exercises were selected from a series
of thirty such exercises drawn up by a group of graduate students at
Boston University.1 These ten exercises were administered to a group
of 125 sixth grade children in a Boston subunban community, and the
responses were tabulated and analyzed.

Statistical procedures used were measures of central tendency
and variability and tests of significance (critical ratio) between

groups and individuals.

1Derby, op. cit.

47~
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The conclusion of the study is that there is a statistically
significant difference in favor of the groups. The critical ratios
shown in Table III of the preceding chapter indicate this.

Wert writes:

Whenever the ratio is unity, chances are 68 per cent that

the difference 1s too great to be the result of sampling fluc-
tuations; whenever this ratio is two, chances are 98 per cent
that the difference is too great to be the result of sampling
fluctuations; whenever the ratio is three or more, it is a
practical certainty that the difference is too great to be the
result of sampling fluctuatioms.l

In this study, in no case was the ratio unity or smaller. 1In
exercises 1, 2, 3, 4, 6, 7, 8, and 10 the critical ratio is greater
- than three. There is a highly significant difference between the in-
dividuals' and the groups' responses at the one per cent level
(C.R. = 2.576) in these exercises. In the remaining two exercises
(numbers 5 and 9), the critical ratios of 2.53 and 2.32, respectively,
indicate a significant difference at the five per cent level (C.R. = 1.960).

It appears, therefore, in terms of simple numbers of responses
on selected elaborative thinking exercises, that children working in
groups are superior to childrem working alone. Therefore, it seems
safe to recommend that elaborative thinking exercises should be domne

in groups rather than by individuals, and that the contacts made in

groups stimulate elaborative thinking by individual members of the group.

1Wert, op. cit., p. 145.
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Suggestions for Further Research

As a result of this study, the following suggestions for further

research

1.

occur to the author:

Vary the size of the groups. In this study, groups of three

'were used. The difference may be more or less significant

if groups of two, four, five, or seven are used.

. Conduct the same experiment with a larger population sample.

. A more valid measure of the difference may be obtained if

all thirty of the Derby exercises are used instead of the ten

selected for this study.

. A set of exercises other than the Derby exercises may be used.

. A study could be conducted to determine, if possible, the

difference in the quality of responses done by groups and

individuals,

. This experiment could be conducted at various grade levels to

determine if a significant difference exists at these various

levels.

. A comparison of an individual's performance as he works alone

first, and then works on the same exercise as a member of a
group, could be made to determine the difference in quantity

and over-all quality of his responses.
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DIRECTIONS TG THE TEACHER

o The purpese ef this study is te determine whether elaberative thinkimg
is dene better by children werking in greups er by children werking individually.

Each exercise will require appreximately fifteen minutes: seves mim-
utes fer the children te cemplete the exercise, and the remaining eight minutes fer yeu
te read the master sheet of pessible respenses, have the childrem ceunt the rumber ef
their respenses, cellect the children's papers, etc. The children will need pencils.
They will write their respenses en the paper previded.

Please emphasize that the respenses are neither right er wreng; there
is ne absolutely cerrect answer. We are cemcerned with the number ef respenses enly.
Qur purpese in having yeu read the master sheet is te give the children an idea ef the
respenses which have been given previeusly by ether children. Yeur pupils may have ethers
te add.

When the children werk in greupe, greup the children in greups ef

three, each greup chesing a secretary. It is impertant te eur study that the children
be greuped heteregemeeusly. Have the secretary fill in the mames, date, and reem mumber
in the spaces previded. Have the secretary recerd the respemses given by the greup. Im
the event that the class cannet be divided evenly inte greups ef three, greup the extra
pupils im greups ef twe. It is impertant te us that ne greup larger than three is used.
The children need net be in the same greup each time they werk in greups.

The children will werk imdividually and in greups em alternate days.
‘imc schedule of administering the exercises te¢ yeur reem is enclesed.

We thank yeu, the teachery, fer yeur ce-eperatiemn in this experiment.
Witheut yeur help eur study weuld net have been pessible.

DIRECTIONS TO THE CHILDREN

Werking Individually:

"Children, here is a stery. Yeu are te read it and write all the
answers te the guestien at the bettem ef the stery. Yeu will write the answers en the
lines en the paper, and if yeu dem't have eneugh reem there, yeu may turn the paper ever
and use the ether side. The answers yeu will give cammet be wreng. I am cencerned ealy
with the number ef answers yeu are able te thimk ef, Put yeur name, the date, and eur
reem number in the spaces previded. Are thers any guestiens?"

After seven minutes: "Step. Here is a list eof amswers given by ether childrem te this
exercise. Yeu may have ether answers. See hew many yeu have."

Werkimg im Greups: : ' ‘
"Secretaries, write the three nrames of yeur greup, the date, and eur
reem mumber in the spaces previded. When yeu are given the sigral te begin, yeu will
read the stery te the greup. Everyene will be telling the secretary his answers, and the
secretary will be thinking ef seme answers tee."

Other preliminmary directiers will be similar te the directiens givem
to the children werking imdividually.

After seven minutes: "Step. Here is a list etc. ..."
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NAME er NAMES
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DATE

ELABORATIVE THINKING EXERCISE #1 ROOM #

ﬁ

It wap a dark night. There were stars in the sky but the moon

had not come up yet. Th
cold and hungry. They h
not find their way back.
next to the campfire and

two boys were lost in the woods and they were getting

the supper the other boys were probably eating, when

through the trees they saw a light.

What

tould it‘havo been?

d wandered away from the campsite that afternoon and could
They sat down and were thinking about their warm blankets




NUMBER OF POSSIBLE RESPONSES FOR EXERCISE # 1

people looking for them

campfire
other boys lost

forest fire

eyes of an animal

forest ranger
hunters

hobo making a camp nearby
prisoners trying to escape
moon coming up
flashlight

firefly

piece of glass

spot light

tower light

light on a plane

lantern

tin plate

search light

pipe or cigarette

210
220
233
m‘n
25.
269
27
289
29.
30,
310
32,
33.
3k
350
36.
37.
380
39,

an owl

light on a nearby road
house, tent, or cabin nearby
something white

flash of lightning
light or lamp

match

candle

something reflecting
tinfoil

fireworks

stars

gold

silver

flare

lighthouse

torch

signal lights

their camp

61



NAME or NAMES

2

DATE ELABORATIVE THINKING EXERCISE #2

62

ROCM #
~

"Sally," said Mrs. Johnson, "I have to go to a P. T. A. m@etlng
this afternoon. I'm leaving you in charge of Johnny.”

"Okay, Momi" answered her daughter.
After Mrs. Johnson left; Sally went to see what Johnny, her two-

year-old brother, was doing. Finding him playing with his toy trucks on the porch,
she bent down and joined the play.

What are some of the many things that older brothers and sisters
can do with chlldren when they are babysitting?




19.
20,

22,
23.
2.
25.
26

NUMBER OF POSSIBLE RESPONSES FOR EXERCISE # 2

read a story to them
give them something to eat
take a walk

watch television

play games

play with toys

color or draw pictures
play ball

play house

have a nap

go to the store

play cowboys and indians
play with them

play dolls
play with pets

-play hide and seek

take them to the park

sing a song

build blocks

play school

paint pictures

listen to records

dress up or play "pretend"
take them to the beach
play in the snow

make valentines

27
28,
29.
30.
31.
320
33.
3o
35.
36.
37.
3’80
39.
40.
Ll.
L2,
L3.
Ly o
L5,
46,
k7.
L48.
L9 .
500
51.

63

cut out pictures

swing

play in the sandbox
sail boats

play cops and robbers
play cards

play tag

do puzzles

listen to the radio

play doctor or nurse
play "follow the leader®
dance

play army

give a puppet show

fly kites

give piggy-back rides
Jump rope

ride tricycles or bicycles
play hopscotch

take them to the circus or zoeo
watch others play

work with clay

take them for a ride
look at magazines

jump in the leaves



6l
NAME or NAMES

DATE

~ ELABORATIVE THINKING EXERCISE #3 ROOM #

One morning the family was awakened by a loud, "Meow, Meowi"
Quickly Mother, Father, and each child got out of bed tc look for the family
kitten, Blackie, and to find out why he was crying. Surprising as it may seem,

they could not find him anywhere. Still the crying continued, so they tried to
follow the sound.,

If Blackie were your cat where might you look for him?




1.

3.
‘l'v

6.
7
8.
9
10.
11.
12,

14.
15.
169
17.
18-
19.
20.
21.
22,
230
2l
25,
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POSSIBLE RESPONSES FOR EXERCISE # 3 ©

under the bed

in a closet or cupboard

in a box, hamper, basket or toychest
behind the refrigerator

on top of the refrigerator
.under a chair

under the table

under the sink

behind the desk

in tHe bathtub

under a blanket

in a boot or shoe

in a bag (paper, laundry, yarn)
behind the bookcase
behind the bureau
behind the television
in a drawer

behind the piano

in a corner

under the stairs

on the window sill
behind the radiator
behind the furnace
under some clothes
under a pillow

26n
27
28.
29.
30,
31.
32.
330
3h.
35.
36.
37,
38,
39.
40,
41.
L2.
L3 .
Udy o
L5
L6,
L7.

}'I'Bo
hgo

behind a curtain

behind a plant

in a cabinet

in back of a door

in the chimney

in the cellar

in the attic

under the house

under or on the porch

on the roof

under the eaves

in the garage

under or in a car

in a well, shed, or doghouse
in a doll house

in a pail, barrell, or trash can
in a pipe

up a tree or telephone pole
in the bushes

in a well or a hole

on a fence

in the flower garden

at a neighbor's house
in a pile of snow
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NAME or NAMES

DATE ELABORATIVE THINKING EXERCISE # 4 ROOM #

-

Nancy Carrocll was enjoying her vacation at the sea shore, even
though she had to take care of her little brother, Johnny. They spent most of their
time at the beach -- swimming, collecting shells, and building sand castles. One
day as they were playing in the sand, Nancy's shovel hit something so hard that the
handle of the shovel broke off. She and Johnny both started to dig with their
hands to find out what they had discovered.

What things cculd have been buried in the sand?




2e
30
‘Ive

6.
7.
8.
9.
10.
11.
12,
13.

barrel
sunken boat
bone

large book
bottle

box

brick

can

piece of cement
chain

clam

crab
deorknob

POSSIBLE RESPONSES FOR EXERCISE # 4

1}.}-
15.
160
17.

gold or jewels

gun

piece or iron or steel
log or piece of wood

18. piece of metal

19,
200
21.
220
23,
21#0
25,
220

pail

pan

pipe

rock

shell

treasure chest

turtle
board

67



NAME er NAMES

68

DATE - ELABORATIVE THINKING EXERCISE #5 ROOM #

N

There was on old, old house, which people said was haunted.
The shutters were hanging by one hinge; the door was half open; and the glass
in the windows was broken. One day a woman went inside and people heard her
screaming.

What do you think happeged to her?




22,
2.

69

e

POSSIBLE RESPONSES FOR EXERCISE # 5

Something fell on her.

Someone grabbed her.

The door locked behind her.

A brick fell down the chimney.
Her neck got caught in a string.

SHE
saw a skeleton.

saw a mouse,

fell through a trap door.
thought she saw a ghost.
saw a dead body.

saw a bat.

saw a snake.

heard a noise.

saw a cat,

saw a spider.

saw 'a knife.

fell through a hole.

fell downstairs.

saw_a shadow.

saw blood on the floor.
saw a face. :

saw a gun pointed at her.
was strangled,

was afraid in the dark.

25.
26.
27«
28s
29.
30,
31.
32.
33.
34,
35.
36.
37
38,
39.
we
hle
Lzo
430
Llis
b5.
l|-60
L7,

saw two eyes.

fainted.

was stabbed.

saw a witch.

heard a shot.

was bumped into.

broke her leg.

stepped on a nail.
tripped.

saw a rat.

heard the floor squeak.
saw a skunk.
heard an owl.

heard a laugh.

saw someone running.

saw a shield or armour move.
screamed to fool others.
heard a banging shutter.
heard a dog bark.

saw a face at the window.
slipped on a banana peel.
saw a wild animal.

saw lightning.

£



NAME er NAMES
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‘DATE ELABOBATHB THINKING EXERCISE #6 ROOM #

-~
\ One day a boy started off for school. He didn't see anyone
olse, which was very unusual. When he got thers, he was very surprised. The
gchool had disappeared. :

What do you think happened to the school?




71

POSSIBLE RESPONSES FOR EXERCISE # 6

1. He could have been droaming. i 15, A giant crushed it with his feet.

2. A tornado blew it away. 16, It was bombed.
3. A fire burned it. 17. Lightning destroyed it.
L. It had been torn down, 18. The fog hid it from view.
5. The wind blew it away. 18. Flood waters carried At away.
6. Magic made it disappear. 20. Something was the matter with his eyes.
7« It had been moved., 2l. He was blind.
8. He took the wrong road. . 22, There was an earthquake.
9. A hurricane knocked it down. .23, It exploded and blew up.
10. The boy was lost. 2. A tidal wave hit it,
11. The school sank into the ground. 25. Some spacemen took it.
12, The snow had covered it. 26. A twister destroyed it.
13. The schobl fell down. 27. It was hidden by trees.

14. A witch had put < spell on it.



-

NAME or NAMES

ELABORATIVE THINKING EXERCISE #7 ROOM #

V™% DATE
Jimmy was visiting his grandmother in New York. T was his
last day to go exploring. When he went into a big department store the toy shelf
caught his attention. As he touched the 1little toy fire engine, a big bell began
buzzing in the other end of the store. People stopped to stare at him and a man
with big feet came running in his direction. Jimmy dropped the fire engine and
started walking toward the nearest exit.

What questions are left unanswered in this story?




1.
20
3.
ho
59
_60
7.
Ba

10.
119
12.
13.
1.
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POSSIBLE RESPONSES FOR EXERCISE # 7

Who was the man?

Why did the bell ring?

What happened to Jimmy?

Was the fire engine valuable?

Where was the exit?

Did he make the bell ring?
Why-were the people staring at him?
Did he want the fire engine?

Was the bell a burgular alarm?

How o0ld was Jimmy?

Was he going to buy the fire engine?
Was the man after him?

Was the man chasing him?

Was he dreaming?

15'9
16'
17.
180
190
20.
21‘
22,
23.
21[.1}
25.
260
27=

What was the name of the store?
Why was he walking away?

Did he do hing wrong?

Did the ma:n§20p Eim? >

Did the man take Jimmy away?
Why did he touch the engine?
Why was the man running?

Did the man catch him?

Why did he drop the engine?
Did he break the engine?

Did the man know him?

Was the man angry?

Was Jimmy's grandmother there?



Th
NAME or NAMES

DATE ELABORATIVE THINKING EXERCISE #8 ROOM #

Mike, the dog trainer at the circus was having the dogs
gractice Jumping through hoops. The horse trainer was teaching his ponies
o follow each other around the circus ring. A short distance away a little
lady, dressed in pink tights, slid down the trunk of the clumsy elephant.

"My, those animals certainly are smart!" ebserved one man
as he watched the training session.

Can you think of other things which might show the intelligence
of animals?




— e —— e
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POSSIBLE RESPONSES FOR EXERCISE #8

jumping through flaming hoops
roller skating
tight-rope walking
begging (for food)
riding bicycles

leading blind people
dancing

doing errands

balancing balls on noses
getting newspapers
shaking hands

tracking people down
helping herd sheep
standing on hind legs
racing

counting

serving as watch dogs
riding on each other's backs
swinging on a trapeze
climbing a ladder
Jumping rope

standing on steels

23.
2o
25.
% °
7.
280
290
30,
31.
32.
33.
34,
35.
36.
370
380
39.
hOo
hlo
42,
l"jo
Mo

marching in a circle

being trained as army dogs
pulling sleds in the ahew
going into space

serving as police dogs
jumping high peles or fences
saving people from drowning
rolling over

hunting

Jumping off or onto chairs
lying or sitting on command
catching pennies

standing on head

pulling carts or plows
working out on trampolines
obeying when spoken to
rolling barrels

see-sawing

helping firemen

defending themselves

giving out peanuts

standing on a ball
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NAME er NAMES

ELABORATIVE THINKING EXERCISE #9 ROOM #

’DATE
One niﬁht during a hurricane John and his mother were alone
in the house. Suddenly they heard something fall on the roof asnd the house

became dark. He and his mother couldn't investigate until Johnts father came
home. They waited and waited but he didn‘t come.

Why didn't John's father come home?




17.
180
19.
200
21'

He
He
He
He
He
He
He
He
He
He

He
He
He
He
He
He
He
He
He
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POSSIBLE RESPONSES FOR EXERCISE # 9

had to work late.

was in an accident.

lost his keys.

was taken fq the hospital.

took the wrong road.

went over a cliff,

was lost.

crashed into something.

fell down and broke his leg.
decided to wait until the weather

" cleared.

had to stay in a hotel overnight.
had fallen into a2 hole.

stopped to help people in trouble.
hit a tree.

had to walk home.

was trapped in the ecar.

had to make a detour.

couldn't find his car.

stopped at a friend's house.

A tree fell on his car.
The bridge was washed oub.

-

220
23,
21|'e
25
26n
27.
230
29
30.
31.
32.
33.
3k.
35.
36.
37.
38.
39.
LO.
Ll.
1&2.:

Some live wires fell acress the road.
Lightning struck his car.
A tree blocked the road.

The
The

car wouldn't start.
road was flooded.

It was too dark to see.
Somecne stole his car.

The

dam burst.

It was too foggy.

The
The
His
His
His
His
His
His
His
His
His
His

place where he worked was on fire.
road was closed.

lights went out.

car ran out of gas.

car kad a flat tire.

car was stuck in the mud.
car was stalled.

car tipped over.

car broke down,

car was flooded.

car went off the road.
car caught on fire.



NAME or NAMES
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ROOM #

DATE ELABCRATIVE THINKING EXERCISE #10

| Joe took his pet kitten with him when he went to visit his
grandfather. When it was time to go home grandfather turned to the cat and

said, "Neow that you've found the way, come again."
And the cat said, "I'11 be delighted tet"

What would happen if suddenly pets could talk?




1.

3-
Mo

6
7.

19,
10,

13.
1.
15.
165
17.
18.
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POSSIBLE RESPONSES FOR EXERCISE # 10

THEY COULD
tell us when they are hungry.

de errands for us.
go to scheol.

help us with our homework.
warn us when danger is near.
play games .

tell time,

watch T. V.

-tell us when they want to go in

or ﬂut e

ask for directions.

tell us when they are sick.
tell scientists information

from rockets.

tell stories.

have fun with us.

scare people.

tattle-tale on people.

tell when somecne is in trouble.
help invent things.

19.
20-
210
22,
23.
2.
25.
%n
27 .
2.
29.
30,
31.
32.
33.
34 .
35.
36.
370
38.
39.
40.

41.
hze

wake us up on time.

warn us of fire.

help the police.
answer our questions.

use the tape recorder.
learn foreign languages.
be spies.

be witnesses in trials.
work fer the F. B. I.
help the dog catcher.
give commercials on T, V.
be on the radio.

sing.

hRelp us earn money.
tease people.

help find hidden treasures.
tell us the weather.
take messages.

tell secrets.

coach games.

make speeches,

tell us how they feel about other

animals.
learn how to spell.
enter the family conference.



SAMPLE SCHEDULE FOR ELABORATIVE THINKING EXERCISES

Day
Mom,
Tues.
Wed,
Thurs,

Fri.

Teacher:

First Week
Exercize Method Day

1 Indiv, Mon,

2 Group Tues.
3 Indiv, Wed,
4 Group Thurs.
5 Indiv. Fri,
lrs.

Sixth Grade

School

Exerciss

6
9
‘8
9
10

Second Week

Method
Group
Indiv.
Group
Iediv,

Group

80



