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SRS ' ABSTRACT. y
' . . N ' + . .' -“

Many writers in bot psychology and educatlon ﬁogeri,

1cat1on 1s essentlal for sel -actualizatlon, mental health

and acceptance in soc1ety U fortunately, howdver, a large T

portlon of our soc1ety 1s unaple to communicate orally when

it wishes because‘their anxiety about the communication act

! '_outweighs or precludes the consideration of a sucecessful
. ' T.‘ ' . . . . ’
« performance. - That is; 'a large section of 'soclety suffers from

" reticence. : ' .

- . - »~

e >  The main,gurpose of this thesis, then, is to examine

3 : )
R the literature on bral communicatlon, ret1cence edUcation,

and psychology w1th a view to presentlng pr1nc1p1es and

>

strategies for use in the.hlghsschool classrtoom as a, prevention
. J“:l' . ° . 1 . .
and treatment of reticence.

o

TR

This examination is presented in five chapters. Chapter

I serves as an 1ntroduct10n to the study and exPlalns the

pUrpose, de51gn, and 51gn1f1cance of " the study Chapter II
e - ::snrev1ews the“literature on reticence, includlng definitions
Y 3{ reticence, the’ relatlonship between speech’ and personality,
o -and possible causés of reticence.' Such a reJlew is necessary
because it provides an understanding of reticence and the
' reticent person. In attemptIng to treat%reticent students,'
B PR ';' one-must con51der what is known about thnse students. Therefore,-

PR ”",v Chapter III reviews the 11terature on ‘the h1gh school student--
£ - ‘. l
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. L o ‘111
‘ hlS phy51cal psychaloglcal and 19$ellectua1 aevelopment,

1

hls interests; and the 1nf1uence of the peer ‘group ‘on h1m.

Chapter IV presents the V1ews and research of experts on i

self-concept. It presents Var10US‘VleWS\Of self- concept

B}

shows how self cencept is developed and*measured -and shows

the relatlonshlp between self- conCept and achlevement

It alqaipresents the manner 1n which self concept ‘can be’

changed. Finally, Chapter Vv presents a synthe51s of the o
L
prev1oas chapters, bu11d1ng the framework for the principles‘
and. strategies. that follow. o ‘ o )
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~To. the famlly, the peer group, the school,

T

CHAPTER I

L+ .0 . . 'THE NATURE OF THBASTUDY . - - .

I. MINTRODUCTION

L

The development of speech -and the vau151t10n of

language are two of the mogt necessary and fundamental of

'h_a human being's" accompllshmentSt They are 1mportant to him

as a'means\of asserting his psychologlcal 1ndependence and
of develop1ng hlS self concept. They are equally 1mportant

in helplng h1m to’ def1ne his role in SOC1ety and in the

1

various cultural agenc1es under whose 1nf1uence he comes. -
and the larger -
socioeconomic culture, the speech of a person serves as a

o - . N i e <.
measure of his-intefllgence and abilities. This is

,eSpec1a11y true in the modern world where such great ‘stress

1siplaced upon communlcatlon in general but espec1a11y upon

oral qémmunlcatlon. quwell (1n Casmir and Harms, 1970)

has stated

] The importance of speech as a method of

. getting things done is-more generally récog-
nized today than ever before....Governmental,

" educational, and: business otrganizations are ..
'relylng upon the spoken word to an unprece—e

dented extent [p.v].
'Phillips.(in Erickspn,'19701nhas also stressed the. ‘, ‘Qa‘

importance of oral communication in thé'moderh world: S

Skill, at commun1cat1on‘1s necessary. to
success 1n most, occupatlons. A Tecent survey




’ We simply do not know how many pe0p1e are

B\ [ - ‘;' : ~,~,‘ S .

of executlves and government leaders ‘turned .
up the interesting fact th?t ability to
talk with others is considered a more vital
skill .in those seek1ng advanqement than S
‘.speeific technical traiming [p. 258] l a
In an ed1tor1a1§1n ‘the Saturday Review, Norman -
|\' N

‘Cou51ns (1964) said, {ﬁbpe today——and it may be the only

- hope--re51des in the world w1de emergence of the artlculate

and’ communlcatln%,citlzen [p 3]." The Newsom Report (1963)
. £ kY ":i)[ .
g
stated the importance of oral communication: in thls way:

There. is no gift like the g1ft of speech
and the level at which people have learned to
use it determines the level of their companion-
.. ship and the level at which their life is

~-lived - [p. 118]. : . s i
ﬁhls matter of communication affects- all
aspects of social and intellectual growth.
There is a gulf between these who have, and.
the many who have not, sufficient command of
words' to be’ able to listen and discuss S
rationally; to express ideas and feelings S
clearly; .and even to have any ideas .at all. :

frustrated—in their lives by inability ever
to express themselves adequately; or how
“many never develop intellectually because
they lack words with which to think and
reason. This is a matter as important to
economic life as it is to personal 11V1ng,
industrial relations as well. as marr1agés
Come to grief on fallures 1n communication -
[p. 15] ' . . =

»

: Harvey (1968) said "We know‘thét the inorate child is ét a -
'dlsadvantage in every k1nd of personal relat10nsh1p, prlvate

and publlc[p 17] Harvey also p01nted out that the

inorate child may fa11 ‘to make. & proper connectlon with

other people at every level and SO may suffer from a deep

sense of frustratlon and never develop his full personal. .

S

‘_potentlal. . g-"  - o o N
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s The 1mportance of oral communlcatlon as a preserver

of memt.al‘ health was demonstrated by Ph1111ps (1n Erlckson,
.1970) when he sa1d "Therbe are indeed a number of highly
reputable psychologls-t~s who regard trqlntng in oral commun-
ication as the front line in the‘battll_e: for mental health
b 2571, C | ‘
: Thus, it is g‘eneral'ly 'a(:cepted,t_het oral e'ommun-'
~ic',ation is import”ant: in mental health,‘- in el'duc'at,ional" - o
a.iéchievement‘ in de\}elopinog e"‘sense of i'denti’t);':, in - | ) | . o
contributing to the’ 1mprovement of soc1ety, and in advanc1ng
11n .one's occupatlon‘ Why, then, are SO many students‘
~graduat1ng from .our'school‘s without the ability to express ..
.thlemseltres otrally whenever they wtsh? :
: The answer to this qqe’stion seems to fall into "

'. . eeveral parts. ‘ First, allthou'gh many educators alre'. calii'ng'

- .fex.' increased emphasi§ to'be_ placed ‘on qral'communica‘tt,ion

' ti'a,ining’ in the 'qurri_cuium, this 'call‘has not been heeded
by the majority .of high school eystems in Canada and the -
) United States. Squire and Applebee (1968), 1n report1ng
the f1nd1ngs of a study of the state of the Engllsh
currlculum in the Unlted States, concluded UIn short the
ev1dence 1nd1cates that the teachlng of speech is glven
short shift in a maJorlty of Engllsh programs in the -
s\'t‘ﬂdy [p. 257]." S ) | |

- In . those sy%tems where: the development of effectlve

o_ra"l'communlcatlon is one of the st‘ated ob3ept1ves~, the
prehlem eeems to be that ’thej im“portance ofjora-l cemmunicatien

R
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has not f11tered down to the classroom and, has. not been
effectlvely put 1nto actlon by the teacher. Teachers assume

?hat there is no need to teach oral commun1cat10n since the

*- t

student% can obviously speak already. Squ1re and Applebee

¢

"(1968) geported,‘"Not only is little time consciously devoted

to speech instruction, but_cven the opportunitics provided
| ‘ : B :
by‘clas§ discussion are ignored or mishandled by the majority
.of teachers [p, 157] " ‘ . ' w N N

4 '

. ‘. As the report by Squlre and Applebee 1nd1cates, many,

.of the téachers whot do recogane'the‘nece551ty of training in
oral cqmﬁunication mishandle this traiﬁing-in;ggeir q%355<

1 s R . i

rooms, ihese teachers provide opportunities and training in

'S "

public s%eaking, debating, eno drama for their §tuden§s.'
'Uofortuhately,‘5uchqtrainiog reaoﬁes only 'a small number.of’
-~;€udent%.ir most cases, end eren where such traipiﬁg is -
pfovideﬁ for all students, a ﬁieunderstanding of theiy;-
psychology of Commhhication ma;’be;§aueiné untold.damage tg:
some étudenfs, instead of - those suffering frog reticence..
Rhillips (in Erickson, 1970) pointed this out: - . lr‘
. In many schools, too oral communitation -
training is directed toward a special interest

program for exceptlonally talented students.
The. elective public speaking.coutse, the debate -

2.
o

[ team, and the drama group normally draw’ students oo
/. who are hot intimidated by self exposure .and 3 ¥
/""" who may even have a prurlent drlve toward self C T
[ exposure [p. 2537]. ‘ - T
. .H -

“ B . . : . .
_ ' The harm done to some students who are'expoeediton

- 4 & a

the typlcal speeéh‘course w1th 1ts emphas1s on - pubilc J;//«"ﬁt

hatl ¥y .

f speaklng may be 1ncaléﬁ1ab1e and i reparable. The 3ssumpt10n
{

" .
o - \r‘»(‘
Lo J'E e . " . ’ . .

. A P .
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. that repcated exposure to thé speaking-situatjon will
1essen.the thireat and incrcase the self confidence %f'the‘

student is false in a.large number of cases. Masserman SN
s » * -(in Schgr, .1962 pp. 57-63) dcmonstrated that confli&t in .

. motlvatlons may 1nduce|cop1ng behav1or but helghten o
* - o . '

.'_anX1et1es in subsequent experlcnces. Thus méans that in a

. . . f
51tuat10n where ‘a person experlenCes anx1et1es arlslng from
" two or more p0551b1e actlons, he w111 choose the aCtlon ) }

P

whlch.causes-the lesser anx1ety. Hoyever even though he .:n

2 _,_. perferms,theﬁaotion, his hnxieties about that actidn will-
| not iessen but” will increase,. so that the actlon become54 ‘e

o more, d1ff1cu1t for h1m to perform in the future.ﬁ;As an -

,'cp' w‘gh ‘example the needs mot1vated bynthe grading system and theggp

f
teacher may induce a student to- manage his fears and to - ‘ .

? DY

.survive a spééch in the classroom.- Thls exper1ence3 however, -{\

~ _ could relnforce hls anx1et1es and impair his ab111ty to - .7
' g o
. " ; . A v
- - “function in future experiences. Lo : '

'°-: ' ﬁ" ' " To. date, no 1n depth study}of“the state of oral:

communi cat iof tralnlng has been done on a national level in .

“

the-Un1ted States or An Canada.‘ Several smaller stud1es ‘_ ;//“

o o " have been done, however. TYﬁioal of ‘these is af udy under="" -

-;é\ Y
(%,
s .

fft,, -n'_ taken‘fhf?§nnsylvan1a in 1966 ﬁunham (19 4pp.
T s found th%t mos t schools - gfﬁgxﬁdfspeech 1n ‘some -form at‘all ‘ :} o

P * e f . .
~the” most frequent belng the special. unlt of“ ‘ oo
. - \ . - , ! e o
week. Although many terms were used to - -

.

ourse’ on un1t belnz taught puhilc speaklng

find ofrDunham s study",',~ ..

(.g/

**r
N -
- e e M -
»




. . N
» & - . - M
, . - , : 6

| S
Yk - e

was. that only 23 per cent of those teachers teaching speech

< \ "

felt well preparedlt0°teach it. Invfact; 34 per cent;stated

. . ./ l .
that they felt“inadequately‘prepared to teach, speech.
' ) G \ ' 1 s0 -
The. situation is not as pessimistic as ;t’may seem

to be. There.are some schools (and their numbers are grow1ng

qulckly) which have recognized the nece551ty of a good oral

n -

communlcatlon program and have instituted good programs.

One example of such a school system would be the Nassau

‘County sysgem in New York. Boressoff (1967 p. 3) reported

that the majority of junior and senior high ‘schools in
Nassau County offer speech courses to.their students.

( If oral communlcatlon tralneng is 1mportant for a.
person w1th no ma]or problem in speech it is, v1ta1 for a
retlcent Speaker. Retlcence is 2 serlous speech and person-.
elity defect which hinders en 1nd1V1dua1 from fu1f1111ng his
potential ras a humen being and from contrigﬁting his best to

society.' In'the past thetprobleqp of the reticent person

have gone unnotlced and unaided. This is partly due to the- ..

fact that the reticent person is. quiet and’ does not create ’

’ any‘dlsturbances. He is_ very easy to 1gnpre and ewven to

praise as belng easy to get along w1th Another reasod-for

neglect of the reticent person is that ‘reticence  is often’
mistaken for\stagefrlght and‘ls.treated as .such. Unfortun- -

ately, the methods that cure stagefright énly complicate the

-

problem of ret1cence.'

»

5 The reticent person, then, is.a problem only to h1m-j
self “He is to be. found on the frlnges of soc1a1 groups

Lo . ’ . . . L
S C L

™~
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| | | \
looking as if he,is listening attentively. His ideas,

thoughts, and problems are never expressed, ‘for he is

"afraid of being ridiculed and/or rejected. And that is the

saddest aspect of reticence, for the reticent peréon is

rd

usually very frustrated and very lonely. He is unable to
relate to others, is afraid to scek help for his pefsonal

¢

problems, and usually blunders along attempt{ng‘to solve his o .
problems by himself. At the very least; he does not - fulfill

his potential as a human being and does not make his best

" possible’ contribution to society: At the Very worst, his

condltlon deteriorates until he falls v1ct1m_£gﬂmgn1a1

o . ¥ *
111ness R : 5 : ’
‘ ‘ Land

In most échools students at both exfremes TeeeiVe

" help and training. Students with obvious speech hahdicap??,

receive help in the classroom and in the clinic. .Students ..
, ¢ gt

who are” obviously good oral communicators receive help in

-the form of debating, public speaking, and drama tfaiﬁiﬂg.

[

But little is done for the reticent epeaker: If reticence "
has such harmful effects, then strategies must be developed

which cdn be used by teachers in their classrooms to prevent

- 1,

and treat retlcence. gﬁnce good 1nterpersona1 communlcatlon

o

is essential’ for the full development:of an individual and

for his advancement in his chosen career, steps must be

[=3
P

. N . - ° X ) - °
.taken immediately to .treat reticent individuals and.to “_

prevent the growth of reticence ’in those not;yet reticent.
W T oL ‘ . . N . .

RS \
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. reticence. 'The discussion will'include the following:

o

II. PURPOSE OF THE. STUDY

The main purpose of this study is to examine the
literature on oral communication! reticence, psychology, and
education with a view to drawing up principles and strategies:

¢
that high school teachers can employ in their classrooms to

' prevent the growth of reticence in-non-reticent students and

7 7
to reduce the amount of reticence in reticent students.

These priﬁciples and;strategies wiil be derived from the

psychology of - learnlng, the psychology of communlcatlon,.u
7 ,
soc1a1 psychology, }reality therapy, and theories of effective

and humanistic. education.

¥
sime

14
]

" %II: DESIGN OF THE STUDY

|

First, there will be a review of the literature on

deflnltlons and characterlstlcs of. reticence; an exploration_
of the relatlonshlp between speech and personallty, retlcence

and speech ret1cence and personallty, early views of
- . ” .

_reticence; and p0551b1e causes of reticence. Such a survey

is important because it provides some insight into -the

¢

. nature of reticence.’

. . f . .
In discussing an imstructional program for children,

- ot . TR LV . ) '_ i .
one is obliged to consider what is known about the child--his

o

. ‘ _y . . ’ .
' physical, psychological, intellectual, and social charac- '

teristics. Chapter III presents-a discussion‘of these

topics with reference to the high school student.

re



Slnce a positive self concept is essent1a1 in

_treatlng and preventlng reticence, Chapter v presentsAa

, [}

- \
discussion of self-concept--its history, definition,
measurement, and development. This chapter also shows the’
relationship of self-concept te achievement andipresents

some of the basic pr1nc1p1es for changlng a negatlve self-

«

concept into a p051t1ve one. o N -

Chapter \'4 presents pr1nc1p1es and strategles for

f

'treatlng and preventlng retlcence._ These;pr1nc1p1es and

- strategies are ‘based on the,findings of the rest of the
study.
IV. SIGNIFICANCE OF’.ITHE STUDY

NTh1s study is based on the view that retlcence is - a
problem which must 1mmed1ate1y be dealt w1th and for which .
it 1; possible to draw up a program based upon what ‘is
known about psychology,.educatlon, and oral communlcatlon. e
: This.stud&-will show that this is possible by preyiddng a
synthesis of research and vienslen reticence ‘6r51 Anmun—
jcation, psychology, -and educatlon. It w111 prov1de
, pr1nc1p1es and strategles”that teachers 1n hlgh school can:
'use in their classrooms for treating and preventlng retlcence}

“To date there are no programs avallable to treat
Aretlcence in the hlgh school classroom. On the un1ver51ty
level, Pennsylvanla State and Kansas State have deeeloped
_programs for treating reticence in the’ un1vers1ty classroom.::

b At the Unlver51ty of Alberta a prograh has been developed

Ty
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being developed in oral communication with an emphasi’ ‘on
Lt . .z . ; R .
treating reticence in the high school classroom. The findings
of all of. these programs will be utilized in this study.
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for tregtihg severely‘reticenf students in-a clinic. At

-

Memorial University of ‘Newfoundland a program is presently




T | CHAPTER 1T .

REVIEW OF RELATED STUDIES: RETICENCE
# . . SR |
+ - " I, INTRODUCTION

Retilcence has been defined as "...the avoidance of .

A) ‘ L8

- social, verbal interaction; unwillingness to communicate

T

unless prodded; disposed tb be silent; not -inclined to speak

freely; reserved [Barnhard, 1950]." Muir (1964), in the J

first study of reticence, defined it as "...a disordered

2

communihation'péttern manifested in abnormal silence [p. 104]."

Steward (1968) defined the reticent individual as "...pné
for whom the anxiety which accompanies the communicatiye act

consistently outweighs the projected reward or précludés:the

L _ .
" considération of a successful performance [p. 4].'" Phillips

- (1968) described the reticeht\student in the following way:

B . . He is unusually quiet and tends to avoid
= interaction. He is reluctant to discuss ideas
-and problems with others and seems inordinately
intimidated by superordinates. He rarely.asks
questions, does not socialize well, and physical
upsets are often associated with h15 attempts to
~ communicate. -Though he may be able to handle
minimal communicative requirements,,face-to-face -
contact with others normally threatens him. _
He does not anticipate success in communicative
transactions involving speech ‘[p. 40]. ‘

! v

. The retlcent student then, is a threat to nobody -

51nce his problems are . entlrely his® own and hlS frustratlons

- are Seldom_vented on others. He is usually pleasant to

have in class since he never interrupts the flow of a

. . . K
. .o . ; .
e ) : M ’ ' ! 'lx »



lecture by; asking a 'que'stion.

2l 2

Y

»

will never volunteer an answer and may even leave class )

Tather than be forced to participate orally, Soc1all)g ‘the "

'reticent.i{ldividual suffers a great deal:

Because of his desire to avoid verbal

‘interaction, however, he is usually found on .
the fringe of social groups. He may often
be found sitting with others, looking -
attentive, but contributing little to the oo :
conversation. He is not a good- sounding . .
board for people with problems, for, even

"if he wants to respond, he finds it very

. difficult, He tries to solve most of his

".own problems--alone, for better or-worse--
because he cannot speak freely to counselors
and. advisors....He offers no arguments,
raises no questlons, in conversation, he

“.. Will not match wits with others....He makes

few enemies, ralbeit few close frdiends
.-[Phillips.et al, 1970, pp. 131-132].

' Ph111 ips (1968, P-

contact with a retlcent person may describe him as "shy,"

"tlght 11pped " "curt," "uncommunlcatlve," "w1thdrawn,"

"t

12

4%}" further explamed that people having

"closg -mouthed," '"fearful," "apprehenswe," "anti- soc1a1 "

and may apply other adJ ectives whlch ’1mp1y denigration.’

the characteristics of r’eticent students. Phillips (1968,

S',everall studies have been undertaken to determine .

" pp. 41-43), 1n a study of the diary reports of 198 college-

age students who had been 1dent1f1ed as being retlcent

identified nine features: L

1.

2.

At the same time, héwevér,. he

Reticent students reported s,haklness whlch 1nterfered

W1th the1r attempts to commuhicate.

Reticent students- repor,ted that during _attempts.to’
speak they were conscious of physical symptoms . .,

(loud or rapid heartbeat, headache, nausea, etc.).

¢

and, they felt no sense of relief. or accomphshmenf- o

at the completion of communlcatlon.
! . i

!
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3. *Reticent students reported that, on occa51on, they
found it necessary to break off -communication with.
someone abruptly because of their fears and
apprehen51on. N i

4,  Reticent students expressed inebility'to communicate
with "important' .people like teachers and counselors.
,. -

5. Others, such as parents or..teachers, had called _
-communicative inadequacies to the attention of
reticents, or, at least, reticent speakers
remembered more occasions when this had happened
than normal speakers remembered,

'q;ﬁ Most reticent students had an image of themselves as o
. being excessively quiet and saw themselves as being
: consistently on the fringes of social gatherings.

7. Reticent students felt compelled to be unnaturally
apologetle when .their.ideas were challenged and they .
.1nterpreted questions about-the content of T
communication as personal criticisms. ’ ‘
\
8. Retlcent students preferred to communicate in
- writing where p0551b1e. :

9, Mbst reticent students expressed 51ngu1ar inability .
' " to talk with thelr parents. :

+ .  Muir (1964 PP, 96 97)- and Steward (1968, pp. 41- 51), ;
in fro separate studies, both dlscovered very 51mllar ‘ : B
characteriStics of the reticent students they studied. aThe
reticent students in both studies reported: (1) being o

extremely consc1ous of the manner in-'which they phrased

thelr ideas; (2) hauapg little dlfflculty‘in commun1cat1ng .“J

) w1th those who demanded a m1n1mum of communlcatlve ‘._ . o e

respon515111ty, e.g., young ch11dren pets, and acceptlng :‘ -

family members _and (3) having the greatest d1ff1cu1ty in

.communlcatlng w1th authorlty figures. . _ R

. Ph1111ps and“Metzger_(1973,'pp. 14-15).listed_

'several characteristics of reticent students which have
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been-identified.in virtually every reticent studeht found

in the'Pehnsylvania State,Speech”Program.ouer the past five
years:.
1.'VRet1cents are observed as maladr01t in most soc1al
51tuat10ns. . -
)

2. 'Retlcents tend to see themselves as potentially more,” d

important than other people see them, and thus,
reticents appear to be waiting for someon% to make
‘the first move toward them. In .general, even when
moves are made to communicate with them, however,
they do not seem to know what to do.

3. Reticents tend to set excessively hiéh standards for
: themselves and.then become frustrated and eventually
demoralized when they cannot meet them,

’,4. Reticents are generally indecisive. °
5. Reticents generally do .not understand the

communication process and, since-they do not
understand their role in communication, they do
‘not)want to take responsibility for outcomes in
com%unlcatlon. ra 3 "

6.. Reticents see their situational failures as globdl.
They appear to be anxious, as_opposed to.tense,
about their relations with ‘other people.

e . ., r

27 7. -Reticents report phy51ca1 symptoms associated with =

. their attempts to speak with others. They report,
. among other symptoms, rapid breathing, audible -
* heartbeat, sweating, upset stomach, and shaking

limbs.. These symptoms are present before, during, .

and after communication experiences.

Thorensen (1966) found 51m11ar characterlstlcs in .
hlS study of 657 male and 367 female freshmen students at
Stanford Unlver51ty and concluded |

In many ways. the most significant charac-

_teristic of the non-participant involves inter-
personal factors. He closely resembles the  ~
individual who feels uncomfortable in social .

group situations, who does not perceive himself

as being capable of displaying any social" .
" initiative, and who.describes-himself with such
adjectives as "timid," "awkward " and "reserVed
"[p 207]"'_-”

s

Dy

!
1
1
1
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. - -\In'ﬁumhary,'the reticent speaker, dfeading.failure'
- in his performance, is in..a perpetual state?of self-
\ KO

consciousness, -tension, apprehension, and‘fear of freezing:

e

..at- some stage of his speaking. He limits his choices among
poésible responses to interpersonal contact,” and once

he discovers. a method which seems to exempt him from anxietj-
B . N 4

o

'ﬁroduciné'situations, he habitually uses it. Should.he be.
b -
\\erced 1nto a speaking 51tuat10n, he- may sometimes resolve

.ry
immediate tensions and be able to-perform, but only at %he
.expense,of heightening his anxieties in future\communicatiqn

/. i S 8 .
situations. . . '

These then, are the general characteristics of the
reticent individuals"lt must be remembered, however, 'that
" there areivafying degreee of reficenée, -Twis means that not

every retiCEnt-person will possess all of these character-.

-
I

istics, nor ﬁidf each persdn,ﬁossees them to the same degree,
_nor at- all t1mes. leferent moods of the 1nd1v1dual‘and
varied situations can- alter the visible characterlstlcs ofﬁ
reticence. Nevertheless, reticent.persqns do exhibit these

© .. general characteristics,

: - ¢ IT. SPEECH AND PERSONALITY

The first reference in the standard literature of_
the speech profe551on ‘to the relatlonshlp between speech
and personallty was made by Murray (1937, p. 4). Since |
that time, speech and personallty have. been W1de1y acknowl- ;

edged to be closely related by authorltles in all f1e1ds."4'2

v



Van Rlper (1963) stated "Speech is the peculiarly human

- 16
functlon and its dlsorders reflect all the complex troubles
of humanity [p{ 11}]." Barbara (1958), in explalnlng the *
premlse upon which he based his book5 'said, This book has’
grown out of the following" be11ef Speech and personallty
are one [p. xi]." Wolpe (in TraV1s,‘1957) stated that

”.;,speech is an integral part,of the personality structure

ey

* of the indi‘\iidoal' [p. 995]." .Becker (1962, -29)'pointed

out that speech is the most significant proJectlon of human
personallty; so intrinsic that it cannot be studied ot treated
without invelving personality. Eisenson,‘AUEr,‘and Itwin

(1963) explained that "...speech and personality parallel

e LI . . N

one another and personality is directly expressed in

speech’ [p.. 340]." T B o

\

The literature also indicates that reticence is a
speech defect, as can be seen from Van Riper's statement:-

Speech is defective when it deviates so =
far from the 'speech of other people that.it-
callg attention to itself, interferes with
Ccommunication, pr causes its possessor to be:
maladjlisted [p 16]. - .

°

‘Berry and Eisenson (1965) stated "In a broad sense, any‘

h deviation, however small, becomes a 51gn1f1cant defect

“a.

if & interferes. Wlth a speaker (3 soc1a1 adJustment p. 1]
Ph1111ps (1n Erlckson, 1970, pp. 332- 333) pointed out that
retlcence is a speech defect acCordlng ;g\these def1n1t10ns

. because’ 1t does interfere with communication. The reticent
, .

1nd1V1dua1 is unable to communicate in many situatiorms,. 15:-
) o ,

_maladJusted,'frustrated and unable to Cope with commun -

P .. s 3
Lt - . . ..
' . . . . . i / (RPN
= .
. , . . . . : .
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ication in a social setting.

.related to pefsonality defects, as Muir (1964) staied:

- . - S 17

v . . . . '
A

Reticence, being a speech defect, is also clpsely

In51ghts derived from general semantics .
< and psychology tend to show that an individual's
language behavior™is related té his personality.
A personality«maladjustment would be manifested
through deviant communication behavior [p. 6].

Travis (1957) said, "A speech disorder is a disorder of the

person as weéll as afdisorder-in the receptibn.and trans-

i'm1551on of spoken language [p v] Chess (1944, pp. 488- N\

L

489) pointed out that 1nab111ty to achleve adequate commun -

e

ication prevents children from developlng both internal’

self understanglng and societal meaning, and that- thlS speech

q »

"disorder cause§ ‘a personallty disorder Wthh_ln turn affects’

communication, and a vicious circle is set in motion.

In summary, the literature shows that speech and

-

personality are inextricably intertwined, that reticemnce is

.

-

a speech defect, and that reticence is closely related‘fo
personality defects. '

|.H‘ \

Early attempts'to dndérstand reticence associafed it

ITI. BARLY VIEWS OF RETICENCE , \

: X ,
with stagefr1ght, stutter1ng, neurosis, and sch1zophren1a.

'

_Stagefr1ght has been des;gnated by teachers of pub11c

speak1ng and acting as the fear of pub11c performance

.(Phllllps in Erlckson,.lg70, p. 43). Studies have shown

‘that a persbn suffering from etagefright shows Qualities‘ef

shyness,'seclusivenessh withdrawal, depressionj'and a
. . ) . ) L .:‘ . -0 ‘ “. " . (; R

H - .
' , Al




e,

wsystematlc desen51t1zat10n as a remedy for speech fears

* proved effectlve w1th those 1nd1v1duals diagnosed as |

; . n; w . ‘ o - . ];8
Varlety of persona11ty problems, as Goodstein (1958, p. 364)
has p01ntéd out, - N <

Although ret1gent individualss show many of the same

characterlstlcs' S those sufﬁerlng fiom stagefrlght, the |
11terature:ﬂmms that #Etlcence and stagefrlght are not the
same.‘ Ph1111ps and Metzger (1973 pP. 17) showed that stage-
fright v1ct1msjfocus thelr.attent10nﬁand{concern on a specific

performance situation, but“reticent people display a more-

generalized concern or anxiety Although unpleasant fee11ngs

2
may be evoked in the retlcent pers.on by speggflc fommun-

icatlon 51tuat10ns, his concern goes beyond a spec1f1cf{ype
of situation and pervades most of his 1nterpersopa1 relatlon-

ships."Kleinsasser (1968, p. 79) reportedﬂthat'the usé of
g

sﬁffer}ng from stagefrlght but not,w1th those individuals

i -

sufferlng from retlcence. This is’ further proof that’ stage—

& ' -
-

fright is speC1f1c to pub11c performance wh11e retlcence
o, .

‘is general to most communlcatlon situations.

,Stuttering has also been associated with reticence.
Johnson (1958, p. 23) showed that stuttering is an anxijtylu
motivated avoidant response. 'Muir (1964, p. 100) stated tha

reticence and stuttering are evaluative disabilities - that

yoccur'iq_the'social speech situation. Although these and

other statements tend to indicate that reticence and'q

stutterlng are two d1fferent forps of the same communlcatlon

dlsorder, Tecent . Tesearch 1nd1cate5 that they have many
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_those factors wh1ch h1nder .the development of orai

hl ) .
. . . .
- L .
A [ L) .
.
v . - . ! 20
o . .

. - not -a, neurosis.in thé true sense of the word 'can be a

tran51t;onal state a way statlon to mental 111néss. "The
¢

Teticent-person if ot helped, can very ea511y deteriorate.

Q

and fall v1ctam to mental 111ness

. Several wrltels have associated retlcende with
schizophrenia. Brady (1958, p. 473) is typical,of.these’
writers mith.his view thatfgeduced or modified verbal output
ts ; primary symptom of schizophrenia However; Mosse f1§58
P 185),'among others, attacked the .overuse of the dlagn051s
of schlzophrenla in -these cases of reduced verbal output.

Ph1111ps and Metzger (1973) also dlsagreed ‘with Brady's

. view when they state, ”Employlng the law of equ1f1na11ty, .o

“'however we need not conclude that sch1zophren1c appearlng

e
3

behav1ors necessarlly are symptoms of schlzophren1a [p 16]."

The Law of Equ1f1na11ty, accordlng to Watzlawick, Beav1n,

)

and Jackson (1967, P 127), means that in 'social svstems
/
behav1ors whilch appear- to be 51m11ar mav/arlse for very

e}

dlfferent reasons. That is, wh11e somé/of(the symptoms of

r%tlcence and schlzophrenla are 51m11ar, ret1cence 'is not .

thogght to be a.form of schizophrenia. .

e

% 4

-c.

IV. CAUSES ‘OF RETICENCE '
e - ‘ L o '

@ °
i

been very. feW1 However, several studies have determlned

4

3

communlcatlon in general. Typlcal of . these stud1es is that

I3

of N}lkinSon (194§, p. 308) who, in a study to determlne the.’

g . -
Attempts to determine the causes of'retlcence have o
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factors wh1ch are unfavorable to good speech development
reported the following causes 'in the order of the frequency

with wh1ch they were reported -

" 1., "Fear of 1aughter, forgetting,.and opinions of other53

- 2. Organic malformation. . 3
- ’ . -
3. Limited axperience in self-expression.
‘- .. . : R .
4. Disintegrating experiences in junior and senior '
high school. =
' :

5. Dominating parents.

o

6.. Lack of SOClal contacts because of limited
enV1ronment ~

) N o !
7. Teauher criticism and ridicule. -
§.. Position among siblings unfavorable.

ﬁ;@. Poor English and speech environment.

;j_ , Several of these same factors have also been
l ‘ . .
~ aﬂvanced ;s be1ng causes for the growth of reticence. The '

.atmosphere of the home is especially Jmportant to the
development of good speech hablts, and thus, to the
‘preventlon of the.- growth of retlcence. Ph1111ps (1968

pp. 46-47) pointed out that if the parents are the type who

tend to regard a quiet ch11d as preferable ‘to a moisy one,

I

the child may become set’'in a pattern of non-participation

"in oral communication 51tuatron§. If talk 1n the home has

no apparent use other _than as a vehicle for abuse or

©

-ventilation of feelings, the child maf alsd‘withdraw from -
2 .

— . . [

participation in oral communication.. Phillips reasoned

that in homes where children observe the hostlllty of

'parents(toward each other and toward the ch11dren 1t may

-



'obseggéd the teacher who ‘is concerned pr1mar11y Wlth

N P ‘. : .
- . f
¥ . K4 N
° B

-

not bé:pOSSibie for the child to learn that there are social

rewards to be reaped ffom communicative effebtiveness.
Johnson (1946), in speak1ng of exce551ve1y qu1et
individuals, said: ' ' L s
] - In varying degrees such’ 1nd1V1duals show-
histories of having been ridiculed, criticized,
and even punished for expressing the1r views as
children. They. have been led to feél that what
they have to say is unimportant, or uninteresting,
or unintelligent, or uncouth, or generally e
inappropriate [p. 250].
The findings of Steward (1968, p. 48) tended to confirm this.
view that the atmosphere of the home has a great influence
on the development of reticénce. Steward found that all
the reticent students in hlS study reported that one or more
members of their immediete famll;ps were people with whom

the prospect ‘of oral comhuniqation produced much tension.

N . .
The atmosphere of the classroom also has an influence

on the development of retlcence. As Phillips (1968, p. 46)

ma1nta1n1ng 511ence in the classroom, or who is crltlcal

" : of -a student's speech, is providing an environment which is

detrimental to the fostering of growth in oral communication.

For. the .spéaker who is inclined to-be retjcent, teacher "

“criticism only reinforces his negative feelings of himself.

Muir (1964, p. 141) has traced back several ca;es,qf

reticence to such criticisms offeréd by teachers. .

. Phillips and Metzger Y1973) stated that reticent

t 3
. . : . "
behavior may be considered as' being due to'a problem in.
learning: = TR

i
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We could hypothe51ze that ret1cent K »
. people- do not have appropriate orientations Ce
. because they either have nqt learned- them, '
or because what they learned is inapprop-
riate to the situations in which they find
themselves [p- 19]

This hypothe51s is supported by the-fact that, as reported ‘
»'above,1 a large number of reticent 1nd1v1duals_d15p1ey

considerable ihdecisiveness in any communication sithation.

They doe not participate because they have not learned what

is required of them in the commun1cat10n act.

\ A’ lack of-flrmly-held’values also seems. to be a ‘

cause of reficence. Muir (1964, pp 107 108) formed three
hypotheses based on her study of retlcent 1nd1v1duals.

1. The c1ar1tf\w1th -which fﬂ&ues are defined’ L
< and the degree of conviction with which™ - S ' o
they are held appears to be a factor Co ’
influencing the individual’s communicative
,behavior. . .

2. Reticent behavior occurs when the individual .
- perceives his values to be in conflict with L
the values of soc1ety and at the same time '
lacks firmly held convictions.- . ) _—
3. Reticent behavior occurs when the 1nd1v1dua1
perceives a .contradiction between stated
values and manifest behav1or of significant -
others. .

¢ ' n ‘
‘ Ph1111ps (in Erlckson, 1970) also showed the relatronshlp
between values and the growth of retlcence.

- .. If the individual is su1tab1y other- directed,
" he will also have no trouble altering his
behavior and values to suit those of the mode.
-On_the other hand, the individual who still . ]
~€lings té an inner- -directed set may feel values s
and .behaviors hostile to his own and fird it R
necessary to adopt a reticénce mechanism to : - IR . o
' PTevent discovery and threat.to h1s value' - et
d8V1at10n [p 335]. - Iy L ) A DX

N ) —— :
1_ . L R R SRR
see page 11.. . .- . ¢ e S e
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Thus, 1t can be seen that the 1nd1V1dua1 who is not)

!

secure in his bel1ef in hlS values may have a tendency to

w1thdraw from any 51tuat1on in which he feels hlS values are

threatened. That is, reticent behavior can be~caused by a

. . / ’ ’ . . o
lack of conviction about one's values. ;

Another cause of reticence, and one which encompasses g
all the others, is the 1ack of a healthy self-concept,.
Johnsop (1946), in talking about those people whom he
classified as be1ng exce551ve1y qulet, said:

Some individuals, overcome by feelings of o
‘inferiority and of guilt, appear to project -
these self-evaluations on to others, and so .
take it for granted that these others regard
them as unworthy. They do not feel welcome.

In some cases. they are literally ashamed of-
themselves., They feel that if they say any- ,
thing their listeners too will be ashamed of - . A
them and for them, and-will more completely . . o
reJect them [p. 249]. .

Barbara (1958) is also of this opinion.when he said, -"In the:.

last analysis, ineffectual verbalization resnlts from faulty

peisonaldty integration in one who is inéecu;e,-inadequate,

. T ’ _ .. A ¢ ) ..

~ tense and alienated [p.. 141]." -

. Not enough research has been done to determine ‘the
exact relationship‘between reticence-and an unhealthf'seif-ﬁ
concept It is not known if ret1cence g1ves rise to. feellngs
of 1nadequacy and an unhealthy self concept, or 1f an ' . .
unhealthy self-concept leads to reticent behav10r. However, 2
~.as Phillips and Metder (1973, P 20) concluded a lack of -

a, healthy self concept is def1n1te1y a factor in the growth

of ret1cence in some 1ﬂd1v1duals.

RN 4




It must be nade clear that, although all of these .~

»

factors have been advanced as being some.of\the'causes of

reticence, nét enough research has - been done to determiqe .

the degree to wh1ch each of these factors is instrumental in
the development of reticence. What can be ‘concluded about

reticence is that, regardless of -the cause of his.behatior,

a reticent -persén is one whose perception of what. he can gain’
through participation with others’is bﬁtweighed‘bf his
_perceptlon of prOJected losses, and so, he deems 1t best not

to part1C1pate in’ orai commun1cat10n.

! ¥
'

V. SUMMARY | .

The literature shows that reticence is the inability

to engage in oral communlcatlon because of fears and anxieties

of rTejection and r1d1cule. The 11terature also shows that

ret1cence was not 1nvest1gated unt11 1964 that the character—
. - CF

-istics of reticent people have been identified in sevéra%‘

~studies; that reticence ig a”speech defect and is related to

!

personallty defects, that retlcent people exhibit some of the-

\wéharacterlstlcs associated w1th stagefrlght stutterlng,

.neurosis, and SChlZOphIenla, and that several cauqes of
’ . : ¢ N !
reticence. have been identified, including the attitude

'towards_oral-coﬁmunication manifested in the. home and in, the

school.

The 11terature on ret1Cence is also weak in several
, areas. The- relat10nsh1p between reticence. and personal1ty _—
defects, stutteflng,»stagefr;ght, and neuroses needs’ to be

-

L . . .
- . 0
.
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" investigated further. Although several causes of reticence

'have’been-idgntified other factors 1nf1uenc1ng retlcence

should beﬂlookéd'fOT. In addition, the relative influence

7 L

‘of each of the causes of reticence should be.deterﬁinéd;“

..This is especially true as regards the relationship between |

reticence and self-concept.
Thus, reticence is a relatively new area of

exploration. The effects of reticence on the individual

are very harmful because the reticent individual becomes .

frustrated and cannot fulfill his potential as a human

26'

being. Boressoff (1973) found this to be the case regardless

LA
v

of the age of the individual:

' Reticence rarely cures itself. Adult - . .
civil service workers in communication , : .
. extension classes here in_St, John's share g
'the same problem with MUN students and I
public school children. .The reticent person
‘misses the satisfaction of communicating
effectively--of relating fully-—w1th his -
- fellow man. As a result, he€ is a ‘ ' '

handicapped person in his efforts to reach : .

his growth potential. He is an unfu1f111ed
individual [p. 1]. T . . -

. - ..
Much more resea;gh_needs to be undertaken so that reticence

" can be more fully understood and a concerted éffort has to

_ reticence and to‘pfevent the growth of réticence in others.

"be made on afl fronts to treat’ people aiready suf%ering frdﬂ'

‘a
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CHAPTER TTI ) S

" “THE ADOLESCENT

4

In devising‘strategies for treating and preventing .

reticence in junior and senior high school, one is obliged

to take into consideration what is known dbout the young

person--in this case, tHe adolescent . -This includes his

physical 1nte11ectua1, and psychologlcal development and

his relat1onsh1p with the peer group. | Th1s chapter will,

deal with these aspects of human development as they. relate

to the adolescent. '

aThe Adolescent Period

' Various concepts of adolescence account for dlfferent

- v1ewpo1nts and emphases in the study of the psychology of

‘adolescence. _However, all psycholog1sts agree “that the

L

stage of adohescence lies somewhere between childhood and

adulthood (Garrison, 1965, p. 2). Adolescence as defined by '

Garrison .is a period’of change:'physical, emotional, and

social.. ' . '_/ T, y

'
e

Psycholog1st Kurt Lew1n (1n Se1dman, 1960 ppf 63 67)

isa1d that the adolescent is really 1n a "no -man’'s land " He

is neither a child nor an adult, bu# is caught in a field of

'overlapp1ng forces and expeetatlond The ch11d's role is

clearly structured. " He. knows what he can and cannot do.

The adult‘likewise understands pretty well what his role is..

I ' P
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The adolescent, hoﬁéver,lis injan ambiéuods position,’' He
oever 4eai1y knows how he 5tahds. It is believed, confinuéd
Lewih, that this uncertainty as to his role is what caoses‘
an adolescent to be ih conflict-{fo vacillate, to be
senaitfve'and sometimes uostable and unpreddctablc.
Garrison (1965, pp. 22-25) noted that there are six
developmental tasks to be completed dur1ng adolescence°'

1. Establishing independence from adults in self
identification and emotional independence.

2. Accepting self as a person worthy of affection.

3. Accepting and adJust1ng to special groups w1th whom
' they are identified. \

4. Learnlng role in heterosexual situations.

5. Developing 1nte11ectua1, 1anguage, and motor skills
essential for individual and group participation.

6. Acqulrlng moral concepts and values as gU1des to
behavior. : :

_ Frledenberg (1959 PP. 11- 14) sald that the central

developmental ‘task of the adolescent perlod is self deflnltlon.

The young person is learnlng who .he is, what he feels, what
¢ ~ .

; he can -do, and what he wants to become. He has to, e,

d1fferent1ate hlmself from the culture 1n whlch he has grown

up and from the'people in that culture on whom he has
depended. He can accompllsh thlS only by settlng hinself
'apart from that culture and by breaklng the .ties of
depehdency._‘Thls process<hecessar11y 1n;olyes conflict. In
fact, Friodenberg stated that adolescenc€ is conflict, and

added, "Adolescent confllct is the 1nstrument by . thCh an_

~';1nd1V1dua1 learns the complex, subtle,$and preihous dlfference' Ny
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between-himself‘and his envifonment‘fp.'IS]." N1xon (1961

P- 19) also V1ewed the maﬂn developmental task during

v

adolescence as one of achieving self definition. According

to leon, the process of reaching self definition entails a.

crisis because the adolescent must first .of all attain
independence from parents and other adults, and second, must
resolve questions concerning self-discovery.

Havighurst (1953, pp. 173-175) listed' ten tasks that

.are partlcularly 31gn1f1cant for the adolescent and that need

much attention durlng this perlod

1. Achlev1ng new and mature relations with age mates of
both sexes.

.2, Achieving®a masdﬁline or feminine social role.

3. Accepting one's phy51que and u51ng the body
effectively. /-

4. .Achieving emotlonal 1ndependence of parents and .
' other adults. o~ - :

5. Ach1ev1ng assurance of econom1c 1ndependence.
6. Selectlng and preparlng for an occupatlon.
7. Prepar1ng for marrlage and famlly life. -

'8. Developlng 1nte11ectua1 'skills and concepts necessary
- for civic competence. . : P

9. De51r1ng and ach1ev1ng soc1ally respon51b1e behav1or.

“'10. .Acqulrlng a set of values and an ethlcal system as
. a gu1de tO'Behav1or.’ ‘

Adolescence, then, is the transitional stage between

~chi1dhood and,adulthoode During -adolescence an individual

has certain developmeﬂtal tasks to undertake.- These tasks
¢ L4

bring w1th them-a certain amount of confllct, both w1thin

* 'the 1nd1v1dua1 and w1th others Wlth whom he comes 1nto contact.

P v
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.BBYSical Development ..

The adolescent period is one of many phy51ca1 changes.-

Blalr and Jones (1964, p. 50) stated that. phy51ca1 develop-

ment can cause much concern to adolescents. Skeletal and .

- musculdr development is more. rapld than the learning

requ1red to make use of the new muscle mass. Motor hablts'
'.that once served the.child are no longer approprlate. AThe
new body requires new learn1ngs.' Bodily proportlons also
undergo, changes. Facial features-alter becguse the growth
of the lower part of the-face lags behind the grqwth of the

npper part. Legs, proportionally, usually grow mare rapidly

/

than the body stem, and hands and feet ant1c1pate by several
.years the‘total body size of their owners. General body A
growth is paralleied by physioloéfeal changes such as cardio-
vascular and respiratory'g;owth and changes in met;bolism ‘
. and in general movement toward the adult status.

Var1at1ons in the age of the onset of puberty and 1nl#"

the, rates of -growth cause adolescents to worry about the1r

@

phy51ca1 development, as Blair and Jones (1964) expla1ned
Many studles show that practically all
adolescents,regardless of théir rate of
development, aré¢ very sensitive about physical.’
~defects and somatic variations. Boys and girls
worry because- they feel they are too thin or .
too heavy, too tall or too short, or that their.
hips are ‘too wide or their legs too big. Of .
great concern to adolescents is. the1r fac1a1
-,appearance [p. 92]. - / _
Stone and Church (1968; p. 479) also expressed the view that

PR

adolescence is a time of painful sensitivity about one's

physical appeaqucé.‘ They: stated that girls-may feel that

.AI\ .
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they cannot bear to be looked at and may adopt a hunched or

Gringing posture to minimize their height or their breasts

-

Boys, on the other hand, are traditionally less modest about . -

their bodies than are girls, but during adolescence they still

try to find all manner of excuses not to expose themselves

in the school locker room or shower room for fear the1r

2

development differs greatly from that of’ the1r peers. :
There seems to be no doubt that many adolescents

con51der themselves to be abnormal in physical characterlstlcs

’

when in reality they are well w1th1n the normal range, as
Garrlson (1965) pointed out: . : ..

Children often suffer from the "tyranny of
the norm,'" an expectation that at a certain-
chronological age they.will be a "normal" 51ze . ,
. and will have '"normal" physical abilities. .~ . ————
- - ~There ~is,” however; no "normal™ physical ' . ' _
development commensurate with each age level
[p. 38] ‘ ,

e Y

Early and late maturlty also causes problems for-

- adolescents. As Stone and Church (1968, P- 47 ) sa1d a'ny:‘
deviatlon from the group a\.rerage is 11kely to n&e .the - -

v adolescent feel out of step. The early maturlng girl -is |
‘:handlcapped and feels out of place among her unripe class- ‘

mates. She };s also subJected to social experlences for

which she may not be prepared The late-maturing g1r1 1s a

lost soul among the hips and bosoms that surround her.‘ o 3 - N

Elkind ‘(.1971 p. 98) pointed out that the early maturlng

K boy‘is not handicapped and is generally admired by his peers ‘/'.

for his greater strength, athlet'ic:ab-ility,. and ‘Prowess. - '- o

" He nay, however, 'suffer'the' p’ang’s'of d_et‘hronement,'when the - - . . v

Ya
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. . others catch ‘up and even surpass him. The late- maturlng

boy, on the other hand\\ls ‘likely to be made a butt » 2

scapegoat,:eﬁg—;;‘SEFEbt of scorn-and r1&1cu1e ‘for his baby

‘fat, rosy cheeks, high'voice, and §ma11.siie Stone and

Church (1968) summed up. the effects of early and 1Ate

phy51ca1 maturing :- _ " . .
Let us remember that markedly edarly or
late maturing has both practical .social
’ ' consequences for how the child fits in, and

psychological consequences for how he views L ~ _
himself, objectively as measured against his oo -
mates, and intersubjectively in terms of how .- .
+he percelves thelr perceptlon of him [p. 479] )
- . \ :

. Thus, adole cents can suﬂfer from and be very

sensitive about th/1r physical” @evelopment. As Garrison

! y RS

(1965) stated, el : -
Many hd diverse problems related to E o :
physical jgrowth appear among. adolescents.
Some ‘of fhese stem from differences in rate - ~
' L .~ of growth, others stem fpom the wide . _ v oo
T varlat ns in-abilities and appearance among ; :
adole ents, while others grow out of

Cui2y431 expectatlons [p. 75] . o

Psychelogical Develbbﬁ%nt , . . Ce T S

: ./ : : . :
e Concerning psychological development in the

a olé%cent Blair and Jones (1964) said, "Among the humam

-

ersonallty needs that are partlcularly urgent durlng
'adolescence are the needs for status, 1ndependence, echievef';
'ment, and a satlsfylng philosophy of life [p. 8] " The ﬁeed :
for status means that adolescents are very sen51t1ve about. - ' -
belng treated 11ke ch11dren or having to engaﬁe in act1V1t1es
AR ; J.-they feel to be beneath the1r-d1gn1ty. The need fqt_lndepen-;w'

#: ' .dence means that the adolescent craves to be weaned from
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,parental restrlctlo
person". Clbsely ré
the<need,fdr)achi£%
adolescent must be
final pdrsonathy )

and Jones:!ns the 1
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The" adolescent is ©
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knowledge about -thg

D 33,

-

ns so.that .he may become a self-directing
lated. tp these tﬁo'personality needs is
ement; ° Thls means that the effonts of the'

followed: by a sense of achaevement 'THe,

]

J : Y
leed of adolescents; according to Blair . .,

i

eed for. a satisying philosophy of life.

oncerned with questions about trith,
religion, iﬁegls,'-nd values. He wants the gaps in'nis~
pbrposes of life to be filled.” A " z
5 pr set of be11efs‘tends to orOV1de him

satlsfylng lelosop

7 1\ 4\ wy t

with® psychologlcal

ﬁe urity. . ' . L.

3 P f

As Elklnd.199 1) stated "From‘%he psycholgglcal

lrshment of a sték@

themé of adole§éenc

one 1s, what one be

» -

adolescent's ﬁain'y

rl-.

pl &‘a

- point of V1ew, the maJor/task of, adolescence 1s the estab-

e and re5111ent ego identity [p. 100]."

"Or, fas Stone.and'ﬁhurch (ﬂ§68) eipressed it, "The ctentral

e is that of 1dent1tx4fcom1ng to know who;

11eVes‘1n and values, what one wants to

"accomplish and'getrout of 11fe [p. 437]." That 1s, éhe

\ L}
ask is to br1ng all of his knowledge

about himself togetner and to arrange it into some meanlngful

: workable whole thet

s i . v
can live reasonably

p01nted out that ‘th

'of himself furnishe

o

1%

he can call hlnself and w1th,wh1ch he’

well. Blair and Jones (1964 P- 73) “'”"t

/

e adolescent 1nterna112es all the V1ews
(

d by others, and by hlS comparlson w1th

others, and makes out of 1t a self- concept that may, even .

1n mid- adolescenc%

.mhange. In some ca

‘become stabilized and d1ff1cu1t to

ses: the dlscrepancy betweenuhls percelved )

3
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self and his idealized Self (the way he would like to be)

v o " 0

'is so great that ‘he despalrs of ever’ reallz1ng his ambltlons

N and de51res. Self- concept w111 be con51dered in greater

-

detall 1n Chapter°IV

The. adolescent is also busy 1051ng old 111h51ons

. and building new ones to™¥ake the1r'place. Stone and Chureh
v . ™y
s (1968) eXpressed the view-that the adolescent.at times

! )

" . becomes conV1nced of the hopelessness of all 111u51ons and
lapses 1nto cynicism or.despalr,.not less genu1ne for the
: . i

2 -, melodramatic display he makes of them:
o ' .+ Even though his disillusionment is often
T . grist to his’ histrionic- 'mill, it means at. - .
N .heart that he is really searching for an 1dea1 :
e : ,and decent world for his ideal and decent self S
~. . : - to respond to '[p. 492]. ' .

In addition, the adolescent's idealism i5 often in

! -

Y N
_conflict with’his animalism, the sexual feelings and desires
' that are just awakening.: Adolescents may be quite poignantly |

’, .. c¢onscious of and troubled by a sense of duality, a split-

" -~ "between their. carnal and spiritual natures. L

- Some adolescents find the answer to their idealism

i in religioﬁ embracing it seriously for the first time,

. o 1nten§1fy1ng the beliefs’ they have always held, or converting
A ’ 1
v to another, more promising ‘faith. . For some adolescents,

L though rellglon as it 1is practlced exempllfles the worst in
hypocr1sy and corruptlon, and religious. be11ef the most
= ' debased of superstltlon. Such adolescents often 1dea11st1ca11y
" | leave thelr*falth frequently ulth great d1ff1€u1ty

/ il )
TN : By the end of the<idolescent perlod, most adolescents
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are able to reconcile their idealism with the realities of

"~ Yife, as Garrison-(1965) explained: ‘. .

£

. Adolescents are idealistic, They are .
unwilling to admit that nothing can be done . '
to better existing conditions. Later, their
idealism.is tempered by a recognition "of the
realities of conditions and by the felt need

~to conform to existing conditions and .
standards .[p. 210]. , "

In his attempts to find his 1dent1ty, the adolescent,
frequently turns to the 1dent1t1es of others in society, -

sometimes those of other adolescents .and somet;mes‘those:of

—

heroes in-the adult world. Stone and Church (1968) gxpréssed
this. point of view: N : : . . ‘

In his role playing, then, the adolescent
can be seen as trying on ready-made identities
to see how well they suit him. Someé of thesg
roles are modeled- on particular people, movie " ..-
-and television stars and heroes of the day,
others are based on fictional characters from
literature or- the mass media, and.some are based
on culturally”defined "types": the tough guy,
the sweet young thing, the clown, the beatnik,"
and' so on [p. 482]. ’ , -?

The problem of sei"althLugh only one éspect‘oflthé
life of the a%ﬁlescent is -one that causes many anx1et1es ;.
and problems. For many adolescents the awakenlng of the
sex drlve mgan; that the world becomes seiu{lized so that
_the mos;‘innoﬁuous objects'ﬁnd.events ﬁ;kg.on:erbtic

.~

implications., In addition, the adolescent is attempting to
. - L . - N N

derive a set of values and mores regarding sex, as Garrison

v

~

(1965) pointed out: | . ~

o AMolescents, like.many adults, are in a

.t . state of confusion about sex codes. In ‘
o literature, on ‘television and radio, at the
mowies, in the classroom, at home;. and at -

re
v

e
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. of the adolescent-

church they are bombardéd with codes that
-are at variance with each other. Further-
.more,'members of a single group of boys e
and girls may' have different codes. Thus,
in our democratic spirit, each adolescent
" has to unravel from these a code that is
acceptable to himself and not too.much at
" variance with that of his peers [p. 315]. ¥ ﬁ#ﬁ

" Thus, the period of adolescence is one of many

psYcHological problems and Eonflicts. By'the end'of‘%he,

adolescent perlod most young people are able to come to grips

W1th themselves and to deflne the1r varlous roles in soclety.

Stone and Church (1968) concluded as follows. . ’
By late adolescence, the young person

may, with luckybe able to ‘reintegrate the
various selves he knows--his body, his.
public personallty, and the private core

" .of feeling that is the ''real me,'" his

~ past, his present, and an image of the
future--into a single schema that he can . .
take  for granted without endless embarr-
assment, 1ntrospect10n and .anxious ' :
readlng off of other people s reactlons oA
[p 483]. - ' ‘

IntelleCtual~DeVelbmenf'

N .. 2 - o .
The changes that-take place in adolescents' mental

!

‘prowess are both quantitative and quélipétive; they have to:

do with both the amount and the. kinds'of knowledge and meﬁtal
ab111t1es‘¢hat adolescent$ have at their: d15posa1.~ Elklnd

(1971, pp. 122-126), descrlbed the follbw1ng mental abflltles
‘ N

i}

1. Adolescents have the ‘ability to redson about verbal
' Propositions, not' just concrete ones. v :

2. Adolescents have the ability to 1ntrospect ‘and to ,
) ‘examine their own thinking. During adolescence
young people-talk for the-first time about their.
g mlnds, bellefs, 1deas, and hunches. ‘

36 .
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-

3. Adolescents have-the ability to understand metaphor.
This means they no longer take everything literally
and they begin to sense the multiple meanings = -
inherent in a given word, picture, or gesture. .

‘4. Adolescents have the ability to think in ferms of
. ideals and of contrary-to-fact conditions. They can
'begin to think of all possible situations and events,
and hence, of those that have never existed. ' :

5. Adolescents.have the ability in problem-solving ‘
situations to raise and test hypotheses in a .
systematic way. This includes the ability to -

- ;/'distinguish beétween facts and hypotheses.and the
-~~~ (abjlity to give priority to facts over hypotheses..

*-" 6. Adolescents have'thp ability to deal with complex
problems 'involving many factors simultaneously. .

Several major thémes-rUn'thiough Piaget's account of
adolescent‘thought‘proée§ses.' Ginsburg and Opper (1969) .
summarized these as follows: ;o

‘ One is that the adolescent's system'of
mental operations has “reached a high degree

of equilibrium. This means, among other
things, that the adolescent's thought is
flexible and -effective. He can deal effect- .
ively with the complex problems of ‘reasoning.
Another major theme is-that the adolescent

can. imagine ‘the many possibilities inherent -

.in a real situation. Unlike the concrete-
operational child, whose thought is tied to

the concrete, the adolescent can transcend

the immediate here and now. He can compensate ..
mentally for transformations in.reality [p. 181].

- Ginnsburg and Opper also stated thaf, apcbfding to Piéget,

the adolescent has a tendency to become involved in abstract
S g

a

~aqd.§héroretica1 matters. He constructs elaborateuﬁolitiqalﬁ_t

theories or inventé COmplei.philosophical docirines, ‘He 'may
develob plans for the completéﬂ;gorganization of‘sociefy or
indulge in métaph?sicai speculation. Having juét‘diﬁcoyefeﬁ}

capabilities for abstract;thqﬁghf;'he thén proceeds. to - AR

- . R - B - o . ¢ R L a7 RN
. . . - . ) . t.eh
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}exercise.them without.restraint.: Indeed, in the process of
exnl;rlng hlS new abilities the adolescent sometlmes loses .
touch with reallty. and feels .that he can accompllsh every-

* . - X . »

th1ng by thoughts alone. ’
: Muuss (1968, pr~l62) sald that while the ch11d at
the.concrete-operat;onal stage becomes able to reason on the
basis :of objeots, the adolesc;nt begins to réason'on'the"basis
of vertal propositions. -He“eagp%ake hypothetical deductions
. and entertain the idea ' of relativlty.“ An adolescentl ‘
according to Muhss, is an‘indivldual nho-thinks beyond the
present and forms theories about everyth1ng He not only
thlnks beyond the present but also reflects analyt1cally
about his own thinking. His theories may stlll be over-
slnolifications of reality, but the adolescent'does.QAVe
‘social and political theories, and maf even have religious,

: philosophical, and scientiflckones. ' !

| According to Blair and Jones (1964) . the need for a
feeling of aohievement is also lmportant to the intellectual - -
grthh of the adolescent.: They‘stated. “Thorndike Hull, i
and Sk1nner, all leading theor1sts of our t1me, hold that
.learnlng is most effectlvely accompllshed nhen a student'
efforts are followed'bx a sense of achlevement Ip.,l?].
The way to get-adolescents'tohlearn rapidly and to‘iike"their yt
work is. to take notice when they do good work.- " Every )
adolescent at t1mes does someth1ng that is worthy of Commen-'
dation, .Thas "shbuld be called to thie attention of the
fstudent,_forﬁqdolescents'need successful eioeriences.detnéy

» - . . .-




" ability to grasp qudlitative K growth patterns, including

»

are to make ény worthwhil@ progress. -
Du}ing adolescence, then}‘studenys—m0ve from - the

' concféte to tﬁé forﬁal operatiOns'ievél of intelléétual
éémpetence; This.briﬁgs aBouf abilities related to hypo-

' . #

thetical thinking. 'The individual is able to deal with
logical relations and the operations necessary for their
verification or refutation. He- can conéidé} what might '

occur, as well as what does occur. He is better "able to

& .

process 1arge bodles of organ1zed and potentlally meanlngful

. ‘bodles of 1nfqrmatipn SO that they may be better used 'in

s . e’

making choices and dec1smons. He develops an 1ntu1t1ve
grasp of formal 1og1c that may be used to obtain an under-

standlng of new~re1at10nsh1ps among events; which allows

 the testing'of alteranive hypotheses. He develops the

increases in the breadth and depth of subject-matter

e
N\

knowledgz and the ability to organize this knowledge into N

more meaningful wholes.

Adolescent. Interests

Garrison (1965) has described the word “intereét"'in
. . s Pl ' w

the fo;iowing maﬁner'

That - "something between" that secures
some desired goal, or is a means’ to an end
- that is of value to the individual because,
of its . usefulness, pleasure, or general . : Y
'soc1a1 and vocatlonal 51gn1f1cance p. 124]

1

. That’ is, certaln parts of the env1ronment are 51ng1ed out

because the 1nd1v1dua1 favo s some reactlons to the exc1u51on

Pl

kd

of others. ThlS means that 1nterest is dlrectly relatea

-
- o
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games d1m1n1shes earller..\. S L
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to voluntary attention; when interest is present, attention

\\.

.tends ‘to be high.

. Studles have .shown, as Garr1son (1965¥'p..lq9j has
eiplalned, that adolescents are likely to be most interested
in those things they;doibest. This eiplains'nny.students
usnally like best those subjects they do well in, since

interests grow.out of eipériences that are satisfying. 'That

is, students will be more interested in those school subjects

_that bring forth satisfaction.

v
The out- of school act1v1t1es of adolescents reflect

‘their interests. Th "local hangout " music, telev151on,

and movies are focal points for adolescents, not only because ’

/

they. are interested in these things, but also because of the .~

opportunities prov1ded by these things for soc1a1121ng with

members of the opposite sex. ‘With the onset of adolescence

‘both boys and girls become 1nterested in each -other and in -

the1r appearance, The adolescent girl, in partlcular, spends
hours in é;ont of the mirror experlmentlng with articles of .
clothing; makeup, and hairstfles._ |

Adolescents ‘are alsofinterested in sports. This is

particularly true of the boys who févor, as Cole and Hall -

f(1970, P. 200) stated, highly organized games pléyed with

established-rules. For girls, their social iq;erests appeer :

earl1er so that their concentrat1on upon- organlzed group

- , T

Mu51c is another strong 1nterest of adolescents.

-Most teenagers collect'phonographlc records Whlch they Lo

' C. . ?

' - - : : ‘ - e ! vt
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11sten to by the hour, as they do to music on the radio.

Th1s interest in music extends to the lyrics, which =~ .~

e A e e e T

. adolescents spend much time ‘analyzing and discussing.
: S Adolescerits also have an interest in ‘reading, even
though their suquct matter may not necessarily be so-called

"good" literature, As with television programs and movies,

M Gy e P
- 0

boys are mainly 1nterested in storles filled with act1on—-
westerns, mysterles, science f1ct10n—-as Cole.and Hall (1970,
. _p. 204) found 'in their study.. They also found . that g1r1< of.
| the same age are mare 1nterested in romance storles, malnly
‘becauSe they are more mature, In later adolescence,.boys ‘
find adVentnre:stories less attfactivé;:thef read more
romance stories ard more literature. Moet boysAread,
nagézines that deal with’mechanics, soorts, and heroics,
while girls of the same age tend to concentrate upon ﬁag-

~azines that deal with stories of movie stars, "true life"

v stories, and adult fiction of sentimental‘nature.

Adolescencetand'the'Peer’Group o
ii‘ - | ‘ There is ‘no doubt as. to the tremendouc inffué%ce of
the peer gronp on the adolescent As Stone and Church (1968)
stated "The ‘dependence of the adolescent on peer- group
T * standards and values is, if anything, even more s;av1sh than
| that'of the‘middlerchiid years'Ip. 460j " Elkindi(1971)

' made the same point when he said, "In many respects the = . . —=-

‘peer group is the single most 1mportant 1nf1uence upon

s

“adolescents [p. 110]."

. The greater. the wall between-adolepcents and adults,
‘,.} N ‘, ) . fhe [ . A X
Y

. ' . . 2 . e .
. . .\ - , ;
4 . . . . \ . . .
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~j:he" more elaborate the peer culture becomes and the more the

adolescent has to turn to it for support and identity. The

[}

adolescent seizes upon and dlsplays all the trademarks of

his kind, so'that nobody can possibly miss them.' As’ E1k1nd '

(1971) noted, "It‘(the"peer grouuj sets the sﬂ%le of clothing,

_the kinds of issues. that are to be fought over with parents

and the kinds of soc1a1 arrangements that are perm1551b1e

[p: 110]." ﬁe elaborated on this po1nt by describing how -

-

.one of the prime interest area§ of adole3cents is the area‘

[§

of clothing. After .about the age of thlrteen boys: become

N

as clothlng consc1ous as girls and spend a 1ot of time

before .the m1rror gettlng their clothlng to flt Just r1ght

-Hav1ng the r;ght or "in" type of clothing is partlcularly |

'important to’adolescents, for whoni. such clothing is a badge-

of membefshlp in the peer group _
lthough every adolescent is a member of the peer
society by virtue of his being an,adolescent, not every

a&oles&Fnt is.an.accepted member of a peer. group. In faéé,

" as Winter and Nuss (1964) pointed out, “Entrance "into the

face-to-face arrangement kndwn as the peer group is easy

t 1

. for some, d1ff1cu1t for others, but exceedingly important

to adolescents generally [b. 315])." . .

Peer relations during adolescence have several

functions. Garrison (1965) said, "Such developmental
tasks as learning to get along with age-mates-and acquiring. .
a satisfactory sex role.can be satisfactorily.achieved only

through good peer relations [p. 114]." It ie'with tHeir‘,

s !
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peers that adolescents have opportunities to intimately share

[4

'thgir probléms and their eipefiences, and iﬁsfrbm their peers'
_tﬁat they are able to find sympathy’and relatively cbmplete'”
understanding. T ouéh déing'bthey learn to cooperate, give
and take, and clarify their sex role. Stone and Church (1968)

elaborate& on this point: '
We have stressed how the adolescent escapes

from the adult world into peer society. We can

see how he is also escaping from himself, how '

the roles the peer culture offers him are a ’

refuge from the doubts, ambiguities, and ambiv- )

alences that confront him in solitude [p. %63]. : r

Blair and Jones (1964) made a similar point:
It (the ‘peer group)*® helps them (adolescents)
to find a role for themsélves. It helps them in
an insecure period to.attain the necessary eman-
cipation from the home, and it teaches social
. skills necessary for living a community life
" [p. 38]. -

Unfortunately, the peer group has some harﬁful effects
K

*

on the adolescent as well. . Group life entails endless

invasions of priﬁacy_and there may be powerful pressures to

¢ .

act'cbntréry to conscience. To what extent peer group
ﬁembership Trequires fge surrender of individuality no doubt. -

varies among groups and certainly among individuals. However,

all gfoupbmembgééhip requires some degree of conformity and
standardization, ‘as Winter and Nuss (1969) stated: -

~ When the need for group acceptance is. of
paramount importance to 'the adolescent, -and
‘when he finds it difficult to win such ,
acceptance, he may readily succumb to, group..
dictates. In fact, he may seek anonymity
within the pack as the sine qua non of his -
belongingness. Alienation and jisolation . . . - . '
" from' the child and adult worlds tend to’ ‘
" motivate the adolescent to seek status as




Summarz . , ’ o

5 o | . | v. . | " ag
an. 1nd1v1dua1 within a group of his peers.
Once there, he 'is susceptlble to the potent ' .
influence of the group. When this influence <

promotes conformity, he will most likely
conform [p. 315].

Garrison (1965, p. 114) is also of the opinion that the

. ’ . ‘..
normal adolescent, though idealistic in his attitudes, is

a slave to group conformity. If theupeer group frowns upon

noble 1deals. ‘the’ adolescent will most likely also frown upon '

such 1deals, if the group keeps late hourg, he is bent upon '

'

keeping late hours; and if the group swears and uses slang,

PO

hé will do the same. The attitude of conformity to the'

peer group is one of the most important motivating forces in .

i

the adolescent's 1ife.

’a.‘.“(
S ' -,

Adolescence, the period between childhood and adﬁlt-ﬁ

~hood, is a time of great change. Whi1e~adolescence may not-

be the problem age some seem 'to "think it is, nevertheless,

<

1t is. an age when the individual is confronted with many

problems, resulting largely from the social and economic .

e

-demands of his culture. @

Today's adolescent 1S grow1ng up in a world radlcally

d1fferent from that of hlS forefathers. Mass productlon,

C]

) automat1on urban1zat10n materlallsm. and a great conflrct ‘
in values have vastly changed our SOC1ety and have created -

‘fnew problems for the growing Chlld ’ Agalnst th1s chang1ng

, background the adolescent must st111 accomplish the age- old'

-xtask of growing up, he must adJust to hlS parents, establlsh

'fr1endsh1ps, acquire an approprlate sex role, develop '
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.infeliectually, attain economic indeﬁendence,'and evolve a ¥
- * . N L. . - - . - k‘1
sét of values. L . . . C

Adolescence'is a pefiod_of”ﬁhysical_growth as well.
Many'and,diverSe'problems related to physical‘growth'appeaf
among adolescents. .Some of these problems stem from wide
variations 1n ab111t1es and appearance among adolescents,

-

.whlle others grow.out of cultural expectatlons.

Adolescence is also a time of growth of 1nte11ectual0

ab111t1es.‘ Adolescent thought is flexible and effective. - '
. The adolescent can deal effectively.with the compleX'
problems of -reasoning. He‘has a tendency to become involved
in abstract and theoretical matters. He begins to reason
‘_on the basis of venbal propositions, not just concrete~ones.-
He is not only able to think beyond the. present, bnt.co. | -
reflect.analyticaIly about his own thihking. v Lo e
The attainment of a satisfaoiory role among peers
is 'another task faced by the adoles&ent.'.ﬁroblems of'sociai'

iy approval making friends, being'posusar; being accepted, and Y

’

the like are real to most adolescents. Since they feel that
the1r parents e1ther do not understand and apprec1ate them

.or are often critical of them -in- relatlon to their act1v1tres, k
and since they are often unable to secure the needed help and
guldance from thelr teachers, they seek help and sympathy

“from their peers.' The need to-conform to the ‘standards and

5
»

heliefs of the peer group can have very unsatlsfactory effects.

2 ' T
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" CHAPTER IV .. - e

.
-

THE SELE-CONCEPT -

] : - In studies of reticent students it has been

discovered that lack of an adequate self-concept/is at the

, Toot of the. problem of reticence and that any attempt to'
dev1se methods of treatlng reticence must take into account
self-concept Consequently, this chapter w111 deal with
self- concept—-what it is, how it develops,,lts relatlonshlp

to achievement, and How it can be made more p051t1ve., ‘ ,

4

* 'Vary1ng Views of Self Concept '

Self- concept as a determlnant of human - beham\pr is ¢

X3

not a recent theoretical formulatlon. From the ear11est

recorded hlstory of man there is ev1dence ‘that’ he has

sought to understand the causes of his conduct. An °

’ : ‘. awareness of this quest and cur1051ty is. found pr;marlly

1n the «context of- ﬁellglous thought. The most pr1m1t1ve'
re11g1ons consider man to have some. 1nner regulatory agent

'~ ° . - which influences his destiny or responds to a supernatural

' force; This "1nner agent" has been var1oust labeled "soul "
. "nature," "w111 " and other such names. oo - .,

LaBenne and Greene . (1969 p. 1) quoted a Hindu - .- : J

P

scr1pture wr1tten 1n the flrst century B. C..

!

Oh, let the self exalt 1tse1f
,jNot sink, itself belo I e
- Self is the only frlend of self
. .:NAnd self self's only. foe. :

‘ . .
1 . - 1o
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For self, when it subdues itself . o
Befriends itself. And so - . s
When it eludes self-conquest, is ' .
Its.own and'only foe, ! -

47 :

So calm, so self-subdued, the self . L
" Has an unshaken base
- Through pain and pleasure, cold and heat )

y Through honor and disgrace. B jn R
Purkey (1970) po1nted out, "During the middle ages, . .
. . 2 - N . ' . / ., '
terms such as mind, soul, psyche, and self were often'used

1nterchangeab1y, w1th scant regard for. an 1nvarlant vocab-
ulary or sc1ent1f1c exper1mentat1on [p 3] : For the most

part, though a ‘general state of confu51on with regard to

H b
P -

self concept ex1sted unt11 the present century

Slnce 1860, when psychology became an off1c1al

o

d1sc1p11ne and science of human behavior !self concept has
' ]

.had cyclic resurgance and fallowness. As LaBenne and Greene

‘(1969) stated, "It would be proper to say that much of the "

controversy theor121ng about Sjlf concept derlves from

William James [P‘ 21." -James (1890, p. 35) considered the T
self To be the 1ndiV1dua1's sense of 1dent1ty and felt- thet .
self 1nc1uded:sp1r1tual, mater1a1, and SOC1al_aSpeCtS.

James'also gave the self a dynamic quality in terms of selfé
'preservatlon and seeking.” . .

é' o Freud (1943, PpP- 115~ 119) gave attent1on to self v i'E‘.

under the concept of ego development and funct1on1ng. He._.

gave self or ego. a central place in h1s theory of personallty

I

structure. For Frefiid self was a funct1ona1 agent or- exec-

ut1ve ofothe persona11ty whlch makes rat1onal cho1ces ‘and

controls action in a healthy person._ Freud howevef, pa1d

.- . L . ’ . .ol
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- little attention .to self-concept as such .Rather,rhe'concenf'

4
°

trated on self or ego as a system of processes.

As Wylle (1961 p. 17) explained, during the 1920's

" through the 1940's self received scant attention from the

™

‘behémiorﬁoriented'psychologists who dominated  American

Lpsychology ThlS decl1ne of interest in self was encouraged

4

:".and cheered by the behav1or1st1c psychologlsts because they’

.

"d1d not, be11eve in anything that could not be d1rect1y

qbserved However, all the fault for the neglect of self
canriot be laid at the door of the behavioristic psychologlsts.nr
Ddggory‘(l966; P- l§3) polnfed:OUt in his comprehensive
revie&-of theories about seLf,éhet very little of the
l}teraﬁure on self during thoie fears described.experimen;
tation or containedwreferences to experimental psychology.
'Those few who, advocated the 1mportance of self weakened '
théir p051t10n by the neglect of rigorous exper1ments.

.» - Whatever .the cause, empha51s on self decllned as a
concern of American psychology end-educatlon.durjng the

first Half of.thieﬂcenturv. However,'thére~were a few

- P - 4

except1ons to th1s general neglect. " Mead (1934 PP 70-78)'

—

" made the concept of self a maJor part of his theoretlcal

wrlting o? the ph1losophy of soc1ety and descrlbed in detail .
how self is developed through transact1ons with the env1ron-
ment. Lew1n (1935, :p. '25)‘V1ewed the self'as a central and

relatlvely permanent organlzatlon wh;éh gave COns1stency to 3

.the ent1re perSonalltf Allport (1937, P- }l) called the

";ego, or ‘self, the pr0pr1ate function of the personal1ty._

.The_"Proprlpm",compr1ses awareness of self and str1w1ng.

3 »
b -n (- = 2



4o

A _ 49

activity; it includes bodﬁly sense, self-image, self-esteem,

and identity, as well as thinking and knowing. | For . Allport

" thél terms "self" and "ego" should. be used -as descrlptlve;

adJectlves to 1nd1cate the propriate functions of the
persona11ty

Combs and Snygg (1949, pp. 44-49) had a notable

' 1nfluence upon the relntroductlon of the concept of self into

- psychology and educatlon Theypr0posed that the ba51c drive

of the individual is the ma1ntenance/ﬁnd enhancement of selfa

They further 'declared that all behavior, without exception,

2

is dependent upon the indiyidual's personal frame of reference.

/

“That is, how a person behaves is the result of how he .

Y

perceives the situation and himself at the moment of his

action. In fact, awareness is the cause of behavior: how 'a

person feels and thinks determines his course -of action.’

The insistence of Combs and Snygg on giving major importance

" to the ways in wh%ch people see themselves wnd their worlds

was a significant contribution to psychology and education.

Carl Rogers .was also partly respbonsible for the

'resurgence of 1nterest in self- concept Rogers (195l PP-

185- 197) presented .a svstem of psychd-therapy called

"nond1rect1ve"'wh1ch was built around the 1mportance of self

in human adJustment In Rogers' theory, self is the central

—

aspect of personality. Rogers! impact was so great that his.

general‘Epproach soon became known as "self;theory " p

ince 1950 a new force has appeared on the. scene in

psychology, espec1ally in Amer1can psychology, due to the
¢ - _ _ ) # (-

.-
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the\process of becoming. , )

'control his environment [p 67]“.

1nfluence of Rogers and Maslow, to name Just two. This new_

!

'3force is- called var1ously the Third Force belng psychology,‘~
'human1st1c psychology, and the human potent1a1 movement.

Whatever name it goes by, thrs/new movement.expresses a deep

concern with questions of man's being and becoming. It sees
man as a dynamic, growing organism and regards him not as
something to be made or molded, but as a unique entity in

¢

One of the key points in this view of man is the’

pr1macy of" the need for adequacy, for self- actuallzatlon, for.

" . the _person to believe that he is worth somethlng as.a humann

being. In other wor%s, faan must develop a pos1t1ve self-

. concept: This need is the fundamental motivation of a human

beiné throughout his 1ife. As Davis (1971) explafned "It'

governs hi's relat1onsh1ps with others, his constant attempts

_to learn the th1ngs Wthh will enable him to cope W1th and

t
AR
/
tr

’We1nste1n and Fantin1 (1970, p. 1§) shomed that '

three things are necessary for ach1ev1ng and ma1ntaln1ng a

o«

healthy self- concept' a sat1sfy1ng self def1n1t10n,

constructlve relat1onsh1ps with others, and some control’

Fover what is happen1ng to h1m._ In a study 'of students the

authors found that the concerns they expressed fell 1nto

) three categorles. "concern about self 1mage concern about

dlsconnectedness, and concern about control over. one' s 11£e .

!

[p. 39]

)

Schutz (1971) expressed somewhat the same 1dea. He

-0
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and the areas of power,"influence,.and-authorfty. The area

: Self Concept Deflned .

. PN - . .
. . -
. -
. . . ‘ .-- *
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stated, "Our self concept is_largely derlved from our

relations with other people [p. 2171." Accordlng to Schutz,"

'self-concept is manifested by three basic inferpersonal

needs: inclusion, control, and affection. Inclusion refers
to feelings about being important or signjficant, to

association between people, to being excluded qr,ihcludad.

The aépect of self-concept related to control_is the feeling

7

of competence, the decision-making process bétween;people, )

of affection'revolves'around feelings of being lopabie, of
» ‘ ' - '. g * ‘ . " -. f ’
feeling that 1f one's personal_core is revealed in its,

ent1rety~1t will be seen as a lovely thing.

<

Thus, the humanists view self concept as a dynamic

.force which- determines man s behaV1or. As Davls (1971)

‘ .
expressed it, '"The 1mportance of thls inner motlvatlon, thlS

m~

o .
~inner drive of the organlzatlon to malntaln-lts 1ntegr1ty,

is one of the building- blocks on whlch the new humanism is
bU11t [p. 7071.° Only when a person has a healthy self- concept

including his needs~for.1nc;u51on, control, and affectlon ‘¢an

he'fulfill his'potential'aspa self-actualizing human being. . 'tﬂ

“ )
- . . 7

- Raimy (1943) deflned self concept as“follows. e '”,f

. . - R
- P 4
[ . LR
.

"Self-concept is the more or less organlzed . ¢
‘perceptual objett resulting from present and - ' BN
past 'self observation...(it-is) what a person
-believes about himself, The self- concept is -
the map which each person consults in order to AT
understand himself,, espec1a11y duTing momeﬁts - e
of crisis or: cholce [p. 47. ‘ I

Purkey (1970) defxned self as,ﬂ..;e compleieand’dynamic

14 (o]



fsystem of beliefs which an individual hdlas true;about:nimself,

each belief w1th a correspondlng ‘value [p 6] . Combs and

—

Snygg (1959) sald " , ( !

[l

. The self is the individual's basic frame ’
-of reference, the central core, around which -
the remainder of the perceptual field is -
organized. In this sense, the phenomenal
self is both product of the individual's
experience and producer of whatever new
experlence he“is capable of [p 146].

What thls means is that everytHing is comprehended from the

personal*self referent vantage pomnt the world exlsts for
the 1nd1V1dua1 only .as he is consc;ous of it. Thlngs are_
significant or insignificant: important-or unimportaht
attractive or unattractlve, valuable 0T worthless, in terms

of their relat1onsh1p to one s self A person evaluate\\the ~

I
world and its meaning in terms of how he sees hlmself

Self- concept then, as it is generally used 1n-the
§ I
'profe551ona1 literature, is a group of feelings and cognitive .

processes which are 1nferred from observed or. manlfest
, behavior; LaBenne and Greene (1969) deflned self concept

in thlS way:

By way of a formal deflnltlon, self- concept
is the person's -total appraisal of his -’
appedrance,. background and origins, abilities
and resources, attitudes and feelinmgs_which
culminate as a directing force in behayior.-

. We-here hold. that a person's consc1ous
-awareness, what he thinks and feels, is that
which primarily guides, controls, -and
regulates hlS performance and actlon Ip. 10]

v . Unfortunately, self concept as’ can be seen from
) ~these def1n1t1ons, is a psycholog1cal construct, an 1mag1nary

)

-mechan1sm whlch helps the psycholog1st think about the
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phenomena he is studying. A construct is a concept of self
‘3“;' . inferred from behavior. * In other Ygrds, since self-chcept

'cannot be studled‘d1rectiy; the Behav'or_of'the individual

is studied and his self-concept ia&in erred from that

!

. behavior:

- A —

-

‘Thus, a person's self—concept is the principal

dynamic in all human behavior. The constituents of self-

N .

Lo - concept, as Masiow-(in Hamachek;'1972; p. 581) pointed out,

o -: | are the person's total appra1sa1 ‘of his appearance, background
and orlgln, ab111t1es and, resources, fttltudes and feellngs

. wh1ch cdlmlnate as a dlrectlng force in hlS behav1or. This

' dynamlc causes some people to attemptla task given a m1n1ma1

‘s chance for success, wh11e others will not attempt a task

w1thout a %reat/ﬁeal more opportun1ty|for a successful

outcome. - Self-concept conditions:the way people interpret

oy

‘'the comments of others toward their behavior and influences

- the way they behave in the future in a slmllar 51tuat10n.

To say that self- concept is a pr1me factor controlllng all
human behaV1or is not overstatlng the case. In fact self»h
-concept is becom1ng a more 1mportant dlmens1on in the.
‘control of human behaV1or than has been generally'realized.

I e 7 3

As self-concept develops, exper1ences can only be

’ 1nterpreted in terms of that emerglng self., This means
_— L v that perceptlon plays a large part in- the development and ‘g

ma1ntenance of self- -concept.. rOne of the most reveallng

“~

7

aspects of percept1oh is that it is a selectlve process. A

person cannot 51mu1taneously reglster everythlng 1n hlS

. e . N - - v B . . o N .
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-t self [p. 503].
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.surroundihgs. Thus, when a person walks into.a room of.

varylng decor, people, and conversatlons, he is of nece551ty
forced to focus on fewer st1mu11 th%n the total nuhber | ,

possible. The choices he makes under these c1rcum§lances.

@

‘)1nvar1ab1y relate to hlS past exper1ences as well as his

present needs and currgnt self-concept Rogers (1951) stated

As eXperlences occur in the life of an
individual, they are either symbolized,.
.perceived and organized in some relatlonshlp
to the self; ignored because there is no : . o : «
.perceived relatlonshlp to the self structure; - . =~ - Lo
denied symbolization; or given'a distorted ' S
symbollzatlon because the . experience is
inconsistent ' with the structure of the

7

" In other words, perception is very instrumental in maintaiming

‘the stability of self-concept. As Purkey (1970, p. 1%59)

stated, an individual's perception causes him to ignore

aspects of experience which are inconsistent with his self-

’

concept and to select perceptions in such a way as to confirm

V;he conce?fs of self he already possesses. . Tha;_ie,‘a person’

ﬁith a‘negative self-concept<is likely to reject-a successfq;
exeerience as'being something fhat'coﬁld‘hot-possiﬂiy happen - .
to him, despite the evidenee to the contrary. Combs and .
Snygg (1949) summarlzed this’ view when they stated‘

Perceptlons aré selected which are con515tent
with the perceived self of the behaver. Such
.-selection occurs, furthermore, without fegard to
whether such perceptions see€m~to be compllmentary
or self-damaging in the eyes of the outside
observer. It will be recalled that we have
" stated the belief. that the fundamental need of X
- all human beings in the maintenance and ST
' " enhancement..of the phenomenal self. L\§ynce the ‘
first need of the individual is to maintain ' . S
‘his perceived self, perceptions inconsistent with Do
what he believes are unlikely to occur because’ . - .- T
. they -would not fit his self structure [p..153]. - . - BRI

. N . Lot
o ” . . . -
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Measurement of Self- concept

The fact ‘that, self-concept is a psychologlcal construct .
and so cannot be- d1rect1y observed presents severe 11m1tat10ns |
in determining the state of self- concept at any given t1me.

If self-concept cannot be observed, how can it p0551b1y be
‘E*f ‘ measured? Although self concept cannot be seen, behavior can

D

be observed. In this 1nstance the nature/of se1f~concept is
inferred from observable beharior over a perrod of time. The

O behavior is knownto be symptomatic of the underlying.cause;
tnerefore ‘if a _person continues to behave in ‘a particualar
manner, 2. linking ‘mechanism from his behaV1or my be 1nferred
‘Rogers (1951) expressed thlS view when he stated "The best
vantage point for understandlng behav1or is from the 1nterna1
frame of reference of the 1nd1v1dua1 hlmself Ip. 494]

; . LaBenne and Greene (1969 p. 12) p01nted out four
technlques that are used to determlne ‘the re1at1ve status

of a person s self -concept: L : T 1-

1. Introspective self-reflections in personal family,
social, and school or work settings.

2. Congruence between descrlptlons of current self-
concept and ideal self- -concept.

3. Congruence between subJectlve self- reports and act1on,
.and the objective reports of c11n1ca11y trained . )
obseérvers. . :

i o 4. Nonlntrospectlve inferences derlved from pro;ectlve
' : ' techniques and c11n1ca1 interviews. o .

Unfortunately, some of the 1nstruments used to Q
‘ measure self concept have severé 11m1tat10ns and restrlctlons;
- Because of the 1mprec1se nature of _some- 1nstruments, resultlng

Ly scores mus t necessarlly‘be 1nterpreted in-a guarded manner.
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As Wylie.(1961,_pp.:5-7) pointed out, in many instances there

ie iittie’égreement‘on definition of.eéif~ooncept'and'great |
differenCeé in theoretical orientation. Wylieestated'fufther '
that a bewildering'array of.hypothesee, research designs, and
. measuring'instroments havepbeEn used in studies of self—cohcept}
Thus, self-concept, although not directly observable;
can be ﬁeasured in a variety of ways. Carelmuet be taken in,
evaluating stﬁdies-of self—concept, however, because of the’
lfhitations and restrictioﬁs.bf.SOme.of the instrﬁmente used .
ahd\because~of differenoee in definition and theoretical

. orientation.

,“Development'of Self-Concept

Self-concept is developed through accumﬁlateﬁ sociel

contacts and experiences with other people. Individuals .
learn-theirAidentity, pho and what they ére, from the kinds L'
- of experiences the growing-up proeess provides. Suliivan"
A(1947'°pi 45) called this development learning about self

»from the mirror of other people. What a person belleves 0
about himself_ls partly a functton of his 1nterpretet;on of
how.others seée him. Since he“really has no way of knowiné |
prec1se1y how other people see h1m he infers th1s from
their behav1or toward him. Therefore, hlS concept of self

: rests 1n part on what. he thinks others think. of h1m.~u

.. ' The development of. self concept s partlcularly

\ affected by the role of “S1gn1f1cant others" in the life’ ofh

? the 1n61V1dua1 S1gn1f1cant ‘'others are ‘the people who most

, 1nt1mate1y adm1n1ster ‘the- "rewards" and "pun1shments“ 1n ‘a
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" person's life. At an early age, 't'h_e most. significant others

in his life are‘h_is‘pafents.; How they h®elp him grow and how
they react to his eﬁcplora’tory ga-cp_eriences .hav'.,e tremendous ’
i’nlff‘luence on him. Combs and’ Snygg (1949) supported thjs
view .when they stated, "No eJ.cperience in the developmeﬁt of
the: ch11d's concept of self is qu1te so important or far-
reachlng as his ear11est exper1ences in his fam11y [p. 133].
g It is the family which 1ntroduces a ch11d to 11fe,

wh1ch prov1des him w1th h1s earllest and most permanent self .

. definitions. .Here it is that he flrst dlscovers those ‘bas:.c

concepts of self which will gu1de his. behavmr for the’rest

of his 11fe. - The famlly provides the earliest expenence of

the 1nd1V1dua1's adequacy or 1nadequacy. Manis (1958', P- 484‘)

]

reported from his research that a child's level of self-

regard is: closely associated with his p'ar'ents*"\ reported level’

.

" of regard, for him. The research which has given us the

clearest picture to date of the enhancing home environment  is

" that report'éd by Coopersmith ‘(1967, pp. 35-37), who listed -

-

" that they care what happens to h1m.

. three conditions whtch ‘lead the developing individual to

value himself and to régard- himself as an object 6f worth.

These were: fl)"parenta-l warm*th' wh"e‘ré’b)" the chii‘d selnse‘s o

the love and concern of his family -and feels that they see .

'hlm as a person of value, (2) respectful treatment, whereby

¢

'the ch11d's views are cons1dered and where he has a r1ghtfu1

and democratic pos1t10n in the famlly, and. (3) clearly

deflned 11m1ts, where‘by the ch11d comes to know, through his

parents relatlvely h1gh demands and expectatlons for succ:ess,.

e B ‘:I'.o T

H



. 58 .

. Parents, then, are the first and'mdstaimportaﬂt

signifigant others to influence the development of a child's

self-concept/ However, there comes a point'iﬁ every persoﬂ(s

'life when he begins to recognize the. power and influence of

' his’ Tr1ends and other adults. Although his parents are»st11L

1mportant to him, he|sometimes feels that they have a legal

ﬂ' N

and' moral obllgatlon to love and accept him. HlS fr;ends,
.on the other hand, have no such Committment. Ihef|like'and
,accept him for what'he is and not out of a sensé of duty . '
'When he realizes this, the significant others in his life o

begin to shift from his parents. to his peers.

&

Teache;;?aig;also 51gn1f1cant others in a child's

life who.stron influence the development of hlS self-

concept. The child enterlng school is malleable' ‘his self*
¢ [ 4
concept is in the process of develpplng. How teachers treat

-him and react toward him become factors in how he views

,"himself. This is especially true as regards his conception

‘ . -’. ] . [N
of his academic ability. , . '

As LaBenne—and Greene‘f1969 pPpP. 126-127)'p0inted
out, each,person has a need to be successful and it 15' .
‘1mperat1ve that teachers recognize thls need Teachers mustf
prOV1de many opportun1t1es in the classroqm Settlng for

students to be successful The standards must,not be so-

hlgh as to make successful attainment 1mposslb1e for an’

/

‘e

'1nd1y1dua1‘ On the other hand, the tasks must ‘be challenglng -

~

,enough and st111 contain the p0551b111ty of fa11ure.. In
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.other ‘words,. there must be a chalfienge which gives meaning

and purpose’ to accoinplishments, with reai dangers of failure.

possible. Only in this way can a student develop a, p051trwe/_

+ ©

self concept . !

~
The 1mportance of social and cuLIUral 1nfluences on

the development of self-concept must not be underestimated.

‘Combs and Snygg (1949) recognized th1s 1nfluence.'
e .

. The culture in which we move is so : Ty
completely and inextricably a- part of our T
experience’ as to overshadow almost all else
in determining the nature.of the concepts
of self developed by each of its members,
[p. 141]. . _ '

.

Even a person'§ definitions and values- with respect'to the
'purelymphysical aspect§ of his envlronment ate‘not'left_
entirely to his own eipetience‘but are colored, interpreted,
”and valued one way or another by the culture 1nto which he

has been born. The 1nc1us1on by the 1nd1v1dua1 of the -

meanings of his culture appl1es not only to thlngs and

-

'events but to himself as well ' .o . >

"self—concept m1ght lead one to belaeve that the' 1nd1v1dual

must‘31Ways COnform'to his culture. ,However, the concepts
of self that people possess-are not always what one m1ght

expect.from the culture in which they live, Such dlffqyences.'

N

_',may be the result of a change in the culture or 'a change in

the self-concept or both of these, as Combs and Syngg (1949
p. 142) pointed out, S S

.The development of an 1nd1V1dua1's self concept

then,ﬁls 1nf1uenced by the 51gn1f1cant others in hls 11fe -

-
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and by the culture in which he livee. Dﬁning early.childhood
thé?% 51gn1f1cant others are his parents who exert the
strongest.lnfluence on his development. As he grows older,‘
teéchers;other adults,. and his peers become significant = . Y -

othé¢rs and influence' the development of,his.self—concept.

Self-Concept and Achievement - ' : | S B

7
Since self concept is 1nferred from behav1or and T

behavior is all that is ever seen~ why do some students
attempt a new task with confldence, while others are fearful

(Wl

of attemptlng it at all? Why:lsllt that some students can
accept failure without&fear, while others fear to'fail?. It
wphld-bexa misconception to view a peréeh with’a strong of
phsitive 5e1f—dohcept as one completely without faiiure or;
other neéati&e experiehces. No one eecapes some diseppbint-
ments and failures. Howeter, thelpefson who is able tofdeai
effectively with these negative.ehélaughts in-1Tfe-is one ,
whose Self—eoneept is esSentiélIy positive., When weighed’in
the ‘balance he feels hlmsclf adequate to meet life's
thallengesrbecause of a sufficient backlog of successful
encounters wh1ch allows his bellef that he is valumbie and'"
ﬁorthy One defeat can aﬁ%ioprlately be 1nterpreted by such_;
.an 1nd1v1dual as "I have falled n not "Iam a’ fallure "
Tﬁé\conclu51on that the successful student is one who
is 11ke1y to see himself .in essentlally positlve ways has’
been ver1f1ed by a host of studles. Thg mqst extens1ve of

°these is the resedrch prq;ect of Brookover and his associates\'

(1962-68) who have completed - three projects which-repfesentedi



[ T
EY TN N ..

o

. ' » - coL .o .
. . .
. . . . -
“ - \
. o 51
. . . . . * o

)

cont1nuous phases of a six- year study of the relatlon of e

self- concept of- academlc ability to *school ach1evement among

3

students in one school class whilé in the seventh through
twelfth grades.f Among their findings were that the reported
self-concept of ‘ability is 51gn1f1cant1y related to ach1éve*‘*'

ment among boys and nglS that achlevement 1n school is

v !
11m1ted by the student's concept p£ h{% ablllty, and 'that &

A"“..., .ot

person's concept-ofshls abllltyfrs a better predlctor of - .~

. ’ ‘ . . . eon :
tend to have_negatiye,self-cogcepts are numerous. Judging

success in school than his over-all self-concept..-
n00L 1 over-a 3 2P

- Studies which Support the notion thet underachievers’

w

\

by the'preponderance of available research, it.seems

! . e

reasohable to assume that unsuccessful students are likely b

to hold attltudes about themselvés and the1r abblltles that are

. petvasively negatlve They tend to. see themselves as less.

" jpiner (1967, p. 134) has indicated that'stgdents with_

i

- negatively because of thelr poor school performance, or

"successful peers., The research of Brookover, Erickson, and ,

fwhéther they perform poorly in schooi because they see theﬁ- o

.stated "The best eV1dence now avallable suggests thdt 1t 1s

negative self-concepts efftheir ebiiity_rareiy’perform well

a

in school -

.

" The b351c questlon of whether chlldren see themselves

a

selves negatlvely, is unresolved. It may be that the

relatlonshlp between the tWO 'is caused by some factor yet to

_be ‘determined. Purkey (1970) expressed thls 1dea when he

. ﬁ :

able, 1ess'adequgte}’ahd less self-reliant”than their more .\lgf

.
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a two-way street, that there is a continuous 1nteract10n
’

q-

between thezeelf and_academlc achievement, and that each

4 A .
directly influences the other [p. 23]."" ' N

.The indications seem to.be that suctess or failure

s

in school 51gn1f1cant1y influences the ways in which‘students

view themselves. 'Students who experlence repeated success.
.in school are likely to develop positlve fecelings about .

- . ¢ . . .
their abilities, while those who eicounter failure tend to

'H;;Riji)negatlve views of themselves. '
Teachers exert an almost overpowerlng 1nf1uence on

:the ch11d's concept of .his achrgvement. ‘Perceptual'psychol#

Oglsts have developeﬂ the plau51b1e "theory that people more

‘often than not do what is eXpected of them, and they become
’ <>
what they are thought to be “This is so because the .

~

reflected image a person sees of hlmself in soc1a1 contacts

-
P

and experlences with 51gn1f1cant others, as-well as hlth

thelr expectatlons of his performance, helps to estab11sh

- his self-concept.' Brookover,.Erlckson, and.Jolner (196?.

&

p}fllO),concluded that a student's performance is influenced

by “his percebtionsrof the evaluations of his academic}

. eblllty by others (teachers parente, and friehds) {h

s

other words, when a teacher believes that. h1{ students

ot

will not ach1eve. ‘
Thls self fu1f1111ng prophecy has been 111um1nated
in dramatld fashlon by the research of Rosenthal and Jacobqon

(1968, pp. 175- 182), who had as thelr baslc hngthe51s that

f !.

- . Do - AN - . . ..

¢ . . . ' -
. . . -
. - N -
i . f
' Do . . ' . A
« ) . - . L)
- - . "
’ ' . ' -

-

;;cannot achleve, the students will be influented by this and -
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studénts, more often than not, do what is expected of them._

- LY

To test thls hypothe51s, "the two researchers conducted an

;cxperlnent in:a. pub11c elementary school of 650 students

{

The “teachers were told that, on the ba51s of abiTlity tests

’admindstered'the previous,sprlng, approximately one-fifth of

the students could be expected to cvidence 51gn1f1cwnt

L

increases 1n mental ability during the year. The teachers - -
were then given the names. of the hlgh potentlal students
Although in fact'the names had been chosen at random by the
experlmenters,‘when intelligence tests and other measures
were adminiStered some months later, those identified as .
potential spurters tended to ecore significantly higher thani
chlldren who had not been SO 1dent1f1ed Rosenthal and
Jacobson concluded ”Chlldren who arée expected by their

/ :

teachers- to galn 1nte11ectua11y in fact do show greater

1nte11ectual galns one year later than do children from whom .

;sﬂch gains are not expected [p 1213.!

AS” to why such events occurred Rosenthal and Jadobson

‘ were not quite certaln, though they were’ able to state

*s

To summarlze ouy speculatloﬂgl we may ‘say
that by what she saidy by how and when she said
it, by her facial expressions, -postures, and -
perhaps by her: touch, the teacher may have
communicated to the chlldren ,of the experimental
group that she expected improved intellectual
performance.. Such communications, together
with possible changes . in teaching techniques,’
may, have helped ‘the child.learn by changing hi%"
self-concept,-his expectations of his own
behavior, and his motivation, as well as his
own cognitive style and sklllsl[p ©180].

.. Thus, teacher expectations influence not only theé
N o . o T

-4
;-

:
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°
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succeed that for some reason he is doomed to falluye, nd._

.consequently that he 15 not a worthy being.

b,represents a person's fundamental frame of- referénce, his

AN
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‘child's self concept but also h;s actual performancc as

measured by tests. The ramifications of thlS are far- reachlng

“and have tremendous 1mp11cat10ns for teachers and for

educators in general.

Changlng Self-Concept ‘ L : . ’&Q.

. An 1nd1v1dual who has a negatlve self- concept Can

- generally be descrlbed as one who lacks confldence in his’

abilities, who despairs because he cannot f1nd a solutlon

er

for hispproblems; and who believes that most of his attmepts

-will résult in failure. HlS expectatlons, in terms of his

-

own behavior and performance, are very low because he

'belleVes that he can do few things well, Although everybody,

~

__at some point in time, questions hlS worth and place in

soc1ety, the person w1th a negative 1mage of self often feels

“humiliated by his’ behav1oru dlsgraced by . hlS fallures, and
" inferior An many 51tuatLons in, which herflnds himself. -'He

.contlnually operates on the assumptlon that he cannot

/I

P

What can be done. to develop a p051t1ve self- concept

”1n such a person’ Indeed can anythlng be done to chahge a

.self concept once it has become establlshed 1n a person7

‘ There is 11tt1e doubt that ‘self- concept is very
steble Combs and Snygg (1949) expressed this view when, they

said "Once establlshed in a given personallty, the percelved

"self has afhlgh degree of stab111ty [p 130%." Self—concept
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anchor- to reality, and even an'unsatisfactory self?concept

“is likely to prove highly'stahie am& resistant to change.

Purkey (1970, p 159) p01nted out two ways in which self

nakes'chéﬁge d1f£1cu1t. He Sald that a person will 1gnore

'aspects of his experience which are .inconsistent ‘with his

self concept and will select perccptlons in- such a way as to

‘confirm the concept of self he already possesses,

Of'course, a Tapldly changing self'would nSt-provide

the k1nd of stable’frame of reference the individual needs in

_ self.

order to deal w1th 11fe effectlvely and efflclcntly To be -

able to deal w1th life at all, he.needs(a firm-basiy from'

’ wh1ch_to opecrate and so the malntenance of his phenomenal

self is essential. The.very. operation of thiS~fundenenta1.

. need “leads to a high degree of stabiiity in the perceived

- . . ‘ 3 . ’ ’ . . T (X
. ' . f - . ) :

"To say that self- concept is stable and re51sts

4/

change, however, does not 1mp1y by any means that once it is

estab11shed no further changes are p0551b1e., Indced as

Purkey (1970) stated,‘"It'fs‘prooable that throughout the,

'lifetime of the individual chénge is constantly occurring in

it. An adequate self must ‘be stable but not r1g1d 1t.must

v

- the self- concept as he perceLves the react1ons of others to

’/

' h1mse1f [p 157]." The 1nd1V1dual's own - fundamental need” “

requ1res change in his concept of self. One cannot be truly

_adequate in a changlng world w1thout adaptlng to 'the change&

g01ng on about, h1m. A static self concept ex1st1ng in a

_'mov1ng world would soon be out of .touch w1th the world about

-

e

Y
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.be changing but not fluctuatlng

" While changes 1n perlpheralaaspects of self concept

may somctlmes occur falrly qulckly,'changes in the 1mportant

or fundamental concepts of self usually take place slowly’

and gradually.” Purkey (1970), 1n expre551ng this V1ew,

stated, "It Secms 11ke1y that gradual changes of thls sort,

as a_ result of repeated cxperlences, represent;the most

frequent type‘of.cnange in the coneept of self'Tp. 160};'

[

Self-

intellectual

concept cannot be changed b& words alone nor by

knowledge.- For better or for worse, self{;oncept

is changed only by experlence. Memories of past successes

act to prOV1de the 1mpetus to move forward. . Perhaps this is -

why the c11che'"Noth1ng sueceeds,llke success' ‘has, in fact,

significance.

Reviewing over a dozen éxperiments, Wylie

(1961‘ p. 173) made the'tentat%ve statement that students are;,

11ke1y to change thelr self- evaluatlons and hence their

,self concepts, after experlmentally 1nduced success. Glasser

(1969) also arrived at - this conc1u51on

From

these struggles 1 have dlscovered

an _important .fact: regardless of how many

failures

a person has had in his past,

*, regardless of his background, his culture,
his color, or his economic level, he will

not succeed in generalwntil he ¢an in some

way first experience success in' one 1mportant
-part of hlS life [p. 5].

This

does not mean ‘that a person should be told he ’

is doing well when he is not. What it does mean is ‘that

themselves.'

- teeehers must prbvide meaningful activities in which'studenté

" can explore and dlscover the personal meanlng of gvents for

To do thls-demands that teachers know their
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students and select for them experiences that prov1de at a
o o o mlnimum; the opportunity for success d When the task is seen
to be v1rtua11y impossible to attain or to be ridicuously
iieasy, there s no desire to perform. The most adequate tasks,
in terms of incentive and satisfaction3 are those which
centain'a'probable chance of success., LaBenne and Greene
(1969) stated this 1dea as follows:
_ o ~’_M__/_/,;—»/"The/ﬁar/l‘aate_is clear: To help a chlld
- ﬁil{ilﬁ?mase‘iié?‘e_’ipi?iﬁiﬁi’s‘?ﬁﬁich°’$io’3‘£3’é '
- T a challenge, and at the same time help him -
maximize his opportunities for success [p. 29].

The process of developlng a p051t1ve self- concept is
also based on changes to be made in. attitudes, bellefs, and
expectations. To some extent, expectations are the most |
Aimportant, -since most people tend to move 1n the directlon
of what they expect to occur. ,Therefore,.any attempt to alter
expectations must also- result in a change of behav1or

| Johnson (1946) realized the. 1mportance of expectatlons wﬁﬁn

he wrote:
“1’."

Failure is a matter of evaluyation. Failure
.o . is the felt difference betwden what you assume
-e " you have-to do, what you demand of yourself, and
' what you actually do.” It is what. you feel
when your ‘expectations exceed your realizations,
-1f your'ideals or goals afe too high, in the.
- sense that they.are too vague, or too highly
valued,.or unrealastlc then you are likely
- to experience a Serfse of failure. Eventually
“ you are likely to suffer from an inferiority’ .
. complex,.a low op1n10n of yourself. You are’ - .
likely . to be more .or'less overwhelmed by what : o LI
. .you call '"the,general 1mpenetrab111ty" of : ' N
- things. [p. 13] . oo o :

The classroom teacher can also help. change a negative

self-concept 1nto a p051t1ve one. A ba51c‘a§sumpt10n of the ’

-
rl
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thebry of self—concept is that.a person behavesjaccordiné to -
his.beliest{'It follows, then, that .a teacher's beliefs ahout
yhimself”and his students are crucial factors in determining
'his effectiveness. Availahle.evidencenindicates that the
teadher 's ,attitudes toward himself and others are as 1mportant
"if not more SO, than his technlques, practlces, oTr materlals.'
Purkey (1970) concludgd.
| . The way "the evldence points is that each

teacher needs. to view himself with respect,

liking, and acceptance.. When teachers have

essentially -favorable attitudeés toward .them-

selyes, they are in a much better position

to build positive and reallstlc self-concepts,

in their students [p. 47]. :
Stalnes (1958, pp 109- 111) conducted afstudy 1nvolv1ng
careful observatlons, fecord1ng, and analy21ng of data from
'teacher ch11d and child- ch11d 1nteract10n in four elementary
classrooms. The ;nvest1gat10ns showed marked diffePences -
betWéeh-teachers in’ the frequency of references'aﬁodt‘the'.
child in their comments, paitjculatly in theif positive or
negative comments on the.child’s.perfornance; statﬁs, anda
seif-confidence. AL;o,Ait was fonnd that'it'ié ooesible to;
teach sorthat, whil€ aiming at:the'normal results of teachiné,
~.§pecific changes can. be made in the child's éelf-concept a
Stalnes concluded that changes 1n a chlld's self- qghcept do
- occur as anoutcome of the learnlng s1tuat10n and that self
, nust be récognized as an. 1mportant factor in learning.

Purkey . (1970 PP- 49- 50) presented a checkllst by

wh1ch teachers can Judge whether or not their attltddES are.

conduc1ve to developlng a' p051t1ve self concept in, thelr .

ﬂstudents -

4
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experlences.

. '69.

1., Am I projecting ‘an 1mage that tells "the student I am ’
. here to bu11d rather than to destroy, him as a person?
‘52. ‘Do I let the student ‘know that.Il am aware of qnd
o 1nterested in. h1m as a unique person7 '

3. Do I convey my expectatlons and confldence that the
student can accompllsh work, can learn, and is
competent? A

4. Do I provide well-defined standards of values, demands
" for competence, and gu1dance toWard solutlons to
"problems?

5.' When working with parents, do I enhance'the -academic
.expectations and evaluations which they hold ‘of their
.children’ 's abili ty? o ' .

[

6. By my behavior, do I serve as a model of authent1C1ty
for the student? :

”._ * o - . . . . ‘ L. Y

7. Do-I take every opportUnity to establish a high degree

: of private or sem1 private communlcatlon w1th my
students?- : :

Thus, although self concept is" stable and not ea51ly N
changeable, it is p0551b1e to change a negatlve self- concept'
into a n051t1ve one. The expectat1ons of the 1nd1v1dua1 must
be made more reallstlc and opportunltles for successful'
experlences must be provided. The .classroom teacher 1s

perhaps in the best p051t10n to- 1n1t1ate and au1de suth

.“ . N . ’ "
L - . . t

'Summarz o o L - = i

o .
;”Self-concept a person s evaluatlon of hlS appearance,c_

ibackground and orlglns, ab111t1es and resources, attltudes

and feellngs, 1s respon51b1e for guiding, pontrolllng, and

: .regulatlng h1s actlons and performance. Self- concept ',t: .

'CUndltlons the'way in wh1ch people 1nterpret the.comments and

actions of others toward thelr behaV1or and 1nf1uences the

il

-

. Lt g ) . ' .
’ + . . -
U . . . .
. - ) . . . B
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way in Wthh a person W111 act in future 51tuat1ons. That 1s,
' i\

self concept is a prime factor controll1ng human behav1or.

‘ Because self- concept is a psycholog1ca1 construct
it cannot be dlrectly observed. ,Instead,’a person s behavior
is observed and his self—conCept‘is inferred trom that |
behavior. Instruments have been developed to help deternlne
self-concept, but care must be taken in 1nterpret1ng any
results ach1eVed with some of’ these 1nstruments because
there are many dlfferent def1n1t10ns of self- concept and
many dlfferences in theoret1ca1 orlentatlon. '

- The development of a. person s self- concept is “
influencedAb& 51gn1£1cant others in the-person's l1fe anid
bv’the culture in which he‘lives.':FOr-the_first several
yeans-of'his life,'these siénificant others are ‘the parents
who 'exert perhaps the strongest 1nfluence on the development
of self cqncept When a Chlld enters school teachers
'fhecome s1gn1£xcant others and the1r 1nf1uen¢e is also very

_qfrong Eventually members of . the peer group and other‘
_adults become s1gn1f1cant others, though the1r 1nfluence
"1s:notnusually as strong as that of.parents and teachers.

' .A'person’s-concept‘of‘his.ability to achieve is™the
strongestffactor influencing'how.well:he»wilg pertorm; The -
anCessfuI person‘is one“who is lihely'tb‘see‘himself in‘
essentially positive nays, while:'the ud@uccessful studentﬁ

tends to have a negat1ve self concept. J
Teacher expectatlons about the ablllty of a student .

T
A

‘to.acﬁieve appear to be'transmittedlto the-student‘who then -

-
-

4



of success. L

. . N

fﬁlfills:these expectations. For: this reason,“the teacher

.is in a ﬁosition to strongly influence‘agstgdent's berformance

.

in elther a p051t1ve or negatlve manner.

Although self concept has. a tendency to be stable,

!

it is-possible to change afnegatiVe self-coneept into-a

positive one. The most important thing is to introduce the

T a

person to‘spccaésful.experiences and so change his expectations

’

from ones of failure to ones of success. This is not an easy '

thing to, accomplish, but teachers can provide opportunities

~ for the Studeht to perfqrm-taské'whiehﬁhave'a probable chance
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‘flndlngs that have been d1scussed and of drawing ub'

'
.
7

- . CHAPTER V

o o " CONCLUSION.

The.literature has Been'reviewed on the-teaehing-of :

Soral communjcation; on the nature, causes, and remed1at1on of

retlcence, on-the phy51cal 1nte11ectual emot1onal and
psycholog1cal character15t1cs 'of the adolescent, and on
varlous psycholog1ca1 theorles perta1n1ng to self- concept.,

There now remalns the task of synthe5121ng the v1ews and

pr1nc1ples and strategles for treatlng and preventlng retlcence._
Th1s synthe51Z1ng will take the form of a dlscu551on of "those

elementswcovered 1n the f1rst fonr chapters which must be

taken,1nto consideration. y
SYNTHESIS - SR

Proficiency in oral. communication is essential if

- a person is to develop his- full personal potent1a1 and "lead a-

satlsfylng life. Too few people in the modern world have '
sUcceeded in actuala21ng the1r pbtentlal even w1th0ut the
added handlcap of retlcence. Whether .such a cond1t1on is
due, as May (1967a, P 153) and other humanlsts suggest, ‘to -
the. fact that this is an age of trans1t10n, that the values,,'.
myths, and symbols whlch used - to give meanlng to 11fe are

-

d1sappear1ng and new ones are emerging to take their place,

&

is uncertaln. Nevertheless “whatever the causes, mank1nd

seeils to many to be more bew11dered more frustrated, more -

. .
“ -
k] N -
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.ambltlons pent up inside him. In° addltlon, the retlcent -

: has recelved add1t10na1 tra1n1ng in- the form of drama,

“home, for,rt is here that the chlld's attltude towards oral

unleled than ever before.
o
. The retlcent person in the modern world is even worse:
off. Unable even to cdmmunlcate hlS fee11ngs, he has to

suffer 511ently and keep his frustrations, feellngs,.'nd

person has, in the'past been almost totally 1gnored in the
education system.'-The person w1th.a more severe speech
handlcapp has generally recelved speech tra1n1ng, often in-a
clinical env1ronment - The pbrson w1th a fac111tv for speaklng
debating, and public speak1ng. But little, if anything, has .

been done for'the reticent student; ‘

The causes'of’ ret1cence are many HOwever,'several'_

"~ émerge as. belng prlmary 'These are: (1) the attltude toward

communlcatlon in- the home and 1n the school (2) the condltlon
of self concept and (3) the amount of conv1ct10n ‘with which

values are held _The. most obv1ous source of retlcence is- the
conmunication is formed, the’ self concept developed d

varues handed down. The follow1ng are- some of the thlngs in’

the home that contr1bute to the growth of retlcence.-‘

.'-Sbeech is. used as a weapon, to scorn, r1d1cu1e, or .
chastlze the ch11d L .

F)
s s

.,2.. Conversat1on is dlscouraged because it 1nterferes w1th
‘listening to the radlo and watchlng teleV151on. :

3. The child 1s told that he must not speak: unless spoken
S to, or that he must be'seen and not heard o

' . ] Fl - N
4. The ch11d is laughed at or made a fool for what He says.

L~
T - - . L4
. . .
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‘whether‘or not the: child develeps reticence}

[V

~
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Se Parents show little or no affectlon and love - through
their speech. That 1s, they remain cold and aloof.

, The child cannot learr the regard ‘of speech. in such

co . an atmosphere. ' I -

. ¢

6. Parents are. too busy. ‘with other things to take t1me
-'to listen to and talk with the child, :

Such treatment not only discourages the development
of good speech habits. and prevents the child from learning_
- how to: communlcate effectlvely but can also have a damaglng-
effect on. the cﬁild's self-concept. If {he child is treated”;

in such a manner, he finds it dlfflcult td establlsh his . e

-.1dent1tv as a person and to have a high level of self- esteem.

wa he is unable to find h1mse1f and ‘if he feeéls that he 1s.j

v

1nfer10r he w111 not rlsk reJectlon and r1d1cu1e by attemptlng

“to communlcate W1th others. Not. all ch;ldren who live in

Snar
O

i

iy

such an. enV1ronment become retlcent Some are strong enough -

to develop good 1nterpersona1 commun1cat10n hablts“and are

able to commun1cate effect1ve1y .in- splte of the cond1t10n of“

. the home.enV1ronment. HOWEVer, the atmosphere of the home,:

n

" especially as regards oral'communlcatlbn,'ls crltrcal as to -

a
-

t

The atmosphere of the school is another 1mportant

Af.

.factor in the development of retlcence.- For eleven years orﬂ-

more a child spends several hqurs a day in the classroom. ‘The.
'f0110W1ng are thlngs whlqj occur in some c1a55rooms and whlch

contrlbute to the growth of retlcence in some,;tudents..
‘1. - The teacher is author1tar1an and permlts students to.
speak only to ask OoT answer questiomns. :

2. The teacher uses. sarcasm as a weapon agalnst the e
student ) , Lo .
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,educatlon system. One has only to read ‘what some of-these_

e“. o ; . .. ) ) . ' 3 ’ 75
. : . , _ 5
" 3 The teacher cr1t1c1zes the student's manner of /N
speaking--either his pronunciation, .accent, or grammar)
Because of the ‘complex relatlonshlp between speech and
personallty, ‘the child perceives such cr1t1c1sm as .
referrlng to hlS total felf . .
s 4, The teacher acts as a sw1tchboard operator, plugging- -
; "in and pulling out speakers. This means that .
- communication in the classroom takes place between
" teacher and student but not betwéen student and.
: student» :

n -

S. .The teacher is 1nterested only in rece1v1ng “the "nlght"
answers from the student, who spends his time trying
to guess what answer the teacher is looking for. .
6. The .teacher is determined to stay rigidly:to the + -
‘ subject matter to be covered for that day. 'No.
digression is permitted, even if the whole class
'LS interested. ' p , '

7 The. teacher does’ ?ot help'the student to understand
- .- the commurfication process and the benef1ts to be. -
S reaped from oral communlcatlon.- . P

The effects of some of these practlces on students

have been well documented in recent years by cr1t1cs of the_ .

crities'ffor example Glasser"1969'"Holt’ 1964' Leonard

1968,,511berman, 1970 Postman and We1ngartner, 1%?9) have

wr1ttén to reallze that some of the things that ciuse -' - ,“

T

ret1cence are, also oeing cnéticized for having adverse effects

A 3
)

" on the educational system.‘ - o S : o A

i ..'\ ‘ .
; A lack of conv1ct1on about values is another cause

r [ 4 4

"of ret1§ence. A chlld'-re eives his value system from

VRIS |

his family and from the culture of the society 1n which he “
% W
lives. When ‘the child becomes an adolescent hel

&

beglns to quest;on the values he has recelved from others.

The adolescent will accept -Some. of these 1nher1ted values,. s

- B [ A o
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“reJect others, and W1ll accept new Qnes into h1s value system.

oo T 16

' Whlle this process is tak1ng place, he is very vulnerable.

If he does not have a healthy self- concept, he may ‘be afrald.

' 1".?‘
to express %}5 values because he fears theyDW111 be attacke

8 .y

and criticized. -If he is not secure enough to defend h1s

o values,'or'if hé perceives an, attack on hlS values as an ;J

-'by, as experlence after experlence tefls h1m h1s fears “were -

N

A%,

“encounter. - - o

attack on hls personal1ty, w1thdrawa1 from commun1cat1on may

-s,

be the result, Rather.than rlsk'beqng attacked,_he will not’

pafticipate., He is like a turtle who will not expose his- -

head because he 'is afraid it will be snapped off.  So, he.-

withdraws farther'and farther into his shell. As -time goes

_correct he gradually ceases "to talk at. all It is at thls

‘stage that he has fallen vlctlm to severe mental 111ness.

Fortunately, only a small percentage deterlorate to- this

’stage~~ Upfortunately, far t00 many become ret1cent. Thelr.'

self- conceptsrhave bgen so bru1sed and béttered by the1r'

1 T‘"‘"‘

’4exper1ences that théy crlnge at {he very thought of a verbal

(

iyl N o' ¢ N

. . : '
. Tl ~ . .\' - L . . . e o, L -
A child who has been raised in a small'community

1.for example) where he feels very secure will, often suffer a

sh@ck -when he ventures 1nto a larger communlty where,the ,
Sﬁ‘
9

' value system is dlfferent Whether the student 15 attendﬁhg

2 ¢ ©

AN

school out of hls Jocal. area, or he moves into a new area,

a dlfference in the vglue system can result "in . an attaok on*
l

hlS self concept.~.Un1e§5 h15 selficoncept is strong enoughg

to stand’ up to the attack and unless he has a good foundat:on

B (SUCh1§§ a NewaQndland outport) or in a- subculture (a ghetto,-

3
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in ‘i terpersonal commun1cat1on he ‘had’ to change h1s behav1or
Q-
to/gzmpensate for the clash between his values and. those of

L, -

*—5

the'%elture.' Many t1mes_th1s compensat1ng b:;?v1or,1s .
;/ - * ‘ - . - -

7 withdrawal from oral communication, ret{cenc Although

-

l1ttle research has beén done ‘on the effects of culture on

“ -

re¢1cence, many educators and soc1olog1sts feel that in many .

cases (ch11dren af - m1gratory workers, for example) thlS

B
L

.gnfluence is strong' o ' S o

Whatever the causes of ret1cence--and ‘not enough'

[y

research has been. done to determfne all of them or the1r

" -~

'precIse\gtfects—-1t,;s clear that reticence develops for'

different-reasoﬁs, depending-uponikhe culture, the\individual,

and the 'situation. The fact remains that teachers are faced
. . ’ i ) ) P N . K , ) N

“with students whose fear of oral communication‘is so great.

’

that they refuse to r1sk .an encOunter. So, \Eyven the

! s1tuat1on ‘that reticence exists and is a problem, what can
be—done_to alleviate-it? - C N

' Fortunately, there are a number of things that ‘can

-4

be done, all .of them based on the prem1se that the ret1cent

vt

“student 1s(one whose self conf1den¢e h1s ab111ty to
4

commun1qate orally is so low that he is afrald'to r1sk
’

speaklng. The aim of any program ‘to treat reticence must

~

B

be to ra1se the- level of self- conf1dence, develop a pos1t1ve

., a

-,self—concept educa%e about the commun1cat10n process, and

"o

a tra1n in the basmcs of 1nterpersona1 communlcatlon.,

' 4 The f1rst step-ln he1p1ng‘the ret1cent student must".

be to 1n§roduce “him to successful oral commun1cat10n
\ -'.l
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experlences, and in ‘this. way help hlm%to buxld up. his self-

. x'conf1dence and - cthge hlS self concept from negdtlve.to

Le

‘p051t1ve. Slnce-the 'self- concept-ls relatlvely stable, any .

attempt to change it must-be a long- range prOJect Results

. must not be expected 1mmed1ate1y, though some retlcent students

[ may show 1mmed1ate galns. ‘The 1mportant th1ng is for the o L}{

RN

téacher to help the students determlne where they are, where :

’

thev want to go, anduwhat the next step ‘is. .

':.‘ “ The strategles the teacher uses when he f1rst begins-

to- treat ret1cence must help t&eastudent experlence\success

“and must. remove as much threat as.possible. In add1t10n,

-humanistic education ,” the human'potential mévement., and the

» 'r“‘/ . o
these stgatégies must be of such.a nature.as ‘to permit all

students to have an equal footing. As.it happens,-th

exercises developed by -advocates of affective education,

3 B [

7
"use of 1abratory methods (all of these overlap) have preC1se1y

B to treat retlcence must make prOV151on for tra1n1n%/1n these

‘ Harnln, and Slmon (1966) can. be of 1nest1mab1e help ‘to the

. . . . )
————— -

1 .

thlS effect..u M

The phllosphy of these movements , . that of

developang man to qg.a fully functlonlng person Hends'itself .

-

to the treatment of, the retlcent person.

S1nce most retlcent stu nts have 1ittie qonviction' P

'Hn the1r values and are wg@k in d cision mak1ng,,any attempt

/

‘-

areas. The phllosophy and strategles developed by. Raths, I !

. .. . . . . P . ..
8. . . e . 1
o
L ® . N . . 2
, B B . - . ;
[ad N o t g
. i + . .

. ,1/ . . t 1 . p’
 For. example, see. Maslow (1962), Rogers (1961 19695, ,

'Glasser (1965), Schutz (1967), -Browm. (1971), and, Hunter (1972y o
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T . -
. teacher who desires to aid students develop thp processes

of valulng ‘and dec151on maklng These authors ma1nta1n that

teachers can help students in these areas wh11e at ‘the same
- time teachlng a standard currlculum. ’
S In prOV1d1ng successful exper1ences, the teacher must

-

. take into consideration the 1nf1uence of the peer group A

ra

. 'retlcent student will not perform in front of a’ large group

. of his peers for fear of appearlng to “be" r1d1cu10us. However
] h .
pu't that same 1nd1v1dua1‘1n a small_grouP of four pr five,

t

- 9 i .‘ . - £ - . .- . ot .
‘give 'him something to ‘talk about: that concerns and interests

[ ‘ +

-him,-let him’experience *success, and he will eventually losé ..’

some ‘of his f?hibitions'and'fears. gain self-confidence, and
.‘ . . o - ‘ ‘ , ) ) -
- achieve the respect of his peers. Lét him know that others

° feel the'same way as he .does regarding manf things, but

'especially about cdmmunicating'orally in front of others,"\

- ) R v ’

© . and he w111 beg1n to percelve that he is not abnormal after
. 2 ' L6

all. Herp the retlcent student to evaluate hlS present L

/

0
.

positlon to set goals that are realnstlc, to take the neXt

£ 1 step, and he will begln to see that his, problemols not L
.. 1nsurmountab1e and that he can succeed Place h1m in'a group,
Y?‘) \ ’ )
' of students all ﬂork1ng to. 1mprove thelr 1nterpersona1 , )«“

- ‘. ,

communlcatlon and he w111 draw strength from the others and

w111 1n turn support -them.

.
Al ;

A < There is’ more to solv1ng ~the problem of retlcence .
y ~ : 5
‘ than Just helplngathe student to speak 1n a pub11c 51tuat10n._

<

Interpersonal cdmmunlcatloL results dnly when there is honesty,r .

[ 4

oo openness, and trusﬁnbetween the two who are communlcatlng.

- e - .
. vn . ’ v - L
. . \ - 4 e u .o . . 1

Ce
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If a person does not dlsclose himself fto the other, inter-

personal communlcatlon cannot take p1 ce. Dlsclosure begets

/

> dlsclosure.' Trust begets trust. Eor far too'long people
have’tried to hide behind a fronte al image of themselves'
they prOJect ‘to others while protectlng their” real selves.
Unfortunately, after a t1me a person is no longer able to
dlfferentlate his geal self from ‘his pro;ected false self. “,

The two blend and merge. Only when a person knows h1mself

- o

‘and shows himself to. others can 1nterpersonal communlcatlon

.
-

take place. Any attempt to, treat retlcence must try to help

.

‘the 1nd1V1dua1 beCome open and honest Otherw1se; the
result w111’h§ a shallow talking person where once there

was a w1thdrawn, silent peﬁsoh And that is not much of an

® N .

1mprovement : ° . R S °

]

"»  IL.; PRINCIPLES

. . “‘ v -
1. " The atmosphere of the c¢lassroom must.be communication-
s g . W ‘ P o [ . ' :
ﬁorientéﬁ : .o oo ' , )

.- . . . t _." - - [N

The flrst pr1nc1p1enmeans a great ‘many thlngs, but
-most of all it means that the- teacher must make the classroom
' [
‘3 place where students areencouragedto express themselves

[ -

on any»toplc whgtgoe;ersﬁithout fear- of- be1ng evaluated and
Judged on - the manner in ﬁhlch they speak or on what they say.
" The goal then is to supply a new 1nterpersonal env1ronment

Wthh 1s acceptable to the part1c1pant .1.e., an env1ronment .

“ P

.in Wthh he’ w111 resaondﬁrﬂThls goal, can best be achleved 1n;;

A
a cllmate,of'total acceptange wh1ch means that the teacher




©is to prov1de max1mum eprsure ta. s1tuat10ns wheweln any

81
ymust avoid seeking to instill his own value system in-his
students. He encourages-discussion, asking questions

designed to elicit responses from all group membens. Giffin

“and Bradley (1969, pp. 26-27) stated flve technlques to be .i,

employed by the teacher in attempting to create thls‘type \

of atmosphere: " : A T ' L

(a) Encourage'participation of all group members.

(b) Be supportive of all comments which appear to expose
- _ students' fears and anxieties regardlng communlcatlonﬂ.

- (<) Be patlentrwhen/nothlng seems to be happenlng . - —
(d) Be calm when emotlonal behav1or ocCurs.;

—

(e) Show no. negatlve attltudes towards students. ‘ B

T As Phillips (1970) stated "The goal of the

£ .
[ ¢ o c

communlcatlon centered classroom is to m1n1mlze threat to

. the student whlle max1m121ng the extent to wh1ch he feels

free to part1c1pate accordlng to his d1sp051t1on [p 148]‘

The" obJectlvezof the commun1cat1on cen&ered classroom, then,

contr1but1on of the ret1cent student w1ll be valued by the” '<_,.~

teacher and the rest of the class. Repeated exposure in

favorable c1rcumstances«w111_1ndUce further”VerbaItzation

*" from the participant to the point where he will regard . .

"speaking” as a familiar and even favorable experience.
l‘ s * ' . c : " ’- . ‘.I' . * '_' ' ) i R '
2. Help the,student to develop a Strong positive self-

.l
1

;"

concept : L
> > L4

"‘In reallty, thls pr1nC1p1e is the aim of all the' .

otner prlnclpleS‘and all.the strategles. The relatlonshlp
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between retlcence and self cdncept has already been dlscussed
A

as has _the method of cHanglng a negatlve self- concept into a
p051t1ve one.2 The ret1cent student has been found to have

an abndirmal self concept, e1ther of 1nfer10r1ty or superlorlty

Those  with feellngs of 1n£er10r1ty will.not say anythlng e1ther :

because they are afra;d others w;ll r1d1cu1e what they say,.

or because they feel’ they have nothlng worth saylng., Those :

-

:

students w1th superlorlty complexes feel: that they .are far .

superlor to others and will often not speak becaUSe they

»

con51der others stup1d -and not. worth the effort At any" rate "

R
! T
» . /

by-worklng to develop p051t1ve Self-concept, the teecher .

can~he1p both these groups overcome theirtproblems; Y |
3, The teachen;must have the characterlstlcs of re“ﬁness,

prlzlng, and empathy D ] oo i{

Rogers (1969, pp. 106 112) stated three pr1nC1p1es-

4wh1ch henfeels a%e\gbsolutely esSentlal for. a teacher to have

-1if he is to effect any change in any student but espec1a11y

E - T i .*—_

"in a retlcent student Perhaps the most bas}c of these'

essent1a1 qualltles is realness or genulneness. When the

teacher 15 a real person belng what he 1s, enterlng 1nto a ¢

.

+

’ re1at10nsh1p w1th the student W1thout presenting .a. front or

I

faqade he is .much more 11ke1y to be effectrve. It seems ‘; g

0 e . l
to be a&lomatlc in educatlon for the teacher to remaln aloof

. /
.. . tw
. : . . /. .
————— . . . AR . Do
_ Co A r -

¥Seeipage Zmlabofel See pf@es 56w58 above. £,
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‘from the students and ‘to put on'a front of"being emotlonally o

uninvolved. When this is so, there is mo way that 1nter- e

personal communication can take place, since'realness—is one of
'S - -
the baaic elements necessary for disclosure., Without disclosure

’r

on the. part of the teacher there is nho possibility for

communication to tike place since the student will not have .

»

'trust and hence will not risk diScIosing'hi?self'tohthe

‘%ple to disclose. However w1thout letting h1mse1f be - .

'chance of estab115h1ng real communlcatlon with his students%
. 3t - ot hY : - N , .

" the learner, prlzlng his fee11ngs hlS op1n10ns tand his

. person, Thls means caring for the Yearner, but a non-

teacher.“ This does not mean that the teacher_must-bare his” L

vy

1nnermost thoughts and emptions to. the student, since each '
oy

person has the r1ght to dec1de how much of h1mse1f he is

-

)

known by. the students as a real perSon, -the teacher has.no

K
)

“7

'Thére is a second characteristicfwhich stands out

~

1n those who are successfu].infac111tat1ng learnlng prizing .

. &

poss@ssive car1ng It is. an acceptance of thls other
) C .
individual as .a separate person, hav1ng worth in has own
"tight. It .is a basic trust ,. @ belief that thls other person , T

. . . . >,
is.fupdamentally-trustworthyt o,
) . "- . . X . .y N : . ,
The third chdracteristic necessary for- those who

) . P ' * N . . . . . ( ey i
would .influence others is gmpathic understanding. When the

teacher has the ability to understand students'\reactipns

[4

A _ ) . ' A ] o
;from the inside, has-a‘sensi%ive awareness of, the way the

process of. edupatlon and learnlng seems to the student then

again. the 11k11hood of 51gn1f1cant changes 1s 1ncreased
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T

St nt§ fée 1 deeply apprec1at1ve when they are 51mp1y under-'

stood ﬁot evaluated not~3udged1151mp1y understood from
' ¥

freported no- d1ff1cu1t1es 1n communlcatlng w1th people much

N
A

their own polnt of view, not the teacher's. Rogers (1969)

‘concluded as follows:'ﬁ

When a fac111tator creates, even'to a o
"modest degree, a classroom climate characterized
- by all that he can achleve of realness, prizing,
and empathy; when he trusts.the constructive - . _
tendency of the individual and the groupj ' \
then he discovers he has inaugurated an educatlonal
revolution. Learning of. a different qualitys;.

proceeding “at a. different pace, with a greater - A
degree of perva51veness, occurs,. Feelings-- ’ ’
pesitive, negative,. confused--become a part A
of the classroom experience. Learning becomes ‘ g

life, and . a very vital 1ifé-at that. The-

student is onhis way, sometimes. exc1ted1y, o S
v sometimes reluctantly, to' becoming"'a learnlng,

changing”, belng [p. 115]. ‘

- o N

’.
e
]

4. Reduce the level of anxiety about communlcatlng orally.u-

chordlng to Steward (1968 p 4), retlcence dccurs .

»when a person s anx1et1es and fears of communlcatlng outwelgh

’_hls perceptlons of the antlclpated rewards oT preslude

'con51derat10n of a sucbessful performance. That"ls, the ;‘;

©

-

communlcatlon_act,as not being worth the risk: or conclqdes

that he hds o chance of success. “ This being so, one of the’.
< o - -

maJor a1ms of . any attempt to allev1ate the problem of ”/'

retlcence must be to reduce the fears and anx1et1es whlch L

4 )

-

an 1nd1V1dua1 has regardlng oral communlcatlon.” ' . .‘lj;,

Researchers have found that reticent students

pd -

‘_'younger than themselves.%' ThlS is due to the fact that such

o b B

- . . . . . v . . a .
¢ . . . P ) N 4 L o

" ." n.. % ‘ - T e .. . )\ V.

”lsee page liyabeue;, I -f:,ﬂ:"“'

4

:level of fear is S0 great that the . 1nd1V1dua1 sees the . ‘/(&;
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people represent no threat in the sense—that they wil} not

Judge and cr1t1c1ze either’ the manner ‘in wh1ch the 1nd1v1dﬁal L

speaks or the content of what he says.{ With the;reductlon
of fears and anx1et1es of reJectlon and r1d1cu1e, the retlcent

1ndiV1dual f1nds 11tt1e or no anx1ety in expre551ng h1mse1f

-

< ‘.

orally -Thus, the aim of the teacher must be to’ reduce

students!tanx1et1es about speaking. Steward (1968) expressed

»

/\ thls 1dea as follows“, _ ."_f PR

The 1mportant ‘thing,’ then,~1s to focus R . .
attentlon on a task, to provide "situations’ .- : ~ - " ...
in which the student will finfl himself involved =~ - -~
“in communication.in spite o¥/his apprehension;

" where he might,. for a moment, forget his fears,
and thereby - learn something about'thelr ' . .. .
rmanagement [p. 144] ’ S

‘- . -

s 4

5. Raise the level of;self—confidenee‘of“the,student.
Self-tonfidence ~may be described as intrapersonal ?‘ ’\:"

N trust T person's op1n1on or be11ef that he -can do well (or '

not SO well) under a spec1f1ed set of condltlons (G;ffln and

Masterson, 1969 “P. 312) Thus. self~conf1dent behav1or 1s,

H

reliance upon ‘oneself to ach1eve ,a de51red but uncertaln .

ob]ectlve 1n a rlsky s1tuat10n.‘ Low self confldencg in a .

- -
R -~ ‘ P . R

speaker is: hJS unw1111ngness to rely upon h1mse1f in a :
" communlcatlon srtuatlon and means . that sudh a- person would .
never undertake an act1v1ty such as 5peakung 1f the outcome o L o

was uncertaln unless he is forced to” by a pFwerful sotlal

. -

forces.. If the retlcent person 1s to- be helped h1s 1eve1 L ':

of self confidence must be ralsed--he must be conV1nced that

" P L f“' LN

‘he has.ah excellent chance to succeed: ' | " | e e
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. ¥ . . : ° - .
6. ’‘Provide opportunities for successful oral communicatign

'c

) experlences o

One way to raise the 1eve1 of self conf1dence of a-

ret1cent speaker is tQ prov1de him Wlth s1tuat10ns in wh1ch
he can communicate orally w1th a m1n1mum of threat and a
maximum chance of suqcess., The cllché "Nothlng succeeds like
success" is applicable here. Glasser (1969 p. 5) stressed
thlS po1ntrwhen he said .that regardless of how many fa1lures

“Hae,

a person “has experlenced (and the reticent speaker’ has

4

experienced many), he.can’'raise hlS level of confldence and
hlS level of performance. only by exper1enc1ng success. The
ralslng of the 1evel of self- confldence is a long process and
results should not be expected 1mmed1ately - However, each- \‘

.time a student_experienceS‘success, hls.fears are lessened
: o j g o : ; C
and he sees his chances of succeeding as being greater with

eVery successful experience. Memor1es of past successes act
' S
to provide the self- conf;dence needed for the present task.

and the 1mpetus to move forward

)

Wylle (1961 p. 173) has prov1ded exper1mental proof

- that students are llkely to change their levels of self-

.

confldenee after experlmentally 1ndUCed success, Steward .

(1968) also eXpressed dhls 1dea'.

AP Certalnly, mamy ways can be devised to

; provide additional props -and aids to help .reduce

.- .threat angd, provide the student-yith experiences - T

which he ﬂlght perceive as successful and . R '

‘rewyarding.,. With- continuing success..and gradual °

1mprovemenF, the student may, hopefully, become

willing.to] risk increasingly dEmand1ng exposures:

until an o%tlmum degree of autoromy is . o

achleved [p. 145]. ) R PO
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'.Z. Educate the . student to rea115t1ca11y eyaluate hls ab111ty

y R 87
©to commun1cate orally .

Retlcent students haVe been found to set very hlgh

=

standards for themselves and to. become demorallzed and give

up yhen\\h‘x,eannot perform to’ these standards. For this-

'reason 1t is 1mportant -that retlcent students be able to
xevaluate the1r ab111t1es to communlcate ~orally and to set

'goals and standards that are attalnable.~ Johnson (1946 p. 13)

'po1nted out that fallure is a matter of evaluation. It is

'what a person feels when his. expectatlons exceed his

»

reallzatlons.' If a person ] 1deals or goals are too high . .

(1n the sense that they are too vague or -too h1ghly valued

!\\ .

or. unreallst1c), then He 15 11ke1y to experlence a sense of
v !
failure and eventually suffer from anﬁlnfer1or1ty-comp1ex.'

(\h person's expectatiohs-of\himself in .oral commun- ,

:1cat10n should be based on obJectlve appralsals of hi's

current capab111t1es and hlS potent1a1 f0r 1mprovement "An

.'obJectlve appralsal of personal goals must "be’ made by the, - -

9 ¢ /
1nd1vmdua1 h1mse1f' nobody elsehcan do it faT him/ However,

41

the teacher and otheﬁamembers of the class (when in a group

'51tuat10n) can be useful 1n helplng an 1nd1V1dua1 to see

unreasonable fears -and anx;etles attached to an unreasonable

) . 3 . c bt

Y . . ’ . ”

. goal. " S AL e

. ..'.A.

Johnson (1946) has, aptly summarlzed the danger of

self evaluatlon. o : R ' o o .

&) : . ) . . g

3

- In our own culture,’ too, there are these_ Co
. klnds of fear, but there is also, 'and rather © ' °°
. mote” 1mportant1y, what we~ mlght call evaluative .« /-
fear.: Th1s is to- say, it is not so. .much facts e,

-

4 ' A ' . . - . T . . -
.. va‘_.. et VR e LSRR - . . s '.-_ 1 ae .D" ’, ) . -._.'
. R .
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o .
-of actual experlence that torment us’; it is
. to a greater. degree the evaluations we . make
of these ‘facts, .and. the hobgobllnsqwe create
out of thin a1r [p 344] S ‘.

" 14
Y

i . . .-
. A v v

8. 'Deve10p in the retrcent person a concern for spontaneous

N

open, honest relatlonshlps.
Here the empha51s is on personal 1nvolvement but

thrs does not ‘mean thatvthe 1nd1v1dua1 £rant1ca11y hurls

““ 3

hlmself into, every event or. at everybody *?In a, commUnlcatlon

,.u

—
3

'51tuat10n, 1nvolvement can be ach1eved by the approprlate

appllcatlon of the skills of non- evaluatlve listening. and
5oy
self-disclosure., Rogers and Roethsllberger (1952 p. 19)

A.

stressed the 1mportance of non- evaluatlve llstenlng when they

stated that the maJor obstacle to mutual 1nterpersona1

’
\

communlcatlon is the natural tendencyqln humans to Judge

N-t.‘ .2

to evaluate, to approve or dlsapprove the statement of the-

. A
>

other person or-group. The goal of non- evaluatlve 115ten1ng

‘15 to see the expressed 1dea and att1tude from the other

fperson is halfway there."' ' s T T

students to become personally 1nvo1ved in a commun1cat1on .

3

person s p01nt of view, to’ sense how . it feels for~h1m and

. -
‘

to achleve his frame o£ reference in regard to the things -

- -

he 1s talklng about Sometlmes'the sk111 is descrlbed as '

to think with him instefd of thinking ahead and mentany‘- >
Jumplng forward to’ get the story OVer with, be;ore the oth

i
4

t

e .
{ Self dlsclosure,.the other sk111 necessary for

At

v \

51tuatlon does not mean exp051ng one s most 1mt1mate

y -

lllstenlng wrth.as opposed to,l}stenlngxtg a person,,or tryingi




- unless

,..‘pp h07*-108)

'Thls does not. mean present1ng students with' values.to be -

vadepted but - it does mean he1p1ng them to” be- able to dec1de'

e
L
2

o '.éa-

seerets as in therapeutic situationsi Rather, s€1f d1sclosure,‘

-

aécording to‘Jourard'(ipﬁé p 21) ‘means show1ng*onese1f in

.'W1I1fu1 honesty before the other person and respondlng to

tbe other w1th an expre551on of one's experlence as the " ro N
. N

other person has affected. AcCordlng to Jourard self-sQ .

:dlsclosure begets self disclosure. As he stated "The°most

» .

, powerful determlner of self- dlsclosure appears to be the ';/y,

W1111ngness ‘of the aud1ence to disclose hlmself to the same,

exyent that;he expects the subJect to conflde his experlence

-
] )

ot . o8

13 . - . . - N,
Commun1cat10n in the real sense cannot take place

WE e

Lt

+

a person knows how to be open and . honest Thus, one .

of the -aims of an attempt to deal W1th~ret1cence must-be‘to

v

the’ students to llsten without: evaluatlng and to trust. -«

enahle
others enough to dlsclose parts of one's self. 6 °
Lo AR . ) ¥
9,' Develop in the student the process: of valulng o o
Investlgatldns have shown that xetlcent students L '
generally show a lack of flrmly held values (Mu1r, 1964 , B k-

That is, retlcent students do not ‘have

clearly defined values hot do they have any great degree of ‘b,'ff

K

conv1ct10n about what values they do possessﬁ What . 1s needed,‘

.
i a

then is to, help stmdents develbp the1r ab111ty to value.

L

e g i 3'\

'whlch bellefs

at

1n the1r 11ves.

.

‘ -

: :
tltudes, act1v1t1es, and. feellngs are'values .

v

that

e ‘ . ‘ ¢'

5
" W‘
.

oo o )
[ - - -

\
« N ' .. » .
‘g . . . : o e e by . PP L
“ \ R - | . 1 £ .
i v -
: * . i ) . . .

Loy , SR R ] .
i;.,.r ° . -v- . ‘ L

Raths Ha&mlp, and Slmon (1966, p ;Q) shoﬁed
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~ the.procels of yaluing consists of the following steps:
CHOOSING::@ (1) freely . . .
- * « (2) from alternatives

', Tl ' (3) afterxr thoughtful consideération of the
‘ - : - consequences of each alternative : -

PRIZING: (4) cherishing, being happy with the'choice
(5) willing to affirm the choice publicly ey

ACTING: = (6) deing something with the choice
' (7) repeatedly, in some pattern of life

{

That is, to select values, a person must choose, prize, and

AN

act. Only when all of these clements are present is something -~
) B - .
to be cdlled a value.

* These same writers (1966, pp. 38-39) also showed how
o

teacHers could help thelr students develop values v
A~

v (a) Encourage chlldren to maké’ch01ces, and to make them
' freely :

»

o (b) Help chlldren weigh alternatives thoﬁghtfully,
L refléhtlng on the-consequences of each.

!

i | (c) Help them dlscover and examine avallable alternatlves
when faced with choices. RN

(d) Encourage children to consider what it is that they
prize and cherlsh

‘(e) Give them opportunltles to make public afflfffflgns”/
of their choices,

e
//

- -

 id

(f) Encourage .them to act-and 1j n -accordance, with-

their choices.

(g)'Help o examlne repeated behav1ors or patterns'
- the1r 11fe.

-

As well as lacking firm values, -reticent' students

have shown .indecisiveness; they were unable to make decisions

o . L ’ .
_about large or smill things and were not likely to commit
themselves to causes and idea§;1-»Training in deceision making -

&

jo L ngee page 14 above.
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"1like training in‘§he prbcess,offvaluing{ héﬁ'té,bg a vérf
" iniportant bart of .any atfémpf to tfé?f feti&gnce. Indeé&,
'these two--valuing and decision méking:-;re ;aally part of
the same ghing, Siﬁce fhe process of valuing includeé‘makingf

decjisions.

' N - Allowing students to make decisions about matters
in the classroom and in the . school--for example, determining

'subject matter to be studied and grading their own perform-'
SN ' ' '
ances--presumes a great deal of maturity. . However, even if

i

the system'failé (and ‘it sometimes will),.itahas_ exposed
T .the .students to some of the problems they are likely'to

. — ot . ' .- )
encounter in making decisions in their later life. Decision-
L§ . . R .o
making experiences like these convey an.-air of reality to
. o e .

—

the student and the ope;ationfa?}the society around him.

o

Phillips (1970;7P. 154) explained that participatien in

///;;y////&eEIEIE; making reveals to the ret1cent student® that he has

—

def1c1enc1es at communication wh1ch 1n turn motivates h1m'

first to recognize and 'verbalize some of h1s problems,'and

)

then to initiate activities and projects designed to remedy
. .8 : . -

themn.
10. Educate the retident student about the communication -

¢ . b /.
S. : .
proces —

‘L/ ' Reticent students have been dlscovered to have no

understandlng of the communication process and to have no
4

;(knowledge of what is requ1red of them in the communlcatlon

\“i.'act.l Thus,'one of the things -that must.be done in an attempt
.:.{l.. S, ’ C S
. 1 . ' PR '

1 ' . N v

“See page 14 above. . . L ,"" R
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to allev1ate the problem of reticence is to help the student
become eware 'of just what the oral communlcatlon process
entalls and what the respon51b111t1es of a communlcétor are.

The teacher h1mse1f must first have a clefr understandlng

of the theorles of commun1cat10n

The theory of communlcatlon adopted by ‘the teacher

is very 1mportant Unt11 recently books on oral communication

stressed publlc speaking and’ debatlng, w1th an emphasis on

the one- to many situation and on such terms as "1nf1uence,
B

"ach1ev1ng a deslred response," and 1nduc1ng behav1or*
con51stentIW1th the speaher s view (Llardo, 1872, p. 1).
'ring{the past-several.years, howenet;.emphasis'has shdfted .
;o\interpersonei comﬁunication.with a,view of communicationA

As Giffin and Patton (1971, p. ii} stated-

0

as transaction.

the more tradltlonaI view of communlcatlon ‘wsually focused

(1) - to tellrothers what I know or be11eve,

. -on -two objectlves'

At present

4

“and (2) to get others to see-things as 1 do..

however,: emph351s is shifting to 1nterpersonal communlcatlon

w1th such goals as 1mproved person to- person communlcatlon

(espec1a11y at the dyadic and\imall ‘group. levéas),

establishment of more meaningfyl and satlsfylng 1nterpersonal
relatlonshlps, and the fulfillment of 1nd1v1dua1 potential

(Llardo, 1972; p. 2).
upon-auditor" is giving way to "mutual-interaction-and-
I .. . . « ‘ . e

>

In explaining the communication process: to

retlcent students, the teacher mUst be careful to use an

1nterpersonaﬁ communlcatlon orlentatlon, not a publlc speaklng l

- . ¥

. - Ll
s . . . .
3 PR L]

one'.

‘The former emphasis on?ﬂspeaker-actlng-‘

f

—_— .

{



-Metzger (1973, p. 22) have devel;gp&\mhe fOllOWlng gu1ﬂe11nes S
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1L.h Help the student to set h1s goals regard1ngvora1

commun1cat10n

£ . - ’ . v

_ Although the main empha51s in this attempt to treat

. : ’ ~r
and prevent reticence has been’ on the affective domain, ' the

cognitive domain is not to be ignored. Since.the reticent

- student is.weak'in decision making and in.his ﬁnowledge and

understanding of the communication process, he must set godls

- for himself and then determine whether or mot he has, reached’

'these goals.' ‘Although thanging ‘the communicgtive behavior of
the ret1cent student is not enough it is one of'the aims,

for change 4in behaV1or tan a1$o lead to change ‘fa att1tude,

‘ as Glasser” (1965) stated

Waiting for attltude to change stalls
therapy, whereas changing behavior leads
quickly, to a change in attitude which in
turn can lead to fulfilling needs and
further better -behavior [p. .13].

JIn changing his behavior the . student retains'the

°

r1ght to decide on his oWn goals and. to report satlsfactlon B

or dlssatlsFact1on with his aCCQmp11shments. Although the ‘

4

focuifls on behav1or change, the effect1veness of the

behaV1or change: is evaluated against how the student feels

about h1m$el£ as a communlcator,.as 'Phillips and Metzger'T .

(1973, p. 22) explalned T e PR

’ P Goal 5ett1ng 1mpl1es a specific plan of actlon.» Mager

(1972 PP, 18-26) has expla1ned in great detall the process

of_goal-settlng. Based on Mager s 1deas, Ph1111ps and . ‘. e B

¢ -

for helping students set .goals. if ¢ mmun1cat10n:

A A ’ f . t
. s - . i R : }
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"(a)'The subJect must set ‘goals that can be accompllshed
Goals must.he limited' by time, space, facilities,-
and mental and phys1cal ‘abilities. v

.(b) The subJect needs to know what would have to happen
. - to indicate that the goal was reached B /’Q
(é)uThe subjectfneeds to be able to lay out some steps
in orderly progre551on to reach the goal. :

(d) The subJect needs to be able to evaluate hlS own
, progress against some guidelines for ;udgment.

(e) The subject ndeds to prepare some alternative methods
‘ to achieve| the goal 1f progress is -deemed insufficient.

:Students may need exten51ve coachlng in follow1ng these’ steps :

at first, but w1t a l;ttle pract1ce they should be-able to-

" use thls methodtw1th ease to effectlvely increase ‘their

‘ J
performance in oral gommunlcatlon 51tuat10ns. A word of
caution 1s necesgary Tq1s pr1nc1ple should not be '

1. 1 \

practlced at. the beglnnlng of the attempt to treat.retlcence.

Unless the groundwork has been 1aid and the level of selfr

'conf;dence has be®n raised, this method—could very ea511y
increase the fears and anxieties of the reticent student.
., However, when he. has advanced enough that he will not feel

i ~threatened, then is the time to .effectively take this step.

Y

(

; 12, Be very careful about evaluation of thejstudents’Aoral

communication performance.

‘Several studles have shown, as Ph1111ps (1970 p 147);

has. p01nted out that there is M1rtua11y no agreement among

.speech teachers on evaluation. ThlS is not due to teacher

incompetence, but rather to the fact that evaluat1on of

performance in oral communlcatlon is a functlon of the taste

of the evaluater. Whaf thlS ‘means is that the teacher cannot-
& - ) .

W

W N A .
’ . ' . .
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isolate elements~of perfOrmance.in.drder to evaluate them. .-
When- a teacher eTaluates speech performance, he is

pro;ected persona11ty of the student

! l 1]

'because of the close relatlonship between speech and

_'p.ersonal'lty.1 Even if the teacher does not-

N

1t'that way,

I

the student'perceiV€§aF?hdes on his oral performajcée to be

. ' . *_ . - : .
evaluations oﬁ@h}mself as a persop. Far from helping the
- - , 13 . ." .
reticent student, 'such evaluations -cause him to retreat’
\ .

farther irto h1mse1f and to withdraw even more from oral
- (.[r
c0mmun1cat1on Because of the threat to his self concept.

As Steward (1968’ p. 143) stated the relatlonshlp:

between the teacher and the student should be non- Judgmental

so as to m1n1mlze ‘as far as p0551b1e the prospect of. threat

to the student's Self cbncept This means, 51mp1x, that the

student ‘must feel free to communlcate w1thout penalty and

.must be able to feel that he can speak wrthout r;sklng

rejection as manifested either in a grade or in an admonition.
\'

Evaluatlon then is. harmful if ‘it means 1nterpret1ng

.a student's oral communlcatlon behav1or in grades and marks.

However, evaluatlon can be successful if it means

...devising procedures for g1v1ng the student N
constructive feedback, for helping ‘the student - .

"to become -aware.of . hls oral communjcation :
behavior, and for helping the student to.become = . °:
aware of his strengths’ [Borlessoff, 1972, p ~l23] .

—— e
° . M N

1See page 16 above. - ° , o

g .. - . N
- . - - oo
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- .ih a -.variety of ways. They should know . the elements of

'help enormously ‘provided- the student feels that the teacher

jand arr1ved at 1h conference Wlth ‘the student h1mse1f.

-
-

All students should receive.feedback concerning their strengths ‘

- communlcatlon in which they are successful 1f their self-

concepts are to be positive. To;glve the student a 1ist of -~ -
) « ' L. LT ' : v Coe

his faults in oral communication can do incalculable damage
. AR S \ . . .
to his self-concept. However, Boressoff's ''mnext step" .
4 L .
concept works very well with reticent students:
1

.Teachers and students, as they work in
groups and work together should-have the ,
", "next step" philosophy. In other words, the . .
* student s gd get geedb}ck from the teacher © , . .
 and from hlS eers as to what one thing which
he now.needs to do better-7’his ome "next step." .
The next step_for ofle student might be to S
speak a little louder, for another to speak . A
> a.little less, and for another to listen more. \
' - Each student should be aware of his next :
' staﬁ [Boressoff 1972, p. 108] _

N T

v

Psychologlcalry, the retlcent student realizes that all

students in the c;assroom are on an equal footrng if each

v

. has a next step to work on, . Progress 'is then measured . by

ror . : . . .
whether or not the:student achieves“his next stenr D

ot If a grade is necessary, the teacher must assure the |

.retlcent ‘stullent that the grade w11L\be based on 1mprovement

effort, and aphrevement.. Conferences w1th the student will
[ 4
is on his side and really-cares about him as .a person.
Gradlng,'then, should be avoided if"’ at all p0551b1e,

espec1a11y when the teacher first beglns trylng to treat

v

i ret1cent students. ' If a-final grade is absolutely necessary,.

‘ T
1t should be based on achlevement, effort and 1mprovement :
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Evaluation is better thought of as feedback 'to the .student

to:help

him become aware of his oral communication behavior"

and strengths so that he can decide‘on his rext step.

" \

»

ITI. STRATEGIES

The strategies presented herefare designed to_helﬁ y
Dé/;ly

alleviate the’problem‘of reticence. - However they are xréa

LY ’

only" the bare m1n1mum needed to treat the problem. They '

.prov1de

further.‘

‘the foundatlon upon wh1ch the teacher can build

Once the foundatlon has been 1a1d and the students'

(

,:self confldence raised, the teacher .can use other strategles

such as

e drama, and the trad1t10na1 oral communication exercises,

oral 1nterpretat10n ‘Readers Theatre, educat10na1

!

including role playlng, dgama public speaklng, and debatlng

What the teacher uses depends upon how- his students respond

' and how

the thlngs a teacher mist con51der.

(a)

(b)

@ 1

much progress they make.

Teachers need to exerc1se care and caution 1n4

impiementlng these strategles. The following are’ some pf

Where: are the. students now? What are. their strengths

5and weaknesses in oral communication? * ° = -

Plan the strategies in sequence, using variety SO0

that students do not become bored. Some exercises
are more valuable when the .teacher first begins to

. treat retigence, while~ethers should wait unt11 the

students have gained self- confidence.

The -teacher must have the goals of the strategy in
mind at all.-times.. These strategies are.not games .

to be completed just for entertalnment. Thex do
have a definite, stated purpose. '

The sense of timing of the teacher is. very 1mportant
He must know when to, pursue -a point and wheh to go on

&

J .



. a ’ ; 98. - X .
to somethmg else. He must know how to differentiate
- : - . between disclosure and nosiness..  Students, especially
s <+ ‘at first, will try to protect their real selves. The
‘ . teacher must be sensitive enough to realize how far
N to] go at any particular time. ‘

(e) The teacher must not be afraid to eXperiment with
ST " these strategies, to adapt and revise them and .to-
\ . o 1nvent 51m11ar exercises of his- own.

A

7 (£) Suff1c1ent t1me must -be alloted in class to complete -
: the exercise being worked . on. It is -frustrating for C.
the student to have the exercise.stopped before it is .
finished -just because.the bell rings. If possible,
a double period should be allowed. for some S
: exercises. In addition, -the goals of. the strategles
- require discussion at the end of the exercise. .I1f
oo time is not allowed for this dlSCMSSlOD, the goal of.
,the strategy may not be achieved. . .
(g) These strategles should. be: 1ntegrated with other
. subjects.| They should tie in with literature,
S : language, social studjes, science, and other _subjects.
, It is easier to begiy using these strategies apart
from the regular prdgram, but once students develop
L self-confidence the t acher can. use them w1th any
o ‘ sub)ect o, fo t . -
N . . ’ ' L. ’ —~ . . o “
. A I C

 Grandmother's Trunk

o Goai: To,discover(end.estahlish“ihd;Viduei and grouﬁ‘ \ gf
~ R identity; to begin to build indiv:i.dula'l ‘and ‘
| i"grohp faith via a'iistentmg exeroise.
' Stuéenfs are seated in a c1rc1e or double horseshoe. ;.
The teacher]beglns by g1v1ng the class- the” statement ﬁﬁy ; .'i: .
/ grandmother;went to Totonto and in her trunk she had. B
;: ‘ana © " The blanks are to be f111ed in w1th the student sizf
SRR 'f name and an 1temn¢hat-begrns w1th the same 1n1tlal sound as . :
A the person's name. (Mary and mustard for example) The. nert”' ':ﬁﬁ

o . ’student then repeatS'what the preV1ous person has sa1d and n _
' : K ' . . ~:‘.( 13.,‘?
i adds his own name and item. The game proceeds unt;l each S

member of the class has addeq to the contents of grandmother s . ‘ff’

o

N . »
' e : . .. ' ‘
f R . &
P .
- n . et
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* trunk. . If a student has trouble rememberlng, he may ask ‘for

e o - help from the student whose name and/or item he has forgotten.'..

\

r - Students should not offer a1d by. calllng out the forfottenf.‘

" items. . If the llst gets too long or the class has d1ff1cu1ty.'-

remember1ng, the teacher shouidago back two or fhree students~
and'begln from‘there The 1mportant thlng 1s to keep. the'-

Lo ‘game from becomlng compet%tlve. The atmosphere must be

kegt frlendly s0 that each student wrll feel at ease in

. T
contrlbutlng T e

b . . N ° ’ ' . . -
[ . \ “ ¢

' Sentence Completlons . o

Goal: To help students to know one another better,

/o < to provide students,with topics that do not

. S - : LS S
. o _ rely on previous knowledge so that all.students
' ) ' are on an equal footing:,

-t . ?

Th{s‘stratégy'can he accomplished in small groups'v:
or-1n a large group. Each student completes the statement:
Wlth his own wishes and feellngs. Dlscu551onvcan follow

- on reasons for choices. The follow1ng is "a sample of some

. of. theAstatements “that can be used| : o f_ o v

| 1. The reason I' m.here is.eis < L »

[

2. With a gift of $100, I would....

S.IQnght now I'n fee11ng.... '

L

»

4. I can hardly wait to be able\tp....

- .5, My chlldren won't have to ‘because. ...

ve., If I had a car of‘my OWNv. .

:_7.[ Some pe0p1e g’;m t0'want only to.... - 3"'. \f.

; oo . 8. My bluest days are....

. - . . ) w tennssTaxl



:9;* My'advice to the werld would be....

rll 10. When I think about the future I see'myself,;..
"“11 "When ‘I am in a new group I. |

;&22 I am happieSt'when.;.."

. 13; tBreaklng rules that seim arbltrary makes -me feel..k.
14, Thetthlng that turns me off the most 1s....'

e flSQ' When L.am alone I usually ‘e : ;e - .

’ﬂhiéz In crowds Ie..

.n17 "To me taklng orders from another person....'

. - ..

@

hotdanns it alisondecn et iR d I
. . *
- . -

18. I'm for..:. - " C.
19.‘ I'm against....

. . " P ‘. -
L] . w o . ot . . ‘ @

20. I feel that....
.21. If you ask‘meir.." b ¥ o
‘22, One of ‘these days.n..‘ - '
:;3; After school I usually.... N

'_;?4. 1f I could be someone else, I1'd be..t;
525[ When I talk in front of the class, I feel....f

265; When'I lose an argument or a game, I feel....b
'27} I feel happy . (sad, .angry, proud ,» shy, etc.,) when.. ..
‘28. If I were a teacher, I'd....'

" 29. I feel 11ke yelllng (smlllng, crylng, h1tt1ng, etc.,)
when.... . .

30. . I th1nk school is....

. ? ' '
[ 7 -
3 .

What Can Ithe Used Por’

Goal. To introduce the- concept of work1ng 1n.small

groups. )

’

D1v1de the students into small groups of. four to

six students in each group Have each group choose a. .

¢ f " B
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student to act as recorder.~‘Néit, hold up. some objedt?(a
yerdstick a softdrink can, a stick'of chalk. etc.,) and asky
the students to think of as. many ways as possible to use the
object. Encourage creative thlnk1ng by stressing that no
'.édzasls too far -out. Walk‘areund‘to each group, giving‘hints
if necessary. After several m1nutes, ask for anSWGis frdm .
- dlfferent groups. ‘Do not be critical of any answer. Have

each group choose what they consider to be their most\or1g%na1

N

suggestlons and share them with ‘the rest of the class::

When the exerc1se has been completed ask the students'
to- think back, and recall how the recorder for each group was
chosen.' Did 'someone volunteer7 Did the group elec;¢30meone?
Did someone act as leader and, appo1nt someone ? Were the
ideas contrlbuted pr1mar1ly by one student7 Was there any:r
student who made no COntrlbut10n7 These questlons need not
be answered vocally, but the students should have time to
think“about them. : - l_'LV : . |

Rumor C11n1c

. * ‘ LY

Goal: To 1llustrate the dlstortlons in commun1cat1ng
N

1nformat10n as 1t ds transmltted from the

’ 3 or1g1na1 source through several 1nd1v1duals%
The teacher selects six. members of the class to be
'the part1c1pants. Flve of these 51x are asked to 1eave the

fclassroom, while. one remalns w1th ‘the teacher and the rest of

”“the students. The teacher then reads the message, us1ng a.

' 'tape recorder if p0551b1e. The second part1c1pant 1s then

/;I
‘called back into the room and 11stens as the f1rst part1c1pant

[l
. *v,
i

[

. R
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: _reports.what® he heard from-the teacher. It is important*to S
vt . ’ Y -
! . keep in'mind that each part1c1pant is to transmlt the message. (.

- in hid .own way, with no help from anyone. Th15.pr0cess,1s e

repeated untll all the part1c1pants have reported The final' ‘

t . message is then compared Wlth the f1rst by tape recorder if
o . & M ]

one 1is be1ng used : The teacher then leads.a dlscu551on w1th

o " '

s, \ ! * - -

>"the class on the 1mp11cat10ns of the TUmoT’ cllnlc experlence.

The follow1ng 1s ‘an example of the type of story that
" can be used ‘for the. rumor: - e T | L o

.
.

- "I JUSt overheard th1s at the Pr1nc1pa1's offlce. They'j. "

-
v

‘were talklng about how students are seek1ng ways to have mone

v

- say in runnlng the school The Vice Pr1nc1pa1 sa1d he would

-~ -quit his’ JDb before he would turh over the school to students.

S Anyway, 1t sounded as. 1f we gre g01ng to have more say’
| around here, espec1a11y afJer that protest’ demonstratlon 1n ‘f‘, :ﬂ,
front of.the Pr1nC1paI's house. Student'Counc11 w111ﬁ ;
prepare a code of student conduct to be enforced by

students., The school newspaper will have less ceﬁ%orshlp.
There may be a faculty student review board to\rehear '
- B . d1sc1pl1ne cases now déc1ded bx the Prlnclpga alone. And -
-'class attendance maycbecome voluntary " “ . h?

- -

N ©
a A}

o - Goal' To demonstrate that tetal’ concentratlon leads

e - to an understapdlng of the other persOn; to ,; _;_Tf:
| reduce student anx1ety about publlc performance,..ﬂ
This exerc;se 15 helpful if it is used early and -” ) .'l

often in an attempt to treat retlcence. Studentsypalr off;
. . . r . - L .

. ' ' M - ' - B o - " .\ T - v
. , . . e . / PR ,
oA . . .o . : - Lot : o ST,
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- how they feélt as -the exercise progressed.
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W1th each pair f1nd1ng enough space for itself. ‘Both Etudents'
of each pair face ea€h other and hold up their hands, palms
.outWard. " As they look into.each other's eyés, one assumes ;
1eaHersh1p and the other trles to follow or mlrror his

hand movements After several mlnutes the other student
becomes 1eader. Finally, the students\t;y the sime thing,
this time with neither as the designated 1eader. ﬁhen the
exercise has been completed students form into small groups
and discuss how they felt during the exerc%se. &he teacher
can ask them to consider who led most of the time during the .
Jlast paft'of.the eierciset : | .

, Once the etudentg become profiEient“at this exercise,
they are ready to -try a;more'difficult version found in
Clarhe, Eiwéfé and Behtzer (1971, p. 142). 1In groups of two,
one ;tudent is~desdgnated as the person looking into the .
mirror,‘the ‘other asfthe mirror reflection. The student .
looking into the mirror may 'manifest any behavior he wishes
and the other ‘tries’to mirror it. . Eye contact throughout
this exerc1$e is essentlal’ At first, relat1ve1y 51mp1e

'{

and slow movements should be encouraged Things such as

AA

" combing the halr brushlng the teeth and shaving are éood

beginners. MOre compllcated movements can follow.

A.discussion.ln smalligroups‘should follow. Students

. . .
. - . 5

should exptess their'feelingémabout'the exercise, including

A L N C
Microlabs - S Co- ' L,

L Goal: To. foster openness'and trust;. to enconrage a
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- .sharing and. caring atméspﬁétei o
The teacher divides. the class into small groups” and
gives them some topics to discuss. °‘The teacher should move:
,from_gfoup to group encburaging sharing. Aften'sﬁalifgroup
disctussion is ftnished,._the class can share their experiences

with each other. .Below are some suggestions for tobics‘

‘'of discussion:

?

¢ . 1, Tell the best thing that ever happened to you.
2. Tell about something unpleasant that happened to you

3. Tell about something pleasant that happened to you-
in school.

4y Tell\somethlng that you like about yoursélf

5. Descr1be sbmethlng about yourself that you do not 11ke.
[

6. DeC1de as 'a group on two .people who must 1eave and
: join another group so that all have the chance to
n o talk to some new people (all groups change two-
: members). Tell how you usually feel wheri you enter—
a new group. - -

7. Share a worry that you have now--somethlng that 1s
botherlng you. :

8. What is there in your 1life that makes you happy? '

. 9. What are some of the thlngs you like about thlS
. class (school)? .
10. What are some of the thlngs you dislike about this -
' class (school)?

Trust Walk ~* "

. . . ‘| ,,T- ) . ’
Goal: To develop in students a.tr of others. o

The students form groups of twy.

B is-designated to lead. The bther s dent is bllndfolded and“w‘

led or guided around the: classroom _Other parts of the school .

and out-of-doors if p0551b1e.' Then roles,are revdrsed and:the_

- C . :
S e g ‘ e

4 -
’ e
'h}. -

d . -
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walk repeated.. During the walk, the-students should be aware of

_their feelings both while being led and while leading~ ﬁpon

completion of the exercise, the students .meet in small_groups

‘and then as a large group to discuss their reactions.

%

,Goal: To help students become aware-.of, and articulate,
the critenia they use for attaching significance
to other people; to giue students practice in
working in groups. |

This eiercise was developed by Weinstein aﬁ& Fantini

(1970, p. '123). The students form small groups and choose a

. recofder. The teacher then glves the students the folloW1ng

directions: "Assume that you have to. spend the rest of your
life on a remote island with just six people and nobody else.

None .of these people can 'be anyone you already know, but you

- are allowed to specify what they should be like. What kinds$

of people would you pick to spend the rest of your life

with? You mlghﬂ'thlnk about how old they would be, their

sex, the1r personalltles, the1r looks, ‘the things they can
do, and any other qua11t1es you can th1nk,of Assume also
that all your basic 3Feds are taken care of, so you don't
have to scrounge around for food, clothing, and shelterL

All you have to do is describe as fulIy as ybu can what the

L4

bpeople you would choose to 1live w1th would be llke." . e

The "teacher has each group draw up its own 11$t
trying to arrive at a consensus. Each group should then
sﬁare 1ts results with the rest of the class and glve ‘reasons

. ?1

<
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of the class and glve
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for the1r ch01ces.

N

When the exerc1se has been completed .the teacher
should lead a dlscu5510n of the group forces at work durlng

the exerc1se. Did every member of the group make a

jcontribution? Did the group agree-on their choices? Did

- one student assume leadership?

Group Pressure ' ] %

Goal: To help “students become aware of the effects of -
others on the;r decr51ons.
“The teacher choosés six or seven studeﬁts to sit in

front of the class. These students should either be blihd:

'folded or sit with their eyes tlghtly closed. ghé remainder

of the class observes. The-teacher, holding a length.of

string /in his hands ;0/§ to each student sittihg in front
h

em the: str1ng for a moment - The

students are asked to estlmate the leagth of the string and

'to remember their answer; For one subJect the last, the

teacher substltutes another piece of str1ng wh1ch is much _
i 3
shorter; For example, five students may get a strlng af (%

\

twenty 1nches, while the last sbudent*hay get one of eight

1

inches. .

The teacher then asks the students to glve their

guesses as to the length ‘of the strlng Very often the. last

.

student to be asked, the one who had held the short: p1ece -

of strlng, will "go along wlth" the group s estlmate rather:

{than express‘hls own perceptlon of the Iength of the strlng.'

, =

After\the exerclse has concluded the teacher leads.‘

i
.
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S LR
s . a discussion with the'whple . tlass. What actually happened’ in
- - this situation? What alternatiﬁe‘mrghtvhavephappeﬁed?f Why?

Why do many people accept the group norm against their better

™~ y AL ] ) . . /
judgment? How do you feel if you are the only one defending y
a certain position? . = = . L .

‘ ' * . - -
Listening Exercise

q

Goal: To develop listening ability in the'students;

. to introduce the students to the concept of
N ¢

A " understanding other people.

e . ’ The, teacher divides the class into small groups and

gives' them a list of topics from which .to choose. The

.discussion should be ﬁnstructured eicept that before each

. participant sp aks he must first summarlze, to ‘the satisfaction
7

of the person who last spoke and in his own words, what has
fbeen said bv the prev1ous speaker.,

After enough t1me has elapsed so that each member of

A

- each group has had' an opportunlty to part1c1pate, the

\

teacherﬁleads a discussion of the following questions, ﬁirst:'

in small. groups and then w1th a11 the students in a large

N » o :
group. - 4 coL - : '
- : ) S 1. D1d you flnd you had d1ff1cu1ty 115ten1ng to others?
] Wh_y'? D
2. Did you find that you had d1ff1cu1ty in formulatlng .
~ your thoughts and 115ten1ng at the-same t1me° o .

‘a). forgettlng what you were g01ng to say
~b) not listening to others : , .
c) rehear51ng your. response s S

3. When others paraphrased your«remarks, dld they do it'l:”’
1n a shorter, clearer. way? o

LRI ' - H . .
o N N X R , / N A~ .
P
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4. . Did you find that you were not gett1ng across what U'l
- you wanted to say?

5. Was -the manner of presentatlon of others affectlng

yout’ijftgnihg ability?
t

N I
Fishbowl Discifssion PR, .

Goal: To help students become aware of the dynamics

of mnall group discussion.
“The students sit in a, double horseshoe. The students
on _the inner horseshoe carry out-a d15cuss1on whlle those on .

the outer horseshoe look for the- 1nteract10n patterns, the

>
eyl

effects of yvarious speakers, and so on. After a lpng enough

.period of time the discussion is stopped to allow the

observers to identify the processes... The discussion -may be .

'%Wﬁluated in terms of what helped the didessioﬁ and what,

disrupted orxr hﬁrt‘it.

i

Another possibility ‘is -to assign partners and have

one of the pair sit in the inner horsedhoe and one in the

3

. outer one. The observers have specific responsibility for

‘obseIV1ng the part their partners play in the dlscu551on.‘
'Glorla Rakovic (1972) used the follow1ng as a gnlde.

.- A, Plage a check next to the statements that descr1be
" best the way the group discussion was held:

There was much warmth and frlendllness.
"% - There was a 1lot of aggress;ve behav1or. o
People were unlnterested ‘and un1nvolved

S People tried to domlnate and take over.

+

Lo \ : . ~

'~ Much of what was said was irrelevant.:
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- The participants were strictif/task_of.ien:teel.’-
- ' '_‘_‘_’L_‘__The members were p011te to each other,.
There was a lot of underlymg tension.
-~ B, Whose behav1or was 11ke this? '
warm and frlendly : . '
‘didn't participate much
L, © **  concentrated onhthe job
tried to get others involved
took over leadership ' |

was polite to all members

'suggest‘ions were frequently off the’ poinf.

L

was a follower : : * )
- L N ’ ‘ . -
o . . ___ - was irritated : -
o . _was eager.and eégressive_ .
“Volunteer ' ? '
) " Goal: To heln the students realize how w1despread are

1
feellngs of 1nadequac1e5' to help students’

recognlze and conquer their fears and anxieties

3

"regarding performlng in front Qf others.

The ‘t-'eacher begins bir saying to the .studehts‘, "'Today“

ﬁ e g01ng to need a few volunteers to lead us in .an

(~ "act1v1ty.‘ Who.is willing to volunteel_'?f" 'After, glvzl.pg the
Students a few minutes to censider' whether or not they will
volunteer, the, teaf:(h‘er tells them that this. tme volunteers
are not actually reed\ed but 1nstead all will partlc;pate in
‘an exercise to loXk at the1r feelmgs regard:mg volunteermg.‘

* Next the téacher nges the followxng dlrectlons. '
g . . : RS

[y
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other, each one trying to convince the other. Continue the

L
'Unknown to the groups he assigns two ieadereﬂto:each.of the

ﬁLet'é all :close our eyes and ‘get COmforteble. Then, each of

you w111 have a.convergation 1n51de your- head between the yOU.
who wants to volunteer and the you who' doesn’ t,. Just let

yourself go and actdally_h&xf'theseitwo'meeg'and talk to each

b

L
’

conversation until one or the other wins."
After several mzRotes the teéacher says, 'Now open

your eyes*for a moment hile 11sten1ng to the next

_1nstruct10ns. Thls tlme you will have your antagonlsts

~

meet without words. Whllg‘they won't talk to each other
this time, they will use some nonverbal " -means .to try, and

<
win oht; Close your eyes now and if p0551b1e stay with th1s

unt11 one or the other prevalls "
After 'a few mlnutes, the teacher has the students
divide 1nto small groups -to share their experlences ‘and

" feelings. o

Leadership °

Goal: To help students become aware of the d1fferent

types of group leaders and of the various ' ° .

-51tuatlons in %ﬁlch each is best,
The teacher divides the class into six small groups

" and des1gnates one studént from each group to be 1eader.
74

t

three three types of’leadership roles (authoritarian,

democratlc, and leaderless) . The ‘teacher then gives a

_ wrltten oblem to each of the leaders, along with the

follow1ng 1rect10ns, deweloped by Galvzn~and Book (1972

" Ppa 64 65)
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Authoritarian: Do not pass written problem around

o ' Read it to the group.
o Express your own solution.
' ' o e Try to bring the group to your solut1on.'
S . ' , : " Express your ‘answer as the final group
SN : . : solution, but make allowances for

‘ o , another po1nt of view’if you are
. . " pressed.

: ‘Democratic: Pass written problem around.
' S ~ Get reactions from all members.
) Try to summarize or synthesize at certain
o points.
T T Express your own ideas only as a member.
: : Try to create. a’'group consensus, or give
s . RS " a majority/minority report as the -
. . E S . final solution.

: Leaderless: Immediately put written problem on desk
D - ' o or give. away completely.
‘ R o , Tell group that thls is the problem to ,
e . o -, - be solved,
‘ ' . ' ' ‘Do not be respons1b1e for dlrectlng
- ’ discussion.
: . Do not give much in the way of personal
solution. A : h
Give group-solution only if someone else
w1ll not. oo

) : N - ° P .
e ' F0110win§ completion of the exercise, discussiom
. f 'i

should take place centerlng -around’ the follow1ng quest1on5"

- Describe the behaV1or of" the leader in your group. " How-did

Py
>

&

you feel about his behavior? How effective was your leader ,

: , )
- in bringing you to a solution? How would you characterize

or label the types of. leaders? In what situations”might

T

each of these types be useful?

i

Phys1cal Confrontat1on

SN . Goal To help students relax and 1ose some of the1r :

t . '. = -".47

s anx1etles about group performance' to enable ‘ :

, f.-f o students to. work out fee11ngs of aggre551on in I L

L a non- v1olent manher. R
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* Danish thumbfyrestliaé is a method that}does not rely -
‘on strength. The teacher asks the students‘toetreak into
o o pairs. The participants begin to shake hands with each other
| but" instead curl the1r four fingers and hook tﬁgm\lnto each
other. This coupling must be held firmly throughout the
match. The two thumbs are laid side by 51de, and then
switch:Places by jumping over each other three times. After

they coﬁe\to rest the third t1me they are qulckly raised in

/ combat the - obJectlve being to "pin" the other thumb so that %

L
-

it cannot be moved for aé\&east a count of three.
. © Arm- wrestllng is another ‘common and anc1ent act1v1ty

that can be used to achieve this objective.-
The Press4can also help. Tﬁe.two studenta are asked

~

- - to stand facing'each other and are given the following \

1nstruct10ns. "one of. you place your hands on the other's ' .

.

shoulders and ‘press fim to the ‘floor. .This is not a wrestling
" match. He may cooperate or resist or do whatever he wishes. |
After he is down; you are to help h1m to hlS feet. Agalp,'
T he may help or re51st dependlng on how he feels.j~When‘that
o is completed, reverse roles and do the same thing." |
Pusﬁing‘is another oseful activity to achieve thrs
goal. The two participants stand' acing eacﬁ other and
clasp both'hanos, palm to palm{.intertwining their fiﬂ%ers. __;.'
.'When thef agree,sthéy beéin puahipg:each other, attémptigg.
to make tﬂe"othér give'éroond .‘They stop whenever‘they wish.
When»the exerc1se has been compieted stﬁdeﬂts break

1nto small groups and dlscuss how they felt durlng the o2 “\'

exercise. .Feelings can then be shared in' a large group r

i e
- - ,.y»"""

. QU]
A
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' Isolation : ' S ' : :

isolation; with a view to helping them becbme
aware of how it feels th(be~1gpored and
rejected by a group. . - C
The students JlVlde into groups of six or seven. '
The teacher asks two students from each group to leave the
' classroom for a few minutes. The rema1n1ng students 'in each
groﬁ% are told to accept one student when they return and to
. direct all their convetsatthn'and questions to that-persqn.
ni: L The other student is to be ignored completely, and is not
_to be talked:to uﬁder .any circumstances. The'stuﬁents'out-'
side the classroom are asked to return and a dlscu551on

-~ .. (with a ch01ce of topics) commences . After ten or fifteen

' " °  minutes, the teacher calls a halt to the discussion and

asks the students who had been outside for their feelings

v

'and reactlons about what happened to them. The rest .of the
'students shouldxpe included. in thls dlSCUSSIOB. '

[

"Group ijectlon
‘ Goal To help students to understand how people feel,
when they are accepted and/or reJected by a
'%’ S 'i'"-. i'. ‘The teacher asks the students to get t}to groups of
| five (or any number, for that matter), and stresses that each
) i"group must haVe exactly flve members, no more and no less.‘l
Once the groups have been formed “the. teacher tqgls them that

a'group with five members no lohger~qug11f1es,, The new rule

Goa;i To enable .students- to experiehce.feelihgs.of .

:\ oo . " . _' \grOup. ) .' . : . . . 2 i ,

y




: ‘could simply, pretend that they have the. flasses on,
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ofveligibility is that a group hds to have only four members.

When .the new groups have been formed, they should sit in a
double horseshoe. The teacherithen questions them to find
o3 S
oyt how they felt. . "How did you feel when I asked you to get

£ =

ifito groups? -How did you feel when I asked you to reduce

your'group? How did those who remained in the gShup feel?

- How d1d those who were reJected feel?™

OneFWay Glasses

k]

Goal: To \hé dents realjze that a‘person's

' they.sé
perceptlons of the world are not necessar11y
true or .shared by others.

if ﬁbseib}e, the teacher brings.to the classroom a
boxiof.qid dimestore glasses. 1If this is not possible, |

several pairs of:old’sunglasses would do, or the students )

The teacher chooses a few of the more vocal students:

.and asks them to put on a pair .of ,glasses, the Msuspicious"

'ones; for example, and to react to everyone and to everything

:seid i? the manner indicated by fhe.glasées.= The comments
made should be enlarged on and discussed by the rest of the
students. The teacher cap{have several student§ put on ,
different éleséeé and give their varie&‘reacfions to, the
-same stafements. This exerc1se forms the basis for a -

dlSCUSSlOD as to the manner in whlch people look at thlngs

,'and how thls effects what‘they see.' Ihat'1s,:hqy'a person

nd how they respond and that theiry

,.\\;-"
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percelves things is colored by how- he feels at the time. , ) -
This exerc1se ‘was. developed by Weinstein and ‘Fantini
(1970 PP- 71- 80) who gave ‘the. faiioW1ng as examples of the o

types of glasses that can be used: susp1c1ous, stubborn,

proud, hateful gloomv, happyb boastful show-off, scared,

-helpful, curious, bored,‘impatient,vnobody—cares-foere,

.

) "r:

and everybody-cares-for-me.
) . ' '

Split the Taks . * ° . . o R

Gogl: To help students pérceive ‘elements of human . o
nature at work in group dynam1cs. l_e - J;ﬂf,
The teacher divides fhe students 1nto four gnoups of

five, w1th the rema1nder of the students ass1gned to be

observers oﬁﬂthe varlous groups. The teacher then gives .
the/follow1ng instructions to the students "Your objectlve

is to sp11t the take of. the items contalned in your envelope._ .
Asha group you dre to.make the dec151on of vho gets what. S
You may decide through any means whatsoever, but the -person
the group dec1des should have an 1tem must agree to accept.

that item. If all items “have, not been dlstrlbﬁted to group .- i
members and accepted w1th1n the t1me 11m1t no one will - ,

recelve anyth1ng. There W111 be only- four 1tems 1n each _ .

envelope, so that ‘one person in each group w111 rece1ve A

nothlng The obserVers are to note the manner of’ dec151on

-

o maklng used 1ﬁ'each group " ""' .”“f - A

>, ThlS exexcise ﬁas deve10ped by Gloria Rakovlc (1972)

Below ‘are -soma sample 1tems for the envelopes. Teachers may

w1sh to develop more mean1ngfu1 ones for their students.

B ° B L a
) .
fl I3 . . ,
- . I . . - v
M K . . B
N . N Lt - .
5 ‘ 4
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) ) ' Envelope # 1" PR ) . e

o . . : . q .
: o 1. a job as Vlce President of Air Canada : SRS .
> 2. a college educatlon N A ' ’ R , e
~ 3. $1,000 tax free ‘ o S ,;wwf”’#iw
! "'4, an evening w;th Miss Canada N NJJMM”’ 4
\ ) . e . . * _4/./.""(.
.~ . ., " Envelope # 2 aof"_ ' R ' s |
. ‘1. a job™as an E.B. i. agent - ;o . : T, 'J , "
- - 2. a two-month prison sentence < : . v ¢
‘ © 3. $1,000-to be, spent on clothes only P T
N R 3 4.“w1sdom ; . - - s
w,,«”/jjt - Envelope 4 3 . B - ‘:) . AR
e 5 1. you are star player on 'your school's hockev team ; = 3
R 2. a date with the girl of ydur choice, - ~
e 3. two'tickets. to a comcert by the ‘Rolling Stones . .
' ‘- 1 d,.-an ali - expende pald tr1p to the next Olymp1cs . S
. 3 . \f ! Lo ,
. Envelgpe # 4 . |- . , _ ’ .
A ) L - . L
I 1. a two-week vacation in Paris. ‘withyour family' ° Sato?
R 2. arvisit to a Montreal hockey game: wlth one other person
v 3. .a.new car’of .your ghoice - o e e
A, a job, paylng $200 per week * -. °, T e )
5 Allow the students about fifteen m1nutes t0°comp1ete '
,thelr choices-. ‘The.teacher then leads a dlscu551on,of the. N
. f : - ! Toe:
"Ca exprc1sea soliciting reactions and feelipgs from various .~
members othhe.groﬁps, especially the.ones'whojreceiVei
nothing. The.comments of the observers on the methods of AP
: ;. - . . . . 3 o
- . ’ ! ' ! . . . . °
decision making should also be discussed. ' ' '
‘ o . : ) ._ ' . -3 '-\ ‘ . ) 1
. Prisoner s ‘Dilemma ., ' T R I
P _ ' . Goal- To help students explore the effects of trust ; .
. ,:“- ﬁ o and trust betraval betWeen groups;: to demonstrate d
N ’“:6‘:the effects»of competltlon on, trust' to have. ‘-
v ot I | ¢ ’ .
P . - R students exper1ence the d1ff1cu1t1es assoc1ated ﬁ“
B o ' fg§ 'w1th g lack of feedback ) e f~..»*‘},‘} .
o ) ) - . | ' . L " ‘,.. '. - "‘.‘ '.'* M . . :g e
5 N e . /
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coe T There are many, foimS'of this exercise, but the ome

117

-used here~was expressed by Giffin and Patton (1971 PP- 10-

12). The teacher divides the class 1nto four groups of

4

., equal, size,-and gives them the following directions: "The

K obJect1ve of this game is to score as many - pos1t1ve p01nts

as possible. Each team will, after d15cuss1on, vote "red"

or ""green" secretl
g . y

8 H

agreement before they vote, but this is not always possible.

' 'There are ten rounds and you will be asked to select a

Each team will .try to reach uhanimooslx :

“up

- representative to-meet with other. group representatives in

eight, and ten.

A
points as possible.

kS B é

blackboard 1 will‘an5wer no questions."

ﬁv 'the,centep of the room before making decisions three, five,

Remember, the object is to score as many

The scoring system i$ written on the

£

- - The fOIIOW1ng chart should be placed on the black- |,
_board: - -
',K ?CGCG' 50 points for each team ; .
' GGGR' 300 points for the one team voting '‘red"
+.--100 points for the three teams voting "green" -
. i ¢ - _ . . ‘
GGRE; 200 points for the two teams.voting "red" )
. o -200 po1nts for the two teams,voting “"green" . o
' _GRRR 100 points for each team voting "red" .
-300 points for:the team vot1q§ "green"(
RRRR. , -50 pq&hts for each team cL

Note that the points scored double in rounds three,

/J flve, ‘and eight, and triple 1n round ten. The'gamebmay~seem-l

compl1cated but is actually very s1mp1e when played The

follow1ng are the steps to. be followed oo

1. Allow ‘the groups a few minutes to make ‘their dec1s1on..'

L

-
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i

2, Collect and post the first- round decisions and scores.

. - ‘¢ 3. Allow three mlnutes and then collect and, post second- .
‘ . round’ deC151ons .and scores, ' )

-

4, Have the .four. representatlves meet for five mznutes

. in the center of the room, talking loudly enough

_ for everyone to hear. - At the end of the discussion

e "they return to their. groups and have three minutes
. to make decision number three.

- . . »
. ~———s

5;‘_C011ect and post'the third-round decisions and scores.

6. Continue this process through Tound ten rememberlng,
L ' to .have the regresentatlves meet before rounds
S R flwe, eight, ten.

>

° 7. After round ten has been completed, add up the scores
to see which team has scored .the most p01nts.

When the exerc;se»has beenlcompleted, the teacher
'_1eeds 'a discussion about the ptessure of theugameato compete
rather than to cooperate. -What effect did the lack of feed- .
back have in the frustratlons students felt? What were‘thet ‘,w'
R i ) feelings of students during the gehe?' How honest ﬁereﬁthg
" teams with each other?, Whyé How did their honesty or
ﬂ' ‘ dishonesty affect.the outcome? How much trust developed
' -hetween teame? Why? What effect d1d the, element of

competition have on'communlcat1on?“ What was the purpose of

" communication between teams, bafticularly when the

representatives'met? Did each team try to 1nf1uence the "

others to do something?

I

TR AT by

Whether or not students are mature enough to under-

" B stend this gane is a deC151on the teacher must make. - The

. teecher"ﬁay_want‘to simplify the rules by doihé away,with'i '
the -doubling and tripling of the scores, and might.-have a
negotiatipn.eessienleftef-e#ery rounq;'chehgihg negotietore h

LI
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"‘This would heip everyone to understand the implications of -

. ] . L N \ . \
the .game. C - L .

b}

-. Horse Game

Goal: To demcnstrate'informally the processes of

s

-~

problem solving and persuasion. ,
/‘—-/‘-——-_—- "

Read the\follow1ng problem to, the students and ask
them to‘&eC1de on the1r 1nd1v1dua1 answerss:’ ‘

: .
A man buys "a horse’ for $50. g o
He sells it for §$60. ' - R
He buys it again for $70. : '
He ‘then sells-it again for $80. , L
How much profit did he make?  (Answer $20)

The teacheér then asks for answers and divides the -
class into groﬁps; according to their answers. Each group

is then to.discuss the basis for their position and arrive =

at arguments that can be used to refute other answers. Each
. g - . : ) o .
group selects 4 representative who will defend’theﬂgroup's

answer before the rest of the class. . . Any time a student

[y

changes h1s mind, he-can go to another group, or even form
I.hls own. group if nobody else holds that ‘answer, Each o e

representatlve then presents his arguments for hls answer .

Al
.

and against the other answers, without the qse of any R

4

. . -
. R |
i

—

visﬁai aiés.
When this part ‘of the exercise has been completed

‘the teacher léads a discussion of ‘the forces at work in. _each <.

. group.s_dellberatlons. Emphasis. should be placed on how the .

- facts uere'collected, decisions made, minds changed and o i
. ‘ - ¥ 4 i ‘.‘

-
H

N o : . : - ‘
arguments presented. : o S




Process Observatlon Pract1ce , ’ e e

-

' . T " Goal: To help students Técognize the varlous roles '

T that people play 1n group dlscu551on.,

The teacher divides the class into two groups,

part1c1pants and observers. Observers may operate in one of

* '

, several.ways.

1. Each obsérver may select one participant and concen-
trate on him, noting into wh1ch category each of °
his statements falls. :

2. All observers may note all behav1ors of the entlre

” group of participants.

3. One-third of the observers may note all task behavior, . .
: one-third may tally maintenance behavior, and the
other third will watch for self-oriented behaV1or o
o in participants. 4& :

t
i

The participants diséuss a topic that .calls for:

.- . ,solutions or decisions, one which will provoke differing
B L]
] v

opinions. Any cdgrent local natlonal, or 1nternatlonal
problem may be used. Aboug~twenty minutes should be allowed

for discussion. The observers will then give feedback to . .

ﬂ.’

‘the part1c1pants, using the data they have gathered based on

group membership roles. To be effectlve this exerc1se should
,: be done often, .making nerta;n'that all students get the '

~opportunity to be both participant and observer. i ‘

| The followxng is an explanatlon of the types of

behavior ‘to look for in group dlscu551on, as- explalned by

Hunter (1972, pp. 47-50): .- - | L

4

A. Group Task BehaV1or' Conduct that furthers ‘the work
: of the group _ . . S

ot

L~ : S 1. In1t1at1ng C Has new ideas or suggest1ons

o 9 ‘ ;2. Informing -~ - .. Asks for. or gives information-

o : . o 3. Clarifying - . Helps to exp1a1n better L
.-: ‘! ¢ . . . . " . - . N . I . l ,I N ) . . . ' . . ,‘: - '." "f
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4. Summar1Z1ng ‘ Pulls ideas together
" 5. Consensus testing Finds out if the group is
: C ready to decide what'to do

.B. Group. Maintenance Behav1or Conduct that helps the
group function productlvely

1l.» Harmonizing . Helps people get together and.
. SR - reconciles differences

2.~ Gate Keeping Brings others into the group

3. Encouraging Is warm and responsive; shows

ot o interest and kindness ,

4. Compromising Is willing to change own ideas

. to help group .
5. Giving Feedback = Tells others, in helpful ways,
: how thelr behavior is received

'C.' Personal or Self-Oriented,Behaylor: Conduct that
interferes with the work of the group -

, 1. Aggressing, . Attacks others and uses sarcasm
2. 'Blocking < Won't go along with other

. people's suggestions '
\3. Dominating Interrupts and talks too much
4. Avoiding - Strays off the subject 4nd

- prevents group from fac1ng
) ' . the problem
5. Abandoning. Shows- that he ‘does not care
b . . about what is happening

‘Behav1or by the Label

Goal To g1ve practlce in recogn1z1ng and exper1enc1ng
h

the various k1nds of behav1or exh1b1ted in

A—e e b
REN

group 1nteraqt1on.

" The teaoher chooses about ten participaats‘to sit in
a circle, with the rest of the class actlng as observers.,
There, will be a sign in front of each part1c1pant w1th ‘one

4

or two of the individual role behaviors wrltten on thejfront
40
and back (so all can see) - For example one student s lable__

'may sgy “summarlze" and "clarlfy." Those playlng self-

‘or1ented roles should not overdo them to the. p01nt of‘parody,t'

'but.should make them reallstlc.
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- The teacher gives'a'seiection of topics and asks the

gTOUp to. choose one and discuss it for aboyt ten mlnutes.
Durlng the dlSCHSSlOD each parf3c1pant will exhibit the ‘
behavior wrltten.on the sign in front of him. At the end of
ten minutes, the students should‘ﬁove ohe1Seat-to the right_

and continue~the dise ion, th1s t1me exh1b1t1ng the new °

y

behaviors. The ‘exercise may be continued for as long as the

-
I

teacher desires.
When the exerc1se has concluded the rest of the
students are asked for. their observat1ons about ‘what: happened

b A discussion is held as to the ways in which the various

behaviors helped or hindered the discussion. - o

-~

:1_ NASA Type Problem - .. D ,

!

Goal: To:fosfer‘diSCUSsion‘by,presenting students
with a pfpblem that all are equal;y equipped to -
'soive;’to have seudents eiperience group'déciéiph
.making. ‘ ﬁ - ' ‘
L - " T The teaéher divides-the Btudents.into small groups -
and gxyés them the fOIIOW1ng 1nstruct1ons.

"You are living in a small ‘mountain town. Spring
has*arrlved early this year which hasﬂcaused the rivers to
Tun eiceptienally.high'due tb‘ﬁeltiné snow. On top:of that,
the weather buréau'has.forcast heaﬁy thundefshewers in the
nearby mountain rangee."A 1ecdl R.C.M.P. officef has'just

. come to your house and told you to 1mmed1ate1y evacuate -your
:”F*;“~. fam11y to h1gh ground ecause of an on- com1ng flash flood
i You have a maxlmum of thlrty‘m1nutes to complefe your

5
- - . ’
- ’ .- ., 3 ¢
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evacuation: ‘Due to. the location of your town and the size
of the flood,‘ali home§ are'p%edicted fo'befiost; therefore,
you must decide whet You shehld try and save.".

"You'eech have ‘a list'ziﬁiteﬁs. “Your task is to rank
order them in terms of 1mportance or value to you and’ your
family. .Place number 1 by the most 1mportant item, number
‘2 by the second most important 1tem, and so on through to

the last and least important item. You are ‘each ;ofmake up -

your own list first, and then one 1list for"each group.".

-

o ~___clothing " pets ‘ :
money . ____ food -
jewelry ) —medical supplles

f matches ortable heating unit .
Tope gattery powered radio o
t.v. - T five gallons of water . .
furniture - . plants :
stereo -, ° ' valuable papers

- car o collectloneg(palnt1ngs, etc.,)

silverware o books - :

When each group has prepared’lts }ist, a discussion--
léf the choices made with reasons for»the choices should*take;:
_plece. In eddition, the teachef should‘quesfion_the stu@ents
as to the forces at work in.each group ﬁuring the reecﬁing_

k

of decisions about -th&tF lists.

' ' . ‘-\t

vGoal To help the students exper1ence the fee11ngs of
being needed by others in’ achleV1ng a goal to
alIow students-to observe the.role-behawtpt of -
.the members of a group. ’-

The teacher chooses several letters of the alphabet

that can be used to form words and wr1tes each ‘of them on a

' . ’u
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: time (perhaps five minutes).

Ten Yeéars From Now

' there?ﬁ'
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sheet of paﬁer; Students .are chosen from the class and each
is .given a letter to-pin to his, front. The 1etters-must_be

large enough to be Visible'to all.. The~teacher then asks -~

- . the members of the group’ to form as many words as ‘they can

with the letters available to them 1n a glven perlod of

The game is’ played twice. The first time, members

i

of the group are not permitted to speak during the game..

' The second time the'game is.plzyed, the nemberS'may ‘talk to

each. other.

After'the game has been played, -a‘discussion takes

pléce.about'hdw the roles and behaviors of the participants

.affected others in the group.' The focus here is on the

feellngs of the varlous members of the group. The teacher

should ‘also try to br1ng out the dlfferences in the behaviors

durlng the two sectlons, the flrst With no- talk, the second

+

wrth talk perm1tted

Goal: to discover the concerns of students;. to help
" students to vocalize their concerns; to- reduce:
ankiety about oral ,communication.

The teacher d1V1des the students into small groups

and gives them the follow1ng directions: "Thlnk of yourself

ten 'years from now. How - would you 11ke to see yourself in
hp

ten years from now? How will you get there? What steps would

you take ‘to get there? What are your real chances of gett1ng

3
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4‘hﬂhen the students.havé had a few minutes ththink

~about their aﬁgwers; théitegchér asks them to discuss them

3

- in their.small groups. Later, all the students. can be brought
together in a double horseshoe to share.;héir ideas with the

rest of the studeénts. _By{askipg some clarifyiﬁg questions.'

. [ S

*the teacher .can help the sharing. . . - " -

-

The'idéaI'Stﬁbbl

v

Goal: By using a topic that is nbtwfhieatenipg‘and

that all students have ideas about, to encourage

X e e

. © participation and sharing of ideas by all

students in the class.
The teacher divides the class inio,smail groups aﬂd,
g B é;ves them the following directions: "A new school is to .be
a : built and the.peSple whb are plannihé it want it to be the o .
best ever. Tﬁey'have asked a lot.of questions, talked'wifh C
many teachers, and'visitéd many schoqu,.but they think tﬁat'
. ' . “students know mbré about schools thanhanyoné else. So,‘
. ;' _ :, they are asking you to'help.theml . Tell me,)what do-you
~ think the best school would look like;;be41ike, thf yéu -
would do tﬂére, who would bé:there,.and what you would
learn the;é." | i .,' ’
' When the' 'students hayé ﬁad sufficieﬁt Fime to reéch.? B
SOﬁé'dgcisipns in their émali\groups. the teacﬂe; asks for = |
S f}' jdeas from eachfg;oup and the class éiscugség,the'féasibilityﬂ

of each. - ., - e




Iz
K

*_ °  IV. CONGLUDING STATEMENT . -

This thesis,is in a'se;;e a pleeffor“teachers-to'

| attempt to'solve the'ﬁroblem of reticgnce. It has taken -
the position that retlcence is.a. cr1pp11ng handlcap for a
large number of students; that it prevents students from
establlshlng meaningfutl relatlonshlps with others, From
-advanc1ng 1nnthe1r occupatlons, and from achleV1ng self-
actualization. It further suggests ‘that retlcence Is\a
problem that can be solved and prevented by proper tralnlng

1u qpe fundamentals of 1nterpersona1 communication. This -

being so, it.holdS‘that_the princioies and strategies

. presented here shouldqte incorporated into the curriculum

of every.high school It presents prlnC}ples and strategles
that have been arrived at by synthe5121ng the views of the
experts and the findings of research about the following:
the necessity of oral communicatioh;ltﬁe nature, causes, -
an&‘remediationtof.feticenceg the physjical, intellectual,
.and emotional qharacteristics of adolescents; and the
uarious‘psyoﬁological theoties pertaining to self-concept.
It SpeC1f1es that if these pr1nc1p1es and strategles were
1ncorporated into the high school program, the. atmosphere
of the classroom would change, as would the performance ;t
students 1n 1nte1persona1 communlcatxon.. There would be

“'more openness, honesty, trust, sharlng, understandlng,

d--yes-—even 1ove of mankind. Students would be ‘well on‘vi

"
“‘their way to becomlng fully functloning human be1ngs w1th

l" 4
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deep feellngs and emot1ons,'and hav1ng the abllrty to.share
S ) o those feellngs and emotions with others.

. _ Some of the pr1nq1p1es and strategies“presehfed"hefe

. have been tried in-ihe classroom, though only a few of' them.
‘have been used to treat reticence. However, in view of the

framework arount wh1ch these pr1nc1p1es and strategles have -

~g' ' been presented; there seems to be little doubt, that their

use can only help the retlcent student.
. : The time for ignoring t
Reticent students are crying out for help, albeit internally.

e ‘ . With this presentation teachers will have available to them

’

~in one source .all the information they need to help students

build their self-confidence and overcome the probleﬁ of

reticence. All tHat remains is for teachers to use it L
effectively--not an easy task, but a profitable one for .

-

all of society.
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- * SELECTED AND ANNOTATED BIﬁLIOGRAPHY
"FOR TEACHERS

-— . .Brown, tGeorge Isaac., ' Human Teaching for Human Learning: An b
' Introduction to Confluent Educatlon. New York: Viking
Press, 19711 ' .

The author presents the 1dea of confluent educatlon,

-

“a philosophy and a proce%s of teachxng and 1earn1ng in wh1ch

the affective or emot1ona1 domaln flows together: w1th the

A cegn;tlve or intellectual domain. The author presents

:affeétive techniques and shows how they can be incorporated

e iy o et St o 5 o e
PR ~ N L

into the regular school curriculum. As well as giving the
teacher the philosphy of humanistic education, this book

N . . . ‘. ) o
contains many exercises for use in the classroom.

-

»"

Clark, Margaret, Ella Erway, and Lee Beltzer. The Learning
] : : Enpoudter The Ciassroom as a Communications. Workshop.
v o NeY York: Random House, 1971. -

0"

e A

. The authors present the classroom as a communlcatzon
workshop. They offer a set of parameters ‘for viewing student/
teacher relatlonshlps and for teach1ng 1nterpersonal "
communlcatlon W1th the hope of openlng up new v1stas and
stimulating student and teacher;tq extend their th1nk1ng,.

‘t0'probe their,potentiEI for cooperative creativity. The

o

bookQEQntains many.'strategies for aehie#iﬁg these goals. .
X © 'Dillon, JT. ' Personal Teach1ng, Columbus, Ohio:.Charles'f
C oL E.' Merrill, I971. - R ‘ :

The author descr1bes honestly and fully h1s m1stakes

H

|

i

["4:' RER . e L
3 N P

Y mand def1cxenC1es as he stumbles and gropes toward a humanlst1c :5§£




. Lo ,f\ N L1410
- e o v - \ ,\
S me thod of teaching. ThlS book should stfmulﬁte teache s to.a |,

much more honest appralsal of thelr own methods’, the1r own

attltudes in classy their own effectlveneee.w1th stqdents,\and
. the extent to‘which they actually incredbe.permanent . : ' \\\'
' 51gn1f1cant meaningful 1earn1ng in the young people with whom \\{
ff they come 1nto contact. Th1s‘book shows that it is poSs1b1e'

s , o

to teach with an emphasis on ‘the affective domain.

v 'Galvin,fﬁathleen M., and Cassandra L.,Book. eech
‘ ’ " Communication': An Interpersonal‘AppTOECh Ior Teachers.
Stokie, TlI.: NatlonaI Textbook :Company, 1972,

! | P ) The authors present large numbers .of behaV1ora11y- !
oriented learning objectives supported by -large numbens ‘of ; ¢
soundly based;leerning activities connecte& with intetpersonai |
and intrapersonal communication. This Bopk should profe

“invaluable for any teacher concerned ﬁith’teaching oral

- communication. , ‘ ‘ . - T —_—

!

e

Y

, : -Glasser; William. Schools Without Fallure¢ New York:'Hatper
' - & Row, 1969. T VL L

A
' This book applies the author s theorles of Rea11ty

. Therapy to contemporary education. The aut or details the
shortcomlngs of current educatlon and prop s a daring(new‘. .
program to reduce school fallure--.a program based on o
S 1ncreased 1nvolvement! relevance, and fhlnklng .The author
presents a phllosophy and methods de51gned to build self-

Y _.confidence and a p051t1ve self concept in students.

-
=]

......
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. skill sessions for analyzing and improving classroom talk,
. N - . u
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-

_THamachek, Don E. (ed ). Human Dynam1cs in Psychoiogy and

Education. 2nd ed. Boston.'Allyn § Bacon, 1972.

This book is a collection.of essays aliout the human .
dimensions involved inipsychology and education. The essays
focus primarily on human behavior, human meanings, and human .

understandlngs that grow out of unlquely human experiences.

This is an excellent 1ntroduct10n to humanlst1c education.
1' l_r\—-\

"_Hunter, Elizabeth. Encounter in the Classroom: New Ways of

" number of activities that provide involvement of the student

Teaching. New: York: Holt, Rinehart § Wlnston, 1972.

This book is wrltten-byta-teacher and contains. a

' in the learning process. Acfivities are included which will

%.

’ . .

help the teacher to use encounter techniques for increasing

personal and interpersonal effectiveness. There are also

for improving the, quality of classroom questions, and - for -
'he1p1ng teachers work harmon1ous1y with others.

e -~

Lyon, Harold C. Learn1ng to Feel--Fee11ng to Learn. Columtds;i
‘Ohio: Charles E. Merr111 1971,

The author presents the philosophy behind humanlst1c
education and «describes methods.teachers can use to- br1ng the

whole student 1nto the classroom, with the feellng aspects

' of h1mse1f the 1nte11ectual aspects, ‘and the cqpac1ty for

.Phllllps; Gerald M. et al. - The Develbpment of Dral L .

self respon51b111ty. ’ . - R

'_~ . .o
] . - w,

1

Commun1cat10n. New York Bobbs-Merrill, I970. 'fg*

\ .
" The authors present a phllosphy of oral commun1cat10n ;

as we11 as pr1nc1p1es th strateg1es for develop1ng oral
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commun1cat1on abality in students. _ This book also aontains-

X:\: | excellent chapter on ret1cence. o B p ;

Raths,. Merrill Harmih; and Sidney B. .Simon. Varues;and

' ' ' Teaching: Working with Values ‘in “the. Classroom. .

|

B e ColgmbUS, Ohio: Chatles E. Merr111 19¢6. - .

; The authors present a theory'o§;tkg process of P
. . valuing énd tﬁe teachlng strategies associated w1th that - .

L : ’ ' ?theqry. The empha51s ;s on the pro;ess of valulng, ‘ratHer L

N PR E than on presentlng a set of values. ’ Teachers will f1nd th1s 3

s . -book very helpful in teachlng the process of valulng, .since
» the many examples presented can -be used W1th1n ‘the regular.'
_curr;culum._ Y ' s A o SRS L
i Schutz, William. Jb;t“Expanding Human‘AwarenBSS. New York:'
{ . Grove Press, 1 . R R

'
. * .

Th1s book is an attempt . to prov1de a framework for o B
varlous approaches to joy and the development of human . -
A B poteqt1a}a‘-The author ‘presents an explanatlop.of-the S
| ;philos?phyfbf the human botentiallimoveméntiand.eiplainsfv

7

some of the strategies used in encounter groups,

I:” o ' Stewért john. Br1d§_§ Not Whlls' A Book ‘About IhterpETSbnal
: Cbmmun1cat1on. adlng, .Mass, : Add1son Wesley, 1973, '

Thla book is a collectlon of the best articles, talks, -

o

. and ‘essays about 1nterpersona1 commun1cat1on.' The approaCh R

. 7 to 1nterpersonal communlcatlon taken.in thls book is based . e

‘ © e

B lwg :f _ ‘prlmarlly on d1alog1cal phllosophy and humanlstlc psydhology.
. ‘The book- contalns contrl{Ztlons by such people as Buber, ; ‘r. 
('j. IRogers, Maslow and Jourard 1t should be of great value to ‘

“any teacher who w1shes “to develop a ph1losophy of 1nterpersona1

S -commun1cation.
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ahd‘MériojD..Faﬁfinil(eds;). " Toward
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a

' " York: Praeger, 1970.

-

- whose purpose was t

™

o fin

A Curriculum of Affect. New

¢

144 *

This is a report, of a study of two and a half years,

d a curriculum "alternative based on

the affcétiVeucharacferistigs of children. The book relatés.

thé_phildsophy behind the drive for é curriculum of affect

and presents étpategieé that,teachefs~cap use in attemptihg

tb.reachxthe’goal

.
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of humanistic education.
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