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CHAPTER 1.

INTRUDUCTION.

le Statement of the Problem and Need for Research

The problem arose in the setting of the Child Guidance
Clinic of the University of Cape Town where children were from
time to time referred for "Lack of Concentration'. It soon
became evident that "lack of concentration" was an extremely
vague, descriptive term used to cover a variety of conditiouns.
The parent and teacher were able to state that the child could
not concentrate, but they had 1little knowledge of what was
actually lacking in the child. The Clinic did not have at 1ts
disposal :
(1) & precise measuring instrument for assessing the
child’s level of concentration;
>(2) a definite training programme in which the chila
could participate;
(3) methods of assessing the main factors associated

with lack of concentration.

As a result only rather general advice could be given
to parents whose children were referred for this problem.

Thus, it was obvious that, despite the importance of
this problem particularly in the field of education, there was
l1ittle real understanding of it, and research in this very

extensive fileld seemed to be indeed opportune.

2e Purgosg of the Investigation.

-

The main purpose of the present study is to arrive at
a clearer understanding of the term 'Lack of Concentration' for
the clinical psychologist. This implies :
(1) defining concentration and accounting for its lack

in the group of children studied;



{(2) showing the inter-relationships and links between

concentration and other variables;

(3) a) devising tests of concentration

b) formulsting a training procedure with the object

of developing concentration

c) devising a set of alternate tests to asseas the

effectiveness of the training programme;

(4) evaluating the present status of the problem and

emphaslizing the need for further research and inves-

tigation.

Review of Cages referred for "Lack of Concentration" to

the Child Guidance Clinic of the University of Cape Town

during the geriod 1226 to 122 .

(1) RNumber

of Cases

1956
1957

1958
Total

12
7

: 13
: 32

*e

(1)

{2) Referring Agent

School : 18
Parents : 6
Doctors : 6
Friends : _2
Total : 32

(3) chronological Age

5 years : 2

6 " : 2

7 " : 3

g : 7

9 " s 7
io " 1t
1T " : 6
12 " s 3
Taotal s 3D
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(4) School Standard

Nursery School : 1
Special Class ¢ 1
Sub A s 3
Sub B : 2
Standerd I : 9
" II : 10
" I11 s
" Iv : 1
" v I
Total s 32

(5) Intelligence Quotients
81xteeh chilaren wefe tested bn the Revised‘stanfordr
Binet.Intelligence Scale and 13 on‘the Individual Scale of the
National Bureau for Educational Resesrch. The Wechsler Intelli-
gence Scale for Children was administered to two children and
the Merrill-Palmer Scale to 1. Hence 1t must be noted that the
intelligence guotients are not entirely comparable. The follow-

ing classification could be made :

I.Qs Above 120 ¢ 4
" 110 - 120 2 3
" 90\?‘109 : 16
" 80 - 89 :

" 65 - 79 3 3

Thus, one. sees, first of all, that, as lack of
concentration is dominantly a scholastic problem, so the school
is the major referring agenéy. The problem seems to present
i1tself most frequently in the age group 8 to 11 years, this group
accounting for 24 of the cases seen.

As a tentative assumption, it may be stated that it
appears to be at the ages where formal school instruction begins

that the problem first comes to the fore-ground. It is in the
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primagyjschOQE,,in:tﬁé‘lawep-sténdarésthat’the;child finds it
resally ne@eésérv‘fof,%he:first'time~to‘prac§ise sustained |
attentiono if thééé hébiié'érewnot'presentnar for some unigue
reason, cannot be acqulred, or if the practiae of these hebits
is Gbstrueted, then the prdblem ‘of lack of concentratian presenta
itselfs | ' j |

No definite explanation ean be offered for the
absence of referral of such children frcm the senior schaolf
It is possible eithef that the prdblemreselves itself and the
child,under a regular and controlled routine, acaui*es the
h&bzta of canCentration that he was previously lacking, or that
the difficulty them presents itself in a different setting -
either as ai’ emotional @rablem whieh Was . present before but not
dominant and.recogniseﬁ as such, or, a8 -a specific scholastic:

difficulty ana poor school progress.-

(6)_ Medicsl ﬁistories

_Hearing doss “f* :“: i{ﬂé .
;Befeetive visiéﬁ }3;1L :.2 :
:Asthma preaent or past §'5
 Stutter - : 2
Be@wetﬁing“ o 2 3

Gdﬁvﬁiaidng,;woﬁmggﬂconcuSSi@na.meniﬂgitis, glanduian

fe#er,-havfevégg'egzeﬁag.sinusiﬁis and gastro-enteritis were

!

each found i iﬂdi?iéﬁaljﬁasﬁﬁﬁ

_ In 6 instaneeo there were some abnormal home circum-
stances such as broken or incomplete home, or step-parent'”"
~marked sibling Jealousy occurrad in 8 caoses; manital ﬁiscord
'Wasveviéent-ip~5,cgses, unpopularity and inability to mix with~
peers'occurréd'iﬁ‘l cése, and a rejection 9f the ehila compen—

sateﬁ for by over-protection was founa in 1 cases
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(8) Solutioms to the Problem

‘The~ﬁdvi¢ésfham @as considered necessary after

i@ve@tigaﬁi@h can be aiébtsseﬁ under three main headings ¢

6 @ésés'waa it cmnsiﬁereﬁitnaﬁ actua1>traimiﬁg inJhﬁbiﬁs‘ofv_
éoncemiration‘waﬁla improve the situations 1In all the other
instaﬂees'other fsctors'wére.monezaigﬁifican%; for example,
advice as regards homework routine or supervision was givenfiq
h instancesg remedial %eaching op eaaehiﬁg wes récbmmenﬂed for
h children and 3 children were advised to repeat their standard
au sehool, infosmation as to Special Class placement or maximal
scbclastic expectations fer the ehild was gtven in 3 instancesa
o A1l in-all, in 19 different cases, the treatment of

the prdblem Was with reference to ucholastic factorss o

(v) aAdvice with referenceftonmutine,qndmhandlinqug
xuthe;hcmevm"Thia_applie& $o 10 children « - In.h

caseé the,parent@'ﬁa& iané%%empt to ihcrease‘the'aocial maturity
of the children @r?@éi%raiﬂ{tﬁam’im sé@fﬁhelp;f Two children
were found to be in neéd‘af aympatheticf kindly'handling, and

2 %o reqnire an or&erly rontine and firm, consiatent handlings
in one instance, the. father s 1desls for the ehild were 100
high and he was advised to lower thems Suggestionsvfor Lmproy=:

ing sleep behaviour, an associateﬂ problem, were’ made in 1 case.

(&) savice. with refeience"toﬁtensionueausih;*factors

' “r;the h@meJh Here the most commonlywoccurring

element was aihling-jealousy@v  Suggestions to 1mprove this .
situation were maﬁe in 5§ inatances¢ in L of them aﬁditional
advice having to be glven about the general aomestic situations
temsion between the parents, general emotional immaturity of the
child, the adult standards which were too hlgh for the childy
or 1ncousistent hanalimga:, In 1 case, an attempt was made to .
imprave the discord between the parentsas. _ln_agdition,,in.zg\
cases, the em@ti@ﬂaivmaladjustment:was of such a proportion

that it neeGed prolonged treatment in the Clinic; 1inm another 2
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iﬁstanGQSQ}the_paﬁents-merely;neeﬂed reassurénce and the problem
»was-not'reaily a problem as such.

?From.thié,brief ieview it appesrs evident that it is
pecessary, in an investigation of lack ef‘@ancenﬁgation, té _
edisfinguish a-bumber bf eiementS‘which may a;t ésseaﬁgatiﬁe
féc@oﬁs“orJWhic@;must‘he considered in thp~solution of the .

problem,

.......



CHAPTER 1I

REVIEW OF THE LITERATURE

1.  Theories _of Concentration

s development ahd definitions of the concept.

1ﬁ<&eaiing Wi%h‘ihé trend in theories of nbncentration?

it becomes evident that, in the history of poyehology, concembrar
tion as a Gogeep£ at”firSt had no standing of its own; it was
attention that was-definea ana'wr1tten'about, and thus it 18»1
neceséary to trace ihevﬁevelepment_of these-eaflie? 1deas sbout
attention. , . i

| The importance of attention in the psychology of the
1attepipar£ °f the last centurv‘érose from the ¢1oseness'of its
relationship to consciousness; it was this Teiationship shat
had a great influebce on the iheories of attention. The most
popular of the psychological theories then was- that which iden-
tified attention with c¢learness in consciousness. This inter-
pretation was first set forth early in the eighteenth century
by Malebranche, and it reached its apex in the work of Titchener™
(1925)‘Wh0 deseribed attention as being identical with sensory
clearness. Much the same view was held by Wundt, by Wolf a

2

good few years later and bv.Pillsburyf early in 1900 who states 3

Increasg,ih the degree to which an impression
is conscious and inerea&e jin attention to that

impression are synonymous terms.

" When the Functionalist School appeared, attention wsas
sesigned the role of selectivity. Thus, for Wiiliam Jamessl
‘(1890) attentioh-"'_9@ is the teking possession by the mind, in
clear ana‘viviﬁ“form,vof'one~outwof what geem several simulte~
neously possible objects or trains of tﬁonght"m Similaerly,

A Textbook of Psychology, Ps 267
2. Attention, pe 2.
Principles of Psychology, Vol. I, ps L403s




Wolf regarded attention as a form of preferentiasl treatment
whereby some things are admitted into consclousness and others
not, or some are placed in the very centre of conseciousness and
others are relegated to the margin. However, there was diss-
greement as to how this selection takes place.

In most of the American psychological literature of
the period Attention was called a selective process, but the
descriptive material was generally influenced by the Structura-
list emphasis upon the phenomenal aspect; this fact may be
attributed to the influence of Titchener in whose laboratory a
comprehensive experimental progrem continued for some time while
there was no corresponding research coming from Functionalist
quarters. In France and Italy, the selective interpretation
was even more widely emphasized, largely owing to the influence
of Binet who was himself a follower of James.

The next stage came with the appearance of Behaviour-
ism when the interest in attention began to declime, this being
a result of the increased emphasis upon the behavioursl aspects
of experlence and the consequent tendency to reject terminology
that had acquired a mentalistic tinge. Thus Watson ignored
attention and Bekhterev reduced sensory attention to the reflex
adjustment to the incoming stimulus, and ideational attention
to implicit speech . Paschal® (1941) notes that it was Holt in
1915 who established the pattern of the behaviourists by declar=-
ing that as the faculty of attention had been snalyzed and all
the factors that belonged elsewhere had been separated, there
remained only the core of clearness; seekling that which in
behaviour would respond to attention 1n cognition, he found it
in " ... the process whereby the body asssumes and exercises an
ad justment or motor set such that its activities are some func~

tion of an object, are focussed on the object".

1. Holt, E.B. The Freudian Wish, p. 178, as quoted by
Paschal, F.C. "Irend in Theories of Attention". Psychol,
Review., Vol. 48, 1941, p. 386.
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Dashielll (1928) followed on this by describing
attention as an attitude that would facilitate a‘person's
response to'some,particular stimulus, the set of attending
including the adjustment of receptor mechanisms, postural
changes, respiratory and circular functions and muscular
strains, Pillsbury {(1908) however, seems to disagree with
this; he regarded the widespread motor phenomens and bodily
processes sccompanylng attention to any stimulus as succeeding,
or at the most, as accompanying the attention and not preceding
ite

Dallenbach2 {(1930) quotes Ford's definition of
attention in terms of behaviour. He regards attention sas
the "... -name for the beginning of a synthesis of reactions
to a novel envivoﬁﬁéhtél‘pattern vse" and he points in support
of this definition to the results of experiments on distraction,
‘Distractors at first attract attention and the efficiency of the
work performed i1s lowered; with the lapse of time the distrac-
tors lose their effectiveness and are not attended to - that is,
the reactions are so closely integrated that they are capable
of resisting interference - and the efficiency of the work
performed 1s not affected. This definition brings to the
foreground the idea of the building-up of a new pattern of
behaviour and does not emphaéize only the physliological aspects
of behaviours Had Ford stated that his definition was not
applicgble to simple primary and involuntary attention, no
objection to it could have been made.

While systematic psychologists were gquestioning the
validity of the term Attention, and criﬁicizing it as meaning-
less,- unnecessary and mentalistic, it continued to occupy a
séiient position in the various branches of applied psychology,

where the workers contented themselves with a commonsense inter-

1, Fundsmentals of Objective Psychology, p. 285.

2. Ford, A. “Attention-sutomatization". Amer.J.Bsychol.,
1?29, vol. ’41, PDe 1 - 32, '
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pretation. Psychiatniets and educational psychologists were
faced with the necessity of measuring attentional-variétions

or reac%ionsi Their studies have constituted elmost the whole
of the experimentsl literature in this area over the past
twenty years, and it is in these fields that one begins to see;
the emergence of Attention or Concentration as a c¢linieal
entity.

In the industrisl and personnel field toco, batteries
of occupationsl and aptitude tests began regularly to include
tests of sttention. Then, with the beginning of mentsl testing,
the degree of concentration and range of attention were tested,
if not directly, then by an emphasis upon tests demanding the
 maintenance of a high level of efficiency. A number of efforts
were maaé to develop batteries of tests for the measurement of
attention, and the peculiarly close relationship of sttention
to intelligence is emphasized by workers in'the latter field
from the time of Binet.

With progress in the field of psychopathology,
disturbed attention came to be looked upon as one of the more
frequent and clinically significant correlates of mental dis-
ordera Psychiatrists and clinical psychologists accepted, as
an operating definition, the control of the direction of response
the lack of which was sald to be responsible for the ingbility
to make aﬁaptationé, a condition denoted as feeble-mindedness.
Binet hiﬁself had defined the levels of feeble-mindedness in
terms of attentional reactions.

In a nunber of psychopathological states, distinctive
attentional symptoms and deviations became recognized as having
diagnostic value, for example, the inability to concentrate in
mania, the low span of attention in hysteria, the excessive
fixation in paresis, and the heightened distractibility in
brain-injuries. |

It was the activity in these various fields that
helped 40 keep interest in attention and that stressed the

practical importance of such a concepts.
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Ko sooner had the Behaviourists declared their views
on attention, when the newly-developing field of 'mental set’
introduced emphasis on a new aapéct, the postural determinants
of reaction. The story of Attention would not be complete
without considering the develépment of this line of thought.

Its antecedents are to be found in Ach's "einstellung!
‘and Watt's ‘aufgebe's In its subsequent history, it appeared
chiefly in the role of the directive factor in controlled
association, The neural explanation was that cortical tracis,
still partislly active in cbnﬁequencevaf'a~previaﬁa stimulstion,
respond more readily to any appropriate stimulus. .f

Thorindike (1905), had coined the phrase ’mental set'

te] dehﬁte the fidea in mind at the moment as g determinant of

[ts present gpplication is attributed %o WOaaworthl

attention.
{1918) who began by saying :
The mental set, or intention of performing
a certain operastion or solving a certain problem,
is o driveg reinforeing certain associative connec-
tions and inhibiting others, and thus exerting a
selective 1nfluences

In 1921 Woodworth treated attention as the exploratory
phase of perception, and described mental set as selecting from
the previocusly formed associations, the one fitting the present
téski . Graduslly, more emphasis was 1aid'upon the selective
aspect of atteption while mentsl set by 1934 had given .way to
gregavatarg.eet or adjustments Finally, in 1940 Woodwortih
brought set, selectivity and attention togethers.

_Daﬂhie112'(1928) brought set and sttention into juxta-
pogition as the two types of postural responses He later

celarified the relationship between set and attention, re-defining

l. - Dynamic Psychologys Pe 12k

‘2:. ‘QS‘E’. citt k2 Chapc 10l
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attention as the assumption of a set - this being the adjustment
of receptor mechenisms primarily, with the accompanying diffuse
postural and eirculatory chaﬁges completing the picture. Simi-
lar views were held bi Fearing and.?reeman who also took a
postural v1ew of attention-

Paschalll (191) concludes this approsch adequately
with the following statement :

The proponents of mental set have quite generally
bégn inclined to assume that the phenomena of attention
are adéquately provided for through this approach see
But that there has been no general acceptance of the
identity of set and attention is evidenced ﬁy:the fact
that they ere given separate bibliographical classifi-
cations. : ‘ o

' ‘Tbus two distinct'ihterpretations of attention had
developed in parallel fashion = the members of the radical party
adhering to the‘ggg'platfqpm and the conservatives thinking in
terms of selectivity and turning towara the preparatory adjust—
ments The secoﬁd of these two directions of deveIOpment'had
started with a return to the theory of wWilliam James.

The physioIOgical theories of attention in the period
following the firgt World War were of two types, those denoting
sttention as the mental aspeet'of the neural processes of facl-~
litation and inhibition, and those that looked upon the neural
subsfrata as a state of partial activation of cortical areas.
The latter, notes Paschal (1941) had already been identified as
the central theory of sets But ss psychology was then becoming
more interested in the description of reaction systems, neither
of these theories‘had‘any real influence st that time and bad
to await the further work of Héﬁb'about twenty*years‘lafer.

The first‘peréén to treat attention exhaustively from

the standpoint of the mode of behaviour exhibited was Kantorz

1

1. Paschal, FeCe, Ops Cite, D 390 = 391.
2. Principles of Psychology, P. 21l4.




{192hj wﬁo eaiﬁ 3
o Attgntion reactions sre then the‘inﬁiepénsablg
v‘préliminafy réactiﬂnéatp all psychologicsal conducts

@niy.af%ergaCstimulﬁshhas beeh‘aetnalizeﬁgﬂcan the
peraoanBOQeed.withytﬁé_@e?TOrmancevbf‘wﬁatever
&espenée 151e1iciteanv a-specific‘stimulus; In
thiﬁ gense atteﬁtion*reactions eﬁe not only ﬁrglimiw )
nary but they ere definite preparatory reactions.

' They function %o prepare the individual for whatever
type of action is to follow. In more complex beha;:
viour situations, attentional reactions aré'morévthan,
preparétory;ltheyvare'in a.genuihe.sense antiéiyaﬁory“

Y

tAtténtion is thus here defined as @ reaction and is
more than just & part of thé perceptual reaction; it determines
whether the orgaﬁismfwilljweaét in a certain way at all. Imclu-
ded are both affeétivé-anﬁ eognitive*cbmponents, although £he-'
1atter‘Kanﬁor-reduce§ t0 a "ess momentary appreciétidp‘of the
presence of a Btimﬁlns object™.  The éeti@ns ‘which-actualize
stimuli® range from simple postural changes to the behaviour
complexes that serve to sustain attention in reading and think~
inge In short, Kantor may be said to heve re-stated James

p@sition in terms of a stimulusmresponse psvchal@gyﬁ

In the period immediately fellowing, writers generally
interpreted attention 88 a preliminary act of adgustment. ‘
Pieron in 1929, says Paschal (19&1), calls attention ve pre-
perceptive reaction of expectancy which consists of movements
and attitudes of_exploratien, muscular readiness for reaponse
and genérél exéitéﬁiom setting off the'affeétiQe co-efficient";

later he emphasized the release of energys

1' Eieron, ‘He
as. quoﬁed.by P@schal "FeCo -

-ODs ‘Cite i Do 393
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Following this came a short period in which the
prevalent interpretation was that attention is the name for the
total adjustment of the organism in contrast to the view that it
1s a specific reaction.  Murphy® (1933) cites the fact that a
frequent characteristic of the mentally disordered patient is
the "distractibility of the patient, the fact that he is unsble

to maintain any kind of internal steering procesé, to hold

attention on any one thing".
Spearman2 (1937) also takes up the story of attention.
He relterates the criticism that, like intelligence, attention
is altogether too indefinite a concept. He declares that if
it bas any meaning, 1t can only be that of directing mental
energys. Stern” (1938) combined the idea of the direction of
mental energy with that of t he preperceptive nature of attention,
"Attentlion 1s that personal state which constitutes the immediate
prerequisite of a personsl performance. The essential charace-
teristics of attention are the clarification of the goal in con~-
sciousness and the concentration of force upon clarifying and
attaining 1t".
Thus the implication throughout seems to be that
attention is an active process, purposive and anticipatory.
Paschall (1941) sums up the situation in the follow~
ing way :
In resumé, we may state that theories of attention,
having departed from the cognitive definition, took a
teleologicsal direction, identifying attention with the

selective aspect Of selective adaptation ee. The next

l. General Psychology, p. 224.

2. Pgychology Down the Ages, Vol. I, Chape 7e

3e General Psychology, pPe 472.

Ll»l Pasct’al, FeCa OE. 31t.’ PP 395 - 396.
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step was its identification with preparatory reaction,
maﬁelv a-atep:from a televlogical to a reactional
_ theory ses 1% next became a more definite prepeicepa
tive prebaraﬁion;, There‘entered aAseeoaﬁ_factof;
that of the control of energy s«s {and) tﬁere followed
a trend toward specificity of the preparatory acte
Its essential nature 1s>éiveﬁ3an}explanatiohéin terms

Of preparatory set ses.

Two theorieS'héa e@me'inte the foreground then, out
of the thinking of the pasi‘q@arﬁer of a centurys The ohe,
the mental set theory, 1obkedﬂﬁpon attention as é7ﬁague, diffuse
term for the phenoinena which afe adequately covered;hv‘mentai'_
sets The other, a selective. theary, saw in attention a prepa-
ratory set of addustmenta which serves %0 pave the way for |
reaction to & particular stimulus.' Paschal1 concludes that

the act of attention is "an_im_licit,antieijator",reactien |

approximating identity with the reaction that is to follnw"‘ﬁ;'J
The degrees of atteptioﬁ, he‘states@wcerrespbnd‘to'the“degreéé*k
of identity between the impliéitvanticiﬁating<anﬁ the subseqnén%
overt reactions. He regards both attention an&smentallsét 53
immediate determinants of reaﬁiioﬁ, but notes that atiention  
ﬁaiffers.fromumentai set ih—thét'iﬁ is-an'abtive; purposive
processs Accerding to bim, the two of them together canst1tute,
the . preparatory state of adgustment that determines 10 which of

the simultaneously presented stimuli the organism w111 raspond.

{2)  Types of Attention = I R

" puring the period ubder review various kinds of

Attention were uaua11v~ais%ihgqished and the classification

1, - Paschal, FeOs Ope_cite, Do 397«
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was based on various groundsQJamesl (1890) classified attention
in the following manner :Iin-considering the kind of object or
activity to which the attention is directed, he mskes the dis=
tinction between sensorial and ideational or intellectual atten-
tion, the former pertaining to objects of sense, the latter to
idess; attention may be either immediate when the topie or
stimulus is interesting in itself, without relation to anything
else, orvderived,'when itaowesrits integest to association with
some other immediately interesting thing. Furthermofe,.atten—
tion may be either passive, reflex, non-voluntary and effortless,
or active, voluntary and effortful. This distinction is obvious
ly based upon the amount of effort exerted. Both sensorial and
intgllectual attention, says James, may be either passive or
voluntary, but voluntary attention can only be derived. 80 one
may aitend‘iﬁvolvntarily to en intense sense~-impression or to
some image or idea exciting or interesting in itself; but when
one attends voluntari;y or aétiveli, one makes an effort to
attend, slways for the sake of some remote interest which the
effort will serves

| The distinction between 'voluntary ' and ‘involuntary'
seems t0 be intimately bound up with the idea of ‘'interest’s
Enqyclapéedia BnittanicaQ_(1929) actually distingdishes'bgtween
'Attention from interest' and "Attention ffom effort's The
former is usually spontaneous, easy and involuntary, the latter
of'ten a strain, unpleasant and voluntarys o .

Rtbot3 {1890), too, distinguishes between spontaneous

or natural, and voluntary or artificial attention. He regards
voluntaﬁ}.attenﬁion és a result of education and training and as

deriving its whbletbeing from spontaneous attention. And

1. J&mes’ We O‘OACi‘ti, pP' 1416 ffo

5. "Attention" . En lopaedia Brittanica, Vol. 2, lh4th eds,
1929, p. 65

The Psycholo

3 _of Attention, p. 8.
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finally, the point made by‘Arnolal {1910) that a number of
attentions exist and not a single power of attention, is worthe
while notlng .1 . VvAttention in the visuval field is something
different from attention in the auditory fieid; gnd the same

is true of attention in the tactilé sphere"s This 1inks up
with the neurophysiological idea that lack of attention is
apecific'for each modalitys

(3) Relstionship between Attention snd Motivation

In this short description of kinds of attention, an
important sspect has been brought into the foreground ~ the
relation between attention and interest, or, to consider it more
broadly, the relation between attention and motivation,  This
relationship has been dealt with in s variety of ways and bas
been emphasized in different degreess For some writers, it
has béen merely one of the conditions of attention, for others
ggg'conditian, and still others have defined asttention in terms
of some such concept as ‘interest®s It will be seen later how
important it is t6 examine the whole idea of motivation, emotion
or interest, when‘considering‘atteﬁtion. | o

As soon as attention was assigned the role of selecti-
vity, the way was made clear for the entrance of ‘interest®.
1t became neceSSafy to explain why the individual"cﬁése to'attend
to certain stimuli and not to’others. Thus Jame625(1890)4savsa
"The things to which we attend are said to interest us. Our
interest 1in them is supposed to be the cause of ocur attending
PO One'éees in Jsmes® theory the notion that attention is
an activity that depends upon a motive strongAEHOﬁgh,to'arouse
the {interest necessary to keep the attention fixed@_ A similar
1dea 1s found in Ribot> (1890) who considers that "... the imme=

’aiaté and’necéssary condition of attention in all its forms is

1. Attention ang Interest, p. 42.
;2§- James, We Ope cCitss Ps L416, |
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interest «e.." ° He actually seems to ldentify interest with
emotional states, attractive or repulsive tendencies, which
are always at the root of attentions

Interest itself, states Bookl (1927) has been defined
as "the impulse to attend". He quotes Dewey as stating that
it marks the annihilation of the distance between the person
interested and the materials and results of his action. Book
says, "Other writers have made interest synonymous with the
feeling of satisfaction or pleasure that aglways accompanies
spontaneous and successful attention. Such a feeling of
pleasure may perhaps be said to be the sign in our consciousness
which notifies us that we afe in reality growing interested in
a subject or task".

This hedonic viewpolint as presented by Ribot and Book
interestingly anticipates the much later work of McClelland et
a12 (1953) in connection with the achievement motive. McClelland
puts forward a discrepancy - persistence hypothesis to explain
’affective arousai'. Briefly, he states that 'affective arousal
is a function of "the size of the discrepancy between the stimu~-
lus (perception) and the adaptative level of the organism (éxpecf

\tation)". Positive affect is the result of smagller discrepan-
cies and resulté in approach=~responses; negati?e affect is the
result of larger discrepancies and leads t0o avoidance~responsese.
McClelland explains that a motive is formed by pairing cues with
'sffective arousal' or with conditions that produce affective
arouéal‘. It is perhaps not misinterpreting McClelland to
equate 'affective arousal' with the prereguisite condition for
attending.

With the growth of dvnamic psychology, came more

recognition of the importance of motivation in attention.

1. Book, W.F. "How to Develop an Interest in one's Tasks
and Work". Js Hduce Psychole , Vole XVIII, 1927, pe 2.

24 The Achievement Motive, p. 44 ff.
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Boring1 (1950) traces the development of the dynamic principle
which begins in a very camouflaged way in the nineteenth century
in the term 'attention' and proceeds along its path in the ideas
of preparation, Einstellung, determining tendency and attitude,
reaching its latest development in the term 'need'. As early as
1904 Stout2 had defined attention as a mental prospectiveness
and had remarked on its identity with conation, A clearer
appreciation of the dynamic principle in attention was made by
McDougall3 (1923) who gives the following explanation of

attention : "... gttention is merely ... gtriving considered
from the point of view of 1ts effects on the cognitive process.

The more strongly we strive to see, to hear, to understand, or

in any way to aghieve better or fuller cognition, the more‘
attentive we are ««s" He states that to have an interest in
any object is to be ready to pay attention to it; interest is
latent attention and attention is interest in action. McDou=-
gall presents in the terminology of his day the contrast
between attention directed by voluntary effort and that which
follows some strong impulse; he notes that the latter type of
attention is always more intense and effective.

The relationship between attention and emotion or
motivation will be given further consideration in theories which
follow. One may note here the statement made by Henderson and
Gillespieu (1956) that decreased attention to the envirenment may
be the outcome of lack of interest, or of a more deliberste shutt-
ing-out : "A patient's attention varies inversely with his pre-
occupation with his own problems. Hence, any affective disturb-

ance may cause a diminution in useful attention”.

1. A History of Experimental Psychology, ppe. 715 = 717.
2e A Mapusl of Psychology, pe. 257.
B An Outline of Psychology, bpp. 271 = 272.

L. A Textbook of Psychiatry, p. 127.
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The debt owe@ to theoriats in the field of dynamic
psych61ogy for stressing, directly or indirectly, the importance
of the dynamic principle in attention, is a great one and must
be. recognized as a signiflcant contributien to the present-day

kncwledge of the concepte. The necessity to 1nclude the

concepts of interest and motivatlon in discussion ana definition
of concentration cannot be overmemphasized and at the same time,
the.bimplication.of.the_terms.for education must be earefully

considereds .

(4) Relationshi” between Attentlan and Intellijence"

The relationship between .attention and intelligence
cannot here be discussed in detail but 1s-men£10qe@ because of
frequent references to it in the literature; , the diversity of
opinion as to this relationship eeems to indicate the need for
further investigation of this aspect. ,

Attention wae one @f,the‘prOcessea‘which,Bine% gtudied,
and performance on eerly tests in his hatterﬁ'ﬂf,intelligencen'
tests ealls,‘amcngat‘ather things, for attentions. Binet seemd
to have ;inclﬁﬁedy in his definifign of intelligence, the abiiity
to sttend = the tendency £o take and maintain g definite airec—
tione Spearman {1932) questions whether attention is wholly,
partly.or not at;all-the same as iﬁtelligence,'amdfhe;states
that all three views may be found 1n«the-1iterature}. He notes
that one of. the most widely-supported 1nterpreta$ionsiof,‘g?°
is as the power of attention. ,Burtz {1909) 1n=£ac$;,$aysfthat .
"ees 80 called *Voluntary' Attention isy of all recognized psy-
‘chﬁiﬂgiﬁal procesecs, the essential factor in general intelligence!

1.

24 Bupt, Ce "Experimental Tests of General Intelligence".
BraJ.Ps;chcl., Vols III, 1909 - 191@, p; 169 pip
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Attention, he notes, is a factor commonly used in characteris-
tic intelligence; it 1s not a trait or faculty, such as Judg-
ment, but is a condition under which mental action functions.
This view, which accounts for ‘g' by ascribing individusl
differences of ability to inequalities in power of attention,

was advocated not only by Burt, but also by Woodrow and Garnett
who took 'g' to measure the capacity to concentrate attention.
Spearman concludes that it is only permissible and possible to
say that 'g' measures attention if one defines attention as
"the application of mental energy".

This point of view is most strongly put forward by
Stoddard1 (1944 ) who considers that "a concentration of energy
and a resistance to emotional forces" is an essential attribute
of intelligence and he severely criticises standard mental tests
for their failure to provide sufficient opportunity for the
emerging of this power, A connection is seen here with the
views of RapaportZ (1945) who holds that certain intelligence

sub~tests measure attention and concentration.

(5) Relationship between Attention and Memory

No pretence is made to deal with this relationship,
as with the one preceding, in any detail, It is however, of
value to recognize the existence of an intimate relationship
between attention and memory,

Thus Pillsbur73 (1908) states that memory is influenced
by attention in each of its three processes. Retentlion 1s
dependent on the degree of attention that was glven at the
moment of learning; recall is always directed by attention -~

“If the mind is attentive in the right way, the correct bit of

1. The Meaning of Intelligence, pp. 31 - 32,

2. Diaggostic Pﬁzchologgcal Testing, Vole I, pp. 166 - 21&.
2 Pillﬂbury, We Be OPa» cltes PPa 129 - 1&8:
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-information is recalled, if not, the recall will be in error";
and recognition, says Pillsbﬁry, is influenced by attention
both in its quickness and correctness for when one is attentive,
recognition is guick and when one attends to the object that
appears, recognition is accurate. He concludes his discussion
on_attention in memory by emphasising that all training of
memoryvis through training in attention; similarly, Knowlson®
(1931) remarks that the value of memorizing, as a means of
developing 'concentrative'power' is higher than is ususlly
believed.

And James2 (1890) in discussing Attention and Memory,
also emphasizes that the 1mage of an object or event is capable
of revival in proportion to the degree of attention with which

it has been considered ~ " ... gn_object once attended to will

remain in the memory whilst one inattentively allowed to pass

will leave no trace behind.
This relationship between Attention and Memory has,
it will be seen, bearings on the meaesurement of snd training in

concentration.

(6) Later Theories of Attention and Concentration

It will be seen from the previous review that
Attention as a concept had 1ts place in the foreground of
paychological thinking during the latter part of the nineteenth
and the first quarter of the twentieth century. Largely
ignored by the early Behaviourists, it was re-introduced by
dynemic psychologists but relegated to a secondary position sas
a process intimately bound up with motivation. With regard td

Concentration, the general opinion is that it is neither more

1. The Secret of Concentration, p. 186.
2. James, Wa OPs Citey Do 14.270
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nor less than sustained attention,  For example,‘Dreverl
(1953) defines it as "the fixing of attention; or a high

degree of intensity of attention".

In an effort to make the distinction tetween Attention
and Concentration somewhat clearer, two more recent approaches
to the problem will now be presented, one stemming from the
psycho~analytic orientation and the other from a bio-social
viewpoint.

Rapaport2 (1945) attempts to give a working definition
of concentration and attention. Making use of psycho-analytic

terminology, he state53 3

", es attention corresponds to the free mobili-
zation of energles which are not specifically tied
up with any particular emotion, interest or drive,
but are at the free disposal of the Ego to he
utilized in thinking and in dealing with reality e¢ee
Attention is considered here an effortless, passive,
unhampered contact with outside reality - a free
receptivity. This free receptivity appears to be
hampered if the subject'’s affects and anxieties are

not well-controlled and get out of balance'.

The hypotheses that underlie this view of attention
are as follows i all psychologlical energles derive from inctinc-
tual sources; part of these -~ affects, drives, strivings,
impulses ~ bear the mark of their instinctual origin and are
referred to by Rapaport as "specifically - deployed“ energles.
Another part of the psychological energies, having lost the

marks of their instinctual origin in the course of development,

1. A Dictionary of Psychology, pe Lb.

2, Rapaport, D. Ops cits., pp. 166 - 21i.
2 ibid., p. 168.
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became frecly svailable to the Zgo for ito "purpoaen” « these
ere referred to as “not = specifically-deployod® energies;
attention then depends upon the strength of the Ego, by which
Bﬂ?ﬁﬁ@?ti.m@ﬁﬁﬁ thot “eas the.*apeéificailgaﬁﬁﬁﬁaye& cnergles
are kept in bolooos ond control, hersonizing with and not
encrogehiog upon the Fgo's funciions, nopr demanding that it
cuploy its ‘aﬁﬁnw‘ggaairiaallywﬁﬁpioye&? enorgics to curb them”,
From these hypothenos, 1t becomes clear thot unbolonced pffects
and anxieties or any ovarvaleont, thot is, 'emotiovslly~overe
losded” fdens, moy epcrosch wpon sttention,

dapaport then proceeds, in termes of the aﬁavﬂ
hypothosea, t0 define concentration. Coneentrotion ".es would
mean enploying the "not - opeelficnlly-deployed® energies in
order 1o coutrol the ‘specifically~deploved” energies snd to
kesp out of conmciousness the idestional represestations of _
the iotter which interfsre with *attending'® 2 Tbﬁ.f0038$iﬂg"
of cﬁﬂa@i@ﬂﬁﬁﬁﬁﬁ?u@@ﬂ‘awcﬁrﬁaﬂ$~$ﬁﬁi@w by deliberate exelucion
of other cumotionel or thought contents, 1o dosignoted by
Rapaport as Concentrations

Thus, Attention iz regorded no sutountic ond efforte
less, Concontration ae voluntery sod offortfuls The expression
' *yoluntary’s notes Bapeport, refers to the etcrgy fresly svaile
able ¢ the individesl for dlsposal in totellectuel procesges,
in controst to the 'ﬁpﬁeifiaalxwhﬁepiéyeﬁ*-@néﬁgiea_ahtch\arn
not o0 ocvnlldbles  Attoption is then an exprescion of or a
function of the eguilibrium of these ‘specificelly-deployed? |
enorgies, thet is, Atteotion Lo s function of the Bgo's efficacy
in controlling the “specificolly-deploped® cmotionnl and intsllee
tual energles so that thelir idestional representetions enter

3ps Citey Ds 168,

1. Rapoporty De
P ibid.
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congciousness at appropriate times only. According to Rapaport,
in a strong Ego, this contrbl is not experienced,consciously;'
however,'in a weak Ego, dr where the material being dealt with
is complex, 'not-specifically-deployed' energies must be
availsble to control and limit the field of.consciousnesa -
this control or concentration is experienced consciously.

'Rapaport's theory certainly attempts to mske a
distinction between Attention and Géncéntration, and incorpora-~
“ted in bis definitions are several important 1deas, for example,
the process of exclusion of irrelevant responses cr:thoﬁght
contents from the consciousness and the distinction between the
two terms on the basis of the amount of effort exefted; In
éddition, the theory offers an explanation;for lack of attention
or concentration in terms of anxieties or ideas which became so
pdwerful and have such significance for the individuallthat'they
cannot be controlled and usurp the consciousness altogether.

However, the hypothetical basis ﬁhich Rapaport couches
in psycho-analytical terms seems to be rather ungatisfactory.
Terms such as "specifically-deployed" and "not-gpecifically-~
deployed" energies impede understanéing of the concept; it is
gueried too whether the distinction between attentionf and
concentration is best made on the basis of ‘effortless-—effortful’
and 'involuntary-voluntary'.

In contrast to the fheory of Rapapbrt, the ideas of
Cameron and Magaretl (1951) are presented. Although they do
not use the words ‘'attention' and ‘concentration', they do des-
eribe certain types of behaviour organization which may be of
value in distinguishing between the two processes. They begin

by explaining the 'selective reactivity' which distinguishes one

learner from another - "By reaction-sensitivity we mean a selec=

tive regainess~to-reéct to_certain _components of a stimulating

situstion and not to_others. Resction-sensitivity is the

congequence of one's having acqﬁired'a system of related attitude

and responsea".2 'S0, for example, an individual with a persis-

1. Behavioﬁerathology, ppe 70 - 753 449 - h57{
2. ibide, pe 71 '
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tent attitude of anxiety becomes'selectively responsive to the
threatening or fear-provoking components of his environment.
Progressive 'reaction-sensitization', that is, ere the
process ip which a _person, once he has become reaction~gsensitive

in_a _specific direction, continues_to develop further readiness-
to-react in the same direction, on_ the basis of successive

acguirgd.reactibns",l accountg for the differences between
individuals which become progressively greater as time goes on.
This process, note the writers, 1s closely related to the
learning concepts of genersaligzation and stimulus—equivalencé.

~ Reaction-gensitivity seems to be the modern intérpre-
tation of 'set' and may be compared with Wooﬁwarth‘sz explana~
tion (1918) which has slready been referred to : "The mental set
or intention of performing a certain operation or solving a
certain problem, is a drive, reinforcing certain associative
connections, and inhibiting others, and thus exerting a selec-
tive influence'. Thus, reaction-sensitivity partly explains
the selective aspect of consciousness, the direction taken in
responses.

But how do attention and concentration £it in with
this? Cameron and Magaret proceed to say thsat selective learn~
ing, through progressive reaction~sensitization, may have two
general consequences in behavioural organization, Fifst,
selectivity channels and restricts the individuéls' repertory
of acquired reactions to an inter-related pattern, which for
him is characteristic; this type of organization is termed
'stable and exclusive'. However, the channeling and restric-
tion of behaviour patterns through reaction-sensitivity cannot
be rigid asnd inflexible; the organization of behaviour must
remain sufficiently elastic s0 that the individusl can alter his
reactions or shift readily from one behavioural sequence to

another. This type of organization is known as 'unstable and

1. Cameron, N. and Magaret, A Qg.dcit.;-p, 71
2. Dynamic Psychology, Pe 12U4.



- 27 -

‘1nc1usiv§‘u It is important to note that normal behaviour
organization\dependé upoh an optimal balance between exclusion
end inclusion. It 1s considered that 1t is these two terms
that may be of value in explaining the processes iﬁvolved in
‘attention and concentration. “

Effective behaviour is said to depend as much upon
the exblusion of the unrelated snd inconsequential from an act
as it does upon the inclusion of what is requisite and relevant.

1 gstate : "In the more or less unstructured,

Cameron and Magaret
developing situation, behaviour orgasnization is most effective
when 1t is compsratively unstable and inclusive; for then it is
.shfficiently flexible to adapt to unanticipated changes in the
stimulating field". It is this 'unstsble and inclusive'
behaviour to which Rapaport's 'free receptivity' or attention
seems,to correspond; but in comparison with Rapaport's defini-
tion, the explanation presented by these two writers is far

more lucid.

Cameron and Magaretz then state %hat, in contrast

to the 'unstable and inclusive' behaviour organization :

'vee  behaviour organizatibn‘that is stsble and
exclusive 1s most effective in structured situations
wﬁefe‘precisioh in close~knit sequential'oﬁerations
i1s essentisl »eo  For the acquisition and the prac-
tice of effective skilled behaviour demand that a
person be capable of organiziné and maintainihg a
unified and smoothly~integrated dynamic system. And
this he must do even in the presence of stimulation
that tends to evoks cbmpeting and. contradicting res-—
DONEESe \

This 'stable and exclusive' behaviour organization may

perhaps be looked upon as 'Concentration'; the field of stimu-

.1, Cameron, N. and Magaret, Ae oOps_cit., p. L56.
2.  ibid., p. 456,



lation to whi
narrowed; th
react or atte
until the com
'unstable~ine
the brief, wi
tion seems to
ence between
rather than t
and efforties
It is true th
exért a consc
him, but resl
in a task, ne
_ Fur
exxpi aingble i
by Cameron an

of behaviour

- 28 -

ch one may respond is narrowed down and it remsins
¢ organism is no longer in a state of readiness to
nd to many stimuli and this condition is maintained
pletion of the operation. The employment of
lusive' and 'stable-exclusive' to distinguish betweer
der Attention and the sustalined, limited Concentra~
strike more accurately at the fundamental differ-.
the two concepts, and this distinetion is fsvoured
hat made by Rapaport of Attention being asutomatic

s and Concentratién being voluntary and effortful.
at in certain circumsteances the individual may

ious effort to keep his mind on the task before
Concentration exemplified in complete sbsorption

ed not involve consciously~-experienced control.
thermore, lack of concentration becomes more easily
f one employs the concept of 'over-inclusion' used

1

d Magaret™ as meaning "an exaggerated instability

organization in which the number and kind of simul-

taneougl

few coherent

of intefering

tion of contr
responses tha
which is that
boundaries of
and simultahe
components ar

respobnses tha

eff

ective excitants are not restricted to s relatively
ones". It is the rfailure to exclude the effects

stimulation, the failure in limitation and inbibi~
adictory, competing and more or less irrelevant

t charéﬁterizes ‘over-inclusion' the result of

the reacting individual no longer masintains the
the stimulating field; he_responds toﬂsuccessive
ous stimulation, regardless of whether br not the

e part of the organized pattern, or habituslly evoke

t are adequately inter-related. Thus, when over-

inclusion occurs and attention becomes so very dispersed, concen-

tration is im

- topic or mate

results in pr¢

" behaviour by

possible. Ingbility to concentrate bﬁ the required

rial may also be due to 'over—-exclusion' which

s—-occupation, that is, "the protracted domination of

W2 ‘e

a single theme"< ; this will usually be the case,

1 Cameron,
2e ibide,

N. and Magaret, A. De 457
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'aszapaport1L{19h§) has ;n@icated, when overvelent ideas impair
gegtacm.wiﬁh,reali%yw ‘This is‘a mere7pa%ﬁalegical @ﬁnditian
wherév the irdiv1dua1 cannet cemcentrate»because of preoccupa~

tion w1th gome . em@tienal idea.

*agia;§§§a1JW§g§:Qg Attentién
WIt“remains now to spesk of the highly important and..
mosﬁ reée§tuwo?k,bn‘atﬁentionjwhich'%33 §eengd@né in-ﬁheﬂfiel&_
of neurophysiology and which attempts to account for attention '
and the selectivity of response in terms of brain processes and.
to explain physiologically the relationship between attentlon -
and motivation. - '

~ This awakeméd:interasﬁsthwa\hyrleanning theeﬁists'in
the neurophysiological hasisléf thinking and motivation can be
attributed directly. to the work of Hebbe. HEBbz (1952) s%at@éA:
"Map or enimsl is continuously responding %6»s©me events in the
environment andﬁnot.tmfothersfthatrcould.be regponded tb {or_
*noticed") QUBt‘Qwaellwﬁ‘_fﬂé ﬁ@te& that psychologists have,
almost without exception, recognized the existence of the selec=
tive ﬁentréi“facter that reinforces now one response, now anothep
that is, they have recognized the existence of attention, set,.
attitude or the likeg the fact that responses are éetermined by
ﬁomet%iﬁgpeise besides the immediately-preceding sensory stimu-
latioﬁa» -Sueh Pecognition iss aeccrdiﬁg 0 Behb, really a denial
%hat“behaviour is only a series of response to environmental
stimulation? yet he considers that psychol@glats have admitted
thﬁsgfaet:reluctamtly and aparingly and.have never inclu@ed it
in'settiﬁg np theories,

1. Rapap@rt & Dg -O.“ ?Cita ,,T Pe: . 233 _
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Two reasons are given to account for this @
(a) the tradition of long-standing in psychology to
search for the  property of the stimulus which by itselfl
determines the ensuing response-at any given stage of
1Earniﬂé - this approach was understandsble as a conse=
quence of psychology's persistent fight sgainst asnimism;
(b) the apparent lack of a theoreticel rationale for the
autonomous central process which made psychologists reluc=

tant to admit its existences

Hedbb points out that modern electrophysiology now
provides ébundant evidence to support the idea of the existence
of some determining tendency which has, in fact, had to be recog-
nized since the days of the Wurgberg school at least. Electo=-
physiology of the central nervous system indicates in brief that
the brain is constantly, continuously and ‘spontaneously' active
‘at all times whether it is being stimulated or not in the sense
of environmenial changes going on about a pérson; and an affe-
rent excitation must be superimposed on an already existent
excitation. This 'spontaneous neural sctivity' makes it imposs-
ible that the~c6nsequenee of a sensory event should be uninflu-
enced by the pre-existent sctivity. The implications of this
facf will be discussed further. One may note here that

If the psychologically known factor of set and

the 1like is recognized in that activity, then the
problem for psychology is no longer to account for
the existence of set but to find ouvt how it acts and
sbove all to learn how 1t has the property of a con-
sistent, selective action, to find conceptions for
dealing with such complexities of central, neural

aetional

1. Hebb’ De Oe 0.0113.’ Pe 7.




Such terms as set, attention, Paviov's and Hullls
stimulus~trace, Beach's central excitatory mechanism end HMorgan's
central motive state are a reference, says Héﬁbl,‘to the ‘central
process which seems relatively independent of'afferént\Stimﬁli'
defined by Hilgard and Marquis and whiech he himselfecalls the -
’auténomous céntram procesg' ~ "All these things have the same
property of an activity that has a selective effect on bebaviour
withouf being part of the present afferent excitation'.

Bugelaki (1956) comments on wolpe's use of the term
*drive' to describe an excitation in_the central nervous system .
that intervenes between what he calls 'need conditions’ and
effector responses, and considers that it is bis analysis of
drive as a ‘céntral excitation’ that is carried forwara by Hebb.
Hebb became iﬁterested in the function of the reticular system
in the brain stem which ap@eaﬁs té functidn as a'diffuse, non-
specific, ﬁrojéction systems What is known of this system?

It is @ recentlywdiscoverea network of cells in the brain, notes
French? (1957) that has many vital functions, notsbly arousing '
and maintaining consciousness and choosing between 1mportant and
unimportant’measages. The zctual seat of the power to think,

to perceive, to respond %o a stimulus with anything more than a
reflex action lies in the cortex of %he‘hraih; hht\tbe'cortex
cannot perceive'or think unless’ 1t is awakes It was only sbout
ten years agoy according to French, that Morgan and Moruzzi
decided that it was the reticular formation which acted ass a kind
of sentinel afousing the cortex, and they named it the 'reticular
activating system® (RAS). All the great sensory nerve trunks in

1, Hebb, D. Ga " ODa cit., p. 7; .
2« The Péychoiogi of Learning, pps 39, 135, 205 = 2)_‘:2,.

3 French, deDe "The Reticular Formation'. Seientific
American, Vol. 196 1957, DDPe 54 ~ 60, ,
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brush=like branches which stream into the reticular

‘gensory signals from-all parts of the body go to the

'etipéthWQVs;-Bﬁﬁuoﬁ:thefway'thraugﬁ*%ﬁe-%raiﬁ'siem
4nto the reticular formations '”Eviaénilv;“fhé;‘
atlon, when &0 at1mu1ate&, sends arousing signals
and the awakene& cartex can then interpret tbe
s it is’ receiving directlys ,
'Rﬁsﬁ,ﬂaysﬂﬁreneh%?is a kihdwéf génefai‘alarm;}iité

imp@? to”aroﬂsé'the“braiﬂ, not' to relay’aﬁy‘speéific

message. - The reticular farmation respands in the same Way ‘Yo
any sensory 5 imalus 4 alerting the cortex to & state of wakeful-
ness 80 that Lhen the specific stimulus arrives at the appropriate
- ‘ Hnwever, the*

eéﬁtfe'bf'the cortex, the brain can identify 1@.

_RAS alac learns to be selective in its sensitivity to gartienlar

ouote Frenchl

LIt is as if’the Rﬁs'becomes endbwed'by'expefiéhbeff;'

| " §igh.%he
g
v'témth@se
starter,
 §unniﬁg,

It goes €

consciou

‘Anﬁfmalié

depend npon a

ability to dlseriminate among stimuli, disrevf“
those it has found unimpertant and respondiﬂg fﬁ
that are helpful - The RAS, like the -
1n an automdbile, starts the brain engine 1
but this is hy no means the ena of its Job.
on functlenlng to keep the inaividual in & o
& state'.ag: ifr tbe RAS cannot function |

s consciousness is 1mpossibleo

neh explains that the alert state would aeem to

h interplay between the cortex and the RAS, for the

,reticular rarmation 13 stimulated not onlp by the senaory nerves,

but also by impulses from some parts or the cortex‘

_experiments 1

- the
‘the RAS‘pléys

focussing attention.

cortex i

Moreover,‘u
nvolving electrieal stimulation of certain areas of
n monkeys seem to indicate that in the waking state,

a part, 1n combination with the cortex, in o
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R4S slso has a hand, apparently, in regulating
activities of the.body = it can modify and

e movements bf’beth the valuntarv and!the reflex |

an,,ip,fae%a enhance»or inhibit sensory as;well
"thus 1% acts as a kind of traffic - control
itating and inhibiting the. flow of signals in the
1t aeems %o be an’ 1ntegrating machine which

focis his sensory and mctar systems on the problem

E
*

awakens the brain to consciousness and keeps

; it directs the traffic of ﬁessages 1n the._‘
1% manit@rsvthgrmyriaﬁsuof stimuli (

wpon our Sensesg»aeeepting'what-we,need t0

and regecting what is irrelevant; it

-and refines our muscular actlvity and\bodily )

We can 80 even further and say that it

S
tea’ in an imp@rtant way'to the higheat mental
5 the focusaing of attention, introspection

t1less a11 forms af reasoning.

@fﬁing to Heﬁb, the retieulaf formaticn functicns

aranea& system *whose activity makes organizeﬁ certical

When the ‘arousal system‘ is active,

Without~the

ibles f
ses Canjhave'their pnoper-effect,

ﬁis'ﬁystem,'Sénaéry impulsesféannot,g@vbeyona‘thé

sensory cortex and cannot affect the rest of the cortex so that

learbed stimu

,the‘@asoﬁsal-
which control
Quta i, Thus,

Qr'megativg e

-Cbrtical activ1ty itself can also activaté the

lus = response relations aré losts  Hebb considers.
system?fto7%égegu§%ed‘@itﬁ.a,geﬁefal ?&rivéf'sté¥ejf
the'funétiohs of sensory imput and éfferentibu%;.'
sensary impulses will haye weak, strong, positive
ffects depending upon the Operaticns of the arousai

*arousa

JuD. O ocitom P.60a
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system' - this Hebb identifies with cognitive processes in

;psYGhologicaﬁ terms; Bugelskil

notes that if this is the case,
there occurs what Hebb calls.the "immediate drive velue of
cognitive prdcesses"¢

Heﬁb admits that intimate physiologicsl information
sbout the opération of the 'arousal system' is still lacking,
but, speakiné in terms of 'a conceptuai nervous system' he
piétures the cortical synaptic functions as 'facilitated by the
diffuse bombérdment of the arousal system's An important
caution is raised;by him in his conjecture that too great an
activity in ﬂhe 'arousal system', as in extreme emotion, great
hunger and sé on, results in an upset of ‘'delicate adjuatments
involved 1n'que functions' and.a consequenﬁ disorganization in
behaviour. %Oh the other hand, too low é level of 'aroussal
system' activity results in a logs of stimulus-respense rela-
tionships beéause of failure of sensory impulses to get to the
proper corticsl area. |

BugelskiQ considers that the anslysis made by Hebb
leads directly to the conception of an 'optimal' degree of
arousal system asctivity for behaviour to occure The concept
of an optimal level of brain activity, in turn, leads to the
notion that guch an optimal activity represents the brain's
normal function. The importance of such a view, he says, is
that it represents a reversal of the traditional orientation
which pictures the organism as being like a vegetative automaton,

sleeping or ﬁesting until aroused.

1. Bugelski, BoRo OE. g ite » DPe 39.

2. ibide, D» 205.
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How then, daes the constant activ1ty of the cortex

coming impulses and the resulting behaviour?
stimulation is introduced, any activity that is
ers an already getive brain and must take its
0 speak, of having any influence on behaviour.)
ty thet any particular senaory stimulus will have
nt effects on the already on-going pattern ¢eannot
physiologically at present, emphasizes Bugelskie.
general effect of any stimulation is to bregk up
pattern or to blend with ite- i’ the latter case,
'So
nputs are mild, r@utine, erdinary, they f£it into

the pattern and are ineffective and provoke no great changes.

HaweVer, the

effect of stromg, irregular ana peraistent stimuli

ﬁs to alter %
tive state t@
ti@n»cf.diSru

that the anus

,more anﬂ,more

prganization-
t%eﬁﬁraianat
thaf the new
m;jor:@a%tern
© 0 Het

and recently

he pattern of’ brain waves from the normal vegeta~u,
one of relative dismr&erliness' with the repeti—

ptive stimuiation, the: bebavianral evidence suggests

ual stimulation 1s attendcd to, or taken eare of"

readily and efficiently with less all—rouna ﬁis-
It might be inferred, states Bugelskil, that

tern is also 1ess aisorganizeé in auch cases and

stimulation is becsming integrated with the ongeing

S{i: '

o emphasizes persistently the point that present

prior activity of the cortex and lorer @entres of ’

? the brain play a prominent 1f ant a11~determining role in the

peﬁsiﬁilitie“ of amsneiatrﬁe"activity;l"EE'ﬁis@ﬁsses‘thé'zmoblem

in terms of neural facilitatien and.inhib1t1anm If prior and/br

present neunil activ1ty ia such‘as to facilitate the discharge of

1. Bugelski, BaRe Qs Clbes Do 236s
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appropriste cells, then. the possibility of thé deVelopmeﬁt of
gpecifice cell assemblies and comnections is favoured; should
such neural background aétivity be unfavourable or inhibitory,
then cell sssemblies will not be formed.  Hebb actually spesaks
of such "central facilitation" as the equivalents of attention
or ‘expectancy’ or *set!, and for him, clearness would reduce
to something like readiness of neural elements for reaction.
Aecording to Bugelskilg clearness refers to the relativé degree
of 1soiation of the variables to be'associated.both in the

present setting, and in the temporal history of the learner.

1t is iikely, he says, that an organism is always lesrning some-
thing; the problem is to find out what is being learned and
then to make the necessar& changes if the learning is not of the
desiredmaﬁeiial¢ If an orgenism is not learning with some

expected efflciency, then the problem should;he examined to

determine whether the association possibilities are being obscure

by ig@ggferi~g"hiaées@ sets; expeectanéies or stimulus-properties.
A pieture of‘at%entibntin terms of brain-functioning
‘ ,
has been presented and the relationship between drive and atten-.

be clarified.

tion may now
BuéﬁlskiQ earlier took thé‘p031tion that as far aa.
leboratory experiments are concerned, the concepi of motivation
can be most &sefully thought of in terms of sets@ ~ Wolpe, he
states, rega%ded.sensory stimulation to be of the same class of
events as are drives but'holds that the reverse is not neceséa—
rily true = that is, all dbives'are net'senspfyvstimuli,'v Thﬁs,
gsys Bugelski, at least sbme‘kinds'of drives, and perhaps ali,;

may have anoLher function besides that of providiagwstimﬁli;

|

| this function may be that of "lowering" the resistance of certain

nervous pathways to other stimulation. Hez~:’«'t'.a*te‘s"3 that e IF

the ‘drive’ vtate can be considered as one which lowers the

1. Bugelsk OPs_Clte s Do 135+

\
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2. ibide, E. 210«
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resistance to the passage of certain impulses we have a situation
which 1s analogous to setting a switch which permits some kind
of reaction to occur smoothly and efficiently and prevents others
from occurring at all, or at best, with difficulty”. Presumg=
bly, this must De done in terms of sume kind of alteration of
neural states in the central nervous system as 1t is not readily
concelvable how such control of sensory and motor thresholds
could rest directly and solely in non-neural tissue. The
'eentral neural excitation’ of Wolpe, notes Bugelski, appears

ag sh appropriate device to serve the functions described; 1t
corresponds, too, with Hebb's central facilitating and 'arousal
state' and behaviourally amounts to what has been described in
the psychologicsal literature as 'seta's "Hotivation", says
Hebbl (1955), "refers here in a rather general sense to the
energizing of behaviour, and especiglly to the sources of
energy in a particular set of responses that keep them tempora=-
rily dominant over others and account for continuity and direc-
tion in behaviour"; therefore, the characteristic of behaviour
which marks it as motivated is its "persistence in a given
direction”,

HeBb, it has been seen, equates attention with neural
facilitation and he considers that the concept of set amounts to
such neural facllitation which permits the organism to respond
readily to sdme stimuli and not easily, if at all, to others;
thus, for Hebb, the same operations that are performed to ereate
sets are employed to create ‘'attention's  According to.Bugelsk12
"ees A 3et behaviourally considered amounts to preliminary of
preparatory responses which have the functional characteristics
of increaaing the efficiencv of responses to stimull about to be

presented”.

1. Hebb, D.C. "Drives and the Central Nervous System".
PSZOhOJ..RQVO, Vol. 62,1955, oy 2[-‘1-}0

a)

2. Bugelskg, B.Rs 0Op. cit., p. 212.
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(8) ‘Gonclusions

- To: conclude, the trend in and development of theories

of attentien may be considered in the light of wider issues or
movements in the history of psychology as a whole which are
discussed in detail by Boring (1950). First of 311, the
general movement must be notea from a"faculty or 'content'
psychology to an ‘act! or 'functlonal' psychology; ,. secondly,
the emphasis in psychology'was at different times ﬁpon~éensaﬁ
tion and perception, upon learning aﬁﬂ then upon motivatiqn;
and.finally,?in accordance with the 'mind-~body’ controversy, so0
theories defelopéd sgbout the psychophysiology of perception and
brain function which influenced the prevalent theories of
attention. : | ’ | |
| ’F&cuity' or ‘content’ psyéhOIOgy studied conscious~
ness and the emphaéis'wés placed upon sensation and perception.
This line of thought is exemplified in the theories of Wundt
(187&) and Titchener (1910), who regarded attention as a power
and as being identical with clarity in consciousness. YAct®

og 'functional' psychology, however, studied‘behaviovr as the
preaominén£ interest for psychologye A gradual development
took place as ﬁay be seen in theiwork of James (1890) and Dewey
(1896) and the Behaviourism of Bekhterev (1910) Watson (1913)
'ﬂolt (1915) ond Dashiell (1928); the work of Kﬂlpe (1893) and
the Wuererg.school which had begun in agreement witb WUndt'
theories, also paved the way for attention to be regarded from
the behavioural point of view as an act or process'!, for the
opinion given was that the determining tendehcieS‘which controi 
tbought and action, do not appear in consciousness and must be
known by other means than introspection. With\the work of
Thorndike (;905) Woodworth (1918) end Dashiell {1928) the differ—
ences between 'set' and ‘behaviourism' were somewhat resolved

R

1« Boring, E.Gs 0Ops cite, -Chap. 27«
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and two.new linterests developed, resulting in the work of

_ Leshley (1923) Tolman (1932) Skinner (1938) and Hull (1943) on

‘learning thebry and in a more definite formulation of the

dynamic principle and the rdle of motivation by such theorists
as Holt (1915) Woodworth (1918) McDougall (1923) Tolman (1932)
and of course, Freud. Thus, attention could then be considered

not only as an 'act! or process, as a set of responses which

may oceur according to the principles of learning theory but

also as a motivationsl process.

Finglly, with the acceptance of the fact that mind
and brain coﬁld not be regarded as separate and unrelated
entities, an&‘with the increase in knowledge of brain processes,
the way was made clear to consider attention as a process in
terms of learning, motivation and brain functioning.

This historical sketch is highly simplified and the
complex 1nter—relations between the different spheres of develop-
ment have haq to be omitted, for the sake of clarity.

It is perhaps a result of the change in psychology
from emphasié upon sensation and perception to iearning and
motivation tﬁat attention as a concept is not dealt with in
modern texts;to as large an extent as it was in the older
literature; ;it is for this reason that many of the referehces
cited belong to an earlier period in psychology when "attention'
occupied a prominent place. It appears, however,'that af'ter a
fairly long périod of relegation to a secondary position,
attention? ié now once again being considered worthy of

further investigation.



~ Here too, it»was'nééessarv to starttb#'perusing past

: iﬁtefaturefen Attentions It may be noted that the?aifficulties
jmen%ionedfshcala berecnsidéreé in relation to the~iéeas aéout‘
sttention which were prominent at the %ime, for as the theories
of aﬁtention ahange, so must the problems in ite measuremen* '
change¢" L ' .

A&l the early writers, while maintaining the reality

af attenti@n » stress that it is something which ig not easy

to tests. Kb dadbt, one of the major difficulties which accwunts
fbrfﬁhis"waﬁ the lack of proper definition or the presence of
nnmercus an& varied defmniti@ns of the: term at that time.. ‘

leleury (19@8) natea that "Attentionv in fact, 1§ a word

that covers 50 many different precesses that no'single test will
pr@bahly eveJ be deviged that shall measure all the part processe=
sacisfactarimy“a Wbipple (192@; emphasizes that a direct
measure or test of degree mf attsntion is difficult to secure
and thai oﬂe can measure ﬁet the process oy eonditaon of aﬁtenm
tlcn 1tse1f, but. oniy" a'product or-concomitant af that-eonaition,
asley (1931) quates Woodrow as holding that it is unnecesaary ‘
to agree ‘on the ultlmate nature Of attention it it ia measured
terms “of-its manifeatatlonsu '
_ . “Two great &ifficulties in the way of seleeting tests
of attention are discussed by Pillsburg™s The first is that-
it is alﬁast impoégible.ﬁg‘ﬁiScbver tests that wili\giVe the
basal capac1ty ror'attentibn,'rather than seme‘speciél'facility_

that has been aQQuired‘through-traiﬁing; the same point is made

1. Pillelﬂ'Vg WeBa 0P Cito, pp. 91 - 92. .
’2@”';&&9&&1 of. ﬁentai ond Physical Tests, Part I, pps 262 = 263g

B %bodrow, .. "The measurement of Attention“s PsyeholsMono
L Vols 16, 1914 {noe 76), Do G4y as quoted by Eagleys He
"in Attempt to Isolate the Factor of Attentien"
: Em»J.Pﬁ;ehslag'Vols h}, 1931, Pe- 2024
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192&} who statea that the learning factor is a
ource of- d:.ff’iculty in his tests of attentions
is almast 1mpossib1e to find a test that will not
d~upon other-capacitiesgwfgr exampley mhe.retenh‘-

the memory or the quickness of motor response,

that really aceoﬁnt for - thevdifference,hetweendinﬁivmdualsvwhich,

on ‘the grosa results»uf ihévxesﬁi @ne<woﬁ1d:bé:iﬁéiined~to-‘

attribute to attentien. 

n&rﬁent;%ests

with certaint

assumptions;

attention inv

due t0 some ©

{1941) recogn

Easley (1931) indicates two limitations of a11 the

‘in use, firstg;he stotes that @tacannoﬁ‘be‘saia

y that sttention is messured by any one of them

beceuse they are based on insufficiently eritically i'éXamihe&‘

-and secondly, there is no assurance that the

olved in @ny-@ﬁéf%esﬁ is_theﬂsame‘as-'that~invo1ved

éven o high correlation between two tests may be

t%eﬁ~common factor and not to attention. ‘Pascha13 :

igzes ﬁbenfact‘tbat"attentionwflike intelligence,

can be measureavonly'inﬁire¢$ly but he emphasizes that uniike

intelligence
checks and 1o
ALl

probably acco
in ﬁﬁis
The

done

' uf‘the.mé%hﬂdi’

cannot entire

& great extents

VMeasuﬁemEﬁﬁsg-ﬁo'aéequatescriteria can be set ﬁp»ﬁg.

validity-ceeffieients are offered in’ evidences
tbese difficulﬁies were particularly ‘prominent and
unted, to a great extent for the pauciﬁy of researci
fiel@s. - oo | o
twe«f@llbwingiéé§%i6ﬁ55sa»thebrEticai c1ass&fieatioa
-ofiméasuf@ﬁent,Land the*&eseriﬁﬁidnmaf‘fﬁe”tesﬁs;
1y be treaﬁed as separate entities, ana mverlap to

H@wever, it wiil be useful 0 cenﬁider broa&

types of measmremeatvundeﬂ avaeparame heading‘whereVSr the

writers have .
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t

dheoretical Classification of the Methods of Megsurement

(2)

he{earlv'as 1908,'P1115bury1 gave a detailed and
useful claeei%icationVDr:measﬁres of attention, still worthy of
hote;  The t@ree main methods which may be subdivided in so
far as they a&e'aaapted to the determination of thé capacity
for attention?bver long periods, or for brief acts of attending,
are as fdllew%. | . |
(a) Direct %easurement in terms oflthe amount of accomplish-
ment inésomeitask that involves attention in as high a
degree %s possible; '

(b)' Indirec&‘measurement by meking some secondary change in
 the eou%ee of the‘operetion4standeas a measure of atten-
ﬁion,?fﬁr exampie, fluctuations of attention, or the

mean‘va%iation'in a set of measurements of performsnces
(c) Measure@ent of the strength of sttention in terms‘of the
amount-bf stimulus that is necessary to distract attention.

'Allfthese methods, states Pillsbury>, are still in a
tentat;ve Btége and require extended use before they can be said
fb be at all Qali@ and of velue or before the results obtained
ﬁith one methoa may be compareble with those obtained with‘
othersy no one of the methods is completely satisfactory, and,
as they stana, no two can be said t0 measure the same capacity..

B accordance with his definition of attention ss a
'elearness oﬂ sensation , Titchener3 (1923) states that the most
promising method, in theory, is "g.» to determine, introspective-

ly, how many degrees of c¢learness can be distinguished in the
various departments of sense, and then to bring every degree of
clearness into relation with a definite sort and emount of dis-

traction"e EThen, if degree of clearness is correlated with

1: Pillsbuﬁy,‘wlef' o Gites Ds Bl
2+  1ibide, p. 9l o

3 A Textbook of Peycholqgg, DD» 2§5f- 296.
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intensity of the Qistracting stimulus one may know the highest
degree of attention attainable with a given amount of distrac-
tion, and, acéordingly, oné may use the numeriqal &alue of the
@istyactor as' a measure of the degree of attention. | This aspect
of distraction dbviously links up with Pillsbury's third géoup
of tests. The measurement of attention in the face of aiffi-
culty and.distgaction is regarded as highly relevant to the
pr0b1emcunder.investigation, that is, lack of concentration
smong school children} although Titchener's method is theore-
tically of historical interest, the practical difficulties are
great and he does not suggest at all how the degrees of clear-
ness are to be determined introspectively = it may be queried
strongly whether this can, in fact, be done. ‘

Titcheneri also discusses the measurement of the
degree of attention in terms of measurement of the degree of
effort which accompanies it and in terms of kinsesthetic sensa- M
tion, The latter is thought to be of little values Titche~
ner himself notes that it wbuld.be nearer the truth to say that
the more pronounced the effort, the lower is the degree of
sttention, for the very fact that ome is trying to attend means
thet one is not giving full attentions This point seems to be
in direct contrast to'Rapaport‘s theory that concentraﬁioﬁ is

effortfuls

(3) Description of the Tests found in the Literature

’ The most important tests falling under Pillsbury <]
ri:st‘divisiOn; that is, direet measurement in terms of the
amount of sccomplishment in some task that involves attention
in as high a degree as possible, are the discrimination of two
points on the skin, reaction-times, memory span, the time,

aecuracy and number of dbservations required,for eopylng letters
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figures and geometrical patterns, counting dots, marking the
letters of one kind in a page of foreign language or ‘printer’s
pief'and filling in omissions in a discourses Each of these

tests is open in some degree to the objections discussed sbove -

they depend also upon gome special facility acquired through
training ana‘mgy thus not give the basal capacity for attention,
and they depend 1n part upon other capsacitiess | o
The validity of the method of discrimination of two

points oun the ikin seems very slight ae a maans of measuring
attentlanu T&e method of reacticn-time, as discussed‘by |
Whipple (192&) and Dallenbach (1926) seems to depend both
upon:natural motor quickness and training, and the general
opinion is that, particularly where reasoning and thoughi are
called for, th? reaction-tlme is affected by things other than
degree of attentions _ o

. Easieys‘(1931) describes Woodrow's "detrsctor method'
which conaistskof taking one measurement of a éertain‘performance
'under optimum(&enditioﬁs of}atten;ion,,and anothep measurement
of the same performance under‘unfayourable-eonditiens of atten-
tion; . the di[ference between the twozmeasubea is his méagure
of attention. . Woodrow concluded that his 1nvestigatzon bad
resulted in th axperimental demonstration of a general capacity
of attention on the part of the individual,vbut.hasley.says such
a conclusion'i  apﬁlécable.gnly to the funection of simple reac—
tionss The,méthod, in theory,;womld geém.to have'aqme'falue |
and could,perh Ps be extendéd with the-choicé‘of éﬂéﬁitable per~
formance and t?e correct optimum- and unfavourable cmnditions, to

measure even cbneentraticn, but no conclusions can’ be drawn sbout

_ita.validity aL presente

I e v e . . .

1? Whﬁpplké", 'Gw-m‘_ : Dps _cite, P 265'

2, Dallenbach, K.M. "Attention"
L1926, ?p..7~ - 8Be .

Ope Clte, PDs 203 - 205,

012 Bull., VOl. 23, -

' Sgr‘ Easley, ﬁu

“ |
|
.
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Memory span, as signified in the copying test and in
others described by Whipple (1924) in which o tachistoscope is
used and ecards containing geometrical designs, pictures,
nonsense syllables or digits are exposed for three seconds, the
subject having to repeat orally or draw what he has seen, is
reported to depend in part upon attention, but also upon nétive
retentiveness, and is still further influenced by special traine-
ing in attending to one thing rather than the other.

. Binet's method of counting dots arranged in an
irregular groupnis said by Whipple (1924) %o be distinctly
difficult and to necessitate sctive concentration‘when attempted
without the aid of a pointer to keep the place. This method,
eglthough at first considered Significant, was later found %o be
very closely related to training so that chance training could
obscure any defect of attention that might be presents As
regards the Ebbinghaus method of filling in omissions in connect-
ed discourse, the detection of the omisslon may be regarded as
a function of atiention, but the process of supplementation
would appear;to involve more general processes of‘reasoning and
associations - v 7

The marking'of'ﬁfs on é page of print, popularly known
as the YCancellation® test, was originatea.by Bourdon and has
been used by a large number of investigators for purposes related
to attention: it is rather remsrksble for the variety of forms
iﬁ has assumed and for the divergence of statement as to what
it resally measuress The eéséntial"principle is the crossing-
out of an assigned symbol or'Symbols,from a prepared form cone~
taining the éséignea éymbol in conjunction with a number of
others of the same genersl order. Pilleburyz (1908) holds
_‘i;hat the test is the most sati'sfacwryof his first group, that

it has been used-frequently with-satisfactofy rasults and is

1? Whippﬁ;e, ‘G.“)Mt 02. Cit-g p‘ 239.

L

‘ 2; PilleurY’ WDBO. O.Eo clto » pp' 87 - 88.
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he says that it is dependent

on an activity that is relatively rarely subjected to special

training and that such general training, for example, from read-

ing, as is beneficial, is practically universal and equally

common to all

} ‘the only extraneous element that is important

is motor quickness and this plays a much smaller part than do

the disturdbing

¢ and variable factors in the other tests,

Whipple1 {1924) and Paschal2 (1941) consider, however, that a

distincf learning curve may be seen in the performance, and

that the valug

test pure ati«

fsetors, such
the test hss

concenned wit

Stel

the cancellat
attention onl
kind that he
sub jects were
were instruct
example, to ¢
of letters an
of the alphad
the results s
attention tha
Des
measure of at
in a pumber o
of attention,
The method cs
ing out aloud

is required t

believes is required of mental workers.

-
v

of the test is not very clear since it does not
ention and is slso affected by non~intellectual
a8 conscientiocusness. Amongst many other things,
also been said t0 messure discrimination or to be

h meaningless‘and mechanical activities.

rzinger in 1924 as quoted by Dallenbach” (1926) adapte
ion test which in its usual form tests sensory

¥y tO thé investigation of abstract attention, the
The

given letters arranged in‘meaningless groups and

ed to cancel letters having certain positions, for
ross out every letter between two vowels; the group
d the instructions were varied so that every letter
et should be cancelled. However, his analysis of
hows that here too, it 41s not only the degree of

t determines successful performance,

pite the doubt that the 'Cancellation' test is =
tention, it 1is actually used, in a variety of forms
T batteries for organic dbrain damage where a defect =
or distractibility 1is usually a noticesgble symptom.
n also be related to the asuditory field by the read-
of a series of digits or letters to the subject who

0 tap each time a certain letter or digit occurs.

Whipple,

Ge Mo 22. ‘cit-o, Pe 309:

1.

2. PaSChal, FoCs _QE. C,it., Pe 3990

3« Sterzinger, O, "Zur Prifung und Untersuchung der sbstrakter
_ Aufmerksamkeit" . Z.f, angew., Psychol., 1924, 23, 121-161

as quo

ted by Dallenbach, KeMe OPa Cilte, Dp. 15-16,
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One other method described by whippiet (1924) and
Easleyz‘(l931b is some fofm of the Mﬁnsterberg.test~which-involves
reading; for?example, a page of letters iz presented to the
subject,ﬁarra@ged in such a way that some of the adjacent letter
combinations form words, but the msjority of them do not and the
problem for,the gubject is to underline all the adjacent letter
conmbinations that form wordse. Here, the process of reading 1s
complicated«ip‘some manner in order that the increased difficulty

may exsct s higher degree of attention.

.Pillabury3 (1508) eoncludes the discussion on his first
group of tests by noting that any operation that c¢an be subjected
to measuremenﬁ is certain to involve attention in some degree,
and so mightfbe regarded as a mMeasures

TW% examples may be given of the tests which exemplify
" Pillsbury's sécond-category, that is, "indirect measurement by
meking some ﬁecondary.change in the course of the'operation stand
as a.measureiof attention’s  One is the use made of the ettention
wave &g & me#sure'of fatigue,:in &8 way,that is said also to show
Vaniationé i@ the capacity for attention. The ratio of the
period of visibility to the period of invisibility which varies
with the staﬂe of rest or fatigue of the individnal, would, says |
Pillﬂburyu (#908) probably in&icate the general level of attentioﬁ
apart from aﬁy special training; however, the disgdvantage of
the method is noted in that one cannot compare one individual |
with another*with any degree of certainty. A possibly truer
test mentionea which might serve as a measure of the capacity of
the ind;viaual,to attend againgt;distraction,is-the_measurement
of the amounﬁ of distracting stimulus that would bring about =
decrease in ﬁhe ratio of visibility to the total time.

1
1. Wbipple, GeM. Op» cite, DPe 332 = 333
2;, Easley,‘ﬁ. ogQ-cit‘, Pe 205,
Be Pillgbu:y, o Ba Ops_cite, ' ps 88
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i
Anéther method, related to the preceding in so far as
it uses a vagiatlon in the continuous sccomplishment as the
measure of attention,. has been suggested by Oehrn as follows 3
The mean var%ation‘in.a series of measurements would indicate
the degree of attention, as the veriation from the average must
be in gﬂbaectlve factors, the most important of which is atten~
tion. Howe&er, the value of this method is also inconclusive,
Thé third form of the test, that is, "measurement in
terms of th% amount of stimulus that is necessary to distract
attention' w%s first suggested by Kraepelin during his observge
tion of mént%lly—disordered patients and was subsequently tested
by a pumber éf workerss The ides was that if one could measure
the amount o# stimulﬁs necessary to distract from a tesk of any
kind, one woﬁld know how much attention wes being given to the
operation; iPilISBuryl {(1908) notes, however, that in all the
investigatiaﬁs there was a Taillure to comply strictly with the
conditions that Kraepelin set and that it would be very 4iffi-
cult to real%ze 'bis conditions that the object attended to
should be ﬁhé only thing the subject was prepsred for and that
the‘distracting‘stimulus should always come unexpectedly -and
unwillingly;§ as the value of the distraction would depend upon
the way in wﬁich,the.stimm1US attracted attention, one would
have to meas%ravattention_befora the distraction values could be
determined,‘i Thus, the test might well be made by the‘first
direct methoﬁ. , . :
Cronbach (19&9) and Anastasie3 (1957) deseribe
Ruggle’s teot of SelfuCOntrel which requires the nubject to work

“in the presence of attractive distractions. Here, srithmetic

(
problems: are;presented to the same subjects under normal and
1 .

1. Pinsbuagy, WoB. ODs Cites ppe 90 - 9l.,
24

Essentials of’Ps;Cholofiéal Testingg Pe 418.

= Esycholﬁgical Testing, ps. 64,0,

|
:
!
|
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distracting conditions, one form beling given on a sheet covered
with cartoon~like sketches, verbal comments and other miscella-
neous doodles; thia iovolves a certain amount of inhibition on
the part of the-subject who must resist the tendency to respond

to the more attractive stimuli than are provided by the task at

hande. However, there is no knowledge of the‘vaiidity'of the
tests _

Py 1sbury; (1908) emphsasizes that different kinds of
attention ari measured by the three different methods;v the
ability tb altend againsﬁ odds might be measured by one of the
distraction nJ;ethoas or by the method of recording sttention
waves and noJing when the period of visibllity is diminished by
an. extraneouJ stimulus; the capacity for attention due to traine
ing would reJ&ire a test of ability to notice some slement of a
‘complex thatlis perceivable with difficulty; .and the capacity
Tfor attention in general, sas inherited and not in any way duec to
trainingvcouﬁd,pPObably not bevanalvzed from the complex but the
nearest approximation could perhaps be given by averaging a
nurber of tests in which the individuals bhad been tralned as -
1little as possibles He notes that a thorough test in all these
respects would give a measure not only of attention but also of
general intelligences

It [seems relevant here to mention Easley'sz {(1931)
investigation of the presence of a special or group~fasctor of
attention thch was carried out with five tests of attention -
cancellationj Munsterberg test, Woodrow test, Mean Variation and
Reaction—timi On the basis of his results, Easley . concluded
-that there. wls 1little or no relationship among the seversl
measures of agttention, that there was no evidence of any group=-

factor of attention involved in any combination of the attention-

s Pillsbux‘yy WcBn DO _citsy Do 93-
2, Easley, He. vogw'cit;,v Ppe 203 = 215,
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here was 1ittié' Or no relationsﬁip»beﬁween the
ttention and the other mental functions which one
‘to require a high degree of attention, that if
involved in all of the measures to any extent,
iligence tests he used were at least as good

t as were the attention-tests, and that the direct

and indirect methods of measurement that he investigsted did

not measure‘t
| Bur
gences select
possible func
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of movements
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" Rap
Bellevue Inte

the major rol

he same thing.
tl»(1909), ;n an investigation of general intelli-
ed for study a number of tests as standing in a
tionsl relationship with”%gévcapacity‘éalled
ligences One of these was ﬁhe Dotting-test in
b ject had to mark with a pencil an irregular zige
ts lithographed in red upon a paper tape and

the field of view at an adjustable speed by a
drum rotated by clockwork; the position of each
nown till it was seen, each stroke had to be

test was sald to measure the power of sustained
imal concentration, in short, to meaéure.voluntarv
Burt ¢oncluded that his assocliation and attention
¥y, Mirror test, Spot Pattern and Dotting = have
ions with intelligence and that attention is a
eassential Tactor in them, as'they invélve the
under the guidance of attention, of new associa~
one set of stimuli and another, between one set
and another, or between stimuli snd movements.
ﬁotiiﬁgbtest to correlate most with sll the other
nsequently, to head the hiersrchya

aport2 {1945) in his discussion of the Wechsler—
11igence Sesle, maintains that attention plays

¢ in the Digit-Span sub~test, and concentration

{4 the Arith

metic ‘sub~test, that the 'impairments on these sub-

v

le Burt, CJ,GE. citf; pp. 153156, 165*169;

24

Rapaport, Ds Ops cite, Dpe 169-199,
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tests are most freéuently understandsble as impalrments of

these functions, and that no other sub~test of the Bullevue
Seale is relsted more clearly to these functionss He proceeds
to explain tge scores achieved on these tests by his mentally~
disordered gloups of subjeets in terms of his theory of atten=
tion and concentration. According to him, the assumption

usually made that Digit Span is a test of memory is incorrect;

he notes the | qualitative similarity of the subjective experience
in Diglt Span performance to that described as typical for

attention and its failures, Digit Span schievement is highest

to test Atte 1

tian.As regards the Arithmetic sub~test, Rapaport
states H
Arithmetic is considered here a test of concen-
. tration, becsuse t0 pass the items of the sub~test
which,

the four

I

:
if intake 1sleffortlesa and frees Thus Digit Spen may be said

l

eepting perhaps the last two, consist of

l basi¢ calculations, the subject .ese. must
utilize patterns of arithmeticel relations ingrained
in him.| He must reflect on and deliver the answers
from the patterns that he possesses. Such focuss—
ing upon internally or externally, asctually or
potentlglly existing patterns to discover and amend

|

them, is concentration s«.. It is a test of the
patientis ability to concentraete, and with this
: concentJation, to summon up knowledge he has, within
the 1i£its of & given time +ese On this level the
necessaJy arithmetic knowledge is 50 ingrained that
merely concentration comes into play in delivering

it to the consciousness.
Rapaport notes, in addition, that the Picture Comple-
tion sub-test is also, in psrt, a test of concentration, the

relevant function here being tbe-discovery'of consistency or

1. Rapaport, Di- Ops cCite, pe 231,
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inconsistency, the appraisal of relationships within a limited
time.' In this task, 2ll the materials necessary for achieving
a gaod_résporsevare put before the subﬁect'anﬂ the gap in
pattern can be perceived only by concentration'oﬂ the parts of

the picture.

In conclusion, one may refer first to the.criticisms
made of each test already discussed and to the section on
gifficulties in the measurement of concentrations The striking
feature is the paucity of-the researéh that has been carried out
a8 to the validity of the various testss Thus, one.is dubious
of what the tests measure and'of'whether they really do measure
the stated ability. _,The numer ous difficulties‘thatiwere present
in the way of testing mske this understandab;e, at least to a

certain extents The majority of the tests discussed are said

to be tests of attention, not tests of concentrstion, and they
are largely restricted to the semsory field; ideational or
‘mentalf attintion is glven little consideratipéf' It has

become evident that 'attention' is a complex process and that
many factors ére:related to ity one musi, therefore, recognize ‘
the fact that it will be very difficult to messure 'attention’
s such, and| it bemains to be seen whether 'attention' can,

in foct, be measureds  Much further investigation is necessary
before one can say whether it will be possible to devise a set
of tests of comcentration, each of which will have a sound
rationale and w111 afford a basis for comparison\Of ind;viduals

and evaluation of subsequent improvement.




3 Training in Concentration

In this section, too, the obvious feature is the
minimal asmount of research done and the paucity of ideas which

pertain directly to the training of concentration.

(1) Possibility of Training in Concentration

Brooks® (1922) holds that the efficiency of study
depends as much upon the child's study habits as on his natural
gbility, and good study hebits can be formed, he says, only by
special training io the art of studye. He describes three types
of 1inefficient activity in studying -~ the pupil who deliberately
whiles awsy his study time because he has no interest whatsoever
in school or work, the pupil who reads over the lesson in s
dilatory, ineffective manner with his mind constantly wandering
to more inviting fields of thought in his own sphere of interests,
this belng largely because the lessons assipned present no
definite problems in which he is interested, and the pupil who
is busy every minute of the study-time but whose time and energy
is largely wasted because of ineffective methods of study and
ill~directed efforts. The performance and concentration of all
these children, maintains Brooks, could surely be improved,
although not by precisely the same methods in each case; 1t will
be seen later what methods he advocates in order to improve
efficiency of study.

Although there is little reference to the possibility
of training in concentration, the general opinion with regard
to improving methods of study, is an optimistic onme. It will
be seen that relatively few methods are directly proposed as a
means of improving powers of concentration and the value of any
one method postulated to improve methods of study has not been

sufficiently substantiated.

1. Improving Schools by Standardized Tests, pp. 246 -~ 247.
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all, eoaeentratlon is said to be ene of the abilities necessary

fnr efficient

learning; thus, Thcmas (1922) points out that

Mess Real skill in‘stuay m¢ahs‘the power of - effective, independ-

ent self-dirdction® and he holds that concentration is one of

the factors hecessary for effective airectibnluf-mental'enérgy.

Secondly, efflective concentration implies the practice of the
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ng the most esseutial conditions for effective

tioned. by Frandsen> (1957) are practice, provision

of training, motivation, reinforcement, and freedom :

and‘distorzing attatudea which impair or prevent
notes that it is the function of the teacher to
in}awareness of goals and of efficient modes’ of
1o adjust goals @r‘stanﬁérds"%6 fhe Pragreéé.off
“A@cnrdiﬁé %o 3ugelski3 (1956), who dﬁséﬁsSés;ﬁhé
1earning theory Which may be applied to cdueaﬁion,
128 WO functions - the motivating function of

child?s attentian and the-xnstrueting‘funetion of

ersituhtibﬁ énafbﬁéin bf,gvents in-suﬁhja:fashibh"

‘that the leérner'has,the meximum possibiiitiés o£vééquirimg-the
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should be restated as a readiness"fofvleéﬁning.asain\thiswsénse,
it carries the weight of a,coneept of attention, it is easential,
too, to také into account 1ndividua1 differencee 1n capacity a8
these set 1imits upon what kinds of processes can be acquired.
ST Transfer of training, motivation and relnforcement will
be discussed in further detail presentlye Leontievt A1932)
Qﬁesents,a‘%heory_of‘the:ﬁﬁvelopment,of voluntary attention as

the gcgniaiﬁién of -a series Gf'habits5oifb@9gvianra - Voluntary

aatﬁnticﬁ@ he sags,{is,a,higheﬁ.fﬁrm‘af regulatinnmof‘behavioar
which is instrumental snd reslized by means of a second series of
stimuli, that is, ‘ertificisl? stimuli or signs. .= The child .
graaually‘ﬁecomes;éaééblé of using externsl stimuli with the

idea of organizing his own behaviour; a process of transforma=
tion takes-place;@n{%be,%asiﬁ,of the control of the child’s
attention from without, with the help of external stimuli, so
thatjtheée_éxtarnal-Btimﬁlns“méansgaﬁ "instrument; . signs" are
replaced in ‘the process ;af development, by internal .?st‘imﬁlﬁi.,ﬁﬁhich |
“grpw_ﬁn*;an& ac@uiée~a‘?si nificative® meaning. "Such'*appiiedﬁ
£o~0ne$e1f‘»’instrumental,‘significative regulation -of behaviourj
maintains Leontievy is what one ealls woluntary attentiuna ﬁHe
proceedsftpntrace:the route of suchfdevelqpment;nf behaviour?in>
féhild:eqvﬁmagrlléboratOry coh@itimnS‘anﬂ-hé'conglﬂdes'thatfthé ;
development. of thé'vclnnﬁarylattention-of.the.chilﬁ.sheﬁld'pass
ﬁhpough,a :stagﬁyWhen!his‘b&havieur is-ééﬁtralléd'with;%he;
agaiatance mfvekternal stimuliﬁsignsg which are subsequently
replacedjby:internal slgnau . | |

"Luria (year unknown) formalates a similar theery with
2

régérﬁftél%hevreguiat@rywrQIEm of speechs - He mays® that = = .

Myes The=@ap4¢itygbf;tﬁg child to subordinate its movements to
the instructlons of other people subsequently turns into the

- __ﬂ L ,‘:"'\. T ,‘,; . PP e 7' - _ . I - _ - - -

P Leontie P N S "Develapmemt of voluntary Attention in
' “ghe Chil&" ) ,J}Genet»Ps’chol;@ V@l. hO, 1932, pp. 52 v
2" r”“ Ao ‘ ' B

2¢ Luria, AeRs :Ex'erimental,ﬁnalﬁsis of ‘the Developtient of
" Yoluntary action in_the Child =
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capacity to Bﬁbordinate its movements to orders which are
formulated id its own internal speechs” The experiments he
cites show tﬁe significant role of the secondfsigngllingwsystem
which\graduaily becomes the highest regulator of human behaviour.
Thefe are.inffac;, a number of investigators who believe that
1apguage is especially important in the voluntary control of
behaviours -

Frdm the point of view of the development of behsviour
which is_pot:a response to stimuli serving basic drives'and.
instincts, cdncentration too=might perhaps be considered as a
form ofrvoluﬁtary behaviour. Leontiev does no} state directly
any 1mplicatiohs his theory msy bave for training in concentra-
tion; 1t is}considered‘that, in»training the school=going child
to concentraﬁe, any form of motivation or rewerd might serve as
the extepnal}stimulns—gign, t0 instil in the child a set. of
habits that Become so much a part of him that the external signs |
are no 1ongeﬁ necessary and he concentrates according to the
ways that hé{e become habitual snd because of some internal
process which, once established, continues with its own force.

Immerman {1952) carried out research on lack of
concentration during study with learning theory as g basise
She regards concentratlon as a form of behaviour and as a learn-
ing process-during which the subject is tralned to respond to
certain stimuli in a specific ways Lack of conqentration is
said to arise¢ usvally early im school 1life, the difficulty ori-
ginating in the manpner in which the pupil is teught to read;

‘e scquires a large number of specific reading hsbits in
response }to?printqd.wofda which engble him to pronoupce’them,
bp;;he does ﬁot acquire the equally important and more general

hebits which eunsble him to grasp the meaning of a group of words

1, Immermaﬁ, Jde Concentration and Day-Dreamin durigg Study.
' Unpﬂblished Master s Thesis, University. of Cape Town,
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a particular ways  Thus, he learns to read the
éélly and this does not distﬁﬂb the course of the
ch is unconnected with the words he is réaﬂing&
mprove the Btuaént’g’poWers7ofsconcéntfation, the
actory habits of study must be extinguished and

s must be built up in their place; this can only

e point where the faulty behaviour begins, that
- of the day-dream, is tackled.

- The student must acquire the habit of responding

appropriately and correctly to stimuli that have, as a rule,

passed unnoti
to. attach the
1y chosen s%i
the material
deliberately
end of each p

recaspitulate

, |
read; 1if he
paragraph but

again and, on completing it, agein recites its-centénfsm .

process may h
student is ab

the paragraph

leed and, in order to 4o this, he must be trained
‘appropriate new reaction to some other deliberate=-
mulus, for example, the end of the'péragraﬁh in
which he isAstuﬂying@ He must be instructed

to learn the habit of stoPping his reading at the

aragraphlof the material and he must then try to

and recite the main contents of what he has just
iis suceessful in this, he goes on. to the next
Piflhe is unsuccessful, he reads the paragraph
This
ave to0 be repeated several times before the -

le to proceed to the next paragraphs The end of

says Immerman, becomes the stimulus for stopping

snd recapitulating which sutomaticelly involves the termination

of the day-dJ

atarts the dsa
tions  In th
day=Aream is
tion will ult
is completely

groused and e

eam; by the lews of learning, the stimulus that
y-dreeming also becomes conditioned to its termina-
1s ways even 1f the exact point of the start of the
unknown, 1ts frequent, repeated and regular termina-
imately have the effect that the day-dreaming habit
extinguishéd and that the correct resctions are

stablished as habitss
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Immerman® notes also that the way in which the
subject seces his problem and his consequent behaviour is deter~
minéd by tbé7Way he has learned to bebave towards it. Thus,
the training processidescribed'éhould lead to a new perception

of snd a new attitude toward the learning situation;  this

process may‘bé deseribed in terms of the symbols of learning
theory.

' This theory and training procedure seem to be of
value in correcting the foulty hebits of study found in lack of
boncentfation. However, it'does‘not-sufficientlv consider the
gquestion of motivation; the older student usuvally has some
motivation to work for the sake of working or in order to pass
his examinétion and perform the set task as accurately as
possible, but the Schoolﬁgoing'child lacks this = he needs some~
thihg more immediate and attractive as an incentives Thus,
the greatest difficulty would seem to be this - how can one meke
the pupilbgggi to apﬁlv these rules in training, ih‘fact,-how
'is one to mske him want to'participaté in any %raining?’

{(3) CDnditionsﬂanditheﬁNaturewof”Attentioﬁ

| There are a number of schalled conditions or determi-
ners of attention which may also serve as a guide to training
and these have been described in the Encvclopaedia Brittan1052
(}929) as being of two prineipal kinds, nemely, the nature of
' fhe externél stimuli', that is, dbaective conditions, and the
subjective conditions wlthin the individual.
‘ Among the 1mportant external or Obaective determiners
of attention are such factors a8 contrast, size, colour, movement,

.repetition and novelty, the latter being said to be the most
important of all. External determiners, says Munn3 (1951) are

1.  Immerman, Je opc,cit., De 60

)

2. "Attention" Encyclopsedia Brittenica, Vol. 2, lith ed,
. 1929, Da 657'0

3.  Psychology, p. 396.




" posent only to the degree that they *tep' the individuals
- continuing seté, the internal determiners, and they stem from
motives = 1n'other,words, one is more 11ikg¢ly tO respond %o
aspeets of one‘é needs, desires and interests.
Jemes (1890), Thomss® (1922) and Knowlson® (1931)

all stress the fact that attention cannot remain fixed on any
‘one point longer than a few seconds; as attention then inevi-
tably swings away from the object central in the consciousness
to one or another in the margin, 1t is the closzeness of relation
of the things iﬁ the margin of consciousness to the objeet of
study which largely determines whether or not the attention
shall return to that object of studye Thus, the more complex
an object or the richer in content an idea, the longer éttention
of a sustained character can be. given. Following on this ides,
Thomash {1922) and Dailenbachs {1926) aiscuss the possible
value, in the,prbcess of holding the'attention,‘of any task
involving mpscular-activity where the movements,K themselves
furnish an aeppropriate variety to satisfy the attention ﬁémanded'
for their directions Both Arnold6~(19109-and Stillmén7 {(1928)
emphasize that one should appeal to each pupil, through as meany
penses as possible; the principlg here would.seem to underilie
the method of teaching which involves more than one sense-organ,

for example, audio~visual methods.

1. Jemes, We Ops cite, Pps 420 = 421,
2, Thomas, FeWe Op. cits, pe 120,
Se

Lo Thomas, Fe W‘o

The Secret of Concentration, pe 18

.9 -citts De 126,
5. Dallenbach, KeMe 0D cite, Do 13
6,  Arnold, F. ‘ops _cite, Pe 2U6.

7+  Iraining Children to Study, p. 116.
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Knmwlsanl_(l931) discusses in aetail airegime for
training in powers of concentration; he emphasizes the velue of
practice and postulates, as exercises for acquiring conéentration,

peraphrasing, the analysis, comparison and contrast of objects,

the writing down of one's theughts about a list of words and

names, and memorizing.

(L) _Bale_of,MOtivgﬁgon,gPﬁAIntereat

}

The fole'of motivatioh and interest in any form of
leafning 1s'c$nsidered by all writers to0 be extremely important.
The real problem of the teacher, says Risk® (1958) is to estsblish
strong motives in order to sustaln attention, or in other words, -
to sustain activity toward the goals or objectives of the class=
work where satisfaction does not arise.spontaneously. Stephems3 .
-(1956) considers that there is no certain knowledge of just how
any mbtive.op-rates; this knowledge, it seems,; may he‘grovided
by the neurophysiological work on attention which has already'
been discusseds

The possible value of numerous individual motives
could be discussed in this section; however, rather than enume-~
rate every’mceive that has*ever been:useé, it is perhaps more
important $o present several ideas about motivation in generals
Physical and physiological motives, slthough they are always in
the background and cannhot be ignored, are usedvunly indirectly
and it is the|social and intellectual motives, says Stephens, to
which the teacher can appeal in most direct fashion and which he
 can,app1y most freely, for example, the child’s need to be with
people and to have them think well of_him,‘his need to move things
around, to manipulate, to create and express himgself, and his

overpowering need to think well of himself.

1. Knowlson, TeSs Ope Cites 235 DD
2, Principles and Practices of Tesehing, ppe 320 — 322.

3.  Educational Psychology, p. 308.
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Muéh importance has of late bDeen placed on
ega—involvemént' as g form of motivation. 'Rosenzweig';(19uj)
is reporte&‘té have carried out some work on the influence of
certain factors on the recall of completed and interrupted
activities. viThe interest is not in the completed and interrupted
tacks ss such, but in the explanation of the aifference between
'task—oriente&'-anﬁ*’ego—oriented‘ attitudes. An individual
whose attitude is 'task-oriented' works at a task primarily
‘becgusé he is eﬁgrbssed in the,task itself; his pride and self-

esteem are not deeply involved. On the other hand, an individg-

usl whose attﬂtude is ego~oriented' works at his task maxnly
because of egétistic motives; he regards_the task as an activity
in which succéss is necessary for the maintenance of self—eéteem
and his intereést in the work as such is negligible. Certain
exper iments a%e said, too, t0 indicate the presence of an addition-
al motivating%féctar, 'ego=-enhancement', which results in s
tendency to rémember especially well eipériences which are
associated‘wiﬁh SucCesss |

St%ﬁhenag (1956) explains that "By saying that the
student®s egoiis involved, we mean that, in his mind, failure in
the assigned gask will lead to somérimpaifmentlof the ego, to
some loss of %e1f~respect, or to a reduction in his sense of
worth. The %go is involved whenever the studént feels that an
important parﬁ of him is wrappga upAin the outcome of the task".
It is held thét there may well be s difference between children
and adults but that in children, snd in all prdbability in the
experimental tra1n1ng procedure described at a 1ater stage, 'ego=
oriented’ attitudes and ego-involvement' would be necessary fbr
the highest form of motivation and best partieipatlon in the

training. !

1 Rosenzwefg, S. "An Experimental Study of Repression",

Je EXpe Psychol., Volas 32, 1943, pp. 67 = 74, as guoted by
Crafts, L.W. et als. Recent Experiments in Psychology, Chaps
."h '

i
| :

| : o .
|

2y ,Stephena,iakm._og.,cit.; pe 299
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~ The vslue of lnterest in ummg ond a%%@:ﬁi‘n‘n ie
| emﬁﬁéﬁimﬁ by pomeross m@pi@»‘, in the esrlier youfty,: for exemple,
W Arnold (191@) *'momas {1922} end mmlsm-"’ (19.)1) and more
;recémly by &?ran&s@n@ {1957} oné Rik? {1958); and here again,

the hedonie vicwpoint epergess Eﬁﬁ?ﬁﬁ {31927) @ifveér the resvlss
of an experiment cerried out on five Sifferent typee of lesrning

‘with 124 eolldge stodente; 10 esch of the five types of loorning

stuGied, interest in improvement not only incressed the desrnce®s

pate of gein but also meterislly improved the quslity of bis works
Book states very @;ﬁ;%ﬁim@sicaﬁ# that preciicsily an:p* %@weﬁt. ean
be culdiveted [for the procese tekes place :aﬁﬁﬁpﬁiﬁéf to 8 fou very
definite lowsd The £irst and foremost of thove laws, m’ﬂ?ﬁéﬁeﬁ'
by mony others as well et Books is that all new and acg;ﬂiﬁ&
interests must be built upon the netive intereste 561»%@&&&@::&&3
with which atv iﬁﬁiﬁt&aﬁfi ?ie' slvesty enGowed: thus, if one 'ﬁ;i;;srhes
to develop en [interest in s porticular cubjects one muat £irst
£ind something about it thet alpeady interests one or relate 1t

to ab in%eresé airoady pmacm to which 4% may be & meanaa
Becontlyy one mast secum much infowaum ghout the aﬂbgant o
task oo getting to Bnow sbout 1t may provige tfhe interest
necesoary 40 iuﬂ&mr acmm and attention. Fimnyg svcceas 18
required in order to meke the gtudent exert mmaelf folly aﬂa .
’ﬂ;gﬁ?bﬂﬂl? toword hic Loske - The prisveiples of 'efi‘@ct" aﬂﬁ

f‘?@tﬁ%.ﬁi?ﬂ:*ﬁ@ﬂ?@‘mﬁ which are giccussed by vumercus learning «t—h@@ﬁf’ﬁts
today ore, perbapsy o re-statezent in more modera terms of older
f8cnns and those, t00, must bo considered in -ms%ﬁvatim, ang ﬂw

learniog processs

4  Frangsen, zg@,mg .

G ;‘Eacm, mm “‘i‘aw to develop an interest in one's toske sod
Figrk“ 14 lPﬁ ﬂh@l’, Volm 18' 1927@ Phe i 1@5
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gk;f(;958)fwho*discusses needs and drives as

ntrols? ar‘”motive?forcea”,-mhaxviﬁ,vdynamiﬁ.forcesﬂ

tion, emphasizes the importance of acquired behaviour
especially pf 'emot1ona1izgd.ppptrola* or ‘value,

these terms are used to designate the 'emotiona-

1ized outcomes' of lesrning, for example, attitudes, interests,

ideals and so

study, measur

order for learning to be most effective, the learner must gain'

confidence 4n

"Ri
lphéées;v'gue'
by eppealing
ﬁhe‘second,ph
'??€,S%Uﬁent r
present ideal
;agprovalglsgh
;. B o Me
pupil’s relat

motivations. -

‘bility for th

the 'interest

;parants@rg It

child ere adv

 teacher is at

ilﬂWwy

-1quitﬁblevstgn

'zewﬁoletﬁPﬁn‘th@

. the value of

Oth

on. He admits, however, that it is difficult to

e,or}ébntrpi them;-u_ﬂe emphasizes, t00, tba£,ih~!

his abilityfabd.%e~frﬁe‘from«emctienal tensions.

8k divides the technique of motivatlon into two

first is to secure and maintain spontaneous attention

to basic drives or %o pregent;a&t;tudes:apd,intereets;

sse 1s to build motives by appealing to values that
ecognizes, ﬂamelf; valueé relate&~to feﬁ% neeés,f,
Sy peraonal QUalities and social values, social |
ool awards and so Ohs - : |
ntion must be made of the significance cf the

{onship with his teacher and perents as affecting
The~gsnepai_@pinion is that:a,feelingnofnresponsia

b .
—d

wprk.assighed;.theasatisfﬁptibn=and‘pleasure
it snd thé Will_ﬁo axﬁepd'afe E11 @épendent upon
others show in the work, namely, the teacher and
follows that where the home circumstences of the
erae,;or'wheré the‘attiiude‘of the‘parén;sror ‘
fault, ;ﬁe,cﬁil@?a,levei_ofgmctivatibﬁ*wizm be
her motivating factors to be con31dered are the
se and,blame, the use of. tests and the setting of
@agqg qrngogLs,tthg influence of the class as¢a
individual Qupi&g gﬂ@f@f,thé.group_lea@ers, and

competitions - -

2e

Risk, e
» “_lbid!‘:s P

O a Gi'ﬁig
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Sﬁepﬁenslj§l956)aempha51233~the:distiﬁcticn=made in
ﬁewinﬁﬁn>péyabalbgyéhééwéenﬂextr;nsic-and»inirinsiegmotivesg for
egamplésxtheﬂpupilﬁs:wish to;bejable;tp‘réaa,wcgld,be 4an_intrinsv
Siccmative@fwhEﬁeéslhisﬁhﬂpe’to gain»tﬁe,tsagherfs”apprQVal”would
be extrinsics | There is a~Vefy important practical difference
between the two kiﬁas~nfﬁmeeaé,"as‘intﬂinSEcwneeas can be met .
only by the behaviour in. question, whereas otie may. try 40 - |
»satisfy.%hé,eﬁt?iﬁéic~neeﬁ$,bygréundabcut‘davices,’ Among the
intrinsie motiveés cen be listed the need to manipulate, to-
aehiéve and ‘to make a success out of 1ife. Wherever a chojce

is posSible,;the‘intriésic motive is ﬁo:%e.preferreﬁfas it leads
more diregtiy‘ﬁo the behavipur_desirea;_-pfesumabiy, it implies,
more ‘ego-involvement® as'wellg and. theréfone, less need-for
\sﬁppl@meatary restraints %o prévént reund&bov%’behaviourw
However, as in some cases intrinsic motives care not always readily
| available, one has to: use, at least temporarily, .gome less
intrinsic form:of motivation» _

Finally whoever makes use of motivation must recognize

the fact. that it is‘paésibie-tcgﬁver—mctivaﬁenan@'t@~make'the

student tooanxious and -eager té'ao:welly"thus‘Ieading‘tc*many
'grrérS'in'perIprmahceg It appears that sémézf@rm'df motivation
is mecQSSarV3;9 bEing:thé»chilﬁ into the éitﬁétiﬂnsginfwhiéhw.
learning may ccur°“~itsasignificamceffcr themadneatorwmust;ﬁat

'be over—-1ookeds

q,se Bréoks S LT

o | Tthe methods dascribed by Brookaz (1922) were ‘aetually
: patjinto»praGQice_inﬁsome,of‘the;uchogis he,visite&.and:%hey seen
warthy of notes . Brooks emphasizés tﬁai‘efficient'sileﬁt:réading

.4rill is the fundsmental factor .in efficient study; the ordinary

Ops_cites Dpe 305 =308, . . ..

1.  Stephens, Jaffe .

s

Improving. Schools by Stendsrdized Tests, Chapss XI, XIV and
e "
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methods ﬁf‘asiignment, study and recitation, are, be holds,. of wo

-value, but pr ?erly»&irected 51lent-read1ng drills farnish the

1

most practlcal means avallable far aeveloping good study ‘habits
" 4n children t¥ roughnéctuél practice in the factors of efficient -
 g§udy@\na§e1yimintergst,nattention, thinkipg, and the correla-
tion end. assoclation of ideass . These methods, then, must be
;eséecially-re;@vant to training in sttention and concentration.

It must be re

embered, saye Brooks, that, the sbility to
recognize and pranonnce worﬂs-1s no true évi&ence that their
meaning is-nn_eﬁsfnoa,and,that'ué#allv in oral;reading; the
rﬁabi%-is-far@‘&“upon-the pupil,éf'payiﬁg‘more attéﬁxieé tp'ferms
of woﬁds than [ to their meanings~ it-isfalso of no value to give
- pupils books to read at seats for silentureading darill because

this doeé.mot-demand or force that @ongsntrati@n of attentiom

80 ebsolutely essential &D'a,complete.aﬁﬁ;accu:ate.uhﬁéfs%anding

ads

of what is r

- }Whaﬁ are thefmethods of varying the clasé driii on
reading mateyial-whichggg,qf value? One way is ta_give:the .
whole clasé é.ﬂefinite:iength'cf time to read}a\eertéin>amount;,
of material snd then i0 have-one‘pupi1 teil in'his'own'words
ﬁhat hé has Just read. Neanwhile, the other members of the
_sélass listen $1th their books closed and watch for errors or
omissions which they sre permitted to supply after the pupil
féci%ing.ihas tola all he can remember. The aQVantages here
are that evergbody is working all the time, 1t is impossible
fbrvfhe pupil to reproduee completely and accurately the main

~thougﬁts-im the material unless he has read it attentive;y_and

rapldly and, since no one but the teacherﬁknows-whO'is going
- to be called 1 pon to recite after the reading, every meniber of

the Gl&nS must read attentivelym
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A Second Way of tresting the same material is for
the teaoher to prepare beforehand a list of questions based on
the text to be pead? after the pupils have read a section,
timed.asjberoée, she may test their oomprehension‘of.the,thooght
by aSking qneétione, the answers to which are given or suggested
io tﬁe seotioﬂ reads A third‘veriafion of fhe‘method is that,
instead of having the c¢lass read a seotion beforehand and then
asking the pupils to answer the questions from memory, the
teactier may esk the questions one e@ a time and let them read
to £ind the a%swers; the game here is to see who can find the
oorrect answe; firsts o ,

The question method, states Brooks, ensures better
concentration than the others as the ¢chila must read attentivelv
and . understandingly if ‘he is not %0, miss the answers when he
comes to thema If the snswer to a question is merely suggesteﬁ
by a fact menoioned in the text, so much gresater ia the demand
on the ettention of the reader, and real thinking is introduced
as an e¢lement in the reading. Brocks holds that this method
develops the abilitv to scan a parsgraph or a page in search of
a definite idea while ignoring unessential details. He edvises
that most of the queations should be formed so that they cannot
Ye answered.by words or phreses token direetly from the book and
without association of {deas and seeking of relationships among
the facts given in the text by the reader. Thus, the pupils
may be led, in spite of thenselves, to do some real thinking.

Other forms of silent—reading drill are also advocated
by Brooks.v< Tbe children may be reqnired to read paragraphs from

text which has no paragraph headings and to suggest suitable
headings or toch sentences for the paragraphs. A1l suggestions
should be disoussed fully and the class should decide which one
is best and why._ One may also heve the pupils conslder each
sentence or seatement 1o thelparagraph with a view to discovering

!
0o
b
1
i
|
t
|
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ntraividea to whiéh cach statement refers. Hunting
statements in paragraphs may be made a special
—reading exercise. Other good material coula be
panied by deseriptions or 1little stories in which
atements do not agree with the pictured,facta and
Lrors have to be pointed out; here the mis~state-
e inﬂica&ed by the pupils unless they upderstand
W@mw' |

ally, Brooks discusses the value of‘dirécted or

58 study which is so organised as to develop in the
of attaek that will constantly improve theilr
independent work‘ Accerding to him, the results
are qu1te equal to or even better than those |
eq.by the‘traditional daily quest;an-andpanswer
ng a period of ﬁﬁsﬁpervisedfstudy,vand fully as
n beAGQQerea@, In faet,.to\deveiqpagood'étudy.
dren, the study gﬁg& be directeds .

sé”tvpeS'of silént—rea&ing-cIaSE arill apparently
ective 1@ holding the children?s interest in forcing
of attention on the matter being read. - Their

stly in the 1mmediate objects to . be achieved, namely,
read the paragraph in the shortest time and under-‘
enough to give the principal facts of the assignment
d in a connected manner, 0 see who can be the first
rom among the details of the text, the answer to a
jony, or to see who can first-discover the main

aragraphs  Despite the chief interest being in

lively competition engendered by these drills, the

tive and enthusisstic co-operation of the pupils

is secured under conditions -that make for real improvement in
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~H5bility to study and to concentrates Brooksl

states fbat»
"The strict cOnceﬁtration of attention impelled by these drills
is much more'favorable to retention of subject-matter than is
the usual perfunctorv reading at seat in so—called atudy » In
this way, goc@ silent-reading drill compels‘practice in proper
methods of stédy which may logically be expécted,tc carry over
into the clos%ly-related activity of seat-study.

Bréoks eﬁphasizes that effective supervised study is
practicable 1% anyfschool system where the administration and
teachers have;the gourage, ambition and intelligence to atiempt

(6)

in training a child to concentrate or to use methods

of study which one desires that he apply in all study, in class
and in 1nd1viﬁua1 1earning - gituations, one must know the
principles underlying the transfer of such methods.

Th@ idea of transfer is, in fact,cprobably‘basic to
the whole'nction of schooling. One must know how to teach sb
that the resuits not only will persist for a reasonsble length
of ¢time but aiso~so that these results will be applicable in a
Wide variety &f gituationss Thts the fundemental educational
problem is whét methods of teaching and 1earning-w111'be most
conducive to fransfer. The extent to which leaﬁhing can be
transfemmd.is a prdblem which has, it seems, been the subject
of much contrdversy. B N

A number of theories have ‘been postulated to account
fcr transfer ¢f training. The two most widelyuaccepte& and
" discussed at preaent are the theory of generalization and the

theorv of 1deﬁtiea1 elementse. The latter states that transfer

1. Brooks, SeSe 0ps Cites Do 251e

|
1
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is due to the number of tendencies or behaviour unite that are
common to the practised and ﬂnpractiéed sctivity, that is, that
transfer takes place,aceénding to the extent to which théré.are
identical elements in the old and new tasks. The géneralization
theory, oh the cbntrary, holds that tramsfer is due to genéralizaﬁ
tion or to the extent that the 1eérner is able to‘buiia up-general
principles in one activity and utilize them in another. Some
writers consider that the two theories may perhaps be saving one
and the same thing.
| If positive transfer can be induced by deliberate

teaching to that end, it is essential to know what methods the
teacher should use or under what conditions the teaching should
take'place; here again, the opinions vary greatlye. | Stephens1
(1956)_advoéa£es at leést two prbcedures as general ruless. First
of all, the feature of the lesson which may be applied to other
.fiélds should be emphasized; where the thing to be transferred can
be stated as a rule or princib;é or formula, the student'must be
madé consgeciously awére of it; %o increase transfer, he must be
heiped, during the‘learhing of task A to isolate and attend to
the elements, principles or techniques which can be used in task
B. The greatest benefit is said to be derived where the student
himself works out the principle or formulates the rule.

The same mules for transfer are formulated by Gates
et ali»2 (19u2) who say, firstly, that transfer depends uwpon
‘ﬁﬁderstanding, and, sécondly,‘that as the essentisl relationships
arefdiscovered'and generalized, 80 learning becomes meaningful
snd what is learned becomes more evailable for wide spplication.
Both they and'Risk3 (1958) emphasize that transfer 15 not automa=
tic; it depends upon a deliberate attempt to @dterpret new

1. ' Stephens, J‘ M. OE: cit.:, ppe 431 = ’4’45!

2  Bducational Psychology, Ps 537

5 Rlsk, TH Gpeeit, B 55
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situations in the light of past experience, and to apply sppro-
priately the meanings or methods previously learned; furthermore,
the teaching must provide for transfer = the Btu&ent must practice
‘and the lesarning situations must include appropriate application
and use of the outcomes, in situations approximating 1ife'situae
tions as much a8 possible. |
Valentine® {1918) discusses the problem with special
feference to concentration and the fmportant faétor Of motivation,
He notes that the will to attend, whiéh is a basic'element in
concentration, is one thing at least which can be developed as a
fesult of suéceséfu1~expefiencészin the past; this cen be-ﬁone
oniy*when a child proves from experience that‘concentration on
whaf'is at; first sight uninteresting has its value, either the
feward of.further interest in the subject, or a reward external
to tbessﬁbsec; itgself. Thé'pupil’s aversion for things ggigg
faéle uninteresting is.lessénEd in this way for he rea}izes more
;ciearly that they are possible means to valusable ends. * Valentine
describes the mental activity of-turntng'the attention to an
uninteresting thing as being reinforced or 'stamped in' by such
sﬁccessful experlencess In the sphere of concentration, one
‘Should pérhaps consgider trahsfer in motivation snd attitudes as
Veing particularly significant. Risk® (1958) notes that the
emount of transfer de@ends'upon e strong desire on the part of
thériearner to meke learning effective and that a learner who
gains confidence in his ability to solve problems, actually
inereases his ability to cope with new situationse
| What part does intelligence play in transfer of traine
ing? Stephens (1956) states that if the formulation of a.
general principle is an gid in transfer, then tbe bright student
‘ﬁhovcan actually perceive and formulate it moﬁénﬁﬁccessfully,
must surely have, a great advantage. Valentine, too, is of the

1, Valentine, CeWs -“Volitiongl.Attention gnd its Training®,
e Mind, Vols 27, 1918, ppe¢ 40 = 54s

2 Risk, T. Mo . ODPa_Cituy Ps 55
3 - Stephens s Jele ODs Citey Do L]J.].B.



e

opinion that it is only with the more intelligent pupil that

one should expect much in the way of a general improvement of
‘the poweér of volitional attention as a result‘of tréining with
.a apeéific‘subject, as it is characteristic of high intelligence

to reslize the unity of means and end.



CHAPTER JII1I

EXPERIUENTAL DESIGN

1. Definition of Attention and Concentration

The explanation presented here 15 based, to a large
extent, on the theories of Cameron and Magaret1 (1951), Hebb®
(1952) and Bugelski- (1956) which have already been presented.

An attempt will be made to define Attention in terms of dbrain
functioning and to teke into account the role of motivation.

In the first place, attention must be consldered as
a process, and not as a faculty; thus, one should spesk, in
fact, of 'attending' rather than of 'attention's The view is
taken here that attending may be regarded as a preparation for
response or as a readlness-to-react in the sense that the
individual, before he can deal with his environment, must make
dertain preliminary or antecedant responses. Therefore, the
process of attending may be thought of both as a preparation for
other responses and as a form of response in itself.

The individual does not react to all the numerous
stimuli around him - he gelects certain stimuli to which he will
respond. In order to ecxplain this process of selection further
and, perhaps, more clearly, Cameron and Magaret's terms ‘exclusion'
and 'inclusion' may be considered. Response to a particular set
of stimull can be best made ir the response is only to those and
not to others as well; thus, all the relevant stimull must be
included for response to be made to them while the irrelevant
stimuli must be excluded. For example, distracting stimuli will

interfere with response to the relevant stimuli because they evoke

1. Camel'on, No and Mggarefh, H.c OE. clt. s PPs 70 g 75, l-{-hg - LI.S?-
2e Bebb, D.0O. Ops cite, pPP. 4, 87, 102 ff,, 151 - 153.
e Bugelski, BsR. pOpe cit., ppe. 39, 135, 205 - 242.
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responses to themselves and they must, therefore, be ignored or
excludeds One may say that the individual must inhibit response
to any irrelevant étimuli. The 1ingbility to attend to the problem
at hand, or to specific stimuli presented, is then explainsble in
terms of 'over-inclusion' and ‘'under-exclusion', that is, a
fallure in limitation and selection in which too many stimuli are
included and in which too few are excluded so that the individual
will respond to interfering and irrelevant stimuli. This seems
to be the condition of distractibility or day=-dreaming,. Being
inattentive implies attending to too many stimuli or attending
to the wrong stimuli. Lack of concentration may perhaps also
be thought of as ‘over-exelusion' and 'under-inclusion', this
being again a fallure in selection but differing from the first
type in that the individual here gives such close attention to'
one set of stimuli that he excludes virtually all others. This
seems to be the condltion known as pre~occupation. - It 1is seen,
therefore, that an sdequate balance must be.preserved between
‘exclusion' and 'inclusion'.

The process of selection may now be described in terms
of brain functioning, according to the theory of Hebb (1952) and
further work by French? (1957) and Bugelski (1956). The
condition of sttending Iimpllies that there must be some selective
central mechanism which intervenes between stimuli and reéesponses.
This mechanism seems t0o be the reticular formation in the dbrain
stem and way be referred to as the reticular activating system
(RAS)s The RAS, apparently, learns to be selective in its sensi-
tivity to particular stimuli and faclllitates and inhibits the
flow of signals in the nervous system, making the individual
accept what he needs to perceive and reject what is irrelevant;
the neursl processes of facilitation and inhibition are, therefore,

one of the functions of the RAS and account for the selective

iy

1. French, JeDs Ops_cit., Dpps 54 - 60,
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‘aspect of < attention. ° As the RAS is constantly active, facili~
tation or inhibiﬁiﬁﬁxﬁiilﬁbekﬁétenmined:h?'the‘généfai level. of
i%bis5&f0ﬁ$él'3yétémfofﬁﬁﬁ ﬁﬁe;gederél'“dfiﬁevéﬁéte*c firsﬁlofi
[alls an opt1m31 drzve level is necessary fer anv impulse to be
itransmltteﬁ 80 that a respcnse may be made to it, ~secona1y,
‘the prior and/or present neural activity can be such that it
Jwillvéi%her'faciliﬁhté'”br'inhiﬁit the dischsrge 6f‘tﬁe Appro=
“@fia@e cellse The signzficance of past eXperiénce as affecting
‘the neural activity of the RAS is seen heres. i
: L Thus, attention may be taken, a8 Hebb states, to mean
‘the readiness of the’ neural eléments for reaetiong or-in'other
‘wordsy the degree of central ﬁacilitation op inhibition that
ocourss It seems possible, alsc, to relate McCIelland gl (1953)
1ﬁi5956paﬂeV“persisﬁﬁnee\hyyothesms and Yaffective srousal' to
Hebb's explanation .of attentions = The sdaptetion level of the
‘organiem (expectation) cen perhé@s_%é”thbﬁghéaé”as{the'reédinéasA*
‘of ‘the neural ¢lements for reéﬁﬁioﬁ'tbftbe”1nho@£ﬁgwstimu1ﬁe, |
%péfce@ﬁieﬁ)s' %he*SEZé bf'ﬁhe‘61éarepanéy'betﬁééﬂfthé'tWo will
'be determined by the natnre—ef tbe stimulus amd the degree of
‘readiness of the neural elements for reactzon tb ity and this -
‘discrepancy §n turn determines, in- HbClelland’s térms, the levcl
of affectlve arousal, the degree to which the individual will
_ approach and attempt to perpetuate or attend to, or ’avoia' and _ﬁ
try to terminate or take 1ittls rotice Of the stimulis. =
Jf' . The particnlar set of stimuli which is’ selecte& seems
‘t0 ’oe determined f£irst of alla by "external conditions, that 1s, '
=¥aapeets‘9f the-stimuli-sueh«aggsizew intensity and volume, end

‘secondly, by ‘interasl conditions, thet is, arive or motivations

34’ MeGlelland; DeCe et ale . Ops Gite, Chape IL.
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Stimuli which are persistent, irregular and strong will be
selected or attended to becausevthey break up the existent
pattern of cortical activity; these stimull may icome from

the external environment or from the cortex itself. The role
of motivation 1s to lower the resistance to the passage of
certain impulges; as this must be done in terms of some kind
of alteration of neursl states in the central nervous system,

it may be sald that motivation probably affects the level of

the arousal system and so determines the degree of facilitation
or inhibition.s »

Finally, it seems that the distinction between atten~
tion and concentration can be made only as follows. The procasé
cf-selection in both is basically the same dbut Geneentrémion may -
be thought of as a much higher degree of attention in that the
selection of stimuli is more refined and the operation of the
selective:mechanism continues over a longer 'peripd; From this
point cf view, Concentration may perhaps be considered as 'stable’
behaviour organization, for the process of exclusion of irrele=-
vant stimuli ‘and inclusion of relevant ones continues - the act of
attending is intensified and sustained. The role of motivation ‘
is also more important in concentratien than in atteﬁtion and
what is perhaps here playing a larger role is the type of motive
which Hebb (1952) terms "the immediate drive value of cognitive
prdcesSes“s | ‘

It is maintained here that "Yack of concentration®
mesns lack of the correct haﬁits of concevtrating, an insbility
to exclude irrelevant stimuli for a sufficiently long time.

The causes of this may be 2

(a) brain injury

{v) mental retardation

(e) lack of motivation and interest

(d) the presence of an emotionsl difficulty or

mslad justment
{e) lack of knowledge of the correct habits of concen=
tration.

It. is further held that in the latter three cases, the
situation may be rectified and the c¢hild may learn "how to concen=~

trate”.
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2, .om;ine‘;»f_gmemen1 je.i‘ andMethodso' ZProcedaure

En considering the experimental desxgm :ana :

may return flrst ‘40 some of the original aims of the investigationj
whicb Qertaia‘to thisvsgqxiong -It,was.cpnsidgred-mecessary to
'defiﬁe e@neenﬁratianfand-acé@unz f@f ite aack,'tb sh@ﬁ the inter-—
relationships and 1inks between concentratian and ather variables,
to devise a set of tests of cancentratimn, to formulate a trainingé
_proeedure with the obgeet of develaping concentration and to
éevise a.set of alternate tests tn agsess the effect1veness of the
training pragrammea |
A It was ﬁecided to select, as subjects for the research,

boya aged ten or eleven years. of at 1east average intelligence
and without any serious physical or scholastie difflculty, who
were_desqribed.by their teaschers as "lacking in concentration®.
' Thus, such variebles as sex or very low 1ntelligamé§ could be
eliminated, and alsimple,explanation of the prdblem;-for ekamrle,i
in.terms_of_sub@mormalpintéllect or brain injury could be ruled
OULa The»sPBGified}agezof the subjects was éhosen because the
.referring;prﬁblem appeared ;o be at it% worst iﬁ‘primary-s@ﬁaal ;
children, and cbilﬁrén aged ten ar-eleven‘were consider¢d,tq be
of suffiéientuma@uritv tnwgeapogd ho;h‘to tests»anduto_a training
procedures ‘Anuthe:;éracﬁical-consi@eration wag‘the reasgnable
closgnéss §f the schools 1o the Child Guildence Clinic; in addition
sﬁbjeets»ﬁere'selected'from'atnumber of schoois from aifferent |
suburbs 80 that at 1east some cross-aection of socio-eccnomic and
cultural levels could be obtained. | | o

- “The sub jeets were selected in the f@llowing manner.,_
Interviews were-gondugted with a number of school principals, the
nature of %he‘researéh.was'eﬁplained.and it was requested that the_
principals infofm the teachers'of this‘addjenQﬁire whether anyv |
pﬁpiiS‘were considered tb be suiteble subjects fpr3théfreSearch.}_}
The'penmissicn'of the parents baving beeﬁ“Bbtai‘ned,'farx‘angfementsi -
were then made to see each child and to carry aut the preliminary

1nvestigations.
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These were @

(1) administration of the Wechsler Intelligence Scale for
Children. If this result was found to be matisfactory for
the purpose of the research, there followed

(2) an interview with the parent of the child

(3) an interview with the class teacher of the child

(4) a test of 'School Attitudes' and interview with esch child

(5) administration of the Graded Reading and Arithmetic scholeas-
tic tests of the Child Guidance Clinic.

All these investigations, except for (3) were carried
out at the Child Guidance Cliniec, so that the conditions of test=
ing or interviewing were, as far as possi%le, identical for each
child and parent.

A tentative set of tests of concentration was devised
and then asdministered to a group of seventeen children from one
school,‘in order to determine the validity of the testse. These
children, having served for the pilot study, were not used at
any other stage during the research. After statistical
operations had been applied, and the results of this study had
been both empirically and logically examined, the final set of
tests of concentration was obtained snd administered to the'
subjects who had undergone all the prelimivsry investigations.
The division into Experimental and Control groups was then made
on the basis of performance on the tests of concentration.

Training in concentrstion took place over a period of
approximately three months, the members of the Experimental
Group attending two afternoons a week at the Child Guidance
Clinic for one hour at a time. The Control Group 4id not
participate in any training.  After an interval both groups
were re-~tested with s set of alternate tests, and sll the
parents and teachers were interviewed finally at the end of the
experiment. Again, stastistical operations were applied to
determine the significance of the training methods.

The experimental design has been briefly outlined;

each step may now be considered in greatgr detail.
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3 Preliminarg Investigations - Agsessment of Intelligence,
Interviews with parents, teachers and children

As' a result of the interviews conducted with the
principals of the four selected schools, the names of 35 presu-
mably suitable children were offered. On sdministration of the
Intelligence test, it was found that seven children had to be
excluded because their intelligence quotients were below the
predetermined criterion of I.Qe 94.

The number was divided among the schools as follows @

School A : none

School B ¢ 3 out of 5 children had intelligence quotients of
75, 84 and 88

School © : 3 out of 7 children had intelligence quotients of
86, 88 and 90

]

School D : 1 out of 6 children had an intelligence quotient
of 88.

Thus it is evident that children sometimes labelled as
poor concentrators do, in fact, rather suffer from subnormagl
intelligence. The distinctlion must surely be made between the
child who can reasonably be expected to improve his work and
powers Of concentration and he in whom a primary mental retarda=-
tion accounts for the inattention and lack of progress.

In considering the distribution of the Intelligence
Quotients in detail, (see Table I) it becomes evident that at
School A, only 2 children had l.Q.'s below 100, the majority

'being well above that level. At School D, only one child had
an I.Qe. above 99, while 5 had I.Q.'s below 100; at School C 3
children were in the range 100 - 109, the rest being scattered
over the lbwer levels. None of the puplils who were tested at
School B had an I.Q. above 99, It 1s of interest to note here
that, corresponding to this difference in range of intelligence
between School A and the other three schools, there seemed also

to be a dissimilarity in the soclio-economic and cultural levels.
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 TABLE, 1

DISTRIBUTIOE GF IHTELLIGENCF OF, 35 SUBJECTS

'.man o5 o scncacn;. A SC‘H“L B ' ..,czm@x. c SOHGOL ol
INTELLIGENCE | |

120 end above |
110~ 119 | '

© W %.nu

o o o
100 ~ 169 . o 3 3.
Qh - 99 2 2 3 g
80~ 89 . . @ ., , 2 - T
79 and belew f°? G" 1 6

Tctal cfeas.  Loos oo e e

- mhns 2& children were foun@‘to beAsultable, on the ;
  hasia of 1ntelligence. of this number, three haﬁ tc be
j@xcluded, two because af ﬁhe parents lack of co-aperatlon and
'jene because th& family left Cape T@wn 5hortly after the prelimi—_
| nary invegtlgatlonu had been completed. ‘ ;
'; Interviews were then conducted with a pnrent of each
' child, wherever p0831b1e with the Kother, as she wes assumcd to
be able to effer ﬁore infanmatlon than the Father. These
»_1nterviews hadimo wain purpeses - %o elicit infarmatlon about
- the wanifestations and the causes ef lack,of concentratlan.
-The methed of intePV1ewing waa largely nen—ﬁirective, and
‘1eading questions wer@, a8 far 88 possible, avozded. The k

| polnts 113%@& below illustrate What 1nformatioﬂ it was censider—'

ed necessary to seek.

(1) ’_Hbueehold,and Residence . Aim = %o gain a clear picture

'of the home background, socie-ecomomic, cultnral, physical and
psyeholagieala é-The‘gemeral'atmesph@re of the home was noted

with‘partzcular reference to any abnormal ecircumstances or

stresses and. strains as well as to the child’ status in the

familys; ucomditions‘such»as brokenvhﬂme, rrequent-separatloms
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from home, deceased parents, finsnciasl opr marital difficulties,

excessive emphasis upon efucation were noted.

{2) Interpersonal Relationships. Aim -~ to discover the most

significant relationships, both negative and positive in value,

and to eveluate the social maturity of the child. Relationships

with parents, siblings, peers and teacher were all considered
and spécial note was taken of such features as sibling-rivalry,

ionelihess, unpopularity with peers.

(3) Routine. Aim « to establish whether such factors as
lack of rest, disturbed sleep, ;nadéquate:diet or poor feeding
habits, insufficient recrestionsal opportunities, overstrain
through excessive extra-curricular activities, rigiaAorganizé-
tion or lack of supervision of routine, were important‘faétors

in the problem.

(h)‘lsﬁﬁmg,Discixlinea Alm =~ to estimate the general nature

of the discipline, amount of discipline necessary and its

effect on the ehild, whether 1t was toc severe and rigid or too.
lax or inconsistent, and whether there.was much disagreement

between the parents over discipline.

(5) - QGeneral Meslth.- Aim - to obtain informetion about the
“child’s phyéieal condition, with special referencé to vision and
hearing, speech defects and any history of illnesses or

accidents,

(6) Emotional Development. - Alm - to evaluate the level of
emotional maturity and adjustment; features such as insecurity,
lack of affection, fears, Nervousness, enuresis, thumbsucking,

delinguency and dishénesty were all taken into account.

(7 School Career and Status, Work and Beha#ioﬁr.' Adm - to

obtain an idea of the child’s generel level and etandard of
work, any speclal scholastic difficulty, any indlcation of
falllng-off, changes of school, child’s attituae to school and

work, performance of homework status in relation to siblings,
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parents’ attitude to school and homework, pareats’ agpirations
for the child and whether these were in line with the child’s
capacities, the child’s aspirations and level of motivation.

(8)

manifestations, duration and onset, its restriction to school~

Lack of Concentration Proper. Aim - to establish its

work and/or other situations, the cousative factors as offered
by the psrents, end the parents’ attitude to and method of
handling of the problem.

In each case an attempt was made to obtaln an
independent evaluation of the parent, her attitude toward the
research project and the child’s problem, avert‘and&real, and,
finally, to extract the most significﬁnt findings which seemed
to bear on the referring problem and its nature.

In the interview with the closs teachers, more
specific information wase sought about lack of concentration.
Here too, the interview was kept as ‘free’ as possible. The

paints listed below indicate the information sought.

(1) Standard of Work. Aim - to obtain an idea of the child’s

general level and standard of work, any special scholastic

difficulty, the capability of the child to improve, the nature
of the child’s school reports and the teacher’s opinion of the
child’s level of intelligence. Special note was taken of any

record of failure of & standard and the rate of absenteeism.

{(2) Performsnce of Homework. Aim - to elicit information
about the smount of homework given, the time necessary to com=
plete it, whether it is done regularly.and thoroughly or not,
whether inadequate performance is due to insttention in the
classroom or to faulty and poor execution or laek,Pf supervision
at home, the attitude of the cﬁild to homework,vand the teach=

er’s opinion of the parents sattitude.
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(3) Lack of Concentration Proper - its Lanifestations.

(a) Aim - to determine ite duration end onset, whether other
teachers make similar complaints about the child, and the
causative factors as offered by the teacher.

(b) .Aiév- to gain a;clear ?iéiurg of the manifestations in
“work. The following factors were considered -~ would the child
be capable of better performence if his powers of concentration
improved, was the inability to concentrate evident in all forms
of work, in the visual sphere, for example, reading and content
subjects, writing and ‘blackbpard’vWGrk, or inAfhe auditory
sphere, that is, when then child has to 1istén.to & lesson or
instrﬁctibns given by the teachér, or-waé thé chila inatfentive
when glven work of a silent nature to do at hia desk, was the
child‘s work caraless and untidy, did he rush through his work

1n a slipshod menner or dld he work slowly and day~dream.

{e) aim - to aetermiﬁelthe~magifestationa in behaviour, that
is, was the lack of concentration evident overtly in hyperkine-
sis, restlessness and fidgeting or did the child evii:ce apparent
concentration while actually day-dresming, that is, was it
’externally or '1nternally manlfestea, we.s the chlld easily
distracted by things and inaiviﬁuals around him or by his own
thoughts, was he very talkative in class, dld he try to distract
others and display attention—seeklng behaviour toward the
teacher and/or pupils, was he purposefully disobedient or iﬁper-

tinent to the teacher.

(d)_ Alm - to determine ﬁhsjmaﬁiféstaticns iﬁ level of motiva-
‘tiom. épeeial note wes taken of such features as the interest
shown by the child in his work, his keenness to perform well,
his response to fallure or poor performance af work and to
praise and encouragement, the degree of praise e required and
the degres of frustration~tolerance he possessed, that is, his
ebility to persist and continue with & task in the face of
difficulty or drawbacks, or despite sn unwillingness to do so0.




(4) Interpersonal Relationships. Aim - to discover the

nature of the child’s relationships with his teacher and class-
mates, specisl mote being token of timidity snd fesr, aggress-
iveness and attention-seeking behaviour, level of popularity,

loneliness, and attitude toward teacher.

Again, in each case, the writer sttempted to obtain
an independent evaluation of the teacher, her attitude toward

the c¢child and the research project.

The purpose of conducting an interview with the c¢child
was to establish his attitudes, mainly ﬁ@wara his parents,
siblings, peers, teacher, school and work. The information
obtained here, it was thought would be helpful in confirming or
giving & truer picture of the factis elieitéd in the %wo previous
interviews with the parents and teachers. A standard set of

questions was asked of each subject, as follows :

{1) what is the nicest thing thet hes ever happened to you?
{2) what is the worst thing thet has ever happened to you?
(3) Wwhat do you like most out of everything you know?

(ﬁ) What do you hate most out of everything you know?

(5)' who do you like most out of everyone you know?

{(6) wWwho do you hate most out of everyone you know?

(7) what do you think of school?

(8) what is your teacher like?

(9) What are the boys in your class 1ike?
{10) 'Tell me sbout your family?

{(11) Tell me about your f;iends?

. In addition, the test of School Attitudes used
at therchild‘auidanée Clinic was administered to each child.
This consisted of ten incomplete sentences which were read to
the ehil@ who had to complete them, the assumption being that
the child would project his own axtitudes into each»aituation.v




(1)

(2)

(3)

)

(5)
(6)

(7
(8)
(9)

(10)

ok -

one day, John went to school for the first time. When
he came home, he told hie Mother that the teacher had

EEEEE)

bne night,when.John went to bed he was very sad hecsuse
his school friend had eeeese

John 1ikea inost of the school subjects exXcepl essese He
hated this beCaUBe secees | |

One day the teacher shouted at John because seeese

In class one day John giggled a lot and the teacher .cecees
When John ceme home from school, his Mother said, “Do

| your homework and tidy ybur cupboard”, ¥Which 4id he do

first? -oo;oo. Why? .oo-;n |
When playtime cCame seeees ‘

When John's school report came, his parents sa8id seeese

'One day John asked his Father to help him with his home-

-

WOrks His fﬂ‘th,er 8814 ceeee o
John asked the teacher something in class, what did he
ask? wWhat did the other boys GO? eeeses

The results of all these interviews are presented at o

later stage.

4.

@

Tests of Concentration

Difficulties in the construction

First and foremost is the difficulty in definition of

the term. Can concentration be measured according to its

definition? Cen it be measured directly or only indirectly?

Is it at all possible to measure cgncentration,as & whole or

should one limit measurement to particular aspects or fields

of concentration, and if so, which aspects? As the manifesta-

tions of concentration and the variables differ so much from

one individusl to another, can one individual be compared with
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another on the basis of test performance? It may be gueried
too, whether the bassl capacity for concentration or the present
level should be tested, and whether one can svold the dependence
of the test performance upon other capacities. If level of
motivation is an important facet of concentration, how can this
be measured? h

If concentration implies susthined attention, atten-
tion over a long period of time, how is measurement of this to
be related to tests which are practicable to administer, from
the poiht of view of time? Is one to measure lack of concen-
tration in general, or leck of concentration for specific
topica? Should tests be administered ihdividually or to a
group of children and how closely should the material used in
the tests resemble that with which the child deals in tbe class—-
room and that whicﬁ will be found in the treining procedures?
As the idea of a test immediately implies conditions different
from those in which the child is normally, is it possible to
measure concentration as it will be under normal circeumstances,
in the home and classroom? And finally, what criteria may be
used to establish the validity of the tests - other tests which
have not been sufficiently validated, the judgment of the '
vparents or teaéhers, or scholastic attainment?

It must be stated bere thet in order to meet all
these difficulties, prolonged and very extensivevinvestigation
ahd research would be necessarye. The attempt has been made
here to devise tests of concéntration with s recognition at

least, if not s solution of, the difficulties involved.

(2) Preliminsry set of tesfs =~ description and rationale

‘ The measures postulated as tests of concentration are
enumersted below in the order in which they were administered.
The 11 Individusl Tests were :
(a) Arithmetic Addition Auditory Simple
(b) Arithmetic Addition Auditory Distraction



(= 86

e
P

‘(d)ﬁ*ﬁrithmetic Aﬁéitiﬁn vlsual akmple -

;ejyﬁﬁrxthmetic Addition Visual Distractiom
(£) Cera-Sorting |
(g) Enox Cubes . -
(n) Picturo-cord Exposure
(1) Digit Spen Nodification
() memory for Simple Pross . .
(&) Presentation-Sorting |
. The 5 Group Tests were :

-{é) 'Inairucti@msv'
| {b) ehecking 3 |
(e) A~ Test Visual
(a)~‘Eﬁ~mestgﬁﬁdi%@£y o
‘i(e)"Eeaaingzﬁﬁmp?@héagiﬁn;’

$Ina1vidua1 Tests ,

The four inaividaal Arithwetlc tests may be dealt

‘with @s‘a<gr¢up;;  Fiﬁsﬁ.ﬂfvﬂila-@hy'1$1Arlthm6%icrﬁdﬁitiﬂn
postulated as aztést.afﬁcbpcenmnaiiqﬁ?* ”Rapaperﬁl'glghﬁ) sald
| of the Arithmetic sub-test of the Wechsler Intelligence Scale

as follaws

‘Arlthmetic is consmderc& here a test of cone
 centration, bécause, o P356:t?e.%ﬁemsﬂﬁf“$¥#8-ﬁub4 -
test which s censis%wﬁfwthe four baéicwcéléﬁiae‘
j.tlaas, the subject -~ the average person of @ur L
- eivilization,must utilize 1atﬁerne‘af ari%hmetical
relations ingrained in himo Hﬁvmusﬁ reflect on

o and deliver the answers Lrom th@ faﬁterns_ thﬁt he 4

' @EEEBSSGSo Sueh facussxng upon aﬁterﬁally @r extern

vnally, actuﬁlly @r poﬁentlaliy existinglgatterns »

e ”Rapajport, De

Ops_gite, . 199«



to discover ana amena‘them‘191canéentration e

on this level the necessary arithmetic knowledge
is so ingrained that merely concentration comes

into pilay in delivering it to consciousncss.

This use of arithmetic as & test of concentration
seemed to.mgfit‘further inﬁestigaﬁien. The fouf aritkmetic
tests devised for'this piece of research consist of simple
Addition sumé, the answers to which may be fairly esasily realized
by the subject, provided that he concentrates on the task.
Particuler stimuli are presented to %he:su%ject who must listen
or JOQk.carefullf, selecting only these 8timuli and excluding

8ll irrelevant ones, .he must sele¢t carefully and his attention

~must be directed and sustained. The znswer to the sum cannot

- be achieved by & mere repetition of the digits, and reflection

on the stimuli chosen is required, Although, according to

~ Rapaport, the presence of time-pressure @iways emphasizes the g

'rgle'nf=concehtration it was decided to exclude & time-limit

in order to facilitate comparison of the four tests with one
another, Thusfthﬁ'sﬁbjeet is allowed as much time as he

desires but the time taken for each sum and the total time is 7
,reﬁorﬂeﬁ. concentration is thus measured imdirectly,iinleither
the visual or suditory sphere, by means of the asccuracy, that ‘

is, the number of sums earrect,vand tha»sﬁeeﬁ, th@t»is, the time

ftaken; The task is~cnnéidered to demand a high aégreévof

concentration.

‘according 40 the norms of the‘Schalasti¢ Tests‘used
in the Child Guidence Clinic, the addition sums of which are
simiiafkte those presentea in<tﬁe-tests, a.chil&.ﬁgeﬁ 8 years
and 8 months at the end of his second term in Standar&‘i, should
be able to cbmplete accurately eighteen sums in'£ive mihutes,
None of the subjects Who took part inm the‘éxperiﬁent‘praper
bbtaineé results significantly lower thaﬁ1this.level, although
quite a few did sﬁbw:r93u1§s5Bignificantlyzhighe?@ ' ThuS'tﬁe
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minimglsa?ijh@etiqéi abiliﬁy,%as'§resegt in all the subjects.
*Ths‘wﬁﬁﬂirépgé_ﬁf_aﬁility is rocognized oS o poseible objection
to the use of srithmetic as a test ofzéomcentratipéﬂfgr.iﬁ:may
be argued thiat those with better Arithuetical ability will
,performqmaréwéueeessfugiy‘ﬁnlﬁhe test;,Jhéﬁever,v%hevﬂiffieula
 ties inm %hé"way of selecﬁi@a@f‘@ubjec%s;ﬁh059 aehié#émen£.ia
‘Aritnmetic»wésfaampara%le:am@ who aléé‘p@sseéseﬁ ell the other
an;itieé-néceéséry‘ﬁer5selection waréiinnﬁme@ablé aﬁa‘iﬁsurwi

mountable. Therefore the Arithmetic. tests are iné&u&ed-aﬁ'”

o tests of concentratlmn, but 4t is rec@gn;zea that it is prebably

_not only ability to voncantraie that aetermines perfermamee.{r
:' S o much for the g@neral ratienale.  Four Arithmetic
teats were choaen because it seemeﬁ @esirable to test powers
of concentratlan in the visual and auditary spheres, that is;

concentrat1en when lookimg at and list@ning te s@me ﬂtimulus.

| .In adaitian, it was cansiiere& uﬁeh”f in‘certaln of the tests
to preaenn aeflniue~distractang~eleﬁ@n%sg'for'%mﬁiability to

E perform in the yreseﬁce ef ané in spite of dlstracting infiven-
Vces‘ia.cnnsiderea,ex$epemely relevant snd one aspeet of the
bowéb o% @éncentﬁatibn;' There follaws & ﬁescriptmon of each

Arithmatic uest of ccncentrati@n.

¥

Amthmcsticaﬁditing.uditor  _Simple

{g;

~ Description : 18 a&ﬁitib&dsﬁms g&ch‘hazinéfziﬁigitégwhich 
"fthe,eiéminerfreédﬁﬂat,én even rﬁﬁéw@f;§ﬁé.d@gig‘@er
:‘ﬂ3336ﬂ&~%@ the s&bﬁe@tm. If repetition of the digits is
necessary the item is considersd a failure. Score, which
is the mumberéof sums correct and. the totel time token
far the sums, reflects the lmval of auditery ccncemtra-

tion.
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E ngaﬁinﬁr SEYS 12 I am going to read some Sl’iﬁi‘t adGition:

..sums té you and you .have %o add the numbers correctly as
_fast ae yeu cens.  You.will be able ta'ﬂﬁ'ﬁhe sums in

our hﬁad and I want you to tell me the answers s soon

aa y0u\know thems. gﬁeaﬂya¢@,

() 6+39+5 | (o) 9+3+8.

(2) 6ekes - {11) 7+3+3

(3) 3+7+5 | (32) 7+847

{#) 3+54+9 . - | (33) 5+745

(5) b+5e3 ) (k) 6+ 7+3

{(6) 3444+ 8 | - (359»',5fﬁ b ek

(&) 3+6%8 AN b+8s7

9 54945 @8 Te9ehs -

) :,‘Ari%hmefkie ,Additi@n,,ﬂudiﬁbrf'; iﬂﬁ&r&gtﬁm |

Bescnﬁption % addition sumse each haVing 3 digits which

“the examiner reads to the subject, each digit being

- geparated from the other by simple guestions and camments
which are‘aﬂswmeﬂftamaerve~as:ﬂiﬁtrﬁcﬁaans\ﬁrom the real
task. | Score is tha number of  sums correct ana the time
taken for each &um a8 measurea from the saging of the

' last word in the sum to the giving of the answer.

'ﬂancentratian.in‘themauﬁifmry gphere with t@ai§fesenca

g bf‘diatraeting's%imuli'ia.measure& neré@"'ii'is*true;
that the distracting stimuli are mgre or less forced upon
the subaect for there are many qnestiona, for € xample,

- which he has to answer@-and‘these,atimuli\were specislly
included in order to dvaw attention away from the real
taé&; However; the in&ivﬂdﬁai-with‘baﬁter poﬁera of
cencentration will be_&EssuﬁiStragtedﬁandfwill be able
to hold in mind more easily the nature of the task,

that is,y ‘thsteke note of the digi%s.meﬁtieﬂed; tofregard
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all other stimuli as irrelevant and worthy only of
slight attention, and to arrive at a correct asnswer
40 the sum as socn as possible. In sddition, the
child whose powers of concentration are poor and who

. ic easily distrected, will, it is assumed, have to
wait until the end to add the digits and obtain an
answer, wheress he who can concentrate will be able
to add the digite cumulatively as they are presented.

~ Thus level of concentration will be reflected not only
in-the,aceuracy but also in the spesdvnf performance.
It is probable too that memory plays a part for the
subject may have to remember the pumbersroer‘a period
of time until the end of the»sum; however, memory and
concentration are, in any case, closely related and
the.rale of memory in this<teat is considered to be in-
significant compared with that of concentration.. The
number of sums had to be limited ‘beceuse of the

- practical difficuliy of time,

Examiner says ¢ Now I am going to read some numbers

~a—

to you and I want‘yOu to add them correctly ss fast
as you cans Buﬁ I wont say the numbers one after the
other; 1 shall ask you other Qnestibns and say other
things inbetwéen'each number and if I ask you any
questions you must answer them immediately. (Examiner

demonstrates with the following example -

3 What's your nsme? «ses 4 Where do youvstéy? ;;.‘2 How
old are you? - Answer is 6, becsuse 3 and 1 and 2 make 6)e
”'Thsre wili be 5.sumé-a1£ogether and when'I‘tgll you

to give me the answer, you must give it to me as soon

a8 you can. Do you undeprstand? Realy eee



(1)

(2)

(3)

()

(5)

Row give me the answer. .
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N@W §§§§§ what’alass'are‘you in? .Q; I see. what's your
'teachef’a name? ose 3 ﬂhét:colour are your pants? .ee
This is really easy, is'nt it? ... 5 Have you any
brcthefs or s8isters? eee HdW‘many? ;..‘I bet yoa’ré never
naughty at Home. "4 Do you stoy near here? ... pid you
come by train or hy bus? eee

Now, if ¥ou can, “tell me the SNEWET .

‘Do you lik& spinaeh? cos P0p~eye ate avlct @f'it, aian*t

he? sue u Ara you wearing & jersey? oo You're d@ing

fine so far.- De you think childran Shﬂuld read comies?

s 7  How many ehllﬂren are there in your class? Now
Ie$‘a,go,on. Do you find these questlons eaay? eee 3
I*m'going to ask‘ycu & riddle now. ‘What are girls always
looklng for butb hoping they'll navar BEOT ene Laaders in
their stockings.

Do you lﬁ.‘ké'mitm:xetic?‘ +es Do you like going swimning?
«»» 8 Which beach do you go to in summer? I see. §
I’veﬂgat.a,gbod.jﬂka for you nows Do you know the story
of the rotten egg? It*s stale. § Do you like going
t0 school? ... Well, some boys do and others don't.
Now, 4if you can, tell.me the aNsSwers

How maﬁy moﬁths’are'there in a yéar? ]”Db yoﬁ fhink"

Arithmetic should be tanght in schools? ...qg Little

AJack florner sat in a corner. Do you knaw the neoxt iing,

.yes Or no? eee & DO you think all thie is very babyish?

+eos 0Oh, well, next number coming up now Q“ Did you
know thot an e¢lephant never, ever forgets? sse

How give me the answer.

‘Do you know my neme? ess 7 We're off again now end not

much further to go. 5 She sells sea shells on the sea~
shore. Wow, that's difficult to say. Have you ever;
tried to say it? ... & 1 hope you enjoyed sll this -

we've finished it now- Now give me the answer.
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E 18, aédition sums each hav1ug digats, set

~wait‘;m-m on & sheet of paper which is. presentea to the subaect.

' Score, which is the number of sums correct snd the Latal

mime.taken.ferithe;sumsﬁ mefleets_thelievel-@fcifsual 3"\

“concentrations . Exéwiner: starts timing from when the

'p&@é@fﬁﬁxhanﬁéﬁ'Duﬁﬂﬁndithﬁfsuﬁj@ctﬁfﬁrstﬂlﬁckézat‘it,to

the point where he starts to write down the firet answer;

'timing is ?eﬁumed from when the subject finishes wrltang
 d0wn %he flrst anawer t@ the point of starting t@ write

down the second answer,. amd 80 an. _ In buth the Visual

ané Audztory Simple tests, distractieaﬁ of an “interﬂal”

~na$ure-may.occur, thaﬁ»isw disxracxmonnwi%hinuthe iadxﬁ

"vidual‘s minﬁ, for no deliberate extﬁrnal distracting
stlmuli are presented, £8 1n the Audit@ry and‘visual
,Eistractien testss | S

+ Hore is a sheet with some short é&ﬁi%ihn

.sumé‘bniiﬁ% Y@u will he able t6 do the sums 1m y@ur head§

and I want yeu to add correctly as fast as_yau c*w. Write

‘yeur answam cleafly next t@ e&ch sum ana work fram 1eft

3

to right,.- Reaay ...* IR - ;  RN

ot W P . 2 P A A P O

 " Be6abe 0 sapiga
CTaekase . hurasa
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(a)

Examiner says : Here is a sheet with some short addition

- words on the paper, and you have to add correctly as fast

- as you cane. You will be gble to do the sums in your head.

Arithmetic Addition Visugl Distraction

‘Descri;ﬁion‘:‘nla addition sums, each having 3 digits,

presented to the subject on a shéet‘bf‘paper which is'

.coverédwwith:cartoonslike skétches,‘verhal‘camments'and

other ‘miscellancous dooBles. Score is the number of

sums ebrrectjand the time'takén for each sumy this being }
1

recorded in the same manner as for the Vieual Simple'testr

‘Concentration in the visual sphere with the presence of

distracting stimuli is measured here, being reflected
inﬂirectly'in the accuracy and speed of perfnrmanees In
this test, delibera%e‘visué1~distraating stimuli are
presented to which-thé subje@t mey @ither attend or not'
gnd which he may either disregard and exciude or not.

The teét is based on one devised by Ruggles, which is
described by Gronbach® (1949) as * ... @ test of self-
control, requiring the pupil to work in the presence bf
attractive digtractiohs”, It is noteworthy that this is
charaeteriZed‘as a test of self-control and is included
by~cfonbach in his section - aMeasures Of Persistehee-
and Endurence”» Strength of motivation and ability to
persist;’ importantjfactors in concentration, must surely

play a part in this test.

sums. on it and sleo lots of 1little pictures and other

Write your answers clearly next to each sum and work from

1eft to right. Ready eee

{See next page for illustiation of test)

1,

’G.P'D'n‘bﬁCh, Liede “‘JO‘ o Cito 3 PP 14-19 - u20.
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ARITHUETIC ADDITION VISUAL DISTRACTION

:3__:‘3“” hére-. | |
' 945¢3= . 111_‘( N
ST e e o e @ma\\\,,g-rs'rq

Reter ?nrper' '}'-"ied

PTIVN g When 0T Qo2 O NO) i

" § Could YOU :_._'-
k%
3t5+6= +. —»g_,%*? s Piok

m"‘”a Calb paagws ot 8+ 3+7]-=
X
e -"*‘!‘\"\"(‘e( é ALSO —\O\OX

(LN

7+ +G- omm(‘sfrsl" AVGU",1 5+3+8-
A Hot —
i—ﬁ-ﬁgmh aities S S

f'n
ﬁ L+ ,fﬁ‘ NZ 8+l++'7
weRrs ('SK(«HX,'L‘ O. fdo
o onkee SERERED A B Sh

- B16+3= (fl: SK‘n';\;;q “a %QH“NK
: ﬁﬁmﬂ hﬁmﬁ \Sp"%aé'@g% * XX XxXTowar
X x X n x)v@* :




| | FThﬁee-@%hﬁr-of'théﬂindiViﬁual tests are memory items
Tbut are nevertheless ineluded in the attempt to test concentra-
tion far the following TEasSON -~ concentration and Femory are so
vclosely relatea in the sense that the former leads to the latter
20 that a test of kemeny may: serve as & test of Concentration.
This relationship between Cencentration and mam@ry has alraeady
 been discussed. One may note here Williem Jameél (189@)

statement th&t widn an ‘object encc att@ﬁded to will remain in

‘ﬁ?lst onﬁ inattentively allowed %o pass will leave

no trace behind & James actuany‘says that the imﬂedlate
‘effects of At%emtlon are to make one perceive, conceive,. éistinnV

goish- and rcmcmbcr hctter than one ath@rW1sa could and that

A%tentzmn;alaomshqrtens_$he-reaet¢@n#timex Thuﬁ;;an the
'writer’s apiﬁién,~any %esﬁvfhﬁ% iﬁvﬁlveé'&ny one @f theae'i,
abilitléa to a marked-degree, should involve the pawer of
attention or c@ncentratlon to a great extent a8 well. &emory
'invalveg the processes of assimilatinn, retcntlﬁn'and repraduc—
‘.tion and@ in the wrlter s opinion; Goncentraticn is important
:* in the proeesses Of asslmilatlan amﬁ reproductlnn, -

. =,

 £€)' fﬁem0§¥ fer Sentences o | g ""_'"y

gBescription ﬁh A sub«teet of the )ifferemtial Scholaatic

'Tests used ut the Child Guidance Clinie consistlng of 35

to ‘the Sﬁbdeét who " has ta repeat-each one’ ex&ntly. ﬁny |
emlaS1@na or auhstitutions are counted as errors. ‘Scbre )
:is the number of sentences cerreetly repeated anﬂ this is i
assumea ta he an ;ﬁdzrecﬁ MOASRre ef‘th@ pow&r of auditory.
 e@nceﬂtra%iana 1% is recognizea uhﬁ% perfarmance on thisJ
test depends also upon capacity for remembermng and th&t
-this method cannot be said to glve e pure measure mf
ceneentratzan. Howevar, as alreaﬂy eXplainad, comcentra«
tion 1s so clnsely related to memory that it may be thet i

*Yenory f@r Semtences will serve @s a test of conaentra»

1. James, W

0 s Citt # Pe ’4270 ) o ' \ 7 j
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tion, differentisting between lesser and higher degrees
of conceﬁtration. Concentration is necesssry in that
the individual must direct and sustain his attention in
order for memory to function; thus the content that is
~absorbed will depend on the degreé of concentration, as’
will reproduction of the content, A possible.objection
to the test is that the concentration is for short periods
of time,vending with the end of each sentence and starting
afresh with the reading of another. However, motivation
and persistenée are neeeséary for the test is lengthy and
the items increase in dirfficulty. It is suggested that
the concentration called for here approximates that
necessary in the classroom when the teacher gives a lesson,
tells tﬁe child something and asks him to repeat that
fact; 1if he has not been concentrating, if irrelevant
- stimull have not been excluded, he will be unable to
repeat the Tact for it has not been assimilated, it has

passed unnoticed.

Exeminer says : I want you to 1isten to the sentences 1
say and to repeat each one exactly after me. (Exeminep

continues until child fails on five consecutive sentences)s

(1) I have a big car.

(2) In winter it rains a lot.

(3) The boy sits on the chair.

(4) We 1like to go to the park.

{5) His cat plays with the new ball.

(6) My friend Wwas here tcday, he likes to play with me.
(7) He wants to go for a ride on his big tricycle.

{8} wWhen the bell rings, the children-must go out to play.

(9) Mary is going to look for her new penny.
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{(10) She wants to go for a walk with her little doll.
(11) John brought a strong wheel for his father's motor car.
(12) Fred hes no time to help me with my broken spade.
(13) James asked his mother to come with him to the shop..
{14} Jeck likes to sail his small boat when he has a bath.
(15) Tom always has a nice time playing with his friend.
(16} They were helping their mother they‘earrie& some plants.
{17) Ve céh now begin to play our game, please give us the ball
(18) George enjoyed himself at the pérty, he had. sweets. to eat.
{19} It was raining hard and so he put»eﬁ.his‘coat and hat.
(20) James has lost his pretty new baell he played with it all
day.
{(21) . Jane. asked her Mother to show her how to make a dress for.
-her doll. .
(22) John called his brother to tell him to kill the sngke in
‘the garden. . . T
{23) _ Robert has made a strong model out of soft wood with his
new tools.
(24) Betty will buy & white kitchen stove with the money she
’”saved. _
{(25) His son has dug a very deep hole in the sand with his
long spade, »
{26) 1% has been a beautiful sunny day, this afternoon we
went for a bathe in the dam.
{(27) ~EBaorly in the merning thé birds sang werrily in the trees
because they were happys
(23) | Ivexpect you tomorrow, Tom, please come early becsuse we
lesve at once after breskfaste’ o
(29) ‘We had a very fair voyage until we arrived in sight of
the most dangerous roeks. ' |
(30) They had eaten their dinner and they intended to sit at
the door for an hour or two. ‘
(31) All my fowls have everything they want, said the farmér,
they have plenty of good food, fresh air and sunshine.
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_ Memory for Simple Prose

Y e D8 -

John was too naughty ab bfeakfaS%ylh@fgfumbled because
‘his porridge wes too salty; then he said the bread was-
too ary.. v - | S Y
'@hen'he¢reachﬁé the cottage; it was shut up snugly for
the night but the people were getting very auxious. *
' The dog seemed to understand what his master seid and at
‘once slackened his pace, keeping close beside the man.
one very hot afternoon after o good dinner of fish, he

was' dezing there when’ he was disturbeds B

Descriiticnyi A short passege which tha ¢hild hes to read

‘silently, then relating-all that he¢ has reald that»he con

remepbers’  Score is the number of fscts correctly remem=

'7.>-bered@'?~whis:is‘a testraf‘viaualwéonééntrami@n& ths

.prneesses inve1veé e@ﬁrespan&ing5with tﬂQsé'acting when

*thefchild hasewé readsar§assage*£ilenﬁiy'in class and then

answer Qﬁestlens on it or learn its contents This abili-

1y is essential in the 1e@rning of the “content”™ subjects

and -in' the comprehension of read;ng:matgraa@‘ :whe-difﬁer—

R

- ence between a mechanical ?Eading'of words snd a meaning~

' ful cemprehension anﬁwretemtien of what is resad has already

been "desgribed.. 1% is 411 too easy for &aymdreamlng or

> %agkhef cancenﬁfati@q,to,oecur in reading, manifesting

iiﬁélf»inzﬁherinaﬁility to sustain end divect attention
and te exclude 1rrelevan% shimali. Level of ﬁotivation
slso is 1mportant in determining whoether the passage will

be read in a mechanical 1nattcntive and haphazard manner

or whether it will be read carefully and wiﬁh_concentrau"
 tion. The test is & subetest of %hs;S%anfaréﬁBinetv

'flhtelligéncé“?est fbuﬁd'at'%he~teneyea?uie?éi@ © As with

the ‘Memory for Sentonces® test, it may”be‘said,ﬁhat'the

.test,alé@ measnr&sgmemorég and as with the Arithmetic

tests, it may be argued that pé@farmance‘cnfthis~ﬁest‘5



" of sttention, rather than of memOry. The test es used

-ﬁepends at least in part upon reading ability._

Exsminer says : I am going fo show you & carﬁhwith a short

_stgry‘writtengon‘it@ i want you to‘rea@vit through once
'té_yaurself,‘jusﬁ,@ncﬁ.ana theﬁ,put it down. {After
reading the passage, the subject is asked to relate what
hé:has»read; memcriesvawe‘scﬁrad»atcoraiﬁg to the sec~
$ions marked in the passage belew@q |
Johannesburg, Sth September
,/A.fimq/last\nighﬁﬂbﬁzned/some,hﬂuéeﬁf
,/near~tﬁe:centra/@f'thﬁ'éitws/lt %@ok 
%@me %imq/to‘put=itv@ut;/ﬁhe'loss/. : 'i ;
/ﬁas FifLy thousaﬁd/ymundq/ané 13/
_ /famaliea/lest their h@mea./zn ﬁaVle/
, /a girl/who was asleep/in be@/ &

fireman/was burned/on. the handa/

Digit Spen Modification

Description 3 8 series of digits, each of which the

axaminéy,reads to the subjects at the rate of one digit
per second, the subject having to repeat aliuihe.nnmhers,
Teﬁd whieh were bigger than tEE‘nﬁmberAfivegf The test

is based upon the Dlgit Span s B sub—test of the Wechsler-
Bellevue In$el1igence Scales Rapapert {(1945) deseribes -
the test, on the basis of his clinical resulis, as a test

|
hereliswm@difieﬁfﬁysmak&ng it necéssanyufpr~tﬁe subject to

discriminate between the digits snd to select certain of

.

Repaport, D.

the digits and not others = thus performance should be }

ops cites pe 179 S | |




mm'e dépen@em on’ aﬁﬁitc’z’y concentration ‘thanéz :a’nr attention.,
Seore is the zmm‘ber of digits correctly repeatels. The | .
subject has $o listen camfully and keep in mind the
nature of the’ task, makirxg the. - ‘orrect discx-iminationn and
exeluding certaln numbers.

Exeminer says :+ I sm going fo say some mumbers.. Some.of

. $hem will be bigger than the number 5, others will be
;smaﬁlierg; When I have finished saymg them, I want you

number 5. ,mg«r; example, if I say 6~2\-8, - you 1must say only |

to repeat to me only the numbers which are bigger than the 1

the numbers 6 and 8, becsuse only. those two numbers are

bigger then 5. . Do you understand? Redy? see

a 1-7= 9

(2) 6~bh w7 3.

5) 5-6sho2

() 8-3-6-7~5-1

(5) 3=7~9-248=6

L {6) Bw2e9elebe-3-8 | |
(0 a-3e-besezekeies R
(8) 6«-1-14 3 - 57 =2wl=5 | ‘ |

_Pictum-ﬁar@ {,ii“asura, -

i'eacri tion_ . A card with ?o pictures of obasc‘i;s is .
presented for 30 secmnds to the subjett. who: 18, told tha‘i;

-~ at the end of that period he will be asked to state all
the. objects on the card that begin jw:‘ith a particulsr
letter of the alphabet, for example Ce . Thed card is
plaxmed 80 that 10 @bgects should begin with that letter.

_Thus the score is the Wbe@ of '”:1?‘3‘%;’1"‘25; correctly remem=
bereds Porformance on this test depends upon memorys.
keen ‘viéual observationanﬁ discrimination and cencentra-
tion.. James® aexplana:tmn that one of ﬁhe -ef£ec%s of

eoncentration is to distingnish. ané to remember has



(1)

(1)
'; (2)

- Y01 -

already bsen referréd to. - Concentration in the visusl
sphere is necessary here, for the subject, under pressure
of a time-limit,must direct his attention to specific
atimull and selegt out of a large number only that group
which is relevant, keeping in mind the criterion of rele~
v@ncy'gf the stimali. ,

Examiner says : I am going to show you & card with a lot

of pictures drawn on it. ~ When I take it away I want you
to tell me what the things were on the card that began with
the letter ¢, like cucumber. Ready. .

(See next page for illustration of test)

Knox gubes

Degcription : Examiner places 4 one-inch cubes in front

of the “subject in a straight line amd taps them in a
certain order with & fifth,cube, The subject then has |
ﬁnftap'the'cﬂbés-in‘exactly the same orders There are
10 series of pfeseﬁtétion altogether and the score is the
putiber of seriés correctly performed. Here performance
is dependent on memory, visual perception, discrimination
and concentration.  The subject has to watéhfvery cares= .
fully what the examiner does in order to recsll ihe
correct order of tapping the cubes. The slightest shift
of nttention or iessening‘of-coneenﬁration and inclusion
of other stimuli or failure in discrimination will result
in incorrect performence. This test is based on the
sub-test of the seme name in the Stanford-Binet Intelli-
gence Scale. |

't I want you to tep these little blocks in

Exominer say
exactly the same way as I do, oo watch me end then you do

it for me.

1-2-3<b
1-2-3=h«2






(3)
(L)
(5)
(6)
(7)
(8)
(9)
(10)

(3)
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CardeSorting

Deseription A set of 100 2-inch cards, divided into-4
groups of 25 cards each on the basis of 4 aifferent inserip-
tions on the cards - WL420L, V420L, W2204 and V22QL. These
are presented to the subject in a standard, well-shuffiled
order with the instruction to sort them as quickly and as
carefully as possible into the four separate groups. A
time~-1imit of 3 minutes is imposed. Thus, lack of concen-
tration will manifest itself in the accuracy of sorting,
that is, the number of errors. The subject must employ
visual concentration in order to observe-carefully and
differentiate between the cards, the distinguishing features
of which are very similar to one another; the nature of the
task must bhe kept clearly 1b mind. The test is similar to
the 'Laundry-Sorting' Test used by the National Institute

of Industrial Psychology. The weskness of this method lies

'in its partial dependence upon the menipulative dexterity

of the individual.

Examiner says : Here are 100 cards, all mixed up. 25 have
w4204 written on each of them, 25 have V4204, 25 have

w2204 and 25 have V2204 written on each of them. I want
you to sort them as qﬁickiy and as carefully as you can
into 4 groups ~ all those of the same kind must be put in
one pile. So you will have L4 piles altogether at the end,

-1 pile for each kind. (Examiner demonstrates with 4 cards)

Do you understandl +.s Keady e



{x)

mcéehﬁ%rilé by means Of a tachistoscope~type apparatus.

These cards are inscribed in thfee different ways sdd the -
éuﬁj&afs résﬁoﬁae‘will differ sccording to the inseription
bnhﬁhefcarﬁ_- thia'résponse ia to pot 2 blank‘canﬁ in one
efwthréeibBXes;.éiiher the middle,left or right one.
saaﬁe is the»nﬁmbeﬁ of eorrect resporses made or the number
of errors, and~the~teét attempts to measure'viﬁual concen=
tratiﬂn.»' Bemory, ragidvana keen observation snd discrimie
nation are £ll important fectorse goncentration must be
asctive and attention well~directed asvd sustained the whole -
time in order %o ensure correct selection of response and
eclarity of the visual perception and in order t6 svoid
confusion. The test is similar to those weasures using a
tachigtoscope wbich»ﬁhipplel {1324) describes; however,
the task is more complicated for the subject hag not merely
to obgerve each card carefully anﬁgr&eali it31iﬁéériptian
hui»aiﬂafto aistinguish‘hetween & nuuwber. of rea@anaesvtaat
may be made, thus reléting inﬁeriptiﬁn O responsts

Earleg {1931) raises the objection that the instan taneous
expostres of the tachistoscope are not sufficiently like
the practicel @raaeéures of everyday life to gIVe ‘much

help in problems arising ocut of these.

'Egaminerfaaxa»; I'amfgoing to show you some cerds threugh

this little window. Each card will have either a letter
and a number, 2 letters or 2 numbers written om it. Here

are some plain white cerds in front of youv.  Hech time

1, Heousl Of Mentel and Physical Tests, Part I.

2+ Barle, Fe.¥. "Tegts of Distributed Attentian“
' ?01; 21, 1931, pDs 215 - 2u1.
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I shoﬁ you a card with 2 letters of the alphabet oOn it, |
like A snd B, you must put a white card into the box on the
left; if I show you a card with 2 numbers on it, like 3

and 6, you must put a white card into the middle box, and

if I show you a cerd with 2 letter and a pumber on it,

1ike H and L4, you must put a white card into'the box on

the right. (Examiner demonstrates with a number of cards).

. |
Do you understand? «.. Resdy eee

Material : Tachistoscope sappsratus, 20 white 2-inch cards
numbered on the back to aid scoring, 3 square cardboard box-

es snd 20 white 2-inch cards inscribed in the following way:

(1) (11) T
(2) 63 (12) Y2
(3) 11 (13) 43
(4) Ry (14) RJ
(5). 25 (15) D2
(6) K © (16) N8
(7) B2 (17) 1T
(8) &y . (18) 6
(9) 59 (19) @7
(10) A7 {20) HS

In scoring, the blank cards which the subject sorts have
been numbered on the back, so that a mark is given for each

card in the boxes as below @
Left box: Card number 1 3 6 11 14 17 20 - 2 letters

Middle box:Card number 2 5 8 9 13 =2 numberé
Right box :Card number 4 7 10 12 15 16 18 19 = a

letter and a number.
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group Tests

Ideally; the group tests of concentration should
correspond to those that are administered individually.in ofder
that pefforﬁance can be compared in both cases. However; this
involves so manv.variationa that the number of tests would ﬁave
been far too'numerbus for this piece of research. Thérefore'ﬁ
tests were chosen which would be easy to asdminister in a group
and which would attempt to‘heasure ébhcentration, Although %
group tests may approximate more closely the clsss«room conditions
in which the c¢hild is normelly, the writer considered it more i
important to have more individual tests because if the results |
of thevresearch should prove worthy of application, it would be
probably to individusl children who were referred to the Clinic,
and not to a group. In each of the group tests, external distrac

tions from persons around one may be particularly dominant.

(a) Instructions Visusal

Description : 10 statements presented to the subject
visually on a sheet of paper, each of which has to be read
carefully and comprehended if the subject is to perform
correctly the instruction contained in the statement. The
items call for simple reasoning which is within the sub ject's
ability provided that he concentrates. He should not find
the statements dirficult to read but will understand the
instruction only if he suppresses all irrelevant meanings
and responses to the words. The conqentratioanalled for
here is that necessary in feading when the subject must

not merely read and artiéulate words mecﬁanicglly bﬁt also
respond according to his comprehension of the material resd.
A time=-limit of 3 minutes is given so ﬁhat all subjécta

can begin and end at the same time, the administration
therefore being identical for everyone. Ability to con~

centra;e is therefore reflected in the number of items
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completed snd in the accuracy of performance. The test
is a sub=test of the Columbian Mental Tests described by
Ballerd> (1934 ).

Examiner says : The sheet in front of you has some
sentences written on it. Each sentence you read will

tell you to do something with your pencil on the paper.

Do this in the empty space after each sentence, for example,
1f you sre told to write 1 2 3 4 5, then you must do that.
If there is somthing that you cannot 4o, leave it out and
go on to the next sentence. Write clearly and go on till

I tell you t0 stop. Do you understand? ..e Ready eee

(1) If a square is rounder than a circle, drew a circle in a
square; 4if not, draw & sguare ip a circle.

(é) Make a circle. In it put a W; outside on the right put
a T, and on the left of the circle put a Ce

(3) write the capitals XYZ in a row. If eight is less than
three, cross-out Z;  if not, draw a line under X.

(4) ©Draw three crosses in s row.  Join the first with the
last by a line which passes sbove the middle one.‘

(5) ©Draw side by side a triangle, a circle and a square. in
the triesngle put the letter T, in the circle put nothing,
and in the square put any number that is the wrong answer
to the sum two times four.

(6) There are seven boys and twelve girls in a room. If
there are more boys than girls, write boys on the line
below, but if there are more girls than boys, write girls
on the line below. |

1. Group Tests of Intelll ences ps LOU.




(7)

(8)

(9)

(10)

(v)
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Below are three lines. If the middle 1line is the longest,
put a cross after the last llne. If the last line is the
longest, put a cross after the first line. If the first
line is the longest, put a circle in front of the middle

11ne.

Draw a square unless there are more days in the week than

there are weeks in a month, lo which case draw a circle.

Write down the number of letters in the fourth word in
this sentence. unless a cow is bigger than.a rat, in which

case write the word 'Rat’.

If you would rather bave a pound than a 11£tle stone,
don't put a line under pound, but if you would rather have

a pound than a pencil, put a line under stone.

pound ) stone

Checking

TN

Description : 42 items presented to the subject visually
on a sheet of paper, the subject having to check each one
and mark those in which efrors are found. The items have
been constructed so that 21 of them contain errors. The
test is based on the Clerical "Checking Test", a sub=test
of Group Test 25 of the National Institute of Industrial
Paychology. Accurate performance on this test necessi-
tates very close and sustalned visual observation ip order

to perceive errors. As the perception of similarities
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and differences may be said to depend upon concentration,
thus concentration méy be measured here by means of the
gcecuracy and speed of the perception or 6bservation. Thus
the score is the number snd sccuracy of the items completed
within s time-limit of 3 minutes. Memory does not enter
"here as the items of the test are constantly in view, and no
special knowledge is required in order to interpret the

object of the attention.

Examiner says ¢ The sheet in front of you has 3 columns.

The name and numbers in Column I have been copied over into
Column II but some mistakes have been made in the re-copying.
There can be mistakes in any of the names, numbers or titles.
Look at the first two lines which have been Gone as examples
for you. (Examiner explains these to the squects).- Put

a cross next to each line in Column III if you find a mig-
take, and a tick or correct sign if it is quite right. Go
on working until I tell you to stop. Do you understand?

XX ’Ready eee

(See next page for illustration of test).

A-Test Visual and E-Test Auditory may be considered fogether.
These are the cancellation tests which Pillsbury® (1908) regards
as the most satisfactory of his first category of tests.

Whipple2 (1924 ) states that the cancellation test is a continuous
task assigned under such conditions that maximal attention is
demanded for the best work and that any reduction of—attention is
reflected directly in the speed or accuracy of the work. It was
this rationsgle for the test given by Whipple that resulted in

its inclusion in the battery as a method of measuring concentra-

tion. Here the subject must hold in attention the problem

1. PilleurY"w‘B. O‘Eo ci&- » pp. 87 -~ 88,
24 Whipple, G.M. Ops cit., p. 309.
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COLUMN
COLUMY T COLUMN _ II 11T
' £. 8. 4, £. 8, 4,

Migs Mary Lewis ... 5o 2. 5. | Miss Mery Lewis .o 54 2¢ B [sevess

MEe To BOOK ae oas 6. 2. | MPS. To BOOK o0 .., Be Zufosvees
(1) Mr. Tom Roberts <.+ 12. 2. 5. | Mr, Tom Roberts oo 12, 2, 5¢f+e¥eess
(2) Mrs. BeSe Bon o ess 43,18, 23| Mrs, B.S. Ben . ... 43,18, 2. %....
(3) Ur. Harvey «s o oeo Be To | Urs, HACVEY oo o ooe Be TaleBouens
(4) 1iss K. Davis « +oo 3. 5, OF| Uiss K. Davies o ove 5. 5, 0X.%....
(5) ¥r. Aarold Dixon .« 127,19, 7, | Mr, Herold Dixon . 127.19, 7.|.Xle...
(6) Mr. Snitcher .. ... 2, 6.] 1r, Snitcher .. ... 24 6oloures
(7) Urs, Velentine . ... 59.19, 03| lrs. Velentine ... 59, 9, 2.].%....
(8) Miss A, HoN8D + see 8. 6, 8. Miss A HcNob « eve 8. 64 84leMesss
(9) ¥rs. T. Herne . ... 122. 8, 33| Mrs. T. Herne . ..., 122. 8 33[.%....
(10) 1rs, Belindm . ... 7. 2.| Mrs, Belinda . ... 70 2] %0,
(11) Mr. S. Higson . eee. 10, O.| Hrs. 8. Higson ,.. 10, OufeFioess
(12) ¥r. M. Stephen , ... 344,17, 4.} Yr. M. Stephan ... 544,17, 4.{.%....
(13) 1ies Browh .. o ees 11. 9, 3.} Miss Brovn .. ... 1l. 9, 3, .\{.
(14) Mr. Johnson . « e.. 1. 0. 9% Mr, Johnson . ... 1. o, 9% ..V./....
(15) ¥r. K. Holmes .+ «eo 18, 2.{ Mr. K. Holmes . ... 18, 2, ..‘{...
(16) up, Will Smythe ... 26, 5. 2, Mr. 7Will Smithe .u. 260 5. ZuleZuees
(17) Urs. HH. Hell  eee 2. 7. 8. Mra, HoM. H&ll  eee 2. 70 8o)edlenes
(18) Miss. B. Dome e 13..4, 3.| Miss B, Dome ... 13, 3, 4.|.%....
(19) tirs Sidney Harper ..  5.15. 13 1r. Sidney Herper ..  5.15. 13|.77...
(20) Lody Lewes e oee OB, 6. 5.| Lody Lowes oo eee 96, 64 5uledfeeen
(21) Miss Tomkins « ees 17, 3. O.| Miss Tomking « eee 17, Bs Oleteeee.
(22) Mrs. XK.R. Hutchins . 3. 0 | lrs, K.R. Hutchins . 3. O, ‘/
(23) 1r, Senders .. ... 75. 5. 74| Hr. Sanders ee ees  75. 5. 53eFeeine
(24) ¥r. Clzude Franks .. 5, 8, 5.{ ur. Claud Franks .. 5¢ B¢ BeleTrecas
(35) Miss Longdon « ...  6.14, 3.] Hiss Longdon . eee  6.14s Sule¥ieres
(26) Miss White ee eee . 18, 1.] 1MMigs White ee oees 18, 1, .:{...,
(27) Mr. A. Taylor . ... 9. O. 43} ur. Taylor .. ... 9, 0. 43|.%....
(28) ¥rs., Jenkins . ... 20.14. 3.| Mrs. Jenkens . ... 20.14. 3. eFivens
(29) ur. . N, Grover ... 5. 8,| ur. N. Grover ... 5u B4felrveee
(30) Urs. H. Sacks . «... 145,12, 93| Hrs. Sacks .. ... 134,12, 93|.%.....
(31) ltise Betty Price ... 17. 6.| Miss Betty Price ... 17, 64 feleeens
(32) ¥r. Rubin . ... 3. 7.i Hr, Rubin ce  eee 30 7.7
(35) Miss G. Sutin . ... 125,11, 8% Miss G. Sutin . .... 152.11. & ].%.....
(34) lir. Hoins . ea. 7. 4. OF| Mr. Heins .. .... 7. 4, of|.%....,
(35) Mr, Lex Barker ... 19, 9. 9.| Hr. Lex Barker .... 19, 9., 9. ‘/
(36) Miss Glass .. ees 32| Miss Class .. ese =1.x.....
(37) Mrs. R, Hall .. ... 10, O, 7.} Mrs. R, Hall .o ... 10. O. 7. ‘/
(38) Mr. H. Wilson . ... 15.. 45| Mr, N, Wilson . ... 14, Trleveeses
(39) Miss Winters .. ... 198, 9, 6.| Miss WVinters s« see 189, 90 6. |eFeeeoe
(40) Piss Clarkson « .. 6. Miss Clerkson . ... Be feFoeoes
(41) ur., J, Sorin .. ... 31, 6, 5.} Mr. J. Sorin .. ... 31, 6. 5. R
(42) Urs. Ender .. .. 10, 9.f Hrs. Ender ..o ees 10. 9. ...
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assigned to him, he must discrimingte carefully and keep in

mind the particular letter to be cancelled and what is to be

done with 1t. A probable objection to the test is that a time-
1imit or limitation of the length of the’test has to be imposed
in order to facilitate group administration -~ thus eopscientiousé
ness and sbility to persist, the non=-intellectual factors present
to which certain writers have objected.but_which‘are considered
hére t0 be extremely ?elevant_in-concentration, are not meésﬁred
to their utmost. In addition, the visual and asuditory forms |
of  the teét, as uged here, are’npt strietl? comparable;for>tbe
number of.items_done is different in each case as is the rate of
pebformance; in the'viaual form the material is constantly in
view snéd the sﬁbject_aets‘his own'pace'whereas in the auditory
form the material is of course not in view and the exsminer sets
the pacé by reaéing aloud each letter. In the A-Test Visual,
the subject must observe and diseriminste carefully and work as
quickly as possible, concentration being reflected in the
acéuracy and speed of perfofmancé. In the E~Test Auditory,

the subject must 1isten very_cafefully, making auditory discri-
mination, concentration being reflected only in the éccﬁrécy of
performances However, in the auditory form mbtor quicknéss'
also enters for if the subject does not prespond sufficiently
quickly, he is unprepared for the presentation of the next
gtimulus by'the examiner. This tes£ may also be objected to

on the grounds that it is'concenned with mechanical and meaning-
less activities which are réthér unrelated to .the activities in

the school 1nrwh1ch the c¢hild has to participate.

(e) A-Test Visual

Description 3 10 rows of letters of the alphabet, 20 in
'a row, are presented t0 the subject visually on a sheet of
paper, the’sﬁbjeef having to mark each A with a plus sign
and all dther letters ‘with a subtraction sign. A time-
1imit of 1 minuté is imposed. Score is the number and

accuracy of the letters cancelled.
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Exgminer says Thé sheet in front of you has a whole

list of letters of the alphabet. I want you to put an

'add or plus’ sign under each A that you see, and a'take-
'-away"sign underneath all the other letters. Go oﬁ working

$i11 I tell you to stop and work across esch row from left

to right, finishing one row before you go on to the next. |

Look first at the examples at the top of the page - only

the A's have plus signs underneath them, all the rest have

take-away signs. Now do the rest of the examplese Do

you Underiﬁtand? ar;‘q Resady oo;

Bxample i M N A R P A L D G A Y R A N

(4) E=Test Auditory

Description : 5 rows of letters of the alphabet, 20 ip a
bow aﬁe read to the subject at the rate of one per second,
the subject having to record on a sbeet,of paper a plus
gsign for each E that he hears and a minus sign for.all the
other‘letters he hears. The examiner pauses at the end of
each group of 20 letters to ensure that-éil subjects start
the cbrrect I oW, Score is the aceuracy of the letters

cancelled.



Examiner says : The sheet in front of you has 5 rows of
pumbers; 20 in each row, going right up to 100, I am
going to read to you a whole list of letters of the alpha-
betai fach time you hear the letter E, you must put an
’ad& or plus' sign underneath the number you are on. For
ail the other letters you hear, put a 'take-away' sign
underneath the number for each letter. Work across each
row ffom left to right and if you miss one number, leave
it and go straiéht on to the next one. I shell siap at
the end of each row for a éééond or two and tell you which
row we are doing next. Here are a few for you to try now
-~ I shall read the letters and you put the right signs
underneath the numbers in the example - (Examiner reads
the following letters B E P R 4 L E N R E, |

sub jects complete the example and the examiner checks ).

Do you understand? ecse Ready ses-

J E CI NEVBEA AGOTFHARTILYUJICT
E Z A P J L E Q WDNUEUHRZERDBUIASTE 8§
N zZ E A E R DWEHNTGCETZXTHZ XSG QET RTD P
U E Y G S KEVIEKVYVLEZ KT IMPRETFV A

FP L KETYPFGRMTOBILYZZIJZEDVY

The subjects' paper is marked in the following way
Example : 1 2 34, 5 6 7 8 9 10
1 2 3 4 5 6, 7 8 91011 12 13 14 15 ié 17 18‘19 20
21 22 23 24 25 26 27 28 29 30 31 32 33 34 35 36 37 38 39 4O
41 42 43 b b5 46 47 48 L9 50 51 52 53 54 55 56 57 58 59 60
61 62 63 6ly 65 66 67 68 69 70 71 72 73 74 75 76 77 78 79 80

81 82 83 8L 85 86 87 88 89 90 91 92 93 94 95 96 97 98 99 100



(e)

read, his response being dependent on his oamprehension of
the sterv? This is ‘part of the Gates Silent Reading Teat,
Type Ay which is described as a test af»"ﬁeédihg*to’Appresv
ciate General Significance"s - The subject must concentrate
visually on reading-material, inhibiting all irrelevant
responses and excluding all irreieVant stimuli. A time-
limit of 3% minutes is given, and score is the number of
stories read snd the asccuracy. of ‘the responses; thus, both-

speed‘and aceuracy will reflect thé level of cdncentration.

.ExaminerAsazg s+ Here are a number of short stories on this
ishéet of pﬁper.' Below each story are 54w5rds - one of

~ the words tells correctly how some one described in the
atory feels - sad, or bappy or cross, or anything., You -
lh@uld draw a line under that word, the;?ight word. In ,;
each stery, oalv one word out of five ia the right answero
Now let us all try the first story (subjects read the story
and the exanﬂner discusses the correct answer with them).
‘When I say 'begin y start reading the stories, each time
underlining “the word that tells best how the person in the
story feels. Go on working till I tell you to stop. { Do

Vou understand? onw Ready ons

Example

Once upon a' time a young fairy went down to the river:
to swim - She jumped in with a splesh. She put. out her -
hands and trieakto.swim,. Something seemed to be dragging
her &awp; Oh, it was her wings?! She had forgoiten to
toke them offs  Fairy wings become. heavy when- they. are wet.
'She cried for help as. loudly as she coulds

.Dféw a line ﬁndeb the waa'thét télls best how the
fairy felt. o | |

cross - angry = tired afraid 'joyfulc



T Q)

(2)

(3)
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The children waited on the docks The big ship was

'cemiﬁg up the river. Its-flag'was‘fiying in the wind.

‘Slowly it came nearer and pearers Now the children could

see_the people on the deckse They tried hard 0 see 1if -
they could find their father. Suddenly they saw him on

the dﬁckn Théy‘waved their hands t0 him and he waved bac

Draw a line under the word that tells best how the
children felts

sad afraid ‘angry joyful  worried.

-The'iittle kitteﬁ was so c¢o0ld! The wiﬂa blew zyound f

‘bim and the suow fell on bim  Suddenly the kitten beard

a thud, thud along the street. A market boy was going by

with a basket on his arm. He saw the cold little kitten.
~ﬁe_picked him up and put him in hiaﬁmarkét bahke§¢ “sben_

.thé kitten was in a nice'warm ﬁtﬁfev He pﬁr%eﬂ-loudiya

Draw a- 1ine under the word that tells best how the little
kitten felt in the storea

- angry sad  s&fraid happy »crbss-

“Tom and Betty had been Walking & long ways 1t‘wés

;het and they were tired. Sﬂdﬁenly they came to an’ old :
_ ?houaew\ In the front yara were two trees that made a’
‘;-10Vé1Y~3001'Bhad6§ - Betty saw an old woman in the doquays
" She asked timidly, "Please, may .we rest under the trees?”

- "Ho", ﬁéplied.thesoidﬁwoman; MIF jou 4o, 1'11° set my

dOg on youi“ C o

Dpaw & line under the wnnd‘tﬁatr%eilﬁ’bes%‘What kind of

elé"wbmam'Be%%y saWe’

H

playful  joyful homesick - eross  bappy
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) The feathered folk in the benhouse seemed cross and
‘fretful, it is no.wonder they felt that way, for they
,had_had‘nothing to eat or drink since early in the morn-
ingf_v The fineﬁlmoking‘whi;e robs$er, however, aeemea

. a6 happy -as usuals . That 1s!eaying a great deals ﬁ |
jollieh old fellow thanlhe néver lived in the farmyards |
Draw a line under the wérd that ﬁells'best how the
ﬁooster»felt,Q

hopeful aédﬁ, joyfui anxiousg afraid.
' H
| {5) Betty loved her canary very much, He always sang
whén:she came near and‘woula.eat‘sugaf!from heﬁ 1ipg, 
Now he was sitting on his pe%ch with his head on one sides,
When Betty came near he did nbt even raise his;héady.'
She put sugar on his 11p§ but he would not go near itg
Betty did not know‘what to do; If only she céuia heip
_'.i ﬁpaw ajling under the word that tells best how Bettg
| |

i_fan:gryf‘ Joytul worried homesiekv hgppy

(6) = The children bad had a 1ittle red and white golafish.

' They had fed him every day with his little white crackers.
‘They had chéngéd the water in his'bé&l,:téb;'énd;were
'.eareful to see that he had plenty of green things. [HNow =
?'he was deaa. - The children 8to0d around the bowl and the

youngeat one was crying.

Draw a line under the word tbat tells best how the
 chi1dren felt.

: excited homeé;ck .sa@ playful . happy
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(7) Betty had gone shopping with mother for a whole
morning. She had looked and looked at all the pretty
things until her eyes ached. Then her feet began to
drag behind her. She found t hat she could hardly 1ift
them from the floor, She saw a nice soft chair over in
one corners Stumbling over to it, she sank down with s

deep sighs

Draw a line under the word that tells best how Betty
felt,

hopeful tired happy playful afraid

(8) Ruth stood 1in front of the big Sunday School Chirstmas
tree. Everybody else was getting presents. They were
showing them to their friends.and laughing and talking.
Suddenly she felt someone press something in her arms,
Ruth looked down and there was a beautiful doll with
golden curls. She hugged it tightly to her and smiled

at everyone,

Draw a line under the word that tells best how Ruth
felt after she got the doll.

afraid s8d  happy homesick worriéd

(9) Jim could hserdly believe his eyes. There was a little
puppy before him and his father sald it was his very own.
The puppy was jumping up and down, rolling his eyes at
Jim. Jim could wait no longer. Away they ran! The
little dog leaped on ahead toward the woods. Now and
then he would run back and bite at Jim's heels in fun.

Draw a line under the word that tells best how the
puppy felt.
afraid sad cross tired playful
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(10) Tom and Mary were going to sell lemonade to people
who passed in motor cars. Mary rushed in the house to
get the lemons and glasses from mother. Tom ran over to
the tap to get some cold water. They both worked fast
untll all was ready. They could hardly wait for the
first car to stop and buy their "Ice Cold Lemonade".

Draw a line under the word that tells best how Tom

and Mary felt.

sad angry excited tired afraid

(11) Ben was a city boy who had never been to the country.
He had lived sll of his short life in city streets. One
summer some friends took him to the country. He was showr
the animals, the meadows end the woods., He looked at
them all in silence. Suddenly he looked up with tears
in his eyes and asked, "But where are the streets to play

in%?"®

Draw a line under the word that tells best how Ben

felt.

excited homesick happy Joyful weary

(12) The children dug in the sand awhile. Suddenly one of
them said, "Oh, let's make a tunnel!" Down they went on
their hande and knees and began to dig in the sand near
the water's edge. Soon they had two holes which almost
met. "Now for the last bit", they shouted. Soon the

tunnel was made. They sat back and laughed with Joy.

Draw & line under the word that tells best how the
children felt.

sad afraid angry happy cross

This, then, is the set of tests of concentration postu-
lated. Théy are not, by any means, regarded as wholly satis-

factory; the attempt to devise tests of concentration has at
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least served to clarify and make known the numerous difficulties
that arise in practice and that must be tackled in further

studies dealing with the same problem.

(3)  Determination of Validity of Tests

(a) Procedures.

The set of tests of concentration had then to be
administered to two éroups of children, good and bad concentra-
tors, in order to determine their significance, The co-opera-
tion of the staff in one school was obtained and the teachers
were requested to offer the names of children aged ten or
eleven years who had either good powers of concentration or who
lacked concentration and whom they thOugbt to be at least
average in intelligence. Recognition must be made of the
great difficulty in éelecting a suitable and valid criterion of
level of concentration. However, no choice or alternative was
available and it was necessary to rely on the judgment of the
teachers, the absoiute reliability of which may be doubted.

All the investigations to test the validity of the
tests of concentration were carried out at this one school in a
special room provided by the principal. The class teachers
were asked to describe briefly the level of concentration of
each child and to give their oplonion of the child's standard‘of
work according to his position in the class - either average,
bottom or top categories. An economical and reliable measure
of intelligence had to be obtained, and for this purpose, a
number of tests were selected for administration. . Two sub-
tests of the Wechsler Intelligence Scale for Children were
employed because, according ﬁoIWechsier1 (1949) they showed
~the highest corre;atians of 8ll the single tests with the Full

Scale Score, for 100 boys and 100 girls agéd ten years;

1. Wechsler Intelligence Scale for Children, Manual, p. 11.




Vocabulary showed a correlation of .87 and Information one of
. 82, Three sub«tests of the Differentisl Intelligence and

Scholastic Tests of the Child Guidance Clinicl

were also admin-
istered, in a group form -~ these wé:e Mazes, Anagrams and
Digsected Sentences. The average of the age norms on all
these tests was taken to obtain a mental age and intelligence
guotient for each child; this gave a rough measure of intelli-
gences | |
The tests of concentration were to be administered
to ten bad and to ten good concentrators, on the sssumption that
if the test reslly did measure concentration, then good concen~
trators would achieve better scores than the bad concentrators.
Because of the limitation in time, 1t was found possible to
use only ten bad concentrators and seven gcod concentrastors.
Presented below in tabular form are the results bf
all the investigations mentioned above. The childreﬁ have
been labelled numerically and their ages, standards, intelligence
quotients based on the five tests administered and their posie-
tions'in class are ali given, as well as a very dbrief descrip-

tion by the class teachers of their powers of concentration.

BAD CONCENTRATORS

NUMBER| AGE | STD. | I.Q.j POSITION DESCRiIPTION BY CLASS

IN CLASS TEACHER

1 | 105 11101 Average | Concentration very poor.
' Child plays the fool, day-
dreams a lot, seems timid,

?

1. Differential Intelligence and Scholastic Tests of the
Child Guidance Clinic Manual.




BAD _CONCENTRATORS
b
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NUMBER

AGE

STD.

et

POSITION
IN CLASS

DESCRIPTION BY CLASS
TEACHER

10%

I1

103

Bottom

Concentration bad. Child can-
not listen, wanders around,
does not seem: to hear what is
golng on in class.

I1I

106

Average

Attention-span very short.
Child 1is lszy and has to be
reprimanded and instructed to
work continually.

10%

II1

104

Bottom

Concentration very poor. Child
is very fidgety, cannot sit
still for five minutes and
daydreams a iot.

10%

IIT

100 .

Bottom

Concentration very wesk. Child
seeks attentlion and plays
around too much.

10%

I1Y

118

Top

Child plays around and shows
off, always wants to gain

attention from the class and
teacher, cannot work quietly.

11%

Iv

106

Average

Concentration very poor,
almost non-~existent: Chila
plays the fool, always tries
to attract attention, cannot
sit still,

11%

Iv

107

Average

Concehtration poor. Child is
very restless, fidgety and

plays the fools

11 7%

Iv

100

Bottom

Child dislikes schoolwork
intensely, always seeks atten-
tion and cannot sit still; is
impudent and cheeky. Concen~
tration very bad.

10

11 %

Iv

128

Top

v—

Child is very intelligent but
unable to concentrate, and is

very mischievous. Resents

authority: Has nervous manne-
risms. |
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GOOD CONCENTRATORS

NUMBER { AGE 1{STD. | I.Q. }POSITION DESCRIPTION BY CLASS
o IN CLASS TEACHER
1 11% | I1 |107 |Average | Work fair. Child is interest-
] | ed and tries hard.
2 10% |1II | 95 |Average | Good concentration. Chila is
' ' ’ keen to do well.
3 | 10% |{III |100 |Average .| Very hard worker. Work only
: fair but child's concentra-
| tion is good.
, — -
L 10% |1IT | 103 Top Good concentration. Child
‘ likes school work and aslways
does as well as he can.
5 11% | IV {113 | Average | Concentration géod. Chilad is
very attentive and tries herd.
6 11% { IV | 104 | Average Child works well, is interest-
ed and attentive.
7 10% 1111 | 140 Top Very good concentration and
WOrks
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(b) Statistical operations

Both the individual and the grouvp tests of concentration
having been administered as described above, their gsignificance
or validity had then to be determined by means of statistical
operations. As the subjects wefe not raenked in any way accord-
ing to intelligence and as level of intelligence'might'very well
influvence performance on the test, this fact had to be taken into
acecount and the correlation between the scores on each test and
the intelligence quotients of all the subjects had first to be
determined. For this purpose, the product moment correlation
coefficient for intelligence and scores on the tests of concen-
tration was computed.

Following on this, a t formula was employed to test the
null hypothesis, namely, that there is no difference between
the scores obtained on the proposed tests of concentration by
'bad' concentrators and those obtained by ‘'good’ concentrators.
Since a correlation coefficient of .45 is significant at the .05

level for seventeen casesl (1956), r was used in the calculation

of t only when it was .45 or more.

Where r was used, the following formuls was employed :

1 2 o
£x. 5 2 .
X4 +2 X , .
Xy/ \ N N
Np + Ny =3 :

Where r was not used, the formula employed was 3

i St 3
< 2 ¢ 2
X, +2Xx ' 3\
1 2 (pl + 1 )
: \ N N
Ny + Ny =~ 2 1 2

With the use of tables, the p vslues which corresponded to the

computed t values were found.

1. Edwards, A.L. Experimentsl Design in Psychological Research
p. 4O8. Table VI. Values of r at the 5 and 1 Per Cent

Levels of Significar~~. |
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Three of the individual tests of concentration showed
a level of significance as high as 1 per cents On the assump=—
tion that performance on the Arithmetic tests was not markedly
sffected by the operation of an Arithmetic faétor, these three
tests seemed then really to test concentration snd could be
considered highly valid - Arithmetic Addition AuditorVAsimple
and Aritbmetic Addition Auditory Distraction, the score in both
cases ﬁeing the number correct, asnd Knox Cubes. wTﬁe failure on
empirical grounds of the otﬁer.tests'must,be considered in con~
junction with the fact that 1t was extremely difficult to secure
an adequate eriterion of level of concentration -~ the judgment
of the teachers had to be relied upon. | |
It was decided to include in the battery of tests
othefs’besidés the three statistically significant ones, as
they seemed, on logical prinéiples at least, to be related to

apncentration,'and gome of these had, even on empirical grounds,
a relatively satisfactory level of significance; it was con-
sidered important, also, not to change too radically, the order
or duration of the testing period. Thus, Arithmetic ‘Addition
Vigual Distraction was included becsuse the level of s;gnificahcé
was still relatively satisfactory and Arithmetic Addition
Visual Simple, because 1t was felt that it might perhaps‘be of
value %o compare performance on these two testss Three tests
included on loglcal grounds were Presentation-Sorting, Memory
for Senténces and Memory for Simple Prose;' the 1atter two were
chosen in preference to Digit Span Modification which showed a
higher level of significance but which was not so clearly
related to school works. Card-Sorting and Pictugé;@ard Exposure
were omitted because of the very low level of significance.

Only one of the group tests, A-Test Visual, showed a
statistically significant difference between the scores obtained
by 'good' and 'bad' concentrators as selected by the teachers;
however, it was decided to forégo the probsble value of this
test and to exclude altogether‘the administration 6f group tests,
thus simplifying and shortening test administration. The
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difficulties in construction of tests which are to be adminis-
tered to a group of children are peculiar and require more
intensive investigstion. Another of the group tests, Checking,
despite its extremely poor statistical 51gnificance, was included
in the final battery of individual tests, as the iogiéal princi-
ples involved in 1t seemed sufficiently strong to relate the

test to concentration; the detection of errors in this test
seemed to call for concentration of a higher order than did

the discrimipation of a single letter in the A-test.

A few points are of interest and worthy of note. In
Ficture Card Exposure, the original assumption was that good
concentrators would remember more objects than the bad concentna«v
tors; this was disproved, the Mean Secore of the good concentra-
tors being 4. 57 and that of the bad concentrators being . 8,
Similarly, ipn the group tests, in Instructions, the good econcen-
trators completed fewer items and had more errors ﬁhgn the bad
concentrators, in Checking, the good concentrators completed
‘ more items but also had more errors than the bad concentrators,
and in A-Test Visusl and Reading Comprehension, the good concen-
trators completed fewer items than the bad concentratorss 1%
is possible that in certain instances, where closée observation
‘is required, good powers of éoncentration are reveéled in a
slow pace of work whereas lack of concentration.-will manifest
itgelf in a paéé that is rushed and too fast;  in this case
the bad concentrators would complete more items than the good
concentrators but the accuracy of their performance would be
affected accordingly. The results'aa~rega:as aceurscy as found
in certein of the tests mentioned sbove are, however, more
difficult to explain and require further 1nvestigation.

The difficulties 1nherent in the construction of a
valid set of tests of concentration must by now be clearly
apparent to the reader. A great deal of research remains to
be done before it can truly be said that ‘Concentration mey be

measured by the following methods'.




The final battery of tests of concentration was as

follows :

{a) Arithmetic Addition Auditory Simple

(v) Arithmetic Addition Auditory Distraction

(e¢) Memory for Sentences

(d) Arithmetic Addition Visual Simple

(e) Arithmetic Addition Visual Distraction

(f) Xnox Cubes

{g) HMemory for Simple Prose

{h) ©Presentation-Sorting ' x
(1) Checking.

(4) Alternate set of tests

The first form of the tests of concentration has
alreadf been described and it remains now to describe the alter-
nate set of tests which were to be administered after the train-
ing procedure. These tests were constructed on the same
principles as the originai ones, on the assumption that they

would be as close to those as possible.

(a)  Arithmetic Addition Auditorg Simglg

(1) L+7+3 (10) 7 +5+6
(2) 8 +5 +6 (11) 9 +5 +5
(3) 3+ 8+14 (12) 3+ 8+ 6
(B) 92+ 7+4 (13) 6+3+5
(5) 6 +5+ 4. (14) 8 + 7 + 4
(6) 5+9+3 (15) 3+54+9
(7)) L +9+5 - (16) 7+84+5
(8) 7+4+4 - (17) 5+64+5
(9) B8+ 3+7 (18) 9+ 7 + 6
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(b)  Agithmetic Addition Auditory Distrsction

{1) ©Now, Hame, what school do you go t0? ees I see. }What‘s
your priocipal's name? «.. 4 - What colour are yoﬁg socks?
ves That's easy so far, 150’ 1t? eee § Do you'pfaé
cricket? ese HOW OFten? <ae I et you prefer playiég
sport to doing homeworke & Do you stay far from scébol?
Have you got a bike? |

Now, if you can, tell me the answer.

(2) Do you like eating watermelon? It's nice to eat in
summer, isn't it? .ee 4 Are you wearing a tie? «..
You're doing O.K. so far. Do you think children should
listen to their parents? ... 8§ Are there giris in your
sehool t00? ... Now let's go on. Do you like gifls? ese
2 Now I'm going to ask you a riddle : What is the
difference between a hill and a pill? The one is hard
to go uﬁ and the other is hard to go down.

Now give me the answer.

(3) Do you like learning Afrikaans? ... Do you like playing
the fool in school? «es 9 Havé you been swimming already
this summer? +.. I sees. J Now I've got another joke
for you. Do you know the story of the empty pell? ss.
there's nothing in its +es 4 Do you go t0 Scouts? eee
Do you like 1% ‘ o

Now, if you can, tell me the answer.




(4) How many days are there in a week? »es. DO you think all
| éhilargﬁ should be made to.gp to sghoal?,{{%qg_,_Little
;Miss_muffatvsat on a tuffets Do you know thegnextvliﬁeg
yes or no? ..s G .'Thatx&as,kid staff,.waan’t 1ﬁ?f§;a'
Oh, wéll;rhere'we g0 again ;im‘éf -Did _you know tﬁé£&a
millipede .has hundreds and.hundreds of legs? , oy

Now give me the answers .

(5) Do you know what this place is called? «.» 7 This is
the last sum now, s0 there's not much more ;‘@Jé Peter
Pipér picked a peck of pickled peppers. = Have you ever
tried to say any of .those? .a-_Tbeyfre"reaily tongue

'twiéters, arenﬁt;they?>¢@.;z Wells that's all here, so
now to end Offa o |

Glve me the answer.  _'

(e)

.

| The same sentences were used in the alternate form
éf the test, it being thought that with a time~interval of about
three months, practice would not play any great role in influen=

cing the test scores

_(d)

(1%»;=3 +'9 @,6' ' 7,4 “,*(10}
(2) 5+6+7 {11)
(3) 8+54+6 - - {12)
(B) 3¢9+5 - oas)
(5) 3+6+5 . - (W
(6) Ba+bh+7 (15)
(7) 84749 (18)
(8) 4+ 845 - {17)
(9) L+64+3 o (18)

WO 0 W
¥+ '
I N T R )
. £ 2 ‘
O F oo w W o £ o W

o & W
+
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(e) Arithmetic Addition Visual Distraction
e e e e e S o

F=£wra‘hene

_g+a:6°'
PARK %0 ™\
nere || o= §§§
MlNUTE
T 1%
4l +1= o =
4] Vo6 G+ 3= CIy =
? OG) m T\lE X‘\i\f‘ﬁ,i
- ‘% —% d f 5+q +3§
: ] v/ E OF 177,
e — Ay \;’. %Kiﬁmm %(é@\g\
748452 SaAT ?wo ' 54+7+6:
£ C ;;P‘e*& ¥ TRoyy Qbracadabroced C
) ‘,;éerC“W5 Qe fho&x:<f$4\_
3+954+49= - 4?04,4’ &s 1+ LH-Q-
W w@ SHea Lack v S

(£)

Knox Cubes

The series of presentation of the cubes used here

were the same as in the original

form of the test,



-

(g)

(h)
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Memory for Simple Prose

-

Bloemfontein, 6th December.

/A river/last week/overflowed/its banks/
in a town/not far away/It took a

long time/to get things dry/The damage/
/was forty thousand/pounds/and 20/
/people/caught colds/In saving/

/a bvoy/who was caught/under a bridge,/a

man/was cut/on the hands/.

Presentation—Sorting

Examiner says : I am going to show you some cards through
this 1ittle window. Each card will have either s letter
snd a number, 2 letters or 2 numbers written on it. Here
are some plain white cards in front of you. Each time I
show you a card with 2 letters of the alphabet on it like
R and S, you must put a white card into the box on the
right. If I show you a card with 2 numbers on it, like
2 and 3, you must put s card into the middle box, and if
I show you a card with a letter and a number on it, like
B.and 2, you must put a card into the box on the left.
(Examiner demonstrates with a number of cards). Do you

understand? <. Regdy oes

(1) n8 | (11) 84

(2) xM (12) NT
(3) 63 (13) RJ
(4) BRY (14) 59
(5) 1B (15) D2
(6) 25 (16) HS
(7) B2 (17) 17T
(8) a7 (18) F6
(9) «x (19) 43

(10) Y2 (20) 67



Left box

Middle box
Right box
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Card number 2 4 7 8 10 15 18 20 - g letter and a
number

Card number 3‘ 6 11 14 19 ~\2 numbers

Card number 2 5 9 12 13 16 17 - 2 letters




(1)  Checking
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S5« Division into Experimentsl and Control Groups

In the discussion of the preliminary investigations,
it has already been mentioned that ﬁwenty-five children were
selected as subjects for the researchs It was to this group of
children that the final battery of tests of concentration was
administered. The scores obtained by each child are presented
in 2 tabular form (see Table V), the children being labelled
according to letters of the alphabet. . |

In order to divide these twenty-five subjects among
the Experimental and Control Groups, the subjects were ranked
according to the scores they had obtained on the three most
'valid tests, that is, Arithmetic Addition Auditory Simple - .
number of sums correct, Arithmetic Addition Auditory Distraction -
number of sums correct, and Enox Cubes -~ number correct. The
three ranked scores were added and then divided by three té
obtain a Mean Ranked Score so that the division into Experimental
and Control Groups could be made on as fair and.comparable a
basis as possible. It would have been'ideai'to take into
account the intelligence quotients of the children in making the
division; however, this was not possible, nor was the writer
able to consider such variasbles as age, standard in school,
personality traits and emotional factoré. iﬁ was Tound
necessary to keep in mind such practical facts as whether the
child would be able to attend regulsrly for the training in
concentration, and the degree of co-operation on.the pért of the
parentss Such as?ects interfered with the division in certain

cases., -



TABLE V

TESTS A : SCORES OBTAINED BY 25 SUBJECTS, ALL LACKING POWERS OF CONCENTRATION
| A| B| C|D|E| F| G| H| I J| X| L)y M| N| O] PIQ{R|S| T} V|W|X|Y Z
IeARfTHMETIC Total [L35| 4O 76| 66| 3u| 6u|105{109] i} | 92| 75 83 168|° 84| 73 65|65 5940l 92 73| 85 u2l 8u| 179
ADDITION 7 Time , ' 7 o
AUDITORY j Nos 14l 18] 15| 17/16] 18{ 15| 18] 17 | 16| 15| 1s| 13 11| 17 15|17 17| 18| 14| 17{ 15{ 18 14f 11
SIMPLE Correct | e -
1I.ARITHMETIC ) |Total 3l 10| 20| 1s5{10] 16] 1y| 33 8 | 22| 10] 6 14 25| 6] 38 6] 19/ 13 17| 27| 16 12| 30| ub6
ADDITION  Time
AUDITORY INO. W3 3 1w oo 3 3 x| o 3 3 o 1 uf 2o u s 3 3 2 2 u 2 o
___-;DISTRACTION Correct| : : .
III.MEMORY FOR |No. 2z 22| 21| 17 22 25| 221 27 24 | 21] 20| 24 17| 20| 24| 22|27 25 23 18] 19| 21 25 23| 16
SENTENCES _ | Correct _ _ : '
IV, ARITHMETIC \ |Total |164] 111} 114} 127 60 118[171] 147 72| [133]119| 111} 189] 121| 85| 133 88| 102] 84| 140| 94| 109 79| 168] 155
ADDITION Time
VISUAL j NO. 18] 18] 17| 2728 17 14l 28l 270 (18] 18 1ul 15| 18] 18l 18/ 18] 18/ 18] 17| 16| 18 16| 18] 16
| SIMPLE : Correct : L ,
V. ARITHMETIC ) |Total [215] 185/ 165/160( 98 18622111971 109 [151| 141| 114} 176] 161| 125| 162| 86| 149] 94| 173| 102| 125/ 109 311 237
' ADDITION Time » : . |
VISUAL J No. 17, 18} 18| 18|14 16| 17| 18 16 | 18 18] 15 18/ 17| 18| 18 17 17418 17| 18| 18 18 18| 16
DISTRACTION ) |Correct| e
VI.KNOX ~ |Nos 5| 4l 6] sl 4 ul ol o 6 | ul 4 2 e s 6 u u 6 s/ 6 s u 6 u 5
CUBES Correct . _ |
VII.MEMORY FOR |No. of 7 10| 1y| 10! of 16 6| 13 12l | 10} 12} 14 13 10, 8| 11 11| 10{10, 9| 8] 13 14 6} 12
SIMPLE PROSE |Memories ’ : : , .
VIII.PRESENTATION |No. of 8l 131 2 3 3 o 15[ of o [18] 10f 2 of 9o s odi13d o 1] ol gl o o 1 L
SORTING Errors ' ‘
IX. CHECKING No. Done| 12| 19| 18| 12|17 17| 38| 17| 20| | 23| 16] 17 16| 19| 18] 11|18 14 14} 16 13 121 21| 9 8
No. of | 1 1| 3| 2/ of B 1 o 5 | 5 o o 3 & 3 1 2 3F o 1| 2f 1} o of o
Errors ' .
Total Time in Seconds

- oht -
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TABLE VII
MEAN RANKS ASSIGNED TO 25 SUBJECTS ON 3 MOST VALID TESTS

ORDER | ARITHMETIC | ARITHMETIC | KNOX COMBINED | MEAN
OF AUDITORY AUDITORY CUBES RANKING | RANKING
SUB~ |SIMPLE DISTRACTION | No. Correct | SCORE FOR | SCORE
JECTS |No. Correct| No. Correct 5> TESTS
A 2145 b4e5 10.5 3645 12,17
B 3 11,5 19 33.5 11.17
c 17.5 11.5 b 33 11
D 8.5 21 10.5 40 13,33
E 13 bhe5 19 3645 12.17
F 3 20 19 46 15433
a 17.5 11.5 19 48 16
1 H 3 11.5 19 33.5 11.17
1 8+ 5 21 L 33.5 11,17
J 13 Ue 5 19 3645 12.17
K 17.5 11.5 19 18 16
L 17.5 11.5 25 5 18
M 23 2L & 51 17
N 245 21 1045 56 18.67
0 845 b4e5 N 17 5467
P 17.5 17.5 19 5l 18
Q 8.5 5 19 32 10. 67
R 8.5 1 4 13.5 be5
s 3 11.5 10.5 25 84 33
T 13 11.5 m 28,5 9.5
v 8.5 17.5 10.5 3645 12,17
w 17.5 17.5 19 54 18
3 Le5 L 11.5 3. 83
21.5 17.5 19 58 19. 33
2 2l 5 ol 10.5 59 19.67
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TABLE VIII

25 SUBJECTS IN ORDER OF RANKING ON 3 MOST VALID TESTS .

[SUBJECT | RANKED SCORE
1 X 3,83
2 R " L5
5 1 o 5. 67
L s 8.33
5 T 9.5
3 Q 10. 67
7 C 11
8 B 11.17
) B 11.17
10 I 11.17
11 TE 12.17
12 3 12.17
13 | A 12417
1y v 12.17
15 D 12,33
16 [ F 15. 33
17 "G 16
18 K 16
R 7
50 W 18
21 P 18
22 7‘L 18
55 | 18.67
2L Y 19. 33
25 | 2 19.67




MEAN RANKS AND INTELLIGENCE QUOTIENTS CF THE
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TABLE IX

EXPERIMENTAL AND CONTROL GROUPS

CONTROL GROUP

EXPERIMENTAL GROUP

|

Sub ject : I.Qs Mean Subject - I.Qo Mean
Rank .| Rank
0 Oscar 99 5.67 | R Roy 101 Le5
T Tom 96 9.5 | s Simon. 9L 84 33
C Charles | 128 11 Q Quentin| 95 10467
B Barry 11k | 13.17 | H Harold | 119 11,17
I 1Ian 123 | 11.17| E Elldiot | 11y 12,17
T Jderemy 98 | 12.17 | A Alam | 103 | 12.17
(V Vincent | 100 | 12,17 | D Derek | 113 13 33
K Kenooth | 112 | 16 | F Framk | 109 | 15.33
M Martin 96 17 G Gary 106 16
T Larry 99 18 P Paul | 100 18
N Norman 9 18.67| W William| 95 18




~
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6. Case Histories

' The information obtained from the interviews with
the parents, teachers and children may now be dealt with. It
was considered best to present this mass of material in'tWO ways,
first to give a very brief 'character sketch' of each c¢hild in
the Experimental and Control Groups, and secondly, by combining
all the data, to enumerate the main features found in sall the
children studied. Personal judgment of the writer naturally
played a great role and frequently, such charascteristics as the
level of emotional development or of motivation and the attitudes
of the parents to the child and school are recorded as a personal
opinion on the basis of the results of the interviews. It must
also be noted that the knowledge as to physical cdndition énd
health is not wholly satisfactory; the necessity for medical
examinations, particulerly with regard to vision and hearing,

is recognized.

(1) Character gSketches of Subjects

(1) Alan, sged 10% in Std. III, attending School A

An inmature c¢hild, socially and emotionally, with
some feeling of insecurity and with a very low level of mofiva—
tion for whom too high standards are set. In the writer's
opinion, the immaturity and over-protection at home had prevented
the child's acguiring the ability to do independent work and

the proper habits of concentration,

(11) Barry, aged 10% in std. III, attending School A

A slightly immature, lonely child for whom high
standards are set and who has not yet acquired the sbility to
function satisfactorily on his own -~ hence the child's talkstive-
ness in class where he has all his friends and his inability to
work well unleés the teacher watches him. No severe emotional
problem and the child could benefit from training in concentra-

tion.



(1ii1) GCharles, aged 107 in Std. II1I, attending School A

A very intelligent c¢hild with mahy interests but
emotionally~disturbed and immature; marked behaviour di@ficul—
ties in the school which appear to stem from the home circum-
stances and impair the concentration and motivation to a large
extent so that the child is functioning well below his level.
This child had been referred to the Clinic previously for
difficult behaviour in school and therapy had been given with
little success because of the mother's unco-operativeness.

The boy's younger brother was referred some months later, for

stealing.

(iv)  Derek, aged 10% in _Stds III, attending School A

A slightly emotionally~immature child, greatly
lacking in confidence and with é low level of motivation which
is probably aggravated by the inability to keep up with bhis
siblings ~ thus he gives up easily, needs much praise and is
ungble to perform well on his owne No severe emotional

problem.

(v) Elliot, sged 10% in Std. III, attending School A

An emotionally-immature child, of good ability,
lacking motivation for whom perhaps too high standards are set
in the home. The level of concentration had become psrticular-
ly poor ih the last year and appeared to be related to the
parents’ lesséning of interest in the child's séhoolwonk and
the subsequent feeling of rejection. The ehild’s inability to
work‘on his own with success seems t0 be due not so much to
lack of habits of concentration as to his immaturity snd lack

of confidence.
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(vi) Frank, sged 10% in _Std. III, attending School A

A ehild with very low motivation and possibly some
emotional difficulties which were suspected but not fully dis-
covered by the writer, the mother being rather evasive in the

interview. The boy is described as a "dreamer'.

(vii), Gary, aged 10% in Std III, attending School A

iy

A very immature c¢hild, socially and emotionsally,.
over-protected, uﬁconfident, undisciplined and with poor motiva-
tion, who does not come up to his parents' expectations and
whose "disabilities"™ and difficulties have probably never been
asccepted by his pareﬁts or by bhimself, The writer felt that
the extreme insbility to concentrate was, perhaps, partially
related to the poor physical condition of the child but that
the emdtional difficulties were certainly causative factors,
and that intensive training in concentration was necessary, as

‘well as further psychological investigation.

(viii) Harold, sged 10% ip Std. III, attending School A

A slightly emotionally-immature child, of good ability
a "dreamer® and not achieving aS‘ﬁell as he can, whose level of
motivation is determined very greatly by factors ih the home,
that is, the amount of attention anrd encouraegement he gets from
his parents. No severe emotional problem, but some sibling
jealousy is apparent and the writer notes that the c¢hild's work

deteriorated when his younger brother started school.
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(ix) Ian, aged 107 in Std, III, attending School A

A very intelligent child with many interests, some=-
what over-protected in the past and for whom high standards are
always set- thus, some inagbility to perform at his best without
supervision, and a lack of motivation and subsequent talkative-
ness in class if the task is too easy. No severe emotional
problem and the referring problem of lack of concentration is

‘mild, compared with that of other subjects. Improvement is
necessary in the narrowing of the field of attention and in the

gbility to do independent work successfu;lv.

(x) Jeremy, aged 10% in Std. III, attending School A

A slightly emotionally-immature child with a marked
difficulty in certain interpersonal domestic relationships.
The lack of concentration is not severe, compared with that of
other subjects. Improvement is necessary in the ébility to do
1ndepend§nt wdrk. The referring problem appears to be closely
connected with the emotional difficulties which seem to need

further investigation.

(xi) Kenpeth, aged 10% in Std. III, sttending School A

A c¢hild with some insecurity and feeling of rejection,
possibly lacking affection and for whom high and rigid standards
are set. )Some emoticnal disturbance seems evident but its
nature was not fully ascertained. The writer considered that
the child was given little opportunity for developing self-
responsibility and proper habits of concentration had not yet

been achieved; 1level of motivation in particular was low.
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(xii) Larry, aged 10%4in Std. III, attending School A

A hyperkinetic, moody c¢hild who is lonely, unconfi=-
dent and slightly immature - overdependent on his Mother and
possibly rejected by his Father. The exact hature of the
apparent emotionsal difficulty was not fully ascertained. The
lack of concentration appears toc be closely related to the poor
level of motivation and the personality characteristics of the
child ~ thus the child's talkativeness in eclass where he has bis
friends and his inability to work on his own without encourasge~

ment'being given and interest shown by others.

(x1ii) Martin, aged 10% in Std. Iig attending School B

An extremely unhappy and insecure child, having grown
up in a rather unstable and unhappy eunvironment, and living
amongst unsympathetic-and,intolerant adultss The writer con-
siders the marked lack of concentration to be just a small part
of the much wider emotional problem of the child, and the need

for psychotherspy seems to be indicated.

(xiv) Normegn, aged 11% in Std. IV, attending School B

A child with very low motivation a marked lack of
interest in and dislike of scﬁoolwork, and an insdequate rela-
tionship with his teacher, all sggravated by the lsck of super-
vision at home and lack of incentive to do better work. There

are also indications of a more general problem of an emotional

i
i
|
|
|
i

nature'and some maladjustment which had led to stealing incidents;
|

but these were not fully ascertained. Training in concentra=-

tion is needed very bsdly.

|
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(xv)  Oscer, aged 11% in Std. IV, attending School G

An emotionally-disturbed child with extremely
unfavourable home circumsténces, possibly a psychopathic per-
sonality needing more intensive psychological investigation.

The referring problem of lack of concentration is overshadowed

bv'the emotional maladjustment of the child. This boy and his
brother were later referred to the Clinic for stealing, and
psychotherapy was given with some success, but the proghosis was

considered poor because of the home background.

(xvi) Paul, aged 11% in Std. III, attending School C

An'emotionally—insecu;e child lacking affection and
understanding, and a steble home-life. An emotionsl diffiéulty
is evident and related to the lack of concentration, but further
investigation of this is probably not necesssry and child needs

training in concentration.

(xvii) gQuentin, aped 11% in Std. IV, attending School C

A child with a low level of motivation snd frustration-
tolerance, Whoaé parents give 11£tle positive encouragement and
continually expféss their dissatisfaction, and alsc indulge him.
There is some feeling of inferiority, in comparison with siblings
énd‘friends. No marked emotional‘problem and the concentratiﬁn
is not as poor as that of other subjects. Level of motivation
needs to be raised as the child can, apparently, concentrate well

if he is interested.

(xviii) Roy, sged 11% in std. IV, ettending School C.

A child of average gbility with low motivation and ver!

little interest in schoolwork, aggravated by a demanding, rigid
and unsympathetic attitude on the part of his parents. The home
offers little positive incentive for better schoolwork and there
appears to be some emotional difficulty, the child's relationship
with his Father, in particulsr, being very insdequste; however,

its pature was not fully discovered.
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(xix) gimon, aged 11% in Std. IV, attending School C

An emotionally-immature, pampered and undisciplined
child, dsed_to having his own way, and with little self-respon~
sibility « therefore he is unable to work well without supervi-
sion and hss not acquired the correct habits of concentration.
Some insecurity is evident in the child's relationships with his

peers -~ he has always t0 be admired.

(xx) Tom, aged 11% in Std. IV, attending School D

A very unhappy, insecure child with neurotic tenden=-

cies, lacking affection, The lack of concentration seems closely

related to the emotional difficulties and craving for sttention.
Mbre intense psychologicsl investigation is needed, as well as

training in concentration.

(zxi)  Vincent, aged 10%:in Std. IV, attending School D

A slow, rather nervous child, kept socially snd
emotionally immature by his parents. There is a2 possible
connection between the lack of concentration and the physical
condition and history. In the writer's opinion, the immaturity
and overprotection had prevented the child's sequiring the abili-

ty to do independent work and the proper habits of concentration.

(xxii) William, aged 10/:in Std. IV, attending School D_

5 child of low-average ability with low motivation
and lacking the proper habits of concent;ation, particularly in
reading -~ thus his weakness in content subjects and his need
for very close supervision in class; no emotional problem is
apparenta The home offers little educationsl stimulation or
incentive for progress, and little supervision is given; the

writer considers that this, as well as the lack of proper study-

habits, account for the child's lack of concentration, his ingbi~

lity to persist at a task and his poor progress in school.
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(2) Features,Bearing on _the Problem of "Lack of Concentration®
S e o o S e o S S o

The letters of the aslphabet seen below refer to the
names of the children whose character sketches have been
presented, for example, A = Alan, B = Barry, C = Charles.

Where for a particular item, nothing was considered significant

or no difficulty was found, nil has been recorded.

(1) BSocio-sconomic_level

Financial difficulty was reported in 3 csses -
N R W
In all other instances, socio-economic level was

fair or high, as given by the parents and judged by the writer.

(2) Home Circumstances

Nil in 6 cases : D H J X L @

Considered as a'special "eircumstance® in the home
was a great emphasis on education and high intellectual standards;
and this was found in 5 instances : A B E G I

Abnormal home circumstances of a minor nature, having
some possible relation to the problem were present in 6 histories
~ half~gibling in V and W, deceased siblings in R.and S, and in
F and N the Mother worked all day and got home 1late.

Major abnormal ecircumstances were found in 5 cases :

¢ M P O T
The parents of C, M and P were divorced; C lived

with the Mother who was reported to be alcoholic; M hsd, in the

past, been away from his home for long periods of time, and P
(whose Father had remarried and whose Stepmother was now deceasedj
had had very little stable home life at all. 0 had a Stepmother,
there was extreme parentsl discord in the home, and both the
Father and the Stepmother were considered "disturbed" personsli-
tiese Finally, in the case of T, the Father had committed

suicide and a Stepfather and half-siblings were in the home.
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(3) Status_ in Family

Nii in 14 cases ¢ C D F ¢ H J KN O Q R

T V W

The following features were considered to be signi-
ficant in 8 cases : A P B § E I L M

Both A and P were sald to be lonely, had no siblings
and were always emong adults; B and S were virtually "only"
children as their siblings were much older and awsy from the
home, and they, too, were reported to be lonely. E I L .and
M were c¢hildren who were surrounded by adults in the home or
whose siblings were either much older or younger than they werea

(%)

Interpersonal Relationships

{s) Child -~ Father
Relastionship fair 4n 6 cases : 4 B H I N V
Father absent from home because divorced in 1l : C
Stepfather, impatient and strict in 1 case ¢ T
Father "disturbed", very abnormai relationship in 1
case : O
Father strict and unsympathetic in 9 cases ¢ D F
G 4 L K M R W
Father spoils c¢hild in 4 cases ¢+ E P § 8

Child fears or dislikes father in 7 cases : C F G
Jd L K W

Child feels rejected in 2 cases ¢+ D T

Child is unattached andrchéeky in 2 cases : M Rl
Child has unfavoursble, "disturbed" relationship in

1 case : O

Therefore, the relationship of Father to Son was found
to be inadegquate in soma.manner in 16 instances, being too rigid
in 10, too lax in 4, "disturbed"™ in 1 and lacking, probably
unfavoureably in 1 case because of the Father's sbsence through

divorce. Of these 16 children, 12 had poor and adverse atti-
tudes to the father, these being mainly fear snd dislike.
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(b) Chila -~ Mother

Yother absént from home because divorced or deceased
in 2 cases : M P .
M's mother-substitute, an elder sibling was impatient
and unsympathetic, and similarly in the case of'P, the
mother—substitute, the Grandmother, was rigid and intolerant.
Mother alcoholic in 1 case : C
Stepmother, "disturbed" and undemonstrative in 1
cose ¢ O . |
Mother undemonstrative, rigid or impatient in 8
cases 3 E F H K N R T W
Mother overprotects or pampers in 7 cases ¢+ A B G
I Q s v
Mother's handling of and attitude to child is good
in 3cases ¢+ D J L

Child's relationship with and sttitude to Mother
fair in 5ceses : E I K Q 8 | |

Child is undemonstrative in 1 case : F

Child over-demonstrative or over-depeudent on,
demanﬁs much attention in 11 cases ¢ A B C D ¢ H J
L R T V | | ’

Childvchegky and.disobedient in S casest M N O
P W | |

Thérefoie; the relationship'of'Mofhér to Son was
found to be in some way unsatisfactory in 19 insiaﬁces, being
too rigid and unsympathetic in 11,Aand too indulgent or over=
protective in 7 cases. The striking features of the child's
aide of the relstionship where‘ﬁnsatisfactory were either over-
dependence and excessive demand for attention, or disobedience

gnd unruliness.
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(e)

No siblings in 2 caseg : A P

Relationship fair, no difficulty in 5 cases 1 F K
Q R W

Relationship fair, but child very aware of siblings'
brightneés in 3 casés : D E G

Relationship fair but siblings much older or younger,
share few interests in 3 cases : B I L

S8ibling jealousy, disharmony or dislike in 7 cases :
¢ H J N O T V

Siblings are adult, impatient and unsympathetic in

l case : H

Siblings are adult and indulge the child in 1 case :S

(&) Child -~ Peers

Relationshiﬁs fair, c¢hild has sufficient friends and
gets on well with them in 1l cases ¢ D E F I J 0O @
R 8 VvV W

Few friends, child is unpopular, aggressive or shows
insecurity in relationships with peers in 8 cases : A C
G K M N P T

Few friends because of lack of opportunity, child

ceraves friends in 3 cases ¢ B H L

(e) ¢child - Teacher

Relstionship fair in 14 cases ¢+ A B D E H I J
K L P Q R S W |

Relationsﬁip poor, teacher dislikes or is impatient,
child dislikes or fesrs in 8 cases : C F G M N O T
v




(5)
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Routine
{a) Sleep

Nil in 15 cases : A B ¢C D F HI J K L

M ¥ P Q W

Insufficient sleep in 4 cases ¢ G 8§ T V
Difficulty in falling asleep or restless sleeper in
2 cases ¢ E R ' -

Sleepwalking in 1 case : O

(b) Dist

Nil in 16 cases ¢ C D E F H J K L M N O
P @ 8 T W

Poor eater or "food fads™ in 6 cases : A B ¢ I

(¢) Extrap-curriculsr activities

Nil inp 12 cases ¢+ A B D F G H 4 K L N O

Excessive,child has insufficient time for play in
5cases ¢+ C E I

Time spent on sport is excessive in 5 cases : N @
R s W

Time spent on homework is excessive in 2 cases ¢ T

(d) Orgapization of routine after_school

Nilin9Qcases i A C D E H I & @ V

Organization too lax, orvtoo little supervision
given in 10 cases : F G M N O PR S T W

Organization too rigid, Mother plens everything for
child, in 1 case : K | |

Chila demahds excessive organization of routine by
parents, ‘its unable to occupy or amuse himself in 2 cases :

B L



(6)

(7)

(8)
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Home Discipline

Fil in 9 ¢cases ¢ A B C D E P H I W

Generally rigid, strict snd unsympathetic in 7 cases :

J K L M P R T

Generally lex in 6 cases ¢+ G N O Q S8 V

In addition, disagreement between parents over discipline
was evident in S5 cagses ¢+ G J L O P, and the child

was considered unruly and difficult to control in 44 cases 3

G M N O

Health

Nil in 17 ceses, as reported by parent : A B C D E F
J X L N 0 P g R 8§ T W

Asthma, frequent ill-health or colds in L4 cases ¢+ G H 1
v

Slight stammer and slight hearing defect (one ear) in 1

cage ¢ M

Emotional Development

(a) Child is sensitive and highly-strung, gets upset
essily |
Nil in 7 cases ¢+ D F N O @ R W »
Traits present in 15 cases ¢ A B C E G H I
J K L M P S T V

{b) Child is strong-willed and obstinate, tempers if he

cannot _have his _own way

Nil in 10 coses : DD E F H I 4§ K P T W
Traits present in 12 cases : A B C G L M N
0 @ R 8 V

(¢} Self-confidence

"Nil in 9 cases ¢+ B C F 1 ¥ O R s W
Trait lscking in 13 cases : A D E 6 H J K L
M P Q T V ’
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(a) Fears

Nil §n 16 cases ¢+ B ¢ D F G H I J K L RN
0 @ R 8 W
Present in 6 cases ¢+ A E M P T V¥V

(e) Enuresgis

Nil in 17 casest A B C D F ¢ H J K L N P
Q RS V W

Present in 5 cases ¢ E O T, I end M in the past,

till s late age

(f) Dishonesty
Present in I cases (steslingor lies) : M N O P
" In addition, aspects of the home life or domestic
interpersonal reiationships of 11 children seemed to indi-
cate some degree of emotional insecurity : C E F J K
'L M N O P T
It must be noted that in F L and N, there was no

certain evidence for this conclusion.

On the basis of all this information as well as that
in the other-categoriés, it was concluded that 8 children could
be considered as emotionally-immature : A B D E H I § V
and in 12 cases there appeared to be some emotional difficulty
or maladjustment requiring further investigation : C F G J
K L ¥ N O P R O

This emotional difficulty or disturbasnce was suspected
but with uncertain evidence in 5 of the above cases - F K L
N and R. Only in 2 instances, was 1t considered that there were

no signs of any marked emotional difficulty or immaturity : Q W

(9)  Sehool
(a) Standard of Work
Fair or good in 15 cases ¢ B C E F H I J K
L 0O P Q@ R 8 V
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Below average in 7T cases ¢ A D G M N T W

In adﬁifion, the work and performance of 8 children was
specifically mentioned as being erratic : E F H J K
L P S and all the twenty-two children were considered
either by the teacher or ﬁarent, or both, to be capsble

of improvement.

(b) Spegific Scholastic Difficulty
Nil in 8 cases ¢ B E F I J L 0 P
Afrikeans in 8 cases ¢+ A C D G H K @ S

Reading or Comprehension in 2 cases D R.

=13

Spelling in 3 cases ¢ G N V
Arithmetic in 3 cases ¢+ H M T
Written work in 3 cases ¢+ M N T

Content subjects in 2 cases ¢+ T W

(¢) Changes of School
Frequent in only 3 cases ¢+ M P T

' Prolonged sbsences from school in 1 case : G

(da) ¢hild's Attitude to School _
Good, child likes, in 8 cases ¢ b E I J K L

. Fair in 3 ceses ¢+ A B R
Poor, child accepts as a "necessary evil' in 4
cases ¢ H Q@ R W

Bad, child dislikes, in 7 cases 3§ C F G M N

(e) Child's Attitude to Homework

Fair in 5 cases : C E I J v

Dislikes and performS‘unwillingly, but does not evade
in 7cases : B F H L Q@ S§ T |

Dislikes and tries to evade in 10 cases ¢ A D G K
M N O P R W
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(f) Performance of Homework

Fair in 12 casses ¢: B ¢ D E P B I J X L
Poor in 10 cases ¢+ A & ¥ N O P R 8§ T W

Child works very slowly in 5 cases ¢ A D F T V

=
for)

Child rushes through work quickly in 15 cases ¢ B

H I KLMNOPGQRSS W |

Rate of work fair in 2 cases ¢ C Jd

In addition, 16 of the 22 subjects were said to need
constant instructions or reminders to 4o their homework : A D
¥F ¢ B K L ¥ N O P @ R 8 T W

10 children were reported to.need and recelve close
supervision : A B D E H J K L § V |

and 8 children were considered to reqguire close supervision

but did not appear to get it : ¢ M N O P R T W

(g)  Porents' attitude to school and teacher

Nil in 18 cases : A B D E F G H I J K L
M 0 P @Q R 8§ W
Critical in 4 cages ¢ C N T V

(h) Parents' attitude to schoolwork

Mother 1s interested, supervises and encoursges in
6cases 3 D H I J L V |

Mothef is interested, supervises but expresses dis-
satisfact%on and tends to‘be unsympathetic in 4 cases
A B E @

Mother is interested or concerned but giﬁes little
supervision or positive'éncouragement in 8 cases + F G
K N PR S T

No interest shown or eﬁcouragement given in 3 cases @
M O W |

Attitude of parent unknown in 1 case : C

The attitude of the Fathef was especially mentioned

»

in 7 cases as being unsympathetic : D ¥ J K 1. R )
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(i) Parents' aspirationg for child

In line with child's ability in 11 cases : F H 1
L M N O PR T W |

Too high in 9 cases ¢+ A B D E ¢ J K @ 8

Too low, parents satisfied with inferior work in

2 cases ¢+ C V

(10) Concentration : ' .

Fair in 4 cases :+ F I J @
Poor in 9 cases : B ¢ E H K L O V W

Extremely poor in Y cases ¢ A D G M ¥ P R S T

(a) Manifested in Work

16 children were said to be untidy and careless ¢
A B ¢ I JK MK OCUPA@QU RS V W

5 were reported to work very slowly : A D F T V
and 14 to work tooquieckly : B E ¢ H XK L M N O P
@ R S5 W

Concentration was said to be equally poor in all
spheres of work in 6 cases ¢+ A D G M N T, ‘
especially poor when the child worked individually at his
seat, thig being often work of a silent nature, io 11
cases : C F H K L O P R § V W |
and poor only when the child worked individusally in 5

cases : B E I J4 @

(p) Manifested in behsviour

13 children were described as being extremely hyper-
kinetic, restless and fidgety ¢ A D G ¥ L M N P
Q R 8 T V | |
and 9 as being only slightly so ¢ B ¢ E ¥ H I J
O W

Talkativeness in class was ascribed to 16 cases :

ABCDGTIZ KTLM®NOTPGQQRS T



- 162 -

135 children were reported to be very easily distracﬁ‘
ted by things and people ground them : B DG KL M ‘
N O P Q@ R 8 W

With the exception of 3 of these, B O and W, they
were the children who were said also to be very bhyperki-
netic and restless.

Daydreaming and distraction by thought and associa~
tion, that is, internal distraction, were said to be
present in Bcases : C E F H I J N T

Internal and external distraction were reported in
1 child : A

The interview with the teacher revesled that 14
children sought attention from teacher and children : A

¢ DF &G K L M O P @ R S8 T

-

- 2 from children bnly B N

and 1 from teacher only E

-

In addition, 11 children were stated to be disobe-
dient in the class, all exdept the first two mentioned
below being disobedient in order specifically to draw
attention to themselves : M N A D F G K P R § T

Behaviour difficulties of a more serious nature were
said to be present in 1 child, C, who had tempers and

"spells" of refusal to do anygthing in class.

(e) Manifested in Level of Motivation

The poorest category here was a group of 10 children
whose level of motivation was low primarily because they
disliked schoolwork; thus this group were said to give up
easily, their ability to persist was poor, their level of
frustration-tolerance for a disliked task very low and thely
response to encouragement only fair. These were the
children who seldom tried resally hard because they simply
did not want to : A F G K M N_ Q R 8 W



(11)

. primary dislike of schoolwork but rather because of a

v‘>‘f153~+

The second category consigted of 3 children whose

level of motivation also was low, not because of a

marked lack of confidence. This group was thought to
give Up easily and cease to perSist when the task was
found to be somewhat difficult;‘and level of frustration=
tolerance seemed to be low particularly when things were
difficult. Encouragement here could result in greater
effort ¢+ D L V

- Finally csme thet group of children distinguished
from the first two by virtue of the facts that their

interest in the work was fair and that their level of

motivation could be raised if sn incentive was provided
or agttention snd encouragement given to them. " Here 2
echildren were thought to have a low level of motivstion :
P T, 6 to be fairly-well motivated ¢+ B ¢ E H J O
snd 1 to have a considerably higher level of motivation,
provided that the work provided a sufficient challenge
for him : I

Parents' attitude to_problem

5 parents either did not admit to any problem or felt

there was ho cause for concern ¢: ¢ F H J W

3 were unconcerned but stated dissatisfaction with the
child's schoolwork ¢+ B I K

10 were concerned, largely because qf a very personal dis-
satisfaction with the child or his progress : A & G M
N ¢ @ R 8 T

1 parent, V was thought to be overconcerned in a manner
corresponding to her over-protecting attitude to theAchiid.
Only 3 parents were considered to have genuine concern ’
about the child's progress as such and to have a good
understanding of his needs ¢+ D L P '

¥inally, it was thought that insight into the prdblem,
real or apparent; was definitely lacking in 15 cases :

A CEGJEKMUEIEOGQRS STV W
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The information obtéined in the ipnterviews indicates
a number of important variables which appear to be related to
the problem of lack of concentration.

- A very striking feature is the~degree of emotional
maturity or level of emotional adjustment of the child. It
has already been noted that 8 children seemed emotionally-imma=-
ture, 12 appeéred to have some emotidnal difficulty or disturb-
ance, and only 2 of the 22 cases were considered to show no
marked signs either of immaturity or maladjustment. Thus, it
seems that the child who is emotionally-disturbed, is unable to
concentrate slthough the hsbits of concentration may already
have been acquired, whereas the child who is emotionally-immature
cannot concentrate because he has not learnt the habits of con-
centration, by virtue of his immaturity.

It must be recognized that the assessment of emotional
development is not considered fully accurate snd that it depend-
ed to a large extent upon the personal opinion or judgment of the
writer, with the information obtained in the interviews as a
basis. The need is seen for a more detailed and restricted
study of this particular relationship between lack of concentré—
tion and emotional development as well as for a more refined
scale to assess the level of emotional development.

Home circumstances and the child's status in the family
the main aspects of which have already been noted,‘appear relevant
in so far as they contribute to the category of emotional develop-
mente. In all 5 instances where there were major abnormal home
circumstances, the children were thought to have emotionsal
dirficulties. |

' The field of interpersonal relationships is a large
and significant‘one. Relationship with parents and the parents'
handling of the c¢hild is clearly related to the referring‘problem;
The two main aspects here were either rigidity, impatience and
lack of sympathy, or over-protection and "spoiling" of the child;
the former attitude could easily lead to an emotional difficulty

in the c¢hild and results in lack of incentive and poor motivation,
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while the latter could result in emotiongl immaturity and the
inability to function satisfactorily without aids In faet,

all 12 children who were thought to be “emotionally-disturbed"
had either one or both of their pasrents being rigid snd unsympa-
thetic, and 6 of the 8 subjeects described as "emotionally-imma=~
ture” wefe considered pampered or over-protected.

Sibling~jealousy or disharmony is the predominant
feature of the child's relationship with his siblings and
occurred in 7 cases. The importance of good relationships with
peers must also be recognized as the child who lacks friends or
is unpopular and unhappy in the class-room may be unable to
concentrate on his worke It is maintainedthat a good relation-
ship with the teacher is essential in order to0 secure good moti-
vation - the significance of this relationship has already been
noted in the review of the literature.

Organization of routine after school reveals one
clearly'faulty'aspect, related to the field oftinterpersonal
'relationships and SChoolwork; in 511‘10 cases where organization
was too lax and toonlittle supervision was given, the parents

either showed no interest or gave little positive encouragement

to the child for good performance of schoolwork, The importance‘

of this aspect has also been indicated in the review of the
literature, in relation to motivation.

As regards schoolwork, although only 7 children were
considered to be behind with their work, all 22 were thought to
be capable of improvement. This is to be expected of children
whose powérs of concentratibn are at present poor.

The child's attitude to échool proved to be less
significant than the attitude to homework snd schoolwork in
general. Whefeas only 11 children had unfavoursble attitudes
to school, 17 showed a dislike of and poor attitude to homework.
Knowledge as to performance of homework is mesningless, it is
thought;>without a knowledge of the'smbunt of.supervision the

echild requires and receives. The 8 children, who were thought
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to require close sﬁpervision end to be lacking it, were all
said to do their homework badly. Out of the 10 sub jects who
needed and were receiving close supervision, 8 were performing
their homework satisfactorily. The child's rate of work in
the majority of cases was describedfas too fast, the work'being
rushed through as quickly as possible.

The parents' attitude to homework is, of course,
extremely important,'particularly the Mother's attitudes 115\
all 6 instsnces wheére the éttitude was good, homework was pepr~
formed satisfactorily. In only 2 out of the 11 cases where tbé
Mother's attitude was really poor and where little supervision
was given or no interest shown, was perforﬁance of homework fair.

|  The manifestations of lack of concentration in work

appear to»be~mainly untidiness and carelessness, too fast a
pace of work and an inability to do individusl work satisfac—
torily. The writer was unable to estimate with any sccuracy
spheres of work where concentration is worst, és the different
fields of concentration are often closely'interérelateq_and
separation virtually impossible for the teacher. ﬁost“tegchers
were unable to state whether concentratibn was poorer‘ih‘tﬁé
visual or suditory sphere. More detailed investigation amd |
accurate assessment of this aspect is necessary. = | |

The most striking behavioural manifeétations'of
lack of concentration appear to ﬁe hyperkinesis andfréstiessneSB
which,‘wben present in marked degree; are coupled with distrac%-
tibility by "external® eclements, day-dresming and distractibility
by "internal" elements, talkativeness and the seeking of atten-
tion. It is considered significant to draw a distinction
between the two types of distractibility.

As regards level of motivation it appears extremely
important to differentiate between the child whose motivation
is really low and who dislikes schoolwork, and the child who
lacks confidence or needs encouragement snd incentive and whose
attitude to work is not primarily one of‘dislike. The other

distinctions between these two groups have already been pointed
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out and the first group seems potentially by far the greater
problem. It is to be expected that the manner of dealing with
each type would surely differs *

The main features of the parents' attitude to the
problem was the lack of insight and the rather selfish concern
because of personal disappointment with the cbild's progress.
The necessity is seen for ﬁealing with the parents as well, and
not only with the child,

The guestion of the practical spplication of all these
points in a group-training in powers of concentration will be

considered further.

(3) Results_on Scholastic Tests_of the Child Guidance Clinic

The final step of the preliminary investigations,
it has already been mentioned, was the sdwinistration of the
Graded Reading and Aritbhmetlc Scholastic tests of the University
of Cape Town Child Guidance Clinic. It was considered desirable
that one of the bases for selection of subjects should have been
results that were at least average and corresponded closely with
standard placement; this was not possible in practice, the
gifficulties of variation of attalnment béing too great. It
was decided, however, that at least es regards arithmetie
addition ability, on which the performance of four tests of
concentration depended to scome extent, there should be an
equal number of children who were weak in this ability in both
the Experimental and Control Group. Analysis of the table of
results (see Table X) indiceates that :

(a) results in all 3 tests were average or above average in 9
cases ¢ E I O @ R 8 T VvV W
5 of these children, E Q@ R 8 and W were in the Experi-
mental Group. |

(B) results on gll three tests were below average in only 1
case ¢ M _

(c) Aritbmetic Addition was the lowest result out of all 3 in
1, cases 3 A B C D F G H J .M N O R S T
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7 of these c¢hildren, A D F G H R 8, were in the
Experimentsl Groﬁp snd the other 7 in the Control Group
pritbmetic Addition was noticesbly low or behind the
standard level in & of thése 1& cases ¢ A c' ﬁ F HandJ
I} of themy, A D F H, were meﬁﬁers of thé Experimental
Group | - |
(d) Arithmetic Problems was behind the standard level in 5 cases
6 K L M P |
(e) Reading was behind the standerd level in 2 cases : N and M.
| It is péssible that the poor achievement in Arithmetic
Addition may be closely related to poor powers of concentration,
Rapaport's use of Arithmetic as a_test of concentration has
already been referred to. 8 out of the 9 caées whose concen-
tration was described gbove as iextreme'l;; poor' achieved their
lowest result in the Addition test, whereas only 4 of the 9
subjects whose concentration was said to be ‘'poor' did so.
However; of the L4 subjects whose concentration was thought to

be fair, 2 échieved‘tbeif lowest result in Arithmetic Addition,

(See Teble X on page 169)

(4) Results on the Wechsler Intelligence Scale for Children.

The scaled scores obtained by the members of the
Experimentél and Control Groups are presented below in tabular
form (see Table XI). It would have been interesting to -have
compered the profiles of a group of good 'concentrators' with
those of the group of twenty~-two bad concentrators; for example,
scores on Coding, which is generally considered a test of learn-
ing ability, might be expected to be lower in the bad 'concen-
trators' than in the good; similarly, Arithmetic, which in the
Adult Scale, Rapaport maintains, is a test of concentration.

It would also have been of value to know whether after training,
there would be any significant change in the profiles of the
bad 'concentrators's  However, the scope of this piece of work
d4id not allow these investigations to be carried out, and they
must be left to further research on the relatiohship between

concentration and intelligence.
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TABLE X

RESULTS ON SCHOLASTIC TESTS OF THE CHILD GUIDANCE CLINIC

£

| ARTTHMETIC | ARTTHMETIC
[READING GRADED PROBLEMS ADDITTON
| no® 1.0, |Ace lsto, [a.A. BT, @, Ak BID. Q. | AA [STD Qo
Alan  |105 |10% |IIT {103, [IT end 1st |11%, OV 1st '8%| I end lst
Barcy |114 [10% (11T |14% bmd VI |117% [IV end 2nd| 10%.[TII ond 2nd
Charles |128 |10% |ITI |15% (I end Ist |12% |IV 4th | 10%| end II
Derek 1116 |10% |IIX ‘.'10 % |IIT Srd 1%, |IIT 4th _' 9% | II end 3rd
[Eiliot |114 |10%|TIT |18% | vora |15/ [VI2nd | 147 | VI end 5rd
Prank | 109 |10% |IIT |13% | VI end lst | 11% |IV 1st | 9% I end 5rd
Gary 1306 |10% |IIT |12% | end IV | 10% |II 4th | 8% | I &nd 2nd
‘Herold | 119 | 10% | 11T |14% | VI ond 20 | 127 |IV 4t | 9% | I ond ord
[Ton  |125 |10% |111 |15% | VI ond 1st | 11% |1V 20d | 12% | emd IV
Joremy | 98 | 10% | IIT | 11% | IV end 1st| 10%; |TIT 2rd 10%. | II 4th
Remnoth | 112 | 10% | 11T | 12%] V 1st | 9% | II 5rd 10%. | IIT 2nd
Larry | 99 |10%| III |14% | VI end 2nd| 104 | II 4th 1% ] T 1ot
Mertin | 97|10%| IL| 9%/ II 2md 8% | I3rd | 8%| Iend2na
Norman | o5|11%| tv|10%| emazr . |20% | zrroma | o%| II 3ra
Josear | 99| 11%| 1v|13%| Vv 4tk 9| v 1% | IV 2nd
Paml  [100|11% I 10% | IIT end 2nd| 9% | II. 5rd 9% | II end 3rd
|Quentin | 95| 13%| Iv|12%| end Iv | 10% |IIT 1st 15%.| end v
Roy  |101]11%| 1|11k Cend TIT | 11% | IV 1st 10% | TIT end. 1st
Simon | 94| 11%| 1v|12%| wara | 12%| 1v 4tn 1% | IV end 1st
Tom | 96| 11%| IV| 11%| IV end 1st| 11% | IIT 4th 10% | IIT 1st
Vincent | 101] 10%} IV| 12%| IV 5rd 11%2| IIT 4th 11%. | IV 1st
William | 94] 10%| Iv]13%| Iv end 1st| 0% | 11T 5ra | 11% | Iv end 1st

KEY : Al = Attainment Age
Std. Q¢ = Standard and Quarter
(for example; Std. III, 4th quarter)



TABLE XI .
SCALED SCORES ON. THE WECHSLER INTELLIGENCE SCALE FOR CHILDREN

o A B |C |DIEJF |o [B [I 13 K JL |H |N |O [P JQ |[R |8 [T |V W
Verbel Scale I.G. | 103 (115 {15 105 Wik [116 (108 [116 120 [IGL | 106 110 | 91 [ 91 [LOG { 97 {101 (163 10C | 951106 {101 |

PerEormance 103 T10 [0 125 11199 [103 118 121 94| 115 | 67 |10k 1100 | 97 103 | 89 {100 | 89 |99 | 9k | 87
Seale I.Q. | s | 7 | |

FULl Scale L. |103[114 126 016 114 109 1106 119‘123 98! 12|99/ 97 95 | 99 100 95 f101 9l |96 [101 | 9k  §§%§§§

Information T IOTIZTIT Iz (AT IzTIeTIiTIE T Igy [iil1i3] 9| 7,10 7] 81 8| 8 111j 12| 9. 10.59
|Gomprebension TII7 (I (I 12T it [i7 i3 I I1 167 5T T 1T 107 121107 1.5
Arithmetie | 9[i1]10( 12|12 14| 1110|168} {7179 7, 7| 6] 8| io| 16| 9|10 15| 10| .86
Similerities | 11}311] 15| 7|13 3BT I 1Z010 o113 819 91 71 8l 8l 11| 7| & 15 10.23
{Vocabulary 3V IZTILT12713 5|13 15 18] 11 12715 11 10} 10} 11} 11} 16 91 10| 12| 9| 1iiL5
Digit Spam | 8|11(1i|11[12|12| 9| 12| 15| 9| | 9| B[ 6| 10| 14| 15| 9| 15| 12| 7| 9| 11| 10.68
Picture Completion ;ﬁ7 13712713 13|11] 10| 13| 14| 9 151 3| 10} 12| 8| 9| 6| 14| 10} 12| 10| 9| 10.55
(PTetare AFangeneit| 33| 11 |17 16| 12| 8] B[ 8| 13| 9| | 71 9| 8 5| 81| 10| "7/ 10| 1x| g 7l 5.66
- {B166K Design I Io 20 [ I5 [T T T 60150 9] (i3S inl II IEl S| el 9 B 1] 12 11 1159
. Object Assembly | 12|14 |18 14| 10| 12| I4| 16| 1B 12| [ Te|TL| Ti[ 11| 15| k| 9| 13l & 7| 15| io] 123

Coding 8| 9f1z(10|12| 7| §]10] 10| 7| |[1o| 9| 16| 11| B[ 9| 9 of 8} 8 B k| 6.68

- oLt =

9,
-

s ¢ B

Scaled Score of 10 is the norm ' ;“{.,
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7« Iraioing in Concentration

(1) Training Procedures

One major difficulty presented itself. The time
available necessitated a group-training in concentration.
Training in a group implies thét the tackling of the problem will
be identical for each child, and, indeed, it is inherent in the
very nature of the experimental‘design that the time allotted to
and the methods used with each child will be the same for all,
The view adopted here is that concentration is a series of habits
of behaviour which can be learnt or acguirede. However, it has
already been shown that in the group of children studied, the
causes and manifestations of lack of concentration are many and
diverse; the correct habits of bebaviour may not have been
acquired for a number of reasons = perhaps lack of knowledge of
the correct habits, lack of motivation and interest dve to lack
of self-confidence or dislike of the work,or an emotional dis~
turbance or immasturity - and the problem may manifest itself in |
a number of different spheres. It follows that the solution
to the problem will depend then on both the causative factors
and the manner of manifestation which differ from one individual
to another. It must be made clear that the attempt to develop
the powers of concentration of the children was limited to train-
ing periods in the Child Guidance Clinic in which 3all Experiment-
al subjects participated, training which was administered in a
group and which did not take account of individual factors out-
side this setting, for example, incorrect handling at home or
unhappiness at school, to mention jJjust twb. No advice was

given to parents or teachers about any difficulties in the home

or school, although in many cases these difficulties were'apparent;
and advice could have been helpful. It was indeed, very frustra-‘
ting, in certain instances, to be unable to tackle the prcblem

in its entirety and to évoid making suggestions and recommenda-

tions for changes, particularly to the parents of the child.



- 172 =

fiowever, the primary‘eonsideration was a group-training in
habits of concentration, the principles and methods used being
the same for all the children who participated in the training.

Training took place over a period of épproximately
threé months.and nineteen gessions were held altogether,"the
mémbers of the Experimental Group sttending two afternoons a
week at the Child Guidance Clinic for almost one hour at a time.
The eleven children in the Experimental Group were divided into
two classes, the primary consideration in the division being bf
necessity a practical one -~ that is, which children would be
able to attend at a particular time. O |

The object of the training sessions was to dévelog
.ppwers of concentration, to assist the child 1nilearning the
correct habits of concentration.

Thus, it was necessafy to provide situations which
would demand concentration and then to attempt training in habits
of concentration in those situations.  The assumption was that
any improvement in poweﬁs of concentration would be measured by
an improvement in performance.on the asltefnate set of tests of
this sbility. Effective concentration implies the iphibition
of irrelevant responses, adequate selection.of stimuli, the
exclusion Bf irrelevant stimuli from the mind of the individual,
the ability to resist distrascting influences snd to persist at a
task with gll possible energy until it bas been completed as
successfully as possible. Thus, these were the hsbits in whiceh
the ¢hild had to be trained. Concentration is cdﬁsidered to be
esgential in the ébility to reﬁember, to distinguiéh, to perceive
similarities end différences and to discovér facts and errors
previously undetected - thus material which pertained to these
abilities‘would demand concentration.

Howeﬁer, it was obvioué that it would be futile
mereiy to provide situations calling for concéntration iff the
¢hild was uninterested and unwiiling to perform, for effective'

concentration implies also a high level of motivation and a keen
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interest. . The importance of the relationship between concentra=-
tion and motivation has slready been discussed. Therefore, at
all times an attempt was made to induce in the ¢hild as high a
level of motivation as possible, to keep his interest and to
give some attractlve incentive to encourage performance  on what
might well be an unattractive and disliked task, on the assump-
tion that whether or not the child wished to, he would then
begin using the correct habits of concentration which might at
a later date become habitusl; 1in addition, he might also acquire
a more genuine interest in tasks of the same or similar nature
once he had seen the effects of his efforts. Star~charts showing
the achievement of each child were utilized frequently throughout :
the training, inter-group and -~ individual competition wss
encouraged and several material incentives were offered for good
performance. The writer considered it important to include
some simple exerciseé well within the child's ability so that
the feeling of suécess'and achievement might come into operstion,
and act as powerful driving influences upon the child. The
relationship of the writer with the child was also felt to have
much ﬁotential power as a motivating factor and incentive.
Where possible, certain exercises were introduced as games soO
that the child would enjoy them, be interested and try his best.
The difficulties of securing adequate motivation were foreseen,
fbr.the children were to attend after school hours, at a timé
when they might very well be participating in sport.

The probilem of discipline was difficult to solve.
It was thought best to avoid, if possible, a ‘'schoolroom'
atmosphere so that the children should not develop adverse
attitudes to the training sessions. However, &iséipline had
to be maintained in some manner in order that the child should
have a feeling of responsibility about his work .and behaviour
during the training-sesslons, It was hoped fhat, by raising
the level of motivation and by making the sessions as attractive
as pogsible for the child, difficulties of disobedience could be

avoided.
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As an essential aim of the training procedures was
that they should set up a tendency in the cbild to respond in
the same way in the classroom and when doing homework, that is,
that transfer of'training should occur, it was attempted through-~
out the sessions to instil in the children a conscious awareness
and understanding of the principles and téchniques which could
be put into practice in other situations, and to encourage
application of these outside the Clinic.

In the planning of the training sessions, a choice
had to be made from a large numbér of methods and a great variety
of contents. It was decided to devote eight of the nineteen
sessions to somé form of the 'silent-reading drill' advocated by

Bz’ooks1

which had been particularly impressive for the following
reasons -'it was safd to prove very effective in holding the
child's interest and in forcing concentration on the matter being
read, it wes particularly suitable to group administration and
wag reported to compel practice in babits which would carry over
into and improve the ability to do 1ndependenﬁ work, & feature
Which was considered to be particularly lacking among the sub jects
for the research. Brooks> actually states that " ... Despite
the chief interest being in the spirit of liveiy competition
engendered by these drills, the interested, active and ehthuéiab~
tic co-operation of the pupils is secured under conditions that
make fbr réal improvement in ability to study and to concentrate
«ee " The method was as follows ¢ A short passagéiwas handed
to the child and the writer, having prepared a list of guestions
beforehand, then asked the questions one at aAtime,.letting the
children read to find the answer;' the idea here was to see which

child could find the answer firsts It was considered, however,

1. - Improving Schools by Standardized Tests, Chaps. XI, XIV and
XV,

2e ibido’ Pe 251-
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that more intensive study of the passages over a longer period
of time was also required; thus the children were set fo work
individually cb in pairs with the same passage, being told to
keep in mind the fact that all statements in the passage they
were reading were answers to questions that would be asked at a
later stage. It was emphasized to them that if, after reading
one sentence or statement, they were unsble to repeat the fact
contained or to present the ansgwer to a question, it would mean
that they had not been concentrating properly; thus they them=
selves would know when they had been concentrating and when they
hed been AGay-dreaming and would be able to deal with their lack
of concentration by re-reading the sentence or statement until
they could supply the answer or repeat the fact. In certain
. instences the children were asked to make a list of gquestions
themselves which they would all have %o ansﬁer after studying
the passage, and the sdeguacy of each question was discussed in
the group; 1in other cases, the writer presented the list of
questions. An adequate period of time for reading was always
alloweds This metbod impels not only visual concentration on
the passage being read but also suditory concentration on the
questions that are asked.

Six sessions consisted of various types of picture
or verbal work which called for close observation, visual discri-
mination, detection of facts or errors, memory, and simple
processes of thinking in which powers of concentration would have
$t0 be employed. These were iﬁterspersed among the other sessions,
the materisal provided:being attractive and very unlike schoolwork.
It was decided to spend two sessions entirely on discussion of
some sort, for example, homework, schoolwork, the effects and
methods of concentration, and the generalization to other situa-~
tions.

A brief plan of the training_sessions is presented
below, after whicb the material in esch session will be described

in detail.s
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Sessions I and II : Introduction

Sessions 111, V, VII, IX, XI, XIV, XVI and XVIII : Reading~Drills
Sessions IV and XIII : Discussions

Sessions VI, VIII, X, XIX, XV, and XVII : Miscellaneous

Session XIX ¢ Ending.? '

Session 1 |

Children were seated and introduced to one another.
An exercise book and pencil was given to each child which would
be his for all the sessions, and the subjects were allowed to
write their names on the books. The following passage was then

reads

Robin Hood zgnd Friar Tuck

From ten o'clock in the morning unfil four o'élock
in the afternoon, Robin Hood and Friasr Tuck fought and both were
such excellent swordsmen that peither could get in a blow at his
opponent. At length, Robin went down on one knee and begged =
favour of the frisr. "Give me leave to blow three blasts on my
horn", he asked. "That I will do", said the friar, "I am not
afraid to thee and thy blasts™. So Robin put his horm to his
1ips énd.blew three loud blasts and fifty yeomen c¢lad in Lincoln
green csme running towards them. "Who are these men?% cried
the friar. "they are my merrie men', replied Robin; "Now
grant me a favour", said the friar. "Let me whistle three
times". "Granted", answered Robin without hesitation. 50 the
 friar whistled three times and fifty fine powerful dogs came
running up. "Here is a dog for every man', cried the friar,
"and I myself am a match for thee'. "Call off thy dogs",
warned Little John, "or they are likely to be hurt'. But the
friar urged his dogs to attack. They sprang at the archers and
caught the arrows in their mouths, but when half-a-score of the
animals were shot dead, the friar cried, "Hold! your master and

I will come to terms".  "We are in need of thee in the greenwood"
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said Robin, "and if thou wilt come to Nottingham to dwell with

us, I will.give»theé a new livery and a weekly wage'. 30 back
went the friar with the outlaws and became one of the band, after-
wards becoming famous in the song and ballad as Ythe Jjolly Frair

Tuck".

- The following questions were then read and the
children were instructed to write the answers in their exercise
books.,

(1) For how long did Robin and the friar fight?

{(2) Why d8id neither of them win?

(3) What favour did Robin ask of the friar?

(4) What happened after the favour was granted?

(5) What did the friar ask Robin to allow him to do?
(6) What was the result of the friar's action?

(7) vwhst warning did Little John give the friar?

(8) How d4id the friar respond to his warning?

(9) what did the friar do after some of his‘dogs had been

killed? |

(10) where dia Friar Tuck go to live after the incident?

The children were asked to record the number of
quéestions they thought they had answered correctly and wefe told
that another passage would be read and that they should listen
every single moment, concentrating es hard as they possibly

could this time. The passage read was as follows.

Aladdin's Wonderful Lamp

When Aladdin asked for his breakfast one day, he
found that there was no food in thé thouse. "If you willlwait
a 1ittle, my son", said bis mother, "I will sell some cotton I
. have spun, asnd then I can buy food", "*No, mother", said Aladdin,
"keep your cotton; I'will sell my 1amp instead". | Y41l right",
replied his mother, "but it will fetch a bettervprice if I clean

it". Anéd with that she began to rub it. In a flash a genie
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stood before her and rosred with a voice like thunder, "What do
yvou wish? I am ready to oObey you as your slave'. "Qhe poor
ﬁoman was sé frightened that she could not speak, but Aladdin,
who had seen a genie before, took the lamp from his mother's

- hands and said in a firm voice, "Bring me something to eat; 1
am bungry'. In a moment the table was spread with all sorts
of good things in dishes of gold and silvers Enough food was
left over from breakfast to last for two days, and when this |
was all gone, Aladdin sold one of the silver plates to a man
who gave him some money for it. with this money, some more
food was bought, and this went on for some time. Whenever
food was wanted, a plate was sold, until at last there was only one
fine large gold dish. left. Aladdin was lucky enough to sell
this for a large sum, and with the money he was able to live in

plenty for a very long time.

gueétions
(1) How did Aladdin's mother want to get money to buy £ood?
(2) What was Aiaddiﬁ's plan for raising money?
(3) why did Aladdin's mother start cleaning thé lsmp?
(4) What happened when she began to rub it?
(5) What did the person who appeared tell Aladdin's mother
he was ready to do? | | |
{(6) Why was she unsble to speak?
(7) What opder was given by Aladdin? |
(8) For how 1ohg did the breakfast food last?
(9) what did Aladdin do when he wanted more £0od?
{(10) Wwhat aid the money obtained for the large. gold dish
enable Aladdin o do?

The subjects were told‘that their marks would be
given to ihem at the following session wheﬁ the wrifer would also
" explain why they were coming to the Clinic. ,
A game was then played which necessitated the inbibi-

s

tion of a certain response. A child was asked many questions
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and was instructed to avoid replying 'Yes' or 'No'. Thus

if the child was asked whether he liked swimming and replied
'Yes', he was then disqualified. Each child was given a turn,
the time until failure recorded, and the winner of the game

announced.

Sesgion 11

The purpose of Session I may now be made clear.

The aim had been to show the children the results of good
concentration and thus in the previous session they had been
questioned on the contents of two passages, the employment of
concentration in the second dbeing émphaeized.. In fact, the
second story chosen had been intentionally an easier one in
order that the children could achieve better results on it.

The eXercise books were returned to the subjects and much was
made of the fact that without exception, every child had scored
more correct answers on the second story and that this was
because they bad really tried their best and had been listening
and attending well.

It bhad originally been thought that it might be
best to avoid telling the children the real reason for their
sttendance. However, as certain parents and teachers had
already informed the children of this, it secemed best to be as
frank as possible and it was explained that the children were
all going to come twice a week in order to impfove their powers
of concentration, that they had been specially selected and ‘

that it was very important that they did their best and co-opera-

ted so that they could not only learn something from but also }
enjoy the sessions.

| Attendance and performance charts were then shown to
the subjects who were told that marks and stars would be given |
for good attendance and performance, and that prizes would be

awarded at the end of all the training sessions.
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The group participated in a game which illustrated
the impartance of close observat1on and concentration, The
follow1ng twenty objects were placed on the table and the sub~
Jects were allowed a period of twenty seconds to observe them

and had then to record as many as they could remember :

key crayon fork dog rubber  box of matches
sweet cat .watch cigarette spoon shoé

car  doll  ryuler  shell  train  penknife
mirrqr_ penny '

A book containing short articles pertaining to
wonders of the world was given to each child énd it wés explained
that the subjects could read one article every day at home,
spending sbout ten minutes over it, resding two sentences at a
time, and questioning themselves on the contents, answéfing
correctly before they proceeded to the following sentence. The
importande of the question - and - answer method was emphasized
end it was explained that this could help them to see whether
or not they had really concentrated on what they had Jjust read.
A short article on the 'Eiffel Tower' was then selected; the
writer read one sentence at a time and then a question was.
asked, each child being given a turn to answer;. it was ascer-

tained that all children understood the method of reading.

Session ITI

This session consisted of reading-drill, the method
used being as follows. Ten questions were read, one‘at a
time, and the subjects read the passage'to find each answer,
he who found the correct answer first being the winner. The
verbal answering of questions having.been completed, the children
were then set to work in pairs, reading the same passage sentence
by sentence snd gquestioning each other on it. A period of
approximately quarter of an hour was allowed for this, after

" which each child was given the original 1ist of ten questions to
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answer in hls exercise books

‘Pinnéchio,and,tbe Egg

It began to grow dark, and Pinnochic remembered that
he had nothing to eat. ‘There was an uncomfortable feeling in
his stomachs = In fact, after a few minutes he was 5o hungry
that he could have eaten nails. S0 he ran gbout the room and
searched in'eﬁery_dish and cupboard for a little bread - even
dry bread - yesy he would have been thankful for a éruat, or a
bone left by a dogs  Suddenly, in the pile of rubbish he saw
something white and round that looked like an eggs Instantly
he pounced upon its It really was an egge He rolled it from
one hand to the other, he kissed it and patted it and said,
"Now how shall I cook it? Shall I make an omelette? Ko, it
would be better'to poach it But perhaps. it would be more
tasty if I fried it; or shall I cook it in the shell? Ko, the
quickest‘way would be o poach it, I cannot wait to eat it".

No sooner said than dones He set a little stewpan
over the brazier of lighted charcoal, put some water in it,
instead of oil or butter, and when the water began to boil, tact
he broke the eggshellrand held it over the pans But instead of
the yolk and white of an egg, a 1ittle chicken flew out gaily,
and making a polite bow, said cheerfully, "A thousand thenks,
Mrs Pinnochio, for having spared me the trouble of breaking the
shells Goodbyei™

With that the chicken spread its wings, and flying

through the open window, was soon lost to gight.

Questions o
(1) Why was thefa an uncomfortable feeling in Piﬁnochio's
stomach?
{(2) Where dié Pinnochio look for something to eat?
(3) Where aid he £ind the egg? h
(4) What did he do with it after pouncing upon it?
(5) Which way of cooking theiegg did Pinnochio consider

the quickest?
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(6) Wwhich way of cooking did he think was more tasty?
(7) why aid be decide to poach the egg?

'(8) What happened when Pinnochio broke the eggshell?
'<9) Why did the .chicken thank Pinnochio?

(10) How 4id the chicken get out of the house? -

Session 1V

This was a discuésioh session. After the marks
obtained in the previous session had been presented, the group
discussed homework, attitudes toward it, how much time was spent
over 1t and how it was Gones It was then explained that the
subjects should try to use the same methods at home as they were
learning to use at the Clinie; even if they disliked & certain
sub ject, they should make themselves spend at least five minutes
on it, trying their best and increasing the time of study .grad-
dally. Trying, it was emphasized, was half the secret; ir
they wanted to do something well, if they wanted‘tolconéénirate'
and do their best and show other people how much they could
improve, fﬁen they would be able to @o 80. In trying to con~
centrate on their homework, they should set themselves a goal
and see how well they could perform a certain piece of work
within o set time, they should try very bhard to shut everything
else out of their minds and to take notice only of the work
before thens In reading, their aim should be to understand
- everything that they read. Here, the method bf‘reading and the
formulation of questions during reading was explained in detail.
1t was étressed.that the most important thing was to want to
try -~ to want to show thelr parents, teachers, the writer and
themselves that they could improve.

| The value of concentration in noti@ing things was then
pointed out. - The writer asked, for example, how many of the
subjects could remember what was written on a match-box or a pemy,

and noted that there were many things and dbjects slways around om




- 183 -

to which one became s0 accustomed that they were never noticed.
Concentration helped one to see and notice things, to remember |
things, to see mistakes and to understaﬁd thingse. The subjects
were asked to be on the watch for objects everyday on their !
way home from school, objects that had always been there but
that they had never taken notice of.

The session ended with a game ~ ‘Do this, Do that',
that is, certain actions were performed in front of the children
in counjunction with the words 'Do this' or 'Do that'; whenever
the words 'Do this' were said, the children had to imitate the
accompanying action but if the words 'Do that' were said, they
had to remain still and as they were. The game continued until
only one child was left and it was indicated that this game
depended upon listening and watching very closely and keeping

in mind what had to be done.

Session V |

Again, a passage for reading-drill wes given to each
child, but this time no pfepared guestions were provided and,
under supervision, the group read aloud one sentence at a time
and discussed appropriate questions that could be devised sbout
the content,; as well as a suitable title for the passage. ' A \
.period'of“aVQuarter'Gf an hour was then allowed for individuél
study of the passage, after which the list of guestions agreed
upon was read one question at a time and the subjects wrote the

answers in thelr exercise books.

What Tom saw _in the Room

Under the show-white coverlet, upon thesnow~white
pil;ow, lay the most beautifui 1ittle girl that Tom had ever
seén. Her cheeks were aslmost és white as the pillow, and hepr
hair waé like threads of gold spread all gbout over the bed.

She might have been as o0ld as Tom or maybe a year or two older;
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but Tom did not think of that. He thought only of her delicate
skin and golden hair, and wondered whether she was a real live
person, or one of the wax dolls he had seen in tpe shops. But
When he saw her breathe, he'made up his mind that she was alive,
and stood staring at her as if she had been an angel out of

heaven.

(1) Where was the little girl 1ying?

(2) How are her cheeks described?

(3) How is her hair described?

{4) What three things did Tom think about when he looked
at her?

(5) What made him decide that she was alive?

(6) Why did he stare at her?

{7) Did he like the little girl, and why?

(8) What are the two colours mentioned in the story?

Sessibn_VI

The session began with comment on the progress of
each child so far. The attendance and achievement charis
were studied in detail, specific‘weaknesses or good points in
the improvement of individuals were pointed out and the progress
of both groups was compsareds Remarks were made about the
benaviour of the whole groups.

The materiasl for training was a black-and-white
picture in which were many items beginning with the letter 'C'.
The subjects were asked to writé down as many objects beginning
with this letter as they could find in the picture and it was
stressed thét there were at least thirty and that they would
need to look very closely in order to find all of them. No
special time-limit was given but all the subjects were urged
to continue working as long as they .could in order to get as

many items as possible.
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‘After the scores for this exercise had been recorded
and the results discussed, the following materisl was then
presénteda A card with pictures of fifteen separate.coloured
objects on it was shown to the subjects for a period of thirty
seconds and they were instructed to look closely at all the
ob jectas A second card was then presented, also with fifteen
pictures on it, ahd the subjects had to record all the objects
which had also been present in the first picture. The pictures

on Card A were as follows :

glove cow pipe monkey ship
doll moon dog penknife coat

collar matches tent net bottlie

Card B contained the following pictures ¢

man glove poundnote = coat moon
mop = bottle tie pipe cat
matches can nuts monkey chop

Again, the scores for this exercise were recorded and

'the results discussed; it was explained that it had been

nécessary to notice, to see what was the zame and what was
different, and to -remember, in order to do well; - all these

things involved the use of concentration.

Sesgion VII
This session consisted of reading-drill, the subjecets

first reading to answer verbal questions which had been prepared

by the writer, then studying the passage in pairs for a guarter

of an hour aend finally answering each question in their exercise

"booksa

Tea
Tea is the dried leaves of the tea bush. This bush
grows in hot countries that haveﬂenoughvpain. It usually grows

on the sides of hills. It will not grow well 1f the water in
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the soil cannot flow away quickly from the roots. Long ago
the tea bush grew only in China and Japane. The Chinese and
Japenese drank tea in shsllow cups that did not have handles.
They did not put milk and sugar in their tea. In China this
drink was called chs. In 1658 traders brought tea to England
and Europe from these Eastern lands. They sold a pound of
tea in those deys for £5. On1§ rich people hsd enough money
to buy it. Two hundred years ago in England people had heard
about tea, but many of them had not tasted 1t. Men then took
tes bushes Trom China and Japan and planted them in other
lands. The British planted tea on the sides of hills in
India, Burma and Ceylon. The Dutch planted it in the East
Indies. All these places are hot lands that have heavy rains
for some months each year. Now there are big plantstions of
tea bushes in these lands. They send away many cases of tea
each year to other countries. A 10t of tes from India and
Ceylon goes to the British Isles and Europe. Tea from the
East Indies often goes to Australia and New Zealand. Tea
from China and Japsn often goes to Americs. England imports
more than four hundred million pounds of tea each year. Tea

is cheap now and men sell a pound of it for a few shillings.

Questions

(1) What is tea?

(2) In what sort of climate does it grow?

(3) Why are tea bushes planted on the sides of hills?

(4) Name the two countries in which tea grew first?

(5) What was the name for tea in China and how did the

people there drink i1?%

(6) 1In what year was tea brought to England and Europe?

(7) How much 4id a pound of tea cost then and who drank 1t%
(8) 1In which three countries did the British plant tea?

(9) Where did the Dutch plant it?
(10) Why were these places chosen to plant tea in?
(11) Name two countries that send away tea and two countries

that receive tea.
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(12) How many pounds of tea does England import each year?

(13) What is the price of tea nowadays?

Segsion VIII
After the attendsnce and achievement charts had been
displayed and studied, the following exercise was presented to

the subjects on paper :

Word Puzzles

In‘tbesevqueations, numbers are used instead of
letters. | )
Example : If 123 stends for BAT, what does 321 stand for?
The answér is TAB. 3 stands for T because it is the last
figure in the number standing for BAT. 2 is the séébnd‘figure
in the number standing for BAT and so it stands for A. 1 is
the first figure in the number standing for BAT and'sovit is B.
That mekes 321 stand for TAB. | |

Now try these 3

(1) If 1258 stands for LANE, what is 1825%

(2) If 2564 stands for LEAP, what is 46257

(3) If 14227 stands for TABBY, what is 2427%

(4) If 34456 stands for APPLE, what is 43567

(5) If 79425 stands for AFTER, what is 92249

(6) If 627538 stands for PLANET, what is 87639

(7) If 418572 stands for GATHER, what is 4,2718%

(8) If 51739648 stands for TRIANGLE, what is
836817 |

(9) If 84196275 stands for FRIGHTEN, what is
2641829

(10) I 736626 stands for TERROR, what is 627736%

If 123456789 stands for HOUSEMAID, what words
‘do the following numbers stand for?
(11) 62345 . ___ . (12) “u789
(13) 9254 '- () 1579

__ __
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(15)  7uhsh (16) 41765
(17) 1265 . (18)  L556
(19) 67894 (20) 417954

The above exercise having been completed and the
answers discussed, another exercise was given on paper to each
sub ject as follows @

Animal Puzzles

In each groﬁp of mixedyup letters, you will be able
to £ind the name of an animal if you change about the letters
correctly.

Examples : What is the animal in GDG? The snswer is DCG.
What is the apimal in WOC? The answer is COW.
By changing the order of the letters in each one, thg ngme of

the animal was founds

Now try these

(1) TaAB . (11) EDER -

(2) TRA e\ (12) BAM  _____
(3) PEA N\ (13) RHESO s

(W) MAR L (14) LAMCE —
(5) FLOW , _ (15) CDRU  __ o
(6) TOGA ____ (16) GIRET ______
(7 .HEAR __;___;_ (17) TEENIT —
(B) BRAE o (18) kEANS , |
(9) BRAZE _ {19)  OYKNEM __;_____
(10) ALES {(20)  BAOBNO |

Session IX

This was the fourth reading-drill session, and as in
Session V, tﬁe group devised the guesfioha which they ésnwered
finally in their exercise books after a period.of individual
study.
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The Ant_and the Dove

There was once an ant who stopped at a fountain to
drink of its waters but, leaning over too far, it tumbled in,
and would heve drowned. By chance, however, a dove was
seated in a tree nearby, and saw the danger. It plucked a
leaf from the tree and dropped it into the stream so that the
ant, scrambling on it, was soon floated safely to land. A
little later a snarer was spreading his net and would have
caught the dove, but the ant bit bhis heel. This made him
drop his net, and the dove, hearing the noise, saw the dsnger

and flew safely away.

Questions

(1) Why 4id the ant stop at the fountain?

(2) How diad it tumble in?

(3) Where was the dove when he saw the danger?
(4) How was the ant saved?

{5) What is a snarer?

(6) Why was the dove in danger?

(7) How dia tﬁe ant save the dove?

(8) what is the moral of this story?

The group then participated in the following game -
"I went to the toy-shop and bought ..." The first child to
start had to mention the name of a toy he had bought, whereupon
the second subject repeated the statement and a&ded the name of
a toy he had bought; each child in turn had to repeat all the
toys mentioned previously and give the name of a new one. As
soon as a subject excluded the name of any one toy mentioned
previously; he lost his place in_the game which, therefore,
continued until one child was left. The importance of ‘listen-
ing very carefully to and remembering what was said all the time

was emphasizeds
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Session X

Here two types of materisl were used. First of all,
the children were instructed to write in their exercise books
as.many words as they could, all beginning with the letter B,
A time limit of five minutes was imposed and the abilityto
persist and to keep on trying was commented upon.

Secondly, the following task which necessitated the
detection of visual errors was presented to the subjects od-
paper :

In each sentence, cross out the psrt of one word

which spoils the sense of the whole sentence.
Example @ We like to eat rice-cream.

In this sentence the r in rice-cream should be crossed

ocut sb that the correct word will be ice~cream.
Now try these :

(1) Mother 1laid the stable and we had tes.

{(2) I read a goodbrook last week.

(3) The scar went quickly along the road.

(4) He bought some crakes for tea.

(5) I play with a differentvétory every daye

(6) The wind began to below bard.

(7) The lady fell and hurt here leg.

(8) The ship sailed far across the seal.

(9) He vought it fort foufpence. |
(105 'Therboy wore a blue and red sﬁriped tilé;

(11) ﬁé was out in the train snd got wet.

(12) Méry said it was there coat.

(13) The dress was dripped from top to bottom by the nail.
(14) Every boy should story his hardest in school.
(15) " She was a brig giri for her age.

(l6)b The béby was fast aéleep in the carrot.
(17) I like to eat petals for my dinnér.
(18)° - The plane took coffee for.thannesburg.
(19) The graceful was won by the fastest bby.
(20) The boy washed sick in bed with a very bad cold.
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Session X1

In this, the fifth reading-drill session, the same
method was used as iv Session VII, a list of gquestions having

been prepared previouSiy.

Nat_and Mr. Bhsuef

When Nat went into school on Monday morning he quaked
1nward%y, fearing that he would have to display his ignorance
before them all. But Mr. Bhauer gave him a seat in the deep
windbw, where he could turn his back on the others, and Franz
heard him say 513 1essons there, 36 no one could hear his
blundefs or sec how he hsd blotted'his:GOpy—book. Be was truly
grateful for this and worked so hgrd that Mr. Bhaver said,
smiling, whenohe éaw his hot faée and inky finggrs :

| “Don 't ﬁork so hard, my boy; you will tire yourself
out, and theée is time enough'. |
| "But I must work hard, or I can't catch up with the
others.  They know heaps, and I know nothing", said Nate
| "You know a good many things which they don't", said
Mr. Bhauer, sitting down beside him.

Do 17" asked Nat in great surprise.

“Yess; for one thing you can keep your temper, and
Jack, who is quick at numbers, cannoitj; that is an excellent
1esson,‘and you have learnt it well. Then you can play the
'violin,.and not one of the lads can, although they want to very
muche. Put best of all, ﬁat,hyou really want to learn, and
that is half the battle™. -

Nat's face brightened és he listened. "Yes, I can
kee? my temper", he thought with 5 sense of comfort, "and I can
fidéle, though Ivdon'f know where the Bay of B;écay is". Then
he said aloud : |

"I do want to learn and I will try my best. I never
went to school before, but I couldn't help it; and if the

fellows don't laugh at me, I'll get on fTirst rate".
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Questions
" (1) On what day of the week did this incident occur?
(2) wWhy did Nat guske inﬁardly when he went into school?
'(3) In ﬁhat way 4did Mr. Bhauer help him?
(4) In what way d4id Franz help him?
‘(5) How d4id Nat show Mr. Bhauer that he‘was thankful?
(6) Why did Mr. Bhauer tell Naf not to work‘so hard?%
(7) why aid Nat feel that he must work hard?
(8) What could Nat do that Jack coﬁldn’t m'
(9) What could Nat do that none of the other boys could
| do, although they wished they could?
(10) What was the most important thing that would help
| Nat with his work? o
(11) Why was he so stupia?
(125 What did Nat fear the other boys would do if he made
mistakes?

Bession XI1

'In this session two types of materlal were used,
performance on both depending upon close observation,
, A black-and-white picture in which were many items
beginning with the letter 'B' was displayed to the subjects who
were instructed to write down as many objects beginning with
this letter as they could find in the picture. The group was
told it was possible to find at least forty to fifty objectis
beginning with 'B'a
| The following exercise was then presented on psaper

to each subject
Hidden Animals

The nsme of an animal is hidden in each sentence in
this puzzle. If you look at the words and letters carefully,
you will be sble to find the animal. Underline the animal's

name in each sentence.
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Example ¢ The word 'hare' could be hidden like this -
"Oh_sre you never going to stopli" thought Peter

as his teacher went on and on scolding him.
Now try these :

(1) Jack stared at the bad ogre standing before him and
felt very scared.
(2) "Mummy, can't you take me to the circus? I want to
| see all the animals", said the little boy.
(3) The teacher told John he would have to use all his
brains to find the answer to the problem.
(4) The children thought it would be a really lovely psrty
when they_saw'allvthe cakes and lemonade.
(5) "Ow'", shouted the bsby when the crab bit his toe.
(6) When Mrs. Jones saw how hard it was raining, she told
~ DBobby to take his mac at once.
(7) "would you like to get on the tractor and have a ride,
Ernie?" asked the Tfarmer.
(8) "Let go at oncel" screamed Willie when his brother
pulled his hair.
(9) Mr. Mac owns the gshop on the corner that sells all
aorts of sweets.
(10) "Jump on your bike end ride as fast aé.you candV
warned Tom as he saw the thieves coming nearer.
(11) The new bike was 50 beautiful that Fred thought it

was altogether different from other bikes he had seen.

Sesgion XIII

The purpose of this session was to review all the
methods used and to remind the children of their application
to situations outside the Clinic. »

Egch session was briefly mentioned and the material
that had been employed,and the children were encouraged.to talk
freely and to give their opinions as to the value of each method.

They were ssked gspecifically to state whether they had been
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putting these methods intofpractice in school and at home,

how they had béen doing so and whether they-thought it had been
helping thems Each chbild was given a turn to describe something
that he had never before been aware of.

The attendance and achievement—charts were discussed,
the latter heing shown to Fhe group for the last time prior to -
the ending of the training sessions. The subjects were remind- ‘
ed of the prizes that would be awarded.

The group then participated in a game ~ "i spy with
my little eye something beginning with ihe 1étter Ve Here
one c¢hild chose an object in the room and told.theuothers only
the letter with which it began; the other subjects had then
to guess the name of the relevant object. ‘

Each child was also sllowed to make a drawing of
snything he liked, it being suggested that if he wished to draw

his impression of coming to the Clinic, he could 4o sO.

Session XIV

A passage for reading-~drill was presented, the group

as a whole Tirst devising the guestions.

Ali Baba and the Forty Thieves

One day when Ali Baba was in the forest cutting the
wood, which he sold for a living, he saw a number of horsemen
coming towards him, and fearing that they might be robbers, he
quickly climbed into a tree and hid himself.

There were forty 1n_ali, and when they had come near
the tree where Ali Baba was hiding, they dismounted.  After
they had tied up their horses.and fed them they all followed
their captain to s rock nesrby. ' |

"Open, Sesamel' cried the leader;'and a door opened
in the rocks The men entered one by one, and the ca@tain

followed; then the door closed of itself,
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Ali Baba waited, and after some time he saw the
robbers filing out again. When they were out of sight he
went up to the rock and called out, "Open, Sesamei"  The
door flew open at the words and Ali Baba, stepping inside,
was surprised to find himself in a well-lighted cavern Tilled
with bales of silk, rolls of rich carpeting, heaps of gold
and silver ingots, and bags of money.

Ali Beba loaded his asses with some of the gold,
and having covered the bags with his sticks hurried home to

tell his wife of his good fortune.

guestions
(1) What @id Ali Bsba do for a living?
(2) what did he see coming towards him when he was in
the forest?
(3) Wwhat was he afraid they might be?
(4) Where 4id Ali Baba hide himself?
(5) What did these men do when they came near the plsace
where Ali Bsba was hiding? |
(6) What did they do to their horses after they had tied
them up?
(7) What happened when the leader went up to the rock?
(8) Who was the last to enter?
' (9) Where did Ali Bsba find bimself when he went through
the doorway in the rock? |
(10) What are four things which he found inside?
(11) What part of the treasure did All Baba take?
(12) How 4id he hide 1it?

Session XV

This waé a sesslon of miscellaneous material. First
of all, a picture entitled 'The Smash-and~-Grsb Raid' was present-
ed for three minutes and the subjects were told to observe
everything they possibly could in the picture. The picture

may be described ss follows
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A thief, who has Jjust broken the window of a jewellery
shop in High Street, is seen runniﬁg toward a car, the door of
whicﬁ is open. Ingide the car sits a man. . The number of the
shop is.33 and the name of the owner, J.D. Mansell, is inscribed
on the door, Next to this‘shpp ies a dress shop called Whitson
and Company.  To the left of the‘car stands a cart with bananas
on it, and a boy is riding past the cart on e b;cygle; A
woman and a men with a newspaper in his hand are standing on the
pavement opposite the.shOps, in the_bdttom left-hand corner of
the picture watching the thief;_ In the bottom right—hand
gérner, a boy is sitting on top of a lorry. :

After the time~limit of three minutes had elapsed,
the picture was removed, and the chlldren were asked t0 write

the answers to the following questions H

(1) Describe the main incident that is taking place ih
" the picture. '

(2) Wwhy has & window been broken?

{3) What is the name of,ﬁhé owner of the shop with the
broken window? V

(4) what is the number of that shop?

(5)  What does Mre. Whitson sell?®

(6) Why is the door of the motor car open?

(7) What is the name of the street?

(8) What is for sale on the cart?

(9) How many women can you see in the picture?

(10) How many people in the picture are sitting, and where

is each one%.

- The second exercise was presented verbally to the
group. A lizt of the letters of the alphsbet was given to each
aubaect with sufficient space underneath for writing the answers

to the'questions which the writer asked.
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How msny letters are there in the alphabet?

sixth letter?

24th letter?

13th letter?

letter which follows the 25th letter?
letter which follows the 12th letter?
letter which comes before the 7th letter?
letter which comes before the 22nd letter?
Zrd letter after the 6th letter?

Lth letter after the 17th letter?

_a line halfway along the alphabet, between

what letters is the line?

What is the 4th letter sfter the halfway mgrk in the

How many cepital letters in the alphabet use only

How many use only straight lines?

iow many use round and straight lines?

How maeny use only two straight lines?

Make a word from the 2nd, Hth and 23rd letters.

Make a word from the 22nd, 5th, 18th and 25th letters.

If F comes before J, write Y for 'Yes's If it doesn't,

"No'.

If L comes before Y, write Y. Ir it doesn't, write N.

If P comes before 0, write Y. If it doesn't, write N.

If 8 comes before B, write S. If it doesn't, write B.

If P comes before L, write Z. . If it doesn't, write A.

Questions
(1)
(2) Whst is the
(3) What 1is the
(4) What is the
(5) What is the
(6) what is the
(7) What is the
(8) What is the
(9) what 1s the
(10) What is the
(11) If you draw
(12)
alphabet?
(13)
round lines?
(14)
(15)
(16)
(17)
(18)
(19)
write N for
(20)
(21)
(22)
(23)
(24)

If X comes before both E and 0, write 'Yes's Ir it

doesn't, write 'No™.
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(25) What word can be made by using the 9th, 4th and
12th letters of the alphabet?

(26) What is the first letter in the alphabet which I
can add to STO to make a word?

Sesgion XVI
This was the seventh reading-drill session and a
list of prepared questions was used which the group answered

verbally, and then on paper, after a period of individual study.

Sinbad and the Elephants

We had been at sea only about three days when the
ship was seized by pirates and I was captured and sold as a
slave. The rich merchant who bought me treated me well, and -
finding I was able to shoot with a bow he took me out with him
to shoot elephants of which there were numbers in the forest.

Having to0ld me to c¢limb a tree sand to wait for the
animals to pass by, he gave me a supply of food and went back to
the town.

No elephants passed during the night, but in the
morning I shot oﬁe out of a large herd. As soon as the others
had gone I ran quickly to my master whb, praising me highly,
came back to the forest and helped me to bury the huge creature.
This be did in order to get the tusks} when the flesh had rotted
away from them. |

Everyday for two whole months I shot on elephant;
then one morning, as I waited in the tree for fhem, instead of'
paseging by they came towéfds ite One great elephant tore up
the tree in which I was by the roots, lifted me from'the ground
where I had fallen, placed me on his back and, cIOSeiy followed
by the others, carried me to a field Some distance away, wﬁich I
fouhd afterwards to be covered with the bones end tusks of dead
elephants. | !

Having l2id me on the ground, they went away. It

seemed as 1f they knew that it was only their tusks I wanted,
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and they had brought me to their burying-place so that I could
get all I wished without killing any more of their number.
Here, indeed, was a gresat treasure and I went quickly
to tell my master of my good fortunes - The next day ﬁe rode to
the spot on an elephant which we loaded with as many tusks as
it could carry, snd on getting‘back home my master said that as

he had become a rich man through me I should be a slave no longer.

Questions
(1) what bappened to Sinbad -after his ship had been at
| gea for agsbout three days?
(2) To whom was Sinbad 50142
(3) What was Sinbad set to do when his master found that
_ he could shoot with a boﬁ?
(4) Where was Sinbad to walt for the elephants? .
(5) What was done with the first elephant which Sinbéd shot?
(6) why was this done?
(7) For how long did Sinbad shoot elephanﬁs in the forest?
(8) Where was Sinbad carried by the elephant after he had
been picked up from_the ground? ' | |
(9) why did Sinbad think the elephant had brought him to
this place? o _ S
(10) What reward did Sinbad get for leading his master}fo

M

this great Breasure?

Segsion XVII
A sheet of paper with the word CONTEMPLATE was given
to each child and the subjects were instructed to maske as many
words as they could by using the letters given; ,they;were-also
told that if a letter appeared in the word onlyionce;'then they
could use it only once. o
Similarly, the children were asked to make as many

words as they could from the letters in the wOrd METAMORPHOSIS.



The second type of material used in this session was
verbal. A nursery rhyme was chosen and the sudbject was asked
to sav it, stating the number of each word just after it, in

the following manner : -

Jack - 1 and - 2 Ji11 - 3 went - 4 up -~S‘the:- 6 bill = 7
To - 8 fetch - 9 a ~10 pa11 —11 of - 12 water = 13

Jack - 14 fell - 15 down - 16 and - 17 broke - 18 hig - 19
erown - 20

! Ang - 21 Jill - 22 ecame - 23 tumbling - 24 after - 25.

‘Each child was given a turn with a different nursery

rhyme, ceasing as soon as an error was made.

Session XVI1I
This was the final reading-drill session, the method

using being exactly the same as in Segsion XVI.

" Gulliver gets fed

Being famiéhed with hunger, I showed my desire for
food by putting my fingers to my mouth.  Against my sides
were placed‘sevéral”ladders'up which e hundred of the 1little
people climbed on to me and walked towards my mouth, carrying
baskets of food. There were shoulders, legs and loins, shaped
1ike those of mutton, but smailer than the wings of a lark.

I ate two or three of these joints at a mouthful, and took three
loaves at a time.

I then made another sign that I wanted drink, and they
gave me their largest barrel. I drank it off guite easily, for
the barrel did not hold half s pinte Theybbrought me a second
barrel which I drank, and made signs for more; but they had

none to give.

Guestiong
(1) 1In what way did Gulliver show that he wanted something
to eat? | ’
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(2) How many of the little people climbed onto Gulliver?

(3) How did they climb onto him?

(L) In what direction did they go when they had finished
elimbing?

(5) What did the little people carry in their baskets?

(6) How many joints did Gulliver eat at a mouthful?

(7) How big were these joints?

(8) How many loaves did Gulliver eat at a time?

(9) How many barrels of drink were given %to him?

- {10) How much drink did the largest barrel hold?

Session XIX

The training procedures had now been completed and the
final session was devoted to the announcement of marks and the

distribution of prizes.

(2) gome Relevant Observations made during Training with

regard to Motivation, Value of Group Training, Influence

of’ EXtraneous,Factors and Manifestations of Lack Qf

Concentratlion.

The two groups of children who participated in the

training programme were ag follows :

Group A : Harold, Elliot, Alan, Derek, Frank and Gary.
Group B ¢ Roy, Simon, Quentin, Paul and William.

No attempt will be made to dlscuss in any detail the
behaviour and other characteristics of each child during the ‘
training sessions nor is it necessary to give the marks obtained 1
by the subjects on the numerous exercises as these were not of
an equivalent level of difficulty and therefore could not reflect
any real improvement in concentration. However, a number of

interesting features emerged during the period of training and

these may now be indicated.
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It is maintained here that, apart from the greater

or lesser value of the training methods which were applied,
one-basic condition was found to be of the utmost significance
in determining whether or not the child was going to benefit
from the training sessions ~ this was the level of motivation
of each child. The relationship between concentration and
motivation has been referred to seversal times already in this
piece of work; 4its role became extremely lucid while the
training was in progress. It was obvious that however much
ceriain‘tasks might céll for céncentrééion, the child would

not participafe nor &ould he allow himéelf to be taught the
correct habits of concentration unless he really wished to do
80 The level of motivation determined the nature of the
stimuli to which the child would attend and also whether he
would be willing in the first pléee, to inhibit irrelevant
responsess

| Four children were considered to have a high level

of motivation ~ Elliot, Alan, Derek and Paulse These subjects,
although not enthusiastic at the start of the training programme,
did, in fact, become very keen sand eager to atiend, at all times
really did.their best end co~operated and performed as well as
they could. This, to quite a large extent, can be explained
by the good rapport and close relationship that each of them
established with the investigator. Each ehild.considered it
important to be approved of and wanted to perform well in order
,tb.receive praigse from her. In addition, they éll became con-
iinced that they stodd to benefit from the trsining, that théy
eould really learn‘to concentrate and that it was highly impor-
tant that they should. Their success on various exercises and
the praise and encouragement they were given increased their
self~confidence, this also having a good effect on their level
of motivation. Ih Stephen’'s terms, the degree of 'ego~involve-

ment' in these children was high. His explanation of the term
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may agalin be quoted. He says :1

5Ego—involvement means that the student
feels and accepts a certain éhallenge; By
saying that the student's ego is involved,
we mean that, in his mind, fallure in the
assigned task will lead to some impairment
of the ego; to some loss of self—respect, or
to a'reduetion in his sense of worths The
ego. is involved whenever the student Tfeels that
an important part of him is wrapped up in the
outcome of the task'a§¢ 3tudents will perform
better and acquire morevskill when they are
made 40 feel that success in the agsigned task
is important to them, that in some way it is a

measure oOf their real worth as persons 4es"

'Three of these children, Elllot,.Alan and Dereks
actually stated spontaneously at the end of the training that
they thought tﬁey héd.feally'leafned to concéntrate and that
their schoolwork had improvéd; and all four were unwilling io
end their attendance at the Clinic. ‘ '

| In contrast to these sub jects were three others, Gary,
Simon and Quentin who remained poorly~motivated and whose
attitu&é to attending was one of dislike. These éhildben had a
poor relationghip with the'invéstagator and openiy expressed
snnoyance with the tralining sessions which in the case of Slmon
and Quentin, interfered with their sport activities in the
afternoon after school hourse This, at leaat in part, accounted
for their adverse attitude to the training; they were very keen
on sport and thely coming to the Clinic meant that two afternoons
a week they were unable to be on the playing-field. All three
children were Trequently unco=-operative, talkative and blayful,

they regarded attendance as an impogition and seldom did their

B Educational Psychology, pp. 299 - 300.
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best, although when an effort was made, their work was g00d.
The amount of 'ego-involvement' here was minimal and these
subjects could not see any value in learning to concentrate

.or in trying their best. This was explainable in the light

of the foilowing fact - Simon and Quentin bhad reported that
their teacher had said that their attendsnce could be of no
value and that they could not learn to concentrate by attending;
it was difficult to ascertain how true this report was or in
what context the opinion was mentioned but there was no doubt
that it had @ great influence on the level of motivation of
these children, In addition,;epcouragement, competition and
the offering of incentives had little effect on the performance
of all three; their level of frustration-tolerance, that is,
their tolerance of things which did not give immediate rewards
br which were not interesting in themselves, was very low
indeed. In the case of Gary, the explanation for the low
level of motivation was somewhat different. His behaviour
indicated very marked emotional insecurity and lack of con-
>fidence; he adopted a ‘defeatist' attitude from the very
beginning and constantly sought to sttract sttention. It was
felt that the presence of other children was far too stimulating
for him, that a group-training was not the correét thing for
this child and that further investigation was necessary into
the appsrently dominant emqtional problem before the chila
could be taught to concentrate;

Particularly in the case of Simon and Quentin, it was
considered that a sterner form of discipline'might have been
successful where the provision of positive incentives was not;
however, a very difficult situation presented itself in the
selection of effective discipline as the training-situation was

in nature so far removed from the schoolroom.
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There were also four other children, Harold, Frank,

Roy and William, in whom the level of motivation was determined
and complicated by other factors. Harold, far approximately
the first twelve sessions, had been as eager and co-operative
as the children with s very high level of motivation; however,
during the remaining sessions, he became somewhat unwilling to
attend, no longer seemed to be trying his best and appeared
worried sbout something. This change in bebaviocur found its
explanationlater when an interview with the mother revealed
that owing to the ill-health of the father, there had been much
tepsion in the home and less interest had been displayed in

and less attention given to Harold. Frank, throughout the
sessions, had remained somewhat uninterested and apathetie, and
his performsnce had been erratic. In drawing and conversation,
mueh repressed sggression seemed evident although its direction
was not fully ascertained; it was thought that there was some
emotional prohlem having to do with the home circumstances of
this ¢hild ~ the mother worked all day and Frank appesred to
resent the fact that he received so littile supervision._ Thus,
in both these children, the influence of extraneous factors is
seen, as a8lgo in Simon and Quentin,.

In Roy and Willism, the level of motivation and éegree
of co-operation seemed to be greatly affected by that of two
other children in their group who exerted great>influence over
them and with whom they were very friendly, namely, Simon snd
Quentina Roy and Willism were‘easily led by these two subjects,
and the general almosphere of this group offered less competition
or incentive for good performance than did the other group.

It was considered that had Roy and William been surrounded by
more co-operative subjects,; they could have benefited far more.
In addition, Roy's schoolteacher was also the one who was report-
ed earlier to have made such critical remarks sbout the treining-
programme, snd Roy, too, was immensely fond of the sport which

he was misgsing when he attended the Clinic.
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It is maintained here that the members of g group
may influence one another in & favourable or adverse menner.
Some children will respond well Fo the competitive elements
of a groﬁp—sitﬂation,_others will not. The nature_of the
grnup~1eéder is highly significant -~ where the group-leader
co-operates, the co-operstion of the other members is facilita-
ted; where the group~leader is unco-operative, the co-operation
of the other members is made difficult.

| It may be mentioned here that the attitude of the
parents might also have been significant in determining the
child's attitude to the training. For example, certain parents
had not felt there was any problemhor cause_for concern; thus,
in their opinion, there would have' been no real need for the
child to attend the trainingaaeésiens and the tragining would
have been considered ss being of little benefit to their child.
Similarly, certain parents might have regarded the training as
a form of 'punishment' for the child's poor progress at school;
for example, in an initial interview, the mother of Roy had
opgnly admitted that she had told Roy he was to partic?pate in
the training-programme because he was a dunce at school. Such
attitudes on the pert 9; the paren?a might very well have commu—
nicated themselves to the children. However, these are assump-
tionslanly and no definite knowledge is available as to whether
or how the parents' attitude did influence the child's approach
to the training. ! .

_ One further observelion may be offered. It becsme
clear during the training-sessions that “"lack of concentration"
differs in its manifestati n in two very striking ways - i; is
gither 'overt' and essily observable by others, or 'invert' and
unobservable unless the results of the child's behaviour are
examined. In certain instances, where the child was restless,
hyperactive, talkative and playful, it was obvious that he was
not concentrating on the task before him; this was the case
frequently in Simon, Quentin and Gary. vHowever, in other

instances, where the child sat quietly and sti11, the lack of
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concentration was not obvious until bhis performance on the

task was examined and it was found that he had either bveen'
day~dreaming or concentrating on a completely irrelevant aspect
of the releﬁént object; Harold and Frank were found to manifest
this type of lack of concentration on several oceasions. It
follows that the irrelevant response which needs to be inhibi-
ted is not the ssme in each case; some children may have to be
trained to inhibit motor responses, others to inbibit thoughts
and verbal assgociations. The method of training which will

be effective in each instance needs further investigation.

(3) Determinstion of Value of Training

| The eignificance or value of the training procedures
was then determined by statistical examination of the scores
obtsined by the Experimental and Control subjects onvthé alter;
nate set bf tests of concentration. As in the determination
of the validity of the tests of concentration, the influence
of intelligénce on test performance had to be oonsidered as
the subjects had not been ranked according to intelligence.
Thus, the prbduct moment correlation coefficient for 1n£elligence

and scoraes op the tests of concentration was computed as before.

A ¢t formula was theh empioyed to teét the null hypo-
thesis, namely, thst there is no difference between phe scores
obtained on the alternate set of tests of concentration by the
Experimental sdbjects, that is, those'wﬁo had participated in

the training programme, and those obtained by thé Controcl .

subjects, thst is, those who had not had any training in concen-

tration. Since & correlation coefficient of .40 is significant
at the .05 level for 22 ceses® (1956), r was used in the calcu-

lation of t only when it was 40 or higher;

1. Edwards, A.Le. Experimental Design in Psychological Research
Ps 408, Table VI. - Values of r at the 5 and 1 Per Cent
Levels of Significance. ' |
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Where r was used, the formula employed was

ix2+2x2
1 2 (1.2
e Xy

N, + N, =3 3 /

Where y was not used, the following formula was

employed 3

With the vse of tsbles, the p values which corresponded to

the computed t values were found.

The scores obtained by the members of the Experimentel
and Control groups on the alternste set of tests of concentra~
tion are presented below in tsbular form (see Tsble XII)e

The scores are given in order for the subjects as follows

..

Experimental Group R 8 ¢ H E A D F G P W

Control Group : 0T CB I JV KMNMILIN
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The three most valid tests of Concentration on
empirical grounds had been found to be Arithmetic Addition
Auditory Simple, Arithmetic Addition Auditory Distraction
and Knox Cubes.} The p values, in the determination of the
value of the training, were for these three tests respective-
ly «0l, «20 and 70. Thus, only on the first test, Arithmetic
Addition'Auditory Simple «~ number correct, does it seem that
the training procedures were of value in improving powers of
concentration, that is, they resulted in a significant differ-
ence between the scores obtéined by the Experimental subjects
and thése obtsined by the Control subjects, An eXxplanation
must be sought for the low p values obtained on the other two
valid tests of concentration, One must assume either that these
were not really tests of concentratlon and therefore could not
reflect an improvement in cowncentration or that the training
programme was of little value or.that it was too specific'and
did not providé for training in related skills, Particularly
in Knox Cubes, the low p value'may well be explained by the
fact that the training had no relation to the type of attention
reguired for good performance on that test. h

It may be noted that Memory for Sentences and Memory
for Simple Prose'Sh0Wed‘significant p values. As performance
on both these tesis was greatly dependent upon the sbility to
remember, it would see that the training procedures were of
value in improving methods of remembering. It must be remembere
ed, of course, that the training was predominantly in these
fields. |

All in all, the results obtained were somewhat dis-
appoihting. However, one importsnt fact has emerged, namely,
that the possibility of a training programme for general powers
of concentration is slight, and that the greater the specificity
of the training, the more improvement can be expected in that
specif'ic sphere; generalization does not seem t0 occur. This

point will be discussed further in the final chapter.
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(4) Improvement in Level of Congentration as Reported by

leachers and Parents at_the end of the Experiment.

After all the subjects had been re-tested on the
alternate get of tests of concentration, interviews were
conducted once again with the parents and teachers and they
were asked to state their opinion as to the child's level of

. concentration and any observable changes in hisg work or
behaviour. The description that follows is a comparison of
the level of concentration of the matched subjects of the
Experimental and Control groups, according to the information
given by the parents and teachers. It would have been
interesting to make s detsiled analysis of the relationship
between reported changes or improvements and the level of
emotional adjustment of each child and the parents' originsl
attitude to the problem. This has not been done but it may
be noted here that on the basis of the information of the
parents and teachers, there appeared to be some emotionsal
difficulty or maladjustment requiring further investigation in

the cases of

C F G J KL M N O P R T and that the parents of
5 children, € F H J and W had felt originally that there
was either no problem or no cause fOr concern,
In addition, the information given below does not
take into account any changes that might have occurred, con-
current with the training programme, in the parents' handling of

the child, for examples

Control Subjeet O Oscar : I1.Q, 99, Rank 5.67
and A

Experimental Subject R _Roy : I.Q. 101, Rank L.5

Both the teacher and the parent reported no improvement
in O's ability tb concentrate. His work remained untidy and
caréless, his homework was performed poorly énd his behaviour
at home had become increasingly difficulte In addition, the

child's delinquent behaviour had increased in severity.

- } .



- 21l -

R was said both by his mother and teacher to be less
restless and fidgety, 10 be making more effort to perfbrm well
and t0 be showing more responsibility; he now required less
supervision of his homework and his marks on tests had improved.
However, both teacher and parents felt there was still muech

room for improvement.

Gontrol Subject T _Tom ¢ I.Q. 96, Rank 9.5

and

Experimental Subject S -Simon : I,Q. 9L ‘Rank 8.

The parent andé the teaéher‘said that T had not only
not improved, but had invfaCt, got worses He was never‘still
for oune minute, his work was very untidy and poor éﬁd he sought
attention continually; he had also begun 'wetting' himself in
the classroom.  The teacher considered that be would be promoted
only on trial. T's mother had by this stage, become very
concerned about the c¢hild.
| S's mother reported a definite improvement in school-
work snd marks brought home and said that S seemed to be taking
more interest in his work. He studied better, would object
to being disturbed and showed far more self-responsibility for
performance of homework, whereas, previously,~he had had to be
instructed frequently to go and do his homeworks The mothér
considered that S was trying harder and paying more attention to
his schoolwork than ever before. The teacher, however, wasz of
the opinion that the child's work and behaviour had not increased
sufficiently and that his examination results could have been

better.

L1

Qontrol Subject G Charles : L.Q. 128, Rank 11

and

Experimental Subject ¢ Quentin : I.Qs 95, Rank 10,67
‘The teacher considered that C, being a very intelli-

gent child, could be performing on a highe% level than he wasj
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‘he st1ill needed close supervision when working on his own

and frequently sought to attract attention. Thus no marked
improvement had occurred in his level of concentration. The
mother, repeated her originsal contention thaet there was no

problem whatsocever,

Q's mother reported much improvement in the child's
performance of homework and in his attitude to schoolwork in
- general, but his class teacher said that the child had not
really changed much, although hia.lack of concentration was

not severe.

gontrol Subject B__Barry : I.GQ. 114, Rank 11,17
and '

Bxperimental Subject H Harold : I.G. 119, Rank 1l.17

B's:teacher said that the child was trying harder
than before and that his attitude to work had changed slightly
for the better; however he was still very untidy and always in
a great rush to get things over with, and his marks on tests
had not improved. Mrs. B reported no change and stated that B
8till needed close supervision of his homework and tried to

rush through it.

H's powers of concentration, the teacher remsrked,
were exactly the same as before the trasining Qnd it did not
take much to take his mind off the work. The mother said that
bis marks had been atrocious of late and that he tried to evade
doing his homeworke. She offered, however, two explanastions
. for this - first, that the father had been very ill and that
this had been a cause of great concern to H, and secondly, that
she had started doing clerical work at home snd, as a result,
was too occupied to supervise the child’s homework or to give

him as much attention as she had previously.
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Control Subject I Tan : I.Q. 123, Rank 11.17

and

Experimental Subject E__Elliot

$ L1aGe 11! Rank 12!1

The teacher reported some improvement in I’s
behaviour and attitude to work but felt that he was sufficiente
ly intelligent to be performing at a higher level than he weas;
his marks on tests had not improved;V  The mother maintainéd
that there was no noticeable change and that I's schoolwork

ecould improve.

'Both E's teacher and mother were delighted with what
they ¢alled a remarkable improvement in the child. He had
settled down completely and was now no trouble at all in the
classroom; he was keen to do well and showed interest and
great pride in his work.e Hrs. E. confirmed this, stating
also that E showed far more responsibility and enthusiasm for
'performance of homework, that his homework was neater and tﬁat
his class place had improved; he had become more smbitious,
wanted to get to the top of the class and showed much confidence
in his ability to do so. in addition, E was said to be most
upset if he had ever to be absent from school and whereas before
he had disliked reading and had always been very aware of the
pumber of pages that had to be read, he now loved reading and
his ‘main concern was,how he would ever find suffiecient time to
read all he wanted to. A most interegting fact reported was
that this child had for the last two months completely ceased
'wetting' his bed.

Control‘Subject,JA,JgremV : 98 Rank 12,17

and

b3}

Experimental Subject A Al :~AI§Q;110§,~Rank 12.17
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J's teacher maintained that he had settled down,
was working steadily, had made good progress and no longer
needed close supervision in the classrooms. The mother said,
however, that J remained much the same and that he had been
doing some very poor work. As she hsd been 11l and in hospi-
tal, she had been unsble to give his work as much supervision

at home ss was necessary.

The class teacher summed up the status of the
problem in A by saying that to have the child'in the class
now was "sheer heaven".  She no longer had to shout at him
and in fact, his behaviour was so much improved that she hard-
ly noticed his presence in the classroom; he had ceased
'playing the fool' and displayed less attention-seeking behavioux
his work was much better and neater, and his éttitude to it was
more enthusiastic and confident,. Mrss. A stated that she saw
more determination, ksenness and responsibi}ity in A who now
wahted t0 40 well and was doing his homework and learning for
tests willingly and on his own; be no longer wanted her to
sit and watch him do it all the time and he would begin doing
it without repeated instructions to settle down to it. In
addition, wheréas before he would simply ignore words that he
could not understand when he read, he had now begun using a

dictionary quite willingly.

Control Subject V_ Vincent : 1.8, 100, Rank 12.17

and

Experimental Subject D Derek

Both parent zand teacher said that V was working
harder, meking more effort and was more confident and that
his performance had imﬁ%oved;. however he still worked very

glowlys
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D's teacher and mother reported a great improvement
in the child's powers of concentration. He was saild to be |
keener, more confident snd interested, more willing %o do
homework and to show more pride in his performance. The
teacheyr said that she no longer found him difficult to handle

~and that he was doing better work.

Cohtrol,Subjéct K Kgbngﬁﬁ : 1.8, 112, Rank 16

ané | |
Experimental Sobject ¥ Fravk : I.Q. 109, Renk 15,33

Both K's mother and teacher reported some change
for thé better. The teacher said that K's behaviour and work
had improved to some extent ﬁut that'be had still to be super-
vised and that when he worked on his own he was still at times
playful and inattentive. Mrs. K. stated that the child now
| took mére responsibility for doing homework but that he wsas

untidy and impatient to complete his work.

F's mother reported little change except that F now
made 1eés fuss about doing his homework; she maintained her
original opinion that there was no problem br cause for concern.
The teacher, however, considered that the child had improved
greatly, that his cohcent:ation was now average and that his
class place and percentage showed the improvement. It may be
mentioned that both F and K were in the same class and their

teacher stated that F had improved to a greater extent than had

and

Both these children were reported to have made no

-~ improvement. M's teacher said that bis lack of concentration

had become worse; M made no effort, took no interest in his

work, did not respond to encouragement, frequently creasted .
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trouble snd continually tried to distract other children and
to draw attention to himself. He was to be promoted to a
higher standard only because of his ages M's sister satd
that he had become 1ncreasing1v,diffieu1t to handle at home
~and confirmed the teacher's report.

G was ssid to haﬁe changed little; he was still a
very difficult child in the classroom, continually 'played the
fool' and tried to draw attention to himself.  His mother
remarked that he lacked much confidence, that he rushed through
his homework as quickly as he could and that he still seemed
very reluctant to do it on his own and wanted her to sit with

him the whole time.

gontrol Subdiect I, Larry :
and '

Experimental Subject P Paul : 1,9, 100, Bank 18

L's teacher and mother said there was no noticeable
improvement. The child was still very restless and hyperkinetic,
and had to be watched closely in the c¢lassroom else he would

digtract others and be playful.

P was described by his teacher as being more confi-
dent, seeking less attention and performing school- and home-
work.far better than before; his behaviour at school had also
improved. Mr. P. confirmed the teacher's report and mentioned
that the child's home'circﬁmstances were now more stable as
well.

Control Subject N__Norman 3

L W

and

Experimentsl Subject W_ Willfam : I,G. 95, Rank 18

| R's teacher considered that there was no change; the
child's performance was very erratic, he was restless, sought
attention, his behaviour and his work was bad and he was to be

promoted only on account of his age.  The mother maintained
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that N's concentration had become even worse - he was absolutely
uninterested in his work, and performed his homework poorly and

in a great rush.

W was said by his teacher to have improved quite a
lot; he had settled down well, his marks on tests'had shown
that be had exerted more effort and his homework was now &one
perfectly. W's mother said that she saw no reason to change
her origiﬁal attitude, that i3, that there was no cause for
concern; she had observed no change in the child's attitude to

homework,

The table presented below enables one to see, st a
glance, the 1mprovements in level of concentration as reported
by the teachers and psrents (see Table XIV). The two columns,
Teacher and Parent, refer to the information given by eache A
fplus' sign signifies an improvement and change for the better;
a 'minus' sign is recorded where no change was sald to have been
observed and where the child's level of concentration was said

to be the same as at the start of the experiment.

‘ TABLE _XIV .
IMPROVEMENT IN LEVEL OF CONCENTRATION AS REPORTED BY TEACHERS
| AND PARENTS AT THE END OF THE EXPERIMENT.
CONTROL GROUP  EXPERIMENTAL GROUP
Subject| I.Q. Rank |Teacher| Parent | Subject| I.Q. Rank Teacher| Parent
) 99| 5.67] = - R {1001| LS|  + +
T 96| 9.5 - - S 9| 8,33 - +
¢ 12811 - - Q | 95| 10.67 - N
B 114 [1L17| + - H [119] 11,17 - -
T [183(1L17| + | - E | 114 | 12,17 + v
J 9811217 + - A (103 12.17] + +
v 100 {12,17 + + D 113 13433 + +
K |112]16 + + P 109 15.33 « -
96117 | < < G | 106] 16 - | -
L 99 18 - - P 100} 18 + +
N oL | 18.67 - - W 95| 18 T+ -
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Thusys in the Control Group, 5 children were reported
0 have improved in gome manner. In all 5 cases, the teacher
reported an imgrovement; in only 2 cases was thelimprovement
reported by‘both‘the teacher and the parents

| In the Experimental Group, 9 children were stated to
show a2 change for the betier. Parent and teacher concurred
in 5 of @hese-casés; in 2, only the teacher stated that an
improvement could be seen, and in 2 only the parent.

According to the judgment of the teachers and parents,
there secems $0 be a2 reasonable difference in improvement between
the two groups of subjects; yet tpe statistical results were
not very significant. It is possible that the teachers and
parenta expected the children %o improve and thérefore reported
that they did; for example, one teacher gave the impression
in the first interview that her pupils would definitely improve
whether or not they pasrticipated in the training, becsuse ghe
would get them more under control. It may be, also, that so
many parents of Experimental subjects reported much improvement
‘because the children seemed to be trying harder 4o concentrate
and to perform well} thus the trsining programme may have
effected an improvement in that the child's level of motivation
was raised and he was keener and motivated to try harder, but
this improvement may not have resulted in better pe;formance
immedistely and may, therefore, not have been seen in performance
on the testse The 4ifficulty of measuring level of motivation,
an important factor in concentration has been indicated previous-

1y

(5) Individusl Improvement on the Tests of Qoncéptration;

" As the number of sﬁbjects was small, itnwas consider-~
ed that the trﬁe_resnlta might be concealed by a éomparison of
the two groups.as groups. Consequently, it was &ecided that
1t might be of value to study more clogely the 1m%rovements

made by the individuals of the two groupse.
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Presented below sre the scores obtained by each

member of the Experimental and Control Groups on both the

original and the alternate set of tests {see Tables XV and

XVI)s The teble following that indicates the degree of
jmprovement made from the original to the alternate teat in

each case (see Table XVII). A plus sign signifies an {
improvement in score, a minus sign signifies a deterioration

in score and a zero means that the score on the alternate

test Wﬁs identical with the score on the original test.

Table XVIII presents the totsl number of changes in perform-

ance on the tests of concentration, both for the Experimental

and Control Groups.
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duration of the precess of selection; 1in concentrating, the

proceés of selection is sustained and intensified.

(3) Numerous difficulties presented themselves in the

construction of g set of tests of concentration and it was

(

queried at the ontset whether these could all be solved satis- \!

factorily. Only three of the proposed tests of concentrstion
showed a statiat1¢a11y significant difference between the groups
labeiled_'good' and 'bad' conqentrators respectively. It is
necessary.tclconsiﬁer these results in conjuhetion with the
fact that the independent criterion of level of concentration
'emﬁloyed in the study was the teacher's jﬁdgment which, in

itself, was probably not satisfactory.

{4) A number of training methods were employed in the
attempt to develop in the child the correct habits of concentra~-
ting. The tréining programme resulted 1n an empirically sig-
nificant improvement in performance on only one out of the

three tests of concentration which had been found to show a

high level of statistical validity. The assumption is either
that the training was of little value or that it was too speci-
fic and little transfer of training occurred. However, there
are indications that thepe was improvement in some agpects of
concentration which were not measured by the tests; from the
results Feported by the parents and teachers, an after-training
improvement seemed to have been effected in level of motivation
which quite probably did not reveal itself immediately in better
test performance. On the two tests of concentration which were
related to Memory, there was a statistically'significant differ-
ence betwéen the scores obtained by the Experimenfal and Control
groups; however, training was predominantly in this field.
Thug, it would seem that very little transfer of training_occurs
and that training in a specific field leads to improved powersl

of coneceniration in that particular rield.
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(5) - ‘The training programme indicated the extreme importance
of level of motivation in determining the degree of concentra-
tion or the extent to which the child could benefit from the
habit-training.- A striking difféﬁénee‘waé seen in the manner

of manifestation of 'lack of concentration' according to whether
it was easily and directly observable or not. The necessity ”“
was seen for dealing with the influence of associated factors

and for questioning the wvalue of a group training for every

ehilds

(6) A number of varisbles which appear to be intimately
related to the. problem of "lack of cohcentration" emergedlduring
the interviews with the parents, teachers and children -~ these
wére the significance of positive interpersonal relationships
with parents, siblings and peers, of adequate organization of
routine and superviasion of homework performance, of the attitudes
of important figures in the child's énvironment as sffecting

his level of aspiration snd motivation, and of,the degree of
emotional maturity or level of emotional adjustment of the child,
It is held that, in the group of children studied, the cause of
"lack of concentration" was not always simply a lack of knowledge
or practice of the correct haebits of concentrating but also a

| lack of motivgtion'and interest or the presenée of an emotional
difficulty. The limited results of the training may be an
indication that the problem cannot, in all instances, be solved -
- merely by pure habit—trainjng in powers Of_concentration. It
is mainﬁained,that, from the practical classroom point of éiew,
there is a condition which, in spite of certain dissimilarities
in bebhaviour, presents itself to the teacher as "Lack of Concen~
tration"; however, the clinician cannot consider it as a simple
or unitary condition and must be aware of the numerous and
varied causes and features which make the condition so complex
and which the teascher does not imply in the label "Lack of
Concentration'. Because of the complexity of the condition,

it is considered that habit-training is not necessarily in
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1tself sufficient to ameliorate it but that other forms of

treatment may have to run concurrently with it.

2. Conclusions_and Recommeudations_for Furthef,gtugg.

(1) The distinction between Attention snd Concentration ‘T*
and the processes involved in both have, as far ass possible,

been clarified and made‘explicit. The definition of Attention

proposed incorpofateg the most recent knowledge of the process

and seems to be in line with the modern trends in psychology.

(2) Much work needs still to be done with regard to the

measurement of concentration; numerous difficulties have been
- pointed out and many remain to be solved by further research.
In a clinical setting there is a need for accuraté tests to
asgess powers of concentration, or rather the expression of
these powers in some‘kind of task performance, in order to rate
the individual's standing in this respect and to evaluate the
results of special training and other therspeutic procedures
undertaken to improve these powers in one or more directions.

. It appears from the present investigation that con-~
centration is not unitary and therefore a general test of
concentration cannot be devised; future fesearch~shou1d concern
itself with measurement in a number of more limited spheres,
for example the auditory and visual spheres, or within the
content of specific.SChool subjects. The relationship between
concentration and scholastic attainment in geﬁéral end in
specific school subjects, such as reéding and‘ariﬁhmetic,
reguires further investigation. It is condeivable that the
level of attention required for optimal achievement may vary
from one school subject to another, as it almost certainly does

for different stages in the scguisition of a learned skill.



Two other problems are thé practicability of a set
of tests which will not be too time consuming and yet will
measure sustained attention, and the difficulty of eguating
testing conditions with the conditions in which the child's

lack of concentration normally oceurs.

(3)  The relationships between Attention and Intelligence,
Memory and Motivation respectively, need to be made more expli-
cit. It appears‘also that ego-~involvement snd frustration-
tolerance are closely assoclated with powers of concentration,
but bqth these terms require more precise opergtional defini-
tions before the rdle that they play can be clearly delinested.
Interviews conducted in the present study indicated the import-
ance of emotional behaviour patterns and personality traits;
the administration of projective techniques might however, lead
to further and more definite knowledge of the relationship
between personality and "lack of concentration". - One aspect
of future research on the relationship between “concentration®
and intelligence might be ihe comparison of a profile of 'good’
concentrators with that of 'bad' concentrators on the Wechsler
Intelligence Scale for Children, especilally with regard to the
Arithmetic and Digit Span sub-tests; 1t would also be of value
to know whether after training, there would be any significant

change in the profiles of the 'bad' concentrators .

(L) With regard to the solution of the problem of "lack

of concentration", it seems that little transfer of training

can be expected to occur. In order to determine more accurate-
ly the degree of transfer that is possible, two separate sets

of tesats shoﬁid perhaps be devised, the material in one closely
resembling that of the training and schoolwork, and the material
in the other differing greatly. Furthermore, if attention is
not a unitary and genersl process, the degree of specificity

of training that is necessary must be determined.
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The present study has clearly demonstrated that
both the causes and the manifestations of the conditions
1abe11ed "1ack of’concentration" vary in detail and patterning
from one individual to anotﬁer. An important distinctiag:is
that which can be made between the child who manifests the
condition overtly in wasteful motor r;sponses,'namely, the
hyperkinetic, "fidgety" child, and the child who may appear
attentive but in fact is preoccupied with irrelevant idestion,
sub-vocal verbal associations and imagéry, namely, the day-'
dregmer. Methods of training aiming at the inhibition of
,these'two types of responses would probsbly need 10 be differ¥
ent and therefore group training could ve undertaken only
after the most careful consideration of cases.

In many instances, more will be needed than habit-
training in concentration; the need for psychotherapy may
be suggested in certain cases and one may have to 'work with'
the parent as well, since the influence of the home background
and of the attitudes of relevant.adults in the ;hild's environ-

ment ﬁave been shown to he associated factors.
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SUMMARY

1. The Problem

The problem arose in the'setting of the Child Guidance
Clinic of the University of Cape Town where children were from
time to time referred for "Lack of Concentration'; this appear- W
ed to be an extremely vague, descriptive term used to cover a
variety of conditions.
" The main purpose of the present study waé to arrive -
at a clearer understanding of the term “Lack of Concentration

for the clinicsal psychologist. This implied :

{1) defining concentration and accounting for its lack
in the group of children studied
(2) showing the inter-relationships snd links between
concentration and other wvariasbles
(3) (a) devising tests of concentration
(v) formulating a training procedure with the
ob ject of developing .concentration
(¢) devising a set of alternate tests to assess
the effectiveness of the iraining programme
(4) evaluating the present status of the problem and
. emphasizing the need for further research and

investigation.

2 Cutline of Experimental Design

The subjects selected for the research were 35 boys
from four schools; aged ten or eleven years of at least average
intelligence and.wifhdut.any serious physical or scholastic
difficulty, who were described by thelr teachers as "lacking in
concentraticn"; Preliminary investigations carried out were
the administration of the Wechsler Intelligence Scale for

Children, and the Graded Reading and Arithmetic Scholastic Tests
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of the Child Guidance Clinic; interviews were conducted with
the parent, class teacher and each child. The purpose of the
interviews was to elicit information about the manifestations
and causes of "lack of concentration™; knowledge was sought
in the foilow%ng‘fields ~ home background, interpersonal
relationships, health, daily routine, home discipline, emotional {
development and maturity, schoolwork and bebaviour, and level
of motivation; the method of interviewing was ms far as
possible non-directive.

A tentative set of eleven individual and five group
tests of concentration was then devised and administered to a
group of ten 'bad' and seven 'good' concentrators, sll attending
one schooi, iﬁ order to determine the validity of the tests.
- The independent criterion of 1eVe1Jof concentration was, of
necéssity, the Jjudgment of the teacher. For each child an
intelligence quotient estimate was obtained by administering
three sub-tests of the Differential Intelligence and Scholastic
Tests of the Child Guidance Clinic, and the Vocsbulary and
Information sub-tests of the Wechsler Intelligence Scale for
Children which are reported by the author to correlate most
highly with the Full Scale score. These-sevehteén children,
having served:for the pilot study, were not used at any other
stage during the research, |

Statistical operations were then applied; the
product~moment correlation coefficlient was used to give the
éorrelation between test scores and intelligencé, and the t

formula to determine whether there was any significant differ-

ence‘between scores obtained on the proposed tests of concentra~
tion by the 'bad' concentrators and those obtained by the 'good' |
o !
concentrators, namely, to determine the significance level or |

validity of esgch test.
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 The results of the pilot study having been both
empirically and logically examined, the final set of tests of
ccncentratién was obtained and administered to the subjects
who had undergone all the preliminary investigations.  The
~division into Experimental and Control Groups was made on the
basis of performance on the three most empirically valid tests
of concentrétion, As some subjects had already been excluded
because their intelligence quotients were below the predeters
mined criterion of I'Q. 94, the division resulted in eleven
menbers in each group.

Training in concentration took place oéer a period
of approximately three months, the members of the Experimental
Group attending two afternoons a week at the Child Guidance,
Clinic for one hour at a time; the Control Group did not
participate in any training. After an interval, both groups
were re-tested with a set of alternste tests, snd all the
parents and teachers were interviewed finally at the end of
the experiment. Statistical operations were applied as before
to determine the significance of the training meﬁhode, the
- assumption being that any improvement in powérs of concentrag-
tion would be measured by an improvement in performance on the

slternate set of tests of this sbility.

3. Summary of Pindings sud Conclusions

(1) The review of the literature made it clear that

"lack of concentration" was a vague term implying a complex
condition which was by no means easy to define. After a fairly
long period of relegation to a secondary position, Attention is-
once again being considered worthy of further investigation.

The striking defect of tﬁe numerous tests designed, in the past,
to measure attention, was the lack of knowledge of their validi-
ty, and in many instances, the definition of attention upon
which these tests were based was no longer acceptabiei Few

methods were directly proposed as a means of improving powers
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of concentration and the value of any one method has not been

ﬁ sufficiently substantiated.

(2) An attempt has been made in the present study to
define attention'as a process in terms of brain-functioning

and to take into account the extremely significant role of
motivation, 'Selection' is considered the most important
feature of sttending, and this has been described in terms of

the nevural brocesses of facilitation and inhibition which are
thought to be a funetion of the 'reticular formation', and in
terms of the processes of 'exclusion' and 'inclusion'; motiva-
tion probably affects the level of the 'arousal system' and so
determines the degree of féeilitation or inhibition. The dis-
tinction between Attention and Concentration is one of degree;

in concentrating, the proaeés of selection is sustained and
intensified. The theories of Hebb, Bugelski, and Cameron and
 Mageret were of value in formulating the definitions of Atten~
tion and Concentration which incorporate the most recent know=
ledge bf the process and are in line with the moderﬁ trends in
pasychology.

(3) Numerous difficulties presented themselves in the
éonstruction of a set of tests of»concentrétion and many remain
to be solved by further researchs Only three of the proposed
tests of concentration showed a stafistically significant differ-
ence between the groups 1abe11eh"good“and"ba&"eoncentrators -
these were Arithmetic Addition Auditory Simple and Auditory
Distractién, and Knox Cubes. It is necessary to coﬁsi@ér these
results in conjunction with fhe fact that the independent crifer—
ion of level of concentration employed in the study was the
teacher's judgment which, in itself, was probably not satisfactory.
Six tests other than the three statistically significant ones
were included in the final battery as they seemed on logical
principles to be related to concentration and some of them had,
even on empirical grounds, a relativeiy satisfactory level of

significance.
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(h) In a clinical setting, there is a need for accurate
tests to assess pbwers of concentrstion, or rather the expression
of these powers in some kind of task performance, in order to
rate the individual's standing in this respect and to evaluate
thé results of special training and other therapeutic procedures
underteken to improve these powers in one or more directions.

It appears from the present investigation that concentration is
not unitary and therefore~a general test bf concentration cannot
be devised; Tfuture research should concern itself with measure~

ment in a number of more limited spheres or within the content

of specific school subjects. The relationship between concen-—
tration and scholastic attaimment in general and in specific |
school subjects requires further investigation; it is conceiva-
ble that the level of attention required for optimal achievement
may vary from one school subject to another, ss it almost cer-
tainly does for different»stages in the acéuisition of a learned

skill.

(5) A number of training methods were employed in the
attempt to develop in the child the correct habits of concentra~
ting. Nineteen sessions were held in 2ll and the children |
attended in two groups of six and five. Training in the correct
hébits of concentration was sttempted in situations which would
demand the exercise of concentration for optimal performance.
Exerciseé'were presented as games and material incentives were
offered in order to keep the child's interest and raise his

level of motivation.  Wherever possible, the child was made
aware of the principles and technigues involved and was encouraged
to put these into practice in situstions outside the Clinic;

discusgion sessiong were held with this purpose in mind.
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(6) The training programme resulted ilp an empirically
significant improvement in performance on only one out of the
three tests of concentration which bad beén foﬁnd to show a
high level of statistical validity« The assumption is either

that the training was of little value or that it was too speci-

fic and 1ittie transfer of training occurred. However, there
are indications that there was improvement in some aspects of
concentrationvwhich were not measured byrtﬁe tests; from the
results repprted by the parents and teachers, an after-training
improvement seemed tovhave been effected in level of motivation
| which gquite probably 414 not reveal itself immedistely in better
_test performence. On the two tests of concentration which were
related to Memory, there was a statistically significant differ~
ence between the scores obtained by the Experimental and Control

groups; however, training was predominantly in this field.

(7) Thus, with regard to the solution of the problem of
"Lack of Concentration™, it would seem that little transfer of
training can be expected to occur. In order to determine more
accurately'the_degvee of transfer that is possible,.two separate
sets of tests should perhaps be devised, the material in one
closely approximatingvthat of the training and schoolwork, and
the material in the other differing greatly. Furthermore, if
attention is not a unitarz‘and general ﬁracess, the degree of

specificity of training that is necessary must be determined.

(8) The present study has clearly demonstrated that both
the causes and the manifestations of the condition lsbelled

"lack of comcentration" vary in detsll and patterning from one
individual to another. An important distinction is that which
can be made between the child who manifests the condition overtly
in wasteful motor responses, namely the hyperkinetic, "fidgety"
child, and the ebild who may appear attentive but in fact is

preoccupied with irrelevant ideation, sub-vocal verbal associations
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and imagery, nemely, the day dreamer. Methods éf training
aiming at the inhibition of these two types of response would
probably need to be different and therefore group training could
be undertasken only after the most cafeful consideration of

CasSese

(9)- The relationships between Attention and Intelligence,
Memory and Motivation, respectively, need to be made more
explicit. The importance of the latter, particularily, was seen
during-the training period; the terms, ego-involvement and
frustration-tolerance require more precise operationsl defini-
tions before the role that they play can be clearly delineated.
The adminiatratibn of projective technigues might be of value

in substantiating the impressions gained in the interviews of
the importance of emotional behaviour patterns and personality

traits in "lack of concentration®.

(10) It is held that in the group of children studied, the
cause of "lack of concentration" was not always simply a lack of
knowledge or practice of the correct habits of concentrating dbut
aiso a lack of motivation and interest or the presence of an
emotional difficulty. The limited results of the training may
be an indication that the problem cannot, in all instances.be
solved merely by pure hablit-training in powers of concentratibn;
the need for psychotherapy may be suggested in certain cases

and one may have to 'work with' the perent as well since the
influence of the home background and of the attitudes of relevant
adults ip the ehild's environment have been shown to be associated

factors.



(11) It is maintained that, from the practical clasaroom
point of view, there is a condition which, in spite of certain
dissimiiarities in behaviour, presents itself to the teacher as
"Laock of7Concentration"; however, the elinician cannot consider
it as'a simple or unitary condition and must be aware of the
numerous and varied causes and features which make the condition
so complex and which the teacher does not imply in the lsbel
"Lack of Concentrstion". It is because of the complexity of
the coﬁdﬁtion that it is considered that habit-training is not
necessarily in itself sufficlent to smeliorate it but that

other forms of treatment may have to run concurrently with it.
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