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omissions in the thesis are due to my ignorance of what to ask, not to 

any lack of cooperation on his part. He was candid and generous, and 

kept nicely to the point when I, inexperienced in the art of interviews, 

tended to stray. This is most clear when I review the tape recordings of 

these conversations. Another talent of Jerome Bruner's appears on these 

tapes: he is a man with the unusual faculty for speaking in complete 

sentences. It is amazing how few of us do, at least without a script. 

Thanks are due also to Mrs. Bruner, a charming and intel I igent 

woman, gentle of motion, who can put together a continental dinner that 

would make a French Chef look to his laurels. Mrs. Bruner made me feel 

most welcome in their home , and shared with me her paintings, her cur

rent frustrations with her moss-bound lawn, and many anecdotes , both 

personal and political. She mad e this volume and the visit richer . 

i x 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

M. Brewster Smith, President of the American Psychological Association 

for the 1977-78 year, Professor of Psyc hology at the University of 

California at Santa Cruz, has been kind enough to give me time and counsel 

over the past few years; it was, in fact, on his advice that I first wrote 

to Professor Bruner for an interview. 

Father Dan Dohe rty, Jesuit priest of Cambridge's c hurch of the Blessed 

Sacrament, saw to it that I had housing in the Rectory of that church for 

the brief time I was able to visit Harvard in Apri I, f978. Father Doherty 

is a psyc hologist and a teacher, and our long corlversations about 

psychology, philosophy, and the plights of we humans contributed much to 

my perspective and I am certain affected this thesis. The incredibl e 

kindness and consideration shown me, an avowed agnostic, by this man of 

the cloth, wi I I not soon be forgotten . 

I would I ike to thank Professor Emeritus B. F. Skinner for the time 

he granted me for an interview in Wi 11 iam James Hal I at Harvard; his 

adversary position, I be I i eve, ba I a need this work. Henry Mu rray, 

Professor Emeritus at Harvard, took the time to speak with me in his home 

in Cambridge tho ugh he had just returned from a trip and was quite busy; 

I am very grateful to him. Laurence Young, Professor at the Massachusetts 

Institute of Technology , told me of some work he had done with Bruner 

which I have not found in the publications, but whi c h relates to work 

which has been pub I ished. Ms . Katz of Ha rvard' s Wi I I i am James Hal I 6th 

Floor Li brary al lowed me t o have rep ri nts from he r t il es on Je rome Bruner, 

and to copy those wh ich she cou ld not spa re . She a lso a l lowed me t o use 

t he I i bra ry for research . 

X 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

I had the opportunity to interview Ernes t "Jack'' Hi I gard on th e UCLA 

camp us ; Professor Emeritus Hi lgard (Stanford Universi t y) had worked with 

Bruner during the war and had been in Cambr idge , England, during Bruner's 

sabbatical the re. Dr. Hi lga rd' s comments on Niels Bohr's th eo r y of com

plementarity and Bohr' s conv i cti on that this conce pt was not for physics 

alone r e inforced my notion of the appl i cab i I ity of thi s theory t o 

psychology as an art and as a sc ience . Dr. Hi lga rd has also been kind 

enough to serve on my committee fo r t h is thes is as Profess iona l Reader, 

for which I am most grateful. 

Dr. Pe ggy McA li s ter, Faculty Administrator for Lindenwood IV, is 

another of those persons for whom there are no wo rds adequat e to express 

my appreciation. Without Peggy's insi stence on the best I co uld do, this 

project would never have been begun, and I wounder if, without he r 

enco uragement , I would ever have completed it! Suffice it t o say that no 

one has had more influence on my recent ed ucationa l process or on the 

change in my concepts of wha t education is, indee d, al I about, with the 

possible excepti on of J erome Bru ne r. It is diffi c ult to imag ine how 

diffe ren t this t hes is might have been if wha t I lea rned from the work o f 

Jerome Bru ne r had not been preceded by the philosophies incorpo ra t ed into 

my educati ona l mi li eu by Peggy McA I I is t er. 

I would I ike t o note a lso that, th ough my assoc iat ion wi th her ha s 

been much s hort e r, Dr . Va lerie Simms presented severa l suggest ions on 

the drafts of t his thesis which have been in corpo ra t ed into th e fin a l 

work. Her ca reful commen t s were most helpful, espec ia ll y with regard to 

format and s tructure . 

x i 



• 

• 

I 

I 

• 

• 

• 

• 

• 

• 

• 

Perhaps the person who has affected the tone of this thesis the most, 

next to Jerome Bruner, is Dr. Roger Gould of the Neuropsychiatric 

Institute of UCLA. His emphasis on transitions in human development 

helped immeasurably in the presentation of certain periods of Bruner's 

life in what I hope is a broader I ight. Dr. Gould read each portion of 

the first draft as I finished it, and critiqued it with what James would 

call na fresh eye." With his background as a psychoanalyst, Roger Gould 

perceived Jerome Bruner and his work from a very different view than the 

academician steeped in theories of learning or educational psychology. 

If this thesis emerges with cohesiveness and form, and I hope, of course, 

that it does, I believe considerable credit must be given to Roger Gould. 

One can never thank al I those who helped, who stood by and who 

encouraged when things tended to bog down or the spirit faltered a bit . 

If these pages seem long it is because so many have been generous with 

their time, their efforts and their understanding. My children, my 

neighbors, and my friends have been patient when I could not spend the 

time with them that had already been committed to putting words to paper. 

Thank you all . 

xii 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

I NTRODUCT IOI'~ 

To study the I ife of Jerome Bruner is an adventure in itself. It is 

incumbent upon the author of such a writing as this to inform the reader 

what it is he is about to read and, perhaps more importantly, what it is 

not. 

This endeavor is a thesis as partial fulfillment for a Master's 

Degree in Psychology. Its subject is the work and, inasmuch as possible, 

something of the I ife that directed that work, of Jerome Seymour Bruner. 

There are huge gaps. There are years, in particular in the 1960 1 s 

and 1970's, for which I have I ittle personal information. The biographi

cal data are based on two interviews with Professor Bruner in Oxford, 

England, in October, 1977, that correspondence which we have had since 

the spring of 1977 consisting of severa I de I i g htfu I I etters, those nota

tions which Bruner made regularly throughout the years in prefaces and 

forewords to books or which appeared in papers and presentations, and the 

first draft of his chapter in preparation for the History of Psychology 

in Autobiography. The chapter was a draft only; because I have not seen 

the final product, there are not quotations from it here. To assist the 

reader in source identification, those passages which are quotations from 

the tapes of the interviews with Bruner appear in the text in italics. 

Additional bits of information, mostly to do with Professor Bruner's 

work, rather than his personal I ife, were gleaned from brief interviews 

with his col leagues at Harvard and elsewhere: M. Brewster Smith, 

Professor of Psychology at the University of California at Santa Cruz, 

B. F. Skinner, Professor Emeritus at Harvard, Henry Murray, Professor 
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I NTRODUCT I O1~ 

To study the I ife of Jerome Bruner is an adventure in itself. It is 

incumbent upon the author of such a writing as this to inform the reader 

what it is he is about to read and, perhaps more importantly, what it is 

not. 

This endeavor is a thesis as partial fulfillment for a Master's 

Degree in Psychology. Its subject is the work and, inasmuch as possible, 

something of the I ife that directed that work, of Jerome Seymour Bruner. 

There are huge gaps. There are years, in particular in the 1960 1 s 

and 1970 1 s, for which I have I ittle personal information. The biographi

cal data are based on two interviews with Professor Bruner in Oxford, 

England, in October, 1977, that correspondence which we have had since 

the spring of 1977 consisting of several delightful letters, those nota

tions which Bruner made regularly throughout the years in prefaces and 

forewords to books or which appeared in papers and presentations, and the 

first draft of hts chapter in preparation for the History of Psychology 

in Autobiography. The chapter was a draft only; because I have not seen 

the final product, there are not quotations from it here. To assist the 

reader in source identification, those passages which are quotations from 

the tapes of the interviews with Bruner appear in the text in italics. 

Additional bits of information, mostly to do with Professor Bruner's 

work, rather than his personal life, were gleaned from brief interviews 

with his col leagues at Harvard and elsewhere: M. Brewster Smith, 

Professor of Psychology at the University of California at Santa Cruz, 

B. F. Skinner, Professor Emeritus at Harvard, Henry Murray, Professor 
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Emeritus at Harvard, Laurence Young, Professor at Massachusetts Institute 

of Techno logy, Ward Edwards, Professor at the University of Southern 

California, Patricia Ma rks Greenfield, Associate Professor, University of 

California at Los Angeles, Ernest Hi lga rd, Professor Emeritus, Stanford 

University, and those of Bruner's col leagues at Oxford with whom I was 

able to speak for a few moments. Ms. Katz of the 6th Floor Library in 

vn 11 iam James Hal I at Harvard University assisted me with further 

resource material in Apri I, 1978. 

The text of this thesis is, in the main, based on a chronological 

review of Bruner's pub I ished writings. 

As to what this work is not: it is not a critical analysis of the 

work of Jerome Bruner, nor is it simply reportage. It is not a biography; 

I have no access to any of Bruner's personal letters except those 

addressed to me, and they are few (though candid and charming). It is 

not an "approved biographical study;" Bruner has been quite clear about 

that constraint, as I noted in the section of acknowledgments. To make 

his point quite clear, Bruner told me the fol lowing antecdote. 

It seems that when James M. Cain, author of the novel The Postman 

Always Rings Twice, was approached by the writer of th e screen play to 

review and approve the product, Cain said, in essence, 

"I wrote the book. You write the screen play.n 

Jerome Bruner I ived the I ife and did the work. It is my task to 

write the thes is. 

I have had no private conversations with those of Bruner's 

associates to whom he feel s closest; especially notabl e in its absence 
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is the input of Geo rge Mi Iler; I was unable to contact Professor Mi Il e r 

in time to set up an appointment, though he was kind enough to send a 

letter of regret. 

have had the pleasure of meeting the present Mrs. (Bl a nche) 

Bruner, but the only contact I have had with Jerome Bruner's first 

wife, Kay , is through an article she pub I ished when she left her posi

tion as an Editorial Assistant for the Journal of Abnormal and Social 

Psycho I ogy <Brw ner, K. , 1943) . I have not met Mrs . Weems nee So I omon , 

nor have I met any of Jerome Bruner's ch il dren or his stepchildren , nor 

his sib lings . 

Even in the face of these enormous drawbacks, and with the time 

I imi ta tion necessarily imposed on the completion of a work of this 

kind, I have accomplished what I set out to do and, as is the way with 

such proj ects, have discovered new goals in the process. As it has 

turned out, I have come to a sense of a genera I direction of the work 

of Jerome Bruner, one that ha s led him to discover many coves, if one 

may analogize his sai lordom, on the way to the place of anchor. What 

he has set about to discover, though I daresay he did not so define hi s 

tas k at the outset, were the sources of rationality. The transitions 

in the course of this journey, given the constraints I have mentioned, 

are presented as I see them. The re is considerable quotation o f Bruner 

himself, in part t o get a flavor of the nuances of his thinking at the 

time of eac h writing, but more because he says what he has t o say wel I, 

and to paraphrase would be un kind to th e man and the meaning . 
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Why Bruner? I am better able to answer why I chose to study 

Jerome Bruner now than I would have been when I embarked on this project. 

The theme of my studies in the field of psychology has been to find a 

resolution of the cont! ict between the science of psychology and what 

choose to ca 11 the art. It is easier to define the former than the I at

ter: the science can be determined, at least to some degree, by the 

expression of research in the I iterature. The art, at least with Bruner, 

has to do with what we have come to cal I the "left hand." It is that in 

man which makes him human, that which cannot be reduced by the methods 

of science, cannot be measured, cannot be repeated: it is creativity, 

it is the gestalt of man's culture, it is that stuff of which myth is 

made. Bruner brings the art and the science of psychology together in 

some very unexpected ways. We can be grateful that he often sorts out 

his thoughts in his writings. 

It is out of the concept of left and right handed approaches that 

we gain from Bruner the Ni e ls Bohr theory of complementarity, or it may 

have been for Bruner the other ~ay about. was convinced at the outset 

that there is more to man than a eel lular structure interlaced with 

spurting transmitter substances and electrical impulses; that man was 

also more than a mystical set of notions without order or substance. 

Now I have a better vehicle for consideration of the nature of man - a 

cup, as it were, to hold the tea. 

Bohr's theory of complementarity, described somewhat at length in 

this thesis, is a three valued notion: in brief, this theory depends 

on two mutually exclusive description s of one co ncept ( I ig ht , f o r examp le , 
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defined as waves and I ight defined as particles), both of which are 

substantiated by conclusive evidence, and neither of which can exist in 

the presence of the other, and without either of which, the description 

of the concept is incomplete. 

am of the opinion that psychology is both a science and an art, 

and am more convinced than ever that to describe psychology without the 

consideration of both is not to look fully at the field. Nor can one, 

without considering the science and the art of man, find the elusive 

sources of rationality . 
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NOTE OF EXPLANATION 

It is customary in a document of this kind to note clearly the sources 

of the material presented. Here the author is faced with a measure of 

difficulty: a considerable amount of what I know and record of Jerome 

Bruner's I ife is based on my notes from a rough draft of an autobiography 

which I was al lowed to study, but not al lowed to copy directly. It was the 

specific request of Professor Bruner that this draft not be quoted . 

The objective reader does not get many pages into the thesis before he 

says, "How do you know that?" Where it appeared to this author appropriate 

in dealing with the biographical data, I have quoted directly from, and 

referenced, published writings, letters, and, through the means of italics, 

interviews with Professor Bruner. I have made every effort, when 

expressing my own opinion, to provide the reader with a modifier of sorts: 

"it appears that ... ," or "apparently ... " or whatever. I have honored 

Professor Bruner's request, and have not referenced the autobiographical 

draft as a source anywhere in the body of the thesis, nor have I indicated 

where in the thesis the reader is in the presence of that draft, wh~ch 

believe to be my ethical responsibi I ity. It is therefore incumbent on me 

to explain that in descriptions of the unfolding events and developments 

in Jerome Bruner's I ife, any unreferenced or unmodified biographical 

information represents the integration of the impact on this author of 

material from privileged communications, published writings, i nterviews, 

and letters. 

These are the constraints under which the thesis is written. I beg 

the indulgence of the academic purists among my readers . 
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A trim, 62 year old professor can be seen pedaling his way along 

So uth Parks Road in Oxford. His glasses are very thick, his hair is 

thinning; sti 11 he doesn't look his age. Perhaps it is his delight 

in I ife that keeps him deceptively youthful. Jerome Bruner is a man 

of enormous energy, and an equal amount of discipline. He is Oxford 

University's first Watts Professor of Psychology, a Fellow of Wolfson 

College. He has been at Oxford since 1972; before that he had spent 

almost al I of his professorial I ife at Harvard. His impact on the 

field of psychology has been remarkable, both in quantity and 

qua Ii ty . 

TO BEGIN WITH ... 

Jerome Seymour Bruner was born on October 1, 1915, in New York. 

He was to be the last of four children. The eldest chi Id, Adolphus, 

had been the issue of a prior marriage; his father had died before he 

was born. Both Herman Bruner and Rose Glucksmann had come to the 

United States from Europe. The three children of their marriage 

were Min, Al ice and Jerome. When Min was born, Rose felt her family 

complete. She had very definite ideas about family formation: it 

was her theory that children should be reared in pairs! Twelve years 

later, infant Al ice unbalanced Rose Bruner's idea of the appropriate 

family tree, and in two years I ittle Jerome arrived, t he nt heo re ti ca l 

chi Id." 

The I ittle boy was born b l ind, and was not to have his sight 

unti I cataracts were removed when he was about two years old. It was 

8 
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Min, 14years his senior, who was more the mother to little Jerome, and he 

speaks of her sti I I with warmth and affection. Whatever Jerome missed in 

those first two years of sightlessness he must have made up for in 

multiples as soon as he could see; he says of his mother that she 11m1A.st 

have despaired of this energetic child! 11 

Jerome Bruner, cal led "Sonny" by his family unti I he went to college, 

grew up in suburbia on Long Island, New York, in what might now be termed 

an upper middle class mi I ieu. He read a great deal, wandered in the 

woods and about the salt marshes, and was sti I I, on balance, a gregarious 

sort with many friends. 

He speaks of attending, in his early years, a school on Long Island 

which was 

11 
••• a very good, middle class, suburban public school. .. they had 

just extended New York out to the edge of Nassau County, so that 
in effect it was out in the country but it was part of the city. 11 1 

In speaking of this early suburbia, he says, 

11I enjoyed it, and I got into aU sorts of troubles ... I got left 
back ... I really couldn't believe what they were asking me to do ... 
I was truly puzzled ... it just didn't fit with what my image of 
school was aU about." 

First he was set back one year to repeat a class, and then " ... somebody 

had a different theory about the thing, so they put me ahead two years! 11 

His formal education included lessons in French, which were to serve 

him wel I in later years. He speaks of himself at the age of eleven, when 

" ... I fel I in love with my patrician French teacher, a delightful 
South Carolinian lady, Mrs. Brown, who had a fiery temper and a 
flawless accent. There is no feat that an eleven year old boy in 
love with a beautiful woman in her thirties wi I I not perform in 
th e interest of sublimat ion. I learned French!" 

Bruner, July 17, 1977 
Personal Communication 

1 · Ita li cs throughout th e t ext indicate direct quot es from inte rvi ews • 
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The household of Jerome Bruner's childhood was a I ively one; the 

children and their friends, visitors from abroad, and a variety of pets 

coming and going. Jerome grew up with a sense of nostalgia associated 

with seeing his father off to his business interests in Europe, and 

being a part of th e excitement of his homecomings. It was a ful I and 

happy time. 

There appeared t o be a wonderful warmth between Jerome Bruner and 

his father. He says of him, 

t1 ••• we were very close. I just adored the man. I have no 
feeling of ambivalence ... I even know that on the occasions he 
really chewed me out about things that he was doing it in a 
principled way ... I always knew him to be a principled man. u 

Herman Bruner's principles made a I ifetime impression on young "Sonny," 

as did his wit and his wisdom. 

Herman Bruner was in the business of making watch movements in a 

partnership with his brother, and it was this business that often took 

him to Switzer land. His father's trips, the European origins of both 

his parents, along with the exposure to guests from abroad in his home 

flavored Jerome's I ife with an identification with the "old world" to 

which he refers as his "European-ness.n 

Jerome's father discussed with him al I manner of things. They 

spoke of the stars. And of opera, which Herman Bruner dearly loved. 

They spoke of ethics in both a profound philosophical sense, and with 

regard to such everyday matters as the refusal to buy the newspaper of 

a pub I isher whom one considered to be unprincipled. If a man misused 

his power, he was to be held responsible. This commitment to principle 

is c learly sti I I intact in the character of Herman Bruner's son. This 
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father not only accepted the restless and energetic person who was his son, 

he conversed with him, respected his ideas, and in doing so, f i I I ed the boy 

with pride. 

In 1926 Herman Bruner became i I I with cancer; in February, 1928, this 

man of wonderful ki ndness and understanding died. Jerome was only twelve. 

It was less than two years before the crash of the s t ock market. The 

world around him was riding a wi Id merry-go-round, and Jerome Bruner was 

devastated. Just entering the confusion of adolescence, he felt set 

adrift. There was no real closeness between him and his mother, and the 

deep grief he felt over the loss of his father was to stay with him, not 

to be expnessed unti I many years late r. 

His mother, as he puts it, 1'released of this s cho larly figure of my 

father ... went aU over the place.'" The older children were grown, and 

Jerome found himself attending half a dozen different high schools and 

preparatory schools between the ages of twelve and si xteen. He speaks of 

being unabl e to find a balance in the middle, and says of his mother dur·ing 

this period that she " ... drifted off. 11 It wou Id be many yea rs before he 

would be able to say of his mother that he and she shared things at al I. 

It was a time of lone liness for h is f ather , made more po ignant by the 

confusions of adolescence. 

But there were bri ght spots. It was during these years that Jerome 

Bruner became more and more interested in boats and the sea. At first he 

was intrigued with engines ... 

"I regarded sai Zing as rather effeminate; that's what the girls 
got excited about . Our machismo was in the form of engines . I'm 
pretty good at engines , actually . So I didn ' t r eally start 
sai Zing until my twenties . .. " 

11 
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Since then, sai I ing (both for quiet recreation and as a racing sport) has 

been a part of his I ife. We shal I see analogically that he has, in the 

main, raced his own race. 

The Crash came in 1929, and though Adolphus, who had been managing 

the funds, met with some of the difficulties of those times, Herman 

Bruner had had the foresight to secure the financial future of his family 

in a manner not destructible by the stock market ' s inconsistencies or by 

the massive depression which appeared in the wake of the Crash. It is 

interesting to note that we are not aware of money being an issue, cer

tainly it was not a deciding factor, in Jerome Bruner's I ife, even 

through his graduate education at Harvard. When he notes that he has 

taken a summer in Canada, or in Europe, or has just gone fishing, the 

financial wherewithal is left unmentioned. There is no sense of great 

wealth, but rather with a sort of wel 1-to-do-ness. Certainly, one never 

gains the notion from any research of Bruner's I ife of anything bordering 

on want. So it appears that, though he grew up in the depths of the 

depression, financial struggle had no part in the development of 

Je rome Bruner. 

Since the restrictions in I ife style as a result of the Crash were 

minimal for the Bruner family, .Jerome was able to proceed without inter

ruption. He was to start college at 16, and would return home thereafter 

only to visit. He was ready to take on his own identity, ready to become 

his own man . 
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THE YEARS AT DUKE 1931 - 1938 

While Jerome Bruner was in his first year at Duke, he came to terms 

with the grief he had borne since the death of his father. A performance 

of Handel's "Messiahn was the catalyst; the tears refused to be denied 

any longer, and the sadness which had been deeply a part of Jerome Bruner 

since his father's death confronted him and was, for the main, put to 

rest, I eav i ng the rich I ove and respect, and the integration in a more 

total way of the values and cultural joys into his own views of the 

world. And the long mourning was done. 

When he entered Duke University, Bruner had a vague notion that he 

might pursue a course in law. The time of coming to terms with one's 

parental conflicts and with one's own inner person to which Erik Erikson 

refers as an identity crisis seemed more to Bruner an identity search and 

exploration. Once the resolution of the grief over his father's death 

had taken place, Bruner's vital curiosity and the excitement of intel lec

tual involvement and sharing took a primary place in his I ife. Along the 

way, Bruner came into contact with Wi I I iam McDougal I 1 . Bruner described 

something of the interesting events involving his relationship with 

McDouga I I in his Oxford I naugura I Address . 

1 William McDougall (1871 - 1938) 
"Mc Douga I I is best known th rough his vigorous espousa I of an 
instinct theory of considerable scope and comple)(ity and for his 
fervent opposition to a mechanistic interpretation of the beha
vior and experience of man." From R. I. Watson, 1971, p. 432. 
Also see William McDougall, 1960 (23rd ed., 1936; first published 
1908); C. Murchison (ed), 1961, pp. 191-224; and E.G. Boring, 
1950, pp. 465-67, 496, 717-18 . 
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"As an undergraduate, I came under the influence, almost inadvertently, 
of Professor Wi 11 iam McDougal I, F.R.S. 2 , a former Wi Ide Reader in 
Mental Philosophy of this (Oxford) University, who had gone from Oxford 
to Harvard to take the Chair there in Psychology and then, some years 
later, had gone on to the newly transformed Duke University where I 
first encountered him as a most daunting lecturer in one of my courses. 
At that time I was involved in a headstrong, if lonely, confrontation 
with the University, involving compulsory chapel services that I had 
refused on principle to attend. It was a very adolescent and very 
unhappy incident. I was summarily suspended from the University. 
McDougal I somehow persuaded the Dean to reinstate me and promised that 
I would work in his laboratory during the chapel hour. It was the 
start of my career as a psychologist. When the time came for me to go 
off for post-graduate study, I chose Harvard where I had gained a p I ace 
as an assistant. McDougal I had me to tea and warned me that Harvard, 
whence he had just fled, was a place where psychology was greatly over
simplified, mechanistic explanations flourishing, I recal I him saying, 
I ike weeds. I also recal I his remarking about Oxford at that time that 
it was notable not for oversimplification but, worse, for a total 
indifference to~ form of psychological explanation. So, first to 
Harvard and then to Oxford went I, as if retracing McDougal I 1 s steps. 

"But if we migratAd geographically in opposite directions, not so 
intellectually. For McDougal I made a lasting and massive impression on 
me in one way: he convinced me early and irreversibly that one could 
not understand the organization of behaviour without taking into 
account its directionality, its purpose, its intention - its teleo
logical structure, however heuristically one might formulate it. The 
conviction has guided me into studies of selectivity in perception, 
into work on strategies in thinking, and now to a functionalist theory 
of development in an age of structural ism. Being the first Watts 
Professor of Psychology in this University, I have no predecessor to 
sa I ute. But I w i I I take this occasion to sa I ute McDouga I I , a I though he 
never quite thought of himself as an Oxford man." 

(Bruner 1974 , p.6-7) 
(Footnote and parentheses mine) 

In 1970, Elizabeth Hall inquired of Bruner how he decided to become a 

psychologist. Bruner told her about McDougal I's timely rescue, and went on 

to say, 

2 Elected Fellow of the Royal Society, 1912 
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nso I worked briefly in McDougal I's Laboratory and became interested 
in psychology. Karl Zener let me work on conditioned salivary 
responses with him. Donald Adams let me have a young macaque to 
train. Tom McCulloch, fresh from Yale, let me do one of the early 
experiments on conditioned helplessness in rats. I was very quickly 
hooked. The graduate students took me in, and I never fully 
recovered. It was splendid, happy and effective indoctrination.n 

( Ha I I , 1970) 

In 1939, a paper by McCulloch and Bruner, nThe Effect of Electric 

Shock upon Subsequent Learning in the Rat" (McCulloch, 1939) and a paper 

Bruner wrote with zoologist Bert Cunningham, "The Effect of Thymus 

Extract on the Sexual Behavior of the Female Rat," (Bruner, 1939) were 

both published. In the experiment described in the latter paper, an 

attempt was made to discover the effects of the injection of a thymus 

extract on the sexual behavior of the female rat. These middle of the 

night stud ies, which found Bruner cheerfully riding his bike home at mid

night for several months, impel led him toward the kind of thinking of 

which scientists are made: a change in behavior was observed upon the 

injection of thymus extract; was it the extract itself? or some other 

variable? If it was the ext ract, how did it affect the change? Was 

there some kind of a perceptual differentiation which developed because 

of the extract injection? Question after question begged to be answered, 

and the enchantment of science had begun its work in the I ife of Jerome 

Bruner. Inc i den ta I I y, from this paper we find that Bruner had I ost a 

kind mentor; among the acknowledgements we find one to "the late 

Professor Wi 11 iam McDougal 1. 11 

The summer that fol lowed was one of more new learning: Bruner 

worked in experimental surgery at Cold Spring Harbor Laboratory of 

Quant itative Biology. In the fa l I he learned something of Cherokee 
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customs of dance and styles, and found himself exposed, in helping 

Leonard Broom, to field studies in anthropology. Underlying al I that he 

was learning began the wonder of how people know things. And it was 

this question, of al I the questions bubbling up to cha I lenge this man's 

curiosity, which was to assume a position of primary significance in 

Jerome Bruner's investigations, and in his pub I ished research. 

Bruner had met Margaret Mead and Aldous Huxley during his 

undergraduate years (by the time he had completed his graduate work, he 

had also read al I of Huxley's published novels). Bruner was struggling 

with the concepts of the relation of the wi I I to perception of 

George Frederick Stout 3 , who was known as an "act psychologist." These 

widespread experiences and interests would serve Jerome Bruner wel I; 

physiology, sociology, anthropology, and varied ways of looking at 

perception would become important in Bruner's later work. 

For awhile during this very active period at Duke during the 

middle nineteen-thirties, Bruner joined the Communist Party with his 

friend, Sheldon Harte (also an undergraduate). Bruner 1 s membership was 

brief, ending shortly after he arrived at Harvard, and was based in the 

main on the observation that the Russian Communists opposed fascism . 

So, indeed, did Jerome Bruner, who, though he was of ,a non-religious 

family, had been born a Jew. 

Bruner attended his first American Psychological Society meeting 

during the "Duke years;" the meeting was held at Dartmouth College, and 

he recal Is anger at the reductionism of Clark Hui I's presentation . 

3 George Frederick Stout (1860 - 1944) 
E.G. Boring comments, nActivity comes into Stout's system in the 
famous doctrine of conation, the fact and experience of striving ... 
Stout held that psychology deals with psychical processes that are 
in themselves subjective and that have mental objects I ike 
sensations." <Boring, 1950:464) 
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Bruner applied both to Yale and to Harvard as a graduate student; he 

had finished his undergraduate work at Duke early, but had stayed on to 

do research. At Yale he was offered an assistanceship with R. M. Yerkes, 

who gained fame as founder of the Yerkes Laboratories of Primate Biology 

(Orange Park, Florida) and for his direction of the Yale Laboratories of 

Primate Biology from 1919 to 1941. 4 

Harvard made no promises, but Jerome Bruner apparently exercised his 

romantic inclinations and, thinking of Harvard as the intellectual home 

of Henry and Wi I I iam James and of Emerson Hal I as a place of the elite, 

he opted for Harvard. 

The young man who left Duke clearly had a very different view of the 

world than the one who had arrived there. One can see that he had lost 

his intellectual innocence: he had discovered what he now cal Is the 

orgasmic qua I ity of an idea. He had found whaf wo u ld ever be the 

mistress of his mind, the I ife-long love affair with the search for how 

man thinks and knows: the sources of rationality. He had entered Duke 

University innocent of the field of psychology; he departed engaged in 

its conflicts (an engagement which would increase in intensity and 

variety throughout his professional years). He would be a man who would 

fol low his passions. He had, indeed, found a new identity. 

4 Robert Mearns Yerkes (1876 - 1956) 
A Source Book in the History of Psychology (Herrnstein and Boring, 
eds., 1965) notes: "Yerkes' dominating interest lay in the 
evolution of intel I igence, as he demonstrated during his long and 
distinguished career by investigating the behavior of protozoon, 
crab, turtle, medusa, crawfish, frog, Daphnia, tortoise, mouse, 
earthworm, rat, crow, pig, ringdove, monkey, ape, and man." (p. 544, 
1974 printing) 
Also see Boring (1950), p. 626 and 628. 
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In the summer of 1938, Bruner went to a I ittle French Canadian vi I I age 

cal led Montfort where he knew no one. He found a place to board with an 

English speaking family, and had a wonderful time with a goodly variety of 

superb books. He made friends with whom he was able to share his thoughts 

during this transition from undergraduate I ife at Duke to graduate studies 

at Harvard. In particular, he was both fascinated and angered by the 

reductionistic fiinal ism of V. M. Bekhterev5 , whose views (along with 

Pavlov's) developed in Russia from those of Ivan Michai lovich Sechenov; 

all three argued for "objective psychology," which Bekhterev would later 

cal I reflexology, and Pavlov would move forward to the concept of the 

conditioned reflex. It was a series of 54 lectures pub I ished in 1917 

under the title, General Principles of Human Reflexology, with h i s 

a rguments agai ns t nme nta Ii s rn '1 whi c h so ann oy ed Brun e r th at summer . 

We see even this early some hint of the functionalist point of view 

that Bruner wi I I develop, a vi ew much closer to Dewey than to that of the 

Pavlovian classical conditioning. It is interesting to note that Bruner 

had embarked on his career in science doing experiments, among others, with 

Karl Zener on conditioned salivary responses, the very general field of 

Pavlov's most famous salivating dog experiments through which the world was 

convinced of the validity of his theory of classical conditioning! 

So Bruner had been trained to science, and science is considered by 

some to be by its very nature reductionistic; sti I I there was something 

5 Vladimir Michai lovich Bekhterev (18 57 - 1927) 
See E. G. Boring (1 950) p. 637-38 and 661 and R. I. Watson (1971) 
p. 424-425. Watson notes of Bekhterev' s view: 11 Hab its were seen 
as the compounding of motor reflexes, and even the thought processe s 
were essentai I ly activities of the s peech musculature ... (his was) a 
plea for a psychology based upon the tools and concepts of phys iology 
with no appeal to subjective processes. 11 
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amiss in the application of this stern, implacable approach to man. Bruner 

no doubt recalled McDougal I's warning against mechanism. Clark Hui I 1s 

mechanistic paper at the American Psychological Association Meeting, 

fol lowed the next year with Bruner's review of Bekhterev's work, would fire 

a frustration in Jerome Bruner that would repeat itself throughout his 

career, and would echo most clearly in his Herbert Spencer Lecture in 

Oxford in 1976, when he would take Harvard's B. F. Skinner to task. But 

more of that later . 

19 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

HARVARD AND THE CORPS d'ELITE 

Harvard's Edwin G. Boring had made famous the idea that the graduate 

student's work week was 80 hours, and Jerome Bruner soon agreed this was so. 

But what a way to spend that 80 hours! The esprit d 1corps was clearly 

unparalleled; the Harvard of Bruner's graduate years appeared to promote a 

sustained and intense loyal elitism. The gathering together of such a 

distinguished, talented and heterogeneous group to become collaborators in 

the education of a few must be, if not unique in the annals of higher 

education, at least most unusual. This was the Harvard of E.G. Boring, 

psychology's grand old man of history, of the amazing Henry Murray, of the 

Al I ports, both Gordon and Floyd, of Karl Lashley, of S. S. Stevens, and of 

many others; we wi I I see more of this Harvard later. 

The first year Bruner spent as a graduate student at Harvard, he 

worked in Lashley's laboratory. Karl Lashley 1 seemed to Bruner more 

distant than the other professors of Harvard at that time; he had less of 

the famous esprit d' corps. Bruner speaks of him as a 11very tight~ 

spider-like man" whose output Bruner admired more than he admired his 

person. Lashley had made his name in the development of his theories of 

1 Karl Spencer Lashley (1890-1958) 
E. G. Boring says of Lashley that he nis known chiefly for his work 
on the localization of brain functions and his discoveries of how 
I ittle precise and persistent localization there is" (Boring, 1950: 
648). See also K. S. Lashley (1929), and R. I. \\latson (1971 :544 and 
546-547). It is interesting to note that K. S. Lashley was 
President of the American Psychological Society and a member of the 
National Academy of Sciences -- both before he was 40 years of age! 
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equipotential ity 2 and mass action 3 ; we wi I I see Bruner's theoretical 

developments not so involved with psychophysiology. In any case, Bruner 

was not to be an I ivory tower' sort, but rather much the activist. He 

moved on to do his thesis research with a more appropriate mentor: 

Gordon A I I port. 

Gordon Al lport4 appeared to have a view that was much more 

humanistical ly oriented. Hal I and Lindzey (1970) speak of his as the 

"Psychology of the Individual." They note that 

"Al I port represents one of the few theorists who provides an 
effective bridge between academic psychology and its traditions 
on the one hand and the rapidly developing field of clinical 
and personality psychology on the other hand." 

(p. 291) 

Al I port's view was that of a functionalist; in fact, he introduced 

the concept of 17 functional autonomy." He emphasized intention as part 

of the cognitive process; we wi I I see a strong echo of this in Bruner's 

work. 5 

2 "Equipotential ity means that one part of the cortex is as good as 
another in contribut ing to a certain function, I ike learning and 
1 intel I igence"' <Boring, 1950:76) . 

3 "Mass Action means that al I equipotentia l parts work together and 
that the loss of one diminishes efficiency in proportion to the 
magnitude of the loss, no matter where the loss occursn <Boring, 
1950:76) . 

4 Gordon W. Al I port (1887-1967) 
See Hal I and Lindzey (1970:258-297), R. I. v✓atson (1971 :551 ), 
G. W. Al I port irl E.G. Boring and G. Lindzey, eds. (1967,f:3-25), 
and G. W. Al l port (1937). 

5 When McDouga l I was sti 11 at Harvard, Al I port had assisted in h is 
elementary course. He said he admired McDougal I's "vigor and 
independence," but deplored some of his doctrines. (G. \,J. Al I port 
in E. G. Boring and G. Lindzey, eds., 1967:V:3-25.) 
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In his brief autobiography <Boring and Lindzey, eds., 1967 ), Gordon 

Al I port describes his psychological philosophy and explains the differences 

he has with McDougal I (who had influenced both Al I port and Bruner): 

"To establish my main point (that a ful I bodied psychology of the 
human person is possible) I had to devise and adapt a number of 
rather novel supporting propositions. Chief among them was the 
concept of functional autonomy. No theory of motivation, I main
tained, could be adequate if based on the exclusive primacy of 
drives and on the reactive aspects of human nature. I hesitated 
to adopt McDougal I's concept of purpose because it was anchored 
to dubious instinct theory. I felt that in the course of life, 
motives can, and usually do, undergo radical transformation and 
that the propel I ing force lay in the present on-moving structure 
of personality, not in some anachronistic conditioning of past 
motives." (p. 15) 

Although Gordon Al lp9rt is widely known for his theory of personality, 

he was highly involved in social psychology, indeed Bruner's thesis, for 

which Al I port was the major guide, was clearly one which fit under the 

aegis of social psychology. Al I port gives us a notion of the "state of 

the art" in psychology during this period: 

"Psychology was a rapidly growing subject in the 1930 1 s. The 
social emphasis was suddenly enhanced by the impact of world 
events: the depression, the rise of Hitler, the threat or war, 
and other fractures in the social edifice. There were relatively 
few social psychologists. Thus a host of responsibi I ities came 
my way ... 11 (Boring and Lindzey, 1967: 14-15) 

Al I port was elected President of the American Psychological Association 

in 1939, and found hi mse If on committees for the Nati ona I Research Counc i I 

and the Social Science Research Counci I, as editor on the Journal of 

Abnormal and Social Psychology, and Chairman of the Department of 

Psychology at Harvard, which had newly become independent. A busy time! 

Al I port speaks in his autobiography (p. 3) of assigning his Harvard 

seminar the problem, · "How shal I a psychological I ife history be written? " 
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"We did not," he says, "succeed in our self-imposed task ... " 6 

The seminar took place in 1940, the same year Bruner and Allport 

pu b I ished an article together in the Psychological Bui letin: 11 Fifty Years 

of Change in American Psychology" <Bruner and Al I port, 1940). Hi lgard 

notes (Interview, 1978) that this paper was the basis for Gordon Al I port's 

preside ntial address to the American Psychological Association. 

nFifty Years of Change in American Psychology" provided an analysis 

of the publications of fourteen journals in print at the time, though in 

the early years of the survey the sources were not so broad: there were 

only two journals in pub I ication in the beginning year of the survey, 1888! 

The articles were analyzed in a manner to define the scope and show the 

shifts of interest in the profession of psychology. By the time the 

authors had traversed the fifty years to 1938, they had found 

" ... two a lternati ve co urses for the future . Bri ef ly , these courses 
might be designated as 1 psychology for science's sake' and 
'psycho logy for soc iety ' s sake .' Th ese des igna tions do not im p ly , 
however, simply a choice between pure and appl led psychology, nor 
between iso lati on i sm and pa rti c i pati on i sm. Fo r t he course se lected 
wi I I de t erm ine inevitabl y the desi gn of menta l sc ience i n t he future 
- the cha racter of i ts presupposit ions , the systematic nature of 
its concepts, t he structure of its theories , the fashioning of its 
techniques, as we ll as t he content of its research. !! 

Ib i d, p . 775 

It wou ld seem that th e alte rn ati ves a re sti 11 with us; both courses 

appear to be energeticall y pursued in the cu rrent literature . 

6 Al I port notes concerning the seminar: "The seminar included the 
fol lowing members: Jerome Bruner, Darwin Cartwright, Norman Polansky, 
John R. P. French, Alfred Baldwin, John Harding , Dwight Fiske, 
Donald McGranahan, Henry Riec ken, Ro be rt \'ihite, and Freed Bales. 
mention the ir names because it seems to me that while these scholars 
have pursued diversified and di stinguished careers, much of the ir 
subseque nt creative work has been broadly r e levant to th e topic of 
the seminar" <Boring and Lind sey , eds ., 1967:3).. 
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Among the others of that I iv e ly community of psychologists was the 

indominable E. G. Boring 7 , cal led "Gary" by some who knew him wel I. Boring's 

philosophy differed from others who influenced Bruner; he stated in his brief 

biography that 

" ... the free action of a personal wi 11 in a naturalistic world is a 
delusion." 

(E.G. Boring in Boring, et al., eds., 1952 :45) 

He noted that he felt 

" ... more secure as a physical ist (than a dualist) ... " 

(Ibid., p. 51; parentheses mine) 

As to his views about determinism versus freedom, he found free choice to be 

" ... man's most useful and important delusion, a delusion required by his 
cu I ture even when repudiated by his i nte I I i gence." 

(Ibid., p. 51) 8 

7 Edwin Ga rrigues Boring (1886-1968) 
Robert I . Wa tson, who dedicated his book, The Great Psycho I og i sts ( 1971 ) , 
"To E.G. B. my teacher, under whom I have never studied," says of 
Boring that "Betwee n 1912 and 1929 he published resea rch on audition, 
animal behavior, dementia praecox, educational psychology, organ and 
alimentary sensations, thermal sensitivity, the psychology of testimony, 
cutaneous sensations, psychophysics, vision, drive, sleep, psychome
trics, statistics, psychological examining, intel I igence, facial 
expression, psychic research, the psychology of science, olfaction, and 
memory" (p. 547-48 ). Watson comments on Boring's wel I known A History 
Of Experimental Psychology (1950), say ing that ''It is to this volume 
that Ge rman psychologists turn for the history of their own heritage 11 

( p. 548). 

8 It may be of interest that Boring was of Quaker heritage, and that he 
had been through the experience of psychoanalysis; especially with 
respect t o his writing, Boring was convinced of the importance of 
unconscious motivation in his admittedly compulsive personality. IT ••• I 
have learned ," he said, "to turn myself over to my unconscious motiva
tions and let them work through me" <Boring in Boring, et al., eds., 
1952:51) . Bo ring reported that he understood his compulsions and his 
"need for power and achievement," and the effort required to balance it 
with his "need for approval and affection." It would seem to thi s 
author that the behavioristic sound of his insistence that there is no 
fr ee wi I I was belied by his be havi or as thou gh there were, or, at the 
ve r y least , his wi 11 ingness t o support with his I if e sty le a 
"delusion." 
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In an interview with Elizabeth Hal I, Bruner rememb e red that he had 

"Edwin Boring to drive us to a consuming vanity about history and 
its deta i I ed mastery." 

( Ha I I , 1 97 0 ) 

Bruner must have learned the lesson wel I; his appreciation for history 

is clear in his conversation, and the detai I of his recal I is, to this 

author, nothing short of amazing . 

Many years after these spirited times as a graduate student, 

Bruner would join his col leagues R. J. Herrnstein, E. B. Newman, 

B. F. Skinner, and S . S. Stevens in the sad task of writing a memorial 

minute for Edwin Garrigues Boring, who died in 1968 of myeloma at the 

age of 81. They would speak of him as the "man acclaimed as 

Mr. Psychology," and would note that he died with the "galley proofs of 

four papers yet to be received." 

Bruner speaks of fondness of Henry Murray (whom he ca 11 s "Harry"). 

The regard appears mutual; Murray says of Bruner, "Jerry was bright 

from the very beg inning ... n Murray appears to hold no grudge that 

Bruner never took any c la sses with him " . .. steered clear," Murray 

said. "He knew what he wanted." Later Murray said, 

nhe wanted space, to be independent, arid to attract students. 
He attracted students nobody else could get ... " 

and the n, 

" ... he knows how to write ... he 's a good stylist ... " 

(Interview, April, 1978) 9 

These were kind words from a man, one of whose c laims t o fame is that 

9 The quotations of Mu rra y in this paragraph are a l I from the same 
intervi ew in Cambridge, Massachusetts. 
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he is a master of erudition in his I iterary commentary on fvbby Dick. 

Bruner says that what he Ii ked best about Murray "was Harry Murray~ the 

literary critic." Henry Murray 10 , at 85 n, st i I I ho Ids his enthusiasm 

for Mel vi I le's epic novel; one sees signs everywhere -- a lovely glass 

wha I e on the mante I in his par I or, severa I cop i·es of the nove I in the 

bookshelf, and al I sorts of memorabi I ia. In the spring of 1978, Murray 

appeared delighted to declare that he had just received ten boards from 

Mel vi I le's barn! 

There were many others of note among Harvard's psychology faculty: 

S.S. "Smitty" Stevens 12 , Kurt Lewin 13 , and Leo Hurvich 14 were a few. 

The graduate students would lun ch t ogether, and the "junior faculty ,'r 

which included Stevens and Hurvich, would join in for the I ively and 

never ending gustatory debates . 

lO Henry A. Murray , (1893-
Murray describes this period at Harvard in a delightful vignette 
in The History of Psychology in Autobiography, in which he 
addresses himself throughout as "Murr.n (Murray, H. A., in 
Boring and Lindzey, eds., 1967) 

11 Murray noted that Bruner"··. is 33 years younger than I am, so 
he's just a child from my standpoint ... " (Interview, 1978) 

12 Stanley Smith Stevens (1907-1973) 
See S.S. Stevens in Lindzey, G., ed., (1970) . 
The reader who is interested in a sample of Stevens' work is 
referred to "Mathematics, Measurement, and Psychophysics" in 
Stevens, S.S. (ed.), Handbook of Experimental Psychology (1951). 

13 Kurt Lewin (1890-1947) 
From the Gestalt school, Lewin was famed for his "field theory" 
approach to personality and to social psychology. His impact was 

.both in theory and in application. Craig Eisendrath, Dean of 
Co ll ege IV of Li ndenwoo d Co llege , informs us th at Lewin was 
at Harvard in the late 1930 1 s working on anti-iemitism in his 
T-Groups. (Personal Communication, June, 1978) . 

14 Leo Maurice Hurvich (1910-
Hurvich, Bruner's traveling companion in Europe in 1939, later 
specialized in vision. He edited (with D. Jameson) Visual 
Psychophysics, Handbook of Sensory Physiology in 1973. 
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One would be remiss in describing the Harvard Bruner entered as a 

graduate student if one ignored Wi 11 iam Sheldon and his "constitutional 

psychology." 15 Somatotypes, the theory of matching physiology to per

sonality factors developed by Sheldon, was quite new on psychology's 

horizons, and Sheldon, collaborating with S. S. Stevens and others, had 

the students considering the world of endomorphs, mesomorphs and 

ectomorphs. One must not ignore either the flow of lecturers who 

appeared long enough to instruct the students on their views, not the 

least of whom were Wolfgang Kohler 16 and Edward C. Tolman 17 . The 

developing psychology ,student was richly nurtured in a multi t heoreti ca l 

surrounding. Surely there was considerable controversy; and just as 

surely the clear stature of the proponents of the many views of the way 

man functions promoted in the novices some regard for legitimate 

differences in psychological philosophy. 

15 Wi 11 iam H. Sheldon (1899-
See "Sheldon's Constitutional Psychology," Chapter 9 in Hal I, C. S . 
and G. lindzey, 1970:338-379 for a review of Sheldon's theories; 
this reading also contains a brief biographical sketch. 
See also W. H. Sheldon, C. W. Dupertuis and E. McDermott, Atlas of 
Men: A Guide for Sornatotyping the Adult Male of Al I Ages, 1954. 

16 Wolfgang Kohler (1887--1967) 
See R. I. Watson (1971 :451 and 456-459, and W. Kohler, Mentality 
of Apes, 1927; also Boring, 1950:595-597. 
Koh I er was one of the three "founding fathers" of Gesta It 
Psychology; his experiments with apes brought him to consider 
"insight" an integral part of learning . 

17 Edward Chace Tolman (1886-1961) 
Tolman developed a theory of cognitive mapping, or sign learning, 
through his experiments with rats. He was ad amant in his insis
tence that he was a behaviorist, however his theories had a great 
deal to do with the promotion of the area of cognitive psychology . 
See E. C. Tolman in E. G. Boring, et al., eds., Volume IV:323-339 , 
1952 , and R. I. Watson, 1971 :558. 
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The camaraderi e did not end with lectures and r es earch; t here wa s the 

social aspect as we/ I: the beer at the end of the day, the music, and 

the pool shooting at the local bistro. In the rich and stimulating 

atmosphere the students carried with them, no subject was out of bounds, 

and al I views were to be searched through for their validity. As one 

looks through the 1'Who's Who!! pub Ii cations, one finds that each student 

(and most of them have a listing in these documents) has gone his 

separate way, has found an appropriate niche for his interests, and one 

can imagine that each gained the needed background in this unique 

academic environme~t . 

One other note should be made concerning these graduate years at 

Harvard. Jerome Bruner's communications - scientific papers, books, 

letters, whatever - are characterized by his outstanding I iterary style . 

He says of hfs graduate years, 

11 
••• there was a tremendous demand at Harvard that you write well ... 

I mean not just clearly~ but with some degree of felicity. And 
Allport ... if you'd hand a ·paper to him and you didn't have a 
section~ he would put i/AWK.1 11 So you wanted to get the AWK 's out 
of the way. Also~ Boring was very i11:3istent on graceful writing. ;, 

Bruner's general love of language, of course, started long before 

his sojourn at Harvard, but it was at Harvard that he began 

scientific writing in earnest. 

Considerable detai I has been given in this chapter conce rning the 

pers onalities and the atmosphere of Harvard during these years ; we are 

conv in ced t hat it was t he expos ure t o one ''great ma n" in psycho logy 

a fter an ot he r in a parade o f exce I I ence that s t i mu I at ed t he app roach 

-that was to become Br une r' s : the to le r ance for t hat wh i ch he cons i de rs 
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to be legitimate difference, and the intolerance for that which he 

considers careless. He is stern in his criticism when something fai Is 

to "measu re up." 

In this author's opinion, the Harvard during Bruner's years of 

development as a psychologist promoted and enhanced the elitist view, 

and generated in the young persons fortunate enough to be there an 

idealistic demand for excellence. Though the tone has changed with 

maturity, it appears that Jerome Bruner sti 11 retains these 

characteristics. 
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TO EUROPE 

Adolph Hitler had taken power in Germany in 19 33. He bui It roads; 

next he was bui I ding the Hitler Youth, and war. The summer before the 

Naz is marched into and over Poland, Bruner and Leo Hurvich traveled in 

Europe. It was Bruner's first trip abroad, and in more ways than could 

have been planned, an exciting one. What he cal Is his European-ness 

was reinforced . 

Bruner and Hurvich traveled in England, then to France, then Ital y . 

They were sti 11 in Italy when, September 1, 1939 , at 4:45 a.m., the 

Schleswig-Holstein, a German battleship, tired on a Polish ammunition 

dump near Danzig and blew it up, and with it, any vestige of hope tor 

peace. German tanks overran the blue and white wooden border posts of 

Poland, and the Luftwaffe took over the skies 1. It was Hitler's 

philosophy that only tools declared war, so without warning, he simply 

moved in. The British and French, acting on more traditional views, 

declared war on Germany September 3, just two days after the invasion, 

but by September 25, Poland was completely in the hands of the Nazi 

invaders. Bruner and Hurvich made their way back to France through 

Sw itzerland . 

Paris was blacked out, but there was no sense of a real war. 

France had the Maginot Line for her defense, and she depended on it; a 

false faith. Thi s was the period which came to be ca l led the "phony 

war;" blackouts, but no bombs, talk, but no troops. Paris went about 

1 Life's Picture History of Wor ld War I I, Time, In c. , New Yo rk, 
1950, is the reference for historical notes concern ing the war in 
this chapter, except whe re otherw ise noted. 
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her business, inconvenienced a bit, but in the main more or less as usual . 

Bruner met interesting people and did interesting things. He lived for a 

month in Paris in the commune of Isadore Duncan's brother, Raymond (who 

probably most kindly could be described as an eccentric, even for the 

avante garde community in which he moved). 

The lul I was deceiving, and not to last long. Soon, Americans sti 11 

left in Paris were gathered aboard the S. S. Shawnee at Bordeaux to sai I 

for New York, the war smoldering and ready to explode in ful I force 

behind them. 

The trip to Europe had started out as a lark. By the time Jerome 

Bruner returned home on the S. S. Shawnee, his considerations were more 

serious. Jerome Bruner was a Jew, though his Jewishness had never been 

of particular moment to him; his childhood household had not been a 

religious one. He was also a man with a strong sense of his European 

roots. As we see his work develop, we find that it is apparent that 

Bruner is becoming increasingly conscious of being a member of the world 

community, as wel I, and of having some indefinable kind of 

responsibi I ity to his fellow man. 

Bruner was back at Harvard when, on Apri I 9, 1940, Denmark was 

invaded, and on May 9th, Belgium and Holland were bombed. Holland 

flooded her canals 2, but to no avai I; the Germans brought along rubber 

boats and moved through Holland. The port city of Rotterdam was bombed 

2 Conversation with Professor Henk Stassen of Delft, Netherlands, 
during visit to Netherlands in October, 1977 . 
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nearly out of existence, and Hitler threatened to put the country under 

water by bombing all the dikes. The Netherlands surrendered May 14, 1940, 

followed by little Belgium on May 28. Every vessel, large or small, which 

could take to the seas struck out from Britain across the channel to 

burning Dunkerque to evacuate the trapped troops, British and French, who 

had been pushed to the sea by the Nazi onslaught. In ten intense and 

terrifying days, 336,427 troops had been rescued . 

On June 10, 1940, Musso I ini brought Italy into the fray. France 

declared Paris an open city, which saved her from bombing, but she fel I 

to the Nazis on June 14, and by the 22nd, France and Germany met at the 

old rai !way car where Germany had surrendered in 1918. 

France had fa I I en . 
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THE PROPAGANDA STUDIES BEGIN 

Bruner's research energies became directed toward the general area of 

social psychology in the late 1930 1s and early 1940 1 s, probably large ly 

influenced both by Gordon Al !port and the fast changing condition of the 

world at war. 

As World War I I exploded throughout Europe, Hitler's strident 

haranging came more and more to be heard by the American ear. Even the 

prevai I ing desire tor isolation could not withstand the increasing reports 

of inhumanities. At Harvard, its President Conant and Ralph Barton Perry 

formed a "Committee on the Present Danger, 11 in which Bruner became 

involved. 

Bruner began to study propaganda in 1939 and 1940. His 1941 

publications show his increasing absorption: 

"The Dimensions of Propaganda: Ge rman Short-Wave Broadcasts to 

America" (Bruner, 1941) 

"Persona Ii ty under Catastrophe: Ninety Lite Histories of the Nazi 

Revolution" (Al !port, Bruner and Jandorf, 194 1) 

"The Impact of Revolution" <Bruner and Bruner, 1941) 

"The Strategy of Terror: Audience Response to BI i tzkre i g i m Western" 

(Bruner and Fowler, 1941), and 

"Shortwave Listening in an Italian Communityir (Bruner and Sayre, 

1941). 

He was also working on his doctoral dissertation, "A Psycho logical 

Analysis o f Internat io nal Broadcasts by Bel I igerent Nations," which he 

wrote with Professors Al !port and Friedrich as his major s uperv isors. 
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He says of this period, 

"For me the war years were a special threat to mankind coming 
from a way of thinking, an ideology, and a way of hating that 
were al I embodied in the Nazi regime in Germany." 

(Personal Communication, July 17, 1977) 

The propaganda papers Bruner worked on during this time come under 

the general heading of social psychology. In one, "Personality under 

Catastrophe: Ninety Life Histories of the Nazi Revolution" (Allport, 

Bruner and Jandorf, 1941), Bruner and his co l leagues asked how the per

secuted adult defended himself psychologically against catastrophe, how 

far catastrophic social disorganization disrupted basic personality 

integration, how political attitudes change under the impact of catas

trophy, what responses appear under conditions of extreme frustration, 

and, finally, what it is that is the persecutor's psychological plight. 

In this paper we see the beginning of a direction toward the concept of 

"intentionn in behavior, an idea which wi 11 be important in Bruner's 

writing through the years; we see a hint of this when the authors say, 

"The fact that often as many as five years of intense suffer in g 
have to be experienced before an individual gives up his 
strugg I e for the tu If i I I ment of I ong es tab I i hsed needs is first 
and foremost a tribute to goal-directed behavior. One is led 
to the conclusion that reinforcement response is not the whole 
story in accounting for the maintenance of goal striving. Cer
tainly no incentives for such persistent activity were present 
in the social situation. Indeed, the opposite was the case. 11 

(AI I port, Bruner and J andorf, 194 1) 

"Reinforcement response is not the whole story" is a clear precursor to 

Bruner ' s later work, and certainly to his general disagreement with the 

psychological philosophy of B. F. Skinner . It is of interest that this 

review was based on compositions submitted as unpublished 
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autobiographies, of an average length of 100 pages or so, by persons who 

knew Germany wel I before and since Hitler; two hundred papers were 

submitted, and the report involved a detailed psychological analysis of 

ninety of these . 

Bruner authored and co-authored several papers having to do with 

the effects of propaganda through short wave radio broadcasts. The ave

rage family used the radio as a source of both news and entertainment in 

these years before the advent of the ubiquitous television set. One

fifth of the 45 mi I I ion or so radio sets in the United States had short 

wave reception, which meant that some nine mi I lion families might have 

been able to hear the foreign broadcasts beamed to America. Both CBS 

and NBC maintained listening posts for short wave broadcasts. 

Bruner spent the summer of 1940 as a member of the Research Staff 

of the Princeton Listening Center, working along with Hadley Cantri I and 

others, a foreign broadcast monitoring service to extract such 

intelligence as they could from German, Japanese and Italian broadcasts. 1 

In his paper, "The Dimensions of Propaganda: German Short Wave 

Broadcasts to America, n published in the Journal of Abnormal and Social 

Psycho I ogy (Bruner, 1941), Bruner noted, 

"In order to correlate changes of opinion with changes in 
propaganda 'pressure,' systematic methods of expressing variation 
in propaganda must be developed and used. The determination of 
such correlations between propaganda and pub I ic opinion, affording 
as it does the basis for prediction of opinion shifts, is a 
central task of social psychology, particularly in times of crisis." 

( I b i d, p. 336) 

1 The Center would eventually end up in Washington, D.C., as the 
Broadcast Monitoring Service of the Federal Communications 
Commission (FCC). 
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Bruner felt that correlation "waits upon the elaboration of systematic 

dimensions of variation," and that divergent propagandas needed to be com

pared, so that "trends in propaganda can be represented over a period of 

time in systematic - even quantitative fashion.r' Bruner proposed nine 

dimensions as an attempt at development of a systematic method for analysis 

of propaganda which, in the "Dimensions of Propaganda" paper, he applied to 

four main periods in 1940. The study started arbitrarily on January 20, 

but the periods were otherwise demarked by · specific events: the Altmark 

incident 2 , the invasions of Norway and Denmark, the subsequent in vasions of 

Ho I I and and Be I g i um, the fa I I of France, and the study ended with the onset 

of mass bombings of Britain . One message he reports which certainly must 

have given the listener pause was Hitler's, 110ur strategy is to destroy the 

enemy from within, to conquer him through himself." 

2 The Veterans of Foreign Wars Edition Pictorial History of the Second 
World War (1947) describes the Altmark incident: 
"During the early days of February the German tanker Altmark, which 
had acted as a supply ship to the i I I-fated Graf Spee, was nearing 
the end of her peri I ous return voyage to Germany . On board she had 
300 British seamen who had been captured from ships sunk by the Graf 
Spee. The British Admiralty decided that these men should be 
rescued and ordered the destroyer Cossack, under the command of 
Captain Vian, to intercept the German ship. With the aid of aerial 
reconnaissance she was located and her position radioed to the 
Cossack, which intercepted her on the night of February 17, as she 
was steaming down the Norweigan coast. When the Altmark saw the 
British destroyer she sought shelter in Joessing Fjord. Disre
garding the fact that she was in Norwegian territorial waters, the 
Cossack fol lowed her in, ran alongside , and her crew boarded the 
tanker. In the ensuing hand-to-hand fight seven of the German crew 
were ki I led but the British sai !ors were released. They had been 
held under hatches and had suffered terribly for several weeks. 
The captain of the Altmark had a fanatical hatred for everything 
English and his prisoners had suffered the consequences." 
(Volume 1:54-55). 
See also Winston Churchi I l's The Gathering Storm, page 562 . 
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During the school year at Harvard , Bruner was a teaching assistant, 

working with the course in introductory psychology under E. G. Boring one 

term, and Gordon A I I port the next. He was tutoring students as we I I, and 

we see him heading more and more toward what was to be his academic 

ca 11 i ng. 

In the Far East, Japan had been at war with her neighbors for many 

years; the United States had responded with the same tendency toward iso

lationism as it did with regard to the European theatre. There was an 

abrupt end to isolationism and non involvement when, on December 7, 1941, 

the Japanese bombing of Pearl Harbor brought the United States into the 

war. By this time, Bruner had completed his thesis and was again between 

Princeton and Washington. He was not to give his attention to the war in 

the Pacific, but rather would be absorbed in the European arena, first 

with regard to propaganda, and then as a part of the SHAEF contingency 

during the I iberation of France. But more of this in a later chapter . 
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SOME BEGINNINGS ... 

Katherine Frost was Gordon Al lport's editorial assistant; she was also 

the departmental secretary. A lady with a taci le abi I ity with words, whose 

study of English literature of the 19th Century served her wel I, she was no 

doubt sorely missed when she left those positions. Jerome Bruner made her 

his wife on November 10, 1940. 

Katherine Frost Bruner co-authored a paper tor the Saturday Review of 

Literature with Jerome Bruner (Bruner and Bruner, 1941), but it was the 

Journal of Abnormal and Social Psychology for which she had worked as an 

editorial assistant from 1937 to 1941. Her "parting shotn came in the form 

of an article, "Of Ps yc hological Writing: Being Some Validictory Remarks 

on Style," a delightful, literary and humorous critique for the writer of 

psychological papers; an article which, in this author's experience 1 , would 

easily apply to the writing of much of the scientific material submitted 

for publication (Katherine Bruner, 1943). Of such efforts, she comments: 

"The knowledge that he is 'reporting an experiment' freezes the pen 
of many an author; thereafter, in a mistaken attempt to achieve the 
workman I ike and to avoid frivolity, he succeeds in becoming merely 
dul I ... Self consciousness can tie a writer into knots appal I ing t o 
view •- and impossible to unrave l. n 

(Katherine Bruner, 1943) 

1 Th e author of this thesi s se rved for five yea rs as Editorial Assistant 
to the Annals of Biomedical Engi nee ring, the Journal o f the Biomedical 
Engineering Soc iety , and presently holds the position of editor in the 
Biotechno logy Laboratory at UCLA, occupations which assure an appre
ciation not only for the sense o f Mrs . Bruner's remarks, but t or the 
fas hLon i n wh i ch she presents them . 
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She continues with a more positive view, 

11 But a man convinced of the importance and the timeliness and the 
ultimate sense of the material with which he is dealing is a man who 
is already looking outward, away from himself. He wi I I be the less 
tempted to resort to the tortured circumlocutions of the passive 
voice, to the troops of qualifying clauses that stumble so inter
minably around Robinson's barn. He is, instead, simply reporting 
his data. His task becomes henceforward the direct one of setting 
forth as accurately as possible the manner whereby he has achieved 
them and why he finds them worth passing on. Essentially writing is 
as simple as that." 

( Ibid. ) 

She suggests the writer consider tor whom he is writing, and further 

points out, 

11 Look, tor instance, at how wel I a man does when he is explaining 
his material orally to an audience of one; and look at how he 
fumbles when he sits down with pen and paper to explain that same 
material to everybody in America, Europe , and Asia, whether I iving, 
dead, or yet unborn. It, on the other hand, he would choose some 
one person, whether imaginary or real, and then, focuss ing on his 
data and that individual, proceed to write, the problem would be 
s implified and the product more readable." 

( Ibid. ) 

It is interesting that Jerome Bruner spoke, in our interviews, of 

wri ting as though he were talking with a close friend; especially he 

would think of Robert Oppenheimer, he said, or of George Mi Iler when 

putting together a paper tor publication or composing the prose tor a 

book. Katherine Frost Bruner could wel I have had an impact on Jerome 

Bruner's writing; or perhaps it was simply a point on which they agreed. 

As a final note on Katherine Bruner's article, we see that one of 

her pet aversions was the ubiquitous use of the passive voice: 

"Why should writers go out of the ir way t o spoi I whatever directness 
and force remain at the ir disposal? Why must they write,' It was 
decided t o expe riment thus,' as if they themselves has been resident 
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on Mars at the moment and knew nothing of this thing which now, lo 
and behold, they find thrown in their laps? Are they modest; do they 
think it scientific to run from the pronoun I; is it a part of the 
scientific credo never to say a thing simply when you can reach it 
obi iquely? I don't know." 

( Ibid. ) 

Whether or not he was influenced by his wife in matters literary, 

Bruner has no reticence in the use of the first person, and he is 

outstandingly readable as an author of science and of opinion. He has in 

his writing, as he has in his life, a distinct style . 

Jerome Bruner was just 25 years old, fast growing into his field. 

He finished his thesis in 1941, and tells us 

" ... The day I got my degree I went immediately to the airport and 
the next morning wrote my first report on the preceding night's 
broadcasts from Germany and Italy!" 

(Personal Communcation . July 17, 1977) 

Bruner arrived in Washington to take up his post with other academics, the 

newsmen and the political scientists who were involved in the Foreign 

Broadcast Monitoring Service in June of 1941 . 

It was during this same month that Hitler turned on his erstwhile 

ally, Stal in. He was eventually to be set back by the same kind of 

Russian Winter that defeated Napoleon, but not before terrible devastation 

had been wreaked, some of it by the Russians themselves. The Russians 

carried out what was to be ca I I ed the 11 scorched earth" po Ii cy; they deter

mined not to leave a usable item standing, not even a root, behind their 

retreating troops. When the tides changed, and the Russians returned to 

regain their land, many of their cities had to be completely rebui It 

(Life's Picture History of World War II, 1950:56--68) . 

When Hitler turned on Stalin, the firmly anti-communist 

Winston Churchi I I announced his support for the Russian Dictator. When 
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queried about his inconsistency , Churchi I I fired back, 

1'lf Hitler invaded Hel I I would make at least a favorable referen ce 
to the Devi I in the House of Commons." 

(Churchill, The Grand Alliance, 1950 :370) 

Th e propaganda broadcasts increased, and a week after the Japanese 

attack on Pe arl Harbor in Decembe r, 1941, Bruner would find himself at 

6:00 a.m. s harp pouring over the last evening's thousands of words with 

his col leagues. The tasks of tran s lation, review and interpretation 

we re enormous. 

Bruner was involved in a pub! ic opinion survey program with the 

Program Surveys Division of the Bureau of Agricultural Economics, along 

with Ernes t Hi lgard, Ruth Tolman, Richard Crutchfield, and his classmate 

of Harvard years, Darwin Cartwright, as wel I as many others . Hi lgard 

recal Is meeting Jerome Bruner first in 1939 at the American 

Psychol og ical Association meeting, but getting to know him during these 

intense war times when they worked in the Office of War Information with 

Rensis Likert. Hi lgard recal Is of Bruner, 

"He was what we ca 11 ed a Study Di rector, and I was an As s istant 
Director of t he Division, so I had t o ass i gn and review and audit 
his wo r k ... so we got t o know each other pre tty we I I ... " 

(Hi lgard, Interview, May 4, 1978) 

Here was Jerome Bruner , a young man, fresh from Harvard with his 

Ph.D. in Psyc ho logy , plunged into the middle of war bu sy Washington . It 

must have bee n a heady time. And it was during thi s ea rly period of the 

war that his son , Whitley, was born. 

Bruner was becom ing increas ing ly knowledgeable of Was hington and 

its ways, of who had what powe r, and wha t about it was changing , when he 
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decided to accept Hadley Cantri l's otter to work as Associate Director at 

Princeton's Office of Public Opinion Research. Cantril, a social psycho

logist of strong political orientation, was close to the powers of the 

presidency, and Bruner came to know with unusual intimacy the workings of 

the Washington of wartime and of Roosevelt. He found his group directly 

advising the State Department. Bruner thereafter kept in touch, and 

opinions wou Id be invited again by the White House, years later, and 

entirely di tterent issues under very different administrations. 

When Bruner began his work with Cantri I and company, he and his 

tami ly took up residence on a farm just outside Princeton, a striking 

contrast in lite style to that of the Washington turmoi I. 

his 

on 

Through the Princeton Listening Center during the spring of 1941, 

while Bruner was sti 11 at Harvard, he and Jeanette Sayre pub I ished 

"Sho rtwave Listening in an Italian Community," using Boston's North End, 

"the most densely populated Italian community in the United States," as 

the source tor their pol ling study. The authors' colorful descriptions 

of this culturally isolated community showed it to be an excel lent 

location tor the study: 

" ... an immigrant may live all his lite without appreciable contact 
with any other nationality group. He may speak Italian, read 
Italian, hear Italian on the air, eat Italian, confess in Italian, 
buy I ta Ii an products in stores run by I ta Ii ans tor I ta Ii ans ... " 

( Bruner and Sayre, 1941) 

Though there are many differences in the community today, any 

recent visitor to the North End (and I had that privilege in Apri I, 1978) 

would recogn ize the description by Bruner and Sayre, 
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:,A visitor pushes his way through narrow cobbled streets between 
pushcarts loaded with Italian cheeses, olive oi I, garlic; al I 
around him men and women in solid black elbow each other, shouting 
about their private affairs, the Pope's last pronouncement ... " 

C Ibid. ) 

Mandate from the People, Jerome Bruner's first book, was written during 

the years Bruner was in Washington and at Princeton (Bruner, 1944a); it is a 

work which Bruner now considers naive. Given that his upbringing had been, 

in the eyes of many, highly privileged rather than close to the "common 

man," Mandate from the People fulfilled quite well its goals of presenting 

and evaluating the views on public policy of Arinerica's average citizen . 

Bruner felt that the first task in describing opinion was to !'sketch 

the context in which it grew. 11 He saw as those convictions which played 

the largest part in forming American opinion of foreign affairs: 

a sense of geographic isolation 

faith in the nation's security 

a feeling of p0litical stability 

a hatred of war 

a humane point of view, and 

a suspicion of foreign powers . 

We must note here that the idea of context is a very important one; 

it is a point of view which we will find often in Bruner's work ... in his 

studies on perception and those on education, and certainly context is 

highly involved in Bruner's approach to the development of the chi Id and 

onset of language . 
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Mandate from the People was based on public opinion surveys. The arts 

of data gathering and statistical analyses were not as highly developed as 

they are today; nevertheless, as one reads thi s book, and considers that it 

was written wel I before the end of the war, one must be impressed with the 

predictive quality of some of the pol I results, both with respect to 

international issues and to the post war home front. 

Bruner sees the need tor an international view, and so expresses 

himself in this book. He sees a need tor a change from the isolationism of 

pre war American thinking. At the time the pol Is tor the book were taken, 

it seems the populace was hardl y balanced between internationalism and 

isolationism; quite the contrary. For example, 53% of those pol led (and 

these numbers would be projected to over 50 mi I lions) had domestic issues 

as their first concern, while only 16% had international affairs as their 

first concern, with the large remainder stating that they had no opinion! 

One can see Bruner's point when he says, 

" ... there is a long way to travel before Americans become responsible 
citizens of the world ... " 

(Bruner, 1944a) 

He also points out, 

n ... neither vaccination nor international policing is full y 
understood. Each in its own way, however, is a spec ific 
against an evi I. Force stops aggression. Vaccination stops 
small pox. Never mind the ni ceties." 

( Ibid.) 

He was convinced that, 

"pub I ic support tor international issues stands or tal ls with 
our concepti on o f the quid pro quo.n 

( Ibid.) 
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The Reciprocal Trade Treaties were the co~nerstone of the current trade 

policies. They were understood sufficiently to be properly defined by only 

3% of those pol led (19% gave doubtful definitions), and a whopping 78% had 

no notion what Reciprocal Trade Treaties were! 

As to reconstruction, Bruner made the observation that there was hope 

tor an international istic view: 

"American sympathy and American se It-interest - a magic combination -
are on the side of this country's full participation in reconstruction. 
But such sympathy and such self interest have their roots in our new 
i nternati ona Ii sm. 11 

Bruner looked forward to note what later would seem obvious: 

!!Europe after this war w i 11 be a study in exp I oded soc i a I • 
institutions ." 

In the second pa rt of Mandate ' from the People, Bruner's s urvey 

( Ibid. ) 

( Ibid. ) 

compilations a ddressed the "home front," including such concepts as social 

security, employment (that is, what priorities should be given to returning 

servicemen), farm parity, the deposition of businesses, and the role of 

government in al I of this. 

One can assume that the general pub I ic, caught up as it was in 

rationing, war p lant work, and day to da y news repo rts of the war, was not, 

in the main, concentrating on academic s peculation (though these matters 

would become of primary interest quite soon), but rather was pressing its 

efforts to win the war. 

It was th e dual task of th e Offi ce of War Informati on (OWi) to su pp ly 

the t act s and to he lp the pub I ic understand them ; in 1943 Bruner pub I ished 
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a paper evaluating, through the use of pol Is, the effectiveness of the OW i 

in their assigned projects (Bruner, 1943b). The questions he addressed 

were whether people felt they had been given the fa ct s , if they knew why 

we were fighting the war, and if they had any notion o f what the aims of 

their leaders were. Roughly 30% of the pub I ic did not feel they were 

getting the facts, and there seemed to be considerable confusion as to 

what the war was a 11 about for about 65% of the po I I ed popu I ace. As to 

particular issues, the data indicated a large division in concepts of what 

the goals of the country and the leaders were. 

In 1943, Br une r became, for a yea r, ed itor of the Public Opinion 

Quarterly, and in December he presented a paper to the American 

Sociological Society in New York, in which he argued, 

11 Foreign policy, like all national policy, endures and is made vital 
by the consent of the governed." 

(Bruner, 1944b ) 

He felt that , 

11 
••• if opinion does not write the peace, at least it suggests the 

phraseology to those who do. :' 

( Ibid. ) 

Bruner had such particular suggestions as to indicate that he was 

convinced that, at 28 yea rs of age, he could significantly lend to the 

so lution of some of the dire probl ems facing the world, or at least t he 

American adventure, not the least of which solutions was the effective 

organization of pub I ic opinion. Bruner wrote much about public opinion 

during thi s period: "Publi c Op inion and the Next President 11 

(B run e r, 1944c), nPublic Op ini on and t he Peace n (Bruner, 1944d) , and 
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"Public Opinion, and America ' s Foreign Po li cy" (Bruner, 1944b) . He was a 

contributing author to Human Na ture and Enduring Peace, ed ited by 

Ga rdner Mur phy, with a chapter ent itl ed , "Public Opinion and Wor ld 

Orde r " (Bruner, 1945) . 

The countrys i de near Princeton where Jerome Bruner and his tami ly 

lived provided a certa in e lement o f calm tor Bruner in a I i fe that was 

clea rl y otherw ise to become increas ing ly intense and in vo lved . 
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THE PHYSICISTS 

While at Princeton, Bruner made weekly visits to Washington, D.C., and 

in order to be ready for work early on Friday morning, he would stay over

night with Richard and Ruth Tolman. Richard Tolman 1 , then serving as Vice 

Chairman of the National Defense Research Committee and as scientific 

advisor to General Leslie R. Groves on the Manhattan Project 2 , was a 

physicist of renown, and his wife, Ruth, was a psychologist, a sometimes 

col league and ever close friend of Bruner's. 

It was during one of these visits to the Tolmans, Bruner recalls, that 

he had 

" ... a delightful encounter with Niels Bohr 3 ... quite cloa k-and-dagger, 
if in a highbrow way." 

<Bruner, 1971a:xiii) 

Bruner says, regarding his visits, 

"So regu I ar had the habit become that the To I mans had provided me a 
key to their house ... one evening I let myself in (noting only that 

1 Richard Chace Tolman (1881-1948) 
In 1922, Richard Tolman joined the faculty of Cal itornia Institute of 
Technology. It was Tolman's theory that the universe expanded and 
contracted (rather than ever expanding, as proposed by some physicists). 
The vernacu lar of psychology was not strange; his brother, Edward Chace 
Tolman (1886-1959) was a psychologist of considerable note, as was his 
wife, the former Ruth Sherman. (Judith R. Goodstein, 1974.) 

2 The Manhattan Project was the U. S. Mi I itary program involved in the 
production of the atomic bomb (Lite Sci en ce Li bra ry : Ene r gy , 196 3:1 95). 

3 Nie ls Henrik David Bohr (1885-1 962 ) 
Bohr was born and died in Copenhagen, Denmark. He won the Nobel Prize 
in Physics in 1922. (Rosenfeld, 1974.) 
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two strange cars were parked outside, both occupied) and was greeted by 
a charm ing man who introduced himself as Mr. Baker, a tel low guest, 
and said he was expecting me, and that the Tolmans would be home 
shortly. I learned much later that he had within the preceding five 
days been smuggled out of Denmark and flown across the Atlantic. 

We sat over drinks and talked. He said he was a physicist. I was 
intrigued by the I ine he fol lowed. It was about complementarity in 
physics, how he had first thought of it in connection with having to 
punish his son for what was patently a misdeed. Could he, constrained 
both by his duty as a father and by his fondness for his son, know his 
son simultaneously both in the I ight of love and in the light of 
justice? Were these not mutua I I y non-convert i b I e ways of knowing?" 

( Ibid .) 

These words were written, some 25 years after Jerome Bruner met 

Niels Bohr (a lias Mr. Baker) as part of the introductory remarks t o a 

series of essays comp il ed as the book , The Re levan ce of Education (Bruner, 

1971a). Re lating Bohr's anecdote to education, Bruner says, 

n ... those who study the acquisition of knowledge are surely aware to 
what extent its acquisition is governed by selective purpose and is 
thereby subject to bias. For al I that, in any particular instance, 
knowledge transcends the uses to which it is put." 

( Ibid.) 

He sums up these thoughts with 

"What one has and how one gets it turn out to be quite different. And 
our educational philosophy had better consider both." 

( Ibid. ) 

It is important here to discuss a bit of what Niel Bohr' ~ theory of 

complementarity involves. It is primarily a theory of physics, however 

Boh r himself saw many, including epistemological, applications~, and he 

4 Leon Rosenfeld (1974) says of Bohr that he 
" ... repeatedly st r essed the fortunate circumstance that th e s implicity 
of the phys ical i ssue made it possible for him to arrive at an 

(continued) 
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once remarked to Ernest Hi I gard that the theory was not to be app Ii ed to the 

field of physics alone (Hilgard, interview, May 8, 1978) . 

One explicit example of an application of the theory of complementarity 

to an issue in physics has to do with Ii ght. It appears to be accepted in 

the world of physics that light behaves as if it were composed of particles . 

That is to say, there are experiments which prove I ight is particulate in 

nature. It is also accepted that I ight behaves as if it were waves; in fact 

if light did not behave in a wave-I ike manner, the electron microscope could 

not have been invented. The concepts are mutually exclusive - if I ight 

behaves as particles, it cannot behave as waves, and vice versa 5. Sti I I, 

each concept has been experimentally proven . . How does one cope with this 

paradox? 6 

4 (continued) 
adequate formulation of the relations of complementarity he perceived 
in al I aspects of human knowledge. 

"The domain in which complementarity situations manifest themselves 
most immediately is the realm of psychical phenomena - which had been 
the starting point for Bohr's early observations. He was now able to 
express in terms of complementarity the peculiar relation between the 
description of our emotions as revealed by our behavior and our 
consciousness of them; in such considerations he I iked to imagine (on 
slender evidence, it must be said) that sayings of ancient philosophers 
and prophets were groping expressions for complementary aspects of 
human existence . 

"In the development of human societies, Bohr emphasized the dominant 
role of tradition over the complementary aspect of hereditary 
transmission in determining the essential elements of what we cal I 
culture ... '' (p. 253) . 

5 There is rumor of another resolution to the issue of whether I ight is 
particles or I ight is waves: On Monday, Wednesday and Friday, I ight is 
waves; on Tuesday, Thursday and Saturday, light is particles, and on 
Sunday, I ight is God. 

6 Kenneth Cra i k says in The Nature of Exp I anat ion ( 1943) " ... I ack of 
verifiabi I ity is an unfortunate fact but sti 11 does not justify, in my 
opinion, the confusion between a I imit of observation and a I imitation 
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Leon Rosenfeld, Bohr's <:::ol league and 'b'rographer, explains: 

"Between phenomena occurring under such strictly specified conditions of 
observation, there may then arise the type of mutual exclusion tor 
which an indeterminancy relation is the formal expression. It is 
this relationship of mutual exclusion between two phenomena that Bohr 
designated as complementarity; by this he wanted to stress that two 
complementary phenomena belong to aspects of our experience which, 
though mutually exclusive, are nevertheless indispensible tor a tul I 
account of exferience. 

" ... it is necessary to realize that complementarity is a logical 
relationship, referring to our way of describing and communicating 
our experience of a universe in which we occupy the singular position 
of being at the same time, and inseparably, spectators and actors." 

(Rosen f e I d , 1 9 7 4 ) 

In this author's view, the implications of Bohr's theory of 

complementarity are profound in their impact on our concepts of the human 

condition, in particular as we look at psychology. Herein I ies the 

resolution of the war between the psychologist as scientist and the 

psychologist as therapist. The reductionist and the humanist can now 

stand together as complementary functions of the same human world, a 

vindication of unitarian and eclectic alike. 

Jerome Bruner's integration of Bohr's theory into his own ph il osophy 

of psychology and of education and, indeed, of I iving, wi I I emerge in 

various forms in his writings, as we shall later see . 

6 (continued) 
of existence ... Science surely is an attempt to find out the nature of 
reality by experiment, theoretical formulation of hypotheses and 
verification ; not an attempt to assert that reality has the same 
limitations as our methods of observation ... Science Ls not reality; 
it is a method of investigating reality." 
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A more regular visitor to the Richard Tolmans was another physicist, 

one who would become even better known to the general public: his name was 

Robert Oppenheimer7 . 

Oppenheimer and Tolman, unknown to Jerome Bruner, had the same "boss." 

General Les! ie R. Groves was the Chief on the Manhattan Project, which 

Tolman directed on the east coast, while Oppenheimer developed the atomic 

bomb in Los Alamos, New Mexico. As the years went on, Robert Oppenheimer 

would be to Bruner a very close friend; he would influence his life during 

the dramatic time of change which would take place when Bruner was in his 

early forties, he would review Bruner's work, and he would be one of those 

persons to whom Bruner would "talk" while struggling with the written 

word <Bruner, Interview, October, 1977). 

Jerome Bruner counts among his friends several others whose business 

is the science of physics, but it was these men (and possibly 

Johann (John) von Neumann, of whom we wi 11 say more later) who greatly 

influenced his life during particularly critical periods . 

7 J. Robert Oppenheimer (1904-1967) 
Oppenheimer graduated summa cum laude from Harvard in 1925, having 
completed a four year course in three, and had his Ph.D. in the 
spring of 1927. It was Oppenheimer's idea that the weapon development 
for the Manhattan Project be done in Los Alamos, New Mexico, where 
Oppenheimer had a ranch . 

Rudolf Peierls, in his biographical sketch of Oppenheimer (1974) said, 
"Robert Oppenheimer achieved great distinction in four very different 
ways: through his personal research, as a teacher, as directory of 
Los Alamos, and as the elder statesman of postwar physics." 

Oppenheimer reached fame (or infamy) for a number of Americans when, 
during the McCarthy era (in December, 1953), his security clearance 
was withdrawn. Ten years later, President Johnson presented him with 
the Atomic Energy Commission's Enrico Fermi Award (R. Peierls, 1974). 
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A NEW FRENCH CONNECTION 

As the war progressed, Bruner became increasingly restless at not being 

more directly involved. He had attempted to enlist, but was denied (predic

tably) because of his vision. Then he found it was possible to be attached 

to a special force, the overseas division of the Office of War Information, 

if he were wi I ling to waive insurance . 

By June 6, 1944, D-Day, Bruner had arrived in London. V./hi le in 

England, he was taught to shoot a rifle though, as it happened, he never 

fired it in combat. He was, however, fired upon while in France - but only 

once; unaccustomed as Jerome Bruner was to the rules of the game of war, 

and accustomed as he was to considerable self-confidence, he took a risk 

which taught him a quick lesson. The German troops were on the far side of 

a river, and the Al lied forces were sitting tight, awaiting orders. There 

was no present shooting, and the area seemed peaceful and quiet enough, so 

Bruner strode nonchalantly to the end of a pier . As he was about to re Ii eve 

himself, a s n i per from the other side of the river broke the silence with 

a bu I I et clearly meant for our hero. It can be presumed that Bruner's 

retreat was swift. It is certain that he had at that moment a thorough 

practical indoctrination in instant behavior modification. Being shot at 

once, Bruner admits, is quite enough! 

Bruner's European assignment was with the Anglo American Psychological 

Warfare Division of Supreme Headquarters Al I ied Expeditionary Forces Europe 

(SHAEF), to assess the attitudes of the French as the liberating forces 

moved across France. It is interesting there was quite a contingent of 

Harvard col leagues among this group. 
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It was not long before Jerome Bruner had, with others, organized a 

series of literary get togethers, dining regularly with people who were the 

leaders of the time. We wi I I see Bruner develop the habit of dining in a 

sort of informal club situation again and again; he seems to enjoy 

immensely this form of discourse. 

Pierre Auger, the physicist, invited Jerome Bruner to become an 

observer at the Commission of Langevin, a group involved in pub I ic 

education. Having been, up to this time, what Ernest Hi lgard referred to 

as a ?'survey social psychologist,'' Bruner now found himself beginning to be 

interested in education and its reform. Although his major publications in 

educational psychology would not begin unti I around 1959, the precursor to 

Jerome Bruner's extensive research and writing in this field was to be 

found here, in France's struggle to revive itself after the miseries of the 

war. Out of this experience would come a paper, written with John L. Brown, 

"Contemporary France and Educationa I Reform" <Bruner and Brown, 1946) . 

Franklin Delano Roosevelt had been President of the United States 

since before Jerome Bruner was of age to cast a ballot. On Apri I 12, 1945, 

President Roosevelt died in Warm Springs, Georgia, not to see the end of 

the war through which he had exercised such leadership. It was less than 

a month later, on May 7, that the surrender was signed at 2:45 a.m. in 

Rheims, France . 

There had been a blackout in Paris when Bruner had seen her last, in 

1939 during what had been cal led the 11 phony war;" on V-E Day, Bruner and 

his friends were at the Place de Concorde when the I ights of Paris were 

once again turned on. What a moving sight that must have been! 
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Following the liberation, one of the first people met in Pari s was one 

Didi e r Lazard. Bruner was Chief of the Cultural Re lation Divi s ion of the 

U. S. Information Service in France, and La zard worked with him. Together 

they produced a most interesting paper: it was authored by Lazard, with 

the translation and the introduction provided by Bruner. It was entitl e d, 

"Two Years under a Fa I se Name. 11 

Lazard had hi s doctorate in Law before the war ; he was a man of 

influential family, and had led a generally leisurely, stable and pleasant 

life. He was, however, a Jew, and his famil y was prominent, a dangerous 

status when one's country is being overrun by anti-semites. The report 

covers his adventures, and the change of world view brought on by these 

experiences for Lazard. Bruner's introduction gives a literate and gentle 

anal ys is of the dramatic effects on a personality of the need to change 

one's image, and to hide one's name, in order to escape imprisonment and 

proba b le death. Bruner sees a collective as wel I as an individual reaction 

to "the shock of change:" 

"I have heard a French poet say that he learned during the Occupation 
not onl y that there were values he had never s uspected but also that 
he had been adhering to many of them without being aware of it. 
Lazard's account, I ike the poet's, is one of a renaissance of 
awareness. 11 

( Bruner and Lazard, 1946: 162) 

The re we re t wo ot he r pub I i cati ons of Br uner ' s wht bh sho uld be 

ment ioned . " Amer i ca ns and Bri ta i n" was pub li shed in London i n Janua ry , 

1945 (B r une r, 1945a) , and "Le Peup le Ame ri ca i n et la Pa i x, " pub li shed in 

P~ri s i n August, 1945. Th es e we re th e firs t of his papers whose primary 

pub I i cation was abroad. 

55 



• 

• 

• 

• 

• 

• 

Bruner was invited to take the position of 11 lnstructor 11 at Harvard for 

the Fal I term of 1945; he had completed his second trip to Europe, one much 

different from the first, with a set of significant experiences behind him . 
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POSTWAR 

Harvard ... 

In 1945, Jerome Bruner returned to his family, at home now in Belfast, 

Maine, and in September he returned to Harvard, this time as a lecturer in 

psychology. He turned thirty in October. 

Bruner came back to Harvard a very different person from the young man 

who flew oft to Washington as soon as he had defended his dissertation. He 

had now established some of what was to become his lite style. For 

instance, he would make it a habit to dine regularly with groups of persons 

whose intellect and originality he admired. He also now carried a 

different perspective, one which reached from the individual to the inter

nationa I. We wi 11 discuss in this chapter some of Bruner's approaches to 

the individual: the study of the election of Boston's Mayor Curley; the 

study of the relationship of one's opinion to his personality, and a new 

individual in Jerome Bruner's I ife, his daughter. We wi 11 also discuss 

activity on the international scene, ' including a proposal to the United 

Nations. Bruner's exposure and closeness to the sources of political power 

in Washington, D.C., and then to the politics and the educational needs of 

France, clearly gave him an awareness of a larger world, and changed his 

way of looking at social psychology and, particularly, education. It is 

not surprising that at this time Bruner became very active in the Society 

tor Psychological Study of Social Issues, and was the Chairman of its 

International Committee in 1945. 

As it was a differe nt Bruner who came back to Harvard, so it was a 

very different Harvard, albeit an exciting one, to which he returned. 
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Edwin Boring describes how, in 1945, Harvard developed a new Department of 

Social Relations and Laboratory of Social Relations, as the social psycholo

gists realized "that they had a common mission with the cultural 

anthropologists and the empirical sociologists, since they were al I trying 

to study human nature in its social setting. As to the formation of a new 

department, Boring says, 

"I was doubtful, but these human naturalists were sure; and I gave in 
when Jerome S. Bruner, like Edward VI 11 before Stanley Baldwin, pleaded 
for the right of the social psychologists to marry tor love." 

(Boring, 1952) 

The students now at Harvard had been through their own parts of the war, 

and many were Bruner's contemporaries. They had a maturity bought at the 

price of the war, so the old status cum professorial rank was perforce 

diminished, providing a very different atmosphere for both the student and 

his mentor. New theories and their theorists were emerging: Kurt Lewin had 

his Center in Group Dynamics just down the Avenue at MIT; Leon Festinger, 

whose theory of cognitive dissonance would make an enormous impact on social 

psychology was at Harvard. M. Brewster Smith ( later to be President of the 

American Psychological Association - 1977-78) was a graduate student. 

In this new mi I ieu, Bruner began in earnest his research and his 

professorial career . 

Boston ... 

There were some goings on around Boston in 1945 which were of 

particular interest to those engaged in the study of social psychology. 

James Michael Curley, 71 years old, and under federal indictment for 

using the mai Is to defraud (he was later convicted), pol led 111,868 votes 

and was thus re-elected in the November Boston mayoral election. His 

votes totaled more than those of his two nearest rivals combined . 
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Bruner and She I don J. Karch in conducted a po I I of 750 voters before 

the election; they analyzed the campaign efforts of the candidates, and 

wrote a paper entitled, "The Boss and the Vote: Case Study in City 

Politics" (Bruner and Korchin, 1946). One of the conclusions to which 

they came was, 

"Given certain conditions, ass urned ab i I i ty to get things done I ooms 
larger in the voter's mind than personal or public morals.!! 

(Bruner and Korchin, 1946) 

It seemed that Curley managed to accomplish things in his earlier 

service as mayor, and that the pub I ic preferred a rascal they knew to a 

rascal they didn't! Bruner invited Mayor Curley to address his class at 

Harvard. Curley accepted, and it appeared that al I, including the 

students, enjoyed the exercise! 

In 1946, Bruner 1 s teaching assignments at Harvard included a joint 

project with Joachim Friedrich teaching a government class based on the 

psychological issues involved with government. 

A daughter ... 

Bruner had missed his son during the boy's early years when Bruner 

was involved in the war an ocean away; in 1946 his daughter, Jane, was 

born. A few years later, when she was still a very little girl, her 

father would take her to the Prado in Madrid. Jane ran down the hal Is, 

her eyes like saucers, squealing tor her father to look with her at the 

dark, twisted, mad, distorted figures of the late Goya. When she grew 

to young womanhood, Bruner would take her to England while she awaited 

her admittance as a student to the Rhode Island School of Design. 
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Today ~he is an assistant photographer tor the British Museum, and one can 

see a certain pride in the expression of her father when he tells of her 

looking at him and saying, in wide eyed awe, "Do you know what it means to 

hold the Magna Carta in your hands?" (Bruner, ,Interview, 1977.) 

Opinions and Personality ... 

i'ln September 1946, a group of social psychologists, clinical 
psychologists, and a lone anthropologist met around a table at the 
Harvard Psychological Clinic on Plympton Street in Cambridge ... we 
were going to study the attitudes of a group of ten mature men 
with particular reference to the relationship of attitudes to 
personality as a whole." 

(Smith, Bruner and White, 1956) 

Though, as one can see, the study was not pub Ii shed unti I ten years 

later, the work on the book, Opinions and Personality, from which the 

above passage was quoted, began in 1946. The attitude which the 

researchers examined was, tor each subject, "Russia as it exists tor him," 

however the authors insisted, 

"This volume is ... a study of the psychological processes involved in 
forming and holding an opinion - any opinion." 

( Ibid. ) 

It must be presumed a compliment to the authors that Lane and Sears 

would remark in their book, Pub I ic Opinion, eight years later, that 

"Perhaps the most ambitious effort to 
by M. Brewster Smith, Robert W. White 
Opinions and Personality ... " 

describe opinions was made 
and Jerome Bruner in their 

(Lane and Sears, 1964) 

The research included a most comprehensive I ist of personality (and 

other) tests and interviews, about thirty hours being spent with each 

subject in weekly two hour sessions. Three of the ten persons studied 
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were presented as in depth reviews: one was termed a liberal, the second 

a radical, and the third a conservative. Briefer reviews were made of 

other seven personalities. The authors concluded: 

"A man's opinions inevitably bear his personal stamp. His 
capacities for abstract or practical thinking, for intense feeling, 
for forthright action set I imits on his response to public issues 
and, indeed, on what he makes of any significant event that impinges 
on him ... An opinion on any given topic represents a person's way of 
defining a relationship between the demands of the outside object 
and the requirements 0f h is own interests." 

The authors continue, 

"\IJe have been impel led to treat the function of an opinion as a 
resultant or compromise between reality demands, social demands, and 
inner psychological demands. The three are inseparable." 

(Ibid.) 

Though the book itself did not come out until 1956, a brief paper 

describing the work was published in 1947 (Smith, Bruner and \'/hite, 1947). 

Things International ... 

In the survey that resulted in Bruner's paper, "International 

Research on Social Issues: A \l✓orld Survey" CBruner, 1947a), a letter was 

composed in English, French and Spanish, and was sent to social scien~ 

ti sts in 48 countries - about 400 scho I ars in a I I, the group made up of 

psychologists, anthropologists, sociologists, political scientists, and a 

few psychiatrists. The response from one out of six of those pol led 

indicated an enthusiasm among the respondees for closer international 

relationships in the social and human sciences. 

In another pub! ication, the editorial for an issue of the Journal 

of Social Issues, Bruner challenges social scientists to create a two 
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way flow of information, and cha! lenges educators to train graduate students 

to think in terms of international relations with their social science. He 

also mentioned the need to clarity and simplify esoteric language to promote 

a more general understanding. Bruner states, 

"Whoever can contribute to basic methodological knowledge, whether he 
be working on rats or national character, wi 11 play a central role 
in the application of scientific method to social problems." 

(Bruner, 1947b) 

Bruner joined Gardner Murphy and Dorwin Cartwright in writing 

"Resources tor Wor Id-Wide Research in the Human Sciences 11 (Murphy, 

Cartwright and Bruner, 1947), in which exchange programs, international 

conferences, a French international laboratory plan, the preparation of an 

international directory, and other matters of the same nature were 

discussed . 

Kurt Lewin's death in 1947 was clearly a loss to the psychological 

community, and in a cover letter tor a proposal to the United Nations, 

Bruner noted that the international community had suffered a loss as wel I . 

Bruner, as Chairman of the International Committee of the Society for 

the Psychological Study of Social Issues of the American Psychological 

Association 1 , submitted a proposal to the United Nations 

that the U. N. establish an Institute of the Human Sciences, and he did so 

at the request of Assistant Secretary General of the United Nations, 

Dr. Henri Laugier, and ~ ith the accompanying signatures of ten of his 

distinguished col leagues. 

The proposal, in this author's view, lacked cohesiveness and the 

clarity of purpose one might expect from so expert a committee; the 

transmittal letter notes that the proposal was compiled from contributions 

1 He also held the title, Consultant, Department of Social Affairs at 
the U.N. 
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of 100 authors from a dozen or so countries - perhaps that explains its 

apparent lack of continuity. 

The first part of the proposal addressed the question of the need 

for an international institution . Part II presented illustrative 

research projects in the form of samples, rather than a distinct set of 

propositions for the establishment of programs, and Part 111 described 

the anticipated administration of the Institute. There were some most 

valuable suggestions embodied in the proposal: A means to define stan

dards could be set up (considered on an international level, a mind 

boggling task!), and there could be a clearing house for the exploding 

growth of I iterature in the social sciences. These "faci I itations for 

communication" included the establishment of international journals, as 

wel I as a central archives and facilities for the dispensing of 

scientific information. The cultivation of interdisciplinary research, 

and the formation of training facilities (to be supported, in part, by 

grants in aid) were envisioned ( International Committe~, .Society for 

the Psychological Study of Social Issues, American Psychological 

Association, 1947). 

The Draft Proposal, with a cover letter signed by Bruner as 

Chairman of the International Committee (accompanied by the names of a 

dozen of his most distinguished colleagues as committee members), was 

submitted on June 5, 1947, and introduced by Dr. Laugier before the 

Economic and Social Counci I. 

It was a particular disappointment that this proposal, the request 

for which had come from Henri Laugier, a Frenchman, was defeated by the 

French delegation. 
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Potpourri ... 

Bruner published a few reviews of the works of others: C. A. Siepmann's 

Radio's Second Chance (Bruner, 1946), and three years later, with 

M. Brewster Smith as co-author of the review, Krech and Crutchfield's Theory 

and Problems of Social Psychology (Bruner and Smith, 1949). Of this latter 

book, the reviewers said that the book 

" ... like Gui liver's Travels may instruct the adult while pleasing the 
child." 

(Bruner and Smith, 1949) 

In 1950, Bruner did one more review; it was for G. Almond's The American 

People and Foreign Policy (Bruner, 1950a). 

We begin to see a rapid diminution of papers by Bruner devoted to the 

traditional social psychological matters which have taken his attention to 

date; in 1949 we see one social psychology paper, and in 1950 another. 

In the 1949 paper, we find Bruner as the third author. The paper, 

entiti led "An Analysis of the Stabi I ity of Voting Intentions: Massachusetts, 

1948!' <Bauer, Riecken and Bruner, 1949) deals with the failure of the pol ls 

to predict the election of Truman in the Dewey-Truman struggle for the 

presidency in 1948 . 

The work in 1950, 1'Soc ial Psychology and Group Processes :' <Bruner, 

1950b) is a review of the field of social psychology from May, 1948 to 

June, 1949. This 31 page report concludes that social psychology had grown 

tremendous ly in the decade preceding th e yea r covered (1939 to 1949), and 

"the critical shortage in social psychology is not in its lack of 
zeal for data, but in its paucity of integrative theory. n 

<Bruner, 1950b) 
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There wi I I be, through the years, other papers which have as part of 

their themes the kind of study to which Bruner thus far had given so much 

attention, but there wi 11 not be more of the intense "survey, analyze and 

report;i kind of publication . 

We wi I I go back, now, to 1946, when, along with his lecturing 

duties, Bruner was Research Associate in the Laboratory of Social 

Relations at Harvard. The first paper appeared in a field which would 

consume most of Bruner's energies for several years. It was reasonable, 

certainly, after dealing with human societal relations for many years, 

to wonder how each person concluded as he did about issues; what, that 

is, is the process of perception that leads to differing social 

responses? Jerome Bruner, Leo Postman, and their col leagues would 

provide a new approach, what would be cal led a ~'New Look" to perception . 

65 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

THE PERSON AS PART OF THE PERCEPTION 

Because of the nature of Bruner's work in perception, we wi I I approach 

this research in a different manner than our usual chronology. Of al I the 

Brunerian fields of inquiry, perception stands alone in that ~is publica

tions have a distinct time of beginning, and an abrupt cessation. For this 

reason we wi 11, in this chapter, ignore not only concurrent research 

e ndeavors in other areas, we w i I I a I so exc I ude the "markers" of Bruner' s 

personal I ife which occurred during these years. Both of these important 

subjects wi I I be recorded elsewhere in this document. This chapter, then, 

wi I I cover the work of Jerome Bruner and his collaborators on various 

approaches to the subject of perception from 1946 to 1960. 

Leo Postman and Jerome Bruner presented the first of many coauthored 

papers on perception in 1946 In this publication, entitled, "The 

Reliability of Constant Errors in Psychophysical Measurement" (Postman and 

Bruner, 1946), the authors described two methods of quantifying the relia

b i Ii ty of constant errors, and they described the app Ii cab i Ii ty of the 

method of statistical reduction known as Analysis of Variance or, in 

abbreviated form, ANOVA. The authors were demonstrating the use of a 

precise approach to perception measurement, as precise, at least, as is 

possible using statistical data reduction. Now we wi I I discuss a bit of 

what that means . 

Since we wi I I find in this group of papers that the data are often 

anal yzed statisticall y , it would be wel I for us to take a moment to talk 

about probabi I ity and about statistics . 
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Probabi I ity, as we use the word here, simply gives us an indication of 

what the possibi I ity is that the result at which we are looking is by chance. 

If there is one poss i bi Ii ty in a thousand, we w i I I say the prob ab i I i ty is 

.001, or p = .001, and we will know that it is very likely that what we have 

measured is tel ling us what is really happening. 

It we ti ip a coin, one that has no weighting or bias, we wi I I find that, 

if we flip the coin enough times, halt the time it will come up heads and 

halt the time, tai Is. So we have a probabi I ity of 50%, or p = .5. There 

are a couple of things we have to attend to here. One is the number of 

times we flip the coin. We might find that out of five flips, a perfectly 

legitimate coin would come up heads each time, but after 100 times, we 

would be much more Ii kely to have half the time heads, halt the time tai Is. 

So the number of times we test something matters . 

The other thing to which we need to attend is what we w i I I ca I I a I eve I 

of significance. The only significant thing about p = .5 is that the 

results are exactly chance, that is, in the tossing of a coin, p = .5 means 

that we probably have a fair coin. It you were, however, to flip the coin 

1,000 times, and 998 times it came up heads, you could be reasonably sure 

that there was what is ca I I ed an "effect" i nvo I ved: that the coin was 

weighted, or that some other facto r was acting. 

In order to have a statistically significant outcome, that is, one 

which shows that an effect is involved, we must cons~der that the number of 

tests is adequate, as we noted earlier, and that the level of significance, 

for most tests in the social sciences is p = .01 or less, that is, that 

there is only one possibi I ity in 100 that the results we are observing are 

chance. Some studies accept a probabi I ity of p = .05, which would mean one 
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tn twenty, and some accept one in ten, but those are not really very good 

odds in the psychological betting game. We might note that in other areas 

where probabi I ities are important, in the testing of drugs, tor example, 

nothing greater than one risk in a thousand (p = .001) would even be 

considered, and a level of p = .0001 would be much more acceptable. 

Statistics is a way of dealing with numbers of events. Through 

statistical methods, we are able to describe the data resulting from 

records of these events and, through statistical techniques, we are able 

to infer certain things about the data. We can also decide how confident 

we are about the inference, and can report that confidence numerically. 

In an experiment, we try to find out if there is some difference 

between the group we have treated differently (tor example, rats that were 

shocked at touching one side of a cage) and a group which we did not treat 

(rats that we did not shock). That is, was there any effect? And if so, 

was it due to the change we made, or to some other factor (variable)? 

The results are often reported in terms of probability, that is, the 

possibility that the results are by chance, e.g., p = .01, in the manner 

described above. 

This is a highly oversimplified report of the use of probabi I ity and 

statistics in psychological studies; it is presented to assist the reader 

untami I iar with this means of reducing and reporting data in understanding 

some of the results and conclusions presented in the work of Bruner and 

his col leagues on perception 1 . 

1 For a much more complete (but sti 11 quite brief) discussion of 
statistics, see the appendix, nstatistical Methods and Measurements," 
in Hi lgard, Atkinson and Atkinson, Introduction to Psychology (6th ed.) 
1975. Fo r tul I t ext s , see Wi J J i am L. Hays, Statistics (2nd ed.) 1973 
and Geoffrey Keppel, Design and Analysis: A Researcher's Handbook, 1973. 
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To sum up, then, when we say something is statistically significant, 

we mean that there is very I ittle possibi I ity that the results we see just 

"might have happened," and that what poss i bi Ii ty there is can be 

numerically defined at a particular level. The results, when we can 

describe them as statistically significant, most probably happened because 

of the specific conditions we set up. 

Among the many important perception papers authored by Bruner and his 

col leagues is one of particular consequence. Cecile Goodman, a graduate 

student, coauthored the work with Bruner; it was entitled, "Value and Need 

as Organizing Factors in Perception. 11 The authors proposed that the 

person perceiving something i:s not merely a "passive recording system," 

but rather an active participant in the perception, and that perceiving 

something is not simply an isolated event, but rather related (even in a 

laboratory setting) with other functions. The authors present a compleat 

review of the literature to date on behavioral factors in perception, and 

they propose that perception undergoes variation when the person doing the 

perceiving is hungry, in love, in pain, or in the process of solving a 

problem. They then discuss some of the issues that can affect the way we 

see things: the sensory nervous system, the adaptive functions of the 

individual, and the laws of learning and of motivation. 

Factors which affect what the authors term behavioral aspects include 

a kind of classical and reward conditioning, practice in observations, and 

i I lusions. An i I lusion used the the authors' example is the Mui ler-Lyer 
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phenomenon, where we see the para I lei 

> < 
<( " 7 

FIGURE 1: 

I ines, one with forked ends and the other 

with arrowed ends, as being of different 

lengths, though they are, in reality 

precisely the same in length. It is this 

kind of visual deception which al lows the 

artist to create a sense of depth and MULLER-LYER PHENOMENON 

perspective in a two dimensional painting. 

The authors noted that the world presents itself as loosely organized, 

and that perforce we must select what we see; they also inform us that 

perceptual objects which are habitually selected become more vivid. For 

example, those of us who are trained to look into a microscope and who are 

taught what it is we are supposed to be attending to, tend, over time, to 

ignore other materi a I in the fie Id in favor of those figures we expect to 

see. 

Al I of this, however, is background; the authors addressed themselves 

in what appears now to have become a landmark paper to issues of social 

value, and they hypothesized that the greater the social value of an object, 

and the greater the need of the individual for that object, the more 

11 marked wi 11 be the operation of behavioral determinants." 

The question to be answered in the experiment was, put simply, did the 

value children put on coins, that is, pennies, nickels, dimes, quarters, and 

half-do I lars, affect their perception of the size of each coin? And the 

answer was "Yes." Now I et us see some of the interesting deta i Is i nvo I ved 

in the experiment, and how it was the researche rs came to their conclusion . 
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The experiment was conducted in two major parts. In the first part, 

thirty ten-year-old children were given an experimental situation where 

they were able to make a circle ,iof light larger or smaller by manipu-· 

lating a knob. Twenty of the youngsters were asked to make the light the 

sizes of each coin, from a penny through a half dollar, from memory. 

Then the children were shown the coins, each at a distance of six inches, 

and asked to make the light the sizes of the coins as they saw them. The 

other ten children were shown grey discs made of cardboard, and were 

asked to make the I ight the same size of the discs. 

Figure 2 shows that the children describing the coins saw them as 

much larger than their actual size. Each coin was not only perceived as 

larger, but between each graduation the percent of deviation of size was 

more, e ><: cept for the f i tty-cent piece where, though there was st i I I a 

significant difference between the perceived size of the coin and the 

real size of the coin, the percent deviation dropped a few points. The 

authors hypothesized that perhaps the chi I dren did not have a strong 

grasp on the concept of a 501 piece; during 1945 and 1946 (when a quarter 

bought so much more than it does today) it was possible that the chi Id 

might not have seen that many! 

We can a I so see ;i1n Figure 2 that the cardboard discs did not "grown 

in size, and it was the contention of the authors that this was because 

the discs did not have the social value of the coins. Using an ANOVA 

procedures, as described in the Bruner-Postman paper in 1946, the 

probabi I ity values were less than one in one hundred (written asp< .01) 

that the results were by chance . 
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The second part of th e experiment dea lt with two groups of ten subjects 

each. The first set of subject s was 

"drawn from a progressive school in the Boston area, catering to the 
sons and daughters of prosperous business and professional people ... " 

(Bruner and Goodman, 194 7) 

and the second group of ten subjects was chosen from 

" ... a settlement hous e in one of Boston's slum areas." 

( Ibid. ) 

The "poor" group, as seen in Figure 3, overestimated the size of the coins 

significantly (p < .01) more than the "rich" group, though it must be noted 

that the children who had an easier financial time of it also overestimated 

the co ,iins sizes 1 . 

In addition to the experiments described, the "poor" and the "ri ch" 

gro up each estimated the sizes of coins under two conditions, the first with 

the coin in clear view six inches away, and the second with th e coin not 

present. Th e sizes of the coins were overestimated in each case, but the 

overestimations with the coins present compared with the coins absent were 

closer to one another for the "rich" group than for the "poor" group. The 

"poor" group , interestingly enough, consistently overestimated the coin size 

more when the coin was present than when it was absent, a result described 

by the authors as "a weakened fantasy." 

1 It is, incidentall y , a complimen t t o the care in selection of the 
experimen tal popu lati on that the co in size est imati on data of the 
ch i I dren at I arge ( those who est imated the sizes of coins ve rsus 
the cardboard discs) fa! Is almost exactly between the I ine 
describing th e coin estimati on data for the "rich" children and 
that describing the coin estimation data for the 11 poor" youngsters. 
(See Fi gures 2 and 3.) 
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Eugene Galanter remarks about the Bruner and Goodman work, 

1'The results of their e xperiment took the psychological world by storm, 
and ushered in what came to be called the 'new look' in perception 2 ." 

(Galanter, 1974) 

Galanter goes on to say, 

"This experiment suggested that motivational effects have direct 
consequences on perceptual events. In general the line t aken wa s that 
our values, motives, and attitudes do not simply shape our responses, 
as a Skinnerian might assert, but alter in behaviorally diagnostic 
ways, our perceptions of the world. These changes in perception lead 
to changes in response by the same old classical stimulus-response 
mechanisms. Consequently the unique causal efficacy on behavior of 
the stimulus itself is unchanged by the introduction of motivational 
effects. At last the S-R paradigm can rest easily. After al I if 
desires and aversions act simply to alter the proximal stimulus, then 
we can reinstate Tichner and give behavioral evidence for the 
ex istence of context variables. !' 

( Ibid. ) 

The concept was a controversial one, of course , and there were many 

cha I lenges to Bruner's work and to that of his col leagues who adopted the 

:'New Look" approach to perception. Carter and Schoo I er questioned the 

findings of the Bruner and Goodman study (Carter and Schooler, 1949), as 

did others. Confirming studies were published by Bruner and Rodrigues in 

1953. The controversy aside, the paper sti 11 stands, and sti 11 maintains 

a respectable place in the annals of investigation of visual perception . 

2 In 1951, A. S. Luchins wrote an article, 1'An Evaluation of Some Current 
Criticisms of Gestalt Psychological Work on Perception,'' in which he 
critiques the "New Loo k." In an answer, "One Kind of Perception: A 
Reply to Professor Luchings, 1

' Bruner says, 11 Let 'New Look' mere ly 
denote some ps ychologists who are interested in study ing the variance 
contributed to perceptual phenomena by factors reflecting the I ife 
history of the organism. 11 
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The papers in perception began to flow in 1947; in 1948 five papers 

would appear with Bruner's name as author or co-author, al I five of them 

were on th~ subject of perception. In 1949, three of five pub I ications 

would be on perception, in 1950, two of tour, and in 1951, all tour of 

Jerome Bruner 1s pub I ications would be on studies in perception. We do 

not see this singular a concentration on pub I ication subject over such a 

period of time (tor perception papers continue to be pub I ished through 

1960) in Bruner's work again. A large number of these papers were 

coauthored by Bruner and Postman, and it is clear that they had a 

consistent and happy working relationship . 

In "Emotional Selectivity in Perception and Reaction!! <Bruner and 

Postman, 1947a), the authors acknowledge that the 

"dramatic experiments of Jung established the relationship between 
emotionality and speed of verbal association 3.n 

The experimental hypothesis was that in the presence of emotional 

stimuli, reaction and perception time were governed by a common set of 

principles. Reaction times were measured using various kinds of words, 

among them such tami I iar ones as the subject~s first and last names, and 

such potentiaJly loaded ones as raped, death, penis, crazy, anger, etc . 

Perceptual defense was discussed (including the phenomenon of a slower 

reaction time to words that were loaded tor the particular subject), as 

was perceptual sensitization (increasing tami liarity). One of the 

conclusions argued, 

"There is tor some subjects ... a critical degree of emotionality 
beyond which perceptual defense does not operate." 

( Ibid. ) 

3 The authors refer to Carl Jung's Studies in Word Association (1918). 
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Certainly the clinician of experience could have predicted these results; 

here, however, the magic elixir of science and its numbers in the form of 

statistical analyses were brought forward to confirm, in the paradigm of 

academic psychology, that which had long since been accepted 

experiencial ly by those dealing with the healing arts of the emotions of 

man. Mo re bridges were in the building, with Bruner and his col leagues 

as architects . 

In "Tension and Tension Release as Organizing Factors in Perception, 11 

Bruner and Pos tman looked at the processes of selection, accentuati on, 

and fi xation, and then defined perception as 11 a form of adaptive 

behavior" <Bruner and Postman, 1947b). They found, fo r example, a 

difference in perception when the subject was assu red a shock (surely a 

factor which would produce tension) which had been administered would not 

appear again (an assurance calculated to produce tensi on release) . 

In "Perceptual Theory and the Rorschach Test" <Bruner, 1948) , Bruner 

described the development of the Rorschach test4 (a projective test com

monly known as the "ink blot" test) as na tribute to ene rgeti c 

empiricism." Bruner argued that Rorschach was gu ided by psychoa nal ytic 

theori es of personality and the like, which contained 11 hidden premises" 

on perce pti on . Bruner conten ded that where Rorschach had sa id, :'every 

performance of a person is an exp ressi on of his whole personality, '' 

4 Thi s t es t is described i n H. Ro rschach , Psychodiagnosti cs , 1942 . 
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perception is to be included. He insisted, 

nThe question ... is not 'How do we perceive ink blots?' but 'How do 
we perceive?'rr 

(Bruner, 1948) 

He described perception as 

" ... an activity of the total organism and, like all other activities, 
(it) is an aspect of the economy of personality. It serves two 
general functions tor the organism. Through perception we construct 
a world in which survival and adjustment are possible; through per
ception we also defend against that which is threaten in g, distracting 
or disruptive. The two processes, construction and defense, serve 
reciprocally to maximize sensitivity to certain classes of events, 
and to dampen or hinder sensitivity to others. 

" ... The organization of the perceptual field cannot be understood 
without reference to ... two sets of conditions: stimulation and the 
state of the person perceiving, i.e., his set, needs, expectancies, 
and a host of other directive factors." 

( Ibid. ) 

Bruner studied seven perceptual case histories through the Harvard 

Psychological Clinic, and found 

" ... a definite congruence between responses on the Rorschabh and 
responses in other perceptual situations." 

( Ibid. ) 

Bruner concludes this article with the statement, 

"The future wi 11 perforce witness the coalescence of research on 
perception and research on diagnostics. The two belong together." 

( ·lib id. ) 

At this point, with the ~'New Lookn in perception gaining interest, 

Bruner and Postman produced a magnum opus of sorts , "An Approach t o 

Soc ial Perception." The article does , indeed, define the Bruner-Postman 

app roa ch , and provides an extens i ve bibliography (78 ref erences !) in 

which the works of authors are I isted ranging a lphabeticall y from Adrian 

t o Zuk-Kardos! Brun e r and Postman propose in this paper t o 
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" ... briefly bring some our intellectual ancestors under review, the 
better to see our way." 

(Bruner and Postman, 1948a) 

Their review cove rs psychophysics, act psychology, functionalism, 

gestalt psychology, and the literature on expectations with respect to 

influence on perception. They cover th e principle of res ona nce, 

" ... the person wi 11 attempt to organize (ambiguous environmental 
objects) in a manner congruent with his prevai I ing set ... " 

( I bi d. ) 

the principle of defense, 

'
1 
••• 0ur description of perceptual defense implies that certain 

processes of perceptual screening and organization take place 
before the subject is consciously aware of the nature of the 
stimulus to which he is reacting ... " 

(Ibid.) 

and the principle of vigilance, that is, once a 

" ... critical degree of negative emotionality ... 11 

( Ibid. ) 

has been exceeded, the stimulus 

11 
••• is met with utmost alertness and speed. 11 

( Ibid.) 

Also described in this paper is perceptual organization, 

accentuation, and fi xa tion, and, in general, the nature of the perceptual 

world. The authors posit that~ perception has a social component, in 

that, 

"Man cannot pers ist long in any of his activities without being 
influenced by society, without looking at his social world. 11 

(Ibid.) 

In 1977 (Interview), Br un e r claimed not ever to have left socia l 

psychology; we can see her~ the ,connect iDn wi.th perception. 
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In a paper which they entitled, "Symbolic Value as an Organizing 

Factor in Perception" (Bruner and Postman, 1948b), th13 authors describe 

an experiment in which a swastika was used as a negative symbol, a 

dollar sign as a positive symbol, and a square with two diagonals was 

used as a neutral symbol. These symbols were placed on discs, and the 

size of each disc was estimated by each subject. Al I discs were esti

mated as larger than they were, but the dollar sign (estimated to be the 

largest) and the swastika (next large) were significantly larger in the 

eye of the subjects than the neutral sign. Thi s , then, was another 

study (again, u9 ing ANOVA) to confirm a relation between value and the 

way in which one perceives. 

We find, among these papers of Bruner and Postman collaboration 

especially, a re-defining of the meaning of perception, each time with 

the result of an enlarged, rather than a more constrained, definition. 

In "Perception under Stress" (Postman and Bruner, 1948), perception is 

defined as "goal-directed behavior." They explain, 

"The goal of perception, in its broadest sense, is the construction 
of a meaningful behavioral environment - an environment congruent 
with 'reality' on the one hand and the needs and dispositions of 
the organism on the other ... " 

(Postman and Bruner, 1948) 

The authors argue that the frustration of such goal directed behavior, 

or the frustration of perception, should have predictable consequences. 

This goal directed behavior is said by the authors to work through a 

threefold process of selection, accentuation and fixation. Through this 

process, say the authors, 

n ... the organi s m strikes a balance or compromise of his perception 
between the requirements created by physical, biological and social 
existence ... He learns to eliminate from his perceptual field what 
i s extraneous to him and to encompas s what is important even t o the 
e xtent of occasionally 1 see i11g things that aren't there.'" 

80 ( Ibid. ) 
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The purpose of these experiments was, as the title "Perception under 

Stress" would indicate, to see if there was an effect on perception of 

stress on the subject. Both the experimental and the control groups were 

presented a complex picture and series of sentences. The experimental 

group was harrassed consistently with frustrating comments. The subjects 

in this group were told that their performance was substandard, were 

given a great deal of incomprehensible double talk in technical terms, 

were badgered as to whether the had not "seen something more ;' than they 

were reporting, were asked about their nstate of mind,n and about recent 

emotional upsets; they were subjected to generally offensive behavior on 

the part of the experimenters. The control group was not harrassed in 

this manner. The experimental group did, indeed, show an effect from the 

stressful treatment: their adaptive behavior was lessened, and their 

perception appears to have changed dramatically. The authors found that 

" ... selection of percepts from a complex field becomes less adequate 
and sense is less wel I differentiated from nonsense; there is 
maladaptive accentuation in the direction of aggression and escape; 
untested hypotheses are fixated recklessly." 

(Postman and Bruner, 1948) 

Postman and Bruner were joined by El I iot McGinnies in writing 

"Personal Values as Selective Factors in Perception 11 (Postman, Bruner and 

McGinnies, 1948), in which they argued that personal values are demon

strable determinants of what an individual selects perceptually from his 

environment. The subject's values were measured by the Allport-Vernon 

Study of Values, which included theoretical, economic, aesthetic, social, 

political, and religious value structures. The authors reported in the 

results that the more value the word had to the individual, the more 
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rapid was the recognition. The authors concluded that, 

"Value orientation makes for perceptua l sens itizati on to valued s timuli, 
leads to perceptual defense against inimical stimuli, and g ives ri se to 
a process of value resonance which keeps th e pe rson responding in terms 
of objects valuable to him even when such objects are absent from his 
immediate environment." 

(Postman, Bruner and McGinnies, 1948) 

Th e relation of time of recognition to perceptual expectancies is 

presented in th e Bruner and Postman paper, "On Perception of Incongruity : 

A Paradigm" (Brun er and Postman, 1949a). The experiment on which the paper 

was based concerned the use of trick playing cards, that is, a red spade 

card, or one that was black, but of the suite of hearts. The cards were 

presented at mi I lisecond intervals (from 10 mi I Ii seconds through 1, 000 

mi I liseconds), and it was noted that recognition not only took lon ge r for 

the "incongruous" cards, but that four processes were I ikely to be seen: 

dominance of either the color or the form; compromise, that is, the color 

seen as purple, or some such; disruption, that is confusion, such as "I 

don 't know what the hel I it is!lf and finall y , recognition of the incon

gruity. The authors concluded t hat perceptual organization is powerfully 

determined by expectation and that violation of that expectation is met by 

res istance to the incongruities. 

"Perception, Cogn ition and Behavior" <Bruner and Postman, 1949b) was 

published i n the Journal of Personality, and in the same yea r, 

"Multiplicity of Set as a Determinant of Percep tual Behavior" (Postman and 

Bruner, 1949) appeared in the Journal of Experiment a l Psycho logy. These 

were followed in 1950 by Pe rception and Pe rsonality: A Sy mposi um <Bruner 

and Krech, 1950) and "A Not e on the Measu remen t of Reversals of Pe rspective" 

<Bruner, Postman and Mos t e ll e r, 1950), a paper devoted t o the Poisson 
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Distributi on (a statistical method) in relation to ANOVA in reversal of 

pers pective i I I us ions. As we can see, Bruner's pub! ications in perception 

are fa I Ii ng one upon the other. 

R. R. Blake and G. V. Ramsey edited a book entitled, Perception: An 

Approach to Personality, to which Bruner contr 'i,buted, 11 Personality 

Dynamics and the Process of Perceiving" (Bruner, 1951b). In his attempt 

to demonstrate "the interdependence of the dynamics of personality and the 

dynamics of perceiving," Bruner says, 

nA theory of personality, I shal I contend, cannot be complete without 
a complementary theory of perception, and, by the same logic, one 
cannot account for the ful I range of perceptual phenomena without 
broadening perceptual theory to a point where it contains personality 
variab Jes. !' 

<Bruner, 1951b) 

In this paper, Bruner described perceiving as a three step cycle which 

includes e xpectancy (hypothesis), stimulus (input from the environment), 

and checking (or confirmation). He insists 

11 
••• that a personality-oriented theory of perception must have 

systematic means whereby it can account for individual differences 
in perceiving. " 

( Ibid. ) 

Bruner's emphasis here is on cultural differences, and especially on 

differences in hypotheses (expectations) and on the stren gth of these 

hypotheses . 

nExpectation and the Perception of Co lor" (Bruner, Postman and 

Rodrigues, 1951) was a pape r reporting experiments in which co lo r s an d 

s hapes we re use d t o a ffirm that t he grea t e r the s trengt h of t he hypot hes is, 

th e less i nf or ma ti on i s needed to conf irm it (and t he mo re t o in f irm it) . 
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In this paper, the emphasis again was placed on the three-step process of 

perception developed earlier: hypothesis, input of stimulus information, 

and confirmation (or infirmation) . 

Postman, Bruner and Wa I k, in "The Perception of Error" ( 1951), ask, 

"What happens perceptually when a complex stimulus field contains a 
part that violates a wel I-established expectancy? ... To what extent 
does the presence of an error or an incongruity affect the speed and 
efficiency with which perceptual organization develops?" 

(Postman, Bruner and Walk, 1951) 

The "error" in these experiments was a reversed letter placed either in a 

series of letters or in a word. The fact that the letter was reversed 

was more I ikely to be recognized in a series of letters than when it was 

imbedded in a word. The authors concluded, 

" ... Our findings are closely akin to the Gestalt principle that 
properties of a substructure are largely determined by the 
properties of the larger whole or structure in which it is 
embedded." 

(Ibid.) 

In 1952, Bruner pub I ished two papers, both on the subject of 

perception. With Busiek and Minturn he presented concepts of perceptual 

assimilation in "Assimilation in the Immediate Reproduction of Visually 

Perceived Figures'' (Bruner, Busiek and Minturn, 1952). Subjects were 

asked to reproduce simple figures, each of which could represent more 

than one item. For example, one figure could be interpreted as a trowel 

or as a pine tree, another as a I ima bean or as a canoe. Those who were 

given one label or another tended to reproduce the drawing resembling 

the thing which they thought it to be. The authors found that the 

subject would tend to identify the drawing as label led by the 

experimenter. 
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The other paper pub I ished by Bruner in 1952 was with Leo Postman, 

''Hypothesis and the Principle of Closure: The Effect of Frequency and 

Recencyn (Postman and Bruner, 1952). The principle of closure, a 

general law of Gestalt psychology, says that we tend to "closen lines 

which we expect to be contiguous. For example, even if there is a . 

space in a circle's line, we tend to see the circle as complete. It, 

however, one is trained to look tor an opening in the circle, one wi I I 

be much more I ikely to see it, even it the exposure to the picture is 

quite brief. The authors quote Gestalt psychologist Kottka: "Closed 

areas are more stable and, therefore, more readily reproduced than un

closed ones," and they establish through their experiment that there 

must be a conscious awareness of the possible "open-ness" of the 

circle if the subject is not to perceive it as closed . 

E. E. Jones and Bruner did some experiments with cards on which a 

"stick-man" was shown on successive cards in such a manner as to 

appear to be moving from left to right, while a nonsense object moved 

an equal distance in the opposite direction. In the first trial, 16 

of the 18 subjects saw the man moving faster than the nonsense object, 

though as the trials increased there was a tendency to see both as 

moving at the same speed. There were experiments with other pictures 

which showed a car apparently going over a bridge as against an 

oblong over an arc, and a bal I which appeared to be skidding as 

against one which appeared to be rolling. The paper reporting this 

work was entitled, "Expectancy in Apparent Visual Movement" (Jones 

and Bruner, 1954). The authors noted to begin with that 
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"The organism learns to expect movement in some contexts more than in 
others, and learns to expect certain kinds of movement from some 
objects and not from others . .! ' 

(Jones and Bruner, 1954) 

In their conclusion, they state that 

" ... there are stimulus conditions in which movement under conditions 
of formal identity is less compel I ing than movement of a changing 
object when the change conforms to we I 1-estab Ii shed expectancy and is 
functional to the requirements of total field conditions.;' 

( Ibid.) 

As we can see, Bruner and his col leagues are investigating many ways 

in which the individual brings himself to the perception. He sees what he 

expects to see, sometimes in contradiction to "reality.ri If what he sees 

is threatening, or if it is not congruous with his knowledge of what is 

so, he perceives it more slowly. His personality, his cultural background, 

his momentary state of being, his response to stress, al I have an effect 

on how he perceives and what he perceives . 

In 1954, we see the appearance of a new name in Bruner's 

bibliography: George A. Mi I ler 5. Mi Iler is both an important col league 

and a trusted friend, and we wi I I see his name again in these pages. For 

5 George Armitage Mi I I er ( 1920-
M i Iler received his doctorate from Harvard in 1946, where he was a 
Research Fellow in the Harvard Psycho-Acoustic Laboratory. In 1948 
he began to work his way up Harvard's professorial ladder as an 
Assistant Professor; there was a five year hiatus from Harvard when 
he was an Associate Professor at M. I .T. (1951-1955), and it was 
during those years that he wrote "Fami I iarity of Letter Sequences 
and Tachistoscopic Identification" with Bruner and Postman. He 
then returned to Harvard, where he became a full professor in 1958 . 
By 1964 he was Chairman of the Department of Psychology, a post 
which he would keep unti I 1967. He left Harvard for Rockefeller 
University in New York in 1968. Mi I ler 1 s work with Bruner in the 
Cognitive Center at Harvard w i I I be discussed in a I ater chapter. 
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the moment, however, let us look at the paper which Mi Iler, Bruner and 

Postman wrote while Mi Iler was at the Massachusetts Institute of Technology 

(MIT), Bruner was at Harvard, and Postman was at the University of 

California at Berkeley. "Fami I iarity of Letter Sequences and 

Tachistoscopic Identification" begins by the experimental conclusions of 

J. McKee n Cattel I that 

"words are perceived 'as a whole,' and are as unitary in character as 
single letters." 

(Mi Iler, Bruner and Postman, 1954) 

The authors discuss Shannon's theory (Shannon, "A Mathematical Theory of 

Communication," 1948), which they paraphrase: 

"In its simplest form this theory states that the amount of 
information carried by a signal is proportional to the logarithm of 
the number of alternative signals that might have occurred." 

( Ibid.) 

The authors give as an example that in a language with 64 letters 

(each letter representing an object) each letter provides more information 

than each letter in a language with 8 letters. 

Context was discussed (that is, which letter fol lows which is 

important in recognition), as was redundancy (that is, when there are 

more letters in a word than we need in order to recognize the word). 

In the experiment , eight letters were put together in such a 

manner as not to form any word to be found in the dictionary, in a range 

from nonsens ica l to pseudo words. The most sensible pseudo words 

produced the highest scores of remembering letters and their correct 

position in the words, inferring that we have a bias toward recognition 

based on the structure of our language. 
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An abstract, "The Effect of Error on the Identification of Fami I iar 

Sequences" (0 1 Dowd, Bruner and Austin, 1954) described an experiment in 

which fami I iar nouns, si x to eight letters long, were presented to 

subjects in three forms: an error in the first part of the word, e.g., 

anatomy formed as naatomy, in the middle, or in the last part of the 

word. The experimenters found that identification of the word was most 

difficult if the error was in the first part of the word, next most 

difficult if it appeared at the end, and that an error in the middle 

had but a minor effect, the cues at either end of the word making the 

middle redundant. We who edit papers are now enlightened as to how 

letters reversed in the middle of a word seem to get by the most 

careful proofreading! 

Bruner, Mi Iler, and Bruner's research assistant, Claire Zimmerman 

collaborated on "Discriminative Ski 11 and Discriminative Matching in 

Perceptual Recognition," which had to do with word recognition. Lists 

of words of one syllable (real words this time, not nonsense words) of 

8, 16, 32 or 64 words long were learned by the subjects. Then tests 

were made for recognition of the words through noise, and tests were 

made for discrimination of relevant from irrelevant sounds. The 

effects of i I lumination and exposure time were also tested. Ski I I in 
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discrimination was acquired with practice and discriminative matching 

improved. This was an exercise in narrowing down the stimuli from the 

ambient noise of the world to a specific stimulus source - the kind 

of sorting out each of us does constantly while moving about in our 

private worlds. It is of interest that this research was concentrated 

on auditory perception, where Bruner's usual research in perception 

had to do with vision. 

Based on the hypothesis that 

" ... such c I ass i ca I I aws of perceptua I organization as the 
principle of closure do not necessarily hold after perceptual 
recognition has occurred ... It, for example, a partly closed 
circle is identified as a C, closure wi I I not operate; if it 
is i dent if i ed as an 0, it w i I I operate." 

(Bruner and Minturn, 1955) 

Jerome Bruner and A. Leigh Minturn did the research reported in 

nPerceptual Identification and Perceptual 0rganization.1' The test 

figure was a broken B, that is, it could be perceived as either a B 

or as a 13. When the ti gure was presented for 30 mi I Ii seconds, 

subjects saw a B if they expected a letter, and a 13 if they expected 

a number; at 150 mi I I iseconds, however, the subjects saw the figure as 

a number regardless of what they expected. The authors argued that 

such Gestalt principles as closure had been stated in too general a 

form. They concluded: 

"There is a wide range of phenomena in everyday perception that 
are precisel y of this order where we see in terms of the proper
ties of objects as these are conceived and fai I to 'notice' those 
features that deviate from this conception. At this level of 
perception, such classical laws of perception as closure, 
grouping by prox imity , and so on, do not hold as simple and 
general principles." 

( Ibid. ) 
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At the 1957 meeting of the Association for Research in Nervous and 

Men ta I Disease, Bruner presented "Neura I Meehan isms in Perception" (Bruner, 

1957d ),. 

"I admit to no special expertness in the neurophysiology of 
perception, although I have fol lowed the growing I iterature with an 
increasing interest and a sense of excitement. There was a time, let 
me confess, when as a student of perception and thinking I operated 
on the assumption that as far as I was concerned the nervous system 
was made of green cheese. This form of intellectual cheek, this 
know-nothing attitude, gives me I ittle comfort nowadays. 11 

(Bruner, 1957d) 

Bruner comments further, 

11 
••• the grave difficulty with physiological notions in psychology: 

their half life is too long, so that their origins are forgotten and 
they become psychological gospel ... " 

( Ibid. ) 

and says that he wishes to find out 

" ... what kinds of parallels and linkages might exist between what we 
be! ieve to be the case in perception and what is gradually emerging 
concerning neurophysiol og ical mechanisms that might mediate such 
processes. 11 

( Ibid. ) 

In this paper, Bruner examines three problems: perceptual 

representation (!'How does perception represent the structure of the 

physical environment that constitutes stimulation?"), perceptual 

invariance and variable stimulation (" What acco unts f or th e fa ct th a t -- . 

perception may remain relativel y constant while the ph ysical stimuli 

operating at the receptor surface are varying drastically?"), and 

perceptual _ variabi I ity and stimulus constancy, as in three dimensional 

fi gures with spontaneous a lte r nat ion ( '' Wh at accounts fo r t he fac t t ha t 

pe rcepti on ma y vary while the stimulus input remains cons tantr1
) • 

Fi gure 4 presents an e xampl e of s pontaneo us alte rnati on. 
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FIGURE 4 THE NECKER CUBE 

Though the stimulus (the picture of the cube) is not changed, the 

perception varies in the example of the Necker Cube. In one instant 

one sees the circle as being in the middle of the front of the cube; 

in another moment, it is in the middle of the back. Looking again, 

the circle can be perceived as being in the lower left back side of 

the cube, and at another glance in the lower left front. In Eye and 

Brain: The Psychology of Seeing, R. L. Gregory says, 

11 The Necker cube is a pattern which contains no clues as to 
which of two alternative hypotheses is correct: the perceptual 
system entertains first one then another hypothesis, and never 
comes to a conclusion, for there is no best answer. 11 

(Gregory, 1973) 
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This is the only paper of Bruner's we wi I I see so devoted to physiology, 

and we find him paint ing th e afferent and efferent processes with a Brunerian 

broad brush, and with I iberal references to the literature of Rosenbl ith, 

Adrian, Bekesy, Fessard, Hebb, Lashley, and a list of others, with a 

particular note of thanks to Karl Pribram and Walter Rosenblith "for their 

he I pf u I adv i ce and c r i t i c i s m. 11 

In his conclusion, Bruner writes: 

"The tracing and manipulation of efferent fibers carrying impulses to 
synapses along receptor pathways and to sensory receptors themselves 
indicate that the neural model we shal I be using is one in which 
centrally induced control of sense data wi I I play an increasing role. 
If the neurophysiology of a generation ago forced psychology into a 
peripheral ist mold, certainly the model emerging today corrects this 
bias and places a new emphasis on the role of central factors in 
perception. Most important of al I, I have the impression that the 
neurological model of perception that is now emerging begins for the 
first time to conform to our knowledge of more complex forms of 
perception, both in humans and at the infrahuman level.I! 

( Ibid. ) 

It was also in 1957 that Jerome Bruner did a paper entitled, "On 

Perceptua I Readiness, 1' one which he considered even 20 years I ater to be 

of particular import ( Interview, Bruner, 1977). It is a paper which 

indicates a turning point in his approach, with its emphasis on categories, 

an emp~esis which we find coordinated with his work (being pub! ished 

concurrently) in cognition. nPerceptual readiness/' he says, :: refers to 

the relative accessibility of categories to afferent stimulus inputsn 

(Bruner, 1957e). He notes, 

"The processes involved in sorting sensory inputs into categories 
involve cue uti I ization ... The processes are conceived of as mediators 
of categorizing and its forms of connectivity, the phenomena of dif
ferential threshold level s for various environmental events, the 
guidance of cue search behavior, and, lastl y , the phenomena of sensory 
inhibition and ti ltering ... n 

(Bruner, 1957e) 
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Bruner describes two general determinants of category accessibi I ity: 

the I ikel ihood of occurrance of events dictated by experience, and the 

requirements to search dictated by need states. 

Bruner contends that failure of perceptual readiness comes about 

through fa i I ure to I earn appropriate categories, and, further, 

"Fa ilure to achieve a state of perceptual readiness that matches the 
probability of events in ones world can be dealt with in one of two 
ways: either by the relearnin g of categories and expectancies or by 
constant close inspection of events and objects ... Readiness in the 
sense that we are using it is not a luxury but a necessity tor 
smooth adjustment." 

( Ibid.) 

Bruner describes the mechanisms which mediate perceptual readiness, and 

those of tai lure of readiness; al I pointing to the theme of the paper, 

the notion that perception involves an act of categorization . 

In 1958, Bruner co-authored a work with Jean Piaget and other 

col leagues, Logique et Perception, pub I ished in Paris <Bruner, Bresson, 

Mort, and Piaget, 1958), unfortunately unavailable to this author erther 

in presence or in language . 

It was in this year that his contribution t o Maccoby, Newcomb and 

Hartley (editors) book, Readings J_Q_ Social Psychology, was published. The 

article was entitled, "Soc ial Ps ycho logy and Perception, " and is one of 

those proofs in time that Bruner has not, as he insi s ts that he has not 

<Br uner, Inte rvi ew, 1977), reall y left the field of socia l psychology . 

Th e work is, as is indi ca t ed i n the title, a joining of the subfields of 

socia l psychology and percep tion . 
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Though we have made an effort in this chapter to ignore the rest of 

what was going on in Jerome Bruner's I ife, and concentrate only on his work 

in perception, we have come to a point where we must make some reference to 

the fact that a change of considerable magnitude has occurred both in his 

personal life and in his work. The reflection of this change becomes 

apparent in his wr t ting. In his perception papers, we see him reaching out 

from the precise world of the tachistoscbpe to the fresh (to him) realm of 

physiology and reaching back, in ''Social Psychology and Perception," to a 

fami I iar world with a new artistic bent, to wit, 

"All the ways in which we deal with environmental complexity at the 
perceptual level are deeply tinged with the hues of the society in 
which we I i ve." 

(Bruner, 1958d) 

We see, in this quite general paper, a precursor to Jerome Bruner's 

current interest in linguistics, and the manner in which he attempts to 

"tie the bundle together,!! to integrate the myriad new intellectual 

adventures into a more consolidated and more encompassing field of 

interests. He says, 

"Social attitudes are defined as a readiness to experience events in 
certain consistent and selective ways, and the most recent writings 
on the psychology of language, inspired by Benjamin Lee Wharf, urge 
that the structure of a language and its lexical units determine or 
at least influence what one habitually notices in the world about 
one." 

( Ibid. ) 

Included in this consolidating effort is a field in which Bruner is 

concurrently highly involved, that of cognition. He writes, 

" ... the abiding fact about the process of knowing, of which 
perceiving is one aspect, is that organisms have a highly limited 
span of attention and a highly limited span of immediate memory . 
Selectivity is forced upon us by the nature of these I imitations ... " 
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Bruner speaks in this paper about creativity, about social change, and 

about innovation. He notes, 

"It it is true that people are selective, must be selective to match 
their I imited cognitive capacities to the complexities of the social 
and physical environment, it is also true that they are not completely 
trapped in this selectivity, that the conditions tor producing a 
change in perceiving and thinking about events are there." 

( Ibid. ) 

And so we see a point of view of human choice. As we can bring the 

person to the perception, it now appears that we can change the person we 

bring. 

Bruner reviews the I iterature of the "New Look" in perception, and 

discusses perceptual theoretical models. He concludes, 

" .. perceptual readiness reflects the dual requirements of coping 
with an environment - directedness with respect to goals and 
efficiency with respect to the means by which the goals can be 
attained ... The student of society ... provides descriptions of the 
'external environement' ... The question is how people perceive or 
register upon these features of the social environment." 

( Ibid.) 

In nA Note on the lntormat iveraess of Part s of Words:: (Bruner and 

O'Dowd, 1958) , the authors apparently confirm the work published earlier 

(O'Dowd, Bruner and Austin, 1954) in an abstract, namely, that "the 

beginning of a word is more informative than the end, the end more than 

the middle . .. " (Bruner and 0 1 Dowd, 1958). Bruner and Henry Wechs ler 

published, in the "Notes and Discussion" section of the American Journal 

of Psychology, "Sequential Probabi I ity as a Determinant of Perceptual 

Closure" (Bruner and Wechsler, 1958) . It is a sort of fol low up on two 

ea r l ier papers conce rned with perceptual closure (Postman and Bruner, 

1952 , and Bruner and Min turn, 1955), in which the results showed th at the 

95 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

tendency to perceive a circle as open or as closed is strongly influenced 

by the nature of the circle that went before. 

"The Economy of Perceiving !! <Bruner, 1959c) was published in the 

Proceedings of the 15th International ~ongress of Psychology, Brussels, 

1957; by this time Bruner had established himself as an inte rn ati onal 

fi gure in the fi e ld of psycho logy , as we shal I see later . 

In "The Functions of Perceiving: New Look Retrospect!' (Bruner and 

Klein, 1960), which Jerome Bruner and George S. Klein wrote tor a series 

of essays in honor of Heinz Werner, the authors discuss the nNew Look" 

from an historical perspective, 

"Very likely, the most interesting thing historically about the 
'New Look' is that it represented a moment of confluence in 
psychological theory - a response to a desire or a historical force 
that was antiseparatist in spirit, possibly too much so ... whi le 
enthusiastic New Lookers have at times confused the issues and 
muddied the waters with imperfectly designed and executed research, 
in the end they may also have contributed materially to the outlook 
and findings that constitute the field of perceptual research ... " 

<Bruner and Klein, 1960) 

The authors also note that 

"It it were the case that needs and interests served to program 
an organism's selectivity of organization and awareness, it was 
even more the case that past experience had such an effect. It is 
not a trivial finding that speed of recognition of stimulus 
materials could be predicted ... ;, 

( Ibid. ) 

One perceives a certain wryness in their comment, 

"It is notable, by the way, that some of our purest perceptual 
virgins have entered the tray after it was demonstrated that virtue 
was not automatically to be lost by exposing oneself to the 
temptations of the unconscious ... n 

C Ibid. ) 
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The authors sum up their view by stating, 

"In the end, what we are saying is that full explanation of any 
phenomenon - be it perception or anything else - requires both a c lose 
study of the context in which the phenomenon occurs, and also of the 
intrinsic nature of the phenomenon itself under idealized conditions 
... The New Lookers have tended to do the former, the researcher rai sed 
in psychophysics and sensory physiology the latter. n 

( Ibid. ) 

Four years later, Jerome Bruner and Mary C. Potter pub I ished 

"Interference in Visual Recognitionn in Science (Bruner and Potter, 1964). 

In bri ef, when one sees a picture out of focus s low ly com in g into focus, 

"the greater o r more prolonged the initial blur, the slower the eventual 

recogni ti on. The authors propose that "I nterterence may be accounted t or 

partly by the difficulty of rejectin g incorrect hypotheses based on 

subs tandard cues. 11 

Now the formal studies of perception, some of which were the building 

blocks tor other studies already in progress, were completed. Bruner and 

Postman and their col leagues had reviewed the involvement of the subject 

with his own perception from a considerable number of angles. 

One of the criticisms levied at Jerome Bruner is that he moves from 

one field to another when the going gets tou gh. Here the accusation is 

patently false. It wasn't that the going got tough, but rather that he 

had, through his years of research, established answers to some of his 

questions about the relationship between the perceiver and his perception. 

He had done the expe riments, they had been dealt with statistically, and 

the material had led him on t o other inte res ts, a legitimate progression 

in the movement of sc ience . It was time t o move on , t o approach more 

c lose ly the sou rces of r at iona lity . 
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In this section on perception we have attended to visual and, on 

occasion, auditory perception; we have ignored some papers which deal with 

a kind of emotional, or social, perception, where the cues are somewhat 

more obscure. These papers are really combinations of the workings of 

social psychology and perception, and we wi 11 deal with them briefly here. 

The first of these papers, "Some Determinants of the Perception of 

Positive and Negative Feelings in Others" (Tagiuri, Blake and Bruner, 

1953) addressed the question, "Are members of a group able to perceive 

their feelings for each other more accurately than might be predicted by 

chance?n The authors' attempt was to measure accuracy, congruency and 

mutuality in relation to the fol lowing: 

Preferences and aversions of the person being queried for others in 

the group 

Feelings other group members actually have for the person 

Guesses of the person about the feelings other group members have for 

him . 

The authors found that perceptions of how other members in the group 

felt about each subject was in excess of chance for those where the sub

ject was liked, but that recognition of rejection or indifference was not 

significantly different from chance. 

The authors proposed that, since cues were used in this kind of 

perception, as in any other kind of perception, the lack of recogn ition of 

rejection or indifference might be due to the masking of rejection cues 

by politeness , tHe , denial of these cues as an ego defens e by the subject, 

or inadequate training in the recognition of cues . 
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The authors concluded that, 

"Accuracy of perception in interpersonal relations seems as much 
a product of other factors as a ski 11 in its own right ... In sum, 
the interpersonal pe rceptions of individuals ... appear to be 
dependent to a large e xtent upon the operation of a congruency 
between how a member feels toward another and how the other is 
seen as feeling toward him. If two individuals have mutual 
feelings toward each other, their impressions of each other are 
likely, thereby, to be "accurate." If mutuality of feeling ... 
be absent, they may be at cross purposes with each other ... 
re I i eved by the practice of po I i teness." 

(Tagiuri, Blake and Bruner, 1953) 

In 1954, Jerome Bruner and Renato Tagiuri pub I ished "The 

Perception of People" in the Handbook of Social Psychology (Bruner 

and Tagiuri, 1954). The paper deals with 

" ... First, the recognition or identification of emotions in 
others; second, the judgment or perception of personality." 

(Bruner and Tagiuri, 1954) 

This is, as one might expect of a chapter in a handbook, a review 

article, a comment on the state of the art, and one with abundant and 

appropriate references. A somewhat inconclusive conclusion states, 

"The first step in reacting to another is forming an impression 
of him. Later reactions depend on this first step. If there is 
to be a science of interpersonal behavior, it wi 11 rest upon a 
cornerstone of soci a I perception. :i 

( Ibid. ) 

The next year, 1955, a mathematical modeling paper entitled, 

"Estimating the Chance Expectancies of Diadic Relationships within a 

Group" (Tag i ur i, Bruner and Kogan, 1955) was pub Ii shed. An other 
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article, "The Transparency of Interpersonal Choice 11 (Tagiuri, Koga n and 

Bruner, 1955), addressed the "transparencyn of the ind iv i dua I, that is, 

the extent to which one's intentions were clear to others. The authors 

found that reciprocated choices were far more transparent than those 

not reciprocated , just as mutuality of fe e ling had produced clearer 

results in earlier work (Tagiuri, Blake and Bruner, 1953). The authors 

were convinced that transparency is more a function of mutuality of 

choice than of the personal characteristics of the individual, however 

they did find that expansiveness, self-confidence, popularity, and 

responsiveness provided more transparency, particularly when these 

qua I ities were "in the middle range." 

Jerome Bruner, David Shapiro and Renato Tagiuri (1958) pub I ished 

"The Meani ng of Traits in Isolation and in Combination," saying that 

the paper was 

"offered as a study in the nature of inference." 

(Bruner, Shapiro and Tagiuri, 1958) 

The authors explain, 

1'Tra its are extensive I y used by the I ayman in describing peop I e. 
In fact, any adjective can be put to that use, from 'antediluvian' 
to 'zany . 1 ••• When we know a person possesses certain traits, we 
infer the presence or absence of certain other traits ... Trait 
words are I ikewi se the common currency of much personality theory 
and research ... no systematic knowledge of th e connotative meaning 
of traits, either for the la yman or for the psychologist, is 
ava i I ab I e ... 

iln~e object of this paper is t o inquire into th e relation between 
inferences made from single traits in isolation. and the inferen ces 
made from the same traits in combination. In short, ou r conce rn 
is with th e comb inatoria l process in impression formation." 

( Ibid. ) 
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The "given" traits were : considerate, independent, intelli gen t, and 

inconsiderate . Against these traits, used singly and in combinations, th e 

subject was to indicate whether a person who had one of these traits or 

combinations of traits very often was 

tended to be 

may or may not be 

tended not to be 

seldom was 

any one of 59 "list" traits, such as aggressive, awkward, active, etc. 

The authors concluded, 

" ... we were able to show that, in spite of the apparent complexity 
of the phenomenon, certain aspects of inference made from trait 
combinations can be predicted amazingly we! I from the 
characteristics of the inferences made from the components.n 

( Ibid. ) 

It was also in 1958 that Tagiuri, Bruner and Blake contributed to 

Readings in Soc ial Psychology the article "On the Relation between 

Feelings and the Perception of Feelings among Members of Smal I Groupsn 

(Tagiuri, Bruner and Blake, 1958) . 

In his studies of the perception of man, Jerome Bruner has presented 

us with a very practical bridge between the clinicians and the applied 

psychologists, and those committed to psychology as a science. While 

working within the constraints of proper experimental design and 

acceptable sta ti st i ca l procedure, he has taken a fresh v iew. It is, 

simp ly , that the person is an active part of the perception . 
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THE EARLY 1950 1 S 

Ernest Hi I gard once remarked that the studies of Bruner and his 

col leagues "made perception interesting to a broader audience ... took it out 

of the eye, ear, nose and throat psychology" (Hi lgard, Interview, 1978) . 

As for Jerome Bruner, as the questions began to be answered about percep

tion, the underl y ing issue of inference became increasingly important, as 

we saw in the I ater perception papers. Now we w i I I see Bruner take the 

step from how we perceive to how we think, and that wel I mixed with how we 

learn. The progress ion wi I I then lead to how we teach, and somew hat later, 

something of who we teach, and how that "who" develops, and then to the 

first signs of an effort at formal communication: language. In academic 

terms, then, we sha I I watch the progress of Jerome Bruner' s research for 

more than 25 yea rs from the early fifties through the subdiscipl ines of 

psychology: cognition, education, development, and early language. 

It must have been disconcerting to those who had spent entire careers 

in an y one of these particular specialties to see Jerome Bruner test the 

water, then suddenly, be splashing about in their pond! 

Professors have certain ob li gations. The !'publish or perish" dictum 

of old sti 11 stands (clearly not an area of worry for Profes so r Bruner !). 

They are also desirable persons for service on committees of community 

and government. From 1950 to 1952 , Bruner served on the Advisory Panel 

of the Office of Naval Research, and as Cha irman of a Panel on the 

Committee on Underseas Warfare of the Nat ional Academy of Sc iences . 

From 1951 t o 1952, he served as a member of Project TROY, a spec ial 
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project evaluating American information policy for the Secretary of State, 

advising the State Department on problems of international communication. 

On the other side of the country in 1951, Stanford University's President 

Sterling aske_d Ernest R. Hi lgard to be Dean of the Graduate Division, 

leaving vacant his position as Head of the Department of Psychology at 

that institution (Hi lgard, 1974). Hi lgard suggested the Department invite 

Bruner as its new Head. Hi lgard remembers, 

" ... he came out and seemed sort of interested, but Harvard would give 
him everything he wanted and change his title ... new space and 
everything, so he stayed at Harvard ... " 

(Hi lgard, Interview, 1978) 

In 1951, Bruner received an appointment as a Visiting Member of the 

Institute for Advanced Study at Princeton. He spent a year there, and it 

was a time of both stimulation and contemplation. He was at a point of 

shifting interests in his research, and needed to think out things in 

general, and this year gave him an opportunity to do so, while surrounded 

by persons of liV-ely intellect and ever fresh views . 

One can see throughout Bruner's career pauses to reconsider his view 

of the world, to regroup the forces of his thinking. The year at 

Princeton was one of those . 

Robert Oppenheimer had been Director of th e Ins ti t ute fo r Advanced 

Study since 1947. 

11 Unti I then the Institute had been a kind of retreat for great 
scientists and scholars who wanted to get on with their studies in 
peace. Under Oppenheimer's regime the population of the Institute 
grew in number, and it included many young scientists, mostly as 
short term memb'ers for a year or two .. !! 

( Pe i e r I s , 1 9 7 4) 

Oppenheimer described the work of the Institute: 

"vi/hat we do not know we try to exp I a in to each other. H 

( Ibid. ) 
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Oppenheimer had established a committee, which, though it only met 

once or twice a year, advised him (one can assume from the names of its 

members, advised him wel I) on the state of the art of psychology, so 

that he might decide what the role of this field was in the work of the 

Institute; it included Bruner among its members, along with Hilgard, 

Donald 0. Hebb (McGill University), Ruth Tolman (Edward Tolman wou ld 

also some to these meetings on occasion), and Oppenheimer would bring 

along physicists Niels Bohr (whose correct name Bruner now knew!) and 

John von Neumann. 

A word here about von Neumann, as he had a particular influence on 

the development of Jerome Bruner's I ine of thinking. Johann ( later 

known as "John") von Neumann 1 was born in .Budapest in a iiami ly wrni bh 

could afford to educate him according to his soon obvious mathematical 

talents. In 1933, he became the youngest permanent member of the 

Institute for Advanced Study at Princeton, and he worked with 

Oppenheimer on the Los Alamos Project during the Second World War . 

Von Neumann had some notions about strategies and codes which turned 

out to be noticeably contributory to Bruner's work on cognition . 

1 Johann (John) von Neumann (1903-1957) 
Von Neumann was a rarity in mathematica l circles in that he was 
equally competent i n both theoretical and in applied mathematics. 
He was a mathematical phys icist as wel I (see !~at hemat-i=ca l Ph ys i cs 
i n Coll ected Wo r ks of John von Neumann, A. H. Taub , editor, 1961) 
and became interested in Game Theory, which he is considered to 
have founded, and later, its application to economics (see 
Von Neumann and Morgenstern, Theory of Games and Economic 
Be h av i o r , 2 n d e d i t i on , 1 9 4 7 ) . 

See also J. Dieudonne, "Von Neumann, Johann, " 1974. 
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The ever gregarious Bruner had, with others, set up a kind of supper 

club in the late 1940 1 s which met the first Friday of each month. These 

culinary and intellectual repasts included among their attendees attor

neys, hi s torians, economists, sociologists, McGeorge Bundy, a political 

scientist who would appear later in the national pub I ic eye, but again in 

the fabric of Bruner's I ife, Julius Stratton, th en Provost of M. I .T., and 

Edwin Land of Polaroid; Bruner was the only psychologist. They met f or 

twenty years, unti I about the time of the Viet Nam War. While at 

Princeton, he and others established another such group, this time 

including Oppenheimer, von Neumann, Bram Pais, Harold Cherniss, and 

others. At the same time, Sir Frederic Bartlett in Britain had taken 

Bruner unde r his wing, in a way, and there was a conversation by corres

pondence in process. Bruner, with his rich appreciation of such things , 

had surrounded himself with the creative excellence of I ive ly i nte llect; 

the year at Princeton must have gone quite swiftly . 

In 1952 , when he was 36, Bruner returned to Europe to spend the 

summer in Sa lzburg as a Lecturer; he attended a number of seminars, and 

visited Vienna, and generally soaked up Mozart and the Europe he loved . 

When Bruner returned to Harvard, social psychologist and expert in 

the psychology of language , had become a part of the Department; 

Wa lter Rosenblith, later t o become Provos t at M. I.T., was around, and 

there were many oth e r s , some o ld and some new faces. And at 9 Bow Street 

in Cambridge there began Thursday afternoon seminars of the Harvard 

Cog niti on Project, as a part of the Lab orato r y of Socia l Relations. Thi s 

was the foundat ion for the research fo r A Stud y of Thinking (Bruner, 
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Goodnow and Austin, 1956), and Bruner would say of these times: 

"The program of research and the subsequent stages of analys i s and 
writing were great ly aided by our regular bu t unofficial Thursday 
afternoon sem i nars , attended by research students , assistant s, and 
an occasiona l co l lea gue engaged in al I ied work . The kind of sem i
nar that is nourished by work in progress, we discovered, is the 
best seminar of al I. We hope this book does justi ce t o the hotbed 
of ideas that flour ished on Bow Street on Thursday afternoons." 

(Bruner, Goodnow, and Austin, 1956) 

Thin gs were c lear ly moving wel I at Harvard; in 1952 Br uner had 

risen to ful,I professoria l status, having been made Associate Professor 

i n 1948. 

In 1953, we see a precursor to A Study of Thin king in an article 

ent itl ed , "Fixed Choice Strategies in Concept Attainment:' (Austin , 

Bruner and Seymour). In this year, we wi 11 also see someth ing of the 

tragedy of the McCarthy era as it affected Bruner ' s dear friend, 

Robert Oppenhe imer. 

In 1949 , Robe rt Oppenheimer had opposed a c r ash program for the 

deve lopment of the hydrogen bomb, and s in ce th e war he had been, in 

addit ion to his work at the Institute at Princeton, writ ing and 

lecturing a good deal. He became concerned with inform ing th e layman 

about sc i ence , "with th e relations between the scient i s t and society" 

(Pe ierls, 1974), and his lectures in cluded , through Br itain's BBC , 

"Science and the Common Understanding," in Novembe r, 1953. In December 

of that year , Oppenhe imer was t old that h i s security c learance was 

be in g wit hdrawn "because of accusations that his loyalty was in doubt" 

( Ibid . ) . There were heari ngs , at ;his ins istence , before a th ree- man 

Pe rsonnel Security Board, which found that though he was a loyal cit i

zen "he was t o b I ame for opposing the ,hyd rogen - bomb prog ram and I ater 
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for lacking in enthus ias m for it" (Ibid.). The Atomic Energy Commission 

acted on this report by confirming his clearance withdrawal based on 

"defects of character." It is some comfort that in both the Board and 

the Commission reports there was, for each, a dissenting opinion . 

It behooves us to be aware of political climate during different 

periods of Jerome Bruner's research activities; the political mi I ieu 

has had its affect on the progress and the direction of science and of 

its investigat ions since Copernicus and Gali leo and before, and we wi 11 

see later a closer effect on Br un er himself . 

In th e summer of 1954, Bruner had an opportunity to visit 

New Mexico with regard to research 1with Navajo and Zuni societies :'to 

get some sense of the cross - cu I tura I importance of categoriz in g 

phenomena" (Bruner, Goodnow and Austin, 1956), and the information 

g leaned wou ld be part of th e aggregate of material for A Study of 

Thinking . 

Bruner was involved in a number of drive 2 studi es (we reca l I that 

one of his first pub I ications, wh il e s ti 11 at Duke University, was on 

t he effect of shock on learning: McCu ll ough and Bruner , 1938). Th ese 

begin in 1954 and progress through 1958, and we w i I I discuss them a I I 

here . 

2 Dr i ve: Used as a genera l term to inc lu de instinctive and other 
impu lses , or moti ve forces, prompting an animal to directed 
activ ity towards an end (James Drever , A Dictionary of Psycho logy , 
Revised Edition, Penguin Reference Books , 1964). 
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These papers were written and pub! ished in an intellectual atmosphere 

where there were many ways of thinking about learning and about drive. The 

S-R (stimulus-response) people had pub! ished voluminously, and Edward Chace 

Tolman had, in 1948, published ncognitive Maps in Rats and Men," in which 

he proposed that the "central office 11 of the nervous system was more I ike a 

map control room than I ike the stimulus response view of a telephone 

exchange. There were a number of ways of looking at learning and drive, 

and there were critics for each way. 

Jean Matter, Jerome Bruner and Donald O'Dowd published "'Response' 

Versus 'Principle' in Reversal Learning" (Matter, Bruner and O'Dowd, 1954) 

which described experiments where an animal learned left, right, left, 

right alteration patterns through a four-unit T maze. There were two 

questions: one, did the animal learn the specific positions, or "the 

principle of single alteration?'' If the animal was learning specific 

positions, that was termed neg I igitile transfer; if the principle was 

learned (that is, if the learning cou ld be generalized) the term was 

positive transfer. The second question had to do with the effects of 

strong versus mi Id motivation (this motivation consisted of deprivation of 

food) on the kind of learning. The experimenters found that strong 

motivation (or a very hungry rat deprived of food for 36 hours) pro-

duced negligible ·transfer, while mild motivation (12 hour food deprivation) 

resulted in positive transfer . 

"Breadth of Learning as a Function of Drive Level and Mechanization" 

(Bruner, Matter and Papanek, 1955) described the use of black and white 

doors in a single alteration pattern (black door on the left, then on the 

right, and so on), where the rat would learn to respond to the black 
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doors only. Edward To lman i s than ked tor "many s ti mu lating s ugges ti ons ,"and 

reference i s made t o his "Cogn itive Maps in Rats and Men," and t o his 

cons iderati on of broad and narrow cognitive maps. The reducti on of breadth 

lea rning was sa id by Br uner, et al. , t o be the resu lt of excessive mot i va 

ti on o r f rus trati on, producing a "narrower" cognitiv.e map, that is , one with 

less breadth. Bruner notes that 

1
' ••• one of t he determinants of a nar r ow or a broad map i s th e ran ge of 
cues utilized by an o rgan ism during cognitive acquisition." 

CB run er , Matter and Papanek, 1955) 

Th e authors conc luded that breadth lea rnin g could be treated as a 

dependent variable, with overlearning and overmotivation as affecting con

ditions, and that 

" ... it seems somehow iron ic that psychologists tor the most part ha ve 
neglected an aspect of learning - cal I it breadth, perspective, or 
what yo u w i I I - that is so much a feature of our i nstructi ona I Ii ves . 
We cons tantl y seek to c rea t e the cond itions in which our s tudent s wi I I 

gra sp the many and vari ed aspects of the phenomena t o which we are 
introduci ng them .. . " 

( Ibid. ) 

Th e authors found that 

" ... the large r the number of alternative cues tor which the organism 
is set, th e grea t e r the difficulty involved in recognizin g any one of 
them up on its appeara nce ... t o speed up goa l attainment, an organism 
sacrifices breadth of attent ion and conseq uen tl y breadth of lea rning . 11 

In 1957 , Brun e r wrot e a Comment for Psycho log ica l Review, "Effect of 

Ove rtraini ng on Subseque nt Learning of Incidental Cues!! (Bruner, 1958a) , 

and in 1958, the theme was fol lowed up in "Th e Ro le of Over lea rnin g and 

Dr i ve Leve l in Reversa l Learn i ng" (Brun er , Mand ler , O' Dowd and Wa ll ach, 

1958). Having used var i ati ons of the T-maze , fo od depr i vati on ki nd of 

experiment described ea rli er , in two expe rimental studies , th e au t hors 

109 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

concluded, 

11Thus, given initial overlearning of a pattern, positive transfer to 
its obverse occurred provided that either original learning or 
transfer learning took place under moderate drive conditions. High 
drive during both original learning and transfer, on the other hand, 
prevented such savings from occurring.n 

(Bruner; Mandler, O'Dowd, and Wallach, 1958) 

The authors explain that the learning of the principle in this experiment 

is tor the animal to turn left, for example, and then keep reversing 

sides. As to what is meant by 11 savings, 11 the authors note 

11 lt there are substantial savings in learning the reversed pattern, 
this indicates the animal has indeed learned more than a series of 
specific turning responses, and we may tentatively say that the 
principle of single alteration has been learned. 11 

The authors sum up, 

11 We have presented a not untami liar approach to the problem of 
transfer: That transfer more eas il y occurs when learning becomes 
genericized or recoded into a principle that can be applied to a new 
instance of the principle. This recoding is greatly aided, we have 
found, by a considerable amount of overlearning. 11 

C Ibid. ) 

Drive studies, somewhere between how the animal perceives and how he 

learns, ti 11 in another bit of the puzzle . 

When one considers the concentrated research Jerome Bruner was doing 

in the field of perception, the work in drive studies, and in cognition, 

the committees on which he served, not to mention his teaching duties, 

one might wonder if he did else than work; he did. He learned to fly 

fish, and occasionally went camping ... He had been fly fishing al I over 

the wor Id before he f i na I I y rep I aced that form of re I axat ion with the sea 

and the sai I. 
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Bruner's teaching was not only in the form of lectures in the classroom; 

he was also ever in process of guiding students through th e shoals o f their 

graduate studies. It is Jerome Bruner's philosophy to thi s day to get the 

best students, then 

" ... give them their head ... then be a I ittle bit tough with them, be 
a bit of a bastard ... that's important ... I have very strongly the 
feeling that one of the great things of teaching research s tudents is 
to find out what it is they want to do, make them do it so god damned 
we I I they never dreamed they cou Id do it t ha t we I I ... n 

(Bruner, Interview, 19 77) 

Again, we see the insistence on excellence. 

The man reall y doesn't know any other way. 

We wi I I see him come up to intellectual dishonesty, to smallness of 

mind, to men cal led great who lack vision, or who, worse, lack generosity 

for the vision of another. These incidents appear fir s t to surprise him; 

he has not learned yet to expect shoddiness. It is not the level on whi ch 

he I i ves , nor is it the arena from whence he choses his fri e nds and 

acquaintances. When the surprise is replaced, it is mostly with annoyance, 

perhaps a tinge of sad ness, regret, or disappointment. Seldom does Brune r 

take a combative s tance. He rarel y draws into confrontation any but those 

whom he in some manner respects; he gives others a broad berth. He does 

not see himself in an adversary role, though sometimes he assumes it, as 

we shal I see in the years to come. 

In th e early 1950 1 s, Jerome Bruner bui It the foundations for many an 

interesting adventure. And they w i I I come about rather qui ck I y now. 
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THE GUGGENHEIM FELLOWSHIP 

In 1955, Jerome Bruner left Cambridge Massachusetts for Cambridge, 

England, and the good company of Sir Frederick Bartlett, with whom he had 

been corresponding, Donald Broadbent, and a host of others. He was to be 

at Cambridge on a Guggenheim Fe/ lowship. But before we talk about the 

detai Is of his time in England, let us look for a moment at the political 

quagmire he left behind in the United States. 

It was a period when United States Senator Joseph McCarthy was, for 

press, cameras and the Congress, waving about sheets of paper, on wh ~ch, 

he claimed, were inscribed the -names of Communists and Fellow Travelers; 

people who, in his I ights, should be black/ isted and driven out of 

American society. An incredible number of influential American citizens 

found themselves suddenly in the lime/ ight, their loyalty questioned. 

There was a terror abroad in the land based on the demagoguery of this, 

for a time, inexplicably powerful man. Unti I the U. S. Senate cleaned 

its own house through the voice of its censure of Joe McCarthy, even the 

political moderate (and certainly the liberal!) was made to shake in his 

boots for fear of persecution, a persecution which often went so far as 

to separate the person from his source of I ivelihood. One could be 

black/ isted without any manner in which to defend himself, sometimes 

finding that he was persona non grata only after finding he could not get 

a job. The McCarthy hearings were a dreadful blot on the history of the 

United States, and Bruner and his col leagues found themselves busy in the 

preparation of defence for some of their fe I I ow pro fess or s caught in the 
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ugly web of accusation. It is quite possible that if it hadn't happened 

that the Guggenheim Fellowship took Bruner to England during one of the 

most terrible years, he would, bf course, been a prime object of 

McCarthy's disaffection - his youthful membership in the Communist party 

would have made him so. 

This was the era of the Loyalty Oath - a symptom of the times 

which would carry over for many years after McCarthy's demise. Many 

members of the academic world struggled mightily with the ethical and 

mora I imp I i cations of signing, or rather being forced to sign at risk of 

not being able to work, an oath that declared them not members of any 

group planning the overthrow of the government, and loyal to the United 

States. There was a prevailing attitude among political liberals that 

they should not be required to bow to this coersion in order to be con

sidered loyal so that they might continue their work; surely, they 

reasoned, anyone with dark intentions toward the United States would 

sign without a second thought! In many academic institutions, and the 

University of California was one of these, if one did not sign the 

Loyalty Oath one could not be hired; if already employed, one could be 

summarily dismissed. There were signatures over-written with "UNDER 

PROTEST,'' and there were those who chose to quit rather than sign. 

It was Jerome Bruner's good fortune that neither the State of 

Massachusetts nor Harvard University put him in a position of choosing 

to sign or leave. He never signed a loyalty oath. Indeed, in time, he 

was instrumental in affecting the deletion of the requirement in certain 

governmental areas through his refusal to sign such a document for the 

Veterans Administration on one occasion (Bruner, Interview, 1977). 
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Bruner was able to leave a good part of the turmoi I of McCarthyism 

at least temporarily behind him as he took his family and his research 

assistant, Michael Wal Jach, off to England for the 1955-56 year. But 

there was a different turmoil, one within his own person, which he 

could not escape; the beginnings of a metamorphosis had already 

emerged, and changes have already begun to crop up in Bruner's 

pub! ications ... new worlds were beginning to come into vi ew. We wi I I 

discuss these personal changes which instigated profound changes in 

Bruner's work in a later chapter. We need to be aware now only that 

the harbingers are present during this year in England. 

On October 2, 1955, the day after Jerome Bruner's fortieth 

birthday, the Sunday London Times pub I ished his book review, entitled, 

"Freud's Legacy. A Review of E. Jones, Sigmund Freud: Life and Work 

Volume 11: Years of Maturity, 1901-1919." 1'/e do not see Freud as a 

subject of Bruner's work prior to this review, but we wi 11 see papers 

concerning Freud soon afterward. 

It is interesting that Bruner sees Jones' record of Freud during 

these years of Freud's life as 

"Freud, the artist, the Old Testament prophet, the scientist, on 
the threshold of his middle years: the years of consolidation ... n 

(Bruner, 1955) 

and that he sees Freud's "middle years 11 as 

" ... characterized by a deep and growing sense of the conflicted 
nature of the human p Ii ght. 11 

( Ibid. ) 
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Bruner must have felt a kinship with Sigmund Freud, for thi s ''deep and 

grow ing sense of t he con fli cted nature o f the human plight" was certainly 

with him, and he, too, was "on th e threshold of his middle yea r s.,' ' a nd we 

wi 11 see t ha t Brun e r, too , goes through years of pe r sona l turmoi I . 

Of parti c ular interes t i s th e recog nition by Bruner of th e 

comp lementary dualities existant in Freud ' s I i fe during thi s time: 

"It is an o Id joke that Freud co u Id not count beyond tw o , for his 
psychology in this peri od i s shot through with con fli cting dualities: 
love and hate inexo rabl y mingled, th e conflict of narcissitic se lf
love and object love ... If in the early da ys Freud saw neurosis as a 
compromise between discordant impluses~ in ti me he came t o see human 
character itse lf in these t e rms." 

( Ib id. ) 

Back in the United States, Ernest Hi I gard had been throu gh an 

unpleasant exper ience which had a sad s imilarity to Oppenheimer' s tra va i I ; 

as a part of the times of the McCa rthy e ra, hi s loya lty was questioned, and 

his security clearance was so affected that he was not able, in his th en 

position of Graduate Dean at Stanford, to review classified projects. He 

dec ided, after f our years as Dean, t o return to hi s position as Pro fesso r 

in Psychology, a move he had planned in any case, but made th e sooner due 

t o the d i scomfort s the recent accusations had imposed. He d iscussed what 

happened then in an autobiographical sketch : 

"A p· I easant inte r I ude between th e graduate deanship and the return t o 
the professor's ro le was provided by an invitati on from Jerome Bruner 
t o join a sma l I con ference on cogniti ve processes to be held at 
St. John's Co ll ege , Camb ridge , to be cha ired jointly by h im and 
Sir Freder i ck Ba rtl ett ... In 1955 the new interes t in cognit i on was 
just emerging (actuall y pre - Sputn ik, which lat e r accelerated it ). 
This rather in timate conference pe rmitted easy acquaintance, including 
punt ing on t he Cam , with co l leagues f rom En g land such as Broadbent , 
Ma c kwo rth, 0 I df i e Id , Magda I en Vernon, Zangw i I I, and others, Joseph 
Nutt in from Be lg ium, and bet ter mutual unde rs t and in g with some Amer i can 
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col leagues such as Roger Brown, George Mi Iler, Karl Pribram, and 
Heinz \Verner ... 11 

(Hi lgard, 1974) 

In recalling these days, Professor Hi lgard noted, 

"The invitation was not originally from him ... It was 
Sir Frederick Bartlett ... who did the inviting ... And Jerry was 
there and we certainly had a very pleasant time ... we met mostly 
out in the garden behind the general institute that Bartlett was 
running there ... that was physically where we met ... we had rooms 
in the dormitories at St.; John's College in Cambridge, and I 
roomed with George Mi Iler ... in what they would cal I "digs" there 
... an old apartment that they had tor young faculty members ... 
the meetings were quite intormal .. ~e sat around in the garden in 
front of very pretty flowers and the green grass that one has in 
England ... the afternoons were pretty tree. We would go punting 
on the Cam ... it's Cam-bridge ... the bridge that goes over the Cam 
names the town ... the Cam is the river ... You'd work in the 
morning and play in the afternoon, then you'd come back tor a 
session quite late, and the Americans were always very restless 
about the afternoon meeting at 6:00 or something, because you 
were going to eat at 8:00 ... but we'd fit it in somehow ... " 

( Interview, Hi lgard, 1978) 

Hi I gard a I so mentioned that there was no oft i c i a I pub Ii cation 

tor the conference itself, but that Jerome Bruner had presented there 

a paper cal led, rrGoing Beyond the Information Given.n The concepts in 

this paper are of sufficient consequence that Jeremy Anglin would, in 

presenting a collection of Bruner's papers at a later time, entitle 

his book, Beyond the Information Given (Anglin, ed., 1973). 

There are constraints in the publication of science, and one of 

these is that reportage must stay within the bounds established by the 

parameters of the data; one may not legitimatel y presume to make 

conclusions beyond that information; to do so is considered by some as 
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scientific heresy. Since going beyond the data was, and sti I I is, considered 

a cardinal sin in the annals of science, how does Jerome Bruner, a man 

trained in the tradition of science to be careful and factual, resolve irgoing 

beyond the information given" with staying within the data obtained? 

To go beyond the infonmation given is an act of inference. Bruner 

quotes Bartlett's Clayton Memorial Lecture (Bartlett, 1951): 

"Whenever anybody interprets evidence from any source, and his 
interpretation contains characteristics that cannot be referred wholly 
to direct sensory observation or perception, this person thinks. The 
bother is that nobody has ever been able to find any case of the human 
use of evidence which does not include characters that run beyond what 
is directly observed by the senses. So, according to this, people 
think whenever they do anything at al I with evidence. If we adopt 
that view we very soon find ourselves looking out upon a boundless and 
turbulent ocean of problems." 

(Bruner, 1957b) 

Bruner speaks of 

" ... rendering some given event equivalent to a class of other things, 
p I acing it in an identity c I ass. n 

(Ibid.) 

He describes this equivalence grouping by using a quote from 

Wi I liam James (1890) who noted that cognitive life begins when one is able 

to exclaim, ?'Hello, Thingumbob again." 

Brune r reminds us, 

rrlf we were to respond to each event as unique and to learn anew what 
to do about it or even what to cal I it, we would soon be swamped with 
the complexity of our environment ... Equivalence categories ... are the 
most basic currency one can uti I ize in going beyond the sensory given. 
They are the first steps toward rendering the environment generic.n 

(Ibid.) 

We wi 11 see this principle extol led again and again as Bruner gets 

further into cognitive psychology, and in the arena of educational 

psychology; we see building blocks, some familiar and some new, which 
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appear to be tumbling over one another , then beginning to stack neatly, J ike 

some clever magic in trick photography. 

Bruner speaks of coding, a very important concept in cognition: 

11 A coding system may be defined as a set of contingently related, 
nonspecific categories. It is the person's manner of grouping and 
relating information about his world, and it is constantly subject to 
change and reorganization. 

"We propose that when one goes beyond the information given, one does 
so by virtue of being able to place the present given in a more generic 
coding system and that one essentially reads off from the coding system 
additional information either on the basis of learned contingent 
probabilities or learned principles of relating material. Much of what 
has been cal led transfer of training can be fruitfully considered a 
case of applying learned coding systems to new events.' ' 

(Ibid . ) 

Here Bruner discusses some of the conditions ;under which generalizable 

coding conditions wi 11 be acquired, and he includes the "problem of 

creativity, and its relationship to prediction of readiness to use the 

coded systems one already has." He says, 

"The scient ist constructs formal models or theories that have 
predictive value, that have a va lue in going beyond the information 
ava i I ab I e." 

( I bi d. ) 

He speaks of the generality of theories as, in some respects, "emptying" the 

problem of specific content, that is, 

"It/hat we mean by a theory or mode I or generic coding system is a 
representation of the critical characterist i cs of the situation ... a 
contentless depiction of the ideal case , empty in the sense that 
geometry is empty of particulars. It is this emptying operation, I 
would propose , that constitutes the creative step in inventing or 
producing a coding system . It is also the step that is involved when 
one learns something generical ly ... generic learning and the abstracting 
or emptying operation are , I think, the same thing ... " 

( Ibid. ) 
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In his review of the literature for "Going Beyond the Information Given," 

Bruner includes an extensive bib I iography, one which probably covered a fair 

amount of the state of the art of cognitive psychol ogy in the mid fifties. 

Bruner's book with Austin and Goodnow, A Study of Thinking was about to be 

published, and he was giving lectures during his stay in England at 

University College, London, on the subject of cognitive psychology <Bruner, 

Olver and Greenfield, Preface, 1966). One can safely say that Bruner was 

now wel I into cognitive psychology. 

Bruner was a guest lecturer at the Federation Suisse de Psychologie in 

1956 (somewhere along the line, he also became an Honorary Foreign Fellow 

at the Federation Suisse de Psychologie as wel I). He also did a book review 

that year of G. A. Kelley's The Psychology of Personal Constructs. This was 

a work which appeared in two volumes: Bruner reviewed the first, A Theory of 

Personality, and Carl Rogers reviewed the second, Clinical Diagnosis and 

Therapy. Both reviewers agreed that the work was over-wordy, and both agreed 

that it was of value . Bruner commented that it was 11 the single greatest con

tribution of the past decade to the theory of personality functioning ... 

Professor Kelly has written a major work;" his review was entitled, "A 

Cognitive Theory of Persona Ii ty" (Bruner, 1956a). 

It was during the trip of 1955-1 956 that Bruner met, for the first time, 

the man called "Le Patron:" Jean Piaget. His visit with Piaget would plant 

the seeds for the beginnings of a new path to his goals; the path would be 

rocky , thanks to the old gentleman himself, sti 11 the work would go forward, 

and does even today. The first visit t o Geneva was a p leasant one, fu l I of 

camarader ie , hiking and p icnic ing. Bruner later dared to disagree with thi s 

patriarch of developmental psychology, and th e gentle companionship was not 

t o continue long. But more of that late r. 
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After these many months i n Eng land , with the tr i ps to Europe, Bruner 

returned to Harvard , and to a very different life . The transformat ion of 

t he man in his fort i es 1 was about to come t o its fu l fi I lment . 

1 The word 11 transformation n is used by Roger Gould to descr i be the 
stages of adult growth and development covered in his recent book 
(Gou I d , 1 9 7 8 ) . 
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A STUDY OF THIN KING 

In the book, A Study of Thinking (B run e r, Good now and Austin, 1956) 

the Cog nition Project of the Laboratory of Sdc ial Relations and the 

Bow Street Thursday afternoon seminars bore their fruit. Jerome Bruner 

says that to this day, this book is more widely quoted than an y of his 

other pub! ications <Bruner, Intervi ew , 1977). There was a sad event 

reported in the preface of the book: 

"George Austin, our friend and collaborator, died in his 
thirty-second year, in December, 1955. The death of one so young, 
so courageous, and so promising is a loss to his friends and to 
I earning." 

(Bruner, Goodnow and Austin, 1956) 

During the period o f prepara tion of the book, Barbel lnhelder, 

J ea n Piaget's close collaborator, visited Jerome Bruner. She arrived 

while he was teaching a class, and spent the time waiting for him t o 

return reading the first three chapters of the book. It was th e 

beginning of a long as s ociation, one that is sti I I active today. It 

also was an informal beginning to his contact with Piaget though, as we 

mentioned earlier, Bruner did not meet Piaget unti I he went to Europe 

in connection with his Guggenhe im Fe! lows hip. On th e back cover of 

Wiley's pocketbook edition of A Study of Thinking we find: 

"Jean Piaget: '(This) magnificent book is a revo luti on in the 
psycho logy of tho ught ... It refreshes and reopens comp lete ly the 
grea t problems in th e field."' 

( Ib id. ) 

Th e authors describe th e ir purpose : 

"Thi s book is an e ff ort t o deal wi th one of the s impl es t and most 
ubiquitous phenomena o f cogni ti on : ca t ego ri zing o r 
conceptua Ii z in g ." 

( I b i d. ) 
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They note that the process of categorization "involves, if you wi 11, an act 

of invention" and that it is the rendering of discriminably different things 

to be equivalent so that we do not become "slaves to the particular.!' 

We see shades of von Neumann's theories when Bruner announces , 

concerning this book, 

"What it did was to change the pattern of research in psychology and 
introduce the concepts of strategy, dealt with the formal description 
of the domain, something other than size, shape, and various other 
dimensions ... " 

(Bruner, Interview, 1977) 

The authors look at identity and equivalence as two kinds of 

categorizing ~esponses, commenting that Piaget 

''~· . speaks of the learning of identity as corresponding to a 
principle of conservation as in the conservation of energy in 
physics. 11 

(Bruner, Goodnow, Austin, 1956) 

In the authors' view, 

riThe study of equivalence ... becomes a study of coding and recoding 
processes .... " 

( I b id. ) 

and categories 

" ... exist as inventions, not discoveries." 
( Ibid. ) 

The authors continue, 

"The categories in terms of which man sorts out and responds to the 
world around him reflect deep ly the culture into which he is born ... 
his personal h isto r y comes to reflect the traditions and thought-wa ys 
of his culture, for the events that make it up are filtered throu gh 
the categorical systems he has learned." 

( Ibid. ) 

What is accomplished by putting things in genera lizati ons , or categories? 

The environment becomes much less complex, we can better identif y th e 
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objects about us, we don't have to learn constantly to identify each 

individual item (a cat can be a cat, it does not have to be "Tom,n 11Jerry, 11 

or "Heathcliff"), we have a direction for instrumental activity, and we can 

order things in our thinking, that is, we can relate classes of events in 

a manner which we might cal I category systems. 

Generally, the book covers how people achieve concepts (or distinguish 

categories), how they retain the information, and then how they transform 

that information so that it may be used in other situations, that is, how 

people generalize. Strategies are conceived of as the means to concept 

attainment, and considerable description of various strategies and the 

manner of their selection is given the reader, along with descriptions of 

various kinds of concepts, as wel I as the characteristics of categorizing 

with "probabilistic cues." The first three chapters of the book address 

themselves to th e nature of inference, of concepts and of the attainment of 

concepts; the rest of the main portion of the book covers the experimenta

tion and a summing up. An Appendi x by Roger Brown affords an application 

of the categorizing theory to I inguistics, covering s uch matters as the 

ca tegories of speech (morphemes, phonemes, and the I ike), the issues of 

I inguistic meaning, and the relationship between lan guage and cu lture . 

Robert Oppenheimer, among severa l others, reviewed the book (Bruner 

Interview, 1977); the sales were excel lent. There was, of co urse, within 

the community of academic psychologists a fair contingent of negativity 

- controversy is the name of the game in academe, and if none were 

present, one might suspect a lack of content in the presentation. Bruner 

himself was later to gent ly criticize the work, and to re- think what 

other i ssues might have been presen+ed; sti 11 th e book stands today as a 

creative and fairly o ri g inal approach to the nature of cognition. 
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AT FORTY: METAMORPHOS IS 

For some of us, I ife indeed does begin anew at forty. Sometimes our 

thirti es seem to fi I I us so with a sense of strugg le that we anticipate 

forty to be a beginning of du I I ness and the s I ow ro I I or fast tumb I e down 

the other s i de of the hi 11 of I ife. And when one arrives, and finds 

instead that one is emerging from a metamorphosis, as did the eve r 

energetic Bruner , it must be a source of sometimes delightful 

unsettlement. And unsettled he was . 

Th e marriage between Jerome Bruner and Katherine Bruner ended in 

divorce in 1956. He threw himself into his work with a fury, trying t o 

connect a I I that he had done before in some rat i ona I way, and t o I ook 

forward t o a wider and more vivid world, and certainly a very li ve ly one . 

Bruner spent the summer in London. He read, spent time with 

friends, sai led, went to museums, and genera I ly took s t ock. He was 

concerned about the inadequacies he saw in the now published A Study of 

Thinking. He was, as we have seen, beginning to look at a good number 

of things differently, particularly art. We can see also that out of 

this turmoi I and tumult was coming another transit ion in his work . 

Bruner was looking now ever more closely at cogn iti ve development, and at 

the structures involved in thinking and learning; we wi I I see the pro

ducts of these efforts later in these pages . We cannot present th e 

ka leidoscope of Bruner's interests in their simu ltaneous appearances; the 

sum is diverse and mass i ve . We wi 11 look at one side and then another of 

this mul tifaceted persona l ity , with the hope that when we are done the 

reader wi 11 have some sense of the tota I pe r son who is Jerome Bruner. 
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For now, we w i I I I ook at the dynamics of the emergence of the Bruner in his 

forties, of what we cal I his metamorphosis, and the resultant prose. 

In an early essay of this period, we see a discussion by Bruner of 

Sigmund Freud. Bruner was not unfamiliar with Freud. He had, of course, 

the traditional academic information, and, through an organization called 

the Commonwealth Fund, Jerome Bruner had undergone psychoanalysis. The 

Commonwea I th Fund set up ten fe I I owsh i ps specif i ca I I y for behav i ora I 

scientists who were not analysts so that they might be psychoanalyzed. 

Bruner does not feel himself to be the typical analysand. He 

generally eschews the sort of psychoanalytic "in-group" talk of neuroses, 

psychoses, transferences, and the fami I iar esoteric jargon; he does, 

however, Ii ve with what his ana I yst ca I I ed his den i a I of pain. Bruner 

hasn't determined to his own satisfaction the source of the denial, but 

sees a possible relationship to his early blindness (Bruner, Interview, 

1977). For the most part, Bruner appears to be a man of good humor about 

himself, a man who takes his ideas most seriously, and who wi I I, if 

pressed, do battle in defense of his convictions, but who is also capable 

of taking himself I ightly and laughing at his own foibles . 

In the essay, "Freud and the Image of Man" <Bruner, 1956b), Bruner 

seems to have applied philosophical continuity, using complementarity 

which is its chi Id, to his interpretation of Freud's contributions: 

:'What Freud was proposing was that man at best and at worst is 
subject to a common set of explanations: good and evi I grow from a 
common process ... Freud's genius was his resolution of polarities ... 11 

<Bruner, 1956b) 
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Bruner describes Freud as making us aware of continuities: 

11The first of these is the continuity of organic lawfulness ... 'the 
Freudian slip' has contributed more to the common acceptance of 
lawfulness in human behavior than perhaps any of the more rigorous 
and academic formula from Wundt to present ... One may argue ... that 
Freud's sense of the continuity of human conditions, of the uni
versality of the human predicament, has made possible a deeper 
sense of the brotherhood of man.n 

( Ibid. ) 

We see the emergence in this essay of a theme which we wi I I see 

again, especially during this transitional period in Bruner's life; it 

has to do with an effort to bring together science and humanism: 

1
' • •• Freud's recognition of deep unconscious process in the 
creative act has gone far toward enriching our understanding of 
the kinship between the artist, the humanist and the man of 
science." 

( Ibid. ) 

As Bruner speaks of the 11 image of man '; in this essay, he makes an 

important sociological and political observation: 

'' ... it is patent that the view one takes of man affects profoundly 
one's standard of what is humanly possible. And it is by the 
measure of such a standard that we establish our laws, set our 
aspirations for learning and judge the fitness of men's acts. It 
is no surprise then that those who govern must perforce be jealous 
guardians of man's ideas about man, for the structure of 
government rests upon an uneasy consensus about human nature and 
human wants .. " 

( Ibid. ) 

One has the sense, in reading this essay, that Bruner is rushing 

to say everything at once; there is a sense of excitement of the 

discovery of man and his image and the relationship of the concepts to 

his roles in society and to the myriad other ways in which we can see 

man and his development, including, for example, seeing man as a 

product of an evolutionary process. Bruner skips about through these 

ideas : 
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"The behavioral scientist, as some insist on calling him, may propose, 
but it is the society at large that disposes. Nor is it simply a 
matter of public concern. For man as an individual has a deep and 
emotional investment in his image of himself ... Man has powerful and 
exquisite capacities for defending himself against violations of his 
cherished self-image ... 

HTwo figures stand out massively as architects of our present 
conception of man: Darwin and Freud. Freud's was the more daring, 
the more revolutionary and, in a deep sense, the more poetic insight. 
But Freud is inconceivable without Darwin ... What Darwin did was to 
propose a set of principles unified around the conception that al I 
organic species had their origins and took their form from a common 
set of circumstances - the requirements of biological survival ... Man 
was not unique but the inheritor of a legacy ... As the summit of an 
evolutionary process, man could sti 11 view himself with smug satis
faction, indeed proclaim that God or Nature had shown persistent 
wisdom in its effort to produce a final, perfect product. It remained 
for Freud to present the image of man as the unfinished produce of 
nature: struggling against unreason, impel led by driving inner vicis
situdes and urges that had to be contained if man were to live in 
society, host alike to seeds of madness and majesty, never fully free 
from an infancy that was anything but innocent. 11 

C Ibid. ) 

In concluding this powerful essay, we see Bruner introduce in a most 

concrete way a concept which he wi I I give continuing attention in the years 

to fol low, one which wi I I be prominent in his later comments on education 

and instruction. It is the issue of metaphor: 

"Freud's mode of thought is not a theory in the conventional sense; it 
is a metaphor, an analogy, a way of conceiving man, a drama ... Freud's 
work is the ground from which theory wi 11 grow ... he has provided an 
image of man that has made him comprehensible without at the same time 
making him contemptible. 11 

CI bid.) 

When Bruner describes in this essay the human di lemma: 

n ... its conflict, its private torment, its impulsiveness, its secret 
and frightening urges, its tragic quality ... .. 

C Ibid) 

we see an apparently vulnerable human, able through familiarity to touch 

with his language the heart of the human condition. 
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We see in Bruner now more than a more colorful langua ge , more than a 

journey from the verbiage of reports of science to the word-painting of an 

essay: we see the emerging man. A metamorphosis indeed, and the new man 

will take flight into imagery and metaphor, and still will not lose the 

solidity of his scientific spirit. He speaks his new language as though 

he had just discovered a fresh and delightful freedom in descriptive 

expressiveness. The things which Bruner wrote during thi s period are ,not 

simply the product of the wanderings of a dilettante, but rather the 

intense searching of a man for the sources of human rationality. We see 

now in that search not only the objective measurements of pol Is and 

tachistoscopes, but a quest for the sources of imagery, of creativity, of 

the temper of man and of his emotional power, of his conflicts, his 

tragedies - in short, Jerome Bruner had begun to envisage the resolu

tions of the ambiguities of his own life, thus to broaden the avenues of 

his personal pursuits, and, of course, inevitably the direction of his 

research . 

In 1957, Bruner published a couple of papers on having ideas. One of 

these was entitled, "What Social Scientists Say about Having an Idea" 

(Bruner, 1957g), and the other, n\~hat It Takes to Start an Idea," was 

directed toward persons interested in advertising. Bruner admitted to 

"rather shaky credentials" in this particular business interest, and said 

that his 

" ... chief aid in this e nterprise wi 11 have to be what Henry James 
once described as 'that terrible in s trument, the fresh eye. 111 

(Bruner, 1957f) 

Bruner presented the concept of generics as the ability to transfer 

learning, but as to the source of ideas, he instructed us to attend to 

metaphor and myth: 
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" ... good operational ideas very often have their or1g1n in highly 
personal metaphors that express deep lying i~pulses in the person, 
metaphors that have about them some of the character of great 
myths and legends ... this metaphoric flow of ideas ... is a substi
tute for overt action in behalf of the impulse ... One of the great 
sources of hypotheses of ideas, of poetic images, seems to be the 
taming of such metaphoric flow." 

( Ibid. ) 

As an example, Bruner speaks of 

" ... the frustration dream, the unquieting type in which we try to 
reach some objective but somehow never manage to get there. It 
is conceived in mythology in the myth of Sisyphus who is destined 
to push a rock to the top of the hi I I, never quite getting it 
there ... I would not be surprised if someday we found an ancient 
scrol I that tel Is us that the inspiration of the inventor came 
about when his quandry during attempted solution made contact 
with the very personal metaphor of trying to arrive but never 
getting there." 

( Ibid. ) 

Bruner addresses the principle of what he terms organic economy, 

that is, that economy of thinking necessary because of human 

limitations of attention and of memory. 

" ... one of the purposes of recording or repackaging information 
is to spare this limited span from being overtaxed by particulars . 
The best technique that has ever been invented for serving this 
function is to genera Ii ze." 

To further emphasize his point, Bruner quotes Oppenheimer as saying 

that in order to perceive anything at al I, we must give up perceiving 

other things. 

He sums up: 

0 1n fine, then, there is a cycle that runs from the open state of 
having an idea to the more di sci pl ined one of recognizing it as 
good or fitting or appropriate. At one end, there is the tam i ng 
of personal metaphor to the purposes of the problem at hand, 
using it as a guide for constructing new and potentially fruit
fully combinatorial hypotheses. At the other there is the 
rigorous business of recognizing the worthwhileness of an idea . 
Between the two, between origination and verification, there I ie 
many comp I ex var i ab I es. 11 

( Ibid. ) 
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The slim volume entitled, On Knowing: Essays tor the Lett Hand, was 

written over a period of several years. "Knowing, ;1 Bruner says, 11 has many 

faces and it is a I inguistic pity that the word is a singular gerund.n 

(Bruner, 1962c). The book contains three major divisions, each comprised 

of a series of essays. The first division, which Bruner cal Is "The 

Shape of Experience," is addressed to knowing; the second, "The Quest for 

Clarity," contains essays on teaching and learning, and the third is 

entitled, "The Idea of Action,'' covers the processes of concepts moving 

into action. In this last division, the essay "Freud and the Image of 

Man" is reprinted, and two other essays are presented: ;'The Control of 

Human Behavior" and "Fate and the Possible.n 

We w i I I I ook at these other two essays as part of 11The Idea of 

Action 11 section; this transitional period in Bruner's life is ti I led with 

the kind of action he describes in his introduction to this section: 

"Action can be said to be determined by what a man knows, although 
I do not mean this in the rationalist's sense of calculus based on 
close reckoning of al I alternatives ... we know in the I ight of many 
states, and it is man's fate that knowing in one I ight often pre
cludes knowing in another at the same time - as Niels Bohr's 
now-famous dictum that you cannot know somebody at the same time 
in the I ight of love and the I ight of justice. So we can say that, 
though action fol lows from what one knows, it is also the case that 
it never fol lows from al I that one knows. Perhaps it is just as 
well, or else we should be in a persistent tetanus of indecision.!! 

(Bruner, 1962c:129-130) 

In "The Control of Human Behavior, 11 which was originally prepared 

tor presentation to the Graduate Faculty of the New School tor Social 

Research in New York tor its 25th anniversary, Bruner speaks of behavior 

being controlled always, 11 virtually never random, 11 either from outside 

forces or internal initiation. He continues, 
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" ... the question is how one obtains the necessary control while 
preserving the necessary variability that permits change, innovation, 
zest, and a live ly sense that the invention of new alternatives is 
more importa nt ' than the suppression of ones that may prove ugly." 

(Bruner, 1962c:131-148) 

Bruner includes as forms of behavioral control guiding myths and 

values not always overtly recognized; these he cal Is latent culture. He 

describes two kinds of control: one, the attempt to control men's minds 

"b y shaping their ,conception of the world in which they live/' and the 

other, the attempt to control men's actions, either by coercion 

(punishment) or seduction (reward). He notes th at "a monopoly over the 

means of coercion and seduction increases the potentiality for con

trolling human behavior,"saying, 

"It is not surprising that writers who are fond of fantasies about 
social control, like my colleague B. F. Skinner in his novel 
Walden Two, encourage themselves with tales set in a neatl y 
arranged, benign, but nonetheless utterly monopolistic utopia." 

(Ibid.) 

Bruner makes interesting fare of control by language and myth, by both 

affiliation and rejection, and most interestingly, by limitation of 

opportunity. He is suggesting, he says, 

" ... that we are already inadvertently control I ing behavior by 
imposing irreversible I imits on it with many of our practices in 
education, considering education now in the broad sense." 

(Ibid.) 

We wi 11 see, at one point in Jerome Bruner's I ife, that he wi 11 try to 

affect a change in this particular I imitation of opportunity. 

The essay , "Fate and the Possib le ," examines !!the role of fat e in 

an age of sc ience ." Bruner proposes that man does not deal directly with 
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nature, but rather that nature is a symbolic construct, that is, 

" ... A change in one's conception of the world involves not simply a 
change in what one encounters but a I so in how one trans I ates it ... 11 

(Bruner, 1962c:159-165) 

The image of man of himself must therefore be intimately tied up with 

his image of the world, and fate may be perceived as "that which is 

beyond one's control" or an nouter I imit.n Fate, Bruner says, is the 

inverse of potency, that is, 

"Fate is the residuum that is left after one has run through the 
census of what is humanly possible.P 

( Ibid. ) 

Bruner tel Is us more of his view of fate: 

''At one extreme we may speak of a peopled fate, a realm over which 
one has no control, where purposeful and personalized forces 
operate ... At the other extreme is the view of fate as embodied in 
mathematical statistics and statistical mechanics ... equated with a 
conception of residual vaiance - the set of al I remaining causes 
that cannot be accounted for because of ignorance or, if a I I were 
known, pure unknowable randomness ... The secular view of fate pits 
man as a systematic and control I ing intel I igence against ignorance 
and chaos. The religious view of fate pits man against a pantheon 
of controlling spirits." 

( Ibid. ) 

Bruner concludes, 

!flt is Freud who gives the text: effectiveness is not a product of 
utopia but rests upon insight into the human condition. Indeed, 
the reform movement we see in American education today, the culti
vation of individual excellence as an ideal, again moves from the 
inside out. It is an attempt to rol I back fate through the 
increase of i nte I I ectua I potency. if 

We have seen some dynamic changes in the kinds of things that 

Jerome Bruner presents in his writings and in the manner in which he 

portrays them in these years of his early forties. And there is much 

more. Along with these changes there came a I ively lady. 
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Elizabeth Weems was a dynamic sort of woman: an artist, apolitical 

activist, a divorcee, a mother, a person of beauty and turbulence who would 

be a great influence during this period of Jerome Bruner's life. The rela

tionship continued during the late years of the 1950 1s, and we read in the 

introductory remar.ks to the first section in On Knowing: Essays for the 

Left Hand, entitled "The Shape of Experience," Bruner tel Is us how he came 

to write the essay, "Art as a Mode of Knowing." 

'"Art as a Mode of Knowing' was written originally as a long letter to 
a painter friend, Mrs. lzler Solomon, who had been struggling bravely 
to teach me to paint and to look more wisely at pictures. The letter 
was eventually converted into a lecture for a course I was giving and 
finally into its present form." 

<Bruner, 1962c:11-15) 

Mrs. Solomon is, in fact, Elizabeth Weems (Bruner, Interview, 1977). 

In "Art as a Mode of Knowing" we see the fami Ii ar themes of this 

transitional period: metaphor, complementarity, and the resolution of the 

conflicts of science and art. as we! I as the rule of cognitive economy. 

"Metaphor joins dissimilar experiences by finding the image or the 
symbo I that unites them at some deeper emot i ona I I eve I of meaning ... 
there is also the canon of economy that must operate ... Though the 
idea of economy in metaphor is by no means novel, it is worth special 
mention in a discussion of art as knowing, for it is precisely in its 
economy that art shares a fundamental principle with other forms of 
knowing. There is, perhaps, one universal truth about al I forms of 
human cognition: the ability to deal with knowledge is hugely 
exceeded by the potential knowledge contained in man's environment ... 

1
' Lest it seem that the modes of connecting in art and science are 
separated by an unbridgeable gap, that in al I ways they are different 
modes of knowing, one primitive similarity should be mentioned -one 
that partakes of the nature of metaphor. It is the manner in which 
the scientist gets his hypothesis ... prescientific effort ot construct 
a fruitful hypothesis may indeed be the place where the art of 
science, like al I other art forms, operates by the law of economical 
metaphor ... As Bertrand Russel I comments, 'Physics is mathematical 
not because we know so much about the physical world, but because we 
know so little: it is only its mathematical properties that we can 
discover.' And unti I they are 'discover:-ed' in this more rigorous 
sense, one proceeds by intuition and metaphor, hoping to be led 
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beyond to a new rigor. Unti I then, the economical combinings of the 
scientist and the artist share tar more than we are often prepared to 
admit. 

<Bruner, 1962: 59- 74) 

These excerpts are merely comments by Bruner on the body of the 

essay, which itself deals specitical ly with tour aspects of the experience 

of art, and is i I lustrated with copies of paintings to make particular 

points. The comments we have presented, however, give a concept of the 

kinds of changes which were occurring in Jerome Bruner's perspective and 

the resolutions that were taking place in his perceptions of his world. 

One sometimes has the feeling that Jerome Bruner is walking up a 

circular staircase during these years, and that he pauses at the windows 

on the way up and describes to us in his writings the view of the moment. 

For a while, joining him in his climb, appears Elizabeth Weems. 

In 1957, Bruner presented the Keynote Address at the 1957 

Conference on World Affairs at the University of Colorado, which he 

entitled, "The Need tor New Myths" <Bruner, 1958c). Here foreign policy 

was the focus of Bruner's remarks on human values. We find many pro

nouncements which seem timely today in this essay, and we find again 

myths, the image of man, and the alienation of the humanist and the 

scientist. Bruner speaks of a hidden crisis, 

"It is a crisis that has to do with the nature of myths, the guiding 
myths in terms of which men conduct their enterprises and in the 
image of which they set their ideals ... myths about the nature of the 
uni verse and its order." 

(Bruner, 1958c) 

Brun e r presen t s a case in po i nt: 
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"We believe, for example, that time flows equably and inexorably
common sense be! ieves it and watchmakers reinforce the notion with 
their handicraft. The people of Nuer do not be! ieve it: time is 
inherent in the act performed. Nor does the quantum theorist in 
physics operate with such a myth. So, for us the ultimatum and 
±he deadline crises are ''real . " There can be no such crisis in 
Nuer or in quantum theory." 

( Ibid. ) 

Bruner speaks of the differences of the science of today, where 

"nature is inferred from the regularities of experience; it is never 

directly and naively known/' and that of the day of Newton, when 

"discovery was discovery and positive knowledge was an obvious concept." 

He reminds us of the shock to man's image of himself that must have 

occurred when man found himself, by the Copernican revolution, "dis

placed from the center of the universe," and adds that each change in 

our human concept of nature has brought a concurrent change in the 

concepts we have of man, that is to say, a change in our myths, and 

" ... we cherish our image of man and suffer innovations ... with 
steadfast gracelessness." 

( Ibid. ) 

In addressing the divided community of the scientist and the poet, 

he notes that 

"On one side is the more beleaguered type of humanist, shri 11 in 
his denunciation of the sciences, their values, their works; on 
the other the anti-humanist scientist. ' 

n . . .. The contemporary humanist wants his professional wor 'ld, his 
working myth, to have no nature in it, so the scientist (and most 
psychologists are no exception) wants his professional world myth 
to be wi thout men - at least without whole ones who have 
anxieties about the nature of man, who construct metaphysics and 
write qua rte ts." 

( Ibid. ) 
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The redundancy of the issue of complementarity in Bruner's prose, either 

clearly stated or implied, speaks, I believe, tor the profound importance of 

the concept in Jerome Bruner's thinking. It may be of interest that in 1971 

Thomas Blackburn published an article in Science in which he discussed ways 

of "knowing" nature in the I ight of Bohr's theory 1 . 

The relation between myth and political philosophy is one of Bruner's 

issues in addressing this world affairs conference: 

"Without a myth of man and his place in nature that is adequate to the 
technological realities of our times, there can be no relevant or 
effective poltical philosophy. For myths must tit the human condition 
of the time and place; otherwise they can only be a source of anxiety 
and contusion." 

( Ibid. ) 

Then he issues a cha I lenge: 

" ... we are engaged in what can only be cal led a moral holding operation. 
Its central idea, its myth, is the ideal of adjustment, of being comfor
table, of keeping the show on the road, of not making fusses, of taking 

1 Thomas R. Blackburn's article, entitled, ·~Sensuous-Intellectual 
Complementarity in Science," describes the duality concept of Bohr's 
theory of complementarity. Blackburn looked at the theory with respect 
to its application to nature when viewed through different forms of 
information: either through abstract-quantitative information (that is, 
the view of science) or through what Blackburn terms ndirect sensuous 
intormation. 11 He concludes that these two observational methods do, 
indeed, meet the requirements of complementarity, and he finds the 
phenomena tor each mode both consistent and repeatable. Blackburn con
tends that 11 which description of nature one gives depends entirely on 
one's method of knowing,n and that both the scientific and the sensory 
approach to nature are rational, that is to say , each uses a consistent 
logic. Neith e r approach can be subsumed into the other ( 11 A number is 
not an experience, nor is an equation the same thing as intuition"), 
thus an important criterion of the theory of complementarity is met. 
In addition, "Sensuous information is not independent of quantitative 
knowledge, since they both have their referent in the s ame s ystem of 
nature," both descriptions may be true and lead to "re liable model s 
of nature/' and, finall y , ne ith e r "s ensuous r:10r quantitative knowledge 
of nature is complete ... each is really an undernourished viel'I of 
nature, because it lacks the information avai I able through the other 
mode"(Blackburn, 1971). 
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man from the ps ycho logist's point of view and culture from the 
anthropologist's. It is th e ideal of whistle-whi le--yo u-work and be 
we I I adjusted and don't make waves. There is a huge irony in the 
emergence of this bland view of man (and no view of nature) at this 
particular moment in history when we are perhaps more embattled 
intellectually, spiritually, and morally than ever before in human 
history." 

( Ibid. ) 

We see now in Bruner, not the sense of measuring and reporting 

social issues, but rather an almost preaching sense, a kind of urgency, 

of involved social responsibility. We see, in fact, a message, one 

which is repeated in many settings, and that message seems to be that 

we must consider the whole person (preferably a lively one), and that 

above al I, we must prefer excellence and eschew mediocrity. He says it 

clearly here, in terms of the personal and of foreign aid: 

"Adjustment, I would submit, is precisely the opposite of 
dynamism. It is the art of treading water. It does not impel one 
to s trike out for the far shore. Its product in American culture 
is mediocentrism, making out, being accepted in the organization 
... The outgrowth of the cult of adjustment is inevitably realism, 
the appal ling realism that urges one not to make ridiculous 
demands. The measure is reality testing. If you are reaching for 
something beyond your grasp you are either sick or you are ridicu
lous. So Americans risk becoming the most reasonable people in the 
world, in a world that is rife with unreasonable yearnings ... Our 
present static myth does not fit the cha I lenge, the opportunities, 
or the dangers of our times ... we have drifted into the position of 
believing that this myth of wel I-being cum happiness by adjustment 
is exportable ... a deep mistake ... this is not the prevailing view 
of those to whom ... we grant forei gn aid ... they want unreasonable 
change ... an appreciation of change ... a season of experimental 
irrespons ibility to test the limits of the i- r capac iti es ... our aid 
pattern is not cut to the shape of their myths. Th ey do not want 
our re a I i s m. " 

( Ibid. ) 

He speaks of freedom, saying it 

''has the implied meaning that it is a state in which prediction i s 
difficult, where surpr ise is possible ... Our cu ltura l powe r lies ... 
in our capacity to exp loit this freedom, to ... serve as a seed- bed 
for new concepti ons , new myths, new poss i bi I it i es . " 

( Ibid .) 
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Those about Bruner must have been startled when he was berating 

adjustment with such passion. These years, we remember, were the late 195O 1 s 

and they were the years of an uncommitted generation. The radical movement 

which swung the pendulum so far in the other direction had not yet become 

active. If Jerome Bruner had not been in the process of freeing himself from 

his own personal intellectual and emotional shackles, we might never have 

seen from him such an idealistic and angry shaking against mediocrity. It is 

of particular interest that the other side of the coin of the anger was the 

gentleness, the tender appreciation of art forms and of the poetic nature of 

man. The dichotomy exists. 

In "Identity and the Modern Novel," another essay in On Knowing: Essays 

for the Left Hand, Bruner speaks of the nove l as a metaphoric means to 

awareness. He beg ~ns with: 

"History has been described, probably too simply, as man's effort to 
make a home for himself in the world. It might better be described as 
an extension of those urges that impel man to find antecedents for his 
acts and his di lemmas, to find a prologue for his posture toward the 
future. The writing of history and the quest for identity share a 
paradox. A society's grasp of its history and a man's sense of his 
identity, when fully achieved, are final acts. But a community washed 
by the currents of growth does not easily come to a sharing of its con
ceptions of origins or the meaning of events. And no man answers easily 
the questions: 11/ho am I, where do belong, and of what am I capable?" 

(Bruner, 1962c:43-57) 

During this period of his life, we see Jerome Bruner struggling to 

answer such questions. We see in th i,s essay, as we see in so many essays 

in On Knowing: Essays for the Left Hand, not only a sense of the paradoxes 

in life, but a sense of the resolutions of those paradoxes. Here again 

these resolutions take place through the concept of comp lementa rity : 

138 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

"It is Jung who has most strongly urged the complementary principle of 
human character: a function that is exercised has the effect of 
strengthening an opposite function. After awhile the introvert 
develops strong extraversive needs; the man whose I ife has been 
gove rned exclusively by thinking craves in time the guide of feeling; 
the literal man searches eventually for ways of intuiting. 11 

(Ibid.) 

In "Myth and Identity" (in On Knowing: E9says for the Left Hand) 

Bruner describes myth as 

" ... at once an external reality and the resonance of the internal 
vissicitudes of man. 11 

(Bruner, 1962c:31-42) 

"I would urge," he says, 11 that we not be too tempted into thinking 
that there is an oppositional contrast between logos and mythos, the 
grammar of experience and the grammar of myth. For each complements 
the other, and it is in the I ight of this complementarity that I wish 
to examine the re I at ion of myth and persona I i ty." 

( Ibid. ) 

There is more paradox: 

"By th e subjectifying of our worlds through externalization, we are 
able, paradoxically enough, to share communally in the nature of 
internal experience ... it is the fact of fashioning an external 
product out of our internal impulses that the work of art beg in s ." 

( Ibid.) 

nThe Conditions of Creativity,' 1 presented originally at a symposium on 

creative thinking held at the University of Colorado (pub I ished in 9....r:!.. 

Knowing: Essays for the Left Hand), came about because of Bruner's s in gu-

lar adventure in industrial psychology. During the course of thi s effort 

(and in this he appears to take some pride) he invented a draughtless 

s leep ing bag 11 
•• a byproduct t ha t properly ranks as beating swords into 

plowshares" (Bruner, 1962c :11). Noting that the "road to banality i s paved 
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with creative intentions,'! Bruner says, 

•
1There is something antic about creating, although the enterprise be 
serious. And there is a matching antic spirit that goes with writing 
about it, for if ever there were a silent process it is the creative 
one. Antic and serious and silent." 

And he quotes from Yeats, 

11 God guard me from those thoughts men think 
In mind alone; 
He that sings a lasting song 
Thinks in a marrow -bone. 11 

Bruner has a working definition of creativity, 

(Bruner 1962c:17-30) 

"An act that produces effective surprise - this I shal I take as the 
ha! !mark of a creative enterprise. !1 

( Ibid. ) 

and he suggests certain sometimes paradoxical conditions under which 

creativity appears: detachment and committment, passion and decorum . 

Bruner speaks of the di I emma of ab i I it i es: 

"What shall we say of energy, of combinatorial zest, of intelligence, 
of alertness , of perserverance? I shal I say nothing about them. 
They are obviously important but, from a deeper point of view, they 
are also trivial. For at any level of energy or intelligence there 
can be more or less of creating in our sense ... I have been speaking 
of creat i vi ty, not gen i us.'' 

( Ibid. ) 

There seems to be a compulsion to explain, again and again, in 

these essays the complementary concept, the conflicts apparent in the 

human condition, the agonies, and, if you will, the ecstasies of his l ife 

during these years. He found many resolutions for the express ions of the 

left hand and the convictions of th e right. So we see the transition 

from the restless and unse t tled professor to a ri bher and more complete 

person, more related to the human by nature of his feelings, while not 

less related by nature of his sci ence . 
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The essays we have talked about, though published in On Knowing: Essays 

for the Left Hand in 1962, were written around 1959. There was another paper 

written in that year which deserves particular attention in that it is unique 

among Jerome Bruner's writings. It is like that last of several tastes that 

one gets with a fine white wine: it is a surprise. 

The paper is entitled, "The Art of Ambiguity: A Conversation with Zen 

Master Hisamatsu." The prose in this writing takes on the tone of poetry: 

it resembles Haiku. 

"Hisamatsu is a composed man. He smiles easily, never grins. The 
interpreter does not smile, only grins." 

(Bruner, 1959a) 

The Zen Master described for Bruner his thoughts on ambiguity: 

"The ultimate ambiguity is not so much in describing things as in 
expressing self. 

;iFrom the Zen point of view one goes from natural to rational 
spontaneity, and then from rational to Zen spontaneity. The latter 
occurs when one realizes that there are conflicts within the rational 
sphere which cannot be resolved with rational spontaneity ... Satori 
means such a spontaneity where the conflicts have been disentangled. 
Satori is the ultimate spontaneity." 

( Ibid. ) 

The Zen Master then described the True Self as "going beneath spontaneity. 11 

When Bruner asked the Zen Master how it was he taught, the answer was: 

"As now. This is how I teach. There is a joke in Japanese which says 
'If words are words they are not true.' In Zen negation is not mere 
negation. 'Not something' does not mean the negation of something, 
rather it means going underneath, going to a formlessness beneath a 
work of art. This formlessness finds various forms of expression, as 
in painting, in flower arranging, in ceramics.:' 

( Ibid. ) 

When asked of sci e nce, the Zen Mas ter repli ed, 
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"If I become pure, if I become my True Self, I become more scientific. 
If I achieve this then my rational spontaneity wi 11 be capable of a 
more concentrated expression ... The point that cannot be solved by 
science can be solved by Zen. Just as ordinary music does not go 
beneath music and great music does, so science to be more than 
ordinary must go beneath itself. True Self expressing itself makes 
great science. :r 

( I bid. ) 

~</hen asked how one finds "True Se If , " the Master rep Ii ed, 

nTrue Self is common to all human beings. To reach it one need not 
have a Zen Master ... You can get satori here in America, you know." 

( Ibid.) 

And the Zen Master laughed . 

Bruner noted the composure and apparent lack of fatigue of the Zen 

Master on his departure after three hours of interview. Bruner commented: 

:r1 became acutely aware that there is no gesture at the command of an 
American for returning the bow of a departing Japanese gentleman." 

(ltlid.) 

Jerome Bruner says few have read this paper; one was Rudolph Arnheim, 

and he sent Bruner a delightful note with vVhich he included two post cards, 

one of Rodin's "Thinker," and the other of a delicate Oriental counterpart. 

He was, he said, sitting on a straw mat in Kyoto reading Bruner's 

conversation with a Zen Master. 

\\fhen asked how he came t o write the paper, Bruner sa ys, n I just 

wrote it ... Wh y did I write it? I think I wrote it for Elizabeth Weems 

too ... prob ab I y ... i , 

Bruner has gone f o rwa rd, in these yea r s of h is ea rl y fort ies , wit h a 

willingness to approach an y s ub j ect: art, histo ry, the novel, science, 

th e myth and th e metaphor, Freud, Jung, Zen ... we feel as we read his pros e 
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that any uneasiness Bruner had was overcome by the strength of his conviction 

that he had something important to say. 

The transformation of Bruner's early forties wi 11 be as a pebble tossed 

in a pond - the concentric ripples wi i I show up tor many years to come. We 

wi 11 see the wake in his papers on thinking, on learning, on teaching ... 

Bruner wi 11 ever struggle with concepts, and wi 11 play them against one 

another . 

We w i I I go on now, but we must keep in mind that the changes of the 

forties have been incorporated into the person of Jerome Bruner, and there 

wi 11 be no goi ,ng "home again." 
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A WORLD FULL OF A NUMBER OF THINGS 

Bruner was not a I together wrapped up with "I eft-handedness" during 

this time; he came to a resolution of left and right handedness which not 

only influenced his writing, but appears also to have strongly affected 

his choices with regard to research efforts. In any case, the 

publications of the late 1950 1 s touched on a number of matters . 

Jerome Bruner pub I ished several book reviews, and among these was 

one on K. W. Spence's Behavior Theory and Conditioning, which he entitled 

nMechanism Riding High." Though Bruner speaks of Spence's vwrk as a 

"truly distinguished book," it is clear that he disagrees with Spence's 

fundamental position. \~hi le he "gives the devi I his due," Bruner does 

not miss this opportunity to make c{ear his own views: 

"Behavior theory over the past twenty years has grown ug Ii er, more 
cumbersome, narrower in its range of predictiveness, more I ike a 
high I y e I a borate game of chess governed by i ne I egant ru I es. :i 

<Bruner, 1957-c) 

Surely there can be no more unkind cut to a purported effort at science 

than the accusation of inelegance! Bruner continues, 

"The rational apparatus that one must manipulate to 'account for' 
even the simplest behavior has become so formidable and so fraught 
with the arbitrary game of parameter estimation th at it seems a 
hopeless tool wi t h whi bh to approach what may now seem like 
'complex' behavior." 

C Ibid. ) 

With H. V. Perlmutter, Bruner published "Compatriot and Foreigner: 

A Study of Impression Formation in Three Countries" (Bruner and 

Perlmutter, 1957) . Groups of s tudents throughout Ge rman y , France and 
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the United States were used to eva I uate a "typ i ca I 1' person , based on his 

occupat ion and nationality, through a choice of "applicable traits." The 

authors concluded that, for example, 

"A college professor wi 11 do I ittle stereotyping on the basis of 
being told that a man he is meeting teaches at a university ... " 

(Bruner and Perlmutter, 1957) 

and that 

"In cross-cu I tura I contact, an ind iv i dua I may, in fact exaggerate 
the impress ions of differentness between foreigner and compatriot. 1

' 

( Ibid. ) 

In 1958, Bruner pub I i;shed "The Freudian Conception of Man and the 

Continuity of Nature" (Bruner, 1958b), which is a slightly modified 

version of a paper we have reviewed quite thoroughly, "Freud and the 

Image of Man"CBruner, 1956b and 1962c). 

He also wrote a review of Sir Frederic · Bartlett's, Thinking: An 

Experimental and Social Study; he describes is as a 

" ... remarkable book, 'vintage Bartlett' as Sir Frederic's students 
would say , full of insights and ambiguities. If it does not 
succee d in taming its subj ect, thinking, it ce rtainly leaves it we l I 
worked over.n 

(Bruner, 1958-e) 

Bruner had, of course, already begun his own studies in thinking , and we 

w i I I see him 1'w1ork over" the subject further hi mse If. 

It seemed in 1959 that there was no end to the energ y of Jerome 

Bruner! Somewhere along the line he had met Jerrold Zacharrias and 

Francis Friedman, both professors at MIT in physics, and soon Bruner was 

involved with them, and with others, working on curricula. This was a 
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ful I and varied year: Bruner had written a number of essays for On Knowing: 

Essays for the Left Hand, several papers addressing cognition, and the paper 

on the interview with Zen Master Hisamatsu. From 1959 to 1961, Bruner was 

Chairman of the Curriculum Study Group at the National Academy of Sciences, 

and during the same years he was Education Adviser to the Book Division of 

Time, Inc. Al I this time he was writing, teaching and doing his research. 

He was looking now at a lot of things at once, but particularly at both the 

psychology of cognition and that of education. 
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A LOOK AT LEA RN ING, AT THIN KING, AT TEACHING 

The paper which appears to be Jerome Bruner's forma l entrance to 

educational psychology is :'Learning and Thinking; " it was presented to th e 

Mass ach usetts Co un c i I on Teacher Educati on on Feb ruary 13, 1958 , and was 

publi shed in th e Harvard Educational Review in 1959 . Lea rning comes first 

in th e title, s ince 

;,Learning something in a generic way i s like leaping over a barri e r. 
On the other s ide of the barrier i s thinking ." 

(Bruner, 1959d) 

Of generic learning, he says, 

"We have come 
objecti ves of 
when we lea rn 
that we get a 

to recognize in this work that one of the princ ipal 
learning is to save us from subsequent lea rning ... 
something, the objective is t o learn it in such a way 
ma x i mum of trave I out o f what we have I earned." 

( Ibid. ) 

Bruner r e fers to Geo rge Mi I ler's paper , "The Magic Number, Seven 

Plus or Minus Two: Some Limits on Our Ca pacity for Process in g 

lnformati on" 1 (Mi Il e r, 1956) . Bruner says that beyo nd seven or so 

independent items at a time, we exceed our 

1 Geo rge A. Mi Il e r presented t h is paper fir s t as an in vited address at 
the Eastern Psychol og ica l Assoc iati on in Ph i lade lphia on Ap ri I 15 , 
1955. Th e introductory remarks to thi s paper are so delightful that 
this author has taken the privilege of inclu din g th em here. Mi Iler 
says, 
"My problem is that I have been persecuted by an intege r. For seven 
years thi s number has fo l lowed me around, has intruded in my mos t 
pr ivate data, and has assau lted me from th e pages of ou r most publ ic 
journals. This number ass umes a var iety of disguises, be in g some
times a littl e la rge r and sometimes a little smaller t ha,n us ual, but 
never chang ing so much as t o be unrecognizable. Th e persistence with 
which this number plagues me is far mo re th an random accident. The re 
is ... a design behind it, some pattern gove r n ing its appea rances. 
Eit he r th e re really i s somethi ng unusual about the number o r e ls e I 
am su ff e ri ng from delusions of persecution 11 (Mi Il er , 1956). 
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"channel capacity ... we s imply cannot manipulate large masses of 
information ... we must condense and recode.~1 

(Ibid.) 

Bruner then describes thinking which is not generic, but which highly 

influences the course of man's doings: 

"The underlying principle that gives one the power to use 
literature and the arts in one's thinking is not of the order of 
a generic condensation of knowledge. Rather it is metaphoric in 
nature, and perhaps the best way of describing this class of 
principles is to cal I them guiding myths." 

( Ibid. ) 

and suggests that guiding myths are powerfu I in dea Ii ng with the 

human condition: 

"Man must cope with a relatively limited number of plights -
birth, growth, loneliness, the passions, death, and not very 
many more. They are plights that are neither solved nor by
passed by being 'adjusted.' An adjusted man must face his 
passions just as surely as he faces death. I would urge that a 
grasp of the basic plights through the basic myths of art and 
literature provides the organizing principle by which knowledge 
of the human condition is rendered into a form that makes 
thinking possible, by which we go beyond learning to the use of 
knowledge ... I urge simply that there be exposure to, and inter
pretation of, I iterature that deals deeply with the human 
condition. I have learned as much from Charley Brown of Peanuts 
as I have learned from Perseus.;i 

( Ibid. ) 

The careful reader may have the uneasy feeling that something quite 

important is missing from the I ist of the plights of man ... pain is a 

condition of the human predicament not mentioned by Jerome Bruner. 

When the inquiry was made of Bruner as to why -pain was omitted, the 

reply was simply, "That 's my deni al,. " (Bruner, Interview, 1977). 

It is almost with evangelistic fervor that Bruner speaks against 

the "passivity of knowledge getting," and of "the embarrassment of 

passion." 
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"I should like to consider now the guiding myth. Let me begin with a 
summary of the young Christopher Columbus as he is presented in a 
popular social studies textbook. Young Chris is walking along the 
water front in his home town and gets to wondering where al I those 
ships go. Eventually he comes back to his brother's cobbler shop and 
exclaims, 'Gee, Bart, I wonder where al I those ships go, whether 
maybe if they just kept going they wouldn't come back because the 
would is round.' Bart replies with pleasant brotherly encouragement . 
Chris is a wel I adjusted kid. Bart is a nice big brother. And where 
is the passion that drove this obsessed man across uncharted oceans? 
\'/hat impelled this Columbus with such force that he finally enlisted 
the aid of Ferdinand and Isabel la over the protest of their advisors? 
Everything is there in the story except the essential truth - the 
fanatical urge to explore in an age of exploration, the sense of an 
expanding world. Columbus did not have a schoolboy's whim, nor was 
he the wel I-adjusted grownup of this account. He was a man driven to 
explore, to control. The justification for the pablum that makes up 
such textbooks is that such accounts as these touch more directly on 
the life of the chi Id." 

Bruner continues with the question, 

"What is this 'Ii fe of the chi Id' as seen by text writers and 
pub I ishers? It is an image created out of an ideal of adjustment. 
The ideal of adjustment has little place for the driven man, the 
mythic hero, the idiosyncratic style. Its ideal is mediocentrism, 
reasonable above al I, being nice. Such an ideal does not touch 
c I ose I y the deeper Ii fe of the chi Id. It does not appea I to the dark 
but energizing forces that lie close beneath the surface. The Old 
Testament, the Greek Myths, the Norse legends - these are embar
rassing chronicles of men of passion. They were devised to catch and 
preserve the power and tragedy of the human condition - and its 
ambiguity, too. In their place we have substituted the 
noncontrovers i a I and the bana I." 

(Ibid.) 

Bruner describes creative approaches to arithmetic, and a 

particularly interesting way to look at teaching geography. He describes 

a class that was presented with a map showing rivers, lakes and resources 

of the area around what is today Chicago, but on this map no cities were 

shown. The task of the class was to figure out where the cities should be 

based on the information at hand. The children became involved and 

excited, arguing for the pros and cons of a city here or there. Th e r e was 

considerable impatience to see a map to confirm or contradict rationales. 

149 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

Bruner takes on the entire educati onal system when he says, 

"I do not wi s h to mince words. The educational and cultural level of 
the majority of American teachers is not impressive. On the whole 
they do not have a good grasp of the subject matter they are 
teaching." 

(Ibid.) 

He insists that 

"It matters not what we have learned. What we can do with what we 
have learned ; this is the issue .. " 

and that we not judge our students simply on what they know: 

"That is the philosophy of a quiz program. Rather, let them be 
judged on what they can generate from what they know how wel I they 
can leap the barrier from learnin g to thinking. 11 

( Ibid. ) 

This paper is, in my opinion, one of lasting quality. Though the 

public view has gone through stages from radical back to noncommitment, 

any where along the I ine there is unusual value in the philosophy of 

education expressed here. It seems that our colleges and universities 

today continue to concern themselves with a regurgitation of !
1facts 1

' as 

presented (with appropriate biases) by the specific professor, a modus 

operandi which promotes more emphasis on !'psyching outll the professor than 

it does on scholarship. Bruner's creative approach, based on generative 

learning, seems to bring with it a joy and enthusiasm too seldom seen in 

the institutions of education today . 

In the Fal I of 1958, Bruner publi s hed "A Colloquy on the Unity of 

Learni rn g,n <B run e r, 1958a ) , and i n 1959 , i n Ps yc hos omati c Med i cine , he 

pub li s he d "The Cogn i t i ve Conseq uences of Ea r ly Se nso r y De pr iva t ion , " i n 

wb t ch he conc ludes , 
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" ... that early sensory deprivation prevents the formulation of adequate 
models and strategies for dealing with the environment and that later 
sensory deprivation in normal adults disrupts the vital evaluation 
process by which one constantly models and strategies one has learned 
to employ in dealing with the environment. " 

(Brune r, 1959b) 

Bruner does not deal here with critical learning periods, but the 

imp I ication appears to be included . 

With his col leagues Michael Wallach and Eugene H. Galanter, Bruner 

addressed "The Identification of Recurrent Regularity" (Bruner, Wallach and 

Galanter, 1959). The authors posited that 

"Much of what we classify as learning, recognition, and problem-so lving 
consists of being able to identify recurrent regularities in the 
environment." 

(Bruner, Wallach and Galanter, 1959) 

They were concerned with the sources of interference which prevented the 

easy identification of these regularities. 

Another publication appearing in 1959 was Bruner's book review of 

lnhelder and Piaget's The Growth of Logical Thinking (From Childhood to 

Adolescence). Bruner's review was subtitled, "A Ps ychologist's Viewpoint," 

and another review was done by Charles Parsons, entiti led, "A Logician's 

Viewpoint.:r Both reviews were published in the British Journal of 

Psychology. Bruner comments: 

"In many ways, this latest in the series of books from the pen of 
lnhelder and Piaget is the most important yet to appear: for it 
represents something of a culmination of Piaget's efforts - abl y 
aided by Professor lnhelder - t o trace the intellectual operations 
of man from ch i I dhood to maturity. !: 

(Bruner, 1959f) 
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Bruner says this book describes the crossing of the gap in thinking 

from a "w,orld of things present to a world of things possible." He 

describes the stages of development as proposed by Piaget, and trans

lates what he interprets as Piaget's meaning; that is, 

"After a prolonged struggle over this point, I have come to the 
conclusion that what Piaget wishes to say when he writes 
'equi I ibrium' is that each stage of operational thinking develops 
its own internal consistency, its own compensatory reversibi I ity, 
and predictability by virtue of being based on a set of rules of 
operation and that these rules can be described as logical 
stuctures." 

( Ibid. ) 

It seems to this author that the work of Piaget is subject to as much, 

perhaps even more!, interpretation than that of Freud and of Jung. 

During these years of study of thinking and learning and teabhing, 

Jerome Bruner came to study as wel I the blocks to learning, "the condi

tions that prevent children from learning, from exercising their normal 

curiosity" (Bruner, 1962c, p. 12). Bruner discovered a phenomenon which 

he ca I I ed the "pre-emptive metaphor." The pre-emptive metaphor is a 

kind of negative generalizing; Bruner describes it as 

"a technique by which many seemingly unrelated things are tied 
together by a common fear and a common avoidance. The joining of 
such disparate collections of fears seemed to be metaphoric. I was 
struck by the fact that metaphor, so often the vehicle for mythic 
leaping, could also be a device for a ki ,nd of cancerous i I lness. 
The cancerous quality was in the manner of the spread of a fear 
akin to what in medicine is cal led metastasis, what in literary 
analysis is referred to as synecdoche.n 

(Bruner, 1962c: 12 ) 

In 1960, Bruner published !! li he Anguished Quest for ldentitl ' 

(Bruner, 1960a), and "The Functions of Teach i ng n (Bruner, 1960b). He 

also published "Individual and Collective Prob lems in the Study of 
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Thinking" (Brurr.er, 1960c) , which provides an excellent updating of the 

literature of cognitive psychology from the days of A Study of Thinking, and 

addresses the whole issue quite differently. Bruner looks at the problem of 

organization in the I ight of a concept cal led "propositional calculus 112 

which he contrasts with what he cal Is the 'prescriptive' style of Newel I and 

others of the Rand group. He suggests agreement with George Mi I ler's com

ment that there is no reason to be! ieve that God i ss ued us an insurance 

policy against complexity, and proceeds to describe some of the complexities 

with which the pursuit of understanding of thinking and memory is faced. 

Bruner points out considerations of language and of myth as they have to do 

with thought, and we wi 11 eventually see him concentrating on the issues of 

early language in his personal pursuit of the sources of rationality. 

A number of researchers in and around the tie!~ of cognition are 

recognized in this paper, and their approaches defined (albeit briefl y) . 

This work was, tor its time, an excel lent source paper tor the field of 

cognition . 

In the Spring of 1959, Dr. Randal I Whaley, Director of the Education 

Office of the National Academy of Sciences, cal led Jerome Bruner to initiate 

what came to be cal led the Woods Hole Conference. The National Academy of 

Sc iences had taci I ities tor such a conference in a lovel y setting on Cape 

Cod, Massachusetts in a place cal led Woods Hole. It was here that tor ten 

days in September, 1959 , al I manner of scientists and educators, thirty-five 

in al I, came togethe r under the chairmanship of Jerome Bruner to discuss 

education and its methods. Represented were the fi e lds of mathematics, 

psycho logy , h i s t o ry , educat ion, physics, cinemat og ra phy , b io logy , th e 

2 My co ll eag ue , Kev in Corker, sugges t s as a reference tor propos iti ona l 
ca lc ulus , McCu ll och , W. and W. Pitts , 11 A Logica l Ca lcu lus of the Ideas 
Imman en t in Nervous Activity," Bulletin of Ma th ema tica l Biophysics, 
~ :115-133, 1943 . 
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classics, and medicine. l h attendance were Robert Gagne 3 , Jerrold Zacharias, 

Kenneth Spence , Barbel lnhelder, George Mi Il e r, Francis Friedman, John 

Latimer, Lee Cronbach, Randall Whaley (this time in his role of physicist 

with Purdue University), and many others. Most of the members of the con 

ference attended for ten days. B. F. Skinner came for a day to talk about 

his teachin g machines, but even during the brief time he was their he felt 

he was unfairly attacked by Zacharrias on an is s ue where he had, in fact, 

used Zacharrias' own data (Skinner, Interview, 1978). All in all, however, 

the conference app,eared to provi,de more communi cat ion than conflict. Out of 

this conference would come a report by the Chairman, Jerome Bruner, which 

was pub! ished as the book, The Process of Education. By 1970, this book 

had been translated into twenty-one languages (Hal I, 1970). 

Once again, the world and its politics, at this point the politics of 

the cold war, shaped the direction of science and its pursuits, and, because 

of its direct relation, of education as we! I. Bruner later looked back on 

this period and commented, 

"The year of 1959 was a time of great concern over the intellectual 
aimlessness of our schools. Great strides had been made in many fields 
of knowledge, and these advances were not being refl ected in what was 
taught in our schools. A huge gap had grown between what might be 
cal led the head and the tai I of the academic procession. There was 
great fear, particularly that we were not producing enough scientists 
and engineers ... lt was the period ... shortly after Sputnik ... " 

(Bruner , 1971b) 

The national competitive spirit that arose from the la unch ing of 

the first Sputnik , and a month I ater, Sputn ik I I, with its passenger, the 

dog, Lai ka , by th e Soviet Un ion, October 4, 1957, has been noted by 

3 In 1965, Gagne pub li shed The Conditions of Learn ing, in which he 
states that the book is intended to answer the question, "What is 
known about the process of learning that can be put to use in 
designing a better education?" (Gagne, 2nd ed., 1975:v). 
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Hi lgard as instigating a special educational awareness (Hi lgard, Lecture at 

UCLA, May, 1978); the tear of the advancing technology of the Soviets 

created a I ively activity in the United States. Catching up with and get

ting ahead of the Soviet Union became a national priority, and education 

was the prime mover. Educational psychology was the natural outgrowth of 

Jerome Bruner's interest in how man reasons; the political temper of the 

times, however, made the direction of Bruner's research on a timeless theme 

particularly timely. 

The Process of Education attends to tour major themes: 

structure: "To learn structure, in short, is to learn how things are 

related" 

readiness for learning: " ... the foundations of any subject may be taught 

to anybody at any age in some form" 

intuition: "the training of hunches 1
' and 

interest, or motivation: "the desire to learn and how it may be 

stimulated. 1
' 

Bruner describes an attitude toward learning: 

" ... Mastery of the fundamental ideas of a field involves not only the 
grasping of general principles, but also the development of an atti
tude toward learning and inquiry, toward guessing and hunches, toward 
the possibi I ity of solving problems on one's own. Just as a physicist 
has certain attitudes about the ultimate orderliness of nature and a 
conviction that order can be discovered, so a young physics student 
needs some working version of these attitudes if he is to organize his 
learning in such a way as to make what he learns usable and meaningful 
in his thinking." 

(Bruner, 1960e) 

He speaks of 

" ... The s hrewd guess, the terti le hypothesis, the courageous leap to a 
tentative conclusion -- these are the most valuabl e coin of the 
thinker at work, whatever his I ine of work. Can school children be 
let to master thi s gift? n 

( Ibid.) 
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Bruner says something of the "spiral curriculum," that is, the idea that a 

curriculum shou ld turn nback on itself at higher levels;" a concept related 

to the idea that anyone can be honestly taught the foundations of any 

subject at any age. Bruner explains 

" ... that intellectual activity anywhe re is the same, whether at the 
frontier of knowledge or in a third-grade classroom ... the difference 
i s in degree , not kind. n 

( Ibid. ) 

Bruner suggested that the need was for more concrete and less abstract 

notions in the classrooms of the young, and he insisted, as i s consistent 

with his ear lier views; 

nwe may ta ke as perhaps the most general objective of education that 
it cu It i vate exce I I ence." 

( I bi d. ) 

The theme sti 11 exists t oday; he presses the Minister of Education in 

England t o 

i ' ••• s tan d up to al I this ... about elitism and bui Id up the centers of 
exce I I ence. 11 

<Bruner , Interview , 1977) 

Th e Process of Educati on was an enormous s uccess , and Jerome Bruner 

s uddenly found himself in the national l imelight. He was asked to give the 

Key note Address for the Nati onal Educati on Association, and thus found 

himself listening t o the awesome echoes of his own voice in Mad ison Sq uare 

Ga rden. The press was pay ing attent ion : the Washington Post, various 

newspapers and magazin es , and Henry Luce himself, o f Time-L ife . Bruner 

spoke also on t hese iss ues with the t hen Sena t or Joh n F. Kennedy , with 

whose presidential a dmini s trati on he would have dealings as well . It was 

qu ite a sp lash ! 
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Bruner was now immersed in the interests of pedagogy . In !'On Lea rning 

Mathematics" (Bruner, 196Od) , first published in The Ma themati cs Teacher, 

and late r in On Knowi ng, Essays for th e Lett Hand, Bruner reported on 'a 

notion of the philosopher 1/Je ldon 1
' with rega rd t o discriminations among 

diffi culties, puzzles and problems. These ideas come up again in Bruner's 

writings; rough ly translated, it came to this: 

difficulty: a minimum tro ubl e - not knowing exactly how t o get from here 

to th e re ... an imprecise sort of quandry 

puzzle: 

problem: 

a game with precise rules and a precise definition o f th e 

is s ues at hand; a puzzle has definite g ivens and definite 

constraints 

a difficulty on which we impose a puzzle. 

Bruner defines the task of the mathematician as a student of th e 

puzzle, but insists that his job is not np ure pu zz le mongering," but 

rather the establishment of exemplars (o r generalities of tami lies of puz

zles) and of kinship among puzzl es . For exampl e, he cites commutative, 

associative and distributive laws in mathematics. 

The conviction of Bruner's that "to understand somet hin g wel I i s t o 

sense wherein it i s simplen is fundamental in the concept of th e s piral 

cu rri c ulum. In this paper Brun er also addresses th e question as to 

whether a pa rti cu lar item is, indeed, worth knowing: 

n1 can think of on ly two good criteria and one middling one for 
deciding such an is sue: whether the know ledge gives a sense of 
delight and whether it bestows th e gif t of intellectua l travel beyond 
th e info rmati on g iven , i n the sense of containing within it th e bas is 
of a genera li zat ion . The middling cr ite ri on i s whether th e knowledge 
i s usefu l. :' 

and he reminds us that, as Cha rl es Sanders Pierce commented, 

"use ful knowledge t akes care of itse lf .. . 11 

(Brune r, 196Od) 
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Bruner then addresses the readers own 'pleasure principle.' He seems 

to anticipate a reader saying, "Theorizing is fine, but what's really in it 

for me?" and in this case he says, 

:'But what of delight? It you should ask me as a student of thought 
processes what produces the most fundamental form of pleasure in man's 
intellectual lite, I think that I would reply that it is the reduction 
of surprise and complexity to predictability and simplicity. But 
immediately there is a paradox. For it is the act of reducing sur
prise and complexity that gives pleasure. The road is better than the 
inn, tor there is not al I that much de! ight in simple unsurprisingness, 
and the cry 'not that again' is surely a cry of dismay. It is pre
cisely this readiness tor new acts of simplification and surprise 
reduction that provides the thread of delight in what we have cal led a 
spiral curriculum. The great structural themes in learning lent 
themselves to just such an approach ... r: 

( Ibid. ) 

We wi 11 find progressively that publications wi 11 appear in two or 

three places each; some would appear in collections of Bruner's writings, 

some of which became quite popular. This is not to say that Bruner's work 

lacked novelty (though surely there is more redundancy in these years and 

forward than there was in earlier work), but rather that the demands on his 

time and tor his views were increasing very rapidly. So it is that the 

essay "On Learning Mathematics'' was pub! ished in the two places we 

mentioned earlier, and in the Proceedings of the 1961 Summer Conference, 

The Image of Man (Western Washington State Co I I ege Bu I I et in) as we I I. This 

item would appear, however, as only one entry in Bruner's bibliography of 

nearly 250 books and papers. There are only rare incidents when a slightly 

modified article wi II appear in two places on this list of publications . 

When one of Bruner's friends said to him, "You should write more!", Bruner 

replied, 1'You cruel man! I write al I the time!" (Bruner, Interview, 1977). 

I, tor one, second the response . 
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Jerome Bruner spent many years dealing with the ideas of learning, 

thinking and teaching, and we wi I I discuss some of this work in later pages. 

For now, we w i I I I ook at some of the other important things happening in 

Jerome Bruner ' s life during these years . 
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FROM CONFLICT TO CON SOLIDATION 

Family ... 

On January 16, 1960, in that period between the Woods Hole Conference 

and the publication of its issue, The Process of Education, Jerome Bruner, 

after a brief and intens e courtship, married Blanche Marshal I Mclane. The 

collective family was of a good size 1 , and Bruner comments with clear 

pleasure on the sense of sharing which has pervaded the relationship 

through the years. 

BI anche Bruner had raced sa i Ii ng vesse Is for years before her 

marriage to Jerome, and they took great delight in sailing together. She 

assisted him in his research for a bit, but in the main she has had her 

own activities. She paints, her style differing with her mood; she is an 

accompl ished s eamstress , t a kes great joy in he r ga rde n, and s et s a 

delightful and abundant table, always sure that there is a I ight directed 

to "Jerry's" food (!II think it may be from his blindness as a child, but 

he likes to see what he is eating. It ). She is, it seems, that marvelous 

combination of real time earth mother with ever evident gentleness, and 

cultural and intellectual partner to her husband. Bruner says of Blanche 

that she "tends to be more existential an d more involved with her round 

of things than I am. She's more with the structure of experience, 

think, than I am 11 <Bruner, Interview ,. 1977). It appears a happ y 

1 The Process of Education was dedicated to al I of the children: 
Jane, Angus, Bonnie, Whit, Lyn, Sandy and Jock. 
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combination. There are those who know Blanche Bruner who consider her to 

be indeed a very private person; quite a feat, since she is married to a 

very pub Ii c man! 

Jerome Bruner does not mention his family often in his writing, 

however he does record one incident concerning Bonnie, Blanche's 

daughter, whom Bruner holds most dear. It is clear that this kind of 

situation takes al I one's ski 11 as a parent, as an educator, and as a 

psychologist: 

" ... she was applying for entry to a college that requires applicants 
to write an autobiographical sketch. She wrote one and brought the 
piece to me for comment. It was very much her - ful I of her warm 
enthusiasm - yet the written document was almost a caricature of a 
warm-hearted girl. It is difficult to be graceful in one's comments 
about another's writing, and the more so when there is a close bond 
between the critic and his charge. You cannot say to a 17-year-old 
girl, however gay your tone of voice, 'My dear, this is gushy.' The 
diagnosis of gushiness carries no remedial prescription with it. I 
stumbled on the happy formula. Could she rewrite the piece without 
a single adjective, not a one? Two hours later she returned with 
the news that her first draft had been disgustingly effusive, that 
should have told her so, and that in spite of my failure in candor 
the sketch was being rescued from its original state. I suspect 
something more happened than just a change in writing.a 

(Bruner, 1966 f : 110) 

The Center for Cognitive Studies ... 

Work was going wel I. 

McGeorge Bundy extended an info rmal invitation to Jerome Bruner t o 

get involved in government, but Bruner declined, confirming hi s convic

tion that his place was in academia and s pecifically, at that point, at 

Harvard. 

Ps ychology at Harvard had, by 1960 become la r gel y an in c rea s ingl y 

s plit domain of S. S . Steve ns and 8. F. Skinne r. There wa s , of course , 
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Henry Murray's Psychological Clinic, and there was also the Department of 

Social relations which, we recal I, had been established for those whose 

application of psychology was to society. Though Bruner, as E. G. Boring 

recorded, had been instrumental in its estab lishment, the goals of thi s 

department did not address his current interests. 

So it was that Jerome Bruner and his good friend and col league, 

George Mi Iler, estab I ished the Center for Cognitive Studies at Harvard . 

The Center provided Mi Iler, Bruner, and the many others involved with it 

a grand and happy meeting ground for excel Jenee in psychology, one in 

which they would al I thrive . 

It was an exceptionally good time for obtaining funds, as there was 

a :rpost-Sputnik" enthusiasm for research that has been hard to match in 

our history. Bruner and Mi Iler applied to the Carnegie Foundation and 

were funded for five years. The Cognitive Center would, over the years, 

receive financial support from many sources, among them the Ford 

Foundation, the National Institutes of Health, and the U. S. Office of 

Education. 

The Center took up resi1dence at 61 Kirkland Street (the present 

William James Hall, center for psychology at Harvard, is at 33 Kirkland) . 

Historians, linguists, philosophers psychologi s ts of many shades of 

interests, and scientists of many other disciplines offered their views, 

and students and faculty alike seemed to flourish in spirit and 

intellect. The Center for Cognitive Studies dealt in excellence. 

That the Center was a success was acknowledged by B. F. Skinner, 

though he noted he "had nothing to do with it" (Skinner, Interview, 

1978). There was admiration from Henry Murray who, as a paragon of 
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independence himself, no doubt enjoyed watching this tel low Jerome Bruner 

turn things upside down and get things going. 

Bruner described some of t he earl y wor k of t he Cen t e r t or Cogni t i ve 

Studies: 

"A new series of experiments was begun in 1960, with the objective 
of exploring the course of human intellectual development. These 
were not directly concerned with individual differences or with the 
effects of school instruction proper but rather with the maturing of 
various cognitive operations. Indeed, it would be misleading to 
describe the opening of this phase of research as a 'series' of 
experiments. The approach was too inductive and exploratory from 
the outset to merit so purposeful a description. The first work was 
carried out by an informal seminar consisting of a few graduate 
students and a few faculty members at the newly established Center 
for Cognitive Studies. Work on the development of equivalence for
mation, information seeking, and perceptual recognition was 
undertaken with techniques very similar to those developed for use 
with the schoo I chi I dren studied severa I years before. 11 

(Bruner, Olver and Greenfield, et al., 1966) 

This was, in 1960, the start of the formal work with graduate 

students and post doctoral tel lows encompassing six years that would 

culminate in the book, Studies in Cognitive Growth (Bruner, Olver and 

Greenfield, et al., 1966). Actually, it was begun in spirit much earlier, 

in tact, probably during Bruner's first visit with Jean Piaget in Geneva 

in 1956. Certainly we can see here that Bruner ~s wel I into seeking 

answers in the developmental view of cognitive psychology. So from cog

nition and its devel op~ent to the natural progression of the psychology 

of education; Bruner goes from how does it happen to how do we make it 

happen better, more clearly, more effectively. He walks across the 

street, as it were, to educational psychology from cognition for the same 

practical purpose as the proverbial chi c ken: to get to the other side. 

Bruner spent several years back and forth between cognition and education, 
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cognition studies being the more abstracted view and educational psychology 

the more applied. But the application itself involved a problem that would 

take Jerome Bruner back to the psychology of society: the issues of 

poverty, of politics, and of the perverseness of the collective nature of 

man would come ful I bloom in Jerome Bruner's life about 1966. Much wi I I 

happen betwee n the time of the establishment of the Center for Cogn iti ve 

Studies and the fulfi I lment of one of its original projects culminating in 

the pub I ication of Studies in Cognitive Growth. We wi I I look next at the 

ensuing five years . 
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1961 THROUGH 1965: MOSTLY PEDAGOGY, PROFESSIONAL SOCIETIES, AND THE CONGRESS 

In 1961, Barbel lnhelder, Piaget's close colleague, worked with the 

Center for Cognitive Studies, no doubt tutoring al I on the Piagetian point of 

view. Henry Murray says of this remarkable lady, 

not course everyone falls in love with lnhelder right away ... she's so 
marvelous ... oh, she's wonderful! 

(Murray, Interview, 1978) 

She seems, in any case, to have gotten on wel I at the Center . 

Bruner was Chairman of the Group on Educational Technology and Training 

studying educational problems in Africa and other underdeveloped countries, 

and somewhere in the early 1960 1 s he became a member of the Education 

Advisory Committee, where he served for a number of years in both the 

Kennedy and the Johnson administrations. 

"The Act of Discovery" <Bruner, 1961a) appeared first in print in 1961. 

In it Bruner notes that "Discovery, Ii ke surprise , favors the wel I-prepared 

mind." He proposes that there are two kinds of teaching: that which keeps 

the stu9ent bench - bound, that is, expository teaching, and that which 

encourages discovery in that the student takes part in the formation of 

hypotheses and evaluations as the data come in. This he cal Is hypothetical 

teaching. 

He says , 

" Emphas i s on discovery in learning has precisely the effect on the 
learne r of leading him t o be a cons tructi onis t, to organize what he is 
encoun t e rin g in a mann e r not on ly des igned to discover regu la rity and 
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relatedness, but also to avoid the kind of information drift that fai Is 
to keep account of the use to which information might have to be put . 
Emphasis on discovery, indeed, helps the chi Id learn the varieties of 
problem solving, of transforming information for better use, helps him 
to I earn how to go about the very task of I earning." 

(Bruner, 1961a) 

Bruner goes on to comment about the effects of internalizing the information: 

"Once internalization has occurred, the chi Id ... is able to go beyond 
the information he has been given to generate additional ideas that 
either can be checked immediately from experience or can, at least, be 
used as a basis for formulating reasonable hypotheses ... To use a meta
phor that David Reisman developed in a quite different context, mental 
life moves from a state of outer-directedness, in which the fortuity of 
stimuli and reinforcement are crucial, to a state of inner-directedness 
in which the growth and maintenance of mastery becomes central and 
dominant." 

( Ibid. ) 

Bruner published two articles in French: "Quelques Observations sur le 

Chaix" in Journal de Psychologie (Bruner, 1961d), and 1'Affrontement et 

D~fense" in Journal de Psychologie Normale et Pathologique (Bruner, 1961b). 
~ 

"Affrontement et Defense" was pub! ished as ilOn Coping and Defending" in 

English, though it did not appear in this version until 1966 (Bruner, 1966f) . 

This article, whic~ is concerned with learning blocks essentially, has a 

more clinical ly oriented qua! ity than we see in most of Bruner's work. 

He defines the key title words: 

coping: respects the requirements of prob I ems we encounter wh i I e sti I I 

res~ecting our integrity 

defending: "a strategy whose objective is avoiding or escaping from 

problems for which we believe there is no solution that does 

not violate our integrity of functioning." 

He describes the need to use defense in preference to coping as the 
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the determining :'sick" factor. Bruner applied these concepts to learning 

blocks with children: 

n ••• their efforts to defend themselves from the activity of learning 
and from its consequences made it extremely difficult for them to 
get into the activity of 'school learning' itself.i' 

(Bruner, 1966f) 

Bruner discussed some of the apparent causal factors, including the 

parental gain/loss situations at home, sibling rivalry, and a number of 

other possible contributing issues. He notes that 

"Gi ven the huma n conditi on, neit he r coping nor de fend in g i s found 
ofte n i n pure fo rm." 

( Ibid. ) 

"The dangerous thoughts of childhood" are seen as developing to 

"pre-emptive metaphors" of cognitive activity. The concept of the pre

emptive metaphor, mentioned before in The Process of Education, is an 

important one. Bruner sees it as representing "a principle of cognitive 

organization that is complexive rather than conceptual," that is, the 

chi Id sees concepts as "things that can hurt me." 

For example, Bruner gives us the case of Angus: 

"What Angus appears to be doing is scanning his environment for 
anything that can be related to his own central retribution-and
injury theme. Once he finds it, he then incorporates it into a kind 
of fantasy about how to avoid hurt or how to bring the harm under 
his own control rather than being caught out by it. The organiza
tion of the concept 'what-wi I I-hurt-me' ... (guarantees) that Angus 
wi I I not 'miss anything that might hurt me or lead me to hurt those 
to whom I feel hostile' ... It is this type of almost cancerous 
growth of a preempting metaphor that is the basis of the kind of 
learning that supports defense and makes coping virtually 
impossible." 

( Ibid. ) 

Bruner sees the chi Id with the I earning b I ock as "the c I ass i c case of the 

doub I e bind - he is damned if he succeeds and damned if he fa i Is." 
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The use of p layfu lness is suggested, and Bruner describes some of his own 

therapeutic uses of this method to defuse situations for these youngsters. 

He explains, 

"The I earning b I ock is not an instance of rebe I I ion and overt 
refusa I to study or attend to lessons ... they fai I ... even when they 
try ... some cases trying is the worst prescription. Whatever the 
'unconscious' means, these children were operating by its 
directions." 

(Ibid.) 

He sums up with, 

;'In a word, then, coping and defending are not, in my op1n1on, 
processes of the same kind that differ merely in degree. They 
differ in kind." 

( Ibid.) 

'
1After John Dewey, What? 11 appeared in the June, 1961 Saturday Review . 

In 1897, when Dewey was 38 years old, he had written 11 My Pedagogic Creed,' 1 

in which he had established five "articles of faith." These included, 

briefly, 

th at a ll education proceeds by the participation of t he in d i v idual 

in the soc ial consciousness of the race, 

that education is a process of livin g and not a preparation for 

future living, 

that the true center is the child's social life, which gives the 

unconscious unity and background for al I efforts and 

attainments, 

that conscious states tend to project themselves in action, and the 

law for preser·1ting ,and treating material is the law implicit in 

the chi Id's own nature, and, finally, 

that education is the fundamental method of social progress and reform . 
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Bruner suggests that between the time of Dewey's writing and 1961 

!'we have lived through a revolution in our understanding of the nature 
of man, his intel I igence, his capabi I ities, his passions, and the 
forms of his growth." 

(Bruner, 1961c) 

As against the "steri I ity and rigidity of the school instruction" of 

Dewey's time, Bruner says, "His was a noble yet tender view of his time." 

Bruner says of his own time, however, that education had the task of trans

mitting the current culture and encouraging the individual to ncreate an 

interior culture of his own." Bruner felt that education must be 

" ... also a provider of alternative views of the world and a 
strengthener of the wi I I to explore them ... The powers of the mind grow 
with exercise. Adjustment is too modest an ideal, if it is an ideal 
pt a 11. Competence ... is much more to the point." 

( Ibid. ) 

Again, we hear of excellence: 

"I would urge that the yeast of education is the idea of excellence." 

and of knowledge, 

°Know ledge is a model we construct to give meaning and structure to 
the regularities in exper ience. The organizing ideas of any body of 
knowledge are inventions for rendering experience economical and 
connected . .. The history of culture is the history of the development 
of great organizing ideas ... experience is not had direct and neat, 
but filtered through the programmed readiness of our senses. The 
program is constructed of our expectations, and thess are derived 
from our models or ideas about what exists and what follows what ." 

( Ibid. ) 

The structure of knowledge, according to Jerome Bruner, is the proper 

emphasis for education, whereas the unity of knowledge is to be found 

within knowledge itself. Bruner, at age 45, defines what he finds to be 

essential to the educated man, and we wonder how differently would he 

have judged the essentials at 25, or if he would judge them differently 

in his s i xti es; His criteria in 196 1 in c luded: 
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" ... knowledge of the natural world, knowledge of the human condition, 
knowledge of the nature and dynamics of society, knowledge of the past 
so that one may use it in experiencing the present and aspiring to the 
future ... To these must be added another - knowledge of the products 
of our artistic heritage that mark the history of our esthetic wonder 
and de I i ght." 

( Ibid. ) 

Perhaps one of Bruner's most thoughtful statements about education appears 

in this writing on Dewey; Bruner says, 

"The process and the goal of education are one and the same thing . 
The goal of education is disciplined understanding. That is the 
process as we 11. !l 

( Ibid. ) 

We move now to a most unremarkable set of papers; we wi I I cover al I 

three of them here, though they appeared in 1965 as wel I as in 1961, since 

they seem to be an encapsulated work. Bruner explains his attitude: 

"It is the lot of each investigator that he must I ive with his own 
demons. Because of either inclination or training, I have hever been 
dnawn to studies of individual difference and consistency ... Dr. Tajfel 
and I have published some work on cognitive risk taking (1961) which 
he later developed far beyond those original studies: for my part I 
have gone on to other, though related kinds of work." 

(Bruner, Olver, Greenfield, et al., 1966) 

The paper to which Bruner refers is entitled ''Cognitive Risk and 

Environmental Change" (Bruner and Tajfel, 1961); it addresses the question 

as to whether breadth of categorizing reflects how people deal with risks 

in errors in judgment. Through an experiment involving 48 Fifth Grade 

students, the authors concluded that there were, indeed, consistencies in 

broad or narrow categorizing, and that the narrow categorizer preferred 

the risk of reacting and being wrong, where he who categorized more 

broadly preferred not reacting to a change, and possibly being wrong. 
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This is the last we hear of narrow and broad categorizing traits under 

this joint authorship unti I 1965, when, under the section of "Brief Articles 11 

in the Journal of Personality and Social Psychology we find a response by 

these authors to two other authors who have criticized their paper . 

Riley W. Gardner and Robert A. Schoen of the Menninger Foundation in 

Topeka, Kansas, published a paper which included a criticism of the 1961 

Bruner and Tajfel article (Gardner and Schoen, 1962). Bruner and Tajfel 

then suggested, in "Width of Category and Concept Differentiation, A Note on 

Some Comments by Gardner and Schoen" (Bruner and Tajfel, 1965a) that the 

manner in which Gardner and Schoen reported the work of others did not live 

up to the standards "that one has come to accept as usual in our journals," 

and Bruner and Tajfel argue the point for several pages. This article is 

followed immediately by Gardner and Schoen's "Reply to the Note by Bruner 

and Tajfel," which is followed, again immediately in the same journal, by 

"A Rejoiner" by Bruner and Tajfel, an acid response, including such com-

ments as, 

" ... The methodological points made by Gardner and Schoen could be of 
'value to others' but only if they did not consist of such busy hiding 
of clearly visible needles in haystacks." 

(Bruner and Tajfel, 1965a) 

It seems a pity that Bruner and Tajfel found it necessary to respond 

to Gardner and Schoen in a manner that smacked of peevishness. It is a 

credit to Bruner that one does not find very much of this kind of writing 

among his papers, but rather finds di s agreements laced with a more pleasant 

good humor, with r.oom provided for the other fellow to have his view. One 

would hope that in the case of these two writings (Bruner and Tajfel, 

1965a,b) there was a true necessity to clarify the issues ... 
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In 196 1, Bruner organized the National Academy of Sciences - National 

Research Counci I Sympos ium on Sc ience Education. He was a member of the 

African Study Group on Mathematics with Jerrold Zacharias. He went to 

Africa, studied problems of school learning in West and in East Africa, 

visited the Univers ity of Dakar, and reported the results in "Report of 

the Working Group on the Application of Technology to Educati ona l and 

Cultural Affairs," June 30, 1961 <Bruner, 1961f) . 

The I ist of activities to which Jerome Bruner committed himself in 

1961 might have been a bit much for anyone with lesser quantities of 

energy. There was the business of the Center for Cognitive Studies, 

resea r c h in general, a forward to McDougal I's Body and Mind (Bruner, 

1961e), Africa, a near-new marriage, children, and, of course, his 

teaching and hi s writing. AHd 1962 would bring more of the same, which, 

for Jerome Bruner, meant more of things different . 
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1962 ... 

Jerome Bruner was, in 1962, more pub I ic a figure than he had been in 

prior years, that is t o say, he became more "visible." In particular, he 

won the American Psychological Association Award tor Distinguished 

Sc ientific Contribution, and he testified before a subcommittee of the 

Committee on Appropriations of the House of Representatives. Before we 

go into the detai Is of these occasions, let us look at his pub I ications 

in 1962. 

On Knowing, Essays tor the Lett Hand was published in 1962 , the 

little book which described in so many wa ys the transitional period of 

Jerome Bruner's forties in the form of essays, each of which we described 

when we discussed the periods in which they were written. In the 

introduction to this book, Bruner notes: 

!! Jn any man's intellectual lite there are only a few topics, only 
a limited set of persistent queries and themes." 

<Bruner, 1962c) 

Some , one must reply when considering the work of Jerome Bruner, have a 

few more topics than others! Bruner also notes that, although he 

emphasizes the artificial separation of the modes of knowing of th e 

scientist and the poet, it was not his principal purpose to serve as a 

mediator between the humani s t and the scientist, but rather "to explore 

the range of th e left hand in dealing with the nature of knowing" 

(Bruner, 1962c). 

The introducti on to the trans lati on of Lev Semenovich Vygotsky's 

except iona l work , Th ought and Lang~~' was written by Bruner (Brune r, 

1962d). Th e o ri g in a l book was published posthumously in 1934 i n Moscow , 
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but was suppressed in 1936, not to reappear unti I 1956, and the translation 

into Engl If s h was first done in 1962, supported by the U. S. Pub li c Health 

Service. Bruner said of Vygotsky 1 that 

" ... he would not brook either reductionism nor mental ism, 
nor the easy Cartesian dualism that opted frontally for one and let 
the other in through the back door ... " 

(Bruner, 1962d) 

and that 

"It was inevitable that his work should disturb the doctrinaire 
guardians of 'proper Marxian interpretation,' particularly during the 
period of the 'batt I e for consciousness. 111 

( Ibid. ) 

Bruner spoke of Vygotsky as "an original." 

It is appropriate that Bruner introduced a book entitled Thought and 

Language; at the time he wrote the introduction, Bruner was deeply 

immersed in concepts of thought, and in a dozen or so years he would be 

academically deeply involved in concepts of language. 

1 Lev Semenovich Vygotsky (1896-1934) 
The back cover of the pocket edition of Thought and Language (1962) 
provides some biographical notes on Vygotsky, some of which we 
include here: 
" ... Vygotsky ... studied at Moscow University and acquired in his brief 
I ife-span a nearly encyclopedic knowledge of the social sciences, 
psychology, philosophy, I inguistics, I iterature and the arts. He 
began his systematic work in psychology at 28, and within a few years 
formulated his theory of the development of the specifically human 
mental functions. He died prematurely of tuberculosis at 38 
leaving 80 unpublished manuscripts. His last work (was) Thought and 
Language." 
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For the American Textbook Pub I ishers, Bruner produced an article which 

he called, "Books, Courses and Curricula" (Bruner, 1962a), which was pub-

I ished in The Chai lenge of Change. It described his views of the nature of 

a book, the "shape and content of a curriculum," and the nature of 

learning. He suggested the possibi I i~y of an Institute of Curriculum 

Development, and described what facilities might ideally be incorporated. 

In another article, this one pub I ished by American Behavioral 

Scientist, Bruner noted, 

"Education, in short, is being brought into the mainstream of 
national I ife - both intellectually and from the point of view of 
forming of po I icy." 

(Bruner, 1962b) 

In this article, entitled, "Introduction: The New Educational Technology," 

Bruner suggests that the "history of the school chair" reflects the style 

of preva i Ii ng theories of I earning "more than the actua I content of such 

theories." 

"When the Thorndikean model of association learning was at its height, 
chairs were ordered in rows, fastened to the floor. The student was 
tacitly regarded as a recipient of materials to be associated or 
otherwise stored away. Dewey's instrumental ism led schoolmen to 
unfasten the chairs from the floor, to group them according to the 
projects at hand. The chi Id-centered school produced a circle of 
seated children surrounding the teacher. The new emphasis on 
phenomenology and the experience of the chi Id - particularly his 
"social perception" - led to the semicircular arrangement." 

( Ibid. ) 

Bruner insists again in this article on the ideas promoted in the 

concept of the "spiral curriculum," the ideas that are involved with the 

restatement of any complex problem in such a manner as to bring it 

"within the reach of any solver." 
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1962 was a busy year for Jerome Bruner: he was President of the 

Society for Social Issues (1962-1963), was Harper Lecturer at the University 

of Chicago for 1962, and was sti I I a member of the Advisory Board of 

Educational Testing Service (with which he had been associated since 1960) 

and of Educational Services, Incorporated (as he had been since 1959). 

It was late in February in 1962 when Jerome Bruner testified at 

hearings before a Subcommittee on the Committee for Appropriations of the 

U. S. House of Representatives, for the National Science Foundation (in its 

second session, which was entitled in its record, "High I ights of Science in 

the United States'') (High I ights of Science in the United States. 1962) . 

Testifying also was Bruner's good friend, Jerrold Zacharias, who had done 

considerable work on revision of curriculum for physics classes in high 

schools, and who was then Professor of Physics and Head of the Laboratory 

of Nuclear Science at the Massachusetts Institute of Technology. 

The record iOf the hearings makes fascinating reading; it appears as a 

slice of history of the recent developments of science. It was but those 

few short years ago that the congressional subcommittee was instructed by 

James Van Allen about the Van Allen Belts, by Frederick Seitz (Head of the 

Department of Physics at the University of I I linois) about solid state 

physics and the LAZER Project, then quite new, by Nobel Prize winner 

Edward M. Purce I I about nuclear physics and radio astronomy, and by Phi lip 

Handler (Biochemist at Duke University) about molecular and eel lular 

biology and, among other things, about progress in information about 

hereditary diseases. 

In fo l lowing with his testimony these erudite explanations, Bruner 

said, 
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"I shall be telling you about a discipline which is not so mature but 
which is certainly showing every healthy sign of a vigorous and 
brawling childhood. My concern is with the field of psychology and 
particularly with the nature of the higher mental processes. '' 

(Highlights of Science in the United States, 1962) 

Bruner discussed in his testimony, in the main, such matters as perception 

on varying levels; the subcommittee questioned him (since he was a 

psychologist, one must presume) on such matters as Communist brain washing 

techniques, mental disturbance, and hypnotism. All in all, it must have 

been a most interesting experience. 

Jerome Seymour Bruner received the American Psychological Association 

Distinguished Scientific Contribution Award in 1962. It was the seventh 

year the Award had been given (three persons received it each year), and 

his co-winners were Wi 11 iam K. Estes and Harry Helson . 

Each recipient was presented with a citation and with a check tor 

$1,000. B. F. Skinner was the chairman of the five man Committee tor 

Selecting the Recipients of Awards tor Outstanding Contribution to 

Scientific Psychology, but it was Ernest R. Hi lgard who substituted tor 

Skinner in the presentation. Bruner's citation read: 

"For his terti le and ingenious contributions in the great tradition 
of American functionalism to the study of strategies and tactics of 
man's informational transactions with his environment. His provoca
tive 'new look' at man as perceiver launched a decade of research 
and controversy, extending our knowledge of the perceiver's contribu
tion to his own perceptions. A related concern with man's efforts to 
make personal sense of an ambiguous world informed his substantial 
contributions to the study of pub! ic opinion. More recently, he has 
joined able colleagues in ground-breaking research on fundamental 
aspects of conceiving and thinking to deepen our understanding of how 
man processes and transforms information tor his uses. As a good 
functionalist, he has recogn ized no barrier between laboratory and 
practical world, borrowing freely tor the laboratory in s ights g leaned 
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from school or c li nic and, most recently, bringing hi s research
informed wisdom to bear in a searching and influential examination of 
'the process of education ."' 

(American Psychological Association, 1962) 

Nineteen hundred sixty-two was, it is c lear , an interesting and productive 

yea r . 
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1963 ... 

In 1963 Jerome Bruner us es a very wide variety of pub I ications as 

outlets for his work. We find nHow We Learn and How We Remember i' in the 

Harvard Alumni Bulletin (Bruner, 1963a); "Looking at the Curriculum" in 

a Toronto publication, The Educational Courier,<Bruner, 1963b); "Needed: 

A Theory of Instruction" in a journal called Educational Leadership 

<Bruner, 1963c) ; "Schoo l for Wives" in The Winsor Club Bui letin <Bruner, 

1963d) and, "Structures in Lea rning" in NEA Journal (Bruner, 1963e). 

This author has not been able to obtain copies of any of these articles, 

however it is possible that Robert R. Leeper, in his introducti on to 

a booklet incorporating the presentations of the NEA ASCD St. Louis 

Conference in 1971, entitled Dare to Care/Dare to Act, may be referring 

to this article when he says, 

"Dr. Bruner perceptively analyzed the thinking and c limate in 
society and in education at the time of his 1963 presentation at an 
earlier ASCD Annual Conference in St. Louis. He openly and graphi
cally portrayed the feelin g that was prevalent at the time that 
rati onality alone, when introd uced ski I lful ly and pervasively, 
could redeem both education and society ... " 

(Leeper, 197 1 ) 

Leeper goes on to say how Bruner's views had changed by 1971, and we 

wi I I see thi s come about as Bruner tries to apply this thinking in th e 

practical world of education and the society it attempts t o serve. 

Bruner wrote "Observations on the Learning of Ma th ematics 11 with 

Helen Kenney (Bruner and Ke nney , 1963) in which the authors refer t o 

" the explosion of interest in the t eaching and learning of mathematics . '! 

Of particular interes t i s a means of teach i ng the idea of a quad rati c 
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equation by using wood in blocks and strips in such a manner as to 

demonstrate this notation. Fi1gure 5 i I I ustrates the components for the 

construction as developed by Z. P. Dienes. We can see that the longer 

sides are labeled (arbitrarily) "X", and the shorter sides, 11 1. 11 If we 

put the pieces together we have X2 (the large square with X on each 

side), plus four of the lengths of X, or 4x, and then we have four of 

one on each side, or 1 times 4, which is 4. Simply put, we have 

X2 + 4X + 4 

or a quadratic equation. 

The authors discuss several theorems in their efforts to present 

the work of innovative teachers in mathematics and to encourage the 

active participation of the student. This work is part of the approach 

we wi 11 see in education to which Bruner subscribes emphasizing both 

novelty and the active involvement of the student. 

Jerome Bruner and Rose Olver published "Development of Equivalence 

Transformations in Chi I dren" (Bruner and O Iver, 1963) in Monographs of 

the Society for Research in Chi Id Development. The authors tel I us, 

"We happen to be of the school that assumes that associations do 
not just happen, and that they are governed by certain rules, and 
that these are the result of certain rather complex transforma
tions imposed on data by active, collective, I imitbound, talking 
organisms." 

(Bruner and Olver, 1963) 

In the experiments reported, children from a I ittle over si x 1years to 

about eleven and one-half years old were presented two words together 

( for examp I e, "be I I!! and "horn 11
) and asked how a Ii ke and how different 

they were. Then words were added unt i I there were nine words in a I I, 
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and the same questions were asked. The strategies the children showed for 

encoding the information were analyzed. The authors concluded that 

" ... what distinguishes the young chi Id from the older chi Id is the 
fact that the young one is more complicated than the older one, not 
the reverse." 

( Ibid. ) 

The authors continued, 

"The effect of the complexity is not only to produce cognitive 
overload ... but also to establish structures that are less amenable 
to change through experience and I earning ... You w i I I note that 
(these points) are quite counter to ... S-R theories. 11 

( Ibid. ) 

It is interesting to note that while in the first grade, girls are at 

about the level of fourth grade boys, by the time they are at the sixth 

grade, both boys and girls tend to perform at about the same level. 

The authors speculate concerning their results: 

"May it not be the case that development consists of finding 
techniques for being simple with respect to information?" 

( Ibid. ) 

During the summer of 1963, the President's Advisory Committee Panel 

on Educational Research and Development, through grants from the 

National Science Foundation and the U. S. Office of Education, sponsored a 

conference at Harvard dedicated to the subject o f lea rning and development. 

Jerrold Zacharias chaired the conference, but it was Bruner who edited the 

proceedings, which were pub I ished in 1966 under the title Learning about 

Learning (Bruner, 1966 i). 

Bruner writes in the preface of his book Toward a Theory of 

Instruction that some of the themes of the essays of that book he first 

thought of because of discussions at that "lively conference." 
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In a luncheon address for the Educational Testing Service's Invitati ona l 

Conference on Testing Problems (November 2, 1963), Bruner discussed 

"Growing" (Bruner, 1964c). He scattered Brunerian definitions of terms then 

being bandied about the field of cognition throughout the talk, for example, 

''I shal I take it that by thinking we mean that an organism h~s freed 
itself from domination by the stimulus, that he is able to maintain an 
invarient response in the face of a changing stimulus input or able to 
vary response in the face of an invariant stimu lus environment ... " 

(Bruner, 1964c) 

Then he speaks of the "means whereby an organism effects this freedom 

from stimulus control" as the mediating process: 

"A mediating process consists at the very least of some representation 
or model of the environment plus some rules for performing transforma
tions on the representations such that the organism can represent not 
only past and present states, but also states of the world that might 
exist." 

Cl bid.) 

Then he says , 

"In this case I shal I define the world simply as the recurrent 
regularities in man's experience." 

( Ibid. ) 

Bruner speaks of modes o f representation, and reviews the views of others 

with special attention to Piaget; then he states what every parent has 

already discovered, 

"By the age of three th e c hi Id has become a paragon of sensory 
distract i bi I i ty ... " 

(Ibid.) 

Bruner advises us that 

"If a given generation succeeds we I I, then the next generation c Ii mbs 
on its shoulders. In an ironic vein, we can turn Haeckel 's formula 
ti on on its head . Where human evolution is concerned, it is the case 
that phylogeny r ecap itul ated ontogeny rathe r than vice versa." 

( Ibid. ) 
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He adds, 

ll ••• when we have fully exploited where ... the individual is able to go, 
then we wi I I be in a position to estimate where the species might go." 

(Ibid.) 

Another conference, held at Lesley College in Cambridge, Massachusetts 

produced a proceedings entitled, New Directions in Ki ndergarten Programs. 

Bruner's presentation was called, "Is Well Begun Half Done? i, (Bruner, 

1964d) . 

Another year had gone by, and there had been a mix of pub I ications 

in cognition and in education, both from the point of view of learning 

and that of teaching ... and there w i I I be more of these in 1964 . 
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1964 ... 

In 1964 Bruner received an honorary degree (D.H.L.) from Lesley College; 

and it was a year in which he pub I ished a number of papers. He began, as 

we! I, to put together the essays which would culminate in the book, The 

Relevance of Education (Bruner, 1971a). Bruner noted in the preface of this 

book that the essays were written between 1964 and 1970; he says these were 

"years of deep and tumultuous change. They were disturbing years ... 
They had an impact in their own right, amp! ified by my increasingly 
strong involvement during the period with very young human beings. 
These were my 'subjects' in experiments and observations. The 
contrast between the exterior social turbulence and human helplessness 
I was studying kept imposing itself." 

(Bruner, 1971a) 

We see Bruner using his pen to order his thoughts. If Bruner finds 

the sum of his various approaches to a concept or related set of concepts 

as reasonably cohesive, we are I ikely to see a book and we are I ikely to 

see it in about five years from his first expression of interest in the 

subject. These books, particularly those containing essays, seem to give us 

a picture of the philosophical struggles in which Bruner engages in the 

process of the development of the research in a field. Sometimes they are 

the gathering together of his thoughts after he has "wrapped up" a bit of 

work, a sort of "summing up" (a phrase oft used by Bruner). These books 

tend to set together the gestalt of groups of Bruner's experiences, and 

are very valuable in reviewing his work. In addition, of course, they 

provide de! ightful reading with which to intersperse the rather dryer 

reportage of the experimental studies in which he is ever engaged. 

On the 23rd of Apri I, 1964, Bruner addressed the Association of Higher 

Education of the National Education Association in Chicago on "On Teach ing 

185 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

Teachers'' (1964e). His sugges tion for the more effective transition of 

knowledge was that the teacher both be trained to understand the many ways 

in which a student might go about learning a subject, and in an under

standing of the psychological processes involved in learning for each 

student. No smal I task. I find it of particular interest that in 1964, 

Bruner could refer to a teacher as "she" almost exc lusively (and did, when 

referring to teachers of the pre-college student) and not be emphatical ly 

attacked as sup porting a sexist view! A fe I I ow ( or for that matter, a 

lady) could not proceed in such a manner today! 

Ernest Hi lgard edited the Sixty-Third Yearbook of the National 

Society of Education, Part (Theories of Learning and Instruction) in 

which Bruner pub Ii shed "Some Theorems on I nstruot ion I I I ustrated v✓ i th 

Reference to Mathematics" (Bruner, 1964g). It later appeared in a revised 

version under the title "Education as Social Invention" in The Re levan ce 

of Education (Bruner 1971a). This paper sums up a good deal of the work 

that Jerome Bruner had been doing with J. P. Dienes and others. He notes 

"Dr. Dienes particularly formed our thinking about the mode of 
presenting mathematical material ... " 

(Bruner, 1964g) 

He acknow !edged severa I other persons as wel I who had to do with the math 

tutoring study reported in this paper. 

"A theory of instruction is prescriptive in the sense that it sets 
forth rules concerning the most effect ive way of ach ie v i ng know ledge 
or ski 11. By the same t oken, such a theory provides a yardstick for 
criticizing or evaluating any particular way of teaching or learning 
... A theory of instruction is a normative theory. It sets up 
criteria and states the conditions for meeting them. 11 

(Ibid.) 
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Bruner proposes four major features in his theory of instruction; they 

have to do with, in brief, what he terms predispositions, structure and the 

form of knowledge, sequence and its uses, and the form and pacing of 

reinforcement. With regard to predispositions, he emphasizes, 

" ... predisposition to explore alternatives. For it is this 
predisposition that is often most affected by cultural and 
motivational factors." 

(Ibid.) 

He notes that 

" ... exploration of alternatives requires something to get it 
started, something to keep it going, and something to keep it from 
being random." 

( Ibid. ) 

translated, then, into activation, maintenance, and direction. 

The second feature, structure and form of knowledge, leads Bruner to 

his often repeated contention that "Any idea or problem or body of 

knowledge can be prese nted in a form simple enough so that any particular 

learner can understand it." He characterizes structure as involving 

mode of representation (enactive, ikonic, and symbolic), economy, and 

effective power. There is an interesting note here on the relationship 

between economy and power: 

"Theoretically, the two are independent: indeed, it is clear that a 
structure may be economical but powerless. But it is rare for a 
powerful structuring technique in any field to be uneconomical. 
This is what leads to the canon of parsimony and the faith shared by 
many scientists that nature is simple: perhaps it is only when 
nature can be made reasonabl y simple that it can be understood." 

( Ibid. ) 

As to the third feature, sequence, Bruner suggests that the order of 

s tatements and restatement s must be done in such a manner that the 

lea rner ca n not only gra sp what he i s learning, but transform and transfer 
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that learning, that i s , the learner needs to be ab le to genera li ze. Bruner 

says, 

"In short, the sequence in which a learner encounters materials within 
a domain of knowledge affects the difficulty he wi I I have in achieving 
mastery." 

( Ibid. ) 

The fourth feature of instruction, reinforcement, is, according to 

Bruner, highly dependent upon timing to be most effective. He says, 

"Learning depends upon knowledge of results at a time when and at a 
place where the knowledge can be used for correction ... The tutor must 
correct the learner in a fashion that eventually makes it possible 
for the learner to take over the corrective function himself." 

• (Ibid.) 

• 

• 

• 

• 

• 

• 

As one might conclude, an article entitled , "Some Theorems on 

Instruction I I lustrated with Reference to Mathematics," rightly provides 

an example of instruction which concerns the teaching of mathematics. The 

teacher, in this instance, was Z. P. Dienes, and 

"his assistant was a professor of psychology at Harvard who has 
worked long and hard on human thought processes." 

( Ibid. ) 

We may, hope, assume this assistant to be a modest Jerome Bruner. 

In a class of two eight-year old boys and two eight-year old girls, 

Dienes taught quadratic equations in the picturesque way described · 

earlier and i I lustrated in Figure 5 , as part of his effort to encourage 

the students to "form perceptua I images" of mathemat i ca I ideas . 

In "The Course of Cognitive Growth" <Bruner, 1964a) we see an 

approach to cognition swiftly moving into developmental psychology, an 

effort to go on his own by Bruner, rather than to just review and to 
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the work of Piaget (or the 'Geneva School,r as he cal Is it). One senses 

that on this occasion, as he has done on others, Bruner would I ike to just 

sit back and look over the field, take stock, and decide the direction in · 

which the work appears to be headed. When this happens, we get some sort 

of "state of the art" paper, as we have seen before. "The Course of 

Cognitive Growth" strikes this author as one of those. We read, 

"Growth depends upon the mastery of techniques and cannot be 
understood without reference to such mastery. These techniques are 
not, in the main, inventions of the individuals who are growing up; 
they are, rather, ski I Is transmitted with varying efficiency and 
success by the culture - language being a prime example. Cognitive 
growth, then, is in a major way from the outside in as wel I as from 
the inside out . 

"We move, perceive, and think in a fashion that depends upon 
techniques rather than upon wired-in arrangements in our nervous 
systems." 

(Bruner, 1964a) 

We see Bruner restate the modes of representation (enactive, 

ikonic and symbolic), and the need for representation of recurrent 

regufarities, as wel I as the primary importance in memory not so much of 

storage as of retrieval. Language again comes to the forefront as an 

integral part of cognition, as it did in A Study of Thinking and in 

Thought and Language. Bruner speaks of the need to internalize 

language: 

"Once the chi Id has succeeded in internalizing language as a 
cognitive instrument, it becomes possible for him to represent and 
systematically transform the regularities of experience with far 
greater flexibi I ity and power than before. 

"What is significant about the growth of the mind in the chi Id is to 
what degree it depends not upon capacity, but upon the unlocking of 
capacity by techniques that come from exposure to the specialized 
environment of a culture ." 

( Ibid. ) 
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Years later, Jerome Bruner looked back on this period and remembered 

"American educational reform in the early 160 1s was concerned 
principally with the reconstruction of curriculum. The ideal was 
clarity and self direction of intellect in the use of modern 
knowledge." 

(Bruner, 1971a) 

Bruner's presidential address for the Society for the Psychological Study 

of Social Issues, "Education as Social Invention," pub I ished in the 

Journal of Social Issues in 1964 (Bruner, 1964b), affirms his memory of 

these years. In it he says that he should I ike to 

" ... argue the critical importance of redefining afresh the nature, 
direction, and aims of education if man is to remain free to develop 
his fu I I potent i a I as a human being." 

CB run er, 1964b) 

He continued, 

"··· I deeply believe that education must be viewed as a social and 
moral issue before it can be approached sensibly as a technical 
one." 

( Ibid.) 

Bruner tel Is us as wel I that he 

" ... cannot work up much enthusiasm for phi lsopher-kings, 
psychologist-kings, doctor-kings, or even mixed-committee kings . 
The political process -and decisions about the aims of education 
must work their way through that process - is slow, perhaps, but is 
committed to the patient pursuit of the possible." 

( Ibid. ) 

Jerome Bruner's patience with the political process with regard to 

education wi I I wane, and wi I I be replaced by a sort of wise cynicism 

mi xed with disappointment at a somewhat later date, but for now he says, 

"It is, if you wi 11, the psychologist's I ively sense of what is 
possible that can make him a powerful force." 

( Ibid. ) 
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Along with al I the other things in busy 1964, Bruner wrote a preface 

to Z. P. Dienes' An Experimental Study of Mathematical Learning (1964tl, 

and he wrote a review of Frank Brown's The Non Graded High School, 

which Bruner cal led "A Vivid GI impse of the Future" <Bruner, 1964h ). The 

book described an educational experiment where courses were organized 

into phases which went from remedial through independent study in five 

stages in subjects including math, science, English, and history. Bruner 

quotes Dr. Brown, 

"Motion itself is not the cure tor monotony in the schools; 
I i ve I i ness of image is the key." 

<Bruner, 1964h ) 

In evaluating the system involved in the experiment reported in Brown's 

book (carried out in a high school in Melbourne, Florida), Bruner notes 

that, I ike al I social inventions, the non-graded high school 

" ... has a power to I iberate human energy to an astonishing degree 
- and it is this that makes it so promising." 

( Ibid. l 

It was in 1964, at the age of 49, that Jerome Bruner became 

President of the American Psychological Association tor the 1964-1965 

term, an honor about which he had mixed feelings. He found the job 

itself boring, but the contact with those whom he found tine and 

devoted persons most pleasurable. Jerome Bruner seems to see the value 

of professional associations , while acknowledging, with regret, the lack 

of professional generosity of a good man y of the ir members. 
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1965 ... 

In 1965, two honorary degrees were conferred on Jerome Bruner; the O.Sc. 

from Northwestern University, and the LL.D. from Temple University. He was 

sti I I President of the American Psychological Association through a good 

part of this year, and also held the post of Bacon Professor at the 

University Aix-en-Provence in France. 

In an interview with Elizabeth Hal I, Bruner says, 

" ... in 1965 I took a leav.e of absence from Harvard and taught fifth 
grade tor three months while I was working on school curriculum ... I 
taught each day unti I 1 :15 and came back to my office exhausted. Like 
other teachers, I had to prepare most things myself. .. after you teach 
tor awhile you cannot expend energy that hard and lay your ego that 
constant I y on the I i ne ... " 

(Hall, 1968) 

Bruner described something of the fifth grade class. He said they had 

" ... lectures, discussions, and even seminars ... the children accepted 
the idea of accountabi I ity tor their own utterances - that if you 
said something ... you could be asked to explain without feeling you were 
being cha I I enged or accosted." 

( Ibid. ) 

We who engage in the writing of theses would have done wel I to have 

had such preparatory training! 

Bruner noted in his conversation with EI i zabeth Ha I I that " 1 Man, A 

Course of Study' 'was designed to give teachers back up;" in this remark he 

referred to a paper describing the culmination of an enormous body of work 

covering several y~ars of research. The work originally actually came f rom 

an idea from a series of lectures Bruner and George Mi Iler gave at Harvard 

in a course entitled, "Conceptions of Man." "Man, A Course of Study" 

<Bruner, 1965c) addresses the questions, 

"What is human about human beings? How do they get that way? How 
can they be made more so?" 

<Bruner, 1965c) 
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Bruner convinces us of a kind of mandated serendipity i n learning: 

"Unless t he learner also masters himself, disciplines his taste, 
deepens his view of the world, the 'something' that is got across is 
hardly worth the effort of transmission." 

( Ibid. ) 

In this paper, Bruner considers the humanizing forces of mankind, 

and counts among them tool making, language, social organization, pro

longed childhood, and one's world view, or, as Bruner puts it, man's 

drive "to explain and represent his world." He also says that "The very 

essence of being human I ies in the use of symbols. 11 

As techniques of pedagogy, Bruner suggests the fol lowing: 

contrast - man versus primates, man versus prehistoric man, 

technological man versus primitive man, man versus chi Id 

stimulation - the use of informed guessing 

participation especially in games. 

Bruner te I Is us, 

"If we can concurrently activate a passion for bringing order into 
what has been studied, the task is we! I started." 

( Ibid. ) 

Bruner would have it that each unit of study would be 

" . .. a body of materials and exercises that may occupy as much as 
several days of class time or as I ittle as half a class period ... " 

( Ibid . ) 

giving the instructor considerable choice of emphasis. The course is a 

collection of appropriate units of study, so comprised as to each contain 

six e I ements: mater i a Is for teachers themse Ives ( ca I I ed "ta I ks to 

teachers"), questions for teachers to use and contrasts to suggest, 

reading materials for the student, films, and so forth, al I of which are 
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cal led devices, model exercises to help children develop better intellectual 

habits (Bruner suggests here that the teacher also be supplied with special 

additional devices to enhance the model exercises - these he refers to as 

11 a kind of pedagogical first-aid kit"), documentaries, and such 

supplementary materials as seem appropriate with the experience of the 

teacher and the needs of the students to "f i I I out the standard fare." A I I 

these materials, then, were provided for the course "A Study of Man," and 

the scope of the course was clearly grand. 

"Man, A Course of Study" took years to develop; several continents 

were traversed and myriad cultures observed and reported upon, it was the 

result of conglomerate talents of diversespecialists of a multitude of 

fields. "Man, A Course of Study," then, was a prototype for the appl ica

tion of al I the powerful theoretical concepts Jerome Bruner had brought to 

learning theory and to educational psychology. It was a point of intel

lectual culmination for Bruner: the left and the right hand were brought 

together in a credible, significant, and productive way. This course 

cal led for the best Bruner and a number of other people had to offer. 

He re we get the concept from Bruner of "fa i I i ng we I I.;, One must fa i I , 

he insists, because the ultimate goal must be placed out of reach in order 

to measure the farthest reach of the student; the effort, however, must be 

grand enough to be worth fai I ing at. 

It is of particular interest that the John Birch Society took umbrage 

at this course as anti-religious. The matter even went so far that one of 

the members of the United States House of Representatives considered the 

course a conspiracy of Communi s t s and intellectuals, such as Harvard's 

B. F. Skinner and J. S. Bruner! One finds Skinner and Bruner together in 

such strange places! 
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Bruner recorded in the preface to the book that the first drafts of the 

multi authored Studies of Cognitive Growth (Bruner, Olver, Greenfield, 

et al., 1966) had been completed by the spring of 1965, and that he had 

" .... escaped the distractions of home base by going into hiding in 
London, where I had the wonderful experience of 'reworking' the 
manuscript for ten hours a day, six days a week, for a month. 11 

(Bruner, Olver, Greenfield, et al., 1966) 

We w i I I discuss the book in the next chapter; here we mean on I y to note that 

it is ever amazing that Jerome Bruner can appear to be many places doing 

many things, a I I at once! 

"The Growth of Min,d 11 was Bruner 's presidential a ddress to t he Ame ri can 

Psych o logical Assoc i at io n. First pub li s hed i n t he Ame ri ca n Ps ycho logi s t in 

1965 (Bruner, 1965a), t he pape r can now be f o un d i n at least t hree ot her 

places: two books, The Relevance of Education (Bruner 1971a) and Beyond the 

Information Given (Ang! in, 1973), and as an Occasional Paper for Educational 

Services Social Studies Curriculum Project in 1966. In ''Growth of Mind" 

Bruner explains, 

" S ince a culture , pa rti cu la rl y an ad vance d one , transcends th e bo unds 
of individual competence, t he I imits for individual growth are by 
definition greater than what any single person has previously attained; 
the limits of growth depend on how a culture assists the individual to 
use such intellectual potential as he may possess." 

(Bruner, 1965a) 

He continues with a discussion of the evolution of intelligence as a result 

of bipedal ism and tool using, and other factors of, general human evolution . 

He discu s ses the learning pattern s of bab oons, especiall y the shaping of 

behavior through pee r play activities, and now we wi I I see the idea of play 

in learning graduall y become more prominent in Bruner's writing unti I, in 

1976 , Bruner and his col leagues wi 11 edit a book e ntitled Play: Its Ro le i n 

Evo luti on and Devel o pment (Brun e r, Jo ll y and Sy lva, e ds ., 1976) . 
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The tribal learning behaviors of the !Kung Bushmen of Kalahari (a desert 

area of Southwest Africa) reported in "The Growth of Mind" show a constant 

interaction between child and adult, modeling behavior, and play. There is 

no "teach i ngn as such, rather 

" ... play hunting, play bossing, play exchanging, play baby tending, 
play housemaking. In the end, every man in the culture knows nearly 
al I there is to know about how to get on with life as a man, and every 
woman as a woman - the ski I ls, the rituals and myths, the obi igations 
and rights." 

( Ibid. ) 

Bruner refers to this as a sort of "teaching in context." 

In this paper, Bruner discusses in some detai I the efforts involved 

in "Man, A Course of Study." He concludes, 

"I am deeply convinced that the psychologists cannot alone construct a 
theory of how to assist cognitive development and cannot alone learn 
how to enrich and amp I ify the powers of a growing human mind. The 
task belongs to the whole intellectual community: the behavioral 
scientists and the artist, scientists and scholars who are the 
custodians of skill, taste, and knowledge in our culture." 

( Ibid. ) 

On July 1, 1965, Jerome Bruner gave the keynote address for a day's 

program devoted to 11 New Dynamics in the Schoo I Curr i cu I um, 1
' for the 

National Education Association Convention in New York. The address was 

condensed into an article entitled, "Liberal Education for Al I Youth" 

(Bruner, 1965b). In it he discusses questions on education which he feels 

to be both philosophical and practical, noting they "deal with matters of 

wearying difficulty." Bruner discusses the evolution of intelligence as he 

sees it, the mastery of prerequisites in the course of cognitive growth, 

the spiral curriculum, "knowledge of knowledge," and self image and the 

human condition. He notes, 
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"Perhaps the most important thing that we can do for a growing chi Id 
from the intellectual point of view, is to design curricula for him 
that permit him to achieve sk i I I in at least one area of knowledge, 
to experience the self-rewarding and confidence-giving pleasure of 
going deepl y into something ... " 

<Bruner, 1965b) 

In the paper, "Representation and Mathematics Learning, ll Bruner and 

He I en Kenney ( 1965) fo I I ow up their nobservat ions on the Learning of 

Mathematics" <Bruner and Kenney, 1963) and Bruner's 11 Some Theorems on 

Instruction 11 lustrated with Reference to Mathematics" (Bruner, 1964). 

The concepts of these papers are included in future papers, as forme r 

concepts appear in this summing up, for example, we have action 

(enactiveness), imagery (ikonicism), and symbolism (in this case, the 

1 language' of mathematics): 

" ... while the development of insight into mathematics in our group 
of children depended upon their development of example-free 
abstractions, this did not lead them to give up their imagery. 
Quite to the contrary, we had the impression that th e ir enriched 
imagery was very useful to them in dealing with new problems ... We 
would suggest that learning mathematics may be viewed as a micro
cosm of intellectual development. It begins with instrumental 
activity , a kind of definition of things by doing. Such operations 
become represented and summarized in the form of particular images. 
Finally, and with the help of a symbolic notation that remains 
invariant across transformations in imagery, the learner comes to 
grasp the formal or abstract properties of the things he is dealing 
with." 

(Bruner and Ke nn ey , 1965) 

"Toward a Disciplined Intuition" <Bruner, 1971a:82-97) was written 

with Blythe Cl inchy during the Learning about Lea rning Conference 

sponsored by the U. S. Office of Education (see 1966i ) , and was pub I ished 

as one o f the essays in Th e Relevance of Ed ucat ion (1971a). It was an 

effort to fol low up wo rk which had been presented in Th e Process of 

Education. 
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In this paper, the authors describe both the analytic and intuitive 

approaches to any field of intellectual endeavor, noting the aim of a 

balanced schoo ling to be 

" ... t o enable the chi Id to proceed intuitively when necessary and 
to analyze when appropriate." 

(Bruner, 1971 a: 82-97) 

The authors describe intuitive thinking as involving certain 

features, including activation (that is, the overcoming of inertia, or 

getting started), confidence, visualization, a certain non verbal 

abi I ity, informal st ructuring of the task, and th e partial use of 

available information. Regarding non verbal ability, the authors note, 

n ... the behavior is not fully ... translatable into language 
necessary for summary, trans formation, and criticism. 1

' 

( Ibid.) 

The authors argue that 

"Analysi s in a wel I trained problem solver can be jus t as 
activating as intuition, but in many cases it takes a hunch to 
figure out where the analytic tools should be applied ... it does 
not always hold that intuition is always vague and analysis 
always rigorous." 

( Ibid. ) 

Eleven essays on science , culture, and society were delivered on 

the occasion of the 200th anniversary of the birth of James Sm ithson 

(1765-1829), the donor of th e Smithson ian Inst itute in Washington . 

Among these was Jerome Bruner's 1'The Perfectibi I ity of the Intellect" 

(Bruner, 1966d) . Bruner in c luded this among the essays he pub I i shed 

in Th e Re levan ce of Education ( 1971a), and by way of introduction he 

wou J·d s ay , 
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"Some essays come close to possessing their author in the writing tor 
severa l years after. This had that effect on me. Its e la boration 
would come close to a kind of intellectual autobiography." 

(Bruner, 1971a ) 

Bruner speaks in this essay of four constra ints on the exerc ise of 

intellect: the nature of knowing itself, the nature o f t he evo luti on of 

primate intelligence, the nature of the manner in which intellectual 

growth takes place, and the nature of codified knowledge . 

It is possib le that in this essay we have, in the main, a sort of 

summary of Jerome Bruner's philosophy about thinking, about knowing, 

about what we generally cal I cogni tion. We do not see a distinct formula 

or diagram for the processing of informati on. We do not see descriptions 

of the physiology of synaptic transmission or analyses of elect roencepha 

lographic tracings and their re lat ionsh i ps to certain states of 

consciousness. The level of abstraction through which Jerome Bruner 

approaches cogn iti on i s that of st rategies for reducing multiple stimu li 

to managable cons tructs , and those of action, imagery and symbo lis m. It 

is through this conceptua I I eve I that Bruner seeks th e sources of 

rationality. And Brune r as socia l psycholog ist has not disappeared i n the 

process of this s earch; his societa l consciousness i s clear when he says , 

TT Let me confess that I, indeed any student of human i nte I I ect, can 
hardly pretend t hat what I say of the reach and range of human 
intellect is innocent of social , pol iti ca l, and moral consequences . .. 
The issue of t he perfectibi I ity of inte ll ect stirs pass ionate debate 
... What t he student of human intellect can do is to refresh the 
debate with es timates of what is possible and estimates of wha t is 
th e cost of the poss i b I e. TT 

(Bruner, 1966d) 

In discu s sing the first of the four constraints on the exercise of 

intellect , the nature of knowing its e lf, Bruner rem in ds us of the l im its 
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of our capacity in dealing with quan titi es o f information t o seven plus or 

minus t wo , noting that "We eas il y become overwhelmed by comp lex ity o r 

c lutter. 11 He rem inds us also that what does not change in our perceptual 

fi e l,d ceases to reg ister . He speaks of the constructi on of models and of 

subsequen t e fforts at predictability th erefrom, and, of course, he rem inds 

us again of th e modes of representation, action, imager y and symbo ls . And 

he does not neglect the intuitive leap that has become so fundamental t o 

Brunerian concepts, "goin g beyond the information g iven." Bruner t e l Is us 

of th e vica ri o us nature of thoug ht, and the service to which it i s put 

with the human in th e reducti on of e rror: 

" ... the exercise of inte llect ... a lways courts the poss ibility of 
error ... Both in achieving th e economy with which human thought repre
wents the world and in effecting swift correction for error, the 
categorizing tendency of intel I igence is central ... In the main, we do 
the greater part of our work by manipulating our r e presentation s o r 
models of reality rather than by acting directly on the world itse lf . 
Th o ught i s then vi carious action, in wh ich the high cost of error is 
s trikingl y reduced. It i s characteristic of human beings and no 
other spec ies that we can ca rry out this vicarious action with the 
aid of a I arge number of i nte I I ectua I prosthetic devices that a re , so 
to speak , tools provided by the culture. Na tura l language i s the 
prime examp le ... " 

( Ib id. ) 

With r ega rd t o the second cons tra int on the exerc ise o f inte ll ect, 

which Bruner sta t es as the evolut ion of pr imate intelligence, emphasis is 

put on the fa ct that man was bipeda l, thus free in g his hands and al low in g 

for the use o f tools. Brune r notes, 

r'The picture that emerges in th e transi ti on from lowe r mammals 
t hro ugh primat es is one of dec reasing control by the hormonal sys t em 
and an in creas ing part p layed by ea rl y exper i ence through 
intervention of the cereb ra l co r tex ." 

( Ibid . ) 

He speaks a I so of the pro I onged dependency of human ch i I dhood , and t he 

g rad ua l prog ression for pri miti veness to abs tractness with ear ly school i ng . 
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The third constraint on the exercise of i nte I I ect has to do with 

intellectual growth. Bruner notes that it 

"does not flow smoothly but rather in spurts of rapid growth foll owed 
by consolidation ... The spurts o f growth seem to be organized around 
the emergence of certain capac ities , .. (which) have the cha racter of 
prerequisites: one thing must be mastered before the chi Id can go on 
to the next." 

C Ibid. ) 

Among these prerequisites, Bruner sees the maintenance of invariance 

(accomplished through various means of representation) and the 

transendence of momentariness. Bruner speaks also of the self reward of 

learning and of the development of competence . 

Of the last constraint on the exercise of intellect, the nature of 

codified knowledge, Bruner points out many changes in our concepts or 

conjectures about the nature of knowledge. He notes of the f~notion of 

a theory that it is 

' " ... a set of propositions that ... yield(s) occasional predictions ... A 
theory is also a way of stating tersely what one already knows 
without the burden of detail. In thi s sense it is a canny and 
economical way of keeping in mind a vast amount while thinking about 
very I i tt I e ... 11 

C Ibid. ) 

In speaking of this essay, Bruner admits 

"I have concentrated on ri ght-handed know ledge and g iven short 
shrift to the left hand - the di scip lines of art, of poetry , of 
history, of drama, and of metaphysics ... I have placed heavy emphasis 
upon the role o f models or theories that human beings bui Id to render 
th e varieties of experience i nto some manageable and economical form. 
Man creates theories before he creates t oo ls ... His myths, his art, 
his ritual, his sciences a re all exp ression s of his deep--lying ten
dency t o exp I icate and condense, to seek s teady meaning in capricious 
experience." 

C Ibid. ) 

Bruner c loses t he essay wi t h, 

"The perfecting of i nte I I ect begins ea r Ii e r th an we thought and goes 
communally from th e outs ide in as well as growing from within." 

( Ibid. ) 
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The third constraint on the exercise of intellect has to do with 

intellectual growth. Bruner notes that it 

ndoes not flow smoothly but rather in spurts of rapid growth fol lowed 
by consolidation ... The spurts of growth seem to be organized around 
the emergence of certain capacities, .. (which) have the character of 
prerequisites: one thing must be mastered before the chi Id can go on 
to the next. n 

( Ibid. ) 

Among these prerequisites, Bruner sees the maintenance of invariance 

(accomplished through various means of representation) and the 

transendence of momentariness. Bruner speaks also of the self reward of 

learning and of the development of competence . 

Of th e last constraint on the exercise of intellect, the nature of 

codified knowledge, Bruner points out many changes in our concepts or 

conjectures about the nature of knowledge. He notes of the funotion of 

a theory that it is 

' " ... a set of propositions that ... yield(s) occasional predictions ... A 
theory is also a way of stating tersely what one already knows 
without the burden of detail. In this sense it is a canny and 
economical way of keeping in mind a vast amount while thinking about 
very I i tt I e ... n 

(Ibid.) 

In speaking of this essay, Bruner admits 

''I have concentrated on right-handed knowledge and given short 
shrift to the left hand - the di sc i pl ines of art, of poetry, of 
history, of drama, and of metaphysics ... I have placed heavy emphasis 
upon the ro le of models or theories that human beings bui Id to rende r 
the varieties of experience into some manageab le and economical form. 
Man creates theories before he creates tools ... His myths , his art, 
his ritual, his sciences are al I expressions of his deep--lying ten
dency to exp I icate and condense, to seek steady meaning in capricious 
experience.'' 

( Ibid. ) 

Bruner closes the essay with, 

Tl Th e perfecting of i nte I I ect begins ear I i e r than we thought and goes 
communally from th e ou t s ide in as well as grow ing from within." 

(Ibid.) 
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Bruner present ed " Some Elements of Discovery " at a 1965 con ference 

o rgan i zed by the Comm i t t ee on Educat ion and Development of the Socia l Sc i ence 

Research Co un c i I; the talk appeared in th e book Learning by Discovery ( 1966e) 

and later in The Relevance of Education (1971a). Bruner says , 

n1 am not quite sure I unde rstand anymore what discovery is and I don't 
thin k it matters very much. But a f ew thin gs can be sa id about how 
people can be helped to di scove r things tor th emse lves . n 

(Bruner, 1966e) 

He insists , 

"Yo u cannot cons ide r ed ucati on witho ut taking into account how a cu lture 
gets passed on ... " 

( Ibid. ) 

and he discusses programming of ski 11 development, the effect of models and 

of the env ironment, and questions the role of discovery as a way in which one 

fin ds out abo ut one ' s environment. He notes , with refere nce to the f irst 

syn t act i c utterance of the c hi Id, that having a model i s more important than 

discove r y . 

Br uner describes s ix s ub problems invo lved in teaching a chi Id so that 

th e material i s appropriately used. Th e first has to do with attitude or , if 

you will, using one 's ow n head, that i s, the r e flecti on tor a so luti on of a 

prob lem on what one has a l ready learned . The second he cal Is compat ibi I ity ; 

thi s has t o do with flnd i ng a connect ion with someth ing one already knows, 

thus "making th e know led ge one ' s own . n He says that you can , na t your pe ril" 

call this assoc ia t ion , but he desc ri bes this concept as !'like a rope in which 

no s in g le fiber r uns a l I the way through. 11 Th e next concept is one of part i 

cu la r import ance, and we see it othe r p la ces in Bruner ' s wo r k: competence , 

he contends , is its own reward, and "you can co rru pt them a l Ill (ch il dren) 

11 t oo eas i I y into seeking your favor , your rewards, your grades." Another 
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sub problem in the appropriate use of taught material has to do with problem 

solving through hypothesis, and here he notes 

"Training in being concise is, like limits testing and hypothesis 
making, a neglected though crucial area of skill training.n 

( Ibid. ) 

Bruner then considers the 1'self-loop problem," as he terms it, by 

which he is indicating the situation where a chi Id is able to perform an act 

but not able to describe what he has done, for example, the case where the 

chi Id can put weights on both sides of a balance scale but cannot verbalize 

his actions. The last issue Bruner addresses is "the power of contrast.rt 

Contrast Bruner considers to be "an acquired taste.n He says, 

"We be Ii eve that by getting the chi Id to exp I ore contrasts, he is more 
I ikely to organize his knowledge in a fashion that helps discovery in 
particular situations where discovery is needed." 

( Ibid. ) 

It is difficult to imagine how Jerome Bruner found it possible to be 

in so many places and doing so many things at once during 1965, or, for 

that matter, during al I the years from 1960 to 1965. Both Henry Murray 

and Ernest Hi lgard remarked during my interviews with them on Jerome 

Bruner's unusual energy. The production of these years we have just 

described surely enhanced that reputation. 
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OF 1966: STUDIES IN COGNITIVE GROWTH ... AND MORE 

"Six year of research on intellectual and perceptual development in 
children from the third year of I ife culminated in the pub I ication 
of a book, Studies in Cognitive Growth." 

(Bruner, Diver and Greenfield, et al., 1966) 

It was this book that Jerome Bruner spent ten hours a day for a 

month editing in London in 1965, and that he presented to Jean Piaget on 

August 9, 1966, at the XV I I I I nternat i ona I Congress of Psycho I ogy in 

Moscow. The dedication page of the book states, 

"For Jean Piaget 
Friend and mentor, whose bri I I iant insights have given new and 
powerful form to the study of cognitive growth. 
In honor of his seventieth birthday.!! 

t (Ibid.) 

• 

• 

• 

• 

• 

It is an unfortunate reality that Piaget's reception of the book 

lacked enthusiasm. The cha I lenges the authors put forward to his work 

appeared to meet with less than good humor, eliciting disappointment 

from Bruner and his co-authors. 

About the authors: there were three major ones I isted, 

Jerome Bruner, Rose Diver and Patricia Greenfield, along with nine 

additional authors. 

Rose Diver, whose Ph.D. was earned at Radel iffe, was the first 

woman on the faculty at Amherst (where she held an assistant professor

ship at the time of the pub I ication of the book). She had been a 

member of the Harvard Faculty for two years after her degree, and a 

Fellow at the Center for Cognitive Studies . 
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Patricia Marks Greenfield, presently on the faculty at UCLA, had just 

received -her Ph.D. from Harvard in 1966, where she had also been a Teaching 

Fellow. From 1968 to 1972, she was a Research Fellow in cognitive studies 

at Harvard. Dr. Greenfield states that al I three primary authors were 

highly involved in the editing process of the book (Greenfield, Telephone 

Conversation, May 15, 1978). Some of the remaining names of authors are 

fami I iar from their appearance as co-authors with Bruner on other papers. 

They are: Joan Rigney Hornsby, Helen J. Kenney, Michael Maccoby, 

Nancy Modiano, Frederic A. Mosher, David R. Olson, Mary C. Potter, 

Lee C. Reich, and Anne McKinnon Sonstroem. 

Bruner wants the reader to know that the book was not "written by a 

committee," but rather was the collaborative effort of his graduate 

students, Fellows at the Center for Cognitive Studies, and himself, an 

effort directed toward the problem of how intellect develops. 

In remarking on the international and intercultural flavor of this 

book, Bruner points out the studies of Patricia Greenfield in Senegal, 

of Michael Maccoby in Mexico, of Lee Reich in Alaska, and inputs from 

Boston, from London and, through the work of Piaget and lnhelder, from 

Geneva. Bruner says, 

"It is plain, to be sure, that there are deeply ingrained universals 
in human growth. The impact of culture is one of those universals. 
Even though human cultures have great differences on the surface, 
they also have certain notable communal ities. It would be a mistake 
to take these universal cultural traits for granted, and to forget 
their huge role in aiding and empowering the growth of individual 
human beings. But culture produces great differences as wel I, and 
these we shal I attempt to exp I icate while keeping in mind the 
universals." 

(Ibid.) 
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We shal I review in detai I only those chapters of the book written by 

Bruner or co-authored by him; a concept of the breadth of the book as a 

whole can be gained by looking at the titles of other chapters. They 

are: "On Equivalence," "On Asking Questions," "On Perceptual 

Recognition," "On Conceptual Strategies," "On Conservation of Sol ids," 

"On Culture and Conservation," and "On The Culture and Equivalence." 

In the first chapter, which is entitled, "On Cognitive Growth," 

Bruner restates the issue of the book as "How human beings increase 

their mastery in achieving and using knowledge." Among the issues he 

brings forward are the growth of classification, of information seeking, 

and of perceptual recognition. In this chapter he discusses the enactive 

and the ikonic representation modes (terms with which the reader is 

already fami I iar), and in Chapter 2 he deals with symbolic representation, 

that is, language. 

He says, 

" ... we are searching ... for the nature of the protosymbolic activity 
that supports language and al I other forms of symbolization." 

( Ibid. ) 

Bruner speaks of the arbitrariness of the symbol reference, that is, 

of the name that gets tagged on to the object, noting as wel I that the 

chi Id's use of language is categorical, covering classes of things. He 

describes the onset of gramaticalness from the holophrase through more 

mature forms, and we are again made aware of the very logical progression 

of the study of humans from cognition through development and to 

language. 
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Discussed in this chapter are the works of Vygotsky, Jacobson, Lashley, 

and, of course, throughout we find references to the work of Piaget. 

Bruner explains, 

"If one is using symbolic representation to guide looking or to guide 
action, the success of the effort wi I I depend upon the extent to which 
the sphere of experience or action has been prepared to bring it into 
some conformance with the requirements of language." 

( Ibid. ) 

He suggests as a sort of generalization that 

"Growth has a way of minimizing the conflicted ways of knowing, making 
retrospective efforts at creating a developmental psychology worse 
than hazardous ... " 

(Ibid.) 

Bruner and Helen J. Kenney coauthored Chapter 7, which is entitled, 

"On Multiple Ordering." They say, 

" ... the means by which the growing chi Id brings c I ass if i:catory order 
into the world around him ... (is) modification." 

( Ibid. ) 

and they quote lnhelder and Piaget as naming two aspects of "classificatory 

behavior:" 

extension in which members of a class are specified, and 

intention - in which the common property defining the members is 

specified. 

Bruner and Kenney state their case, 

" ... we believe that logical behavior grows out of and is sustained by 
psychological processes. To define the psychological problem of 
classification as representing a difficulty in coordinating inten
sional and extensional definitions of class is to beg the question ... '' 

(Ibid.) 
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The description of a matrix is presented in which glasses grow in 

width in one direction and in height in the other, nine glasses in all in 

the three by three matrix. An experiment done with ten children each of 

ages 3, 4, 5, 6, and 7 required them to replace, reproduce and transpose 

the matri x . The abi I ity to replace and reproduce the matri x grows, as 

one might suspect it would, with age; only the oldest of these children 

were able to transpose the matrix. The children used three I inguistic 

modes (or kinds of verbal description) in referring to the problem: 

dimensional (short, fat skinny), global (big or I ittle in either 

diameter or in height), and what the authors refer to as confounding. 

The confounding concept is a predictor of failure: one end of the con

tinuum is described dimensionally, while the other is described globally. 

The authors feel that what is needed for the chi Id to 

"·· .take that step (transposition) is organizing experience into a 
form that al lows more complex language to be used as a tool not only 
for describing it but transforming it." 

( Ibid. ) 

In the eighth chapter of this book, Bruner and Kenney address 

relational concepts. They remind us that the young chi Id is "apt to base 

his notions of the wor ld on some feature to which he can point directly," 

so that he is likely to rely on color, height, and width, and that he is 

a "one-track" sort of organism , that is, he is I ikely to look at only one 

aspect of a thing at one time. (One must wonder here, does this mean that 

seven p l us o r mi nus two pieces of i nformat ion ma i nta i ned at once in 

one's thinking is applicable only to the mature human animal? One must 

assume that this abi I ity is one which is a function of the maturing 

process, especially in the I i ght of some of Bruner's other studies where 
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it is shown that the infant nursing cannot continue to nurse while pursuing 

an object visually unti I he reaches a certain level of maturity.) 

Both the need to point directly and the one-trackedness of the chi Id 

the authors see as "typical of early ikonic functioning." 

When we get to comparative informational concepts, that is, tul ler or 

emptier, rather than tul I or empty, or to successive items of information, 

we then have to deal with symbolic operations, and the structure of 

hierarchies; this is the manner in which we decide if the taller, thinner 

glass is tul ler or emptier than the shorter, tatter glass. 

After testing children in these concepts, the authors concluded, 

"We have examined the manner in which a powerful concept I ike 
proportion grows step by step in the chi Id's thinking. What emerges 
is the importance of this method of dealing with the perceptual 
features of the task. The chi Id begins with a discrete, almost 
binary rendering of the two extreme states, empty and tul l ... at the 
next stage ... 1 Ful I' means much water, and 'empty' means much empty 
space. When the chi Id achieves this new bit of cognitive technology, 
he is led into what appears to be a contradiction." 

( Ibid. ) 

Here the authors find that the chi Id is "progressing to the next level." 

These concepts lead quite naturally to Chapter 9, authored by Bruner 

alone: "On the Conservation of Liquids." 

"Our concern in this chapter ... is with the growth of the abi I ity to 
recognize that, though a partcular magnitude has changed its 
appearance, it is sti 11 the same magnitude. It is a powerful idea 
not on ly in science but also in the conduct of everyday I ite ... 
Indeed, much of common sense and al I of science would be impossible 
without conservation." 

( Ibid. ) 

Bruner reviews the wel I pub I icized conclusions of Piaget and lnhelder 

that chi I dren under seven are t yp i ca I I y unab I e to '!conserve" a quantity of 

matter over transformations in its appearance. He goes on to say, 
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"Our argument is in sharp contrast to Piaget's. On purely logical 
grounds, we believe he has missed the heart of conse rvation. Both 
inversion and compensation to be effective must rest upon an 
appreciation of the original equality of th e quantities involved. 
A continued grasp of this initial equality is crucial to both 
inversion and compensation. Indeed, the inverse operation of 
"pouring back" is effective for achieving conservation only inso
far as it is a path to the original state of equality in the two 
"standard" beakers ... one senses in Piaget's writings that at first 
it is the inverse operation and later the compensation that makes 
conservation possible." 

( Ibid. ) 

That Piaget did not receive this book wel I might be laid to his 

antipathy to this kind of strong critical review of "Le Patron's" 

contributions to theories of development and of cognition . 

Bruner tel Is us, 

"We assume, at the outset, that some primitive sense of identity 
is either innate, or develops wel I before the chi Id is active in 
the manipulation of objects ... the young chi Id's capacity to 
recognize objects previously presented under I ines this 'se nse of 
sameness.'" 

Bruner says, 

"The sense of sameness is the very keel and backbone of our 
thinking ... We do not care whether the re be a real sameness in 
things or not, or whether the mind be true or false in its 
assumptions of it. Our principle only lays it down that the mind 
makes continual use of the notion of sameness, and if deprived of 
it, would have a diffe rent structure from what it has." 

( Ibid. ) 

He then goes on to discuss the more 'comp I icated 1 forms of invariance , 

saying that 

"they develop when this earliest conception of identity is 
translated into new terms - terms of action, of imagery, and of 
symbo Ii sm." 

( Ibid. ) 
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Here we find the description of an interesting experiment done by 

Patricia Nair. It involves pre-testing and testing 40 five-year olds from 

a Boston suburb kindergarten. The experiment must have been a delight to 

the youngsters; it was designed in such a way 

" ... as to highlight the identity of a quantity of water being moved 
from one vessel to another - an objective served by having the water 
'owned' by a wooden duck, who 'takes the water with him' in moving 
from one I lake' to another." 

( Ibid. ) 

The pre-test for each of the children was to establish whether the 

chi Id had a concept of conservation or did not. The children were then 

divided between those who had established a sense of conservation, and 

those who had not. The results led to the conclusion that 

" ... tor the children with conservation already established, identity 
is 1 in the system.' Conservation responses and nonperceptual reasons 
are stimulated by 'reminding' the chi Id first about identity. 
Identity is present in most children who do not have a notion I ike 
invariance of amount." 

( Ibid. ) 

Bruner then notes that there is a point in the development from identity 

to equivalence that "there is I ittle explicit distinction made" between 

the two. Once the chi Id has been able to make the distinction, Bruner 

suggests he can say, for example, 

"'They are the same water, but they do not look the same. 1 Finally 
this can be translated into the I inguistic equivalent, 'They are the 
same amount. 1

" 

(Ibid.) 

Bruner sums up the content of the book in the last chapter, 

appropriately entitled, "An Overview;" in it he describes the manner in 

which the authors have looked at growth as instrumental conceptual ism 
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and the purpose of the work essentially as testing this view through 

observations of growing children in various cultures. He reminds us that 

models "develop as a function of the uses to which they have been put" in 

two senses; first models develop with reference to the uses to which they 

are put by the culture, and then to the uses to which they are put by the 

individual. 

The issues involved in the experiments presented in this book are, 

in sum, 

" ... the growth of rules of equivalence, the development of 
'efficient' information searching, and the establishment of 
invariance as a tool in thinking." 

( Ibid. ) 

Bruner notes that growth is bound in some ways to cultural 

differences: 

" ... by comparing the behavior of Wolof or Eskimo or rural Mex ican 
chi I dren, our Western picture turns out to be cu I tu re-bound -
indeed, any particular pattern of growth one ever finds must be in 
some important measure cu I tu re-bound. 1' 

(Ibid.) 

A I I in a I I, Bruner cone I udes, 

"Insofar as man's powers are expressed and amp I ified through the 
instruments of culture, the I imits to which he can attain excellence 
of intellect must surely be as wide as are the culture's combined 
capabi I ities. We do not know in any deep sense as yet how we shal I, 
in the future, better empower men. Insofar as the sciences of 
knowing can throw I ight on the growth of mind, the efficacy of the 
culture in fulfilling its responsibility to the individual can 
likely be increased to levels higher than ever before imagined. 

( Ibid. ) 

"The Growth of Representational Processes in Chi ldren 11 by Bruner 

was pub/ i shed in the Proceedings of th e XV I I Ith International Congress of 
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Psychology in Moscow (Bruner, 1966a). It was at this conference in the 

summer of 1966 that Bruner presented to Jean Piaget the book we just dis

cussed at length, Studies in Cognitive Growth. In this paper, presented 

separately, Bruner argued that the most fruitful approach to intellectual 

growth was not to see it in the form of increased effectiveness in per

formance, but rather to adopt a view which included many facets: an 

analysis of what a chi Id does when he is thinking, what Brun13r speaks of 

as the "natural ways of thought, the ones that seem ordinary or 

intuitively obvious," the culture in which the person grows, and "the 

manner in which the evolution of the primates and of man imposes a 

pattern on his growth." Now once this has been considered in the 

formulation of a theory of growth, 

0 /et us also ask whether we have contributed to our understanding of 
how to educate man to the point where he can use his intellectual 
heritage to the tu! I. For if a theory of growth of mind cannot help 
in that enterprise, nor contribute to the understanding of education, 
it must surely be at fault." 

(Bruner, 1966a) 

Here again we see a consolidation of Jerome Bruner's interests. 

True to his claim, he surely has never left social psychology; it is 

clear that Bruner sees man as what Eliot Aronson calls a "social animal,n 

a product of his evolution and of his culture. Bruner ignores neither 

the science (the right hand) nor intuition (the left). In speaking of 

how the chi Id grows in his thinking, Bruner is, by nature of the query , 

looking at both cognition and at development, and then we see him relate 

al I of this to education. Through these processes, Bruner appears to 

see the deve lopmenta l goa l in a way wh i ch we have come t o expect - the 

goa l i s maste r y , ~n indicatJon ~f competence and o f excellence. 
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The year 1966 was one for the pub I ication of books for Jerome Bruner! 

Toward a Theory of Instruction (Bruner, 1966f) was the result of five year's 

work, an effort concurrent with, but different from, Studies in Cognitive 

Growth. Toward a Theory of Instruction has been translated into German, 

Rumanian, Danish, Portuguese, Spanish, Swedish, Italian, Japanese and 

SI ovak, at I ast count; by now it may appear in other I anguages as we I I! 

The book consists of a series of essays, most of which had been 

through severa I versions. Bruner says these papers had "Ii ved I ong 

together in the community of my thoughts/' and that they had been "produced 

under the stress of practical need." Some of these essays, it should be 

noted, appeared elsewhere in slight ly altered form. 

Of those essays which appear in Toward a Theory of Instruction 

(Bruner, 1966f) which we have already reviewed elsewhere, "Man, A Course of 

Study" is particularly significant. "Coping and Defending" appeared in 

French, and "Education as Social Invention" was published as an article in 

the Journal of Soc ial Issues in 1964; we have reviewed them both. "Notes 

on a Theory of Instruction" was discussed earlier in these pages under 

the title, "Some Theorems on Instruction I I lustrated with Reference to 

Mathematics" (Bruner, 1964g). There are four additional essays; we wi I I 

look briefly at each. 

In the essay, "Patterns of Growth," Bruner comments, 

"Instruction is, after all, an effort to assist or to shape growth ... 
This book is ... in effect a theory of how growth and development are 
assisted by diverse means." 

(Bruner, 1966f:' 1-21) 

Bruner gives us a list of benchmarks of intellectual growth in which he 

includes "increasing independence of response from the immediate nature of 
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stimulus," the internalizing of events into a "storage system" that 

corresponds to the environment, and 

" ... an increasing capacity to say to oneself and to others by means of 
words or symbo Is what one has done ... or w i I I do ... , " 

t (Ibid.) 
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that is, a sort of self accounting, or self consciousness. In addition, 

Bruner says that growth depends "upon a systematic and contingent interac

tion between a tutor and a learner." The next benchmark, Bruner I ists as 

language, and the last as the abi I ity to deal with several alternatives 

simultaneously ... properly dividing time and attention. Bruner is, of 

course, speaking in terms of the one year old versus the ten year old, but 

with regard to dealing with several alternatives simultaneously and with 

appropriate hierarchical attention, one must wonder if, in this busy 

world, the average adult manages this phase of intellectual growth! As I 

consider the state of my desk, the question repeats itself. 

Bruner repeats the modes of representation again here, but with a 

slightly different approach: he finds the concept of stimulus/response as 

"fairly adequate" when one speaks of the learning acting within the realm 

of enactive representation; he goes on to say that 

"Gestalt theory is the system par excel lance for analysis of the 
iconic mode ... " 

( Ibid. ) 

As to symbol ism, that is, language, Bruner has this to say: 

"There has been perhaps too much emphasis on the so-ca I I ed 1'Jhorf i an 
hypothesis - that different languages structure reality differently 
for their users. Much more to the point is the general question of 
how language as such affects the cognitive processes, no matter what 
the language." 

( Ibid. ) 
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Among Bruner 1s major themes of education and, consequently, of growing, 

is that of the spiral curriculum. We see it here repeated when he says, 

"I suspect that much of growth starts out by our turning around on our 
own traces and recoding in new forms ... then going on to new modes of 
organization ... The new models are formed in increasingly powerful rep
resentational systems. It is this that leads me to think that the 
heart of the educational process consists of providing aids and 
dialogues for translating experience into more powerful systems of 
notation and ordering. And it is for this reason that I think a 
theory of development must be I inked both to a theory of knowledge 
and to a theory of instruction, or be doomed to triviality." 

( Ibid. ) 

In this essay we have again seen the consolidation of the fields of 

interests of Jerome Bruner. 

Bruner begins the essay, "Teaching a Native Language" <Bruner, 1966f: 

102-112) with a thought which might be the private delight of many thesis 

weary academics, as wel I as the occasional therapist (but for different 

reasons): 

"I have often thought that I would do more for my students by teaching 
them to write and think in English than teaching them my own subject. 
It is not so much that I value discourse to others that is right and 
clear and graceful -be it spoken or written - as that practice in 
such discourse is the only way of assuring that one says things right 
and courteously and pow e rf u ll y to oneself. For it is extraordi-
narily difficult to say foolishness clearly without exposing it for 
what it is - whether you recognize it or have the favor done for you." 

(Bruner, 1966f:102-112) 

Bruner reminds us that 

"··· language is a major instrument of thought. When we are thinking 
at the far reach of our capacities, we are engaged with words, even 
led forward by them ... " 

( Ibid. ) 
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Bruner convinces us readily that we should instigate an anniversary 

party tor each chi Id for that ti me when the chi Id "mysterious I y constructs 

a syntactical utterance!' Mother washes jam from his hands. He says 

"Al I-gone sticky." The chi Id, Bruner says, "has acquired not only a way 

of saying something but a powerful instrument tor combining experiences." 

Bruner closes this essay with, 

"It was Dante, I believe, who commented that the poor workman hated 
his too Is. It is more than a I i tt I e troub I i ng to me that so many of 
our students dis I ike two of the major tools of thought -mathematics 
and the conscious deployment of their native language in its written 
form, both of them devices tor ordering thoughts about things and 
thoughts about thoughts. I shou Id hope that i n th e new e ra that Ii es 
ahead we wi I I give proper consideration to making these tools more 
lovable. Perhaps the best way to make them so is to make them more 
powerfu I in the hands of their users." 

( Ibid. ) 

In "The Will to Learn" (Bruner 1966t:113-128), Bruner says that 

"The single most characteristic thing about human beings is that 
they learn. Learning is so deeply ingrained in man that it is 
almost involuntary, and thoughtful students of human behavior have 
even speculated that our specialization as a species is a 
spec i a I i zat ion tor I earning." 

(Bruner, 1966f: 113-128) 

We wi 11 see now a growing interest in the subject of play in 

Bruner's writing; he wi 11, with his col leagues, pub I ish a book on play 

in the next decade, and we can see the precurors here in their embryonic 

form . 

We wi I I take a moment here to indulge in a fan c iful analogy with 

rega rd to Jerome Bruner and his interests as they proceed in their 

development. As we have seen before, ideas struggle for attention, peep 

their heads up in Bruner's garden of words, pop up here and there over 
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the years, and then sometimes they wi I I come to ful I bloom and take up a 

solid space in Bruner's garden of ideas and of words. So it is with 

language, which first we see in 1956 CA Study of Thinking), and which 

appears now and then in the interim, and now, two decades after its 

original flower, has the center of his attention. So it is with play. 

Play wi 11 now begin to appear here and there, as it has a few times 

before this writing; it wi I I culminate as a subset of learning and 

cognition, and wi I I have its place in language as wel I, and in 

pre! inguistic behavior (peek-a-boo being a prime example). There is a 

fascinating kalaidoscope of concepts encountered in the writings of 

Jerome Bruner, and it would appear that when one seems to grow more 

powerful to Bruner than the others, when it seems to prey on his 

thinking, to interrupt, even as we see it in his writing, he tends then 

to turn his attention to the concept, and finally to give it ful I voice. 

This would be a presumptive conclusion were not the pattern so clear. 

In the essay we are considering now, play blossoms briefly, 

"Observations of young children and the young of other species 
suggest that a good deal of their play must be understood as 
practice in coping with the environment." 

CI bid.) 

Bruner argues that "We get interested at what we are good at," and he 

also contends that 

"To achieve the sense of accomplishment requries a task that has 
some beginning and some terminus." 

( Ibid. ) 

Seeing the end, Bruner neglects to mention, is not always easy! He 

does, however, note that 
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"The wi 11 to learn is an intrinsic motive, one that finds both its 
source and its reward in its own exercise." 

( Ibid. ) 

Bruner answers the theorists who insist that reinforcement and reward 

are necessary for learning, 

"External reinforcement may indeed get a particular act going and may 
even lead to its repetition, but it does not nourish, reliably, the 
long course of learning by which man slowly bui Ids in his own way a 
servicable model of what the world is and what it can be ." 

( Ibid. ) 

The I iberationists for womens' causes wi I I be delighted to know that 

final ly, in this last essay in Toward a Theory of Instruction, 

Jerome Bruner has come to use both the masculine and feminine gender in 

referring to school teachers! This essay is entitled, "A Retrospect on 

Making and Judging" (Bruner, 1966f:149-171). 

He begins, 

"In the foregoing essa ys , I have tried to explore th e r e lation 
between two enterprises, each difficult enough on its own. One is 
the course of inte ll ectual development, the other pedagogy ... Our 
proper subject is, of course, how a culture is transmitted - its 
ski I Is, values, style, t echno logy and wisdom - and how, in 
transmissi on, it produces more e ffective and zestful human beings . " 

(Bruner, 1966f:149-171) 

In this essay Bruner desc ribes the difficulties encountered in 

trying to introduce a new theoreti ca l perspective into the schoolroom, 

a process of 

"· .. go ing from Widener (Harvard's famous I ibrary) to W.ichita -
from the first researc h in the I ibrary to the official launching 
of the curriculum." 

(I b id.) 
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First, there was the subject matter itself (subject matters, Bruner says, 

"are an invention of highly I iterate societies"), and then the need to 

encourage the chi Id to find the problem connected with the subject, rather 

than working on the theme of figuring out what the teacher wants. The 

youngster then needs, in some manner, to have a personal involvement with 

what is to be learned; in some way the subject must relate to the individual. 

Then, of course, there needs to be feedback, that is, evaluation so timed as 

to be helpful to the learning process. Bruner notes that it is 

" ... one thing to enunciate a set of guidelines; quite another to 
implement them." 

( Ibid. ) 

Bruner encourages us not to "take for granted as true what has mere I y 

become hab i tua I . " He says, 

"I can only hope that in pursuing a theory of instruction we shal I 
have the courage to recognize what we do not understand and to permit 
ourselves a new and innocent look." 

( Ibid. ) 

We can see that these essays do, indeed, move us toward Bruner's 

theory of instruction, with its mix of culture and of anthropological 

heritage, of spiral curricula and present organization, and with its 

appreciation for the developmental process. 

Patricia Marks Greenfield's paper co-authored by Bruner, "Culture 

and Cognitive Growth," was published (among other places) in the Handbook 

of Socialization Theory and Research. The paper is based on Dr. Greenfie ld' s 

extensive work with the Wolof children in Senegal, in what was once French 

West Africa . The work was done in 1963 and 1964, and addresses itself to 

the dependence of intellectual development on external environmental 

influences versus dependence on maturation~ se . 
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The authors argue that 

"Species specific behavior does not appear out of the blue. It has 
evolutionary history, and that history reflects itself in the early 
growth of the young." 

(Greenfield and Bruner, 1966) 

They ba lance this view with the statement that 

" ... some environments push cogn itive growth better, earlier and 
I onger than others ... " 

( Ibid. ) 

There is interaction, the authors insist, of culture and biological 

maturation; they do not "espouse a view of complete cultural 

determinism." 

There were three other pub I ications of Jerome Bruner's in 1966, 

none of which this author was able to locate. "The Infancy of Man" 

(Bruner, 1966b) was an occasional paper for Expanding Horizons of 

Knowledge about Man: A Symposium at the Yeshiva University in New York. 

"A Look at Incongruity" was also presented as an occasional paper at the 

University of Cincinnati (Bruner 1966c). Bruner also made a contribu

tion to Education and Training in Developing Countries: The Role of 

U. S. Foreign Aid . 

These years had been packed for Jerome Bruner; the Center was 

I ively, his personal professional reputation was now wel I established, 

for better or for worse. In some places it was for worse, for 

psychology, I ike al I endeavors, harbors in its midst jealosies and 

resentments among those in the field; the only difference in psychology 
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is that the clinicians, at least, are more ready to analyze such matters 

which does not seem, on balance, to affect the difficulties in the 

least. The non clinicians are a very separate lot (they are the 

scientists and the academiciahsl and Bruner was among those. 

Jerome Bruner did things that had an impact on the fields to which 

he addressed himself (though B. F. Skinner insists that he cannot see 

that Bruner's contribution to education was effective, and that Bruner 

did not change the way things were taught) (Skinner, Interview, 1978). 

It is clear from his pub I ications that Bruner read the I iterature in 

the fields of his interests; he also respected, in the main, the views 

of those with whom he chose to disagree, for example, Piaget, to whom 

he dedicated the book Stud ies in Cognitive Growth, in the text of which 

he took clear issue with some of "Le Patron 1 s 11 theories. Bruner did, 

however, tend to invade a new field, or at least it must have appeared 

so to the onlooker, I ike a tank at war. He soon had opinions, arid 

strong ones; he had them in his first pub I ications in the field of 

education, and we have just read of his views in the area of the growth 

of intellect, touching both on development and on cognition. Certainly 

he presented a cha I lenge to 11older and wiser heads" in developmental 

psychology and in I inguistics, and this must have been disconcerting to 

some, at the very least. We would present an incomplete picture if we 

indicated that Jerome Bruner is a man universally loved. He admits 

readily that he may have stepped on some toes on his way to an idea. 

He is a person of great charm, fine i nte I I ect, and i ncred i bi I y abundant 

energy, and there are those, even among his detractors, who admit that 

they enjoy his company , though they may not admire the particulars of 

his work. 
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THE SYMBOLIC MODE: DEBUT 

The year 1967 gave Bruner's printers a brief respite; he I ists only one 

pub I ication that year! This was not a reflection on the energies of 

Jerome Bruner so much as it was on the perversities of pub I ishing houses, 

delay times being as they are. The one paper pub I ished was surely not an 

idle exercise. It was the beginning of Bruner's real immersion into the 

field of I ingusitics, an essay to honor Roman Jacobson's 70th birthday. It 

was ca I I ed, "The Ontogenes is of Symbo Is." 

This twenty page paper is addressed (as the title and a passing 

tami I iarity with Bruner's 'modes of representation' would lead us to 

believe) to the subject of language. It is Bruner 1 s first report on 

language~ se, though we have seen an involvement of the symbolic mode 

in his papers tor several years. It wi I I be 1975 before we see a number 

of pub I ication addressing I ingui stic issues; in 1967 he has, so to speak, 

taken a dip in the water. By 1975 he wi I I have decided the water is tine . 

The foundations tor Jerome Bruner's views on language are laid out in 

this pub I ication, and he contrasts his ideas with those of persons already 

known in the field. As we recal I, in 1962, Bruner wrote the preface to 

Vygotsky's Thought and Lang uage; in Jun e , 1967 he presents his 

d isagreement with Vygotsky: 

"I would argue that language itself is not what is 'imposed' on 
expe rience -as already suggested in my rejection of Vygotsky's idea 
that language is internalized and becomes inner speech, which is 
tantamount to thought. Rather, language comes from the same basic 
root out of which symbol ically organized experience grows. I tend to 
think of symbolic activity of some basic or primitive ty pe that finds 
its first and tu! lest expression in language, then in tool-using, and 
finally in the organizing of experience. It is by the interactions 
of language and the barely symbolic organized experience of the chi Id 
of two or three that language gradually finds its way into the realm 
of exper ience." 

(Bruner, 1967) 
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This extension of the symbolic mode to tool using and experience 

organization is a fresh approach. 

As he does ever when becoming seriously interested in a subject, 

Bruner presents us with a review of the I iterature throughout this 

paper. In particular, he refers to Karl Lashley's work reported in 

"The Problem of Serial Order in Behavior" (Lashley, 1951) to Mi Iler 

and Chomsky's 1963 pub I ication in the Handbook of Mathematical 

Psychology 11, "Finitary Models of Language Users" (Mi Iler and 

Chomsky, 1963), to Luria's book, The Role of Speech in the Regulation 

of Normal and Abnormal Behavior (Luria, 1961), and to the work of 

J. J. Katz, E. Sapir, and Ruth Weir to name a few. He does not 

neglect those he has referenced often before, Roger Brown and Piaget. 

Bruner quotes Mi Iler and Chomsky's 1963 paper. mentioned above: 

"An organism that is intricate and highly structured enough to 
perform the operations that we have seen to be involved in I in
guistic communication does not suddenly lose its intricacy and 
structure when it turns to non-I inguistic activities. In parti
cular, such an organism can form verbal plans to guide many of 
its non-verbal acts. The verbal machinery turns out sentences 
-and for civi I ized men, sentences have a compel ling power to 
control both thought and action." 

(Miller and Chomsky, 1963) 

As for Bruner's view, he sums up by saying 

"· .. symbolic activity stems from some primitive or protosymbol ic 
system that is species-specific to man. This system becomes 
specialized in expression in various domains of the I ife of a 
human being: in language, in tool-using, in various atemporally 
organized and ski I led forms of serial behavior, and in the 
organization of experience itself. We have suggested some mimi
mum properties of such a symbolic system: categorial ity, 
hierarchy, predication, causation, and modification. We have 
suggested that~ symbolic activity, and especially language, 
is logically and empirically unthinkable without these 
properties." 

(Bruner, 1967) 
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This paper is of sufficient complexity and detai I that we admit that 

we have surely not done it justice; suffice it to say that it is a 

particularly important work as a foundational discourse on which a good 

deal of Brunerian effort wi I I be spent in future years . 

For now, it is appropriate that we attend to two major issues. One 

is Jerome Bruner's primary research on the development of the infant. 

The other is the state of the world in which Bhuner's work was being 

done. The world had changed considerably from the era of McCarthyism; 

the uncommitted generation had become the "establishment," leaving those 

who came after to swing the pendulum to the radical ism that charac

terized the late 196O 1s. The phrase "the generation gap" came into 

popular usage as the differences between youth and its elders, present 

since the beginning of the recorded word, widened ever further unti I 

there was considerable difficulty in any kind of communication and, 

indeed, often I ittle effort. One might speculate that there was a par

ticular need to understand language and symbol i.c communication during 

these years; they were years ti I led with a physically active rebel I ion 

to what the younger generation imagined to be the values of the adult 

world into which they were coming of age, and with an ideal ism for a 

more honest and more humane future. The surprised and often angry older 

generation, when it tried at last to talk, found there were few to 

Ii sten . 
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FROM CHILD TO INFANT 

The world was in terrible turmoi I in 1968, and the United States was 

steeped in particular misery in 1968. There were areas of Jerome Bruner's 

I ife which were deeply affected by the state of the world and the nation, 

and we wi I I speak more of this in the next chapter. For the moment, 

however, we wi I I attend to that approach to the development of human 

intel I igence which deals with the infant. The papers which represent this 

work do not seem affected by a nation at war in fact and in ideal in which 

they were written. They seem simply to put forward the results of the 

rigors of the experiments which they report. 

The work with infants continues in Jerome Bruner's laboratories 

today, with particular emphasis currently on pre-I inguistic communication 

fol lowing on to the development of language. In this chapter we do not 

intend to cover al I the work involving infants in Bruner's research, but 

rather to provide an insight into the direction of that research . 

We have referred , on occasion, to some of Jerome Bruner's work as 

developmental psychology, and there is a sense in which that is so. But 

we must modify that description somewhat. Bruner is not looking at the 

development of the emotional states of the chi Id, nor is he looking at 

physi o logical development except as it aff~•cts the centering of attention. 

For example, Bruner is interested in the abi I ity of the chi Id to grasp 

with regard to hand-eye coordination, and to the infant's tendency to 

fol low the adult "I ine of regard" eye movement with more fi xed concen

tration with increasing age. The chi Id's abi I ity to point to what he 

wants as pre-verbal communicati on is noted. Bruner does not, however, 

attend t o a range of age, but on ly to the graduating abilities of the 
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infant and the very young chi Id (and these appear in his work in reverse 

order). Bruner's concepts of the pre-school and school aged chi Id are shown 

most often against the foi I of Jean Piaget; there is I ittle relationship to 

the works of, say, Erik Erikson or to Gesel I, I lg and Ames. So in al I can

dor, we cannot speak of Jerome Bruner as a developmental psychologist; 

rather we must we see his work in human development in the I ight of what 

appears to be his major theme. He is sti I I in search of the sources of 

rationality, and it is toward this goal that his interests in the changes 

in infants and children as they grow is directed. The logical progression 

to an interest in the development of language can be predicted if we take 

this view. 

It is interesting that throughout the years, Bruner's studies in 

thinking, learning, and competence have gone in reverse order of age. In 

A Study of Thinking, the strategies and hierarchies did not apply to the 

chi Id per se, but to the population at large. The studies in conservation, 

in multiple ordering, in the 1965 papers on the work with Dienes, on the 

concepts children could grasp via a spiral curriculum, and those appearing 

in Studies in Cognitive Growth in 1966 address themselves, in the main, to 

the school aged chi Id and the pre-schooler. Now we see Bruner attending 

to the first hint of syntax, to the first "sticky al I-gone," to the holo

phrase, and to pre I inguistic communciation. And in these papers he looks 

at the progression of the abi I ity of the infant to attend to whatever his 

business may be (sucking, looking, whatever) and to develop competence in 

hand-eye coordination. Laurence Young, Professor at M. I .T., mentioned to 

me (Personal Communication, May 16, 1978) that he and Daniel Kahneman had 

discus s ed the question of eye movement monitoring in young children and 

looked at pupi I diameter as a measure of attenti on around 1965; it is 
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possible that some of the material reviewed among them has found its way 

into these studies. In any event, there was probably considerable interac

tion among Bruner and his col leagues during the years of research required 

before a report on the work emerges . 

The Heinz Werner Lecture Series, "designed to provide a forum for 

outstanding scholars'' in developmental psychology, was the vehicle for 

Bruner's two lecture work (published as a five chapter book}, Processes of 

Cognitive Growth: Infancy (Bruner, 1968d). This series, given at Clark 

University, was sponsored by the Heinz Werner Institute of Developmental 

Psychology; Bruner was in good company in participating in the series, as 

Jean Piaget and Roman Jakobson presented the annual lectures in the year 

before and the year after, respectively . 

As we have mentioned, Bruner's involvement with education and with the 

schoo I aged chi Id was intense; in th.is sma I I book we can see the equa I 

intensity of his study of infancy. Bruner says, 

''Like Heinz Werner, I take it as a working premise that growth cannot 
be understood without reference to human culture and to prlmate evolu
tion. Human beings, unique among species, grow in a fashion that 
permits them to participate in human culture, to use its language, i.ts 
kinship system, its technological way of organizing work." 

(Bruner, 1968d )_ 

Bruner emphasizes the evolutionary viewpoint once again: 

"So in considering the early life of a member of our own species, it 
helps to bear in mind not only what the infant and chi Id are 
developing towards but also what they have developed from." 

(Ibid. 2 
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Bruner discusses "four great issues in human infancy" in these lectures, 

which he enumerates as voluntary control of behavior, the chi Id's ability to 

gain control of his own attention, the infant's progress from one at a time 

limitation in his activity to being able to do several things at a time, and, 

"Finally, how does the infant manage to begin a career of reciprocation and 

exchange that prepares him in such a degree for culture using in general 

and language using in particular?" In response to the questions posed by 

these issues, Bruner reports research of sucking, looking, manipulating, and 

interaction with adults. He notes that the infant has a "prolonged period 

of scanning the environment without early motor commitment," that the 

process of mastering motor functions is very slow, and that there is a 

prolonged period of dependency upon the adult. He suggests that infancy 

can, in I ight of these observations, "be conceived almost as a shield 

against premature spec ialization" (Bruner, 1968d). 

Bruner discusses the integration of developing infant activity, 

beginning with sucking. Bruner describes the apparatus developed to 

measure sucking, presenting graphs and photographs to demonstrate the 

research. Bruner notes that the infant sucks not only for nutrition, but 

non nutritively as wel I, in a sort of burst and pause pattern. The 

infant's growing capacity to handle information is demonstrated in Bruner's 

reports, for example, at birth the tiny human usually sucks with eyes shut; 

looking and I istening disrupts sucking. ( It is of interest that the 

infant has been practicing sucking en utero long before birth; it is not a 

procedure he must learn after birth, given a no rma l period of gestation.) 

Among the non nutritive functions of sucking, Bruner notes that there may 

be analgesic or antidistractive benefits to the infant. By the time he is 

three to five weeks old, the infant's eyes may be open when he is nursing, 
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however when visual fixation or tracking occur, the sucking wi I I be very 

I ikely to stop. From nine to thirteen weeks, the baby sucks in bursts, looks 

in pauses, and by about three months, he appears to be able to suck and look 

at the same time (though there sti I I tends to be a reduction in active 

sucking while looking). 

In experiments where the infant's sucking brings a picture into focus 

(while cessation of sucking makes it go out of focus, or vise versa), the 

chi Id wi I I opt to do what is necessary to keep the picture so he can see it 

most clearly. Such results were produced experimenting with infants as 

young as six weeks! Bruner remarks, 

''Indeed, before the third month of life, there is ample indication that 
the activity of sucking not only · serves innately predetermined multiple 
functions -nutrition, pain reduction, i;Jnd exploration - but that it 
can also be diverted to arbitrary and intel llgent instrumental activity 
that could not possibly have been preordained by evolution." 

( Ibid. )_ 

Bruner discusses "the intel I igent use of the hands," that is, "vol iti•on, 

ski I I and tools," of which he notes, 

"It is a much neglected topic, perhaps because we professors are 
intellectuals who are more preoccupied with words and images and ideas 
than with tools and tool-making." 

( Ibid. ) 

Bruner describes the work of Russian neu~ophysiologist Ber~stein 

pub I ished in 1967, noting that Bernstein states that the achievement of 

control always involves reducing degrees of freedom "in the action sys tem 

being regulated." Bruner proposes that control over degrees of freedom may 

be accomplished by development of "sequentially organized ski 11," and by 

forcefu I I imitation or restriction. He says, 
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"I shal I argue that the mastery of intel I igent, visually guided 
manipulation in infancy and childhood involves precisely a cycle of 
brute restriction of movement and of ski I I formation within the 
I imits of that restriction, with ski I I moving to the next step only 
when that restriction is altered. Any given program of ski I led 
voluntary action is gradually consolidated within its own restric
tions. Its consolidation is signal led by the wel I-known plateau in 
the learning curve." 

( Ibid. ) 

Bruner says that he sees developmental progress in the infant as 

qua I itative, rather than quantitative, involving the development of new 

strategies of actions to be consolidated. 

One can see by Bruner's report that in the physical world as wel I 

as in the philosophical, one must establish a discipline (in this case, 

over movement so that it is not random) in order to establish a freedom 

(in this case, the abi I ity to move one's I imbs directively to reach for 

a particular object or to walk or run in a particular way). One must 

limit the degrees of freedom from al I possible motion to a particular 

and precise movement, and the abi I ity for this kind of limitation comes 

only with maturity in the human species. One might then wonder, as an 

aside, about the developmental maturation of the human abi I ity tor dis

ciplining the degrees of freedom of intellectual concept, of cultural 

appreciation, and in the direction of the powers of the emotions. One 

might also wonder if some of these areas of the di sci pl ine/treedom 

complementarity are as age defined as the normal, if you will, develop

ment of muscle control. These are areas ripe for the pursuit of 

investigators of the maturing human not only in the areas of childhood 

and adolescence, but of that maturing human whom we cal I the adult . 

Robert Howe had designed, with Bruner, an infant seating 

arrangement with a broad elastic across the belly of the chi Id, and a 
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headrest with an appropriate indentation, al I of which prevented the chi Id 

from slipping and sliding, while keeping him free to wiggle arms and legs 

and turn his head as his stage of development and desires would combine to 

al low. Andrew Marshal I, 111, was highly involved in the design of 

recording and stimuli presenting devices. Bruner described data of 

changes in the trunk and head movements, the "fi xated gaze and actively 

working mouth," and, finally, when the infant had matured enough, the 

"swiping" at the object which had been passed close enough to the chi Id 

that it might be reached. Bruner developed a wonderful collection of 

toys and baubles for the infants, and from the looks on the faces of 

these youngsters in i I lustrations in Processes of Growth: Infancy, the 

children enjoyed the studies at least as much as the investigators. 

Bruner notes, incidentally, that 

"It is crucial to recognize the significance of eye closing and 
gaze aversion during troubles in reaching and grasping. Func
tionally, this too must be interpreted as part of the general 
program of reducing complexity in the interest of the exercise of 
I imited ski 11." 

( Ibid. ) 

The closed, working mouth and tight fist move in the infant to the 

open hand and open mouth. Bruner describes step by step the processes 

over two years of maturation. The seven month old "pounce reach," the 

"successively Cartesian" reach of fourteen months, and the "flexible, 

ob Ii que reaching" of 27 months are described and i I I ustrated . 

Bruner suggests, 

"One's ability to process multiple events is precisely a function 
of the abi I ity to process rather than merely to recognize or per
ceive that objects are present. The infant is constructing forms 
of multiplicity by his way of coping with the situation." 

(Ibid.) 
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Bruner then discusses "the chi Id's acquisition of rules that precede 

the rules of syntax;" here he concludes, 

"It seems to be a not unreasonable hypothesis that human ski I I, 
human information processing, and human language might conceivably 
be a set of related responses that differentiated man as he evolved 
from his hominid ancestors." 

(Ibid.) 

Bruner speaks of "code learning." 

"What seems to get established very quickly between parent and 
infant is some sort of code of mutual expectancy." 

( Ibid. ) 

Bruner has noticed that the cry of the infant becomes less intense 

once it is established, through experience, that there wi I I be a response. 

"The channel of language is doubtless dependent on the growth of 
interaction codes. The origin of the uniquely human form of 
language remains very much a mystery. I have proposed that it is a 
refinement or extension of human ski I I as exhibited in the atten
tional system and the motor system as represented by man's clever 
hands ... " 

( Ibid. ) 

Bruner sums up by stating that what he proposes are really biases, rather 

than conclusions. They include his functionalist view of man as a system 

oriented organism . 

" ... organic activity can be understood only by recourse to the idea 
of systems conceived as designed to fulfi I I functions ... as in sys-
tems engineering ... The major functions in I iving require systems for 
their fulfi I lment ... Responses are parts of larger systems, and these 
larger systems are what require deeper study." 

( Ibid. ) 

They include as wel I his perception of the order I iness of structure of 

man . 

" ... man's s t r uctu re imposes a shape on human skills just as 
crucially as do the bizarre proportions of science fiction 
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characters ... the inheritance of evolution is structural order that 
leads to language taking a particular form, to attention being 
organized along certain I ines, etc." 

( Ibid. ) 

With regard to evolution, he notes, 

"Granted ontogeny does not recapitulate phylogeny, we would do 
wel I to continue to attend to the relation between the two ... a 
developmental science of man without a sense of man's primate 
origins would be shallow." 

( Ibid. ) 

We see in this series of lectures a definition of Bruner's concept of 

cognition: "the achievement, retention, and storage of information." 

He says that it is inherent in "the functional enterprises of organisms, 

having its origins in the early development of intel I igent action." 

Bruner closes these lectures by suggesting that, 

"· .. to survive, humans, I ike other animals, must take their place 
as members of the species ... to become members of I inguistic and 
mythologically instructed communities, to join a common data base, 
to use a pool technology ... " 

( Ibid. ) 

Bruner's involvement with the developing human intelligence is 

clearly a strong one in the years of the late 1960 1s, and the 

Heinz Werner lectures give us some notion of the energy and thoughtful

ness that Jerome Bruner has devoted to this subject. Next we shal I 

consider a paper which Jerome and Blanche Bruner wrote together: 

"Voluntary Action and Its Hierarchical Structure." It was pub I ished in 

Beyond Reductionism: New Perspectives in the Life Sciences of the 

Alpbach Sympos ium in Austria in 1968, in the International Journal of 

Psychology, and later it was among the series of writings which made up 

Beyond the Information Gi ven . The authors argue, 
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"It is quite apparent that many biological systems operate from the 
outset as hierarchically organized wholes by their very nature ... A 
newborn can suck, swa I low and breathe ... " 

(Brune r and Bruner, 1968) 

The authors make an interesting point in this paper about the 

afferent nervous system; it is that it is "necessary to distinguish 

between exatterence and reatference." They credit Van Holts, and 

explain as fol lows, 

"If I shake the branch of a tree, various receptors of my skin and 
joints produce a reatference, but if I place my hand on a branch 
shaken by the wind, the stimuli of the same receptors produce an 
exatterence ... the same receptor can serve both the reatterence 
and exafference ... Stimul i from its own movements must not be 
interpreted as movements of the environment." 

( Ibid.) 

The authors concentrate on sucking (both as a nutritive and as a 

comfort giving action) and on the manipulation of objects as guided by 

vision. They look at both of these systems in the I ight of structure 

and of their development. "Our progress," they say, "wi 11 be from mouth 

to hand rather than from hand to mouth." 

Experiments were reported on the relation of sucking to eye 

function. With regard to eye-hand voluntary control, the authors 

pointed out that 

"The beginning of ski 11 is diffusely organized awkwardness guided 
by a smal I number of directional specifications ... Diffuse 
awkwardness is then transplanted with stiff awkwardness ... tingers 
are now spread wide open, elbow rigid. The midi ine becomes 
dominant ... The system gets stiff, but it gets vastly more 
effective." 

( Ibid. ) 

The experiments included the analysis of a seven month old chi Id 

coping with the use of a cup tor the first time. This analysis was 
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done using sequences filmed at 50 frames per second, a speed which al lowed 

for careful study. The chi Id's behavior appeared to the investigators 

"more p I ayfu I than purposefu I . " They exp I a in, 

"In play, ends are altered to suit means, rather than means being 
altered to achieve an end held constant, as in problem-solving." 

( Ibid. ) 

They find Thorndike's theory of behavior shaping by trial and error 

"surely an adult-centered view." 

"Trial and error implies the capacity 
while varying means. The segments in 
very short in duration for the chi Id. 
distraction, not error." 

to hold an end constant 
which this is possible are 

What thwarts him is 

(Ibid.) 

A general theoretical philosophy regarding development has taken on 

a definitive shape by this time, and the authors spel I this out quite 

clearly in the conclusive portion of this paper. They contrast their 

view with those of Skinner and Piaget: 

" ... Skinner attributes such order as there is to control of behavior 
by orderly stimuli in the world. Piaget sees more order than 
Skinner, so he attributes it to the inherent logical structures of 
mind, accommodating only slightly to the lessons of the environment. 
Skinner's solution has some of the monotony of nature. But it is 
much more fortuitous than nature could afford to be. The genera
tiveness in behavior that makes it economical vanishes at Skinner's 
touch, even from language. With Piaget, it is the opposite. The 
order and generativeness are a 11 there from the start, Ii ke the 
shape of the mollusk, ready to eat so long as nutriment enters the 
system." 

Using Skinner as a foi I for the expression of Brunerian theoretical 

notions is not new; we wi I I see it again in a few years in the Herbert 

Spencer Lecture. The obi ique reference to Piaget's early expertise in 

the study of mollusks gives an added dimension to this critique of his 

ideas, leaving the reader with a faint smile, whether or not he is in 

agreement with the authors Bruner, at their cleverness with the 

sworded word. 
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The authors continue, 

"We have no complaint either against universality in human intellectual 
functioning, or against the shaping power of the environment. But we 
do have a comp la int abou t t heo ri es t hat op t fo r i nt e r na l un i ve r sa lity 
in surfeit or for environmental shaping as the mold for such uniformity. 
Human beings are the most awkward species on earth, the most uneven in 
development, the most beset by obstacles that are not intrinsic to the 
task. We urge a new functional analysis of what it takes to grow up 
intel I igent, a job description for growing up." 

( Ibid. ) 

The authors pose the questions central to these issues: 

"How do strategies for coping with complexity develop? How are I imited 
resources used for achieving goals the means to which vary? How do we 
sustain action over sufficiently long trains of striving? How do we 
recognize (when we do) invariant features of events so that we are not 
constantly ensnared in learning? We suggest we proceed not with a 
bang, not with a whimper, but with a good close look." 

( Ibid. ) 

In 1967, Bruner wrote "Processes in Growth in Infancy" for the 

CIBA Foundation - CASDS Study Group in London, which was later pub I ished 

as a part of the proceedings entitled, Stimulation in Early Infancy 

(Bruner, 1969g). (If one notes a certain familiar ring in the title of this 

presentation, it is because the Heinz Werner Lecture Series presentation was 

similarly entitled, "Processes of Cognitive Growth in Infancy.") 

The fol lowing year, the CIBA Foundation - CASDS Study Group met again 

in London (November, 1968); here Bruner contributed what he considers to be 

a "turning point" paper: "The Growth and Structure of Ski 11." The paper 

not only appeared in the Proceedings of the study group, which was 

entitled, Mechanisms of Motor Ski 11 in Development (K. J. Connolly, editor, 

1970), but in Beyond the Information Given, edited by Ang I in, at a later 

date (Ang! in, 1972). 
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"The Growth and Structure of Ski I I" <Bruner, 1970a) has to do with the 

development of eye ski I ls (especially tracking), hand ski I ls, and hand/eye 

combination ski I Is. Bruner explains his purpose: 

"I should I ike to explore what it is that may be species-specific 
about human sensorimotor ski I I. My eventual hope is to understand 
how human ski I I eventuates in human tool use ... There is simply no 
adequate I iterature on ski I I development in infancy, and such as there 
is tends in the main to be concerned with the achievement of nor.ms 
rather than with the c lose description of behavior, whether a norm is 
achieved or not." 

(Bruner, 1970a) 

After considerable discussion of theoretical views and the I iterature 

related to the issues addressed, such as existed, Bruner described several 

experiments. In one, a toy was given to the youngster (aged somewhere 

between four and seventeen months) in one hand, then when it had been 

ascertained that the infant had the toy in possession, another was offered 

on the same side as the toy being held. If the chi Id had not taken the toy 

after 15 or 20 seconds, that second toy was moved to the midi ine of the 

chi Id. If the chi Id took that toy, a third was offered and, if that was 

taken, a fourth. The four to five month old, if they could manage to 

take possession of one toy, were generally not able to cope with more, 

though the chi Id might drop the first toy when attention was taken to 

another. Most often, the baby would take the toy to his mouth at four to 

five months, a behavior which decreased to almost never occurring by the 

time the chi Id was fifteen to seventeen months old. During the same period 

the abi I ity of the infant to "store" the toy developed, that is, he could 

put the object in his lap or on the arm of the chair progressively more 

often and more effectively as he grew older . 
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Another experiment was reported where the chi Id, this time aged from 

six months through seventeen months, needed to use one hand to hold back 

a I id while using another to pick up a toy. As one might expect, the 

abi I ity to accomplish this task improved with age, and the banging at the 

I id rather than opening it decreased accordingly. Various approaches to 

the problem were reported. 

Data were presented on experiments where the infant had to reach 

around a screen, which Bruner cal led "detour reaching," and, of course, 

the ability improved with age. 

In the last experiment reported, the baby, aged ten days to five 

months, was placed in the specially designed chair that supported him 

comfortably, in front of two side by side windows. A jeweled bal I would 

be placed at timed intervals in each window, and the baby's visual 

activity was carefully monitored and recorded. 

Bruner suggests, 

" ... the management of ski I I may be considered as the first 
realization or embodiment of programs that wi I I be used throughout 
the I ife of the organisms, not only for mastery of ski I led tasks, 
but also for problem solving of a kind not usually thought of as 
ski I I in the bod i I y sense. Indeed, the proof of the matter is that, 
from the infant's perspective, it is difficult to say whether the 
tasks reported in these pages were instances of ski I I or of problem 
solving. Perhaps we would dowel I in the future to explore wherein 
they a re i dent i ca I, and what makes them separate. I cannot be Ii eve 
that is suffices to argue simply that thought is action internalized 
or rendered into symbolic form. The task, rather, is to explore the 
range of development from the attainment of ski I I in action to the 
attainment of acumen; in problem solving, to explore in detai I the 
kinship between them and the discontinuities as wel I. I believe 
that the ski I I of the hand, given its place in evolutionary history , 
may provide the ideal vehicle for such a voyage of exploration." 

( Ibid. ) 
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In this report, Bruner speaks also of 'intention' in the cognitive 

structure, and of the cruc ial issue in its regulation as being the comparison 

of the intention with the result, and fuhe use of the difference as a basis 

for correction. He also refers to the "modular act." 

"It is when modularization is achieved and the act becomes smooth ly 
organized that it goes through a process of being incorporated into new, 
more inclusive, and more complex serial patterns. n 

C Ibid. ) 

He asks why modularization is so essential, and answers for the reader: 

"I be! ieve it is a matter of attentional capacity. Prior to 
modularization, an act simply takes up al I avai !able attention ... Once 
attention is freed, then a new pattern emerges." 

C Ibid.) 

The research Bruner is doing with infants is more genera I I y 

oriented toward experimental measurement than work he has done in many years; 

we have, in fact, to return to the period of Bruner's work on perception to 

find this kind of analysis and synthesis. The right hand, it would seem, 

has retained its function. 

As we wi 11 see, Bruner was pub! i:shing steadily as ever during this 

period. He wrote a foreword to T. B. Brazelton's Infants and Mothers 

(Bruner, 1969b), and in Studies in Cognitive Development: Ess ays in Honor 

of Jean Piaget, Bruner published "Eye, Hand and Mind" (Bruner, 1969a). Here 

Bruner speaks of "reach, g rasp , retrieve, mou th" activity pattern of the 

infant as he develops the capacities for each behavior. He tel Is us 

"An infant' s visually guided prehensile career starts in the se rvice 
of hand to mouth operations and gradua I I y acquires a freedom for use in 
a variety of contexts that the environment has to offer." 

(Bruner, 1969b) 
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In Psychology Today, Bruner published "Up from Helplessness" (Bruner, 

1969h), in which he presented the concept that 

" ... the infant's behavior is intelligent, adaptive and flex ible from 
the outset." 

(Bruner, 1969h) 

and said, in more laymanesque terms, what he had said in his recent 

articles on infant development. 

That Jerome Bruner spent a lot of time and energy with smal I humans 

in the late 1960 1 s is clear; still, that was not all in which he was 

engaged, as we shal I see in the next chapter. 
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REVOLUTION AND EVOLUTION: MAN IS NOT A NAKED APE 

Nineteen hundred sixty eight was a yea r of mini sk irts , th e readin g of 

the fir s t chapter of Genes i s by American astronauts while in orbit around 

the moon, riots, the d~a+hs of national leaders, Joe Namath winning with 

the Jets, the fi Im !!The Graduate ," and the invasion of Czechos lovak ia . 

George Mi I !er was Presiden t of the American Psycho log ical Assoc iati on. A 

woman ca rri ed a torch t o the Olymp ics in Mex ico City, and American winners~ 

black gloved fi s ts held aloft, bowed their heads during their national 

anthem. Th ey were dismissed from th e team and sent home. Jacque I in e 

Kennedy decided to marry Greek shipp ing magnate Onassis. The Viet Nam 

war was TV fare during the dinner hour, th e inhuman horrors played out in 

living co lor for sma l I children to drink in with the ir evening milk. 

Ma rtin Luther King was ki I led in Memphis; Robert Kennedy was shot in 

Los Angeles, hi s wife, pregnant with their la s t chi Id, bes ide him. A 

nati on not yet recovered from the death of hi s brother gtared in d isbe li ef 

at more dying living color. 

Eugene McCarthy won 42% of the vote in the New Hampsh ire Democ rat ic 

primary e lections , and John son announced he wou ld not run fo r presidential 

office again. Gove rnor Wa l lace of Alabama formed a new part y , ch ri stened 

the Amer i can In dependen t Pa rty, and threatened t o sp Ii t the e I ect ora I vote . 

Th e Repub li can Conven ti on in Miami se lect ed Richard Nixon and Sp riro Agnew 

t o the tun e of riots cos t ing three I ives and involving 250 arrests. In 

Chicago , Mayor Daley shouted obsen iti es on camera bu t not on sound as the 

street s of the c ity fi I led wi th Yippees , 12,000 pol i ce , and 5 , 000 National 
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Guard and Army. Dan Rather, CBS News correspondent, found himself on the 

f Joor of the Convention Ha 11, having been summarily socked by an 

ostensib 'l,e protector of the people. Humphrey and Muskie were nominated 

by the Democrats. In the end, Richard Nixon was elected President of the 

United States with 43.6% of the vote to Hubert Humphrey's 43.2%. To say 

that Jerome Bruner did not concur with the expressed wi 11 of this narrow 

majority would be to put it too lightly . 

The late sixties saw the increase of citizen political activism, a 

sometimes civi I, sometimes most uncivi I disobedience, a growing 

consciousness and conscience about the involvement of the United States 

in Viet Nam, Cambodia and Laos, and a growing antipathy to participation. 

The universities were fi I led with angry and frustrated young people, 

unwi I ling to accept as their own the war they found they were required to 

fight and, in a state of apparently unrecognized dissonance, hostile at 

the materialistic and affluent society which, paradoxically, had brought 

them to the opportunity for education. It was th~s same affluent society 

which tolerated incredible poverty and enormous social injustice. 

Liberal ism was not enough; progressive efforts toward improvement of 

the society were too slow and too unequal for this generation. Their 

rebel lion was revolutionary. The system, they argued, was rotten through 

and through, and needed to be overthown. The idea of free speech was 

interpreted to mean the more foul the curse, the more I iberated the 

speech, and that the freedom for profanity was the basic meaning of the 

first amendment to the Constitution. Or at least so it seemed. 

This was a generation with enormous need for tolerance of their 

activities, and a very short supply of tolerance for anyone who did not 

243 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

agree to the word, however inconsistent that word might be. It was a 

generation ful I of energy and short of fuse, a trying combination to those 

who had for years been pressing steadily for societal reform and who, 

though they had accomplished nothing perfect, had made a considerable and 

standing improvement. 

The movements that spread through the universities were a sort of 

organized anarchy. On the positive side, there was a growing caring about 

the environment, a concern for the fundamental necessities of clean air 

and water and uncontaminated food, and a caring for its inhabitants as 

there was a growing awareness of endangered species: eagles, whales, and, 

of course, man. It was a time of consciousness raising. 

This was, in short, a generation with character. It was a character, 

however, that did not communicate eas i I y with its e I ders, and especi a I I y 

the I ikes of Jerome Bruner and others I ike him who had played progressive 

and I iberal roles in the society for many years. The support of the 

causes Bruner and his col leagues deemed reasonable among those proposed by 

the young activists was often obviated by the young because it lacked th e 

proper tone of rebel I ious, anarchica I commitment. 

As each generation, in its time, learns, it is characteristic of the 

human condition that we blame th e generation before us for the mess in 

which they left the world; we become more thoughtful onl y when we perceive 

that we have found the changing more difficult than we anticipated, and 

that we, indeed, are do in g I ittl e better . 

Bruner, t oo , was frustrated by the i nadequac i es of t he '' system." He 

was disappointed in the waning suppo rt by the government of the Headsta rt 

program, which he helped to create. He was, as we sha l I see in the next 
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chapter, aware of the deprivations in cognitive development suffered by 

children and imposed by deep poverty. And withal that Jerome Bruner sti I I 

believed in the rule of law and in rationality, such as circumstances in 

the late 1960 1 s afforded, he was one of few faculty members at Harvard · 

who was able to negotiate between the antagonists during the Harvard 

"bust." It was a trying time, and rationality was not the order of the 

day on either side of the confrontation . 

It must have been a disheartened Jerome Bruner who went about his 

work during this period. Sti I I his publications continued to appear. 

In 1968, Bruner wrote two forewords for books: one to the English 

translation of his good friend A. A. Luria's The Mind of a Mnemonist 

(Bruner, 1968b), and the other to M. R. Wescott's Toward a Contemporary 

Psychology of Intuition (Bruner, 1968c ). He also did a review of 

Jean Piaget's Six Psychological Studies (1968e), in which Bruner 

discusses his high regard for Piaget. After comments about Piaget's 

forty years of work in Geneva, Bruner remarks, 

"For Piaget is only incidentally a psychologist. His trade, as he 
would put it, is that of genetic epistemologist who investigates 
philosophical issues by the empirical study of the growth of the 
mind ... He has made a profound mark on modern psychology by 
refocusing attention on man's sources of rationality, on the pro
cesses by which he achieves that rationality, and by showing how 
human i nte I I i gence at a I I I eve Is of deve I opment can be des er i bed 
precisely and rigorously in terms of the underlying logic of action 
through which intel I igence expresses itself." 

(Bruner, 1968e) 

In contrasting the contributions of Freud and Piaget, Bruner says, 

"Freud made us sensible to the continuity that exists in the 
development of man's desires and passions and brought down the 
ancient notion of chi I dish innocence. Piaget, for his part, has 
established the deep continuity that exists from birth to maturity 
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:n human rat ionality. If Freud stimulated in our culture an 
~nderstanding respect for the sufferings and malaise of childhood, 
Piaget has surely stimulated a comparable respect for the intel
lect1•al yearnings and confusions of the growing mind." 

( Ibid. ) 

Though in this author's view, the concept of "sources of 

rationality 11 is central to J e rome Brune r's life, this i s the first time 

I have seen that particular phrase in his writing . It is of interes t 

that it , appears in r e fere nce to Piaget and to his work . 

For the Saturday Review, Bruner wrote "Culture, Politics and 

Pedagogy" (1968a); it later appeared in The Relevance of Education. In 

it, Bruner tel Is his readers that there is no clearly defined and widely 

accepted theory of education, and goes on to note that a pedagogical 

kind of theory is different from the "usual type of scientific theory." 

"A theory of instruction is a political theory in the proper sense 
that it derives from consensus concerning the distribution of power 
within the society - who sha l I be educated and to fulfi 11 what 
roles?n 

(Bruner, 1968a) 

and he supports this contention by remarking on the different and often 

political uses to which the book Process of Education had been put in 

the various countries into whose language it had been translated. There 

i s a distinct cha nge in Brun~r•s a~proach to education in his writings; 

the winds of politics, the chi ldren of which we sha l I see in the next 

chapter, are not unconnected to this quieter approach. Bruner is con

vinced "the entire intel ,hectual community must '1 have a role in education; 71 

and he supports the role of the theory: 

!!Knowledge , t o be useful, must be compact , accessible, and 
manipulable. Theory is the form that has these properties. It 
shou ld be the aim of our teaching. ;' 

( Ibid. ) 
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Sti 11, he insists that 

" ... even if a pedagogical theory is correct, relevant, and manageable, 
it may be practically ineffective when it tai Is to relate to the 
urgencies of a society." 

( Ibid. ) 

Bruner proceeds to describe why theories tend often to be ineffective, and 

argues that we need to emphasize certain creative areas in our teaching, 

including, among others, research, development, art, and the supportive 

roles. "How," he asks, " can the power and substance of a culture be 

trans I ated into an instruct i ona I form?" And he answers, in part, in the 

concluding paragraph of the article: 

" ... one of the most crucial ways in which a culture provides aid in 
intellectual growth is through a dialogue between the moGe experienced 
and the less experienced, providing a means tor the internalization of 
dialogue in thought. The courtesy of conversation may be the major 
ingredient in the courtesy of teaching." 

( Ibid. ) 

There were sad notes during these years. There was a persona I loss 

to Jerome Bruner and a significant loss to psychology generally in the 

death of two extraordinary men: Gordon Al !port and E. G. Boring. Bruner 

published a memorial note on Gordon Al I port's I ite in the American Journal 

of Psycho I ogy in 1968, "Gordon A I I port: 1897 - 1967" <Bruner, 1968t) . 

Bruner remi n i seed abi(!Jut the meetings of what he addressed as "The Group 

Mind." 

" ... the monthly research discussions of Al I port's graduate students 
plus such visiting fellows as might attend, where one would report 
on work in progress and afterward consume doughnuts and cider. The 
conversation was lively, learned, and extraordinarily fair minded -
a reflection of Al lport's genuinely eclectic spirit." 

(Bruner, 1968t) 
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In 1977 , Bruner spoke of h is ea r ly men t or, 

11Gordon Allport thought aU that work in '.'.!_ Study q_f_ Thinking was kind 
of fooling around with little nonsenses while the world was burning 
... maybe he was right ... but on the other hand, Gordon Allport was the 
one who early on encouraged me to take a crack at things outside the 
regular domain . .. " 

" Edw i n Gar r ig ues Boring, Memo ri a l Min ut e Adopted by the Facu lty of 

Arts and Sciences , Ha r va r d Un i vers ity , Janua r y 14, 1969" was ca rr ied i n 

th e Ha r var d Uni ve r s it y Gazette (B run e r, He rrn s t e i n, New man , Sk inne r, and 

St evens , 1969) . Th e loss of t hi s reve red psycho log i s t and his t ori an of 

psycho logy was one mo re s ign of a cha ng i ng e r a at Ha r va rd . 

1'I was very close to Gary Boring . We had a very close personal 
relationship ... we could talk about anything . I could always count 
on his Quaker hones ty coming through, and we r espected each other 
tremendously , and battled about different points of view ... I' ve 
never seen Gary Boring have a shoddy idea ... " 

The au t hors o f t he "Memo ri a l Mi nut e" exp ress we l I th e p lace Edwin Bor i ng 

has i n the anna ls o f psycho logy : 

"By wr iti ng its hi s t or y , Bor i ng became t he c urat or of cont i nuity i n 
psyc ho logy , g i v ing its s t udents a sense of th e s tructured pas t a nd 
an app rec iat ion of ho~ t he pas t crea t e d the present. The e ff ecti ve
ness of hi s writin g made Bo rin g not onl y the ch r on ic ler , but a lso 
th e hi s t ori ca l consc ie nce of psycho logy ." 

(B rune r, et a l., 1969) 

The joyous , i ntense , uni que Ha r va r d o f Je r ome Bruner ' s yout h was 

now fo rever gone . It i s somet imes a g rea t pity t hat none of us can go 

home agai n . 

Fo r th e Ph i Bet a Kappa Lectu re at Rocke f e ll er Un i vers ity i n 1969 , 

Bru ner presente d "The Psychobiol ogy of Pedagogy ," wh i ch he pub li shed 

fi nall y " ... with a cert a i n re l uctance" i n Th e Re levance of Educati on 
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(1971a:118-131). Bruner says of this essay in his introduction to it that 

it is a "curious" one 

" ... in which, plainly, the author is caught between trying to 
understand man biologically as a culture using organ ism, and at the 
same time trying to understand him as a product of the very culture 
he c reates as extern a I to hi mse If." 

(Bruner , 1971a:118-131) 

Bruner further develops this concept in the essay, 

"Man not only creates his own environment, but in so doing eventually 
presides over the programming and realization of his own evolution -
however inadvertent and stumbling he may be about it. 

"How one manages to time the steps in pedagogy to match unfolding 
capacities, how one manages to instruct without making the learner 
dependent, and how one manages to do both of these while keeping 
alive zest for further learning - these are very comp I icated 
questions that do not yield easy answers." 

(Ibid. ) 

Bruner notes the need to develop strategies to cope with information based 

on the limitations of the processing of that information by the nervous 

system. We see here a fami I iar theme repeated. 

"Theories, models, myths, cause and effect accounts, ways of looking 
and seeing as we! I as thinking are probably the prime prosthetic 
devices for assisting nervous systems beyond their naked I imits ... 
theories quickly become the valued property of a culture, constantly 
undergoing revision and often refinement toward greater abstraction 
as they find more compact restatement in the arts and in myth as wel I 
as in the formalism of sc ience." 

( Ibid. ) 

Bruner ins ists that 

"Man i s not a naked ape but a culture-clothed human being, hopelessly 
ineffective without the prosthesis provided by culture." 

( Ibid. ) 

Bruner sti 11 susta in s this conv icti on; in 1977 , when speaking of the 

sou rces of rationality , he said 
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" ... there are things like strategies~ things l ike perceptual 
selectivity ... they are al l a part of it. I'm absolutely committed to 
the idea that man is not a naked ape ... " 

Bruner concluded the essay on "The Psychobiology of Pedagogy" saying of 

man, 

"The very nature of his characteristics as a species provides a guide 
to appropriate pedagogy , and the nature of his nervous s ystem and its 
constraints provides a basis for devising reasonable if not 
inevitable principles for designing a testable pedagogy." 

(Bruner, 1971:118-131) 

Bruner wrote a chapter cal led "Modalities of Memory" in The Pathology 

of Memory, edited by Tai land and Waugh (Bruner, 1969c), "The Nature of 

Learning in Childhood" (Bruner, 1969d) for the 25th Anniversary Issue of 

Rehovot for the Weizmann Institute of Science in Israel, and he presented 

"The Origins of Problem Solving Strategies in Ski 11 Acquisition" (Bruner, 

1969e ) at the 19th International Congress of Psychology in London in July 

of 1969 . 

"Modalities of Memory" came to be actually through Bruner's 

participation in a symposium, and the book in which it became a chapter 

was evidently a form of Proceedings. In it, Bruner notes that it is 

necessary to make a distinction between 

" ... what may be cal led memory with record, where specific events are 
recoverable, and memory without record, in which encounters are con
verted into some process that changes the nature of the organism, 
changes his ski I ls, or changes the rules by which he operates but 
which are virtually inaccessible in memory as specific encounters. 
The person who lea r ns to p lay t e nni s wit h grea t expe rtness cannot 
give you a specific set of instances that led to the perfection of 
an aggressive backhand." 

(Bruner, 1969c) 
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In discussing "storage without record," and the development of ski 11, he says 

"I rather suspect that it is the enactive representations of specific 
instances that become converted into generative ski I Is of the kind we 
were considering." 

( Ibid) 

and he refers also to spatio-temporal schema, that is, "one's working 

image of a room, a city, or a cockpit," and to the storage of rules as a 

form of generalizing . 

In 1969, Bruner was a recipient of the Joint Award of the American 

Editorial Research Association and the American Editorial Publisher's 

Institute. (Was this award given, one might wonder, for Jerome Bruner's 

proclivity for keeping pub I ishers busy?) Bruner was also awarded 

several honorary degrees: one from the University of New Brunswick, one 

from Northern Michigan University, and one from his alma mater, Duke. 

In the summer of this year, Bruner attended a meeting convened by the 

Nobel Prize Foundation intended to bring together scholars, scjentists, 

and a panel of university students . "Reason, Prejudice and Intuition" 

(Bruner 1970c) was pub I ished in the conference proceedings, a book 

entitled, The Place of Value in a World of Facts: Nobel Symposium 14 . 

Sti 11 continuing at his incredible pace, Bruner, in late 1969, 

prepared "The Relevance of Ski 11 or the Ski 11 of Relevance" <Bruner, 

1971a: 108-117) for presentation at the Encyclopedia Britanica ' s symposium 

in London, "Education in the 1 70 1s;" the paper also appeared in the 

Saturday Review in Apri I, 1970, and in The Relevance of Education in 1971. 

Bruner speaks of this essay as having an emphasis as much "on do i ng as 

on knowing ." "Good problems," he says , "are the chief vehicle for good 
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curricula." He also notes the importance of making the subject under study 

"ones own," that is, he sees "competence as the objective of education;' and 

goal setting as mandatory to accomplish this end. He blames "wrongly 

focused theories of learning that lost sight of the forest of ski I led com

petence for the trees of perfected performances" in part for the current 

confusion in educational practices. 

" ... the exercise of ski I I is governed by an intention and feedback on 
the relation between what one has intended and what one has achieved 
thus far - 'knowledge of results.' Without it, the generativeness 
of ski I led operations is lost." 

(Bruner, 1970a:108-117) 

Bruner approaches relevance in education in both social and personal arenas. 

"Relevance, in either of its senses, depends upon what you know that 
permits you to move toward goals you care about." 

( Ibid. ) 

He speaks again of knowledge as power and of the need for knowledge to be 

enactive and committed. He says, 

"Let the ski I Is of problem solving be given a chance to develop on 
problems that have an inherent passion ... " 

( Ibid. ) 

We heard this back in the paper on "Learning and Thinking" <Bruner, 1959d) 

pub I ished more than a decade before. The theme of passion in learning is 

one, it seems to this author, which was a pre I iminary stand of Bruner's 

discovered during the period of his new awareness of his own "lefthanded

ness." That is was retained in 1970 would indicate that this philosophy 

was wel I integrated into the thinking of the phi losopical ly ambidextrous 

Jerome Bruner . 
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Bruner had other suggestions for the revision of pedagogy. He says, 

" ... education must concentrate more on the unknown and the speculative, 
using the known and established as a basis for extrapolation." 

( Ibid. ) 

He notes that difficulties for the authoritarian instructor could easily 

ensue from this approach, the authority of the teacher as "knower" would be 

undermined, and the teacher would be a "seeker" right along with the student . 

And it is his contention that the process of education should be shared with 

the learner. He considers the individuality of learning when he reminds us 

the "reward of mastering something is mastery." Bruner would combine the 

best in our current school curricula and an experimental view. He says, 

''I have wanted to hig~I ight the role of intention and goal 
directedness in learning and the acquisition of knowledge, and the 
conversion of ski I I into the management of one's own enterprises." 

( Ibid. ) 

He sums up the article with, 

"The objective is to produce ski 11 in our citizens, ski 11 in the 
achieving of goals of personal significance, and of assuring a society 
in which personal significance can sti 11 be possible." 

( Ibid. ) 

It is Bruner's contention that politics and pedagogy cannot be separated; 

surely this is a poltical as wel I as a pedagogical summary. 

The year 1970 brought a Sabbatical Leave and, once again, London. It 

also brought an honorary D.Sc. from the University of Sheffield. Invita

tions to do prefaces and reviews were coming along now with increasing 

regularity; in 1970 there were two prefaces to books published: one, 

edited by J. Hellmuth, was Cognitive Studies, Volume I <Bruner 1970g), 
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and the other was to D.R. Olson's Cognitive Development: The Chi Id's 

Acquisition of Diagonal ity (Bruner, 1970h). Contemporary Psychology pub-

I ished a review of Bruner's; it was of Ulric Neisser's Cognitive 

Psychology. Neisser, then a professor at Corne! I, had graduated with his 

Ph.D. from Harvard. His book was one Bruner used as a text in classes 

and, he said, subjected it as wel I to "the scant mercies of a graduate 

seminar." <Bruner, 1970f) 

N. H. Mackwo rth and Bruner pub I ished a paper Bruner considered to be 

of particular importance, "How Adults and Children Search and Recognize 

Pictures" (Mackworth and Bruner, 1970) in Human Development. In the 

experiments described, twenty young adults and twenty six year old 

children were shown series of pictures which were very blurred, somewhat 

blurry, or sharp, and the eye fixations of the subjects were recorded as 

each tried to decipher what it was at which he was looking. The data 

tel I us that adult fixation times increased 40% when it was necessary to 

understand what the blurred displays were over the fixation when the sub

ject was just looking over the picture. 

"The aims of the present study were to determine the nature of the 
visual selection during the process of trying to identify pictures, 
and how it changes with age." 

(Mackworth and Bruner, 1970) 

Though fixations were longest for al I and the gaze was most concentrated 

in the most blurred pictures, if the subject knew the picture would be 

blurred beforehand, the fixation times were less. There were consi

derable differences between children and adults. Concentration was less 

area-specific for chidlren, and the areas of concentration were less 

informative. Track lengths were shorter for children, and there were 
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twice as many trackings during the first second of blurred displays • 

"The pattern of looking ... partly depends on the mental schemata that 
the organism has established ... looking is not the same as perceiving. 
The sensory input is but one set of threads in the whole rich fabric 
of thought. The brain itself must supply and weave the strands 
running in the other direction." 

( Ibid. ) 

Bruner's pub I ications contin ued , showing little sign of the effects 

on him of the turmoi I of events during these years. Bit by bit, however, 

Bruner appears to have been grow ing apart from Harva rd. A distance 

between him and his graduate students, born of the times; the deaths of 

Gordon Al !port and of Edwin Boring; an administration at Harvard which 

apparently did not keep t ouch with its faculty and its students; the 

election of Richard Nixon to th e Whi te House - al I these had an effect 

which appears t o be co llective on Bruner. As to th e tenor of the times, 

Bruner mused on his outl ook on 9ocietal structure (or la ck of structure) 

and the p lace of the individual in the scheme of things. When asked 

about hi s "guiding myths" he rep I ied, 

11They tend to be made up of an enormous amount of concern with the 
recognition of individual dignity ... the feeling somehow that each 
individual has got to be an end in himself ... it is a very powerful 
notion . 

''1 was very irrrpressed in my freshman year of college with the Quaker 
belief of God being embodied in each individual ... the idea that 
ki Uing another man was ki Uing God . 11 

Bruner went on to say , 

"Life is irrrpossible unless you accept certain underlying principles 
.. . I see the law as a kind of surface manifestation or a surface 
realization of some sort of a deep structure of agr eed upon morality~ 
not just agreed upon for convenience. Somebody can say~ 'Yes~ but 
if you take the view ... that its all a big con game to keep people 
exploited . . . ' then I say it may very well be a con gmne to keep 
people exploited~ but the moment you say that the con game has no 
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correction factor for people to emerge and present their view and form 
a new, coherent, underlying set of values and structures and rules for 
society; the moment you say you can ' t do that, then we are not playing 
the same game, because what you are doing is tear ing my society apart, 
and I ' ll protect it and die for it . 11 

Brun e r spoke o f a concept which 

"has troubled me very deeply about America . . . everybody ' s doing their 
own thing . . . I just don ' t think societies work that way . I deeply 
believe in the notion of responsbility to some sor t of basic a.xioms 
as to what you 're going to cooperate by . .. what set of rules ... I tend 
to be quite stern on the subject ... otherwise the world will fall into 
a s tate of anar chy which may very well be what one wants . But if you 
get anarchy , you should get it because you want it, not because you 
slipped into it for lack of concern . 11 

For a man wit h t hese co nv icti ons , espec i a ll y ,one engaged in a cademe , 

the years o f t he lat e 1960 ' s and earl y 1970 1s mus t have been most t rying . 

And among th e mos t try i ng t h in gs abo ut t hose years we re t he engagemen t s 

of po liti cs wit h pove r ty . 
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POVERTY AND POLITICS 

Jerome Bruner was highly involved with the creation of the Headstart 

Program, a pre-school educational supp lement design~d to do just what it 

sounds I ike ... to give a head start to children deprived by virtue of 

poverty and its culture from beginning school I ife on an even footing 

with h~s middle class American peer. A good deal of the staffing for 

Headstart was volunteered, the program was largely dependent upon com

munity participation. Though the parents of chil ,dren involved in the 

program appeared, in a more than 80% majority, to be! ieve their children 

were being helped, the organization of Headstart had been quickly imple

mented (possibly with enthusiasm outweighing planning), and a highly 

influential evaluation, the Westinghouse Report, proved damning. The 

Headstart Program, begun during a Democratic administration, almost fel I 

victim to the Nixon Administration 1 . The disappointment was deep. 

Bruner had seen the difficulty of change in the I ives of very young 

children of the ghettos and of poverty level communities; in his view, 

change was mandatory if such children were to get a fair shake educa

tionally. Though Bruner was convinced that extremism was not the answer, 

he was also convinced that a sol id political block, ste~dy and clear 

sighted, was needed to move the political system . 

1 Gertrude Harmon, LVN, who has worked with Headstart in Los Angeles 
for eight years, tel Is me that the program is alive and wel I, and 
that it is functioning with 14 agencies in California alone. In 
the Los Angeles Agency in 1978, there are ten schools involved, in 
which are conducted a total of 21 classes (Personal Communication, 
Gertrude Harmon, 1978 ) . 
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In 1969, Bruner was a member of the White House Panel on Educational 

Research and Development, and a Director for the J. F. Kennedy Center for 

Research on Human Development. 

In December, 1969 , the American Association for th e Ad va ncement of 

Sc ience sponsored a Symposium on Education of the Infant and Young Chi Id 

in Boston, Massachusetts. In the Proceedings of thi s symposium, Bruner 

published "Discussion: Infant Education as Viewed by a Psychologist" 

(Bruner, 1970e). He was asked to prepare a summary of reports on major 

programs of intervention. In his paper, "Poverty and Chi I dhood" (Bruner, 

1971a:132-1 6 1 ), Bruner tel Is of of several themes he found common to 

th e reports in this conference (Ibid, p. 156). For example, the enormous 

influence of the mother, or whoever was the "day-to-day caretaker," was 

made clear. Bruner noted "She had to be worked with, not compensated 

for." Other prominent themes included the small "step-wise" quality of 

deve I opment of competence, the i nvo I vement with cog nut i ve deve I opment of 

s uch related fa ct ors as "confidence, t he capacity to control one's 

environment, hope in the future, and the I ike," the need to help the 

child to be "on his own," and, finall y , the wide range of possible 

intervention programs, "the provision f or success being that they produce 

opportunities for mother and chi Id t o carry out activities that have some 

structure t o them." This rea ffirmati on of themes which consider th e 

chi Id's relationship with his parent(s) and hi s general env ironment as 

es sent i a I I y inf I ue nt i a I in his deve I opment emphasizes tbe difference 

between the culture of the middle class (if there is one s uch) and that 

of th e poo r: th e middle class pa ren t has, as a rul e , some consc ious ness 

of th e paren ta I ro I e whe reas , as we w i I I see in some of Bru ner' s papers, 

t he parent in poverty i s much less I i ke ly t o have this ins ight. 
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In his preface to The Re levance of Education, Brun er says of the essay , 

"Povert y and Childhood," th at it 

" . .. was prepared in 1970 when I was on sabbatical leav.e, presumab ly 
working on theories of motor deve lopmen t i n early infan cy . I did 
work on th at t op ic but I co uld not do so for long during that troubled 
yea r with much conv icti on. I wrote the essay in London and it was 
given at the lngl is Lecture at Harvard. Another ve r s ion was presented 
on the occasion of r ece i v i ng th e Annual Award of th e Merr i I I-Palmer 
In sti tute in Detroit.1! 2 

<Bruner, 197 1a) 

"Poverty and Ch il dhood" is indicative of a changed Brunerian approach 

t o education. He had lost his innocence in th e arena of po litical accom

plishment f o r educat iona l purposes. It was no doubt a painf ul maturing for 

a man whose goal is the sources of rati onality t o have found again (in his 

ow n sp iral curriculum) that man, when it is most inc umbe nt on him to behave 

rationally, does not. And so it is with education in t he Un ited States. 

Sure ly, Br un e r must have thought, i f yo u g i ve soc iety a bette r way to ed u

cate its young , it wi 11 do it that way . Headstart was a rich beg inning; 

the Wes tinghouse Repo rt and th e Ni xon Administration al I but ki I led the 

program . 

There is another matter, a poin t of my own conjecture about th+s paper 

on poverty and about Jerome Bruner's response to a real expos ure t o the 

poor. Jerome Bruner, never mi nd h is de ni a l of pa in, i s a ki nd human being . 

He i s not a t otall y in sens itive sort, nor i s he an "ivory tower 11 academic. 

But poverty had not ever been his personal mi I li eu . When he s t udied the 

poor and their chi ldren, he saw things that made no sense to k ind and 

rational humanity. Bruner as an i nfan t ha~ strugg led through h is own 

2 The Merri I I Palmer Award was pr esented t o Je r ome Bruner i n 1970. 
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b Ii ndness, and I ater he had occasion to support others through i I I nesses 

and, on at least one occasion, through death. But we can presume that he 

had never seen anything I ike the hop e lessness and desolation of the 

forever poor. It is my speculation that it was the impact of the real i

zation of the degradation of poverty that modified his writing thereafter 

in any area which he perceived to touch on such poverty, and specitical ly 

in the area of education. I think Jerome Bruner was shocked by the 

realities of poverty, and think he was even more shocked that he, so 

thorough in his research of each subject he undertakes, had not seen it 

clearly before. Bruner, we remember, had early on doAe a paper on com

parison of children who were wel I oft with children who were from poorer 

neighborhoods in their perceptions of the sizes of coins; here perception 

was the is sue, not poverty. One does not have any sense in the paper on 

coin comparison of any reality of poor~ness. 

In his work with "Man, A Course of Study,." Bruner had been ab I e to 

effect some powerful changes in his own personal environment in educa

tion, that is, within an upper middle class group, through a difference 

in pedagogical approach. But his efforts against pre-school poverty 

were a drop in the bucket; in the main, he found himself in an arena in 

which he was powerless. Reason was not effective. He could not turn 

society "around on itself;" it would not partake of the spiral curricu

lum and it would not learn by its own errors. Bruner could, however, 

advocate that society attend to its own needs, and in ;'Poverty and 

Chi I dhood 1
' (Bruner 1970b) did exact I y that. In introducing the paper 

he says, 
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"The focus w i I I be upon th e manner in which soc i a I and cu I tu ra I 
background affects upbringing and thereby affects intellectual func
tioning. Within that wide compass , I sha ll limi t myself further by 
concentrating principally upon the impact of poverty and 
dispossession. 

!I ••• th e charge has been made ... that ed ucat iona l and soc ial izing 
practice, be fore the schoo l yea r s as af ter, refl ects and reinforces 
th e ineq uiti es of a c lass sys t em . This it does by li miti ng access 
to knowledge for the poor wh il e facilitating it for those better 
off. The charge is even more ser io us : that our practice of educa
ti on , both in and out of schoo l, assures uneven distribution not 
only of knowledge but also of compet ence to profit from know ledge . 
It does so by I imiting and s tarving the capab i I ities of the ch ildren 
of the poor by I ead i ng them into ta i I ure unt i I they are conv i need 
that it is not worth their whi le to think about schoo l-li ke things . " 

(Bruner , 1970b) 

This sounds , does it not, I i ke th e days of Dickens , I ike the c la ss 

s tructure of 18t h and 19th cen t ury England. But it is 20th Centu ry 

Ame ri ca of wh i ch Bruner speaks , and the sou rces of the accusations he 

presents a r e not j us t the New Le tt, but Roya l Commiss ions and advisers 

to presidents as we l I. The faces and th e technologies of t he societies 

differ widely, b~t the weary in g s tratifi ca tion due to poverty is 

dis tressing ly simi lar between Dicken 1 s Eng land and our present 

United State s . with respect to the e ff ect on the character of oppo rtunity . 

Bruner exp lains the socio logical imp li cat ions of thi s breach : 

"Bloom's (1964) 3 careful and we ll- known wo rk strong ly suggest s t hat 
a ve r y major proporti on of the var iance in adu lt intellectual 
ach ievement , measured by a wide variety of procedures, is already 
accounted for by the time the chi Id r eaches the usual schoo l
s tarting age of five . .. t here are enough stud ies t o indicate ... that 
cert ain possibly c ri tical emotiona l, linguistic, and cogn itive 
patt e rns assoc iated with socia l backg round are already present by 
age three." 

( Ibid . ) 

3 Bruner refers here to B. S. BI oom' s 1964 book , Stab i Ii ty and Change 
in Human Characteristics (Wi ley , New York) . 
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Bruner set s th e ta sks o f th e paper: to exam i ne !! the effects of poverty 

on c hi Id development i n ou r contempora r y Western c ulture ," and "what i t is 

that poverty and its attendant sense of powerl essness may do to the pattern 

of growth in children . " Th e emphas i s on powerlessness is sign ifi cant, I 

be li eve , to Brun er ' s p~ rti cula r way o f look ing at poverty; we sense , by the 

time we finish reviewing this paper, that this is one sense in wh i ch 

Jerome Bruner can identify with th e poo r. He i s powerless to do anything 

about poverty and its devastating ef fects, just as powerless as are th e 

poor themselves. Bruner inc ludes in the tasks of th e paper the assessment 

of th eo ri es of development in the li gh t of th e impact of c ulture , and 

pa rti cularl y of poverty, on growth, as wel I as th e examination of the 

implications of th ese findings for np ub li c policy and fo r the conduct of 

ea rl y education." 

"Mos t of the wo r k that compa res chi I dren from different soc io-
econom ic backg ro un ds po ints to three inte r connected influences 
assoc iated with poverty. Th e fi rst re lates t o the oppo rtunity for the 
enco uragement of, and th e management of goa l seek in g and problem 
solving; it ref lect s diffe rences in the degree t o which one feels 
powerless o r powerful, and in the real isiti c expectation of rewa rd for 
e ffort . What th e ch i Id s tri ves for , how he goes about the task of 
means - end analysis, his expectati ons o f success and failure, his 
approach to th e delay of gratification, his pacing of goa l setting 
th ese are not on ly crucia l but th ey a lso affect how he uses language, 
dep loys attention, processes info rmati on , and so on . The second 
i nf luence i s lin guisti c : by exposure t o many situations and through 
th e app Ii cat ion of man y demands, chi I dren come t o _use I anguage i n 
different ways , particularly as a n in strument of thought, of socia l 
cont ro l and interaction , of p lann i ng, and the I i ke. The thi r d 
influence comes from the pattern of reciprocity into wh ich th e ch il d 
moves, whethe r middle class or poor and dispossessed. What parents 
expect , what t eache r s dema nd , what peers an ti c i pate - al I of these 
opera t e t o shape outl ook and app roach in the youn g . We mus t cons id er 
each of th ese in turn." 

( Ibid. ) 

Bru ner refers t o Hess ' s 1969 study of th e re lat ion between ma t e rn a l 

va ri ab les and the deve lopment of intelligence (see Hess and Sh i pman, 1965 , 
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Hess and Sh ipman, 1968, and R. D. Hes s, et al., 1969). Bruner notes that 

these studies 

"show th at the more a mother fee Is externa I I y contra I I ed when her 
chi Id is four years old, the more I ikel y the chi Id i s to have a low 
1.Q. and a poor academic record at age s ix or seven ." 

( Ibid. ) 

Bruner reports the work of other investigators, and the sum is a 

considerable difference in the relationship between poverty and middle 

class mothers and their chi ldren. Briefly, it appears that middle c las s 

mothers are, in general, much 11 mo re attentive to the flow of goal 

directed action." They al low the ch i Id more autonomy with regard to pace 

and decisions, are less intrusive as the chi Id so lves prob lems, and ask 

questions that wi I I help the chi Id in his search for c lues and for ans

wers. The middle class parent tends as wel I to attend more to the 

task than to the individual parts of the task, and is more positively 

reinforcing, that is, praising success and giving less attention to 

failure than would the poorer counterpart. And, Bruner says , "the 

evidence points to a magnification of (the effects of poverty) when 

poverty moves to the city. 1
' 

Bruner, referring to the work of Helen Bee and her col leagues (Bee, 

et al., 1969) , as we ll as that of Hess and Shipman (1965), exp lains that 

middle c lass imothers ask questions in verbalizing with their ch ildren , 

where poorer mothers t end t o demand and command, and to make evaluative 

s t atemen t s . 

"In lower class discourse, mothers more o ften order , or plead, or 
complain, than set up a problem or give feedback ... Wha t is most 
lacking in the less -advantaged mother's us e of lang uage is analysis
syn thes i s : th e d issecti on of relevant features in a ta sk and their 
appropirate recombina ti ons in terms of connection, cause-and e ffect, 
and so on.' 1 

( I bi d . ) 
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With regard to the manner in which the poorer mother uses language as against 

the manner in which the more advantaged mother speaks, Bruner notes, 

"Lower-class language, in contrast (to middle class language) is more 
affective and metaphoric than formal or analytic in its use, more given 
to narrative than to casual or generic form. It is more tied t o place 
and affi I iation, serving the interests of concrete fami I iarity rather 
than generality, more tied to finding than to seeking. 11 

( Ibid. ) 

Bruner sees the poor, not as "victims" of the system though, he says, 

;,_ they are, but so is everybody else in some way . It is rather that 
a set of values, a way of goal seeking, a way of dealing with means 
and ends become associated with poverty. 

"Being socio-economically disadvantaged is no simple matter of deficit, 
of suffering a cultural avitaminosis that can be dosed by suitable 
inputs of compensation ... The setting is a neighborhood that has adapted 
itself often with much human bravura to 'being at the bottom,' with 
I ittle by way of long range perspective or hope, often alienated by a 
sense of ethnic separation from the main culture." 

( Ibid.) 

We see here the root of the sort of inner city in-group ethnicity that 

provides almost a pride in poverty, or at least the appearance thereof; 

and the maintenance of that pride appears to be dependent, in the observa

tions of this author, not exceeding the expectations of one's peers. The 

maintenance of poverty then takes on a kind of aura of 11 this i s the wa y it 

is supposed to be" with those better off becoming "the enemy .n The chi Id 

in this culture learns a different set of rules f or survival than the chi Id 

of the middle class, and he learns a different I inguistic approach to I ife 

as wel I. Bruner states his philosophical view, 

"I am not arguing that middle- class culture is good for all or even 
good for the middle-class. Indeed, its denial of the problem of di s 
poss ession, pove rty, ~nd privil ege ma ke it contemptibl e in the eyes of 
even compassionate critics . Nor do I argue that the culture of the 
dispos sessed is not r ic h and va ri ed withi n its 1 imi t s ... But, in e f fect . 
insofar as a sub cu I ture repr;es ents a .r eacti on to def eat and ins ofar as 
it is caught up by a sens e of powerles sness , it s uppresses th e 
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potential of those who grow up under its sway by discouraging problem 
solving. The source of powerlessness that such a subculture generates, 
no matter how moving its byproducts, produces ins tabi I ity in the 
society and unfu If i I I ed promise in human beings." 

(Ibid.) 

Bruner speaks of the need for pre-school care and the lack o f its adequate 

provision, of Headstart and programs of intervention generally, and he 

speaks of theories of development, saying that one "that specifies nothing 

about intervention is b I ind to culture. One that specifies only interven

tion is blind to man's biological inheritance. " 

Bruner concludes this paper by explaining 

"Persistent poverty over generations creates a culture of survival . 
Goals are short range, restricted. The outsider and the outside are 
suspect. One stays inside and gets what one can. Beating the system 
takes the place of using the system. 

i!The issue is certainly not cultural deprivation, to be handled, like 
avitaminosis, with a massive dose of compensatory enrichment ... Rather 
the issue is to make it possible for the poor to gain a sense of their 
own power - through jobs, through community activation, through 
creating a sense of project in the future." 

(Ibid.) 

I offer the reader an apology for the extensive quotation of "Poverty 

and Childhood," but I am convinced that this is among the most significant 

of Jerome Bruner's social commentaries, and it is one which lends itself 

less to evaluative narrative or to paraphrase than most of his work. 

see Bruner here making a trul y noble effort to be understanding and not 

in any way to take on the appearance of condescension; poverty is a 

problem of society, albeit a particularly complex one, which needs t o be 

solved. And I see, as wel I, a man incredulous at the unwi 11 iness of 

soc iety to attack the problem. It is my personal op ini on , not confirmed 

by Professor Bruner, that these stud ies and the work that he did t o do 

265 



• 

• 

I 

• 

• 

• 

• 

• 

• 

with the Headstart Program were sadly enlightening, and that these 

experiences effected a considerable change in Bruner~s educational philosophy 

(perhaps his political philosophy as wel I) to such a degree, perhaps, that he 

turned his interests and his commitments away from education per se, pre

ferring to spend more time with research in the development of language, an 

area which has application in the broader picture to social issues, but in 

which, generally, he would not have to suffer exposure to the frustration of 

irresolution and the discomfort of the face of poverty about which there was 

so little he could do. The sense I get at this period of Jerome Bruner's 

I ife is one of powerlessness. Perhaps, in part, it is because he uses the 

word so often in his description of the poor and the disadvantaged. He is, 

I get the impression, unable to cope with the radical political movements 

which are so willing to destroy an orderly society; he seems more than 

wi I ling to see that society change, but he would much prefer it be through 

the system rather than by destroying the system. He is helpless to change 

administrations not to his I iking, both in his academic surrounding and on 

the national scene. He cannot cram into the consciousness of enough of 

the powerful the need to incite a real war on poverty (to use what he terms 

President Lyndon Johnson's "bel I icose 11 term), and so , it seems to me, he 

must sheath his sword and withdraw. To sense in Jerome Bruner during the 

early seventies a kind of powerlessness is not t o indicate a sense of 

defeat; 

Rath er, 

am not sure that Jerome Bruner has any concept of that term. 

see a predictable transition to more acceptable and viable 

environments: in his work, to language and the development involved 

therein; and that to be done soon at Oxfo rd rath e r than Ha r vard , solving 

adminfstrative difficulties on several counts (never mind t he new ones t o 
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emerge), and then, as we wi 11 discuss later, to the delightful pleasures of 

Ireland. 

Though my conjecture is my own, I am certain it was influenced by 

Jerome Bruner's remarks to Elizabeth Hal I in his interview with her as 

recorde d in Psychology Today (Hal I, 1970). He said to her, 

"My last six month's work on early education and social class 
convinces me that the educational system is in effect our way of 
maintaining a social class system in a group at the bottom ... I think 
it is so bad that I'm ready to cal I a moritorium on the development of 
problem solving curricula for our more intel I igent kids. Our warping 
of the children at the bottom is ever so much more urgent a problem. 
In times like this I get restive about being an academic or - as my 
son once put it rather angrily - tone of those godamned Cambridge 
intel lectuals. 1 At this point in history and perhaps at this time in 
my life, I am looking for the social intervention, however radical, 
that would make it possible for people to work together on our massive 
problems of poverty, urban live, learning to use technology 
effectively." 

(Ha 11, 1970) 

"This time" in his I ife was 55 years of age for Jerome Bruner. He 

was finding it "extremely difficult to go on with science as usual." He 

suggested the re-examination of the role of the universtity in society, and 

noted, 

"You don't get immune from crises in your career just because you are 
reaching the mid fifties. In some ways they get more severe." 

( Ibid. ) 

Bruner, whose academic differences with B. F. Skinner are by now we! I 

known, makes some delightful and pointed comments touching on politics and 

pedagogy: 

"I de Ii ght in my 
po I it i ca I man. 
his wi 11 ingness 
cut bait. 11 

col league Fred Skinner because he is so candidly a 
I seldom agree with his image of utopia but I admire 
to commit himself. I wish more of us would at least 

( Ibid. ) 
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and later in the interview, he says, 

"My chief worry about behavior modifiers is that they often forget that 
in I ife the very me lee for the control of behavior guarantees a curious 
kind of freedom. Human beings learn from the consequences of their 
acts very quickly, and they can do comparison shopping among the con
sequences of different acts. So godspeed to those who create paradigms 
for I earning based on i so I ated pigeons ... " 

(Ibid.) 

One notices (and we wi I I again in the Herbert Spencer Lecture) a certain 

goodness of nature and humor that speaking of Skinner and his work brings 

out in Jerome Bruner; it is clear that there is no love lost between them, 

but Bruner, th0ugh critical of his col league, is neither unkind nor 

ungenerous. Professor Skinner, conve~sely, during our interview in 1978, 

took on a tone of being rather more annoyed with "Jerry" and his charisma 

than charmed, 

As to being apolitical person, Bruner says of himself, 

"You see., I'm not by any means an apolitical person ... because I think 
intuitively psychological theories have political consequences." 

In Decembe r, 1971, President Nixon vetoed the Chi Id Development Act of 

1971, and thus inspired Urie Bronfenbrenner and Jerome Bruner to pub I ish, 

in the New York Times, an article entitled, "The Pres ident and the Children" 

(Bronfenbrenner and Bruner, 1972). Nixon presented as an alternative H.R. 1, 

a bi 11 which the authors were convinced would not only break the family 

apart, but wou Id force mothers of sma I I chi I dren to work or off the we I fare 

rolls. The authors s aid it was a "put-them-to-work-bi 11, " not a chi Id 

development bi I I. They quoted 197 1 s tatistics s tating that of al I mothers 

of children under s ix , ten percent (1.3 million) were s ing le parents, and 

that half of these mothers were working women; that there were nearly six 
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mi 11 ion preschool children whose mothers worked, and that one mi 11 ion of 

these wer~ below the poverty line in income. The authors condemned 

Nixon for not responding to his own White House Conference on Chi I dren I s 

recommendations, and their ,i1ndignation was clear as they insisted that 

the Congress take some action. Another demonstration oi the inabi I ity 

of one man or of a few to get response from their government on issues 

urgent to the wel I being of the country. The sense of helplessness was 

surely not unique to Bruner and his col leagues; it was the sense that 

pervaded the country. A sense that big business elected presidents, 

that multicorporations ran not only the country but probably the world, 

that big government was big brother, and that the individual accounted 

for I ittle or nothing. The worth of the ~ndividual, the basis of the 

American Dream, was apparently diminishing in such proportions as to 

create the American Nightmare. And the poor, it began to be apparent, 

we have always with us. 

I asked Professor Bruner in 1977 if he saw any solution then, 

several years after the time about which we have been writing, to the 

problems of the elimination of the results of poverty. He rep I ied, 

11We U I see the prob Zem now more in terms of resistance to change, 
because I think we know perfectly well how profound a change you 
have to make in a society in order to make a group feel hopeful 
and it's a deep, deep change. And even how you make the small 
changes against the tremendous amount of resistance that exists, 
I don't reaUy know. " 

He went on to describe his current work in education with the 

Oxford Education Research Group, "a sor t of s timulating new Z-ook 

the Oxfordshire schools,,.' and other activities in England, and that 

though he was keeping his hand in, so to speak, ,,.It isn 't where my 

passion is. 11 He went on to sa y , 
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;'If you ask me whether this is what I would fight or die for , the 
answer is no. I mean if it were the only thing I had to do ... I 
would do as much as I could, but I would rapidly start thinking 
about making a cruise to the Azores to take a look at the last of 
the whale fishing that's going on there ... I'm not as public 
spirited as I used to be ... I still do a lot ... ·' 

And anyone who sees thi s man move about his daily schedule must 

agree that he st i I I does a lot, both tor benefit of educat ion and of 

research. We do not, however, see him making th at nobl e e ff ort t o 

chan ge t he world tor the poor ; it i s a battlefield from which he has 

apparently withdrawn . 
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A HARVARD CHANGED-· A CHOICE TO BE MADE 

Nathan Pusey 1 was Harvard's President during these years; he and 

Jerome Bruner did not get on wel I. A particular incident stands out. In 

the late 1960 1s, Jerome Kagan 2 and Jerome Bruner had established al I the 

pre I iminary work (including funding of a joint federal and community 

nature) for a pi lot daycare center in Cambridge. Since the community 

surrounding a college is not always delighted with students moving in for 

four or so years, voting, and otherwise making their mark on the town, 

and then not staying around to manage the results of their actions, it 

seemed a real accomplishment to set up this cooperative arrangement. It 

was one which would help both the community and the university. 

Nathan Pusey turned the project down. To add insult to injury, he simply 

refused to discuss the matter with Bruner. It was an action that did not 

help Harvard's standing in the community, and it certainly did not 

enhance Jerome Bruner's view of that particular Harvard administration . 

1 Nathan Marsh Pusey (Apri I 4, 1907-
Pusey received his doctorate from Harvard in 1937. He succeeded 
James B. Conant as President of Harvard on October 13, 1953. He 
was Harvard's 24th president. 

2 Jerome Kagan is a chi Id psychologist who received his Ph.D. from 
Yale. For an autobiographical study, see Jerome Kagan, "A 
Psychologist's Account Mid-Career" in T. S. Krawie (ed.), 
The Psychologists, Volume 1:136-165, Oxford University Press, 
London, 1972. Kagan has published widely; of particular interest 
are Mussen, P.H., J. J. Conger and J. Kagan, Readings in Chi Id 
Development and Personality, Second Edition, Harper and Row, 
New York, 1970, and Jerome Kagan's Understanding Children, Harcourt 
Brace Jovanovich, New York, 1971 . 
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When the suggestion was made to Bruner that Pusey had overused his 

power in the Cambridge day care center incident, Bruner said, 

"That wasn't because of administrative excess ... it was a whole 
difference in values. 11 

Pusey I s den i a I of the center, then, was s imp I y •· 1an express-wn of that 

difference.;, 

We have seen in the past few chapters a progress ~ve difference in 

Jerome Bruner's approach to education; he is now no longer committed to 

curricula pe~ seas the vehicle tor change in education, rather the 

underlying changes must be political, social and phi lsophical. Then 

there wi I I be time enough tor specific curriculum changes. Without the 

fundamental underlying changes there seems no possibi I ity tor a lasting 

change in approach to education through curricula . 

Bruner's wri~ing during this period is ful I of revisiting themes 

upon which he has concentrated recently; perhaps we must bear with a 

certain redundancy tor the purpose of emphasis . 

"The Process of Education Reconsidered" was presented at the 1971 

Association tor Supervision of Curriculum Development Conference in 

St. Louis, Missouri (March 6-10, 1971). It was published in a little 

booklet entitled, Dare To Care/Dare To Act: Racism and Education. 

Bruner recal Is the Woods Hole Conference so many years ago, and The 

Process of Education . 

"At Woods Hole and after there was ... great emphasis on active 
learning, poking into things yourselt ... rather than upon ... 
passive consumption of knowledge ... " 

<Bruner, 1971b) 
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Bruner noted that when The Process of Education was written, student 

motivation to learn was simply taken for granted; with current " disengage

ment," Bruner did not find it sti 11 to be the case. 

"By 1970, the concern was no longer to change schools from within by 
curriculum, but to refit them altogether to the needs of society , to 
change them as institutions. It is no longer reform but revolution 
that has come to cha I lenge us. 

"A decade later, we realize that The Process of Education was the 
beginning of a revolution, and one cannot yet know how far it wi 11 

go. Reform of curriculum is not enough. Reform of the school is 
probably not enough. The issue is one of man's capacity for creating 
a culture, society, and technology that not only feed him but keep 
him caring and belonging." 

( Ibid. ) 

The themes of powerlessness in poverty cultures, and the issues of 

problem solving and goal setting, of language and of expectations with 

regard to poverty were again put forward in Bruner's "Overview on 

Development and Day Care," which appeared as Chapter 3 in Grotberg's 

Day Care: Resources for Decisions (Bruner, 1971c) developed for the 

Office of Economic Opportunity (1971). 

On March 30, 1971, Bruner presented "Competence in Infants" 

(Bruner, 1971d) at the Meeting of the Society for Research in Chi Id 

Development in Minneapolis, Minnesota. ( It was subsequently among th ose 

articles chosen by Jeremy Ang I in for his book of Bruner's writings, 

Beyond the Information Given.) In "Competence in lnfants, 11 Bruner 

emphasized the themes of growth of competence in infants, of intention, 

of feedback (prior to, during, and after action), and patterns of action 

which mediate between intention and feedback. He notes five 

"competen c ies" of the first year of life: feeding, perceiving (or 
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attending), manipulating the world in certain ways, interacting with members 

of the species, and control of internal state. Bruner discusses the role of 

play in learning (we will see more of this), and the role of modeling. He 

also speaks of the difference in the way a chi Id is communicated with, and 

the differences in expectancies, in a middle class home versus an economi-

ca 11 y depressed home. These are a I I issues that appear in other work of 

Bruner's; they are put together here in a manner that gives us a sense of 

the interrelatedness of many of Bruner's themes. 

Michael Cole and Bruner wrote a paper pub I ished in the American 

Psychologist on "Cultural Differences and Inferences about Psychological 

Processes" (Cole and Bruner, 1971) in which they describe what they term 

the deficit theory. It is the theory that poverty (and the presumption is 

that minority communities are a part of the poverty picture) communities 

are disorganized, and that the disorganization produces such deficits as 

a missing father model, a deficit in mothering, a deficit in symbol ism and 

I inguistics, as wel I as in a number of other areas. Bruner refers to this 

as the "avitaminosis" approach, and he and Cole propose that no such 

deficit really exists in minority and/or poverty children . 

"The central thesis derives from a re-examination of the distinction 
between competence and performance ... One must inquire, first, whether 
a competence is expressed in a particular situation and, second, what 
the significance of that situation is tor the person's ability to cope 
w i th h i s own I i f e i n h i s ow n m i I I i e u . " 

(Cole and Bruner, 1971) 

The authors remind the reader, 

"In the present social context of the United States, the great powe r 
of the midcHe cl iass has rendered differences into deficits because 
middle clas s behavior is the yardstick of success ... 11 

( Ibid. ) 

274 



• 

• 

• 

Bruner served on the Executi ve Counci I of the Developmental Sciences 

Trust, whose purpose it was to promote the growth of knowledge about the 

development of human behavior and the factors that influence it, to fos

ter a multidisciplinary perspective on human nature, and t o apply this 

information to the problems of humans, both in prevention of problems and 

in everyday coping. The Trust held a study group on the growth of com

petence jointly with Ciba Foundation in London in January, 1972. The 

Proceedings of that conference was pub I ished, along with additional 

papers, in 1974 under the title The Growth of Competence. It was edited 

by K. J. Connolly and Jerome Bruner. The group whose papers were 

recorded in this book consisted of fifteen scientists, most of whom were 

psychologists, who met for five days at the Ciba Foundation in London; 

the Carnegie Foundation in New York provided a grant so that al I the 

participants could get to London. The editors noted that the concept of 

competence "is less a scientific notion than it is a social and educa

tional one," and saw as one of the purposes in the publication of such a 

book as to to · do w·i t ·h 11 the need to estab Ii sh rea I Ii nks between basic 

scientific research and educational and social policy." When they speak 

of competence, the editors insist that they are talking about knowing 

how, rather than knowing that, 

"For competence imp! ies act ion , chang i ng the env ironmen t as we l I as 
adapting to the environment." 

( Con no I I y an d Brune r , 1 9 7 4 ) 

Competence implied to these authors selecting appropriate features of the 

environment and formin g a course of action, starting the sequences of 

activities, and making use of what had been learned . 
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We see Bruner's theme concerning poverty and its effects on the chi Id 

as the authors, in the introduction, consider the effects of the home on 

education: 

"General skills, cognitive and emotional, appear to depend on what 
has properly been cal led a 'hidden curriculum' in the home ... We must 
go beyond the home of the individual chi Id to the economic realities 
in which the child and his family find themselves. If it is not true 
that there are cultures of poverty, at least it can be said that 
there are sub-cultures of despair in which groups appear to have 
given up trying, appear to have given up the possibi I ity that they 
may be ab I e to achieve power over their own destiny.!! 

( Ibid. ) 

The editors introduce the book with a paper called, !! Competence: Its 

Nature and Nurture" and the remaining fifteen papers are divided into 

sections which include "An Evolutionary Perspectiven (Bruner's "Nature and 

Uses of Immaturity" is in this section), ·:Mothers and Infants;; (describing 

the interaction between them), "The Growth of Ski I ls," 1'Language 

Acquisition and Development," :1Personality and Social Competence," and, to 

complete the book, "Implications and Applications." Under this last 

heading is a paper by Bruner and Con no I I y, "Competence and the Growth of 

the Person," which provides a sort of postscript to the conference. They 

note that one must look at the functions of immaturity and ~~scover its 

place in the life cycle; they ponder social responsibi I ity for the 

developmental scientist, and the relationship between this responsibi I ity 

and a democratic society, and they see the school as part of the problem 

with regard to the i nsti 11 i ng in the young necessary ski I ls and competence, 

rather than a reliable solution to that problem. 

This book is an effort to bring the abstract into the realm of the 

practical; to bring basic research to application in educational and 

social policies. 
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Bruner's world had changed drastically in the past few years. Of his 

closest col leagues, some had died, and others had left Harvard for posi

tions at other universities. Bruner's dissatisfaction with administrative 

po li c ies had grown. The last thin vestiges of Harvard's wonderful 

esprit d'corps had taken their leave with the student protests, and it was 

clear that the change that had taken place in Harvard was irreversible. 

Bruner had been invited, throughout the years, t o join various 

faculties; Stanford had invited him, so had UCLA (conversation with 

Nowel I Jones, 1977), and s everal others. But it was in the world of the 

changed Harvard that he received a cal I from Oxford asking if he would 

dee/ ine if elected to Wolfson College as the first Watts Professor of 

Psychology. Bruner was in his mid fifties; it was also a time in his life 

when he was aware that he was at a turning point. This was an invitation 

he had to take seriously. 

Among the considerations was the fact that Bruner would take about a 

fifty percent cut in pay; this, however, would be mitigated by BlancRe 

Bruner's private income which would supplement the family funds. He had 

lived abroad on sabbatical leaves and the like, but this was not just a 

temporary decision; it was a long term commitment. Considering al I, he 

decided to accept Oxford's in vitati on, and he and Bla nche , t he ir ch ildren 

grown, prepared to cross the seas . 
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TO ENGLAND 

The Trip ... 

In 1972, Jerome Bruner's life was to change enormously. It was a year 

of great adventure, of parting with Harvard and of renewing old friendships 

in Britain. It was a year to set up a new home in a new land. 

Jerome and Blanche Bruner set out from Boston, wi t h friends as their 

crew, in their', sai !boat, the nwester Ti II," on June 17, 1972, to cross the 

Atlantic 1 . They were at St. Johns in Newfoundland by June 24th, there to 

exchange one crew of friends for another, but they were fogged in, and the 

second crew could not get into St. Johns as they could not get out. So 

there was nothing to do but wait. They stocked up on cod, salted and 

fresh, and got to know the others who were unable to leave St . Johns, 

collecting wonderful anecdotes. Their spirits were not dampened; the fog 

I ifted, the new crew arrived and those 0ho were not to make the crossing 

departed, and they set sai I on June 28 for the long crossing of the 

At I antic. They were good an experienced sa i I ors. 

The salted cod took on such an odor that Jerome Bruner would 

cheerfully have s ent .it to its original home in the deep, but Blanche saved 

it in time and, marvelous cook that she is, dished up a tasty feast of 

codfish cakes, much to the surprise of her spouse . 

The journey is recorded on the map of Figure 6, taken from a card 

prepa re d by the Bruners t o commemorate the da ys at sea . 

1 Bruner is a membe r o f the Crui s i ng Club of America, and an Honorary 
Member of the Roya l Cruisin g Club as wel I. 
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Oxford ... 

Jerome Bruner's research at Oxfora takes place not in Wolfson College 

itself, where he is Watts Professor of Psycholqgy, but rather in the 

Department of Psychology housed in a concrete edifice on South Parks Road 

cal led the Department of Zoology and Experimental Psychology building. It 

stands in the science area of Oxford University, many blocks away from the 

grand old buildings of High Street with their ancient deep walls and 

peaceful interiors. 

The University was established in 1214 in the town where oxen could 

ford the river (hence Oxanforda and then Oxford) in a city which began 

with the foundation of a nunnery in the 8th century ( I 11 ustrated Gui de 

to Britain, 1973; see also Alden's Oxford Guide, 1969 and Lise Mi I lar's 

Introducing Oxford, 1977). The Thames, which the Romans cal led Thames is, 

is cal led the Isis in Oxford, and is Joined by the Cherwel I just south of 

Folly Bridge. It is on the shores of the Cherwel I that Jerome and Blanche 

Bruner have their home. 

Oxford University presently consists of many colleges, each with a 

certain autonomy; Wolfson is one of the 19th century additions. Most of 

the colleges were established somewhere between the 13th and 18th 

centuries. 

The Oxford academic system is much different from that at Harvard, 

or from the American scholastic systems in general (with the possible 

exception of the innovative programs coming into bei-ng since the advent 

of the University Without Wal Is concept supported by the Department of 

Health Education and Welfare with "seed money:r within the last decade). 
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The school terms are divided into eight week trimesters, with a long vacation 

(June to October) in the summer. Because of the selective educational pro

cess at the lower grades in Britain, the students are rightly presumed to be 

the "cream of the crop" by the time they have been accepted at Oxford. Each 

student is assigned a mentor, known as a ''don," 2 who meets with him indi vi-

dually on a weekly basis and guides him in a program devel oped specifically 

for him . 

The student is offered an opportunity to learn, and it is presumed that 

he is there to learn, and that the professors and the other dons are there 

to faci I itate that learning. There is no "rol I taking" in classes; there is 

no requirement to attend any particular lecture or series of lectures or be 

a part of any seminar; the student must simply, by the time of his examina

tions, be able to prove a particular body of knowledge to his or her 

committee. Lectures are attended because the student is interested in the 

subject and because that particular lecture or series of lectures wi 11 

assist the student in the areas of h~s or her interests. The student takes 

his examinations when he or she and the assigned don deem he/she is ready. 

It is a long and arduous process. The student passes on one of several 

levels; seldom does the University have to deal with an academic failure . 

What Bruner was looking for at Oxford seems to have been a home of the 

spirit. He says freely that at Oxford he has not found it. He has had 

2 "Don" is a nickname for "dominus," Latin for "master." It is applied 
to professors, readers, lecturers, and tel lows of the colleges of 
Oxford . 
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several years of productive work as he nears retirement from the Watts 

Professorship (which wi 11 come about in 1979), but of esprit d'corps, he 

claims it can be found in bits within the department, for example in his 

end of the corridor, or in someone e lse 's end, but in the main he 

evaluates the Department of Psychology at Oxford as being unique in that 

the sum of its parts is more than its whole! (Interview, 1977). 

And The Work Goes On ... 

Most of the work pub I ished in 1972 was at least begun at Harvard. 

We see a great emphasis on the infant, what he is and how he manages his 

world. 

Bruner wrote ''The Uses of Immaturity" for a Nationa I Institutes of 

Health publication (Bruner 1972c), and "Immaturity - Its Uses, Nature 

and Managemen~'(Bruner 1972d) published in the London Times Educational 

Supplement in October, 1972. He wrote nHuman Developmenti! (Bruner, 

1972a) for Lycidas (The Magazine of Wolfson College), and, with 

E. Stevens, "Media, Messages and Children" (Bruner and Stevens, 1972) 

for Britannica Roundtable. "Infant Sucking in Response to Variations in 

Schedules of Feeding Reinforcement''was authored by Donald Hi I Iman and 

Jerome Bruner, and was based on Hi I !man's Ph.D. dissertation. 

Bruner and Barbara Koslowski (1972) wrote "Visually Preadapted 

Constituents of Manipulatory Action" tor Perception. These studies 

suggest that even before the chi Id was able to reach, there was coordi

nation developing between vision and the activity of grasping. The 

chi Id would make primary grasping motions only at a bal I which was 

smal I enough to be held. 
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The same authors wr<Dte "Learning to Use a Lever" (Koslowski and Bruner, 

1972) tor Chi Id Development. In this paper, children from 12 to 24 months 

were divided into three age groups and assigned the task of reaching a toy 

by the rotation of a "Lazy Susan" kind of I ever. The strategies they used 

were closely associated with the age group (there were five general 

strategies evident) and the authors concluded that not only did the chi Id 

solve the problem, but that learning transfer was built in, and the solu

tion could be readily transferred, once they had been accomplished, to 

other problems . 

Bruner wrote a book review of the Gartner, Kohler and Riessman book, 

Children Teach Children, entitled,, nToward a Sense of Community," in 

which he noted, 

"It has long been obvious that children learn from their peers, but a 
more significant observation is that children learn more from 
teaching other chi I dren." 

(Bruner, 1972e) 

Bruner, with hi s penchant tor picking out the courageous, describes 

this as "a brave little book," and says the "real reason'' tor adopting 

this kind of plan 

"should be to get us an inch on the way toward making the helper and 
the helped the universal unit of exchange within a culture that 
continues to produce lonely crowds, lon e li e r than ever." 

( Ibid. ) 

Bruner and his col leagues produced two ti lms during 1972: "Cup to 

Lip" was done by Bruner and A. May, and "The Intention to Take" by 

Bruner, May and Koslowski. 
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"Nature and Uses of Immaturity" (Bruner, 1972b) was a major paper. 

It was prepared for a study group on ~arly competence, and was presented 

as an invited address to the XXth International Congress of Psychology 

in Tokyo in August, 1972, the month after Bruner arrived in England. 

Parts of this paper were presented as the Haynes Foundation Lectures at 

the California Institute of Technology, and parts as the Compton 

Lectures at the Massachusetts Institute of Technology. The paper 

appeared also in the American Psychologist, and in Bruner's books The 

Growth of Competence and Play: Its Role in Evolution and Development. 

"To understand the nature of any species fully we need to know 
more than the ways of its adults. We need to know how its young 
are brought from ... infantile inadequacy to mature, species-typical 
functioning ... The nature and uses of immaturity are themse lves 
subject to evaluation, and their variations are subject to natural 
selection, just as any morphological varient would be." 

<Bruner, 1972b) 

Bruner described man in his four to five mi 11 ion year evolutionary 

process, the inherent adaptation (noting that adaptation "depends 

heavily on opportunities for learning") and his own interest in "the 

evolution of educability." He noted particular interest in the nature 

and evolution of social organization, the evolution of primate structure 

of skill to tool using, the roles of play and imitation and especially 

of language and its involvement in the incorporation of the young into 

the species. 

In some detai I, Bruner discussed research on other primates. He 

also described Levi-Strauss's classifications of exchanges among humans: 

the exchange of symbols, myths and knowledge; the exchange of affec

tional or affi liative bonds, and the exchan ge of goods and services . 
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" ... the emergence of a more fle x ible form of social bonding in primate 
groups seems to be accompanied by the emergence of a new capacity for 
learning by observation . " 

( Ibid.) 

Bruner st i I I sees 

" ... a great gap ... between ... behavior of grouping of grea t apes . . . and 
structuring of a human societ y ." 

( Ib i d. ) 

Model ling behavior seems, t o Bruner, to be dependent upon two 

prerequisites: th e ability to see oneself and one ' s own performance as 

sepa rate from another's (a r e fe~ence to deixis, that is, t he sepa rati on of 

th e " I" that i s me from th e "I" th at i s you), and th e abi I ity for or de ring 

of prope r su broutin es t o put togethe r a pattern of acti on. 

Bruner speaks of mode ling behavior, of pl ay wh i ch is , in rea lity 

quite serious: 

" ... imitation as ' serious play' ( ... directed t oward an intel I igent 
end) must ... depend on 'match ing the mode l' ... and must be concerned 
with the kind of dietic anchoring that permits one to distinguish and 
relate what is ana logous in my behavior and in that of another member 
of th e species. " 

( Ibid. ) 

Bruner discussed tool using, and the presentation of a less risky 

s ituati on when play is used for learning. That is , the conseq uences are 

minimized, and there is a chance to try behavior combinations that one 

would not dare attempt under cond i t ions of reality. He says , 

"Pla y given its concommitant freedom from reinforcement and its 
sett ing in a relatively pressure les s env ironment, can produce t he 
flex ibi I ity that makes too l us i ng possible." 

( Ibid. ) 

Bruner makes an interest i ng observat ion with regard to laughter and fear: 
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" ... at al I ages, the cape r s most I ikel y to produce laughter when 
performed by the mother are the ones most I ikely to produce tears when 
performed by a stranger. The mother seems to bring the young, so to 
speak, to the edge of terror. 

" ... among birds as we 11 as mamma Is, the presence of the mother reduces 
fear of novel stimuli and provides the assurance necessary for 
exploratory behavior. But it is only among humans that the adult 
introduces the novel, inducts the young into new, cha I lenging, and 
frightening situations - sometimes in a highly ritualistic way, as 
with rites de passage." 

( Ibid. ) 

We find Bruner bringing up the subject of play and its function more 

and more often: 

"Play can serve as a vehicle for teaching the nature of a society's 
conventions, and it can also teach about the nature of convention 
per se." 

( Ibid. ) 

He speaks of language, and of the power "inherent in decontextualized 

knowledge," t hat is, 

" ... knowledge represented in a form that is relatively free from the 
uses to which it is put or to which it has been put in the past." 

(Ibid.) 

Bruner returns to a discussion of play, and introduces the subject of 

"deep p I ay. ! ! This phrase is ta ken from Jeremy Bentham's Theory of 

Legislation (1840). Bruner explains that Bentham meant by deep pla y that 

"pla y in which the stakes are so high that it is irrati onal for men 
to engage in it at al I - a s ituation in which the marginal uti I ity 
of what one stands to win is c learly less than the marginal disutility 
of what one stands to lose.n 

( Ibid. ) 

Bruner calls ndeep play" playing with fire, and expresses distress at its 

increase in th e adolescent in the 1962-1 972 decade. He says , 
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"Russian Roulette is the worst bargain to be had in deep play ... When 
one finds deep play, the inference must be that there are deep and 
unresolved problems in the culture." 

( Ibid. ) 

Bruner concludes this paper with th e assertion that, 

"We cannot adapt to everything, and in designing a way to the future 
we would dowel I to examine again what we are and what our I imits 
are. Such a course does not mean opposition to change, but, rather, 
using man's natural modes of adapting to render change as both 
intel I igent and as stable as possible." 

( Ibid. ) 

Bruner's personal change was now wel I under way. He and 

Blanche Bruner were getting established in Oxford by the end of 1972 . 
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OLD THEMES RENEWED 

In 1973, Bruner was, as ever, producing literature to fi 11 the libraries! 

In Developmental Psychobiology, Bruner published "Pacifier-Produced 

Visual Buffering in Human Infants" (Bruner, 1973a), in which he described 

buffering as including 

" ... sleep mechanisms, crying, gaze aversion, and various other ways in 
which the infant seems to be able to break off encounters with the 
impinging world of stimulation coming from without and within ... One of 
the most subtle forms of buffering in the human infant is non-nutritive 
sucking, the use of pacifiers or fingers or other appropriate objects 
by the baby as though to reduce discomfort." 

(Bruner, 1973a) 

This paper states that infants nine to thirteen weeks of age produced 

buffering by reducing the visual scanning movements, and that scanning is 

correlated with movement in a display without the presence of sucking to 

buffer it. 

Bruner wrote an Introduction to J. Gay's Red Dust on the Green Leaves 

(Bruner, 1973d), and a review of H. J. Eysenck's The Inequality of Man. 

Bruner entitled the review, "Advocate Eysenck Versus Scientist Eysenck 

The Compleat Environmentalist 11 (Bruner 1973e). Bruner was critical of 

Eysenck's effort, as both a scientist and a lawyer, to use I .Q. as a 

determinant in genetic inequality; Bruner, as have others, finds I .Q. a 

quality not accurafe l y meas ura b le . 

In "Organization of Earl y Ski I led Acti on," we find that early ski I ls 

are dependent upon the arousal of intention, the specification of an end 

state, and minimal directions concerning means. The inclusion of feedback 

shapes patterns which are initially awkward, so that less attention 
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is required, al lowing further task analysis for a more evolved direction of 

action, thus organizing th e ski 11 into a higher orde r. A sort of "spiral 

curriculum" of early skill learning, one might say. Bruner includes play 

and mode I i ng: 

"Play has the effect of maturing some modular routines for later 
incorporation in more encompassing programs of action. 

"Mode l I ing is a powerful means for transmitting highly patterned 
behavior." 

(Bruner, 1973c) 

Bruner does not ignore the issue of poverty versus middle class 

settings: 

"We would dowel I, now, t o examine by experimental means not only the 
factors that affect the kind of ski I I acquisition that has concerned 
us,butalso the social ecology that sustains or impedes it." 

( Ibid. ) 

In this paper we see recent themes stated clearly. Action is 

organized by intention directed toward goals through means; feedback leads 

to the analysis of the task, which leads to starting the cycle again, at 

a higher level. The catalysts in the cycle are play, mode lin g , and the 

environment of the learner . 

There is no doubt that Bruner influenced the I ives of a number o f 

students; it is part of the situation in which a professor finds himself 

or herself. Occasionally an acknowledgement is made in an article or a 

book, and one finds Bruner ' s name i n such places during general reading 

in the field of psychology. One of these appears in Stanley Mi lgram' s 

famous book, Obedience t o Authority (Milgram, 1975), in which Mil gram 

described his expe riments on th e leng th s t o which ce rtain of us wi 11 go 
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when convinced the requestor is indeed in authority. Mi !gram, in his section 

on acknowledgements, thanked Bruner for his encouragement and support (Paris, 

Apri I 2, 1973). A brief review of the book by Bruner appears on the cover of 

the pocket edition; he cal Is Obedience to Authority "A major contribution to 

our knowledge of man's behavior," and of Milgram he says, "It establishes him 

in the front rank of social scientists in this generation." 

For Gerbner, Gross and Melody's Communications Technology and Social 

Policy, Jerome Bruner and D. R. Olson wrote, nLearning through Experience and 

Learning through Media" (Bruner and Olson, 1973). This article also appeared 

in other publications, including the 73rd Yearbook of the National Society 

for the Study of Education. The paper addressed direct experience and 

mediated experience as separate and substitutable kinds of experiences, and 

there was a discussion of their separate and combined roles in the develop

ment of the chi Id. The authors defined mediated experience to mean vicarious 

experience of some kind , and to include as we! I "symbolically coded 

information, 1
' that is, the spoken or printed word, a diagram, and so on . The 

authors explain, 

"It is learning through media that most readily substitutes for direct 
experience in formal school ing ... Language, then provides the best 
opportunity for acquiring knowledge by criteria other than its useful
ness in a particular I ine of action. It is the medium that most 
directly lends itself to ordering of knowledge in terms of the rules of 
abstract thought." 

(Bruner and O I son, 1973) 

The authors mention other media, including graphs, diagrams, numbers, 

and even mime , and they indicate the need for literacy in whichever medium 

is used; the issue then is "deciding which ski 11 one wishes to cultivate. " 
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First published in the London Times Educational Supplement, "Continuity 

of Learning" (Bruner 1973c) was adapted for the Saturday Review of Educat ion. 

In this article, Br.uner comments on the quandry of the student. There is, 

he says, a 

"deep, unrecognized, but an x ious sense of impending change that 
pervades the thinking of students, a feeling of un ce rtainty about the 
future ... They are searching, I think, not on ly for a sense of what ha s 
happened to the world but a sense of what their own role in it i s to 
be. Neither vocational training nor training in t he gene ral sk i I ls of 
mind seem to solve their doubts. 0 

(Bruner, 1973c) 

Bruner's proposal for a solution for this uneasiness is a different 

concept of the role of schooling, in particular that education be "conceived 

not just as the preparation but as a form of enablement selectively 

available throughout the I ife cycle.H He hera lds England's Open University 

as "a very lively camel's nos e under the academic tent." 

A pub I ication of substance in 1973 is to be found under the name of 

Jeremy M. Anglin; Ang I in edited a book he entitLed Beyond the Information 

Given (from one of Bruner's articles of nearly the same name). The book is 

a particularl y wel I done compilation of Bruner's pub I ications, sorted into 

five major divisions , and with divi s ional commentaries by Ang I in. Ang I in 

cal Is it a collection "in one place and in an instructive sequence some of 

Jerome S. Bruner's major ideas in the psyc hology of knowing." The papers 

themselves have been discussed in this thesis as they appeared in the 

I iterature chronologically, so we wi 11 not review them here. Some of 

Jeremy Anglin's notes are of interest, however. In the first three secti ons 

of the book (Perception, Thought, and Ski 11 in Infancy , in that order), 

Anglin sees th e unif yi ng theme as the idea of an internal model or system 
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of representation. In the fourth section (Representation in Childhood), 

he suggests, 

"the concept of representation is differentiated and the successive 
modes of re pre s entation in the chi Id's development are described." 

(Anglin, 1973) 

In the final section, which is on education, Anglin sees the 

"dominant theme" as concerning 

;ithe advantages of ta i I or i ng course mater i a I in a way that 
acknowledges the development of the modes of representation." 

( Ibid. ) 

Anglin has come up with an amazing datum: he notes that 

Jerome Bruner has roughly averaged a publication every two months since 

his doctorate was awarded! Anglin reviews Bruner's career in the 

introduction to the book, and compares and contrasts Bruner's work with 

Bartlett's and with Piaget's. Ang I in remarks as wel I on recent tradi

tions in psychology, including the behavioristic school, and says, 

"In contrast, Bruner's view of man as an information processor, a 
thinker, and creator emphasizes both the rationality and the 
dignity of which human beings are capable.:' 

( Ibid. ) 

llze V. Kalnins and Bruner published "The Coordination of Visual 

Observation and Instrumental Behavior in Early Infancy" (Kalnins and 

Bruner, 1973); it was a paper which dealt with the control of clarity 

or of blurriness of an image by an infant through sucking, using sub

jects from five to twelve weeks old. The infants appeared to be more 

able to control the picture by sucking toward clarity than to get a 

clear picture by ces s ation of sucking. 
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On May 25, 1973, Bruner gave his lnnaugural Lecture before the 

University of Oxford; it was entitled, "Patterns of Growth" <Bruner, 1974a). 

In it he says, 

"The study of human behavior, and even more so the study of its 
development, is not entirely a descriptive enterprise ... the study of 
human development, for al I that it may be a descriptive science, is a 
policy science as well, much as economics is. I take a policy science 
to be one in which the formulations of problems, the framing of hypo
theses, and the kind of research carried out reflect the requirements 
of making decisions among feasibi le courses of action. And in the 
nurturing of the young, a society is required to make a continual 
series of decisions about such courses of action." 

<Bruner, 1974a) 

Bruner notes that the centra I issue is growth, and that growth is 

organized around ski 11 and that, among other features, ski 11 is involved 

with the culture. 

"So, culture and the learning of cultural rules thus become crucial 
to human development. 

"Pedagogy is not an isolated feature, but a universal of the species 
- surely as widely distributed as the incest taboo." 

( Ibid. ) 

An interesting comment ... and probably true, since taboos must be taught! 

Bruner speaks of the development of attention and of the function of 

play . He talks about language and its relation to organized fields of 

knowledge, and about the inability of school systems to make equal what 

society has made unequal. 

The theme which shows us society as an holistic entity appears 

again here as Bruner argues, 

" ... neither the stud y of development nor its application in 
pedagogy can ... be divorced from the pervasive po l it ica l, socia l and 
economic force s that shape society and thereb y shape the conditions 
of growth." 

(Ibid.) 
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November 7-9, 1973, the Counc i I of Europe, Counc i I for Cu I tura I 

Cooperation, Committee for Educational Research in the Second Colloquium 

of Directors of Educational Research Organizations met in Paris. Bruner 

presented "The Role of the Researcher as an Adviser to the Educational 

Pol icy Maker" (Bruner, 1973f), and in 1974, Bruner was awarded the 

Doctorate, Honoris Causa from the Sorbonne. He was also the recipient 

of the Ciba Gold Medal tor Contributions to Biology and Medicine 1 . 

"Child's Play" was published in the New Scientist (Bruner, 1974b) 

under the title "Importance of Play" in Roger Lewin's Child Alive, and 

in Psychology Today, an article based on "Chi Id's Play" was entitled 

"Play is Serious Business." Bruner argues in this article that 

"Play ... is the precursor to adult competence . 

"We now know that play is serious business, indeed, the principle 
business of childhood. It is the vehicle of improvisation and 
combination, the first carrier of rule systems through which a 
world of cultural restraint replaces the operation of childish 
impulse." 

(Bruner, 1974b) 

Bruner wrote only one book review in 1974; it was 11 Review of 

Bower: Starting with An Open Min~• tBrLlner , 197 4d) . 

On June 19, 1974, Bruner delivered a paper at Ciba Foundation for 

their 25th Anniversary Lecture, Royal College of Physicians. It was 

entitled, "The Beg innings of Intellectual Ski 11." This author has been 

1 This was the first time in its 25 yea r history that the award did 
not go to a chemist or to a physician (Psychology Today, page 83 , 
January, 1975). 
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unable to obtain a copy of this paper, however the same title was used for 

a different paper, and the review of that paper is in the fol lowing 

chapter in this thesis, "Primary Communications Language and Before. 1
' 

We see Bruner's papers during these years serving many purposes, 

emphasizing and enlarging on themes he had developed over time; there is 

nothing particularly start I ing or new in any of these papers, through 

there are new formats for ideas we have seen before. In his writing 

henceforth, we wi 11 see considerable attention to the function of play, 

we wi I I see res ea rch on infant behavior, articles on education and on 

Bruner's general philosophy of science, but in the main, the subject 

wi 11 be language and its precursors. The fol lowing chapter wi 11 be 

devoted to important papers on this issue . 
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PRIMARY COMMUNICATIONS: LA NGUAGE AND BEFORE 

"Just as the medium very, very deeply affects the message that goes 
across it by nature of the way it is put together, and the same way 
as a tool affects the activity in which it is used, so I am 
interested in problems of tool use. And one of the major tools &S 

language ... " 

Jerome Bruner sees hims e lf as working his way back toward social 

psycho I ogy . In the process, he says 

"I find myself becoming interested more in transaction." 

We wi 11 see significant indication of this interest in this chapter, as 

Jerome Bruner pursues I inguistic ideas. As there is the sense in which 

Bruner never left the social psychology to which he is returning, there 

is also a sense in which language and its s tudy has long been a part of 

his work. He completes the paradox with 

"I don 't feel as though I've moved into language ... I've always 
been there ." 

Severa l of Jerome Bruner's col lea gues have been greatly involved 

in the study of language , and Bruner has tried one and then another 

theory on "for size." 

"It never fit. It just couldn't be that language operated that 
way, that basically you were mastering a synta.x, that somehow 
the whole process of acquisition couldn ' t Zook .. . neat and sterile . 
Then, one af ter another, the Gods that they worshiped died . It 
couldn ' t be that on the syntactic side; it couldn ' t be that on the 
semantic side, so gradually it got more toward pragmatics and 
interaction." 

And it i s with pragmatics and interaction that Jerome Bruner's 

view of I inguistic development i s concerned . Th e interaction takes 
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place among three systems: the cognitive system, the communicative system, 

and a soc i a I system <Bruner, Interview, 1977). 

In this chapter it wi I I be necessary once again to ignore somewhat the 

chronology in order that we may consider the major papers dealing with 

language which were written and presented by Jerome Bruner over the years 

1974 through 1977. Those papers touching on other subjects as their main 

topics have been covered in the previous chapter, or wi I I be commented upon 

in the one which fol lows. 

"The Ontogenesis of Speech Acts" (Bruner 1975h) was delivered at a 

symposium honoring Niko Tinbergen on the receipt of the Swammerdam Medal 

in Amsterdam (December 7, 1973), again at the NATO Conference in Catania, 

a provincial capital on the eastern coast of Sicily (September, 1974), and 

was pub I ished in 1975 in The Journal of Chi Id Language, and in 1976 in 

Oxford by Blackwel I in a book editied by P. R. Collett, Social Rules and 

Social Behavior. 

We must note here that we have seen develop over the past several 

years the appearance of a particular publication in several places; 

occasionally a presentation or publication wi I I appear here and there 

for different occasions in a slightly altered form from the original 

presentation. This is not to say that Bruner was breaking any rules 

about novelty; it does not appear that he did. One must assume that 

even one with Jerome Bruner's incredible energy has certain I imitations, 

especially when asked to speak again and again on the same topic . 
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We now find Jerome Bruner deeply involved in linguistics. In 

particular his interest is in that time of I ife just before, and just after, 

the chi Id has begun to speak. The transitional moment, however long that 

moment may be, is the phase of communication development which has caught 

Bruner's attention. 

In "The Ontogenesis of Speech Acts" (Bruner, 1975h), his emphasis is on 

"the use of language, rather than its form," and on "language in relation to 

behavior generally." To faci I itate this emphasis, Bruner uses a "speech act 

approach to the transition from pre-I inguistic to I inguistic communicationn 

(see John R. Searle's Speech Acts: An Essay in the Philosophy of Language, 

Cambridge University Press, 1969). 

Ever the functionalist, Bruner is convinced that it is the uses to 

which language is put that determine how it is acquired, and in line with 

this conviction, he does not see linguistic innateness as part of language 

acquisition, but rather proposes that there are 

"some special features of human action and human attention that permit 
language to be decoded by the uses to which it is put.u 

(Bruner, 1975h) 

The transition from non verbal to verbal behavior, Bruner argues, must 

be viewed "as a transformation of modes assuring co-operation.n 

In Bruner's review of the I iterature of language, he points out in 

particular Searle's (Searle, 1969) emphasis on the conventions of language 

which find us not I iteral ly saying what we mean. For example, 

"The request I Wou Id you be so kind as to pass the sa It? 1 is not a 
request for information about the I istener's I imits of compassion, 
but an utterance that fol lows the convention of leaving a ,potential 
donor an apparent option in fulfi 11 ing a request, in order that the 
utterance be not interpreted as a command ... the speaker must under
stand in some simpler, non I inguistic way before he is I ikely to 
comprehend or to use such utterances appropriately." 

(Ibid.) 
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Al I languages, Bruner says, "exhibit topic-comment structure," that 

is, each has a subject-predicate grammar. This grammar is defined as 

predication. 

In his analysis of language structure, and the manner in which it 

corresponds with psychological events, Bruner sees two issues: a I ike

ness between predication and the nature of human processing, and a 

relation between linguistic case structure and "the organization of 

action." He argues, 

"The primitive categories of grammar refer ... to actions as carried 
out by agents and having effects of particular kinds in particular 
places, etc. And these categories ... are particularly important in 
the early acquisition of language." 

( Ibid. ) 

Bruner cites the I iterature freely throughout this paper; he quotes 

from Neisser (1967), from Roger Brdwn (1973), from Greenfield, et al . 

(then in press, Communication and the Beginnings of Language: The 

Development of Semantic Structure in One-Word Speech and Beyond, 

J • 
Academic Press), and many others. He concludes, for instance, from 

Greenfield's data, 

;'ilihese various sets of data suggest that the chi Id, in using 
language initially, is very much oriented towards pursuing (or 
commenting upon) action being undertaken by himself and another." 

( Ibid. ) 

Bruner discusses in detai I joint actions of the infant and the 

caretaker (usually the mother). He pays particular attention to the 

early capacity of the infant (4 months) to fol low the I ine of regard 

(that being when the infant and the mother have eye contact, the mother 

looks away at something, and the infant 11 follows the line of regard" of 

the mother by looking in the same direction). This is surely an early 

form of communication. 
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play. 

As in learning, here in language, Bruner discusses the function of 

"There is a crucua I point here. It is that p I ay has the ef feet of 
drawing the chi Id's attention to communication itself, and to the 
structure of the acts in which communication is taking place." 

( Ibid. ) 

He discusses pi lot studies in the relation between the joint 

enterprises of parent and child and the ensuing linguistic and 

non-I inguistic forms of communication. 

" ... joint experience and joint action are ... full of hints as to 
how we should proceed from sense to sound." 

( Ibid. ) 

On January 11, 1975, Bruner presented parts of a paper dedicated 

to the 80th birthday of Roman Jakobson 1 to a meeting of the Scottish 

Branch of the British Psychological Society at the University of 

Stirling. This paper would also appear in The Social Context of 

Language (edited by Ivana Markova, 1976), and in the journal Cognition 

in 1975. The paper had the title, 11 From Communication to Language: A 

Psychological Perspective :i (Bruner, 1975c). 

In addition to the use of papers to serve several functions, we 

see Jerome Bruner producing breadth, nstate of the art" works; this is 

another of those. In the background section of this paper, Bruner 

discusses Chomsky, Piaget, Sugarman, Sinclair, Cromer, and many others . 

1 The reader may recall that on the occasion of Roman Jakobson's 
70th b irthday, Jerome Bruner dedicated a paper entitled, "The 
Ontogenesis of Symbo ls " (B run er, 1967) . 
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This paper gives one an excellent view of the literature in linguistics . 

Bruner argues for a proper place in I inguistics for prespeech 

communication: 

"Any realistic account of language acquisition must take into 
account the manner in which the chi Id passes from pre-speech 
communication to the use of language proper. For it can be shown 
that many of the major organizing features of syntax, semantics, 
pragmatics, and even phonology have important precursors and 
prerequisities in the pre-speech communicative acts of infants." 

(Bruner, 1975c) 

Bruner presents four problems concerning the transition from 

communication to early language: communicative intent, early reference, 

language to regulate joint action, and precursors of predication . 

Regarding Noam Chomsky's work, Bruner proposes that 

!'The initial optimism that grew out of Chomsky's formulation of 
generative-transformational grammar has not been sustained by the 
torrent of work that it provoked ... a powerfu I idea, one that we 
wi I I want to revisit ... the central notion - that the chi Id in 
some sense 'has a knowledge' of the rules of language and that he 
ts attempting to generate from this knowledge hypothesis about a 
local language - while boldly suggestive, is plainly 
insufficient. '' 

(Ibid.) 

He goes on to state, 

"The brunt of my argument has been that one cannot understand the 
transition from pre I inguistic to linguistic communication without 
taking into account the uses of communications as speech acts. I 
have, accordingly placed greater emphasis on the importance of 
pragmatics in this transition - the directive function of speech 
through which speakers affect the behavior of others in trying to 
carry out their intentions." 

( Ibid. ) 

and sums up, 

" ... I ang uage acquisition occurs in the context of an 'action 
dialogue' in which joint action is being undertaken by the infant 
and the adult. The joint enterprise sets the deictic I imits that 
govern joint reference, dete rmin es the n~ed fo r a refe rential 
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taxonomy, establishes the need for signal ling intent, and provides a 
context for the development of explicit predication. The evolution 
of language itself, notably its universal structures, probably 
reflects the requirements of joint action and it is probably because 
of that evolutionary history that its use is mastered with such 
relative ease, though its theoretical application still eludes us." 

( Ibid. ) 

Jerome Bruner was giving talks on early language al I over Britain. 

On the 27th of February, 1975, at the University of London, he spoke on 

i'Earl y Language Curriculum" tor. the Doris lee Lecture. This lecture, 

though unpublished, is taken from the material used in "Entry into Early 

Language: .A Spira l Curriculum" <Bruner, 1975e), which was presented for 

the Charles Gittins Memorial Lectune at the University College of 

Swansea on Marcy 13, 1975. At the International Society tor the Study 

of Behavioral Development Biennial Conference held July 13-17, he spoke 

on "Early Entry into Language". This conference was held in Gui ldtord, 

Surrey, as was the 137th Annual Meeting of the British Association 

August 27 through September 3, 1975, at which Bruner presented 

essentially the same material. 

We w i I I I ook at just one of these I ectu res, the version presented 

as the Charles Gittens Memorial Lecture. Bruner introduces the lecture 

with, 

"What I should like to do is to consider the nature of early first 
language learning, and to explore in what manner it throws I ight on 
the nature of instruction or, if you please, on ihstructed 
learning. By instructed learning, I mean simply learning in which 
a I ess expert or I ess 'mature' usua I I y younger organism I earns some
thing by virtue of interaction with a more expert, mature, and 
usually older one. The devices employed in such instructi onal 
encounters will vary widely - modelling and imitation, various 
forms of scat to Id i ng by th e ab I er member on beha If of the I ess ab 'lie 
to make the task easier or c learer, simply tel I ing, shielding from 
distraction or from tempting errors, provision of feedback and/or 
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reinforcement, marking critical features, etc. And indeed, the intent 
of the pair involved in the transaction may or may not be pedagogic, 
and may or may not even be serious. For much instruction often takes 
place unintentionally or even in the spirit of playing." 

(Brune r, 1975e) 

Bruner explains that he has included the concept "' s piral curriculum,' 

a term more us uall y associated with school pedagogy than with lingui s tics 

or psycholog y" because 

"in studying the run-up in human infancy from prelinguistic to proper 
linguistic communication, I have been struck again by the appl ica-
bi I ity of the metaphoric spiral. It is with this spiral of early 
language learning that I shal I be concerned here, and with the 
implicit pedagogy of the adult transmitter of language in aiding the 
chi Id up the sp i ra I." 

( Ibid. ) 

Bruner describes as one of the difficulties in examining the precursors of 

language, and the relation between pre! inguistic language and language 

communication 

" ... the insistence of the claim of discontinuity, that language is an 
autonomous domain that has no precursors and is served only by an 
innatel y tuned Language Acquisition Device whose input-outp ut laws are 
governed by the universals of grammar." 

( Ibid.) 

The Language Acquisition Device (LAD) is, of course, in reference to 

Noam Chomsky's theory, in which language is described as an innate function. 

Bruner insists that he is "not against innateness or even against the 

discontinuity hypothesis. 11 Sti 11, 

"To research the onset of lan guage, one must examine the prerequisite 
sensory, motor, conceptual and social ski I ls whose coordination makes 
language possible. To do so, however, we must abandon in large part 
the grammar-writing procedures of the developmental I inguist . For it 
no longer suffices to co ll ect a corpus of spoken language for which 
successive grammars may be written ... Instead one must find ways of 
investigat ing the constituent ski I ls invol ved in language. And 
typ i ca I I y one begins we I I before I anguage begins ... " 

(Ib id.) 
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Bruner assures us 

" ... that there is nothing in Chomsky's writings that would in any sense 
deny the role of pre I ingusitic precursors or prerequisites in aiding 
the acquisition of language. Indeed, it wo uld be absurd to imagine 
that the Chomskean Language Acquisition Device could operate without 
considerable pre-tuning achieved during the period that precedes the 
use of articulate phonetic grammatical speech." 

( Ibid. ) 

Bruner does note, however, that 

" ... unti I we discern more clearly the contribution of pre I inguistic 
concepts it is premature to conclude that inanate or even acquired 
ideas about grammar are a I I that operate." 

( Ibid. ) 

Bruner reviews, in considerable detai I and with abundant citation of 

the literature, the issues of intention, reference, and the use of language 

in joint action. 

In addressing the issue of intent, that is, the purpose of the 

communication, Bruner includes Joanna Ryan's adaptation of J. L. Austin's 

classification of the cues the mother uses, that is , "aspects of the 

utterance," "accompaniments of the utterance," and the "circumstance of the 

utterance" <Ryan, 1974). 

Bruner then discusses the use of reference, or the idea that "a given 

sound, word, or gesture 'stands for' something in the extra I inguistic 

environment." He reviews the concepts of indicating (bringing attention 

to), de ix is ( the d i,scern i ng idea of the difference between the II I '! that is 

me and the 11 1" that is you, between here and there, and so on), and naming, 

mea n ing the development of " s tandard lexical terms" standing for something. 

Bruner noted, during our interviews in 1977, that blind children seem 

t o have particular problems with dei x is, that is, with the spatial/temporal 

concept of joint reference of the "I !! that is me and the 11 I" that is you, 
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and with the proximal concept of here and the distal concept of there. His 

own ;early blindness does not seem to have affected in any major way his 

concepts of who is who and where is here, however he finds that in testing 

his spatial analysis ~apabi I ities are more limited than his verbal 

propensities . ( Interview, 1977). 

Bruner, in "Entry into Early language: A Spiral Curriculum,n decri es 

"syntactic preoccupation:, when reviewing I inguistic competence. He 

suggests, 

"Perhaps the best antidote to syntactic preoccupation is to examine 
closely how the infant masters the task of communicating to others his 
needs, wishes and objectives in order to assure either assistance or 
joint action. It is this that constitutes the beginnings of t he more 
elaborated speech acts that are developed to 'get things done with 
words.'" 

<Bruner, 19752,) 

In reviewing language and joint action, Bruner describes means of 

communication in the order of their appearance in the maturing chi Id (with 

the presumption that the chi Id has a responsive caretaker). The first 

kind of communication Bruner cal Is the demand mode; the second, which occurs 

after the infant has experienced response consistently to his needs, is 

cal led the request mode, and then, finally, the exchange mode. 

"The exchange mode is gradually transformed into what we may cal I a 
reciprocal mode. Interactions are now organized around a task that 
posesses exteriority, constraint, and division _<2_f_ labor. 

nThe progress from demand to request to exchange to reciprocity during 
the first year is, I bel·ieve, of central importance to the development 
of speech acts (or more properly, communicative acts) and, as we! I, to 
the establishment of a ground work for the later grasping of case in 
language." 

( Ibid. ) 

Bruner reminds us that, 
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"an 'intuitive' grasp of an idea precedes its more formal comprehens ion 
as part of a structured set of conceptual relationships. Language 
learning, then, is virtually the model of a spiral curriculum." 

( I bi d. ) 

He tel Is us then that the concept of the spiral curriculum issue must be 

"taken in conjuction with a second one. It concerns the interplay of 
syntactic, semantic, and pragmatic elements in the process of 
mastering a language. Language learning occurs in a context of use 
and interaction." 

C Ibid. ) 

Bruner makes one further note that harkens back to his early days in 

educational psychology when he speaks of a lesson to be drawn from 

language acquisition: 

"Its 'motivation' is almost prototypically intrinsic. The motive for 
learning language is to learn language - whatever other uses it may 
f u If 1i1 I I." 

(Ibid) 

He goes on to say, 

"The object of making an utterance is not simpl y, to achieve a we ll 
formed utterance, but to ach ieve one that gets things done in the 
real, extralinguistic world." 

C Ibid. ) 

The general philosophy which Brun e r has developed over the years of 

his experience in concepts in cognition and education, and, of course, 

in development, have clearly influenced his approach to the study of 

language: the spiral curriculum, learning for the sake of learning rather 

than for some extrinsic rewa rd, and the idea of enactiveness, these are 

but a fe w of the early ideas accounted for in this paper . 
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"Language as an Instrument of Thought" (orig inall y titled "On Analytic 

Competence") by Bruner and K. Peterson (1975)(and Bruner, 1965 t), appeared 

in Problems of Langua ge, and Learning, edited by A. Davies; it also appeared 

in The On togeny of Langu age published by the University of Hawaii. This 

author, unfortunately, has not bbta ined this paper in any of its forms. 

"The Beginnings o f I nte I I ectua I Ski I I" was a tit I e used tor two 

separate papers, one which was delivered to Loch Lammond Symposium at the 

University of Strathclyde in Sep tember, 1975 , and another which appeared 

in two parts in New Behavior (Bruner, 1975b). Part I appeared in the 

October 2 , 1975 issue , and Part II in the issue one week later, October 9. 

Part I deals with the development of pre-linguistic action, and Part I I 

with the "transition to the use of language." 

In Part I of this paper, Bruner develops his view of the importance 

of the culture and evolutionary history in development, and the physiologi

cal invo lvement in development. Biological processes, in c luding the 

results on experiments on infant sucking as a buttering agent and as a 

vehicle for environmental change (clearing the image of a screened picture), 

are reported on, as we! I as interrelations with others, and the effects 

of these issues on language development, attention, expectancy, and object 

permanence. So we see the integration here of Bruner's earlier wo rk on 

chi Id development ~ i t~ his work on I ingustics . 

In Part I I, Bruner discusses pre - verba I communication based on the 

infant- mother relationship, lan guage in general, and Chomsky's Langua ge 

Acqu isition Device in particular. He also presents issues concern in g 

reference, predication, lan g uage and joint action and, of course, play. 
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Of play, he says, 

" ... I et me note that the kinds of behaviour to which we have been 
referring take place principally in what can only be called a playful 
ambience. When things become too 'serious' and intention bound, com
munication regressestothe level of demand and counter-demand. The 
simulative, conventionalised (sic), and rule sensitive spirit of play 
seems to be a sine ~ non for I anguage I earning." 

(Bruner, • 1975b) 

Jerome Bruner, Eileen Caudi 11 and Anat -Ninio prepared "Language and 

Experience," the John Dewey Lecture, presented in London on October 29, 

1975. 

"Let me begin," the lecturer sa ys, !!with a Dewey theme. It is that 
the shape and structure of human experience and human action are 
reflected in the very nature of language, that language is not by 
itself a system of logic, and that more precisely, the uses to which 
language is put by any given individual, the linguistic procedures 
he wi 11 employ, necessarily reflect the circumstances in which he had 
I ived and how he has coped with them ... language is never to be 
understood as context independent. 1' 

(Bruner, Caudi 11 and Ninio, 1976) 

The authors include in this paper an anecdote worth repeating: 

"Alfred North ~·Jhitehead, saluting Lord Russell for a talk he had just 
given at Harvard on the meaning of the quantum theory for the 
philosophy of science, ended by thanking him for a lucid account that 
had managed not to obscure the great darkness of the subject. 11 

( Ibid. ) 

In ~n effort to shed some light on their subject, the authors of 

"Language and Experience" note that 

"The process of acquiring language is very strongly mediated by a 
push to manage various extra I inguistic functions - regulating joint 
attention, relating to others, getting certain tasks completed. The 
chi Id manages these initially by a diversity of communicative 
procedures ... Communication works because it evokes a function to be 
fulfi I led in the chi Id." 

( Ibid. ) 
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"Learning How to Do Things with Words" (Bruner, 1976a) was presented 

March 2, 1976, as part of the Wolfson College Lecture Series. The Series 

was published in Quaderni di Psicologia, Milan, Italy. In this paper, 

Bruner introduces his subject as 

"how the human infant learns to use language in a fashion that meets 
the requirements of social I iving as a member of a culture-using 
species." 

(Bruner, 1976a) 

As a linguistic example, he presents us with, 

"'How would you feel about a breath of fresh air?' is not interpreted 
as inquiring into one's naive theory of respiratory physiology but 
as an invitation to go for a walk." 

( Ibid. ) 

He again mentions Chomsky's Language Acquisition Device: 

"I must now intone a necrology in order to set the background ... So 
though we come to bury LAD, we must not be so foolish as to 
withhold all praise ... " 

( Ibid. ) 

Bruner reviews the themes of prelinguistic action, reference, and 

joint action, and declares, 

"I would take the view that the child's knowledge of prelingusitic 
communication related as it is to the world of action and inter
action, provides him with tell-tale clues for constructing and 
testing hypotheses about the meaning and structure of the discourse 
into which he quickly enters. He does, as LAD would have us 
believe, have a stunning capacity to infer and to generate rules, 
i ndeea to over-generalize them ... There may indeed be something 
innate about the chi Id's abi I ity so swiftly to crack the I ingusitic 
code, but there is almost certainly something innate about the 
mother's abi I ity to help him do so." 

( Ibid. ) 

For the Univers ity of Strathclyde Loch Lomond Sympos ium, Studies in 

Mother-Infant Interaction, Bruner wrote "Early Social Interacti on and 
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Acquisition," in which he emphasized again that give and take formats 

" ... serve as a firm foundation for e ther more complex and elaborate 
task structures," and that "language acquisition occurs in the 
context of an 'action dialogue' in which joint undertakings are 
being regulated by infant and adult." 

<Bruner, 1976b) 

We have seen once again th e logical progression from the reaching 

and, for that matter, the sucking communication behavior of the infant 

before the advent of language through a kind of spiral curriculum to 

language itself. And we see again, Jerome Bruner's own spiral 

curriculum in his return through language to a kind of social 

psychology. He has indeed, in this writer's opinion, come the ful I 

circle. 

Bruner wi I I spend the 1978-79 academic year on S~bbatical Leave 

studying language at the Netherlands Institute for Advanced Study in 

Wassenaar. Bruner's sabbatical leaves seem often to be very 

productive, and sometimes, as in 1955-56, to be turning points in 

his I ife and his work. One can only wonder what this year wi 11 bring . 
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BESIDE LANGUAGE ... 

During the same years Jerome Bruner concentrated his writing on 

language, he was also producing words on a number of other subjects, 

including his general philosophy of psychology, education, and 

research in general, as wel I as studies of infant behavior, decision 

making, tutoring and play . 

In 1975, Bruner was awarded two more honorary degrees: one 

. from England and the other from the United States. Bristol 

University presented him with a D.Sc., and from Yale he received a 

D.Soc.Sci . 

M. Scaife and J. S. Bruner published ;'The Capacity for Joint 

Visual Attention in the Infant" (Scaife and Bruner, 1975) in late 

January, 1975, in Nature. It reported na preliminary investigation 

of the extent of the infant's abi I ity to fol low changes in adult 

gaze direction during the first year of I ife. The investigators 

videotaped the eye-to-eye contact of infants who were from two to 

fourteen months of age, and found that while an infant from 2-4 

months old would follow the "line of regard" of the experimenter in 

one or both of two trials only 30% of the time, but the time the baby 

was 11 to 14 months old, he would always look in the same direction 

as the experimenter who turned his head after establishing eye 

contact with the chi Id . 
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Bruner wrote "The Role of the Res earcher as Adviser to the Educational 

Po Ii cy Maker" (Br une r, 1975 i) tor the Oxford Review of Education; this 

author has not obtained a copy of the paper. 

For Barbara Tizard's Early Childhood Education, Bruner wrote "Doing 

Research that Might Make a Difference" (Bruner, 1975d). He remarked on 

certain difficulties with the research process: 

"The trouble appears to be with the research process itself, its 
separateness from the concerns of those who would use specialized 
knowledge to guide their conduct of affairs. 

"The deep problem, I think, inheres in the use of research in human 
situations generally ... It seems from the profoundly subtle task of 
generating knowledge that in a general sense is useful but wh ~ch, at 
the same time, is seen by those who must use it as not only useful 
but relevant to them and to their own conduct of the enterprise.n 

(Bruner, 1975d) 

Bruner distinguishes, as he has before in pub I ications, among 

troubles, problems and puzzles; he also discusses theory making, defining 

a theory as 

" ... a canny way of taking acco unt of a great deal of complex ity 
whi 1st actually keeping very I ittle in mind." 

( Ibid. ) 

As to what really counts in research, Bruner explains 

"The rewards within the research community are t or generality and 
tor e I egant s imp I i city." 

( Ibid. ) 

Regarding the difficulties invol ved with model i ng t he ' human sc i ences ,' 

Bruner suggests a possible "reformulation of the research process" for 

these issues, and a more tul I an open reportage, e s peciall y to the lay 

pub Ii c . 
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On September 2, 1975, Bruner accepted the G. Stanley Hal I Medal from 

the American Psychological Association with a speech entitled, "The 

Objectives of Developmental Psychology' (Bruner, 1975g) 1 . Bruner noted, 

with regard to methods of conducting research, the tendency to focu s on 

phenomena which are defined quite narrowly, and the lack of attention to 

work differing a bit from certain hypotheses and paradigms . In these 

lights, Bruner discussed chi Id development with respect to "line of 

regard," to play and its functions, and to mastery in general. He pro

posed a program of research which would optimally use its human resources 

(an ideal to which most researchers subscribe, but which is not alwa ys 

easy to f u If i I I ) . 

In 1976, Bruner received the Doctorate, Honoris Causa from Leuven 

( i n Be I g i um) . 

On February 20, 1976, Bruner presented "Decision Making as 

Discourse" (Bruner, 1976c) at the Rob Roy Symposium on Decision Making 

(in celebration of the Johns Hopkins Centennial). He declared about 

decision making as a subject, 

" ... it is a topic that, formally defined, has achieved its own 
numbered section in the library , has developed its own theorists 
and, indeed, even its own revisionists ... I have never 
s e lf-conscious ly contributed to their ... enterpri ,se. 11 

(Bruner, 1976c) 

Br une r' s app roach to deci s ion mak i ng is , not s ur pr is ingl y , t hrough 

the por ta l of lang uage : 

1 Bruner was unable to deliver the speech himself, a s on that date 
he was presenting "Earl y Entry into Language' ' to the British 
Associati on Meeting in Guildford, Su rre y, Eng land. 
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"most decision processes I had observed were highly verbal affairs" 

( Ibid. ) 

he said, and remarked that he, like most academics, "had been concerned 

principally with the advisory side of decision making." He went on to 

comment that, 

" ... the major part of human decision making surely involves what we 
~ as much as it involves what we do." 

( Ibid. ) 

Bruner establishes his view: 

"I want to argue that the making of decisions must be regarded not 
only as an individual intrapsychic process but also as a way of 
communicating something in a social context. Viewed narrowly - in 
the same spirit as syntactical analysis is viewed narrowly -
decision theory tends to concentrate upon those cognitive processes 
that operate in the mind of a detached speaker to guide him into a 
wel I-formed performance: knowing the alternatives, knowing their 
estimated values and I ikelihoods, knowing the kinds of payoff 
matrices that govern choice, being able to make Bayesian transfor
mations of empirical probabilities, etc., but I wish to argue that 
a social or political decision is not made with the rational consi
derations as sole or even primary objectives. Rather, it is made 
as a vehicle for carrying out the intentions of those empowered to 
make the decision, and the process of reaching a decision among 
those involved is more like a conversation than like the rational 
calculus. It usually results from the interaction of a set of 
speech acts." 

( Ibid.) 

He fol lows up the linguistic point of view concerning decision making 

with the comment, 

"Decision processes involving social issues are shot through with 
attempts to resolve the differences between these three aspects of 
utterances: what are you Ii tera I I y asking for, what do you intend 
to get or hope for, and what wi I I be the effect of what you are 
asking?" 

( Ibid. ) 

Bruner does not subscribe to thos e theories that make decision 

processes I ook "a I together too instantaneous . t! He says, 
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11 Th:e nature of communication affects the social reality of those 
involved and the possibi I ities of resolving differences. The decision 
process, in a word, is a dialogue involving the interaction of speech 
acts, governed by cooperative principles or maxims or conventions." 

(Ibid.) 

It was in 1976 as well that Bruner's "The Styles of Teaching 11 

appeared in New Society; this author was unable to obtain a copy of this 

paper (Bruner, 1976d.). 

We find ourselves quickly back with the issues of education when we 

encounter the David Wood, Jerome Bruner and Gail Ross publication, 11 The 

Role of Tutoring in Problem Solving 1
' (Wood, Bruner and Ross, 1976) in the 

Journal of Chi Id Psychology and Psychiatry. The paper deals with the 

tutoring of three, four, and five year olds to construct a pyramid with 

blocks which lock together. Rather than an imitation or a modeling 

process, the authors contend that tutoring 

"involves a kind of 'scaffolding' process that enables a chi Id or 
novice to solve a problem, carry out a task or achieve a goal which 
would be beyond his unassisted efforts. This scaffolding consists 
essentially of the adult 'control I ing' those elements of the task 
that are initally beyond the learner's capacity, thus permitting 
him to concentrate upon and complete only those elements that are 
within his range of competence." 

(Wood, Bruner and Ross, 1976) 

The authors found that the task of the tutor differed considerably with 

the different ages. With the three year old, the task was "enlisting 

the child as a tutoring partner." With the four year old, the tutor 

was more the "verb a I p rodder and corrector. :, For the five year o Id, the 

tutor behaved in the main as "a confirmer or checker of constructions. " 

315 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

The investigators found that children imitated on ly where they could 

already do the task fairly wel I: 

" ... the study taught us I ittle about imitation save that its 
occurrence depends upon the child's prior comprehension of the place 
of the act in the task." 

( Ibid. ) 

Jerome Bruner and Virginia Sherwood authored 11 Early Rule Structure: 

The Case of Peekaboo," which was published as a chapter (8) in Life 

Sentences: Aspects of the Social Language. This article also appeared 

in Play: Its Role in Evolution and Development (Bruner, Joi ly and Sy lva, 

eds., 1976), of which we wi I I say more shortly . The authors say, 

"Peekaboo sure I y must rate as one of the most uni versa I forms of 
p lay between adults and infants ... the very playing of the game 
depends upon the chi Id having some degree of mastery of object 
permanence, the capacity to recognize the continued existence of an 
object when it is out of sight.!' 

(Bruner and Sherwood, 1976) 

Infants were fol lowed each two wee ks from seven to seventeen months 

of age for a "game playing session" (quotes mine) which was videotaped. 

The data were subsequently analyzed and reduced. The basic peekaboo 

game was initial contact, disappearance, reappearance, and re-established 

contact. The infant learns through this process the conventions of play 

as wel I as the difference between 11 real" and "make be l ieve.ll 

For some yea rs now, we have seen a reference t o the ut i I i t y of p I ay 

in pub I ications authored or co-authored by Jerome Bruner. In 1976, he 

and Alison Joi ly and Kath y Sy lva edited the book Play: Its Role in 

Evolution and Development (Bruner, Joll y and Sy lva, eds ., 1976) . 
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The book comprises some 71 papers in al I, and includes among its writers ~ 

such fami I iar names as Konrad Lorenz, Jean Piaget, Jane van La wick-Goodal I, 

Harry Harlow, Simone de Beauvoir, L. S. Vygotsky, Dylan Thomas, 

Arthur Koestler, and Erik Erikson are but a few. The editors contributed 

several articles to the book as wel I. 

~ is organized into four major parts: rhe Evolutionary Context, 

Play and the Wor ld of Objects and Tools, Play and the Soc ial World, and 

Play and th e World of Symbols. 

In the Introduction, the editors speak of play as an anti-topic. 

They refer to Ha rold Sch losberg's (1947) i ns istence that 

"since play could not even be properly defined, it co uld sca r ce ly 
be a manageable t opic for experimental research." 

(Bruner, Jolly and Sylva, 1976) 

The editors speak of "metasignalling" in subhuman primates, a signing 

which lets the othe r party know that the order of the day is play. If 

the metasignal does not get across, a real tight is I ikel y t o emerge. 

The aim of th e book i s t o bring togeth e r a I iterature on play, and 

sure ly it does so, though with an admitted b ias. 

"We have tried to edit the papers in such a way that they could be 
enjoyed by the reader and yet contain s ufficient description of 
research methods and data analysis t o satisfy the t echn ical s tudent 
of animal or human behavior.:' 

( Ibid. ) 

This author has made asimilar attempt with the work of Jerome Bruner . 

11 The Role of Pla y in the Problem So lving of Ch ildren" is a 

contribution to ~ by Ka thy Sy Iva, Bruner, and Pau I Genova. In 

describing the characteristics of p la y , th ey say , 
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"The essence of play is in the dominance of means over ends ... in play 
the process is more important than the product. Freed from the 
t yranny of a tightl y held goal, the player can subst itute, elaborate 
and invent." 

C Ibid. ) 

Among other characteristics of play, the authors I ist the lessening 

of risk of failure, a temporary moratorium on frustration, the freedom to 

notice seemingly irrelevant detai I, and self initiation (that is, that 

play is voluntary but its nature) . 

Bruner provides a brief essay on ns urprise, Craft and Creativity" 

in~; in 'it he states that the unique quality about creativity is 

surprise. He insists as wel I that "the production of creative surprise 

demands a masterful control of the medium." 

The issue of play has emerged often before; this book seems finall y 

to have brought to fulfi I lment this particular emphasis for Bruner. 

In December, 1976 , Jerome Bruner presented th e Herbert Spence r 

Lecture at Oxford: "Psycho I ogy and the Image of Man" (Bruner, 1977) . 

In thi s lecture , Bruner decries th e lack of influence of psychology on 

humanity's condition, and takes to task B. F. Sk inner in the fol low in g 

manner: 

'' ... the mos t conspicuous pub I ic vo ice on psychology has been 
radically Utopian and reductionist, motivated by the assertion that 
sc ientific psychology shows that the human enterprise is altogether 
wrongly conceived, that it would be better managed by human 
engineers than by law, and that when ordinary people acted human 
they were muddled by notions I ike choice, freedom, dignity, inten
tion, expectations, goals, and the I ike. B. F. Skinner in his 
Herbert Spencer Le cture t wo years ago, impli ed indeed that human 
affairs so conceived co uld be shown to be 'wrong' in much the same 
way as th e heliocentric universe was ' wrong. 1 1

' 

(Br.uner, 1977) 
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Bruner also remarked that behaviorism was ''flickering to a close in the 

polemics of Professor Skinner. 71 

It is fitting that this should be the last paper of Jerome Bruner's 

to be reviewed in this document, as the Herbert Spencer Lecture in many 

ways defines the philosophies of Bruner's that brought this present work 

into being. In this lecture, Bruner expresses the need for psycholog y 

to approach man in a more total way than merely the reductionistic 

fashion made mandatory by the efforts of early psychologists to 

establish a science of the nature of man. Bruner insists on the inclu-

sion of culture, and of intention, both 11 hidden" intent, in the Freudian 

sense, and "manifest!' intent. Bruner puts it this way, 

" . .. if you think responses are all and mind is a nonsense, if you 
do not take into account the structural complexity of what it is 
that men respond to, and if you take man to be a creature of 
biology tempered by a certain amount of learning, then it is a very 
dim picture indeed that one offers in the debate about man's 
nature." 

( Ibid. ) 

Bruner refers to Noam Chomsky's notion of structural dependency, 

that is, that the position of the feature in a structure determines its 

significance. It is Bruner's goal in this lecture to discuss how common 

sense had affected psychology, or the other way about. I am not certain 

that the goal was accomplished, but most certainly the paper is an 

expression of Bruner's general philosophy of psychology; perhaps in 

Bruner's mind these are the same . 

Bruner does not subscribe to the elimination of science in favor 

of culture as an approach to psychology ; he insists, rather, 

" ... that educated human beings, given their intrin s ic "science
making" or theory making capacities, know how to do things and know 
that they do them. A theory of human behavior that fai Is to make 
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contact with man's conceptions of his world and his way of knowing, 
that sets these aside as epiphenomena, wi I I neither be an adequate 
theory of human behaviour nor w i I I it preva i I in common sense." 

( Ibid. ) 

One would not suppose that the attack launched in this lecture on 

the concept of the lively septuagenarian, B. F. Skinner, would go 

unanswered; nor did it. Skinner took up the gauntlet in the London 

Times Literary Supplement (where the Herbert Spencer Lecture had been 

published). It is not surprising that Skinner saw fit to controvert 

the comment that behaviorism was "flickering to a close in the polemics 

of Professor Ski m1er!" 

Skinner noted, among other things, that the 11 death of behaviorismn 

had "been announced with ... remarkable regularity for more than three 

decades." Skinner defended reinforcement contingencies. He said his 

theories were 

" ... now in operation in hundreds of hospitals, where tens of 
thousands of people are enjoying greater feelings of freedom and 
dignity and returning to the outside world in greater numbers" 

( S k i n ne r, 1 9 77 ) 
(Underlining mine) 

Skinner goes on to justify behavioristic theories, in particular 

contingencies of reinforcement, by citing their active use in prison 

settings, in education, and in the political arena. Skinner ends his 

comments with the regret that Bruner had not adequately acknowledged 

the successes of behaviorism. 

"When it comes to psychology in public affairs I can only say, 
'Pen~ toi, brave Bruner; nous avons cambattu ~ Argues et tu 
~ eta is ~- ,,iT 

( Ibid. ) 

1 Skinner noted ( Interview, 1978 ) that the source for thi s 
quotation ma y be found i n th e Oxf ord Book of Quotati ons . 
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Professor Sk inner roughly translated the French for me in Apri I, 1978, 

to read, 

"Hang yourse If, brave Bruner; we fought at Arques and you were 
not there." 

(Skinner, Interview, 1978) 

Clearly, Jerome Bruner had also to rise to the cha! lenge of 

SkinRer's retort. He responded, 

"Obviously 'contingent reinforcement' helps. What student of 
natural or artificial intelligence would want to ban feedback! 
But its role is most often as a clue for organizing information 
into usable knowledge." 

(Bruner, Ti mes Supp I ement, 1977) 

One can see the half-friendly rivalry of the intellectual jousting to 

which they both have evidently grown accustomed after more than 

thirty years of association (and disagreement! }: 

11 How curious the final lines in Professor Skinner's letter. 
Surely he hadn't expected to see me on his side at Arques, brave 
Burrhus IV." 

( Ibid. ) 

On February 4, 1977 , The London Times Supplement carried one 

more letter from Skinner, in which he objected to the equation of 

feedback with reinforcement. He puns wryly that behavioral 

pr inc i p I es are 

n ... be in g moved with such surprising speed from rat or pigeon 
box to box popul i, if not box dei ." 

(Skinner, February 4, 1977) 

In the main, Bruner tells us , he find s no particular joy in 

the adversary relati onship , though he clearly had some fun with thi s 
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dialogue. He wou l d, however , in genera l, rather a l low anyone who seems to 

exh ibit a cert ain lack of fondness cons ide ra b le room . He says , 

"I really do run rrry own race . I don ' t like the opponent process; 
I don ' t like debating. I may be a controversial character, but I 
do it on my own. The idea is that things get debated out, but 
that 's not the way I've seen debates go; I don ' t think they 
settle anything . u 

In 1977, Bruner received two more honorary degrees, one from the 

University o f Ghent (Doct o r Honoris Ca usa) , and another from Geneva . He 

worked on a book on chi ldren under fiv e , lectured at Oxford, cont inued 

his resea rch and the g uidance of his graduate s tudents ... all this in a 

department in wh ic h he feel s a bit at odds . 

Of En g land , f or which he sti I I retains a g reat love , he speaks of 

a "dea r peop le" who 

"get so worried about equity . . . I've coined a phrase which is called 
' the din of inequity' ... everybody 's worried about the equal amounts 
of something ... 11 

Bruner is off for the sabbatical year in the Netherlands whi ch wi I I 

in c lude t he Netherlands Inst itute for Advanced Study in Nijmegen and th e 

Max Planck Gese l lschaft ; when he r eturns to Oxfo rd, he wi I I relinquish 

the Watt s Professorship, probably t o cont inue some research, but for a l I 

practical purposes it wou ld appear that Jerome Bruner wi I I be retired . 

He would I ike, he says pensively, t o write a book about Ire lan d. He has 

more to do should he retire than most of us at ful I wo r ki ng years . 

"I'm involved in a great many things that keep my nose to the 
grindstone and it makes me very restive . .. 11 
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MOMENTS IN REAL TIME: IRELAND 1 

There is a sense of wonder that fol lows the creative; it is a kind of 

joyousness on happening upon sma I I unexpectanc i es in I i fe, or on a 

different perception of something long since fami I iar. Bruner sti 11 has 

it. You hear it when he speaks of Ireland. It is a sort of combination 

of the "Aha!1'of discovery and the '.'I am 11 of the Zen. Like 11Aha! 11 and 

"I am," the sense of wonder exists only in :'real time.n And it is being 

in "real time" that so enchants Bruner with Ireland as to make his face 

light up and his voice take on a different timbre when he speaks of that 

land. 

When Oxford is closed for the summer, Jerome Bruner and his wife, 

and sometimes others, go off to his home on the Southwest Coast of 

Ireland, near Rosscarbery, in County Cork. He spent the summer of 1977 

there ... some days sai I ing, some writing his autobiography 2 . 

I said to Jerome Bruner, 

"We've talked a bit about yo ur place in Ireland; you haven't told me 
much about what it looks like or what it means to you, except that 
you do a good number of things there beyond writing and refresh ing ... 11 

( Intervi ew , 1977) 

1 In this chapter, the author admits to a certain presumption of 
editorial , though not poetic, li cense . The sense of such commentary 
as I have made here i s derived from the last session of interview 
with Jerome Bruner in October, 1977. It was a quiet conversation 
after dinner in the livin g room of t he house on the River Cherwel I 
in Oxford. Much of what we spoke of has already been · recorded on 
earlier pages . It was, however, a ve r y different man who spoke of 
I re I and. 

2 To be s ubmitted t o History of Psychology in Autobiography. 
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r,I love the simplicity and the irrmediacy of it . In fact., as I 
sometimes say to Blanche ., who laughs when I say it., and I say it to 
other people as well., the great thing about Ireland is that it 
occurs in real time . And real time activity is something that we 
don 't often have., you see. Isn't it curious because most of the 
time I'm busily working on something that will appear in a book 
form six years from now ... that 's not real time. It's a funny kind 
of thing. When I go down ... I go down to Tim Anderson's forge . .. and 
I have a little conversation with Tim as to what I need by way of 
metal to get my cow gate fixed., then I go into Klonakilty and get 
the metal., and I bring it to Tim and he makes the cowgate ., and I 
take it back and mount it then and there . Or I break my boat hook 
and I take it over to Donald Donovan in Union Hall and he carves me 
an oak pole right then and there ., you see . And that ' s aU great . " 

There i s a kind o f "out of synch ronicity" in academic life : The 

lecture is prepa red at one time and g iven at another, and summar ized for 

preparation f or an exam inati on at sti 11 another time. In research, one 

must look back at th e completion of an experiment after the reduction 

of the data and re-evaluate th e des i gn with which one began. Then one 

writes up the resu lts , and it i s a yea r or two after s ubmis s ion before 

the wor ld of sc ien ce knows what yo u have been doing, and longer yet, if 

ever , for th e world at large to know . There is an even longer lag time 

with books; Bruner's menti on of six yea rs from first draft t o pub li cati on 

is not excessive . Th e feedback is minimal, and it is late. It is an 

irony that for educa t ors , and pa r ticula rl y for psychologists , who a r e 

most aware of the need for prompt feedback, the loop is so s low to c lose ! 

Brune r speaks of t he hou se in I reland: 

·' ... and I want aU that house to be sort of a feeling that it is an 
extension of us., that we all know it and have worked on it . When I 
say we ., I mean not only me ., not only Blanche ., but our friends and 
our kids and the rest of it. It is a place away ... it has tremendous 
grace ... and it has a corrmunity of the most extraordinary people 
around . .- , 

325 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

The first ambassador from the Rep ub li c of Ireland t o the Uni t ed States 

was born just "out at the side of the house." 

" . .. born a poor boy out on this barren cUff ... I want to clear away 
a7,7, those stones and set up his old hearth now, looking out to the 
southwest toward the Stags and Cape Clear Is land ... and I want to see 
what ' s in all of that ground ... put those stone walls back, and the 

f 't II rest o 1, ... 

Bruner speaks of 

" .. . hard driving Pat Donovan, a neighbor who is ra1,s1,ng fat cattle 
on the inflated prices that Ireland gets from the EEC" 3 

and o f 

"Peter Jay , and Margaret , our ambassador to Washington and the Prime 
Minister's daughter, who got us there in the first place ... 11 

and of 

"funny, lugubrious Mr , KeUy , who runs the hardware and paint shop 
in Rosscarbery , and Bridey Murphy ('who rea ll y does ex ist? ' ), who 
really exists, and has got the creamery down the road . 

''And it al,7, takes place with a kind of immediacy, and its an oral 
tradition ... I guess its a thirst for some kind of personal, 
irrmediacy . 11 

Bruner commented that England had difficulty with persona l immediacy. He 

speaks of Ireland being 

''incredibly beautiful,. .. fuU of kind of haunted memories ... it 
unkinks my spine. 11 

J e r ome Bruner clearly has a great love fo r the hi s t or y of Ire land as 

wel I as for its current beauty . He tel Is , with th e ease of an 

experienced story t e ller, o f an Elizabethan pl underer, one named 

Copp inge r, if I heard the name co rrectl y , who came over in 1620. A mi le 

f rom Bruner's house, 
11 
••• there with its three foot waUs ... it 's a Uttie farm cottage . 

And he set up this fortified house ... beautiful, Elizabethan style ... 

3 European Economic Community 
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God, the shell is still standing, sort of held together by Virginia 
Creeper ... " 

He tel Is another story, rambling, but so ful I of the energy of the tale 

that one could not help but be enchanted as wel I. 

"There was a little armada that came in to Castletownshend in 1601, 
having been driven out in 1588 they came back to see whether they 
could find a back door through Ireland ... and they've always been 
trying to find back doors , the French and the Spaniards ... They came 
back in 1601 and by God they got in to Castletownshend. They were 
to join up with the O'Driscoll's, but then the O'NeiU 's , who hated 
the O'Driscoll's guts like mad, somehow fixed it so that they 
couldn't quite bring it off because when the wind turned and came 
from the southeast, they couldn't tack out of the harbor there. 
And I understand why, because it's damned hard to do because it ' s 
pretty shallow water in there. And by God there were three Spanish 
galleons caught in there, and the O'Neill's brought up their can
nons up on a hill top ... and blew the rigging out of those Spanish 
boats and right there, underneath rrry house, a mile out to sea, 
there are Spanish graves on (the) island." 

Bruner spoke of sai I ing the same course, around Scotland and 

through the Irish Sea, down to th e Wes t Coast of Ireland, just as the 

ga l !eons had. He made the voyage with a friend who was the former 

Commadore of the Irish Cruising Club , and had sailed the wa t ers al I his 

I ife (then being seven t y). 

11 
•• • they 'd worked their way down through a passage without charts 

which, in Wester Till, which is a much more maneuverable boat than 
a Spanish galleon, absolutely made my hair stand on end! ;, 

One may recal I how , very early in his li fe, Jerome Bruner would 

see his father off to voyages to Europe , and that he had always felt as 

though he had some r ea l connection with Europe; he ca ll ed it "my 

Europeaness ." He says of hi s feel i ng of Ireland that 

" ... there ' s something about the continuity that joins me to the 
history of Europe in a fashion which I find remarkable ... you get 
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the feeling of struggle, and the extent to which 16th century Ireland 
was a part of this thing ... it was a great open thing ... and there was 
a university, one of the great univensities in Europe was right there 
in Rosscarbery, three miles over the hill from me. There's no sign 
of it now, except an old ... monastery ... ·'1 

Bruner speaks of a Druidic circle one-half mi le from his door, where 

the stones point to the vernal equinox. '7 love that place," he says, and 

it is clear that he means it. 

Bridey Murphy, who has the creamery, is sixty five, a farmer's wife, 

and !'tough as nails." She lives in a hamlet of Rosscarbery, and judges 

the people with whom she lives and deals with shrewdness and care. Bruner 

imitated her, proving that with his wel I developed accent, if he ever 

decided to be done with "professing," he could easily go on the stage. 

"She was marvelous ... she absolutely radiated ... (and) she stank. 
She stank of, you know, the way milk (does) when it begins to go 
bad, clinging around her coat ... but my God! She really was 
something! She had that fantastic Irish sophistication, that 
simple sophistication that comes out of all tradition and living 
for 600 years under an ascendancy of outsiders. ,., 

When he speaks of I iving in Ireland, Bruner says that you learn 

some very unique things about character, 

" ... but you have to live it in detail. .. you have to do it quietly . .-' 

Bruner tel Is of dealing with character by means of anecdote. Joe 

is a very quiet, easy going, tel low, who sits around a great deal; 

Donal (and it is Donal, not Donald, as Bruner spelled it out) is a 

somewhat too lively and busy soul to maintain the quietude to which Joe 

has become comfortably accustomed. One day, Joe says, 
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" Dona l, cou l d you he l p me?" 

Dona l s a id , 

" Sure I I I I he Ip yo u. What a r e yo u doi ng? " 

" Nothi ng ," r ep li ed Joe , " and t hat' s exactl y it!" 

"They keep telling that story around there .. . I feel that along the way 
we might lose track of all that this means from the point of view of 
the way in which things and people are put together . It has to do 
with plight . 

"Plight is your sense of what society's about ... what your place is . 
I t also has to do with what your power i s ... what you 're capable of 
doing . All these things are the f ramework which we throw away in 
psychology . We don ' t look at these t hings. We don't have concepts 
like this . We want them narrow and maneuverable . We can have them 
narrow and maneuver able , but unless you have them of a context, 
they 're not there . They just don ' t make any sense . They don ' t add 
up to anything except triviality . ;: 
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IN SUM ... 

"And no man answers easily the questions: Who am I, where do I 
belong, and of what am I capable?" 

(Bruner, 1962c:43-57) 

Surely, then, when one attempts to describe the themes of another's 

life, one must do so with a certain mandatory humility, if for no other 

reason than that we do, indeed, bring our limited selves to the 

perception of our fellows. It is in this spirit that we conclude this 

thesis. 

First, we wi I I try to sum up the themes of Jerome Bruner's work 

for, as Ernest Hi lgard puts it, "One's work is, in a sense, one's 

biography." (Interview, 1978). Then we will look at some of the 

underlying personal themes which seem to be interwoven into the 

structure of Jerome Bruner's life. 

Bruner is primarily a psychologist. In his Inaug ural Lecture at 

Oxford, he presented his definition of psychology: 

"Psychology is one of the sciences of culture, and it must be 
engaged in culture. It is also a natural science and must be able 
in detachment to explore the mediating process - behavioral, 
neural, biochemical. And finally, it is a science of the 
artificial, and as such must contribute to the man-made design of 
man's environment, to ensure that man can grow to the fullness of 
his powers." 

(Bruner, 1974a) 
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We must look first at the philosophy with which Jerome Bruner 

approached his studies in psychology. In particular, his outlook was 

influenced early both by McDougal I at Duke and by Gordon Al !port at 

Harvard. McDougal I had strong and negative feelings about mechanis

tic and simplistic views of psychology, and equally strong and 

positive philosophies about intention and directionality as valid 

ways of looking at the behavior of man. Al I port was tamed tor his 

philosophy of functional autonomy, and tor his high regard tor the 

psychology of the individual. And it is in the light of this 

functional istic and individualistic approach that we must look at the 

development of Jerome Bruner's work. 

As to Bruner's application of his energies to the investigation 

of psychology, he explains, 

"I am a t errib le irrperialist ... I know damned well in general 
what I'm interested in; I don't know where it is going to pop up 
next ... What I'm interested in is basically the sources of 
rationality. " 

We w i I I I ook now at the areas of study of human behavior which 

drew Bruner's attention in his search, and at the particular themes 

he addressed in each . 

In social psychology, Bruner's themes had to do with propaganda, 

with political surveys (Hi lgard once referred to this period as that 

in which Bruner was a "survey psychologist"), and with the opinions 

of people, how they were formed and how they were acted upon. In the 

course of the pursuits of these interests, Bruner came to have both a 

national and an international vi ew. The international involvements 

came about in part because it was his natura I bent, as we w i I I 
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mention later, and we can guess that his service in France during World 

War I I may have lent to his professional expression of international ism. 

He was involved as well in international organizations and in efforts 

directed toward the work of the United Nations. 

In perception, the main theme had to do with bringing the person 

to the perception; the ramifications took many forms. Bruner was 

largely responsible, with his col league, Leo Postman, and others, for 

the development of what came to be cal led the "New Look" in perception. 

These investigators insisted on quantifying constant errors, and having 

a look at what was really happening. They looked at the effect of 

social values, of expectancy, of the current emotional set of the per

ceiver, and at others of these kinds of issues in measuring what was 

perceived. They investigated the abi I ity of persons to perceive the 

feelings of others about them, and they looked at perception as a form 

of adaptive behavior. Bruner insisted that every performance of the 

person was an expression of the whole personality. In commenting on 

the reception of the ideas of the "New Lookn in psychology's more 

conventional and hallowed hal Is, Bruner remarked 

nThe first response of people who wanted the field of perception 
to be left alone (was) enough of these mad dogs talking about 
motivation and intentional, and social values.'" 

"Knowing," Bruner said, "has many faces and it is a linguistic 

pity that the word is a singular gerund" <Bruner, 1962c). Bruner's 

study of thinking, of learning, of cognition, carried with it such 

themes as strategies and categories (or generalities). One needed to 

learn something in a generic way, Bruner proposed, to 11 leap the 
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barrier" to thinking. He later spoke of thinking as r'that an organism has 

freed itself from domination by stimulus 11 (Bruner, 1964c), and later sti 11 

as "the achLevement, retention and storage of information" (Bruner, 

1968d). 

The themes of modes of representation, enactive, ikonic and symbolic, 

are often found in Bruner's writings; they are enlarged upon with the 

passage of time and additional studies. His work in cognition sti 11 

appears to receive considerable attention. He reports, 

1'The most widely quoted work .. . one that seems to go on and on., 
published in 1956., is A Study of Thinking. It's incredible. What 
it did was to change the pattern of research in psychology and 
introduce the concept of strategy (and) dealt with the formal 
description of the domain., something other than size., shape., and 
various other dimensions. '' 

Bruner' s fun ct i ona Ii st approach is apparent when he says, " It 

matters not what we have learned; it is what we can do with what we 

have learned; this is the issue" (Bruner, 1959d). Because thinking and 

learning have so much to do with education, there are some fuzzy ·edges to 

the idea of the themes involved. One outstanding message which 

Jerome Bruner tried to put across was that any subject may be taught 

to anybody at any age in some honest form (Bruner, 1960e). Then there 

was the powerful notion of the spiral curriculum. The ideas of trans

formation, of transfer, and of generalization which have to do with 

thinking, learning and education all were prominent in Bruner's 

writings on this subject. The complementary issues of simplicity and 

complexity are expressed in such notations as, 

"To understand something is to sense wherein it is simple.:i 

(Bruner, 1960d) 
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and, conversely, his agreement with George Mi Iler that there is no reason 

to believe that God issued us an insurance pol icy against complexity 

(Bruner, 1960c). There is the idea of scaffolding, which Bruner and hi s 

col leagues suggest obviates model I ing and imitation as learning functions 

in tutoring (Wood, Bruner and Moss, 1976). 

Another deep theme in Bruner's work on education is that of the role 

of culture . 

"You cannot consider education without taking into account how a 
culture gets passed on." 

(Bruner, 1966e) 

The proper subject of education is considered by Bruner to be the manner 

in which culture is transmitted (Bruner, 1966f:149-171). 

Bruner addres sed the plight of the problem learner, and found that 

often he or she suffered from the pre-emptive metaphor. The prospective 

learner, through the vehicle of the re-emptive metaphor, generalizes a 

negativity in such a manner as to put himself into 

" ... the classic case of double bind - he's damned if he succeeds 
and he's damned if he fai Is." 

(Bruner, 1966f) 

Bruner devoted an essay to the themes of coping and defending with 

regard to problems in learning, and remarked on the parti c ular importance 

of how learning takes place through play when one is dealing with 

learning problems. He emphasized also the importance of play in 

general in learning, noting the lessening of pressure on the learner 

in an atmosphere of play. 

Bruner soug ht innovative methods of teaching, for example in "Man, 

A Course of Study,'' and in Diene's creat i ve work in mathematical 
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explanations, and found some good news and some bad. The children responded 

wel I, but there was a point at which some of the U. S. Congress did not. 

And then there was the inseparableness of pedagogy and politics, and the 

interrelationship of poverty with the two. Included here must be the 

Headstart Program, along with Bruner's other efforts. There seems a great 

sadness in Bruner concerning the evident intractabi I ity of educational 

procedures: 

"I thought ... if you gave some good models it would drive out the bad, 
that people would want them. It was very naive. 11 

And there was the theme, 

"The process and the goal of education are the same thing. The goal 
of education is disciplined understanding. That is the process as 
we 11." 

(Bruner, 1961c) 

What of Jerome Bruner's work in human development? There was the 

good relation with lnhelder, and the less than enthusiastic one, over time, 

with Piaget. Some of Bruner's work in development seems to be toiled 

against that of the "Geneva School," tor example, the work in conservation 

and in equivalence. One theme had to do with infant sucking, its uses tor 

nourishment, comfort and communication, and its changes with maturity . 

What is it at which the infant looks , and his increasing capacity to 

to I I ow the "Ii ne of regard" are i mpartant issues. Eye ski I ls, hand 

skills, and eye hand coordination and interaction ... intention, modular acts, 

mutual expectancy of the parent and the chi ld ... al I these are themes in 

development. Bruner emphasizes the fascinating interaction between the 

infant and the adult which wi I I eventual ly lead us to language, and he 

pays particular attention to the function of play in devel opment. 
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We have now come to Bruner's work on language. Just as Bruner says 

he never left social psychology, he also says he has always been with 

language. His own I iterature supports this contention. 

We see considerable emphasis on language in Brown's relating 

language to culture in A Study of Thinking (Bruner, Goodnow and Austin, 

1956). A formal reference to language appears when Bruner says that 

Benjamin Lee Wharf inspired the view that the structure of language 

influences what one notices in the world, that is, influences one's 

perception ("Social Psychology and Perception, 11 Bruner, 1958d). Bruner 

showed his interest in language in his preface to Vygotsky's Thought and 

Language_ (Bruner, 1962d), which was followed by his remark in "Man, A 

Course of Study" (Bruner, 1965c) that "The very essence of being human 

lies in the use of symbols," language being the major symbolic mode of 

representation. "Natural language," Bruner described as a prime example 

of an "intellectual prosthetic device, a tool provided by the culture" 

(Bruner, 1966d). In Studies in Cognitive Growth, Bruner referred to 

the arbitrariness of symbol reference, and commented on the holophrase 

and its development to more mature forms of communication. Bruner 

questioned in particular how language affects the cognitive process . 

nLanguage,n. .he insisted, "is a major instrument of thought 11 (Bruner, 

1966f). The syntactic development of "sticky all gone" appears in 

1966, and in 1967, the nontogenesis of Symbols" (Bruner 1967) starts 

Bruner's serious approach to language. The great flow of papers on 

linguistics begins in 1975, with "The Ontogenesis of Speech Acts" 

(Bruner, 1975h) . 
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The emphases are the precursors of language, preverbal communication, 

and the transitions therefrom to early language. We see other themes in 

intent, joint action, predication, the metaphoric spiral, indication, 

deixis, naming, and the modes of demand, request and exchange in the 

preverbal chi Id. Once again, the functionalist view emerges: 

"Once cannot understand transition from pre-language to language 
without taking into account the uses of communication as speech acts." 

I (Bruner, 1975c) 

• 

• 

• 

• 

• 

• 

• 

The themes in Bruner's work are interwoven. When we ask about the 

threads of his work, Bruner suggests we 

11Don't be so damned conscious about you:r> threads. Because 
you find that when you undertake something, lo and behold, 
to something new but continuous with what you did before. 
to have nerve in that respect.;, 

frequently 
you are on 
You've got 

One needs, in fact, to fol low one's passions. It is no doubt less clear 

on the approach than it is as we look back on the work. The threads are 

woven clearly in retrospect; the journey is not so wel I marked on the way . 

What about Jerome Bruner's personal themes? What about his view of 

"In Sum?" 

uThe 'in sum' is a shrug. It is not within any man's control. You 
launch it, and there it is. It's like your children. There they 
are. You do your best. Life in a sense, you know, sets up a series 
of reverberating myths . .. ,., 

Let us look at some of Bruner's reverberating myths, those themes 

that seem to appear again and again in his life. 

Among the themes which emerge is Jerome Bruner's clear preference for 

an historical view of his world, one which includes a personal involvement 

in that history: 
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"I think of continuity ... I've always cherished Lichtenstein's image 
of a rope being made up of strands no matter how long ... no one 
strand was bigger than that ... and there was some way of joining 
them together, which is what makes a community, what makes a 
sodality ... and caring about the rope, as opposed to just caring 
about your strand is what matters ... Don't ask for whom the strand 
to Us . .. it to Us for the rope! " 

Bruner makes frequent reference to evolution in his writing, to 

anthropology, and throughout the years, to various cultures. He studied 

the Cherokee cu I ture w iith Leonard Broom in 1939, the Navajo and Zuni 

tribes in 1954, and the !Kung Bushmen of the Kalahari Desert in Africa 

in 1965. He was, of course, close to the greatest psychological 

historian of our time, E.G. Boring, and was surely greatly influenced 

by him. The "left hand" papers were replete with references to histori

cal moments, and the emphasis on culture is present throughout Bruner's 

writings for many years. He considers guiding myths a latent culture, 

and thus a form of behavioral control <Bruner, 1962c). In particular we 

see an enthusiasm for history when Bruner speaks of Ireland. 

Hinged to his sense of history is a kind of fatal ism: 

11I think it's important to accept the idea that some things are 
fate, because it aY'l7ls you in a way. If you must assume that 
everything is accident, that everything can be proved, you should 
not put up with it. This may sound as if it is not truly part of 
my view of the world, but it's very much a part of my view of the 
world . .. that somehow you've got to take some limit on things. ;, 

Bruner has a sense of history with regard to his fields of research 

as well. His work includes sound "state of the art" papers which bring 

us up through the historical issues of the subject at hand. He did a 

survey paper on social psychology (B runer and Allport, 1940) with 

Gordon Allport that covered half a ce ntury . In !'An App roach to Socia l 
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Perception" (Bruner and Postman, 1948), he presented the background 

literature for the research he would do in the field. "The Course of 

Cognitive Growth" <Bruner, 1964a) provided a breadth look at the 

areas of development a~d cognition in the sense in which Bruner would 

write about them. In language, there were two major "state of the 

art" papers, "Ontogenesis of Symbols" <Bruner, 1967), and, seven 

years later, 1'From Communicat ion to Language: A Psychological 

Perspective" <Bruner, 1975c). 

Another subject which appears again and again in Bruner's 

writing is the issue of what some of us cal I the "human condition." 

r, ••• the world deals out some pretty nasty plights ... in general , 
given the shortness of man's life on earth and the longness of 
art and the svowness of learning, it's a pretty tough show aii 
around." 

What, we might speculate, were the effects of Bruner's own 

personal plight of blindness as an infant? Some suggest that his 

choice to study perception might be based on this early perceptive 

deprivation; he says that this is surely not a conscious basis of 

choice. He does, howeveG note that he has some difficulty with 

spatial concepts, and mentions that when he, along with thirteen 

other psychologists and eight anthropologists were used as subjects 

for Anne Roe's monograph, "A Psyc ho logical Stud y of Eminent 

Psychologists and Anthropologists and a Comparison with Biological 

and Physical Sc ientists" (Roe, 1953) , he came out 

"moderately on spatial abilities, Zike most psychologists . It 
was very interesting to me how we7,7, I could do on spatial 
things, actually, given the fact that I started out with a kind 
of haptic space. r, 
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Human plights and the human di lemma: Bruner sometimes seems to deal 

with these concepts with one superceding theme, that of courage. We see 

it here and there - of Broadbent, "Donald, you are very brave;" "you've 

got to have nerve ... " and of a small innovative report, "a brave little 

book." His commentary on courage in certain historical Irish incidents 

is both dramatic and moving. He presents other solutions: mastery, 

exce I I ence, competence. Anything but mediocrity. Even fa i I i ng we I I . 

About experimental schools, for example, he says 

" ... the question shouldn't be about their success. The question 
should really be about how well they failed. I think that if they 
are good, they are bound to fail, because the main thing in an 
experiment in education is that you must push to the edge of the 
possible, and you don't know the edge of the possible until you've 
gone beyond it, so you fail. So then comes the question: Does 
the failure somehow raise consciousness to a degree of clarity 
about possibilities, so that you then really kind of look afresh 
at how you garden for blooms, and these things are blooms, these 
great moments, you know ... '1 

Bruner insists as wel I that you have to 

11 
•• • fail in public ... private failures, the economy of embarrassment, 

is not good. :, 

Bruner deals often, especially during the years of his early 

forties, with myth and with metaphor. He deals also here with courage, 

especially with a kind of academic courage not to water things down, to 

al low historical realities to have passion and power. Once senses a 

real drama about many Brunerian concepts . 

From whence did these views of the world come? A number of them 

were from Jerome Bruner's father. Jewishness was not a religious 

commitment in the Bruner household, so one cannot hold up the religious 
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ethnic as a strong influence. Bruner's father had a breadth of interests 

which he bequeathed to his son. Among the views Jerome Bruner appears to 

have inherited is a sense of political liberalism and of political 

responsibi I ity. These ar~ c learly evident throughout Bruner's I ife. His 

sense of soc i a I res pons i bi I i ty, inspired by his father, shows in many 

places: the insistence by his father that he not buy the paper of a 

publisher perceived to be unethical graduates to Bruner's own struggles 

with the government about poverty, politics and pedagogy. Beginning 

during the time of his work with propaganda, Bruner spent time in 

Washington, and he was involved with politics throughout the ensuing 

years. His refusal to sign the loyalty oath and his efforts to get the 

requirement removed from dealings with the Veterans Administration were 

part of his commitment to his political and social values, as was his 

refusal to move toward anarchy in the rebel lions of the late sixties. 

It was Bruner's desire to work through the system rather than to destroy 

it, for it is his firm belief that society must have some rule s to be 

viable. 

Another theme which runs through Bruner's life may be credited to 

his father, at least for its inception: it i s his 11 European-ness. 11 It 

was, after al I, seeing his father off t o Europe as a smal I chi Id which 

influenced him so much, and which gave him the sense of a ti e to 

Europe. We see him doing propaganda studies in the European commun ity , 

and gene rally igno ring the Pacific theatre, during the war. His first 

visit to Europe was at the beginning of the war, and he got out on ly at 

the las t minute. There was his i nte rnati ona l approach in socia l 
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psychology, and there were his visits to England, sabbaticals abroad, and 

so on, anci finally his settlement in England, with one foot in his loved 

spot in Ireland, a kind of fulfi I lment of that "European-nessn at last . 

Bruner is an elitist, admited and observable. We look at the 

Harvard of his youth and early teaching years, and find ourselves hard 

put to find a more elite society of psychologists. The company of his 

dinner friends who met in groups at regular intervals, most of whom were 

acknowleged experts in their fields, was another show of elitism; among 

his close friends Bruner counts more than one Nobel Prize winner, and 

among his acquaintances, many. Esprit d'corp is important; he remarks 

on the lack of it at Oxford. 

Bruner mentions once that his son on one occasion accused him of 

being one of those "goddamned Cambridge intellectuals," a comment which 

appeared to amuse Bruner more than to offend him. We see consistently 

in Jerome Bruner a distinct sense of personal responsibi I ity, and long 

after the remark by his son, we hear him address the issue of 

intellectual ism. 

"I think of the essence of an intellectual as some.body who takes 
seriously for his own life the consequences of his own reflection . 
That to me is the essence of an intellectual. r ! 

Bruner speaks of individual rights, of principles of law, and of 

the necessity for those principles. He speaks of running his own race, 

of not I iking the opponent process, and of giving a broad berth to his 

adversaries if they so consider themselves. He is convinced that 
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competence is its own reward and that the rewards of education are 

intrinsic. He speaks of creativity as "effective surprise." Bruner seems 

to work and to teach wel I in situations where there is a free flow of 

ideas, for example the Bow Street Seminars, and the weekly dinners with 

those from di lfferent disciplines. 

Among the most important of Jerome Bruner's world views, one of the 

concepts which most influenced his thinking, is Nei Is Bohr's theory of 

complementarity. Thi6 theme appeared in paper after paper, year after 

year. Even when describing the work of Sigmund Freud, Bruner speaks of 

his complementarities and his continuities. 

Bruner has been honored much and often; of this he comments, 

"It's nice not to have to brood about the fact that you haven't 
been honored, in a sense, but I've always had sort of a conviction 
that you use it for something ... and I'm sure I get that goddamned 
compulsion from my father ... I have always had the feeling ... that 
every time your clout increases, in some odd way you take on more 
responsibilities to fight for things that matter to you." 

One does not get from Jerome Bruner any sense that there should be any 

kind of "tree ride" through life; quite the contrary. Rather one finds a 

clear regard for responsibi I ity and for the concept of consequences for 

one's actions. Bruner says 

"I get a fair amoUYlt of pleasure out of life ... as much as I deserve, 
whatever that is! I have a very rich life. There's no question 
about it, and I work very hard. " 

Bruner does try to pace himself with his work, and to relax with 

physical outlets whenever he is able. He rides his bicycle, plays squash, 

sai Is, and remarks of some of his noh --academic abi I ities, 
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"I've got a lot of ski Us that I'm proud of. I can take an engine 
apart and put it together again. There's no part of a sailboat that 
I can't take apart and put back together again. I know what it 
needs~ and I know how to take care of it. And I don't let anybody 
do anything to the boat that I don't see~ because I like to do it. 
I like to be able to do it; I like to be able to do it under 
duress." 

We hear again the themes in al I walks of I ife of excellence , of 

competency, of mastery. These are major themes, and they recur again and 

again . 

There have clearly been some times of transition, of emotional and 

of professional development, which stand out in Jerome Bruner's I ife . 

Blindness and recovery as an ~nfant was fol1owed by a childhood of walks 

in the marshes, of companionship with a loving father, and distance from 

a less interested mother, of coming to terms with schools, then with 

dealing with the death of the adored father. The developments which 

brought about Bruner's strong sense of identity, the remarkable change 

from childhood to young manhood, took place at Duke where he came to 

terms of acceptance with the emotional distance from his mother and the 

grief at the loss of his father, and where he developed a sense of his 

own destiny in psychology. He became a part of a new family at Harvard, 

one which agreed with and encouraged excellence as a primary standard, 

and which promoted the kind of intellectual curiosity which had been 

instigated by Bruner's father. Bruner married, had children, established 

a career, and began a freshly invigorated intellectual lite at Princeton 

with his exposure to Oppenheimer and others. In particular, Bruner's 

discovery of complementarity was significant, and this theme is 

ubiquitous in his work . The resolution of dualities was a major move. 
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In mid-life, he turned to the left hand, a significant love affair, 

and to turmoi I, tumult, plights, and powerful themes which touched al I 

that he wrote and probably all that he did. He married again and 

appeared to consolidate his world. The strongest periods of experimen

tal psychology appeared when he worked in perception, and again after 

the period of consolidation, when he began work with development and 

with pre-verbal and early linguistic communication. The career crisis 

that took place in his mid-fifties had to do with societal changes and 

with changes in his academic environment that had been drastic, and 

beyond his control; they were not changes internal to him, except, 

perhaps, the discouraging insights he gained into the sense of futility 

involved with the world of the poor. He appeared, rather, in the main 

to remain stable in the face of the changes around him, and simply to 

disengage when circumstances became sufficiently uncomfortable. The 

discovery of real time in Ireland gives us a sense of Jerome Bruner's 

present state, and it appears to be a contented one, not without a 

k i n d of I i ve I i ness. 

There is a noticeable tendency in Bruner's style on which we 

might remark; it is that when things seem to stop in their forward 

motion for Bruner, or when confusion enters the scene, he wi I I pause, 

regroup, and then find a rounte by which he can again go forward; wit

ness 1955 and again, 1972 when he left Harvard as only two examples . 

There is a sort of consolidating and regrouping in his academic pur

suits as wel I which shows itself in the state of the art papers we find 

when Bruner embarks on a new field of interest . 

345 



' 

' 

• 

• 

• 

• 

• 

• 

• 

Since writing has been an integral part of Jerome Bruner's academic as 

wel I as his private I ife, some comment seems indicated. He writes poetry, 

in addition to his abundant prose, and often writes as to a friend who 

might be seated across the desk from him. 

;rI find the written language a way of getting my thoughts clear about 
things. It's tremendously important to me to write ... It's almost a 
part of my thinking ... it really is. 

"I love language ... I love its muscle and its quality ... it can do aU 
sorts of things, but the great thing that it can do is it can make 
things clear. Then it can not only make things clear, but it can 
also make them vivid. So I suppose in the 18th Century I would have 
been an essayist. 11 

In this author's opinion, he did a fair job of being an essayist in this 

century! Perhaps Bruner's most delightful comment on language is 

"I have the feeling that since thought is transactional to some 
extent, it is very important the manner in which you encapsulate 
it. Not just from the point of view of thought, but the manner in 
which it is a gift to somebody else. :, 

Jerome Bruner is a remarkable storyteller , and a I ively lecturer. 

He tel Is a tale he heard from one of his graduate students years ago, 

purported to have been told originally by Martin Buber 1 : 

"There's one marvelous story about a rabbi by the name of Reb Moshe . 
And Reb Moshe comes to heaven and is met by St. Peter and a couple 
of assistants, and almost before St , Peter can open his mouth, he 
says to St. Peter, 'St. Peter, I'm most eager to get into heaven. 
I know its not quite as its done to speak for your own advocacy, but 

1 Martin Buber (1878 - 1965) 
Buber was a Jewish philosopher, theologian and scholar of Hasidism. 
He was born in Austria, and I ived in Israel from 1938 unti I the 
time of his death. (Random House Dictionary, 1966) 

346 



• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

I know my shortcomings ... I've not been the kind of man that 
Albert Schweitzer was, who at the same time could transcribe the Bach 
organ fugues, go out into the jungle and suffer ... and I have not been 
an Albert Einstein, who could pierce the secrets of the world, and 
I've not been a Spinoza, who thought deeply about the nature of 
thought so that he increased man's reflection ... ' And St. Peter puts 
up his hand and says, 'Those aren't really the questions we wanted to 
ask you, Reh Moshe. Our worry was~ why haven't you been more 
Reh Moshe?'" 

One cannot imagine Jerome Bruner being any more Jerome Bruner. 

Perhaps St. Peter will have a different question of him . 

"In any man's intellectual life there are only a few topics, only a 
limited set of persistent queries and themes." 

(Bruner, 1962c, Introduction ) 

We have tried to present the themes of Bruner's life as we have seen 

them in the study of his work. It has been a task fi I led with delight and 

with personal discovery. My own themes have become more clear, and in 

some instances confirmed and in others enhanced. There is no doubt in 

this author's mind of the intrinsic value of this study . 

The reward, indeed, has been in the doing . 
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