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o -*f ,Introduction ~
. The concept of. study skills Le one that is much A
: !
R bandied about in noth the formal literature of education

~and in process materials, baoks, articles, journals and 80

on that one comes upon*as a teacher involved in educational
‘endeavors. /To -one such educator specifically involved in ’
.the teaching of *the educationally deprived - Special ~ .
Co : :‘_Education-— for approximately the past decade, it\has been
N both a point of fascination and wonderment to realize that

. -this concept - study skills ~ which ts s0 prevalen in f;
. [ S I
diSCUSSions at teacher gatherings, university classes andx

\

in varioua writingsﬂis on closer examination an educational

Py : - concept incomplete.in at least one area of 1ntent relating
. - ", to the relationship of learner and learning or knowledge Ve
» .‘V. ' acquisit;on. S b .t . l i . > ~‘
| . " " ' At the outset.of this_pape _several individuals ° :f

made commente to the effect that there is presenbly ‘80 much
o
A Lo~ .

} ,knows exactly what they are. and ‘how to, usge them, then this e

Q \

o

L paper may merely be an exercise in futility.' However, one |
-z . . has but. to walk into the various classrooms of our Province

; - or indeed teaoh an educationally destimulated assemblage of”

studenta to-realize the inconsfatency of this béliéfeel\\\\xh »

;f one can gener ize from my search, one.can readily
1

 see that what are held as fQccepted truthﬁ/are:huite likely in
. . . v , |

W

v .

. writtan already on study skills and, since everybody already ‘;E>3 .
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" to the actual presentatiqn or encouragement of what the student

_ ) . 5 | L |
_reality a myth or misconcegtion. At best many of these -

accepted truths are in.fact basic 'assumptions' and as

such are open tQ-vafiants of.intetpretatipn hoth'as to their

. N . . _ .
actual effectiveness and desirability of intentions. Throuqh

[ . -
-

my own experience and’ that of many teachers with whom this'

aubject hys'ibéen broached it has dbme to light that a great

number of teachers not only do not”really know what a study .

~ -

skill 13, or- more fundamentally, how to teach one or all, bﬁt

;they do not knowdyow a student aptually achieves competence

'in the areas of study skills Many teachers ‘accept as fact "
the assumption that, apparently, through some’ beneficent o

-force in schooling a student will if he "really wants . to"

come upon the right' way to study- Yet, when questioned

on this aCCepted ‘baliéf, these same individuals will indicate

that they do not actually, duriny class time, - devote energy
-

-0,

must actually engage in to acquire these said study skills.”

) Experience has shOWn that these teachers however generally

accept the belief that iﬂ the’ students are to. really succeed

\academically then it 18 an absolute essential that they

?
. 4

possess these study skills. T ¢
‘ So, the question “then begs to’ be asked YHow, when .

; and where does a. learner acquire these study s8kills as’ well )

[y

- ~as the ﬁecessary selfrmotivated drive to succeed conpled

\ : [}

" NS 3 . . ‘ ' " ! '" )
. with an acceptance thaththis is a function necessary to his
~. A ’ vy C .
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CHAPTER I

\

STUDY SKILLS

A ]

The Setting

R

' [)

\

.made world.

. Knpwledge is not simply, the apprehensioh
of- the structurewand operation of 'a ready-
Knowledge is the formulation -

- by means of ‘action anad reactioh of a

. process of which it 'is a part.

No. !

absolute. divisions, distinctions or

. limits, internal or external,
- the .process without respect to knowledgs,.

are part of

)

but process ag known is process formulated
and Btructured by the: mlnd.l :

(Haroid N. Lee, Percepts, Concepts,

-and Theoretic Knowledge, p. vii)

Benjamln Bloom,

Objectivegiup. 38) statea'

he

rav

Although‘:nformatmon or knowledge is.
recognized as an important outcome of

2.educatlon, very few teachers would be’

*satisfied to regard thig .as the primary’

or role outcome of instruction.

What

is needed is-some evidende- that the
students can do somethlng with their
knowledge, that is, that they can apply

problems.

" the information tc new situations and
‘It is also expected that

students will acquire generalized

techniques for dealing with new problems -

and new materials.

.o
i

4 -

P

in. his'Taanomy of Educational,

”

4

o e - ta —e e

|« PNRPPREPEIR

%hus,'it is expected that when a student encounfers a ney

«

problem or situation, he w;ll select an appropriate -
_technlque for attacklng it and wlll brlnq to bear the ce
.Thls_"*

°

\”reflectivé

ﬁecessary 1nformation, both factswand principles..
?as been labelled "critical thinkinq" by some,
‘-Fhinklngﬂ’by Qeway and others, and "problemisolviqg" by

)
q
b
‘
)

:.I 1.,5K‘ | - Lo

A-
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/9til]l others. In the (Bloomfsf-taxonomy the term -
\ ' "intelleotual abilities and skills" has been used. The

_\ most general gperationhr definition of thede abilities bos

: Co , , K L
and. 8kills is that the individdal can find.appropriate - _.
\ . ‘ N .

A o . information and techniques in his previous experience to -

o .
. N : . . ? . . .
R \ g M .o . . . ) ' .,

v bring to bear on new problems and situfitions. This ™ .- N

requires some analysis or. understanding of the new o - o4
’ o ’ ¢at ) ' t .
Y \ situation, it requires a background of knowledge or . - B SR

!
o!

methods_whioh can be readily utilized- and it a¥so requires

some facility in discerning ‘the appropriate relations between -
* » ot ‘ “ $?‘
preVious,exﬁérie ces and the new situation. . < | . ‘
- Y
L ‘In the s

[

e geéneral area of skills, Hirda Taba (in

her.magnum oﬁus Curriculdm-beveldp nt, p.‘QZS); agserts o ¢

"that “There are skills to be -learnef in connection with any & \

area- of competency. ' The objectiyes‘peftaining_to skills,

therefore, range from the-basic academic skills, guch’ as

z 'reading, writing and arithmetic to skills in*® democratic
\ ' w3

P ,citizenship and qroup living. Usually the objectives | - N |
. . b dv ' pertainingéto sk%lls are concentrated on the “three R' 5" |
”. ‘ ' \ which constitute-the basis for academic study. In the \' ;;‘
< I'\ minds Of some persons these- constitute the essentials, ‘at <. l
\ Lementary L ,

least on the elementary level. -

Ed

The skills necessary for independent and créatiVe

e NPV

intellectual work = #he: ability to locate and evaluate :
L | information from sourcee other than textbooks and the -
) \ﬁrocebseé of solving problems and analyzinq data T have -

‘. . v ‘, ST




) s . ' . ., 3 . . ,.

s
(Y]

received some emphasis. [These skills arg ‘gspecially
P T .

7 .
N
Emphai}s on problem solglng suggests a need for

the use of multiple sources.

’

additional akllls, such as the ablhg ;b deflne problems
of investlgatlon, to plan a method of inqulry,ﬁto assesa

i dlscrlmlnatlngly the approprlateness and;limltatlons of the

! SOurces for parttcular purposes and the abillty to maeter ;
simple research skrlls, ‘such as tabulating and claqs;fying
1nformat10n and experlmentlng with . dlffereng ways of :.-‘

: ‘ 3

’ . An especially neglected area of skills/fs the/A:

complex pertainlng to the management of 1nterpe);sonal i - .

] - ” . ' “
relatlons and the conduct of qroups. - o " )

orgaanLng and 1nterpreting.

J : .

~
o It is from ‘the thoughts of the great thlnkers sneh

as Benjamln Bloom ahd hls contempOrarles of the 1950 s ana
» & \
1960's that we have come to receive in education both input

’ ’

and momentum in _the area of study 5k§lls, thelr implications,

and the method of 1mplementatlon. Slpce then, in edugat;on,

>

great 3%$}des have been made Ln the actual use and _; e

AR

modlfication of these self-same qtudy.skills;

[ N N t

‘Towards“a WOrkiBQ'Definitioni P

l»'

o Webster s, chtionary deflnes study as “... a process

of acquiring by one's.own efforts knowledge of a subject "
e

1
N

'v o e

R N R 1%
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To actomplish this process a student 1is required'to bring .

to bear on a problem all thd skills which are appropriate
ﬂ P . « . . R
to the solution of that problem. This act, however,rii

. . . A / .- -
bounded ,by 'a basic assumption, 8ince the term asgumes that

‘

' _students already possess a basic competence in the reading

and thinking skills requisite to the study task Bowever,»

based on. experience and available literature, one cannotu»

-assume that students have competence in the disciplined and '

o independept application of those ski}ls which will result

3

" in the definitidn, analysis, resolution, and reaction.

report on the problem. Students need guidance 'in ‘the o

‘tldevelopment of this competence in order to become successful

\
students. It is the teachers 'resp0nsibility to develop
n Ay

this competence in their students.‘

But what are 'these Skills ¢ o? skill areas essential

~

gto the intellectual development of the etudents? ‘The

/ ~—
literature on the topic indioatea that there’ are at least six
J .
basic 1earning skill areas: - - ' : o
. A.! Reading ) e ) o
" . B. Writing’ ‘ . L £
C. ,’Listéning — _ . v

A“survival skills“

3

D. ' Rethembering g . . Lo
E.. Note-taking, - . - T C
F. Test-taking4 : e e

~ ‘These R.A. Carmen and W.R. Adams have termed "suqyival ekills“

o Yet Alice Meil would see us go even further than these eix

6 when she states that, , K 5; ;

’

! .
RSN TSN A -
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. s Itymay be useful...to think of ourselves .. _
as emgaged in teaching skills for the . “

* purpose of developing =students as

. individuals whq hgve acquired both the

C -dispOSitiOn and the skills for obtaining -

;o -7 knowledge on Qheir own'. 7 , . . e

. . p . kY \, . »:. A

i T S ﬁ%” Study skille are not merely something to teach; but

[ T | - R 1
T may. be viewed as a x to teach,— a way of teaching which -

vadvances not only the student s-knowledge oﬁ.subject matter_

hut his ability to learn Sub)éct matter independently and ;.'

. L at will. This would lerad to the- aim of unifying knowledge

. 'learning with the skills of acquiring this hpowledge. . A_{,
A\ . Accordingly then, to acquire this unity. another . ?
A basic assumption must be postulated here it'ls now aeshmed
R that the student at any given point in schooling possesses
‘ the abllity to both read .and think. Given that thlﬂ gay be

the «case,!’the skills required of thase reading.and thinking

skills w0uld fall into three major areas of competency:

- R . . ° e
!' - o - A. QReceptive area . o o~
’ o ~ B. Reflective area . A
. C, Expressive area <

.

..'“ I ;.. Ao ‘ - : ¢ : -~ A

i Brleflyh here 15 each of theae areas:
= . s

oo A, Receptive Area‘ Reading and - thinking skills

i

related to the receptive areas of competence in study are

N those required to perform what Donald D. Durrell calls the

9.

"....simple intake of ideee through reading and Nila’

’

'.'Banton-Smith categorizee as,
R . Lo

patterns of writing in
) "f . ,Tifferent‘eubject areeey. This area involvee the
Identification of main'ideas and eignificent deteile as well

as the-exercise of judgment in.dieoarding unrelated details.

e e ——— = —
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is aTso 1mportant~-as tdo, is the ablllty to follow
-tia
1sources of 1nformatlon to whichla student may-have to refer.:
. that these.squrcesiare tools for learning to whlch tﬁelr
. skills must be applied:

-Kegler suggest that. Ty o

< . .,8kills’ related to the refleogtion process; W

: . )
[} . . . , . , 4\' , .. , A L[]

It involves the exerxcise of variobus locational Skllls so

that the desired 1nformat10n may be found in textg The

ablllty to read éﬁé many types of illustratlve materials =

L TN

'dirjj‘idhs There needs to be flexibility ln the applica-

f these. skllls to meet the fequzrements of  the varlons

The . Btudentsgnust posaess an awareness of the many. sources T i
- R
of lnformatlon at thelr dlsposal and apprec1gte the fact ‘ Lo

l » .
|' ' -

B. Reflectlve Area Guy L.  Bond. and gtanley B. . ' .}'

>, .. o * .
-1 3 s,

~* The student 'should be .aware of the ‘fact
that thé major outcome of reading is to. -
Do urlderstand and to reéact to the -réading ’ BT
matter in light Of thé'purpose for which+ ; SR
it is being. read. | The hearbof the . - S
process of sStudy. is the reactlon to the- . ) . o
* detalls obtalﬁed through the readlng. A A .
v + Only as stugents reflect upon what they S . )
7. read,do the#® become personally dnvolved.' - - ‘
° in the ideas.’ Without the reflectlpn s o o
'~ . process the details will remain as.. . = =~ > Y
.1igolated bits of information with no . '
fusion, ‘foous or purpose. ‘Applying the = . - \

VSR —

8kills such, as lnter ‘erence,’ Lnterpretatxon,-
asgocidtion, ‘assumpt: op, drawing conclusions. = . ) A
and predich&on' students will be ablé to = - " .., - )
vforpulate doncepts by syntheslzlng the facts 2 R

or ‘details and by subsequent Y, relating. ) AN '
. these ,¢conce te. to form useful patterna of : - T
knowledde._ . /‘ o . C U
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* Neil Bolton views six correlates to concept formation:

- 1.

All_concepte/aie the result of\particular a

‘A concept m&y be definea, then, as a stable

Concepts are, the expressLOPB of the ways -
in which experience has become drganlzed .

\

instancé&s. becoming general by being treated

‘as examples~of a type of rule; further,'

language stabilizes these general meanlngs

in the process.of soc1a1 1nteractlonh

Concepts are'the reéult of agts of co-
ordinatidn., Thesexistence of a rule of

relation 'signifies that the élements

" subsumed by a concept are ordered by the

Same relatiop.

-

P L 7 . ‘ R
From the point Of view  of the subject, .a !

s

_coneept is a disposition to organize events

in a certain way and it implies the ¢
expectation that it iscapable of heing _
applied to fresh instances. 'In this sense,

a concept. is esaent;ally a Eredlctlon '

-Slnce a concegt is a result of the appllcatlon

of a rule. to particulay elements, this can

only mean that to study concept formation 'is-

to study the emerging correlation ‘between such 2
acts ‘and. the stimulus condltLOns to whlch they
are related. (R

. ¢ = * ]

\ ~—

\(\

organlzatlon in the experience of reality. |
which is achleved‘th%oggh utillzation af rules ,

.of relatlon and to whlch can - be given.a name. .

LIRS

‘ . - , R ..
' ! . . : ~ s

. 'I, ._" .

- Cdncept Formation,.Neil Bolton: Pergamep Press,.
~New York, 1879, pp., 21-23. =~ - oo

ry o W

-

- .
~ r— s g . .
7 S e o, R et 3 K AT RIS P 1 A b 2
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C. Expressive Area: Knowledge accumulated’ for jts
. < . N

an sake has little value. ,If the process of study were
l{mlted to ¢he receptive apd reflectlve areas alone, it

would have little value except for enlarging the student s

-

own st@re of kno ledgﬁ This third area of skills. required

. for - competence In study suppllearthb purpose and fulflllment
-~ - % 1

for thlS study. Skills in the‘expresslve area are those
whlch help students to orqanlze the knowledge galnad through
exercrse of the receptlve and reflective Sklllﬂ. Further,

__students-usg these expressxve.skllls to apply thls'knéwledge
© 1n a well ordered and practical fashion, ‘giving eviderice
that the knowledgé that they have gained is useful and,

wworthwhllq. . o . .

' - Accordlng to H L. Herbex then, stndy skllls are

1l

: those readlng and thlnklng skllls which are -

* drawn from the three areas of competence -
and applied in varipus combinations to G
specifid study tasks according to \

prescribed purposes as. well as the N

variables of'subject matter, grade level '
and student ability angd achievement.l2

But, gchools,do not exlstofor the sole pﬁrgose of
pgéparidg people for work: in educatfbn; industry, hospitals

-and 80 on. There is now a much greater n for people

Y

edudatﬁdﬁar trained not only to pérfo

£

-

T e e ettt £ 43 Ll

B Ry IV PO

" e -y~
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There must be an accompanying dislike of incompetence and

an alertness-or appreciation of efficiency. Such awareness

SRl

o Ul

serves to speed up the process and is in itself an invaluablé
. » \

feature of any community. Thus, a knowledge of the principles

states: T o » e

of a. rational technique Qf gtudying will be found to be most

préfitable when it is;regarded as an additional means of

\ , . . , :
_cultiv;}ing a oreative attitude to efficient action anfl not
PO s L] .

’

. J.\, --.I
simply as a set. of procedural instructions. As 2., Pietrasinski

»

) »

One must learn to appreciate things of
-apparently trifling impgigance and set
oneself the goal of always working
with maximum efficiency, i.e., to achieve
5 maximum effect with the least effort.
S Such is the truly creative attitude to
'work, study or indeed to work in general 13 *

_ -

\ (

* We define creative attitude- toward work as the ahow;hg
of initiative, partly or wholly xndependently, in the.
elaboratibn and .introduction of improvement in methods
and products. The most simple example may. be perception
of the possibilities of some specific improvement witﬁ

proposals for its realization..... The fullest expression

of a creatlve attitude toward work, in contrast to dead
" routine, i8 the perceptior and formulation of work
problems and theirx simultaneous soluntion. A creative
attitude then can lead to valuable and original results
‘and a higher level of occupatlonal knowledge. As well,
"The educational program in many countries consists in
teaching,to a1l pupils subjects which can be of real
value only to ‘a minority of them, whereas it would be
mugh more advantageous to cultlvate the;r creative
ab&h;ty “ ) .
\ ) .
The Art of Learning. 2. Pietrasinski, pp. 109-110.
®
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The General Rpplication -

Here, now, let us deal ditectly with:the major \'
ihplication of the concept, study’ékills. Study skills
i’plles first and foremost the idea that whqt one is to
//deal with here is the Sklll or the abllity to study. - .o R

Studylng then is central to our comprehension of the concept -

v

tudy SklllS Here stqdylng.takeslon the mantle of self-.

' directéd learning. It is not accidental, but rather it is

-internally controlled_by the learner. It 4s a series of
practicable skills that one colbines to grasp a given piece

~ or material - whether this material be in any subject area

ox related to-any'subject-area. Joan\Morris, in her work:

!
. i
at’ the Guidance Centre at the University of Toronto has . L
A ; ,
come up with the following general ideas concerning studying:

A, Stddying by wﬁoﬁ: is often more .
effective than studying by parts.
N\ ¢ 'B. Studying must be done with the
INTENT to:learn something.

c.: Studying must be done with: under- . !
§tanding.

D. One must find one's own best method,
- place’ and time to ﬁtudy.

E. One must learn to actively concentrate.

F. Break" your/;tudy period occasionally -
in order to test yourself and see how
well you are doing.

G. Make effective use of your study tlme
-~ do not spend it all on one subject
: exclusive of others.ld
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< or methods in how to proceed. Hqw is one going to study?

L3

4

As noted in Brammar and Brammar's How to Study

L

Successfully, "Studying is an acti&e, thinking process of’

observing, comparing, criticizing, discriminating,

|

que'ﬁioning and synthesizing.

being self directed, is a dellberate act}on on the part of ,

wls This studying, then,

-

the lndxvxdual and as such allows one the cho1ce of'ways coL

o8 study skills includes much md!e than meets the/casual

<

study skills:

Are there acceptable and hon-acceptaﬁﬁé methods? Efficxent e

“and non—productive methods? .And so dﬁ. Thus, this concept

Ty

R e a -
- '

eye. Let us look at.some posaible“areas of involvement in

)
to borrow from Walter Pauk in, How to Study

in College, the f&llowing headings:

A.
B.’

. C..

\ ¢ D.

and adé o

A

(S

.
G.

We may, as

to cover all those that are to .follow. B B \\\»

AC

-ThHe Academic Skills 16

it

{
|
we progress, use thesé major headings as umbregllas }
;
t

.

ademic Setting:

The Academic Setting . . A . . ;
The Supportive Skills ' S o [
The Basic On-gaing Skills ‘ i

Planning of Studies s T
Habit Formatijon 0 "
Intangibles 1V . I

Underslanding why you are where you ‘are. §
What i8 your purpose? i
Maintaining an emotional’ balanda - }
The classroom setting . ' - ‘ QF

{

»




- Thé.Basic skills: . . \\-\\*\>

»

The Supportive Skills:

L A. The ability to concentrate
’ B. .Forgetting -
C. Memory

D. ' Listening

., " A. :lListening. ‘
) B. Vocabulary building
C. Improving reading and comprehensxon

1
.

.

" The Academiq-Skiils: A
- A.. Note taking '
e B. Textbooks i s .
T C. Papers
D. How to sgtudy for exams
E. Object1v1ty .
F. Consgistency
, G. Clear cut rules (appropriate)
H. Library
I. Writing o '
" J. Reading . . ‘ e
Plaﬂning of Studies (Scheduling): | ‘
A. Time ’ RPN
B. Place . -
..  Ts¥WPReading . «
Habit Formation: . -
"A. Plateauing
B. Habit vs. sk%}l }
C. Time .
D. Self=image
» L\ -
| A

Cas
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As an entity study. skills must have a finite sense,
It is this‘finite ‘sense that Often presents trouble to B i
' students trying to master the schooling process. A fine

. point of starting for somewhat mature high school Btudents

’

is to knew just,where théy wish tO'concentrate their
studyling energy. Such a, device is .a Study Babits Checklist:.’
i ' . This following checklist will serve as a starting point and

may easily bé enlarged orlredﬁced as the need of each

A

‘inﬂividual is pe;ceived.nglso, this chécklist may be
modified andjpresenteﬁrta-mUCh’yohnger gtudents as an early
. eteb to mastery of study' skills. - " o ™
. a X [y 4

: I shall use a’rating'schle of Rerely, Sometimes or’
(I ' , o
Usually to glve a veyy guick and somewhat comprehensive

= picture of wnere one's areas of concentration lie.
;' ' _ L
i ) » Gene;al Heedinqs: T Rarely\l_Semetimes Usually

‘o 1. Health Habits which affect. )
" studying .

2, Time Schéduling

3. Note-Taking .

4. Classroom ‘Activities -
5. 'Studying an Assignment ‘ . w
6. Examinat}ons

7

. Study Habits related to
reading

L
8. ,Habits of Concentration
Y
Lo (This checklist comes from Hgg to Sthdy'sdccessfully,
' ¢ " Brammar/Brammar, pp. 4-13.) . :
. ,
N ¢ . ) - '
‘a‘ »" X ' ,

et et b, A o
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’ Realistically as a 'ba§e on which to ‘start, a gtudent
7 should become aware of the necessity of utog}li'zing to maxinum .
\ . * \ ~ -
effectiveness the-se of Time for Scheduling. Students must ‘
' N L
o bé more' than encouraged-to_plan time wisely; they .must be'
: ! " , . b
4 . ) ‘ ) - - . R
given instructions in how to do just this. This may tangent
) " . 3.tself into the discovery of tlhe efficiency of‘organization
. "and a consequent dincrease in ap J,ied ablility. Students ’
. Bhould be pres@ntea w:u-_h ideas for effectlve ‘time planm.ng - é}- |
1 » > . - )
whlch may encompass ldeadlsuch 8: ‘ - . . i
A. A weekly hOme-étudy \schedule based on
. the weekly class sahedule. . .
- ' . -' B. A longer term (1 mop‘.th, -1 semester', _
: : ete.) study schedul'e. . -
.- ' C. Built-in revision perlods in thé - ) - i
schedule. ' C
L . APrac 1se use o e, schedule. ‘ ’
) D. ti f the schedul
e
’ These and many other 1deas may form a flexible
A . starting point from which the student may aavance, Coupled

" with this starting point khould come the realization of thé"_
importance of notestaking. _i

Note-‘;lking as an ability: must be learned and ,”

practised if it 13 to be used efﬁctlvely. Therafoye time

A

in the school process must .be used to achieve thls skill Q

s 4 -

development. Bspeq1ally important are the notes since-

\\ accurate and complete notes faéiMparqtipn for all 1

examinations and will serve as guides for subsequent :

v
F .

; ' ' endeavors in the same area, as well as serving as "good S §



training in the continuing skill development of note-taking.

" The following geéneral points may help to improve the

\ _ ’ technique of note—tak.i,ng.

i . A._ Use a large notebook wlth plenty of
. . N paper. o

. B. Get, set as soon as the class commences.

C. Llsten for the mam points = and try T
" to learn- the cues that the teacher.
. inyvariably glves off to indicate
" importance of certaln maJ.n points -
or ideas.. = . 9— s ;
! o D|. . Write notes in a systematic order: T T
‘ create major hea.dings for main po-:.nts
) ‘and’ subheadings for its discussion or
' , : " presentation. You may have to
o reorganize the teachers class’
presentation to.facilitate your
: - learning. Thig organizing feature
' : may become a most-important skill that
. when mastered will differentiate between
. : . efPicient and inefficient learning.

)

E. Space your notes: let the ideas .stand
out., Use different calors if you wish,
but make the ideas jump off .the paper at - \
you. This will also provide space in
which to add additional information o
during your studying 'of these notes.

- F. GO over and rewark your notes at the end
of the day. -

G. Try to b&come aware of whether your -notes
T or your note-taking ability are slipping
,as time progresses, (Keep. checking o
) yourgelf, as you are the only judge of:
o, . ‘ how well you really are trying,) ‘

H. Always use your notes -as review, especially
. before exams and periodic reviews in the
1 ' olass

T T e e e S i ————

' » \ : _Branmiar/Bz:a.mnar,‘ pp.. 29-30 .o
J
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But to- facilitate this note-taking skill a most
. ‘ . , . .
important ingredient must at all times be present, that of

‘active 1iétening" u{_ith the subsequent skills of listening
and concen.tra‘tion.. These, of CO?ere, should bé develodped '
aﬁa“enQOurﬁﬁd from the earliest of time in the student's \

v

T ; ' ;
life. Thesdr8Kills, however, must be coupled with another

' mos‘t important ‘'skill area —- Readlng Skills, These reading

w
sklﬁ.ls take on great prominence when one realizes that it

is qu:.te probably the greatest fallacy of the foundatlon on

whn.ch study sk;\.lls are built ‘that the stident ‘'can' and

'do s‘ possess the aba.llty to read not only words but rather

can rx:eac.’l both comprehensively and 1nterpretiv'@1y., As

Brammar and Brammar state
reading is more than a mere mechanical or -
word-recognition procesa. It requires
not only the€ recognitich of main ideas
and supportind details, but also the
organization of ideas followed by

y deliberate reflectionh on what has been

read. Thus, reading become%another

aspect of thinking. (p. 50)

This 'then leads us back to the overall headingd of H H.

-

_ Herber of the three areas of ‘thinking and reading = receptive,

reflective and expressive.
At this juncture, however, one must stop and at least
briefly discourse on one of the foundational concepts espoused

<@
s8o far in this writing, The term assume-assumption has been

' ' \
used on various oéca&\.f\cr}e to date and as auoh it logically

demands a reckOnlng as to the ramifications of its use of

intent.. v

e e e 4 e i o A s
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Here I am i:eferring to- the basic assuptions, or

concepts or attitudes, about education and students which

b . .
are so deeply ingrained in each of. us as part of our

culture, that they are taken for granted and used

i

17

unquestionlngly (They were develOped in. earlz.er t.unes in

‘regponse to needs now outqrown but because they are not -

.yt

amenable‘ to evaluation in the 1light of changed cond:.t:.qps
they form _a' bqrrie:} to 'c:hanlg'e 'c'yf behavior 1n response to.
curient‘needs.») . : e | o

Fach of. us needs to become aware of his basic

asaumptlons so that he..can evalupte thelr @P trlbutiOn t

his behavxor or adopt alternatlves if necessary. ) Though it~

is posi’smle to consider assumptions as is of stable uni ts,

~

they are in pract:l_ce closely related to each othe_r and

‘)
,
’,
P

mutually supporting. Any one person' s'aSSu'mp{:ioh‘s together

]

form a tingled, édoherent network which ia the basis of his

personal style of thfﬂﬁg and behavior.. Change in one

gsumption may affect and indeed-‘req»uire,‘_ " change in others.

ithin a person's own frame of referencel, the relahonsh1ps>

betwden his behavxor and assumptlons are logical, and

howevex 1neffect1ve his beHavior-may: be, it does not change

udless - the relevant assumptions are chAnged.

The :Ldea ias still prevalent that the pupJ.l is an-

empty jar wan.tlng to be filled, an ':Lnnocent' 'I‘hia empty

jar concept was useful in the early days of uni_versal‘

edklcation but recent studies of child development, -

N -

»

<%
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} especially those of Plaget give us 3 dlfferent picture from
i ]
' that of the empty jar. Piaget perceives-of a mhd that, at

whatever level of development-a’nd howewer ignorant of the”

1

su.bstancq of wl;{alt"is to be ‘taught,\ is already furnishéd

— : PR with ideas or concepts or attitudes, some of which may

stand 'in the way of_.respdnding t'c'g new khbwled\ge in a’simplé‘
b . 1 open.receptive way. ~ The l‘e‘amer is not a passive receptable,

but alwaysh-has to qndertakeaéonsidex{ab‘l-e work to. rearrange
i . . . o , - .
the furniture of'the mind to accommodate new material.; the

difficulties axe idiosyncratic-and not easily understood.
o The folldwing quotation from R{D. Laings' Knots seems to

aptly express the consequent diffi‘cultiés of communicatigxz

a

angd understanding: -
u )

oA ! .. I don't know what it is Y don't know,
.- and yet'am supposed to know,
and I feel I look stupid
if T "sBeem both not to ow it
- and not to kinow what it \is I don't know
. Therefore I pretend to kn it. \\}

<
his is nerwve- -rackipg.
, 1 since I don't know what I must pret,end to Xknow.
. )Therefore I pretend to know everything. -
' You may know what I don't know,‘but not—~i . \
that I don t know ¥, ° : «
and I can't® tell you. So you will havd to ’
, tell me everything.2l ‘ , .
b ~ . . A
In human communjcation the message received ray be
’ A,\'I ' ,
- “ very different from tha intehded by the sender.. This can
. - : .
< be doably so if an assumptlon aa to ab:.lity, interest,

' clarity of message, ab:.lity and\on to seeming infinity, is

" made regarding any‘of the sender, receiver, or messagé.

!
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of thls.strategy. The acronym éQ&R represents the 4,stegs
in the method: ° . ‘ - B

3 for .Survey’ - read topit headings and

{y summary, Q for-Question -~ turn topic,
headings into quéstions, R for Read to
answer the questions, R for Recite -

try to gécall the answers to the
questions without looking: back at the’ .. ,
text, and R:for Review - check back' in. Lo
the. text .to clarify- the answers Yoy, may
have missed or..are COnﬁused aboutaq

.

OCer the years critics of the SQ3R methpd have held

- “.’y

» \

5 - 8

».a8 a malor criticism the fact that rt haslndt ‘been researched

a
" as a total method, even though there is/ample xesearch to

\

s
i support each of the Separate stegs. But,,for any fearful

student faced with a long, difficult text to read the SQBR

4 N

method’provides at, least a technique for getting started‘

However,.this point seems to be often oveklooked

~

Other strategies that may be of dse to students in

[+

the area of study skills are.found in Hanna S book The

Study Game- How to Play and. Win with. Statement Pie (1912)

which is widely used’ in. study skills cburses in health- -~

4 “

science programs(. This strategy‘combines cartoons,-
I.' "‘l

gamesmanship and full page 'rest'pexi s’ with a; methcd .
for studying textbooks and taking notes that‘requrres'

students to engage in hard thinking and questioning. Her .

book presents a challenging reading method in a cdhtext ';

designed both to interest and relax Btudents. Statement-Pie

P
requires students' o identify the statement in a text or

N D R ] ‘ . -

\ \ * Y:‘- o !

2 i .
‘1.
» v - N N
f . ® ,-'l\ .
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The learner does not necessarily learn what the teacher
aimed to teach and conversely the teacher may not teach
what the student wished to learn.

Strategies: Manuals and Materials

a

Many study methods identified by acronyms ere:

\ deacriped'in the manuals and matérials used in’stﬁhy skills

v programs or approaches.

v

'

: Frank Robinéon of Oh,iro' State’Univeralt-y.

students use 5Q3R ox at leaat present

Each repreéents someone's inter-

pretatlon of the ba81c laws of learnlng ‘expressed in a

~

formula.‘ As an example, here are two methods - desmgned to

1mprove students"llstenlng and note-taklng abllxty/skllls.

o A ~ The 5 R's® Record meanlngful

AP

. facts/ideas; Reduce by summarizing,

cla:ifying and reinforcing, Recite

by covering the notes and-recalling

aloud; Reflect by thinking-.about ,

meaningful categories;.Review by - .

going over your notes‘regularly.. [
> . . N . . h . !

" B. Wreck - wohdér, approaéh note-taking = = . ‘
from a curious frame of-mind; -Record
by writing down as much of ‘what the

. teacher says as possxble, except the
e . repetitions and _digfessions; Edit as
\ s00n as possible, condensing notes in
a saparate notebook; Correlate by
comparing. your condensed notes with
. notes and 1nformat10n from ,tHe texts; _—
. Keep and review your notes perlodlcally
,9 to -ertsure retentlon

. . ’ i v

N

‘P'The textbook—readlng method taught most w1dely in,
study skills programa 15 the: SQ3R method developed by )
Neanly all d%udy
skills boo%s published since the 1940'$ suggest that

some modification

e SN

g —— = e mw
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"Johnson:pavidson and McCarthy (l977);%§ Newmen (1971),

.peer counsellng programs.

lecture and separate ‘it .from the PIE, which means classify-
ing ideas into Proof, Information and Examplesd.

When applying.tbese strategies instructors/teéchers

have ‘traditionally made use of peers as study skills

.counselors to help other, stﬁdents master these. methods.

4

Study skills proqrams have hlstorically accepted student’

s \ K

aldes and traxned them as peer connseloﬁs both because

" v\

-students respond well to peer helpers and slnce those who \

3

’have completed the skills program themselves prov1de a

convenient and motivated pool to help those othens who need

help R 3
: ‘Articles by Jackson and Van Zoost‘(l974),25

27

‘Rosg (1‘972)28 and:YUthas (.1971)29 deécrioé ‘typical programs

that use peer counselors, whlle Adams and Stevenson (1976)

present guldelines for plepnlng, 1mplementlng and evalo;t\ng
\ . “

v > L - .

Another study strategy is presented in Davidson's

4 T's: Teacher/&ou, Testh Talk and Test - A Systematic \

31

Approach to Leanﬁung Success (1977). In it, she points

. out that' most study methods are. single techniques that the

'student applies to all textbooks, whereaa,her approach

v

stresses helplng each student build a pereonal eystem

.consistent with hlB special needs and skills and dEClde how

much effort and time he neads to spend studying for each

course apd whether he’ needs\td develop new skilis, Once a

Al

~ . : R ' .n“’ . . .

PR ~ VR




-~

I

]

student has-set up a system for evaluating the teachers'
demands; andlyzing h}s own skills, needs and time, and .

implementing a study plan, he presumably will be able to

- adaptgthe plan to his cﬂu:ses in subsequent terms. This,

" Modificatidn.

)
of course, is essentially a task-analysis approach in which

students analyze the skills requiﬁgd by the teachers'

. Lo <
assignments and methods. N\

Aside from the' previously joted strategies another

teéhnique has found qreaq'prbminence in methods to improve
. W 9 N .
students' study skills., This technique is that of Behavior

‘\
) : . -

)Behavior_modification techniques, from their inception;
haQe been analyged as to their utilization ability for
students id the area of stud} skills. Groveman and others
(1975),32 réviewing the literature on self=-control approaches

. ,

to improving study behavior, suggest that study skills

prbgrams include structured group counseling,‘Eélf-monitoring,
: ~ '

‘progressive relaxation, self-instruction and self-reinforcement.

The goal of the structurxed group program is to teach students

how to use behavior modification techniqueé to control their

own study behavior! In self-monitoring the student records

s

the Earget behavior - shall we say, the number of minutes he

spends studying literature each day - over a prescribed

length of time - a day =~ and tries to increase his time per

] .
N

day over the period of a week. In progressive relaxation,

tense individuals learn relaxation/desensitization




Y
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techniqupes along with jﬁfective study skills methods which
!

‘available. . L

23
[

would seem more effectiffe as a combination than relaxation

N

or study skills training alone.. Stimulus-control methods
encburage students to improve concentration by condikioning '
themselves to study for longer periods. For example, Ci\
students can be asked to find a comfortable place to study;

each day and to récord the number of minutes they spend

actually concentrating. £f,they find themselves daydreéming

e

they are to get up and leave. At first students may find .

that they are able to concentrate for only vg?y short spans
of time, but gradﬁgiz; students should be -able to condition

themselves to concentrate on study for longer periods of
: y .
time.

N

Generally, however, there are hundreds of study
skills books and materials on the market ranging from very

effective and applicable to students needs éotmultiméaia,
_ ; .

activity based, self-instructional programs such as @hrist

©

and Adams, ‘You Can Léarn to Learn' (1978).33 Most, however,

are direéted at'thé\college student and.must be reinter-

preted in light of the present needs of our school;age ]

BENFY
- N \ e !

learners. . But, there are, on the market, books to meet

e

almost any need and learning style and a quick glance at

some of the titleg suggests the range of.st&les and methods

\

Alsb, in self- instructional methods, students are
trained to eay poaitive things to themselvea such as 'I

-
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1
-

know thég if 1 study hard I ‘can improLe my marks, so I'd vga

K"bvestter get started’, and thus help eliminate negative
L

thoﬁghts. Another method called “self—refﬁﬁorcement"
requires students to select a rewarg‘for completi;g a stug;\
goal. Wark (1967)34 and Wark and 36hnson‘(l969)35 report )
case studies: in which self-reinforcement techniques were

used. .

Finaliy, Appleton (1967)36 suggests that 8 tudy
problems and difficulties in concentfation stem from the
needato turn away ;rom pleasurable actiﬁﬁties and study
alone. He postulates that denial affect is required at
exam time in order to étudy and thét other defense mechanisms
such as iéolation ana intellectualization aré ugefyl for

<

gustained cogkeﬁtrétiOn. He notes that one way. students
have foundfto augment'sensory‘input as well as providing
companionship is éhe séudy date. But for most students,
the lonely arduous task of studying demands both high
motivation and the elimination of. such distractions as
socializing. ’
It is.this concept, this high motivation, which now
demands an audience and present attention. So, from here
. We now move away from the phyaical.éspects of afudy skills,
the terms, the teqhniqﬁes, methods and stfategies into one

of a fixed density. ' ’

This area I have termed 'The Intangibles'.

N
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Transition: Part I to Part II

From experience over the past decade, :rom my fellow
teachers, from the literature reflecting the hopefulness,
implementation and the non-applicability resultant from our
present approach to study skills and leafning,in general as
well (s, most importantly, contact over the past decadé‘

with \slow-learners', it has come to light that there %sf

4 . .
still something missing from the area of sgﬁﬁg\§§i119 and
study. skills application. As well there apﬁears to be

‘ ?
fromv our approach as specific to these

sqmethiné lacking
skills implementation in our educational endeavor.

This 'something.missing‘ then is the topic to which
this saection of the paper is\directed.slThis direétiqn is
not to ;e taken as a panacea for all the ills afflicting us
in education, but rather presented ré as a questioning

L d

thought to provoke an idea that there may still be ways of
viewing that have not as yspngeen,entreﬁbhed or educationally
accepted which may be more appropriate to our learners of
today.. . N ] é.
Consequenf;y,.this pabef'accepts-the concept og study
s8kills as they.are, has defined and restated them. as they
appear in the literatu;e and shall now attempt to deal with
a new catego;ical,apptoach entitled 'The Humanistic Approach'
Vhichlshall inoorporatg into itself a section called 'the

Intangibles'. Thia section shall form the basis for this

new approach as well as provide some insight into the need

—t————————— mm aa rean
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for such a novel approach. A presentation of this -basic

. humanistic apﬁioach gshall also be presented which has as

its key element a repositioning of the individual iearner

to that of being the agsolute center of this process called

education. This novel aéproach, The Humanistic Approach to

Education will éncompass all three areas listed under the

Intangibles: A, Self-concept, B. Motivation, C. Thinking. -
.Historicélly, study skills have generally encompassed

certain def;é}tivéiy qiear cutuaspéats or compopenEs as has

been stated’ previously. But, with our knowledge explosion of
fhe ?ast féw decades there ﬁas been presented toloﬁr soéiety
many new and divergent approaéhes to knowledge a;quiqition
and knowléage generation;that.mahf’traditional approaches, _ >
whigh Are still embodied in our school sygtéma seem unable
or perhaps unwilling to éxplore and maintain as new levels
of consciousness. ‘These new approaches may allow and even
encourage learners’ to effectively deal with this greaﬁ
knowledge explosion of our time. Present methoés and
approaches to study, study skills and general Knowledge
acquisition‘;re éuch that they do not allow for the catering
to or the maxim%zing of the potqntiélities of each learner.
Something of great moment éppears to be missing!
This'is especially so when one realizes that gﬁven the
preBent standard of ‘knowledge acquisition techniques that
today's educators have at their disposal, coupled'with/the'

J
knowledgeable strides that have been achieved in the
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Ll
. consciousness of the public as to the 'need' to learn, then
one is left with the very nagging question of, "Why do so -«

[
many of 8ur learners develop into such poor academic

achieveﬁé?" The problem that this guestipn implies may have
at its root a misglacgd or missing attitudinal comgbnent or g
“approach to the area of study skills as is presently embodled
- ln our educational approaches't;day..‘lt is this pOéSiblijzg::
missing gttitudinal comébpentsthat ; have térmed The |
Intam@ibles. ' o ! )
o fhis drea of 'ﬁhe Intangibles' consists specifically
of Fﬁree basic sub-headings, -all enSBﬁpassed in one pefvaSive
iﬁtellectual approach-io both'iearners and education, that of
humanism or more appropriately a Humanistio Aﬁproaéﬁ to
Learners. A\\ - A

In diagram form then, this is how the approach is

enQisioned:
7
Gl @-
o
[0} N [
0
a,
z Self-Concept
E Motivation
?
A .
S ' -
g « /
EN m '
e
.\ ) R ~.k . ,
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This concept is such that all three sub-headings or

categories are locked together in &4 reverse triangular

relationship in that the most important element, the ability‘

to think - which has a basis in the very questioning nature

- of children - has to be relearned as a learner progresses

system‘indica£e5~§hat in schoqling'the young learner, who

most natural inquiaitivehesa which after but a very brief

period oflyears inugthOl-seemé.to atrophy and disappear.

"through his schoocling. ‘A careful scrutiny of our eduycational

‘comes to education. at! such a tendér age, alreadj'possesges a

Why is this so? The answers, unfdrtunately, ‘are as multi-

x .
tahlnous as there are learners and educators However,

is the contention of this writer that in large measure it is

due to this missing.element'or the 'missing intangibles'

which this section of the p&pér is directed.

it

to

This reversal form of, the triangular configuration

. of the three sub-headings, self-concept, motiv on and

\

tﬁinking is in-itself an example of the problem-solving:

—

" approach which seems to be ariother missing component ihx

learning and;lea;ngr study skills. 1Indeed, to view any

6ne sebﬁheading‘fhe othefs must be congldered and to be
able to even consxder either one as ambodying somethlng

that is lacking in theilr (our) specific Lntentional ’

definition, then one must of necessity be ‘able to view tha'

1earner in a manner somewhat divergent from the generally

acoepted manner in which today's school and speclfically,

e
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achieved in our viewing of human nature afforded us from all -

7~

to&hy'n'leaggers are viewed. This new viewing of the -
learner, coupled with this approach of huﬁanism:is merely |
; renewal or return to the idqa of our early Greek
influences which viewed the learner gs the essential.
el@ment in knowledge acquisiﬁion;

This view or approach - the Humanistic view - is
definitely not new, but iq,light of Our.aébomplishmeﬁtg_in Aﬁ
thé psycholog; of thinking (cognition) behavior or  in general

social psychology coupled with all the inroads and insights

the social sciences and education, Qe'méy no@ be better able

as educators to realistically approach the learner'as a _

unique individual; .éonsequené to this may be one more method

to help each child toward an education that will breparé him >
to live life in our ti to the ultimate;levéls of his 2
hysical, social and i:§:TTectual capabilities. — ¢

\
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_'components entxtlad the 'Intgnglbles'
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: CHAPTER II

THE INTANGIBLES

A. Self-Concept
R 4
[>Y

»Thie section of the papexr shaliféeal with. the three

’

\ 9

Self-Cénaept,

Motlvatlon and Thlnklng.

schools show Ilttle concern or relegate them to the grey

Theee -are topics about which

2

areas of they belong:’ to the student' or 'they are hls/her

L

ultlmate§re5pon51b111ty . Thls can be accepted as belng

true enough, but .the student as- such muet be presented with:

a

both the opportunlty and the whérethhal to be able to

\

KMandle these appltcable_cpncepte. ' .

As a point of reference, .the starting point shall be a
<
develogmental definltlon of 1ntelligence-
Intelﬁlgence'ms the ablllty#to understand
ideas and to utilize .symbols in the ' ]
solution of intellectual problems. :This = T
ability .is.a function of the total = . . oo~ ‘
personality apd is interwoven with-and ' :
. Lnterdependent upon other parts of the .
- personality. It is affeeted.by present ' &
feelings and motives, past .expariences, C
~and environmental background and culture.l '

L

One can. readily see that intelllgence is not a thlng on its

own but is an element of the total peraon an& 15 consequently
dependent for ite optimum,functioning upon the well-being of

the whole person, This, ‘Gonsists of all three aspegts of the

person; mantal, physical agd gocial. Idtelligehce'ia not a

single element that functions in moméntary isolation apart. -
.o . ) . . . . : ) P ’ R -
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" from all the: elements that c0nst1tute the total person,

1nclud¢ng all past learnlng experlencea.'f

"It is this’ aspect of intelligence,

‘the belief that

N

it -can be separated from the whole person, that'seems to be
perva51ve as-a functlonlng‘belief ln many-sbhools Eoday.
what: does- thlS suggégig fog’ us? Basxcally,_‘ J.ntell‘m.ge,nce

15 treaﬂed as an~1solated elemeht, and yet présent

knowledge would have us n vie% it in thls manne:, then L

1:l.ndeed we. may bé able td:see a root~to tﬁe problems fac;ng/}

,our learners. Givén that ‘this mdy be so, then a‘}pgxcal
off shoot would be + How then is the indlvldual v1ewed and
treated? Sadly, the ldeas of’the learner aé a self—
generat1ng entlty posseas;ng a sehf -concept is glso often

relegated to the sphete of 'things that belong in unlversity

’, N . w ¢

classes.

and is viewed aé an iﬁteéfal aépect of the indiQidual‘s_A

»

grpwth potentlal by many gsydhologlsts ‘angd educatlonlsts.

The self concep is the scxeen through which d\person v1ews\

»!

his expéx}eh z and interprets and evaluates the zN It is

a

not a fike tity but is one that through' the student's
. »

'fluenced hoth in .a poeltlve ang négat;ve

'manner; The po 1tive experlencea that a learner encounters

Can bolster 1t, whxle negative experiences can just as

. A

easiay.hlnder it. - Thus oux self-concept 'is axmply the way

in which\we see .and fea) apout ourselvas.

Yet, self-cdncépt'ig'justﬁthqq, a concept of the self
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It is this viewing and seeing of ourselves that is

both the hope for development in learners and at the same

time one of the major areas where learned disfunctioning

) ',
is occurring. For it is here in this area of how the
learner views hfunself that a strong influence is exerted on

methods of acquisition of knowledge. From How to Study

Successfully:

A personal problem that plagues many
students with study difficulties is

a feeling of inferiority or

ihadegquacy. Such students see

themgelves as dull, lazy or poor

students. No wonder they study

‘poorly, since it is a cammon .
psychological principle that people

tend to act as they feel and as they
picture themselves,?

Is the learner to be treated as subject or object? The more
the learner experlences in subject terms the more his v1ew

‘of -himself and of the world will seem as potentially valid

. ' A
as that of anyone else. While he will naturally react to

) ' ' ?
the world agoénd him, the realization of the capability of

[
« . >

‘modifying those reactiens'yhich are unpleasant is present

and he is then able to exert some mea8ure of influence on

[y
s

the world. (Cb;vefsely. the more ‘he experiences himsgelf in

an object sense, the more -he bagina to perceive himself ~

-~

from the outsxde and a’ procesa beglns of deﬁlnlng himaelf
in termp of how others see.him and ‘possibly\moE?
importantly) in terms of his meaningxfor them. The problem

here is simply thet the person, ‘as he experlenoes less and

less contact with his subject Blde. begins to view himself

- — : ..
e ——— e Y
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as an object who is acted upon and done to. Conceivably
then, it iskbut a very short step to viewing himself as
having an essence that is fixed and that has been primarily
created and determined by external forces. E. Keen describes
this self-as-subject, self-as-object in this way:

The experience of what I am is at times
dwarfed by the experience that I am. ’/A\\
This is a second, entirely new sort of
self-experience. Rather than viewing
myself as an object of my self conscious
scrutiny, I am now living the part of a .
Viewer, the subject of the act, 'I-see=-me.'
The '1' experience does not contain

y attributes, characteristics and traits,
as the 'me' experience does. Rather than
being experienced as a fixed entity, the
'I' i1s experienced as a dynamic, open-
ended activity without the stability of the
me-as-object, i.e., without an essence.
The 'I' is pure existence, noteworthy -
becauﬁe it is, not because it is such and "
such.

Further, according to humanistjc personality theorist Gordon

.

Allport: Vot ' -

....Human beings have an essential, core

or being that integrates their seemingly
isolated traits into a unique, patterned
whole which gives each of them their own,
never-to-be repeated character. ...In

this holistic conception, none of our
outstanding characteristics or. traits
{includihg intelligence) can be isolated .
from any othef because they are dynamically
interrelated. To leave out the central
organizer, core, or 'self~-concept' is to 4
leave human beings fragmented and hollow.

a

Unfortunately though, this has been and continues to
be the case. If we could stop both ignoring the need for a
frontal qsaauit on the problémstfacing the learner and

dealing individually and comprehenaiveiylwith this area of

\
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the learner's realm - the self-image, then may we well be
1 . ‘l [

able to view a change in learﬁing situations and knowledge

attainment that we so badly ,strive for. As Liam Hudson so

- bluntly states:

It is on our own areas of smugness and

conceptual laziness that we would be

wise to-‘dwell.... Among theéé, I strongly
suspect, is the assumption that ds parents ‘
or teachers, the use of moral rather than -
factual'categories should be taboo. To

treat the child in terms of the external

causes that play gipon him is half-way to

envisagi him a 'cog; and to treat.him

as a cog e than half-way towards :
ceasing to ¢dre in any profound or personal .
way about him.>

And 1f we as educators fbrfeit this caring for.the individual,

t

what then are we saying to the learner 1f not, "you as an
active individual entity are not really.that important, you
are just a cog"?6 Do we not then affect the learner's

self-image? Must we not ultimately take major responsibility

-

for the resultant. effect on the learner? Again in the words
of Hu&%on, . N

To see the individual as passive - either

as the victim of events that lie outside
himself, or as a nmere knot of sensations -

we strip the individual of his special

status as an agent: someone who makes

gsense oflnimsel and the world around

him, arfd ‘then gia in the light of the

sense he makes. ~

This overloocked area of teacher-school-learner inter-

8

action is one wherein "personal knowledge”” could most

concelvably be madge, but riot with great input of monies,

9 could

-

materials and resources. This "personal knowledge"

4
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be simply accomplished by a séraightforward act on the part
of educators. This act would be a reassesstent of their
role and felatiouship to the learner and not to any external
criteria. This a;t wéﬁld be of itself a 're-evaluation of
priorities'. _ .

We eannot alter the past, but we may have a most
profound eﬁﬁect on the future. (This work situation shall
be dealt with in Part III, A Humanistic Approach to
Educaiion;) However, for the time bging, the aqtﬁality ig’

that the first step in our déalian with young learners is

to acFept a conscious regard for one aspect of the individual
learner, his self-image. We must begin with Ehe desire to
help. in the formation of self-actualizing, free thinking
individuals capable of making Qdecisions’, while giving them

the strength and encouragement to‘lkive with the consequences.
To quote Eric Klinger: .
4
Insofar as one wishes to create individuals
- with the largest possible sphere of inner
freedom, the way to do is to _teach people'
quite explicitly the technlques they might
use to free themselves, Such education
would acquaint them with the widest
possible array of human possibilities,
train them in the capacity to analyze and
. to think through the consequences of thelr
* value choices and teach them to teach
themselves the skills for goal-striving
"that they may negd later but cannot
“anticipate now.l

The riéht to choose must belong to the ‘individual y it is
his right not only to be right but also to be wrong. As
lodg ag they - the learners - have some control over their

own destinies, then freedom can prevail,

o
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To attain freedom, one must of.necessity be able to
choose. But to choose one musf;have the skill of knowing
the hows and whats. To acquire any skill requires practice,
and it is here wherelthe school must present to the learner
the opportunity to make cliolces and to help ¢he learner
reflect on choices, methods and consequences of choices aé
well as how to assess before actinq..

Behavior:br action which forces others into %Pferior
positions and portrays these cohditions‘as\unalterablg and
néﬁurél is characterizéd by indiﬁidugi psychologiété as "
"authority". The effect of authority is to add to feelings
of inferiority and feelings of subjugatién. That éloné
would be enough‘to prove the harmfulness of guthoritarian

-attitudes.lh

These feelings of inferiority'én situations
whereiﬂ one finds oneself dally can have but -one possible
‘outcome: a reduction in positive self-image and a rise in a

negative one with its 1nherent'negative,consequences.

.Imagine, over great periods of schooling, what devastating

effects this must have on learners who through the various
acts of ‘casuality, socio-economic i&atus, parent neglect,
teacher preference, teacher prejgdice, medical disability,
physique and so on'- start out by being considered- and trdated
as 'not quite up to par‘; As time reinforces this aspect of
their life, how can they but grow more negative?

Fortunately a humanistic approach does allow both
the learner and the educator to escape from the bind of this

- *
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insipid‘dehumanism which is all too frequent in Ecbooiing.
We must ourselves give to others - the learners - what we
‘would most wish for ourselves: the ability to freely think
and act, fo choose. ®

In 1940, Dr. Kurt Goldstein (in Human Nature), in

the light of psychopathology, concluded that one's vary ﬂ

o

basic human motivation is directed toward Qgigx'and wholeness.
A simﬂ"r idea was embodied in the work of such other
phenowenologically and humaniét;cally oriented personality
theorists as Gordon Allport, Ahraham Maslow and Carl Rbge;s:

These theorists saw the strivings for
unity first emphasized by Goldstein as
embodying a seéarch for what they at

"times called "self-actualization" -
gelf-actualization being a-procesB wherein
individuals attempt to realize some of their
unfulfllled potential, to be somethlng more : L
than they presently are, and in so doing. -
become more complete.l2 . :

ihis of course leads us to the realization that humanism hgs
at lts base two central themes which can become gg}des for

(8 .
us, the educators, who wish ‘to move outside the. present vieg
of education and more into the arena that’views the learner ]
as an essential entity.. These two basic 'themes are: - .

~A. man's essential wholeness s

B, his/her unfulfilled potential.

It is this unfulfilled potential that should most

"h£cern'ds and not Liam Hudson's ' 'cog' ‘mentality. We must
do much more tban merely realize that the learner is unique
and that his self-image is an essential aspect of sqhoollng
and leafning. To deal responsibly wikth the learner we must

4 ! - t
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live this respect for the individual.

As a first step, an awareness of the essgentiality of

I 0

the self-concept as an active funectioning aspect that should

. A ' & . KR
not -be stricken from the learner is necessary. But it must

e dynamically encouraged as a most important first step in

, . (
a positive manner towards the learner attaining a more

complete conceptualizag}on of understanding and learniqgi For , -

thinking and self-creating are ..°
inseparable .... Human fregfom involves
our capacity to pause between.stimulus

- and response and, in that pause to choose
the one response toyard which we wishvsto
throw our ‘weight. The ‘capacity to create
ourselves, based upon this freedom, is
inseparable from con5c1ousnbss or self- -

awareness, 13 _k//f*d

\ .

\ It appears’ that it is here:in the area of the self-
concept af £he indivigual tnaﬁ'ye as educators must put our
emphasis, qoupleﬁ with a désireAto help the learner gain
Polanyi'n "personal knowledée" - the idea that knowledge is
not sonething external to oneself but something to be '
absorbed and incorpofatea into one's own world view.

As bhe followinq Statement indicates,

We may someday didcover. the one right and .
universal way of presenting the world so

as to guarantee comprehension, .retention,
and the power of generalization to new
instances, butf until that day teachers are
going to have to improvise, diagnose,
analyze, and intuit to find new ways to
opadh each 'individual's senses and unde
standing to the marvels of reality. Sihce
adult understanding is far from perfect)

we also have to bear “in mind tha® gometinmes
the children's discoveries and insights ygll
outrun our own, and we have tq be prepared
to listen carefully and t¢ learn from the
children themselves.l4

[}
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We must ourselves becoﬁe'learners. We must learn from the
children, for who better is there to teach us, we who are
the most receptive to the ideas of learning, we who spend
our lives dealing with understanding, we who live the
theories of learning? , X
If we become receptive, ourselves; if ye tune our

abilities to perceive, if we live our life as we would have
our learners do, can they mot but be idfluen;ed in like

. \
manner? The contention is, that to respect fully the

learner's self-concept we must firstly revalue or even
: P Y
) ]

revisit our own., Should our own be lacking, how can we give -

. positiveness to those of our learners? We who are ultimately
responsible for so much life and learning of the learners

must be prepared to interact and guide, and'how can we, it

we ourselves are rigig, structured and bound by our past

4

indoctrinations?

To feach others ond must first become a learner,
capable of the insigﬁta necessary to perceive not oﬂly ?
ourselves but the uﬁiqueﬁess of our situdtion in all its
ramifications. We can hélp create, but we can just as

agsuredly and as easily destroy. We can destroy by our

in-actions as 'égsily’as by our conscious acts, If we do

' not agtively and consciously maintain a belief in the
. ‘ . )
: integrity and upigueness of each individual learner and his
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Once we have achieved an insight into the absolute
veracity of the learner's unique self-concept, once we have .-
judged ourselves, once we realize that to be able to

perceive the learner as unique, only then may we be able -

to view ourselves as such. Then may- we be able to really

"get down to the most serious aspect Of our profession ,-'

"How can I help the learner to learn?" . ) .

It is We now, with this question ringing in our
consciousness that we move into the negfn aspect of this

element called 'The Intangibles', that of 'Motivation_.
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AN
B. Motivation

.

Schools and'classrooms are constantly
making a power ful yet unconscious
statement about motivation. They
insist that children spend a4 major |
portion of their working hours eagerly
learning about those things which

; adults decide ch'ildren should know; ¢
the kids must-]learn those things in jan
environment where material objects, L
activity and social interaction mat

‘. little compared to words, books and

passive absorption of prescribed facgs \

r

~

and concepts. Children who do not behave
in accordancg with the schoolhs
established rules of conduct are labéled
unintelligent, HKyperactive, ostrepergons,

\  disturbed and, especially, unmotivated.
4 They are often accused of distracting

* their peers, diminishing the motivational

level of the class' and interfering with
the teacher's ability to sustain the
involvement of the group. The origins of
this misbehavior are attributed to ‘ r
children, and teachers often call upon an
arsenal of psuchological weaponry -
admonitions, threats, guilt, special
rewards and peer pressure — to deal with
this problem.l - >

Motivation js a force; it is more than a mere concept.
It appears as a tanglble entity for anyone who has observed a
. , o

child in unstructyked, free'p;layl All people aré physio-
4 .

v

logically motith d to survive and live. Yet this same

delicate intangjble which man}\' psychologists would indicate
as esséntial 0 very life itsélf, this Qelf-same untouchable
'thing' hasabeen the source of great controversy, This
entity haé been stu ied~,~:esearched, debated, d‘idjicussed and
thoroughly investig(ed ‘1n 80 many phases - of c:ur" existence
that it has taken on the mantle of aceeptance to the point

of complacency.
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This generally held belief that all one Ihas to do
is 'motivate' the learner is so very dangarousl that t%he

results of the past few decades in the ‘field of schooiing

\
o

should be enough to make anyone who heaxrs this belief

shudder and worry. For this very institutionalized belief .
. 4

can often laad}ola mutilat\lon of the spirit that the young

learner brings to the doorsteps of the sghooling time in

which he must partake, As Charles Silberman once stat?@':
The mogt deadly of all possible sins
is the mutilation of a chilgd's spirit,
It is not possible to spend any
prolonged-period visiting schools'
classrooms without being appalled by the
mutilation visible everywhere — mutilation
of spontaneity; of joy.in learning, of
pleasure in creating, of sense of self.
The schools - those "killers OT~dreams" -
are the kind of institution one cannot
really dislike until one gets to know
them well.2
This acceptance of this idea of motiwvation ag a

. . . ¢

¥imple aspect of education can be as devastating as that of

not becoming aware of the concept in actual practice to the
1

learner. Schools are merely as goocd and as aware as the’

people who work _there. But, if this group allows itself

"to accept at face value this one mode of perceiving the

concept of motivatign then a dangerous situation is at hand.' .

2As L.W. Bixby puts it,

. Education can be tyrannical. Educators
* = teachers and administrators — profess
a love of children as a ratlionale £
despotic ovexloading of youth.—BGt, it
ig easier to love children, than to love
.a child. 5ome of the\most 'dedicated'

2N




Now, hbwican a learner, then, actually,demand as a,
right 'an education' if ‘thosle in whose ca® and intellectual
‘feeding he ie'plaeed are neither suited nor fully_involved_
'in giving thjs motivational qareé OBviously he cannotl )
Hapgil&<though, our education system is one based on hope.
Hope that the vast majorityﬁbf those whd are educated as
. teachers will sdhehow be é&centional at their taeks of
dealing'witn learnérs. Unfortnnately however, this.is not
the reallty Some teachers aré'exceptional sbme’ good, some

adequate, some uninterested, some, hOpelesﬁ'and some

dangerous.

1
]

This leads us then. in this ‘area of motivation and

schooling itself, As Ivan Illich pointed‘out in, On Education,

’

"A second major illusion on which the school system rests is
[ Y . ‘

.

that most leafﬂing is the result of tEAéhing." Schools ‘have
fon too long been viewed as 'the' place of'learning and in

Ebsence then been placed on a pedestal in an ivory tower. i

L

’ Learners learn.from éxperlenCes. To quote Jean Plaget

' Experience is always necessary for
intellectual development.... But I fear
r* - that we may fall into the illusion that
- being submitted to an experience - a
* demonstration ~ is sufficlent for-a
subject to dlsengage the structure-
involved. But more than this is.required.
The subject must be active, must transform
. ' things, and find the Btructure of his" ‘own . '
.« . . actions on the objects.> :

' 3~When wé first encounter the term - "mot:u.ratj.on‘l it 18
used in reference to the belief thaz it ia aomething to be
uaed to prod a 1azy individupl -~ or worse, a brightqﬁgt lazy

-
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teachlng sygtems of our day are
genuinely intended for tha service of
children, yet they function on pride
in petty rules and an autocratic :
’ insistence on dull and archaic 'learning!
. methogds.3 .- : -

Unfortunately, schools and schooling can easily
b

become institutibna where it is easier to create the
- A 3

illusion that learning can take place orly in the quiet
rigidJi'mstructured class, bound k)y the textbooks and
completely: controlled by: the overseer - the teacher.,_s. Then,
motlvatlon,-through methode of endouragement threat,
punishment and do on can be passed out, dealt w1th and
worked’ upon in* an orderly manner., “The classroom then comé§
to be the area 1n'§h1ch,the learner, as, captlv audxence,

v

can be manlpulated to do eomethlng academ;c.g

4 e

But is thxs really educatlon? Ia the learner not a
spontaneous, ‘active organi;m whose freeifllght of fancy as
a child allowed him fo leakn- so very\)nuch even ‘before, lﬁ
entered ‘the hallowed halls of learnlng?

Of course the learner is and as such,4can,ethrcally

* demand, merely as a 1earner and fellow human, to be treated |

as such, and not ‘o be\restricted, molded and have every
J/

aspect of his’ academ;c 1ife ‘and 1earn1ng controlled by some

other. For Cowen and"Lee atate in A SJ.gn of Change (1971),

: “when a man whose ;db\it ia to educate young people gets to’

the po;nt where he bellevea he 19 an authority he ceasee to.
be a teacher and,beaomes.uqeleas“{4 o -

Y
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individual. Here in this short comment may lie a possibility
/M
as to our misdirection. Must motivatien be used as, a prod?

\it must, then do we not also accept as

axiomatic that our conception of the learner is already

If we accept that

formed and that we are placing both -the student learmer and
ourselves, the teachers, in opposition? As wéll, since we
aéceét that the process of education is for the development
of a learner's expeiience, life-growth ;nd intellect are we
not at divergent odds witﬁ}n our own perspective not only of

the learner and moE;vatth but motivation and ourselves?
Mqtivation, to be effective,does'not hav; to be A
t;ught.as-something outside the individual but.is ﬁdthgr a
self;maintpinéd presence that all individuals hold to varying
degrees. This, of course, holds true.fof the educator.
Motivation for the teacher must be a self-reglized aspect
of* his psychic make-up for, if it is. not, then how can he
effectively deal, with individuals and their handling of
motivation if he i; unaware, except in a sense.of the written

. . »
word, of what the actualized concept actually is and how it

affects his and otﬁers! behaviof? This, then, is our
miadigé;tionl A

We approach, as educators, the concept of motivation,
as if it were 'somethingl th?t we are able at, times to
Ibrandieh about-fbr effective uselin 'others' ' learning. We

accept tlra notion>£hat it 18 a tool - but nowhere are we.

N encduraged'to try- to fully understand what it is that we are-

L

‘ [
. '
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accepting, nor is there even a need to lay bare ﬁhe
essentials of motivation as it applies to ourselves before
we include it as one more weapon in the arsenal of teacher
preparedness. In effect, our own vision of motivation is
. N
given to-us by o%hers who hold a view sgimilar té thét so
far expressed and who place it in our hands to be used as
we see fit. But never are we aCCOuntable‘for our use of
£his 'motivating concept' nor indéed are we ever asked, or
is it demanded, that we accept asy' type of requnsibility
for our possible misuse of our good intentions.

As anf;ndividuallteacher,each ﬁerson‘must come to
gripé with'hpQ'motivdtion is to be employed, but much more
importantly,e;z;y indivi@ual if he is evan remotely cbnceéned
with the individuality of th; learners in his care would be

wise to re-examine his own inhmzwiizatiOn’of what the concept

of motivation actually is.

‘

Y
This is our point of skewnesg, not that motivation

is bad, not that it is lacking in our effects as aducators,
not that we do not have the best interests of the learner at

!
the heart of our congiderations, but rather the eventuality

of‘ﬁow this concept is given to us, how we are induced to *
gse/abuse it and most importantly how i} hag come to be so
totally debased as a functioning entity that it has been
removed from ita realm of 'helper' to the ;ndividual learner
ana'teacher aﬁd placed in the realm of a useful tool to ¢

prod.

T
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\
This questioning of ourselves would further start one
- ‘ N

on theg road to self-realization and improvement or at least
toward a realistic comprehending of one's self-concept and
hopefully the resultant off-shoot of being at the very least
more aware, 1f not better able, to perceive the ‘other' with
whom as teacher it is*g!r function to interact. As Harold
Entwistle states:

.<...the distinctive, academic disciplines

are merely attempts to explore, organize,

extend and make explicit what is known,

INTUITIVELY, about the commoh experiences’

of daily life, as well as providing the

instruments of self-discipline whereby

we develop our understanding, our
~ interests, our tastes.®
Education must allow for the free development of the™
capabilities of each unique, indivzgﬂﬁl learner and to do
this fuliy and realisticaily our present stance on many
igsues bf schooling must be re-assessed or we are merely
going to continue to go nowhere at all. .

This need not be so, this waste of human potentfal
to be offered as so much common fodder when now at this
moment in human history we have available to us as

educators so very very much material to see, preview, assess

"and use in our preparation of youth: for the future. Qﬂﬁlive

in a t;me’of massive and far-reach;ng changes; why then can we
not at least look to see 1f some of the cher%ahbd beliefs that
we have held han not been bgsed on premiges that if not
altogether false then were or are at least inFonaistent with

réality as it is lived outside the enclosed claBSsroom walls?

N A e = &
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Motivation, 2elf-concept and the reality of the
learner are aspect§ of a learner's existence that for Ear
too long have eitheé been taken for granted, vieweg
incorrectly, not viewed at all or used to controL\the
learner to the extent that we have the problems in

education thgt we are experiencing in our society today.

To change we must want to] - We who control must want to

52

change. We must be totivated. But how can we be motivated

if we persist in viewing motivation as something that
somedneielse uses to prod, move or motivate another hﬁﬁan
being.

We must become aware not only of the unique
1nd1vidua11ty ‘of each -learner but also come to realize the
unigueness of ourselves and tﬁvn maybe as J.B. Shaffer so
gdmirably states:

(Our).... Humanistic conceptions of
education (would) generally try to
eliminate the distinction between means
and ends, so that learning is EXPERIENCED

. as a source of pleasure in its own right,
rather than as an instrument for competing
with others or for guaranteeing one's
social status in the future .... to be
able to ensure that a lesson's content is
not divorced from its personal meaning for
the learner.. Therefore, the teacher is
encouraged to pay some heed to the pupil’'s
emotional response to what he is learnlng -
here the stress is on the learner's
holistic need to integrate feeling with
thought. Lastly, humanism cagts the
teacher into a catalytic, not an authoritarian
role.... The more the student is viewed as

« the source and motivation of his own learning,
in that his spontaneous curiosity is the
driving force behind what he masters and how ¢
wall he masters it, the.more him schooling
approaches a humanistic model, ‘a model where
there is consistent respect for_his :
individuality and his autonomy.’

—
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Then, it is guite possible with a view similar in
orientation to that of a humanistic approach one may be
able to view oneself and the learner in a situation of .
equality of wanting to learn and outside the confrontationist
sphere where so much education happens. Qaybe then, we can
remember as this following poem .0f Ben Thompson attests ﬁo,
a time of easy innocence and harmony: |

hd Remember as children our easy innocence
when alive with the new ability to see
we devoured with fresh eyes
a many faceted world.
Our unfettered imaginations
explored the mysterous corners
of small-scaled universes, ' »
followed the paths of radiant lights T
and joyous colors.,
Harmony among -many things
was 80 apparent then = ‘
We had frogs as friends. -
Our hearts were ever open
to continued discovery and surprise.

8

(Benjamin Thompson)
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C. Thinking

The ability to think or to conceptualize
distinguishes man from most other animals
in the anima} kingdom. No normal human
is without this capacity and no other
species is known.to possess it to the
same degree... Our possessicn of meta-
reason, or the ability to conceptualize
about concepts, carries with it some
inherent limitations, howeW®r. The act
of thinking, like the act of reading,
continpe to defy formal analysis. While
we may be able to 'read' music,
mathematics and various languages, and
while we may be able to deliberately
increase our reading skill, we have only
vague notions as to what the reading . -
process itself entails. Similarly, .
while we may learn to think about a

variety of topics, and while we may

acquire great skill in thinking logically,

the act of thinking remains a mystery.l

o

A
Theiarea of critical thinking is another of those

rathgr intangi@le areas that we in education give various

responsaes to, ranging from 'Everyone knows what thinking
is.", to 'If the Psychologists don't know theh why should I

bother about it at all?' How can we as educators of the

earners dqpi effectively and efficiently with knowledge
\J/jcquisition‘and learning if all are ignorant of the process

that is the absolute base, on which learning resides, that

of thinkigg, let alone criticsl thinking? E‘Perience has
directly indicated and reading h;s collalorated the belief

, that_our-edQca;ion system as it presently‘functions does

not deal in,an effective manner with the issue, place, or

proper function of thinking as it applies to all aspects of

W s GIC NS, v



.

the learner and our teaching. This may be so for a great
variety \Qf reasons not the, least of which is .lack of
-

exposure by prospective teachers to ghis at times mystifying

area - that of thinking. This may as well be so since

thinking as an entity itself is shrouded in the mysteries
of the mind, But, the mind is essential to éur purpose.

The mind and{its functionings are the things that make for
education.
l Onde again one is faced not with answers but
questions that come as hard as possible. What 18 Thinking?
How rtan I# ely deal with this area? Am I able to
really understand the(hows and whys of this most diverse ~
concept? Where can I\findd the appropriate information to
help in my guidance? and more guestions. But,
finally the air is being and possibilities, if not

answers, are forthcoming frox Area~of study and research
which encompasses just such questions and a multitude of
others within its grasp and proceeds to deal most
effectively with them-.all: This ié the area of Cognition.
But for our present purpose I merely state that the ééﬁceﬁe‘
of thinking which we in education continue to use as if it
were an inte;nalized item'in al} of us, is not as gimple or
as easily an understood concept as\we have allowed ourselveg
to assume. As well, and coupled with this assumption is the
éorollary belief that thinking is Bomething both simple

and natural, We seem to accept that every learner must
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possess this functional ability if not to the same level
then at least close to each other or 'they' are just not
lusing this given ability.

It is here in these assumptions that I now wish to
discuss, not in how one actually thinks but rather in how we
now perceive this ability. Experience and reading have .
indicated aﬁ acceptance of the thinking process as 1 have
noted earlief as 'just another>of those accepted ﬁdnctionings

If thinking is merely a 'something' that we all

possess and certainly we all possess the abil;ty, then how,
if it is to be viewed as an apility, can we have allowed our
learning systém to 'have become pervaded With the notion that
it is common acrossgall segménts of our learners? Were one.
to disagree th;t this 1is not the case, that we do not treat
this ability as being consistent across the strata of our -
learners, then the.queétion beqgs to be asked: "Where are
their tlasses that

)

A. Teach or deal with teachers in how to
teach, deal with, and improve thinking
in ourselves and more importantly how
to impart ability improvement ih
learners.

B. Teach learners ip our schools how 'to
think' both generally critically=--
_or for that matter any classes that
have as its essence 'teaching thinking'?"
Sadly my experience over the past decade and half indicates

paught but their absences. . . P
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Yet, we accept as éssential the fact that to succeed
in -school one has to have at least 5~working ability in
thinking, since without this skill one cannot.;eally
understand and consequently learn.

"But, we encourage learners to thinkl", and so say
many in the field and this as a statement is indeed truth.
It is true .in that we, the educators, dé encourage learners
to think and fhat schools and our educd®ional system is in
and of itself actively engaged in the promotion of thinking
in learners. ‘HOWever, the con;entio;-ﬁere isfthét4és a
truth, this encouragemeﬂt is basedlon at best a tenuous

a

‘base. We do want learners to think, but do we actively
\

promote the process of thinking as an essential and justified

in itself and for itself--as a desirable end? George Kelly
N . )

has stated that » -

....Novel ideas, when openly expressed,
can be disruptive to ourselves and
disturbing to others._ We therefore
often avoid them, @isquise them, keep
them bottled up in our minds where they
cannot develop in. the social context,

or disavow them in what we. belieye to be
loyalty to the common interest. And
often, against our better judgment, we
accept the dictates of authority instead,
thinking thus to escape anY'pgrsonal
responsibility for what happens.

Realis{ically, a8 a tangent of this idea of Kelly
and coupled with our knowledge and experience of schools,

as well as the ideas of how the learner is viewed, how

classes are 'controlled by teachera', how the system ‘controls'

the teachers and how the system functions to maintain itsélf,

- elaen
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it is a very small cognitive leap to realize that the school
has historically been an institution of conformity and that
this conformity has not and is not restrictgg/ﬁo‘dress,

manners and 8o on but is also an institution of conformity ,
\
of thinking. For, as Kell§ would have us realize; new or

novel ideas, i.e.,’thoughts, can be very ‘'disruptive' or
. discomforting as well as disturbing and we fully realize
that our educational system does not tolerate disruptions

except as things which are non-acceptable.
. - . . .

And yet, when we look at a working definiéion of c," -
" thought it becomes readily apparent that ;thinking' is an

actiQe, ever-searching non-accommodating aspect of the human I
mind. To take just one example:

Thought is the process of achieving new
representations through the performance

of mental operations. When the operations

are systematic and under the general

guidance of a conscious plan, the thought

18 organized. When the operatdions are

unreldted and chosen without reference to .
a plan, the thought is idle and similar to -
daydreaming. While aspects of either kind R
of thought may be ¢onscious, it is only

the former which gives the subjective

feeling of great effort and difficulty.

It is this kind of thought*which is

prominent in Problem Solving.3 -

This thinking must be present at all levels of our learners .
iife as well as ours. This no one would deny! The fact

. ) .
that it must be present is not the point of contention. The

«
- — e ————— - e . — — -

" ‘actual point of contention here is not that thinking 1§ not:

an ‘essential element in éife, but rather that becguse we

are so clogse to thinking, each and all of us, from the

. - : Vo . 3
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,\_pEPOU1d be placed for the u%timate benefit of the learner,

60.

N

youngest infant to our most respected educationists, we
\ . } . A
cannot, or rather have not historically” been able to stand

back and view thinking across our range of humaneness as

something that can no longer be taken for granted. <
. . ° \\ .
This process of thinking must be-asserted as not_—

. 1

only an extremely important element in learner's attainment
of study s%ills or as general to his edugétion, but rather;
if we are~éb'do justice to the éomplete learning of the
indiyidual learner, then‘we mus£ re-~-evaluate oquconQeﬁtioﬂ'
of not only what thinking is bGE also our conceptionsAon.

B

¢ how we should deal with the concept, where most emphasis
- M Ay

-

and jndeed how to go about creating thinking %n learners

generally? ’

From the outset>1t‘has been the_conténglon in this
Dpaper that there are cértain Tactors ré}ated to the indiwvidual
learner ;ﬁét are either ;bsent in hiﬁ échoolipg or otherwise
—~ sStructured in such a manner that to ﬁe ébie to he{b the
individual learner a re-assessment of eabh aspect in its
en;irety, including the ramifications’ of each to the ) b
viability af the learners' ﬁnowledge acquisition mus® be ‘
initiated. It is alsq'the writer's view that such an-area
is thinking, / _ .
Experience has also indicated that eveﬁ where '

‘ thinking is encouraged it id still not ‘origiral' thinking

that is stressed. BAgain, here allow me o note that'even -

.

,\
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- this encouragement .does not take in the necessary k edge

presentéﬁion“by the encouragin; indivi&unl or school as' to
'pow' one can go about learning to think:' what is donhe is
fouverbally use the landuage to offer encouragement to
continue to think.l\This indicatep .strong desire to help
but. what is lactlng\ls the insight necessary to realize the
futlllty of this sugbestlon. Onlyyto those individuals who

\

have been lucky enough to stumble onto or have had the good

fortung to ‘have’ an outjlde eqylronment where thinklng is #

‘ 'fnactual1zed does this encouragement actually mean - sométhlng

L b

N - - >

p031t1ve. To others it is as often as’ not a Bour of
-0

'frustratlon, espec1a11y lf they 'belleve they hav% indeed

1 .

been 'thlnk-ng andrare Stlll not able to meet uxe crltef/;n

to the p01nt where.they ‘are accepted\py the Bchool sysitem as

~

-being one of thq 'brlghtTones' A o  : oY

So, back to this thinking encouragement. Even here, .

§
[

where thinking iéjindeed encouraged- it is of such a.nature

vy
- . . ' L
that one--the 1earner~—is‘indicatéd as doing well nof’through'
the creation‘bf new or novel ideas bub rather is more B
&+~ . A

,rewarded if the end product ghows intern llzation of what

others--moat spacifica117{teacher indicated--have produced

! -

then, baing the" caae one can most readily envision the end

&

\product of such a system on an imptessﬂonable learner over

twalve years af conditioning by many .and- various individual

‘9uides‘.u Mosdt q;dly such ‘an individuak coﬂes to accept
" a

' ) . » . r}
Sthe dictates of env;sioned adthority as being proper and

the partlcula; topic may be.. This,

d .

N
~ e

. .
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e
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' shillsvof thinkxng 15 1ndeed a problem at all.

~syste{ul" Jt 8

"_] . ')sj-

.correct, not because they are proper and correct or indeed

fiot because he has clearly, logically and hemonstrabry
‘thought' his wa&hthrghéh the 'dictates’ bnt rather because
he has ceme to aecept as normal such a'stabe'bf affairs.' .
Though this may -appear hagsh and antissocial it is neither.

It is but a vexbalization of a genuine feeling gleaned over

a decade and ‘half in educatior in many centres_ana at many

‘levels in this, our educatxonal system. Experience'has

"shown that the learners do not know how to think and ‘it has

- {
also shown that not only is. there very Little belng done to

.«

alleviate this problem but that actually there is extremely

‘llttle accepted awareness that thls lack of 'teachlng the

v
~

Cu

So where thbn does thls leave us? Is there a problem
or isn't there a problem ln (1) Thlnklng abillty of our .’

1earners, (ll)lThe teachlng of thinking" skills to lmprove

the abllity of our\Iéarnera in thlB ‘area: T6 the.writer the

answer .is palnfully obvroua. To colleagues I have proposed

.

as an answer to this two-part quest;on a qulte simple

stetement: ”If tBere is no problem, why in every school

“‘and'in every ducatidhal class that I have ‘been in is there

ety

. go much dxscuaEion generated abOut 'the illa of our present

eqi.that everyone re#l izes that there is a
problem but they do not reelize what the answers may

possibly be. This paper wishes to go ona. step further in 5\\‘

the procesa by going backwards one step. This step is not -




'functions. lfl:'-‘or: it 18 here where the lehrner comes: face

< 63

-~

to provide the answers as such, but rather to try gnd draw
attention to the fact &f what the prdblem may be. For, how
can one presént an answer to the problem when one is not J
even aware of what the specific ‘problem may be?

Here in the area of thinking the problem is 3
essentially not that the learner does not know how to think
but much more curcially the fact that our educational system
does not really éet'to the root of his hon:thinking\by
re-educating the teachers to the awareness of the problemﬁl ~ -

And, the problem is based.much more in our perception of
’ . .

the learnmers' thinking ability or Btyle that it is'in his

ability to-‘actually think. We accept that everyone ‘can

think, but what i5 not accepted isy ' . ‘ 5

A. That all learners are individuals,
- unigue onto:. themselves .and with this .
unigueness are all\ the ramifications . r
of individual learning that go hand - .
in hand with this uniqueness. ’

B. Simply, that thinkingis a skill and
as.with any skill, this one too, must "
be initiated, helped, guided, and
esgentially taught and consequegtly,
if it is to nurture, grow, and evelop,
it must be’'practisead. > 1

Now then, where is this practice to take place?

Where should belthe most ‘and beatlaVa%}ablp envirqQnment  for A L

1 .
the fruition and developmé%t of this essential mental skill?

Logically, 1t Bhould be the claasroom a d its attendant

to face with |a multitude of various inf rTation

~ 1




sources, ideas, statements, Eystems, methods, processes and
on aha.on of all the base essentials that could possibly be
needed or used to develop and practice this mental skill--
this thinking. *

The learner has the tool--the thinking ability--now
all that is necessary, aside from his natural dé%ire and
willingness to engage in.practice and to develoﬁ it is the
environment where such a %?velopment'can be initiated and
continued for many yeérs:

Peachers ecan promote thinking skills in
their classroom, from the primary grades ) '
through the University. And unless there
is a deliberate effort on the part of the
gchools” to do so, there is no guarantee
that adults will ever possess the skills.
The Educational Policies Act (U.S.) stated ,
in 1961 that many agencies contribute to ° .
achizving educationdl objectives, *but :
thinking is one objective whigh might not
be generally attained unless ‘the 'school
-acts on it., Teaching students how to
think should be, in the first place, a
primary goal of every teacher and every
school district. In-saervice training should
be provided for teachers to familiarize
themselves, with the process and provide them
with teaching technigues. 1In.the 2nd place,
teaching should be planned and sequential
. throughout the Bchool system. First-grade
teachers should know what thelr responB-

ibiliti are as should twelfth-grade
instructodNag 1 should recognize that the ~ -
skills of thinking de not develop ‘
automatlcally, by themselves, or as a’

consequence of living. The skills must .
.be taught and promoted.

Sl S 1l N e il NS, A P b P T T -

Is this the casa in our school Byatems? —-not just a novel
question but the firat atep to aceepting the faot that there &~
is even a problem in this area and also quiteryossibly the

first step in the solving of any such pg;ceived problem. ' i

P
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" that has great negative features both for themselves and

)

65 »
. -

Awareness of limitation, coupled with a sincere d;fire to /

overcome limitations is in most cases a sufficient* first
step which eventually leads to the eradication of any ¢
problem. S0 too may be the case in point. , '. .

once we become aware that our learners have a

problem not of their own making but just the samé a problem

our entire soclety, then’gnd only then may be begin to see

its demise. But its demise will not come about with ease.

\3‘Ease in the field of human development and human to human

,treatment does not appear to even be the‘cése. . However,
an approach committed to the dignity of every individual
just might be a promising one. ("

Such .an approach is being postulated in Part III .

. ot as a_panacea or even as the ultimate answer to this

perceived‘problem regardiqglthinking but rather as just
an@phe; approach. With so.manyllndividdala critidélly
thinking about any topiclor aspect of ‘a tépic, whether it
be tq_find operable or funptionél ansyers to thé perveived
pfoblems, we may be able eventually_to'encountér the
products of such critical thinking. The products would be
the many various app;oachéa; alk oﬁ which maf have véild
coﬁceptual pointé,4311 of which may also\have glaring-

lnoperable elements, but ‘all of which would be the product

of critigal thought or as a point of starting reference.

- wﬁl
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It is this ?roduct——results of critical thinking=--that would’

A
give rise to a motion ‘to actively'&eview our present system
. and guite possibly give rise to a need to re-assess where
we prgsently stand on the concept of learners'’ thinking
skills, which of itself may have many positive and far
- » reaching ramifications for the ultimate knowledge acquisition
of ﬁearners. Therefore, such an a¢;reness is deemed .
esgential as a furihering of- the concept of thinking and
AY
to allow for the view that our generally accepted belief ’ iay
4 2,
that thinking is simply something that everyone is capable
o‘(. is much too simplistic and because of this simplistic ' ‘ j
. view of the process of thinking we have allowed our ;
. " , ‘ ‘l . .
) education system td be lulled into complacency concerning t
' \
! the varied topic of thinking as it applies to our learners. {
i \
,? For, as Piaget would have us accept: !
¢ g
! "If differen ages in the development of }
. thinking injafchild can be distinguished, 3
o and if therq are stages of a process a t
‘ leading to an)object{“B\way of thinking,’ 3
. - , it 18 society and the educational system i
: that must ensure that this process is ;
gone through,> : 3
This, in itself, would give us reason enough to delve into é
the realm of thinking, but if this is not sufficient then ¢
» " :
the following may complete a sufficiency of reagbns: :
* ' . by
The suggpstion thatzin growth of under- . o
standing we. are initially tied to the’ . N
. concrete ‘and particular, and only . ] g
. . generally extend our thought into the
abstract and generalyis a very natural
= one. It is a suggestion to ne found
- in: Aristotle’s observation ‘that the
. ‘ \ ,
1
.
L] . / \
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particular is prior relative to us even
1f the general is prior for knowledge in
itself. Our normal picture of human
beings 1s that they gradually extend
thelr understanding so that what is
initially understood in partiefilar and
concrete instances comes evefitnally to :
be understood in a more general and
abstract form. How indeed could it be
otherwise? One answer to thls question v
is that it could not be otherwise, .
because the development of understanding
comes through learning., Learning
involves the acquisition of knowledge
and understanding; indeed, it involves
the use of experience. Experience
itself involves confrontation with
particulars, even if, as Aristotle would
say, 'the “knowledge that thif confrontation
entails 1is knowledge of the particular as
a such and such. -It is this inewitable
and necessary element that the development
v of understanding involves the progression
- from the-more particular and concrete to
the more general 3nd abstract., No
acquisition of understanding based on
learring could be otherwise.b

Consequently how caghwé acquire this énderstanding'
if gg'do not possess the skills nécessary 29 éritically
th{nk our way from the general to the abstract? And, how

'indeed can w;.have this skill,if we are not to be given
-genuine guidance, bésed 6n prior-kngzigdge of its structure
and process on thlpart oflthe guide? \agvio&sly‘welcanmot!
But until it comes to pass Ehat this guidanpg is a}iowe@,:
encouraged, and demgnded for our leagners;‘ﬁust they be
coridemned to the oblivion-of compl&cency and regu:g%tation
of others' ideas. Yet at the same time we'@ust,thénk whorm
ever that thefe are still-those who manifest against all
gddq‘thé concept of  Rene Decaftes pronouncgement 'Sum | Ergo

Cog.i.to'.7 . —~

——— v e——
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CHAPTER III

A HUMANISTIC APPROACH

As civilized human beings, we are the
. inheritors, neither of any inquiry about
ourselves and the world, nor of any
accunulating body of info, buyt of a
conversation, begun in the primeval
forests and extended and made more
articulate in the course of centuries.,
It is a conversation which goes on both
in public and within each of ourselves.
Of course’ there is argument and inquiry
and information, but wherever these are
profitable they are to be recognized as
passages En this conversation, and
perhaps they are not the most captivating
of the pabsages.... Convergation is nog
an enterprise designeéd to yleld an
extrinsic profit, a contest where a
winner gets a prize, nor is it an actiwvity
of energies; it is an unrehearsed
intellectual adventure. «+.Education,
properly speaking, 1s an invitation ‘into
the skill and partnership of this
conversation in which we learn td
recognize the voices, to distinguish the
. -proper occasions of utterances, and in
which we acgquire the intellectual and
moral habits appropriate to conversation.
~ And it is this conversation which, in the'
end, gives place and character to every
human activity and utterance.

‘(Michael Oakeshott, Rationalism in Politics
and Other Essays, Methuen),- 1962, pp. 198-199)

-

For one to actually become actively engaged in the
teaching of study skiils it is esséntial that an approacn
22. only to this element of teaching but to teaching in

eneral, to the aspitations of teachers and learners, to a
true, a?ceptable statement of beliefs be externalized. To
do so, one must of necesaity posaess a schema, a pattern, a
gseries of beliefs‘that he belleves worthy of application.

-~

-




70

So far, we havé seen study skills defined. We have
engaged in proposing what they should censist of and indeed
how one may approach them effectjvely. But all of this is
merely wishful thinking if one does not possess boﬁh an
approach and atmbsphere conducive not only to the
presaentation of methods and terminology but most assuredly
also the envifonment where these aspects will find
acceptance, fruition and growth. This is a two-way proces§.
For the students who shall hopefullg internalize certain
methods and aspects of one's pr8sentation or guidance of -
study skills must also become central to and completely
involved in all agpects of this venture if any form of

succesSs internally for themselves and externally for the

.

teacher is to be achieved. A necessitating bhilosbphy'of
intent is then most desirable. With this point to ponder
T shall now.prbceed to present just such a compendium of

ideas which shall be called The Humanistic Approach to the

Learng??

What I am saying is that those who do

make decisions, whether they are English

teachexrs, lawyers, economists or

physiciste, must base their actions on °
human values rather than economic or

technical expedients--on the elemental ‘ : 4
need to survive, yes; but also on the

need to survive with freedom and a sensq

of human dignity and purpose. This

understanding of human values is

precisely the aim which humanistic education

has always set for itself.

(0.B. Hardison, Toward Freedom and Dignity,‘
John Hopkins University Press, 1972) -

-
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Starting in 1860, with the publication of Paul

Goodman's Growing Up Absurd (1960) a series of books begén

to appear on the American market which documented the f

degree to which American schools at all grade levels
encouraged mindless coi‘.forrnisru, 2 deadening of excitemen’;,'
and a sense of pessimism concerning the possibilities for
meaningful work ,ané for certain play in adulthoiad.
Humanisgtic conceptions of education gener.z‘nlly try
to eliminate the distinction between meéms and ends, so
that learning is experienced aﬁ a source of pleasure in i'ts :
own right, rather t"han as an instrument for competing with
oE‘k{ers or for safgeguarding one's socigl st;‘:ttus in the
future. (Hére the emphasis is on tBe importance of
present—centerednes-s; 'learning is exhilarating a;md meaningful

now.) Humanistic approaches ensure that a learner's content

is not divorced from its personal meaning for the learner.

Therefore, the teacher is encpuraged to pay some heed to
the pupil's emotional response to what he is lesarning. (Here

the stress ig on the -learner's Rolistic need to inteqrate
. - )
feeling with thqQught.) Also, humanism casts the teacher

into a catalytig and not an AUTHdRITARIAN role. The more

a stude* comes to be viewed as the source an&- iﬁdicator of

his own learning, in that his spontaneouds curiosity is the

4

mastered, the more this schooling approaches a humanistic

model, wherein there is a consistent- respect for the

4

v
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[

learner's individuality and autonomy. This humanistic
' 7
approach is grounded in two key features:

A. encouraging students 'to become maximally

involved in what they are learning-

B. encouraging them to freely expres's their
personal reactionsa to the materials.

For s -

as any experienced teacher knows, the
inute a child discovers that his
education is' a search of quest for

himself and therefore for. the limits ..

of himself--in that moment an enterprise .

that was sicklied o'er with the cast of

- unreality suddenly becomes vital, alive,

'challenging', . and worthy of commitment,-

Which in effect leads us to this simple statement that "our
job (as teacher). is é:o teach students to be learners-—-when
there are no teachers".? And again from 2 perspective of
sor;leone .interestet‘i in the child and his development into a
whole person a need to re-evaluate our view of the school
institution seems a logical step. As Dennis O'Brien so

A

If we emphé";size again the notion of the
School as a.learning commurniity and not ‘

only as a teaching institution, then we ., -

have to believe in learning outside the
conventignal classroom structure. To-
express that notion, the School could o
make explicit what is already explicit .
in its basic philosophy. The basic aim
of School is to start off a process of
education which continues for a lifetime,
In the twelve years of School one can only
hope to whet a person's appeatite for
learning, not satisfy it. The ideal
graduate is not someone whose head is
full, but someone who leaves desperately
digsatisfied with what he. or she has
accomplished relative to all the things
_yet to understand; to apprecilate ang enjoy.3

‘ ‘ ’ a—- — . ——— s ———_— A
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Now %hls approach--H{lrnanlstlc~—muat of necessity

with @, commitment to the belief of freedom and

the esgentiality of free will, .to choose ‘or at the very

life.

This leads' us more fulJ.y into the concept that cholce,

will,”

AB. Jacob Bronowski so. ‘aptly put it: (‘

What we really mgan by Free will, of.
course,~ is the wvisualization of R
alternatives and making a-choice '

_ between them...the central problem of

human consdlousnesa depends .on_this.

~ abi la.ty to imagine, The'act of
;maglnatlon is .the opening of the .
gystem so that it shows new: connections.
I originally put;this idea in Science

<

' and Human Values.when T said. tEat every

act of lmagination i's the dn.scqveg:y of
likeness -between two things. whigh were
‘thought alike....All acts of imagination
are of, that kind, They take the closed.
gystem (shall we gay our present system
of study skills), they inspect it, they \
. manipulate ji§, and.thén they find )
something which had-not been put into the
system 30 far. (To this write,r,"the
thing left out of our. system of study -
Skllls is a.Humanistic Approach tq it.) -
They open ‘the system up, they introduce
new 1Lkeness, whethexr it is Shak-espsare *
saying, 'my misStress eyes axe nothing
.like the Sunne', or is it Newtdn Saying
that the moon in essence is ~exactly like
a thrown apple. All those who imagipe
take parts of the Yniverse which have not
been connected hitherto and - enlarge the
total Yonnactivity of the universe' by '
showing them to. be connected.

.

and :unaginatlon are not only necresaary but-\abaolutely

essential if learning, true- 1earning and not rqu

. 5 . Y . . » o, 4 . -
- least t0 have an input into those things which affect one's

free

Choice - That is, the right of the - '

Y
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memorization, 1is to take place. The role of hoth the

A .

Ve learner and the teacher must Be re-emphasized to . ;

accommodate learning in the ‘school. The learner must /'_

become once again the ’key ingredient around which the l
. ~ )
School revollves. .

$

. With this humanistic approach, of course, there,

“

enters intg the realm of learning another aspect associafed
~ ;

with choice, free will and imagine@tip‘h. This is the ‘right-
to make errors. Agaln Bronowski states:

L4

We must accept the ‘fact that all the
- imaginative inventians are to some
' . ' . extent. errors with.respect to ther
norm. . . .Progress is the exploration .
~of our own errdr. Evalution is-a .
consolidation of what have always‘
- A * " begun as errors. And errors are of
- X two kinds: erro¥g that tursd &ut to
‘ be true and errors- that turn out to
be falsa.' But they both ‘have the °
same character of being an - 1
imaginative speculation.

s

-4

- -
L)

e C , . Learners must be given the opportunity td learn, 'and this

’

‘ means tr:.al angd errqr or just plain error. The funct:.on of

. the teacher is as a quide and- not 'to act as the le

dispensér of the knowledge of the universe.

o

Experlende has sh&wn that studenta are often /\

4

frustrated because “they 'Are not being g.’wen the truhh or.

N e e
N

N

N

{
the 'knowlfdge they desire” Thequexpectatlon is that

-

~
-

~

this. truth resides some place outside themaelves, uSu'ally,

N pl

with the teacher. If h:.a ].8 80, then the achools can be’
- .

[

" v o A~

totalitarian society. However, as an alternative we have

]
¥ -
'
b
4
. \ ' N oL .
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‘varions methods»or approaches to teaching and learning

' eenles of individuals, including the teacg;r, each’

L.

')

‘ trying to do something about it.

it g e i it e

1 F] v

based in and gn”{he princ;ples of Humanlsm.' One such

method.is Ruth Cohn's Theme Centered Model (Cohn 1969),

In the themg-centered method, each person;apeaks\f}om his ‘f

a

own'éubjectivity,‘sotthet; in effect, what we have is a

t cye
expressxng hia.nnlque point of view. . This method, in A

—

encouraging every studenéxtb<ﬁarticipate, étrongly imnlies

‘that - each is worthy of respect and of beingviistenedato.

- .

To ‘the extent 'to which a student feels he is not learning,
" .&4
or is not getting what he wanfs, he is responalble/for

If he assumes that it ig - -

. L

automatioally the teacher's job to,increage his learning, .

he, is attempting to deny his own autonomy.' Simi}arly,'fbr

! the teacherltJ'assume always that learning is taking place

“'¢6 evade his capacity for autonbmous judgment.
"OOnBider revising the atructure) K . .

_humaniatia in his”sbyle of xelating as iu his expgrtise_fn .

R . “ ['
. teachex raetains a firm sense{gf his own.identity at the

‘nime.time th&t'hq»exhibitn a

R

‘ jﬁimply because the students q\s not complaining is for him

1f thev:

majorit& bf studphtq believe that tHe model is not working o

for.them, it is important that~;ML teacher be willing to

-

An instructor 8 skillqiﬂﬁteaqﬁsng the esnence of

humanigm lies as much in his ability to be genuinely P -

explaining conceptual matarial. ‘Tomthg extent that the

willingness to allow others e
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r » . .
'to develop differing identities and differing values, he

is reratlng in a humgnxstlc manner. The teacher's idéntity
-and values .are demonstrateg ln the way in which he structures
tha classroém, and the is no means by whlch he can evade
g thla responSLbllity for.determ;ning that structure. A Tpe
;k;eagher.s rgspect;for the students .integrity is |
Idémgdétratéd in his.asilfgyftb>listeh to, ®nd at times
iacbefﬁy‘th;ir-sugggations as they'réact to gﬂg structure
gnd‘aéﬁempﬁ'téjmodify it. Onefbf the éreag values qf'thisﬁ '
'apéréa‘ is tHat ft.is.noé‘confent-spgcffic or course-bound, '
so theher with ,imagina_tion and’a genulne respect for
learners .can apply it in alln'y area of our present s’&ol
‘-system. All that\is nﬁgded\is é belief in the learner, i
}faith in oneaelf, and rﬁellzation that the sole: functlon of * \

a sohool is to aater to the learneru. and not to the teacher.

0 .

Andtﬂbr approach’ or. model based aolidly in the'

humanistic 'mold is that of the Freedom tQ Lﬁsrn model of
)
Carl Rogers J\In this Freadom to Learn model, Rogers %

/kjiﬁlores varioua approaches to org?nizing claserOms and
c unj' materlala. Being true to hia firm bellef in the -

Adéjﬁetwg,my of both 1earner and teaoher Rogers does not

endorse any one approach as’ being superior to any other; :

for he. ia fully aware that no method egn woxk in the handg

of any %eacher who 1is uncomfortable with it~-ﬁnd thie 3 -

indeed 'i8 one of the aagects of humanism—-a.d’ﬁvictiqn or

belief that it just dooln‘£ make ‘any sense to'diéoues{f:*“ ,

,_—.-- — - ‘*
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"should not be included. These are:

specific method without including at least some consider-

ation of the attitddes towards it possessed by the uéer.

&
A8 rogers sees 1it,

/. ‘A humanistic school or college. - ,
adninistrator gives the teacher -
.considerable latitude in selecting
methods and-curricula, just 48 the, K R 1
teacher similarly tries to maximize
the student's Yreedom to select and ‘., :
pursue learning goals most minimized - .. .
to himself. .Important elements-in : ‘
an education transaction between
two parties, whether they be ~
administrator and teacher or teacher Q“
and learner, are not at all dissimilar

rom those that ideally exist between

a therapist and a-patient: they arxe
genuinenesi acceptance, sympathy and
trust.b ’ a

v

All this materiél, in a humanistic approach to a._

learner's ehucagion, with its principles foundéd @n,freedom;‘

‘principles as to what

LN

choice and hﬂ.hn dignitji having quiding

-

;.
A. that there is only .one’ cor ct answer to any

' given question;
o ‘ B. that once we have labelled some!king we have
! «

’

underatood ity _

| c. that Bverything and everyone in. the world has 3 (

;n ever- fixed‘unchanging identity.

These pointa may lead more to the 'Ihquiry Method' of M ‘f'

educatibn where the teacher constantly aaka‘gueations of

\
the leatner and in turn expecta the loarnera ‘to ask

.jqueationﬂ of the teacher and never to accept. blindly any *'

N p:anentaiion. *Tﬂése\ihqulries'may propel ihe,leirnera to
. » '\ .l N . ]

4

. ‘ T - . \
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think more deeply and may indicate to tﬁg;J:ow'to think and
question forgfhemselves, thus eaabling them to\leternalize
this procedure of viewing the world in wonderment and with
a'questiooing, Bearchipg naoure. Here in this humanistic
approach the»teecher's'priméry role is to faqilitete'tbe.
learner 8 coming into contact with the riéht material et the
f"approprlate time, to ;f;e sincere encouragement and support.
The teacher must become .a gulde and not merely a' pr0cessor

of spilled facts to fill in so many empty bralns
To recapitulate, the humanistic approaco)to’eduoation

and learning is based on three pringciples or central émphases:
: ", =5, :

1. The motivation behind léarning should
ideally L pleasure, and|excitement now.

2. The personal context. in which the
. learning occurs, including the learner's
_feelings and motivations, must be
attended to.and not merely ,the ’
intellectual content of what is being
presented., . .
A
‘ 3. The teacher 8 role 1s most mean:.ngfu -
when it's catalytic and facilitative v
and not- authoritarian.7
_As well, pervasive throughout the belief of a humanistic ,
approach to eduoation is the aasumption that "the
educational system. exists firat, last and always to'aerve
the development of the child as an. individual?}- But to o
stress the easentiality of the individual 1earnar is to '
beliegp, and live acaording to the belief, that each
. ¢

learner is unique ip the complexitiLof ubili;y. aptituae{

- {nterest and experienogs wilgh he brings to the uohpoL
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3
1

“environment. The teachér, then, must meet each learner as

an individual having & unique:personal histor§, accepting
the consequence that he will view the world in his own

o Y
idiosyncratic manner. To this the teacher must try to add, .

not q-mold in his. own irﬁage, or to destroy. .
. s ' . L B
Thus, theﬂe learning and study skills which the’

IN

: school ex{sts to disseminate'must be assimilated within

' mental structures each owahich is unique.- It is this
N t _ o » NS

uniqueness. of the individual as an entity onto himself

that the teacher must come to grips Ji h, both morally and

"intellectualiy, if he is to provide an environment where

learniné is faqii;::ted to the maximum ‘and the skills
: {

necessary to learBN\and study are a major by-product of an

ongoing, productive educational system.

Herein lies one method of not "how-to-teach study
skills R but rather a concept, an idea that can’gener;te
an attitude and atmosphere where the individual learner ia
the most important element and’ the facilitating of learning

the most acceptable goal. ‘This attainment of mkills,

kt"ill

coaiesce to form an educated person who lear value and

.respect himself and all otheﬁgfag unique im}ividualﬁ wifh

<

-

pors !
'lives, ‘feelings, emotions, and desires of 7heit own. This

‘_ method of approach,_encompasaing a humanigtic viewpoint

: - : L o/
‘may eventually lead to Maslow's 'Self-Actualization' for

¥ . ' , ¢ p )
all patticipantsjfaducatora and learnerg-~, not as an and

product :to bh’aohiaved,;fog this:dpfaa s the aonoept of
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'its 1imi%ations."9

”Btating ‘that the center of gravity is outaide the child.
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self-actualization, but rather as a by-product of knowledge

-

eftain§5nt and the skills of practice necessary to fully
appreciate its limitations. As Viktor Frankl 30 aptl¥y

phrases it: “"Wisdom is knowledge plus the awaienesbqgf

o~
’
«

' dhould, then, thig approach become central to our

<

dealings as educators with learners, then we can only

improve on oLr humanlty. If we destrox’thiS“perva51veh

| ~

accept;ng, nbn-thlpking attltude of our learners and
replace it with an atmosphere where learning is not only
centrai‘but indeed an essential participatory function,
then we shall in essenca create a future wheré\by the
ripplefeffect'a gredte£>sense oflhumanity, humanism, may

ensue. Finally, then, we may be able t6 return to Plato's

prescripéion‘ "Let your children's educaﬂion take the form

of-. lay",lo and move away from the view which John Dewey.

verbalized: :"The old education....may be summed up by

,ll
",)4

: *

whether 1t be of the body, the mind or the spirit. It is:

up ?:o all concerned :Ln the aducational process, be they-

. teachers, inatructors, parents, government offiaials or
_ learners, to demand t)\at an education, as a right, be made

-available to all,.and qput this aducation he based in the

right of ﬁfe learrier to do juat that=-~to .learn, nct merely

to memﬁkize. In 80 doing, _the demand ‘for the methqg\»and

Education is a bulwark againat tyranny of any form,t)

S e A6
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skills of how to acquire knowledge, and ihdeed of how to

use it to further gain insight will, of necessity, result.
- We must guide the learner from the earliest years

in how to learn, how to study, howgto acquire, store, keep

- q -
and retrieve knowledge, as well as how to use it! This we

. can only do if we instill in each learner the idea of the

gsanctity of every individual. We cannot‘merely preach tﬂig;
if 'we do 80, the learner will-most assurédl& perceive our

. - i '

falsehood. We must live it in the c¢lassroom as an essential
aspect of learning.. Thus we shall'facilitate learning and
shall have given of ourselyes tgvgélp othéers to create what
shall hopefully continue to be a better world.-

But 1s.this acceptable in the real world of teaching,
of 1éarning? I most aSSuredly believe sol It is my
experience with Special Education students over the paét
decade t leads me to say unequivocally, "Indeed it is .
possib Moreover, not only is it p0351ble but it is
easential A.A. Barnett once wrote that:

L . )

Theré.is a division, but it is not .

batween 8cientists and artists.. The

real conflict is between phose who -

- create, or at least enjoy, new ways of { ,
‘looking at the world, and those who’ J
fear novelty and try to protect
themselves frowm the alarming strangeness

~.of 'the world b{ .aurrounding themsaejlves
with barriers. ’ o .

\
N
¢

W
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It is from this premise that my outldok and
humanistic approach proceeds™~ These spezial education kids
with whom I have dealt on a daily basis for nearly a decade
ﬁave provided me with much ,more learning and insight than I
am capable of‘providiog'theo. Théy ha&e constantly made me
aware of my own humanism and have: provided:me w;th an
opportunxty to geflect and hopefully to create, for as’
‘Warner Kaplan states, “....Human beings are not merely, nox
mainly .organisms reacting to stimuli“or responding to
thiﬁgs—of-action. Man forms his Umwelt by relating to

. N N -
his environment in a new manner: he is directed toward

knowing."13 Hiuman beings are, or at thé very least should

~ be, learning organisms: organisms open to neW‘;deés and

not closed by aAbgrfier’mentality. _ ‘_‘
. It is my oonténoion thot this barrier mentality,
th}h conflict between ideas and creativity ln educatlo} and
a strict, rlgld adherence to a status quo is all too
pervasive in our preaent\educational syatem, and ‘as such
may Le anotﬁér of the‘root“oauaes of 80 much dismay.. ‘For
it ia-thelschool, replete wﬁth~b§rriers, and at times
apparently immune:to ideas, Fhat is the fostering agentl_

As Neil Postman statea in The Politics of Reading, "the ’

schools are still the principal source of the idga that
) 1iteracy is equated uith\intelliqence. ;4 This idea

.. pervades as a pragmatioally aocepted truism, yet I live !

with it as a, ‘manifest fnlsahood. Every day in numerous

ways I 1ea#n thxough the learners that the opposite is '
. L .
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ideas of others."

if indeed we are to accept this novel” idea of creativity. . =

(the teachers) w0uld have to lessen our “cOntrol

‘views of a subject that they cannot be comfortable with

other human beings except in a Master-Slave relationship.

‘Once more to refer to Nei;,Postman: 1f change, new ideas .

‘and new‘thbuéhts can breathe a 'semblance of life into cur -
k educatlon syatem, then “teachers would h;ve to stop actihg‘ &;

-wrenchinq emotional problems.\

e T

— it

Sl . e o . . SR tate - .,
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likely to be closer to the actual truth. It is in this R k
humanist approach, where barriers are overcome, that.one

can truly actualize this truth. Again from Neil Postman :

. . » L . - '
"A ‘student's ability to create an idea should be at least : \*
as important as. his ability to classify and remember the.
15

.This idea‘dt'thié particular juncture :
. v . ?

appeéars to be a radical one--but Oniy‘fo those who cannot . 1

> >
see humanism as a valid approach to our learners. For

-humanism puts to flightiéhe ndtiondthat learners must be

told and the teachers are the appointed tellers of. For

a4

xather than regurgitation, coming from the learner then we

0l16 d ‘ . "

where then would lie Gur "authority"?17

Yet, as 0.B. Hardison in Beyond Fyeedom and Dignity

¢ -

points a‘g "In deé}ﬁng with huhahistic educationf,i(itf will

not work w1th teachers -1} commxttad to their own private

"18

like teachers and gind sbmething useful to do, like, for: B

”

instance helping young peqpla resolve some of thair more
‘ w19 - o N

w
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This, then, would lead to a lowering of the ba:rlers
.to learning,

and then perhaps a school would become
a place where everyone (including the
teacher) is trying to learn something.
Such a school would be problem-centered. “+”
In this process we might find that our
students would also learn with pain and
y with a degree of success and economy not
presently known,20

I

Even here, accepting the possibiﬂty of this a;?prdach,

the conflict between the ideas of those of creativity and

o

those of the present coptrollers would still be present.
For if we take as.a stA

ing'poi‘.nt our own Western cultural
JOrientation and place upon it the words of Abraham Maslow:

"Individualized man is culture bound: each culture

I3

1ndoctr1nates its members according to its own accepted

pattern,"21 coupled with the belief of Phllip_Paqu that
/ ,

"vision only comes to those who have a chance to actualize

' their potential: " to be for the . sake of béing'n22 then .

-
N

.

indeed may .We be-able to percelve 'a root of this problem wd
e .

of barrier mentality. Consequently, it is inconceivable

:‘that our learners will ever, in any great numbers, be able.

A} .
to ,reach a process of self—actualizatloﬂ'if from Eheirl

earlieat beginning in school ‘the self' as an - active ° o,
thlnking entity is axorcised ‘and replaced with rigid -

conformlty to a cultuﬁgiig’nndoctrinated regurgitation of

“ -

"others' ideas as the ideal to be striven for and hopefuliy

Qattained, wherain the learner is viewed as just an empty-
apaca to. be filled £rom textbooks and ideaa supplied solely

by tha school and its representativea. ;

o

Lo

(R
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If this be so, we must then move on to another

question: Can we thén blind a learner's natural inquisitive-

» « ) 4
ness from the time he is placed in our care and mental

feeding at the ripe o0ld age of five years? S§dly, from
\ ’ . ’ ’I
the writer's perspective the answer is yes. Of course

‘we can structute and of course we can blind. . As O.B.

'Hardison so aptly phrased it: ° .

Human belngﬂ have a natural and inborn
-desire to learn and’ find the right kind
of exceptional experience totally
absorbing. Yet, they are frustrated,
alienated, made hostile by mental blocks
created by psychological conditioning ¢
during early childhood or by sogial

/ fashions like racial prejudice or anti-
intellectualism ox by authoritarian and
de-humanizing teaching methods,.23

Consequently, we limit intellectual growth and perpetrate

our own batriers for thg léarners. Where then l%es,PaceyLs

P Y
visiop? For that matter, Immanual Kant regarded

24

'iﬁagiﬁation' as our most truly human posaessiop. He

Jpostulated that this imagination is born within each of ué,
-and is a common heritage to all human beings. To believe

and accgbt this idea to Pe so, are we;not then as educators

1f we deny our learners their uniqueness and humanenees,

whether conscioualy or through an unconsc;0us éomplacency,

_quilty of .the'most diabolic sin againat humanity-—the

this pracioua thing that allowa us our unlqueness, our -
'humanlty, this ﬁﬁing which allows us the 1lity to-creaté

and if not to truly oreate, then at ‘the very least to enjoy

25

e — g -
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creativity, new ways, new methods of viewing all that lies

about us? Are we not limiting the development of our vy

ery

existence, our future, if we do not allow the learners to

achieve

merely “empty jars which we £ill with facts?"

their possibilitiesxand cease viewing them as
26

consciousness of the humaneneas of the learners

is

the first and possibly the .most difficult step that must be

taken to break’ this barrier to learners and allow each one

to fulfill his potential. For the teacher to be recept

ness if

he must strive for a conscious

4
A person gught to be conscious of others' :
existence; and this cg be achieved.only
by living together and conversing and '
exchanging ideas...for this would seem

to be what living together meang)in the
casa'of human beings, not being pastured
like cattle in the same field.<7

ive

The teachew,_must achieve meaning for his own humane-

he is to reflect this to those with whom he .mus

«@.
Itl

deal with daily--the learners. This maaninq'is the essence

. of this statement (as poatulated,py Gunter Stent,

-

\

1
i
(
1

ization of a;ﬁgfaatiyes qnd'thé makin& of

For man tha concept of meaning can be -
fathomed only in relation to the self,
which is both the ultimate source and
ultimate dqgstination of semantio

signals (with semantic belng the
eymbolic'rapreaentatiop of events),28 N

L
T ! »

a’' choice batween

W

. ’ . i : \
coupled with Bronowski's concept of Y¥ree .will: “"the vishal-

“-

e wd
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them." Only with this consciousness bf his own humaner~

ness would the teacher be able to approach this conscious-

ness of others' existence. This ability to perceive

: 5 -
oneself could lead one to learn from others and be open to

- ’

new ideas. This consciousness would allow one "shared

discourke--the art of discovering warrantable beliefs and

improving on those belief;."aq

The result would possibly
be a culture wherein one is encouraged to think,' to “feel,

to reach for one's potential, to actualize. Such a culture. ..

would demand; as essential,, humaneness - living together
. ~ -
] . \

in constant search for creativitx‘and nawnesgs of viewing
the world around us and a sharing of the uniqueness of the
individual. As Roland Stromberg expressed it so well:

> 2 Now as always, people live in a world of
ideas: they think no matter what they
are doing, and their thoughts draw on df
the store of ideas supplied by the

. intellectual culture around them."31

We musg glve our 1earners this lntelleutual culture 80, they

can really learn and queatxon and atrive to grow. To take

A

the view of George Kelly.

In recoqpizing the inconsistency between

. his anticipation and the outcome, man
concedes a discrepancy between what- he was
and what he is., . A succession'of such
investments and dislodgementa constitute
the human experience. /

It seems: eg;gnfial that we should cater to the prowth and

'intellectual development of the learners by not only

catering to their aleities to leatn, qu by providigg them

-
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with the skills and tools necessary to leavYn, but also by

creating an atmosphere where learnin§ and- the learner are
T the most important central function of the life of the
A ) 'v T . T

school. We must. strlve to create an atmosphere where the .

L
- . . . Lt
learner does not sixp into a complacency:-of 11v1ng but : {

Life is more than mere change; it - L / 'y
involves an interestinyg “relationship .
between parts of our universe wherein ' _
one part, ‘the living creature, is “ablé“ - &
to bring himself around to represent- ’ : .
AN another part, his environment‘33 L .
. e y
It is here now that we, the educatqrs, can” most nobly and

{

N ’ i

where change ls .ever-present and on901ng. - But " ' B ]
|

VoL
aptly functxon. We are, in fact, in a position to crea;e : 3f . o
. Iu Id ..
such a univeyrse,. a tiny,cosmos cali::ﬂ:xgiassrobm. All we i c ,’,
~ have to do is become con301ous of o ‘selveé, of‘thoae aroundf ' ”L_
\ T . . .

= L3

us and of--what we wash for the lives of thoae ind1v1duqls .,ﬁ

with whom ‘we lnteract* Each educator must pursue hlB o n ey
_ method, for that is the humanlatic approach—-the unique ess e
: of the individual. But, once respect for che indlvidualu -

Q

. learner is an lnternalized, actuallzed coneept, then there

can be no holding back. As has been suggested more than - ‘; C

S ety ke

once, it is the ends Epat make us what wa sre, and we the

educators make the kide what -they' are, for/we control the ' u:-]°,
» - ' - - .
) o ands ghey must accomplish to succeed in our worLd. :i\ " T e

—es a?

What then is my function as eduqator? To creahe an, j‘
P : Eatmoaphere where there is.a dynamic acceptance bf the '. “,>
! . . i, L .

/ " individual as unique, where the leaxner ls supreme, where ST L

.- know;gdée is the striven—for end, uhere the means to. the :

e ———— -

-
. -
.
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.many. of these skill - ana methods there stilL appears to be/ &“* i

"this paper focused its intent.‘ The point drawn nas that. o

postulated. This was’ called a humanistic approach to )

three of these intangible areas, but wmore, by its very .

. méhtations 80 that a consistent dynamic involvement would

' be the constantly strived for achﬂevement. : ' <

S A' . . " | ’ . ] . | )b . o j‘
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CBAPTER IV - T
) . B ) . . TS\‘
A-CONCLUDING STATEMENT 7
The intent of this paper has been a threefold
process. First to present colleotive ideas - Study s;!&ls,
definition, method strategieS‘h and secondly to indicate
K : :
that even though we 1id the fiel& of education use some or v e N

\ 1}
a discrepancy ds to their effectiveness. To this-point,

something 1is missing froﬂ our implementation of these

[ ] R

§
_study1skills strategies and that this something is in \:.
reality an intangible collective‘entity which is composed\' ¢

of at least three parts. All» three of these patts are in

the realm of accepted, internalized attitudes with their

resultant consequences as they are implemented

DY

Thirdly, after presentation of these threeA . ) ,

o
,
.
. .
i S
’ - " Mg

-

intangibles an umbrella approach to enclose ‘all th ee was

)
learners. This approach allows for the.deve}opment of all

L e N g ad A et T L

<

iy

nature, it encourages'a réviewing of itself'as ep-essential

characterxistic of .itself. This allows. for-constant

e TOT g

revision and updating of techniques, methods -and imple-

\ . -
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It is to the concept of improvement in,awareness of

ﬂ ssible prpblem and a’ possible solution that this paper
. has striven, not as a panacea but rather more as a statement

A
Jflpersonal awareness of the, fact that something is missxng
q‘ t
i% our learner= teacher scﬂgol relationship. A humanistic

ap roach ‘demands constant questions and strives to avoid

'aélattitude-or accepting complacency in regard to other

.-
1

| v 3
h ans, and schools are, after all, only collections of

'hdmans interacting for the sole purposé of helping the young

8 C a
'attain knowledge™, o L

S .

R p It is for: this purpose that this paper has been

-

éomposed, to ask%a question, and to pose at least one

possible solution,

' -

To the success ‘of this end then the -

5 meader is left‘to Judge.

To -its applicability in the.

classropm, the results~cf this approach oyer the pa§t decade

" ¢
in my special education classes attest +o a partial, modest
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