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CHAPTER 17

Transfer

17.1 INTRODUCTION

Transfer is the name given to the phenomenon that occurs when know­
ledge acquired in one field influences the way in which work is done and 
the level of achievement reached in some other field. Usually this influ­
ence is positive, but it may be negative.

In the preceiding chapter we emphasised the actualisation of learning 
results. We were therefore concerned with the actual recollection of 
what has been learnt. During transfer the learning results are applied 
and used in other situations -  either modifications of old situations 
or totally new ones. The dividing line between the actualisation of a 
learning result and the functioning of such a result as an influence in 
other situations is by no means clear-cut. Both theoretically and in prac­
tice there are many ways in which the transfer of informal, incidental or 
casual learning might take place. The range of this transferred know­
ledge is wide and its influence important: it manifests itself, for 
example, in the child’s functional linguistic ability and in the effects of 
cultural influences. This aspect of transfer is certainly important and 
merits attention, but in this chapter we shall concentrate on the effects 
of transferring learning results which have been intentionally consoli­
dated. Knowledge derived from a study of transfer in this context will 
throw some light on the phenomenon in general.

17.2 TRANSFER AND THE COGNITIVE STRUCTURE
According to the assimilation theory, meanings are consolidated in the 
cognitive structure. The various aspects of assimilation are interpreted 
in different ways by different people, but it is generally agreed that what 
is consolidated is meaning.
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In Piaget’s opinion assimilation is the way in which experiences are 
arranged in schemas in the course of internalisation. Accommodation is 
the change that occurs in the person - in this case his schemas -  so that 
new operations (actions propounded in thought) can be internalised. An 
operation, then, is a meaningful representation of an action and an or­
dering of new thought-schemas which are based on previous schemas. 
Thus, schemas of operations are arranged in the cognitive structure for 
future use. Piaget’s experiments are mainly concerned with the transfer 
of meanings.

The ideas put forward by Bruner of Harvard correspond very closely 
with those of Piaget, except that Burner places the emphasis upon gene­
ralisation. At first the child’s learning consists in searching for “an 
image of the path’’, but Bruner (1964, pp. 1-15) goes on to say: “Our 
main concern is not with the growth of iconic representation, but with 
the transition from it to symbolic representation.’’ He thus emphasises 
language as the source of symbols by means of which generic concepts 
can be contained or represented in the cognitive structure.

Ausubel’s whole “cognitive theory of meaningful verbal learning” is 
based upon the attribution of psychological significance to logical or po­
tentially meaningful study material. During assimilation meanings are 
subsumed and this brings about significant changes in them.

To sum up, we may say that the protagonists of the theory of assimila­
tion into the cognitive system all agree that what is assimilated or inter­
nalised is meaning.

It is evident that assimilated learning results are meaningful and that 
the ability to transfer them to new situations depends upong their pos­
sessing this quality of meaningfulness. A primary condition for transfer, 
therefore, is a clear, stable and unambiguous cognitive structure which 
will allow such meanings to become apparent.

17.3 DIRECTIONS OF TRANSFER

17.3.1 Lateral or sideward transfer

The individual who bases the work that he is doing upon knowledge ac­
quired in other fields or in relation to other subjects, is actualising lateral 
transfer. This occurs in all formal learning situations as well as in every­
day life. In order to balance one’s bank statement one must add and 
subtract correctly, as one learned to do at school. And to work out the 
total number of electrical resistances joined in parallel, as one is re­
quired to do in physics, the student must use his arithmetical knowledge
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of the additon of fractions to arrive at the formula

Mathematics has an anormous number of transfer functions, particu­
larly with regard to the physical sciences.

The quantity of knowledge that can be transferred laterally ultimately 
depends upon the breadth to which the learner can effectively general­
ise what he has learnt, with a view to new situations.

We know from experience that all students cannot transfer learning 
results to new situations with equal ease and efficiency. Whether these 
individual differences should be ascribed to study methods, teaching 
methods, intelligence or other inherited characteristics, or to a combi­
nation of these and possibly other factors, is still an open question. 
Teaching and study methods are variables which certainly warrant in­
tensive study in this context, and are indeed receiving close attention. 
Gagne (1970, p 336) for example, says: “Accordingly, the usefulness of 
any learned capability will be increased if it is practised in as wide a vari­
ety of situations as possible.” Such a variety of situations increases the 
possibility of relevance. Similarly, Bruner (1970, p 124) says: “To in­
struct someone . . .  is to teach him to participate in the process that 
makes possible the establishment of knowledge . . .  . Knowing is a pro­
cess, not a product.”

17.3.2 Vertical transfer

Learning results make it possible for the individual to understand and 
execute other learning tasks that are more advanced and more complex. 
The primary internal condition for vertical transfer is the mastering of 
the ancillary abilities. Although previous learning results are empha­
sised, vertical transfer depends ultimately upon functional learning pro­
ducts. Reproduction is required, but it must be meaningful reproduc­
tion that is functional within the particular context. The broader and the 
more flexible the person’s established knowledge, the more potential 
there is for vertical transfer. Examples of vertical transfer are encoun­
tered in formal learning in all curricula in which relatively simple learn­
ing results are followed by more difficult and more complex study ma­
terial.

17.3.3 The quality of the cognitive structure

Transfer is principally a function of the relevance, meaningfulness, clar­
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ity, permanence, integration and explanatory breadth of the ideas that 
were originally subsumed under more comprehensive ideas. Generalisa­
tions may be transferred if they are thoroughly understood and if there 
has been sufficient over-learning. Ample concrete, empirical examples 
(deductive) will be required, particularly in the primary school.

17.3.4 Transfer is not an automatic process

The anchoring idea in the cognitive consciousness to which new ideas 
are to be attached must be singled out in the course of advance organis­
ation. In presenting the study material the teacher should differentiate 
the information in a progressive manner, i.e. the most general and com­
prehensive ideas should be presented first, after which there should be pro­
gressive differentiation in terms of specific detail.

In order to make provision for transfer whilst the cognitive structure 
is being formed, each subject must be integrated, and all subjects must 
be integrated with one another, in such a way that common ideas may 
be singled out and reconciled. This recognition and actualisation of 
ideas that are common to two or more subjects makes lateral transfer 
possible.

Vertical transfer is made possible by the arranging of the study material in 
a sequence of steps. This ensures that there are no “gaps'’ in the cognitive 
structure: that the material required for the next step, or for transfer, is 
actually there. For linear programming and for the “guided learning” 
advocated by Gagne, the study material is organised in such a way as to 
supply the antecedent information which must be applied in more com­
plex learning tasks.

Thus Ausubel (1968, p. 162) having emphasised the importance of a 
clear, distinct and unambiguous cognitive structure, defines the specific 
condition for transfer as follows: “Thus transfer can be facilitated by 
providing opportunity for learning principles in as wide a variety of situ­
ations as possible, by explicitly emphasizing the similarity between 
training and the criterial tasks and by presenting the latter tasks conti­
nuously or in close succession.”

17.4 OTHER THEORIES OFTRANSFER

17.4.1 Generalisation and transposition

The cognitive-structure theory of transfer is related in some respects to
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C.H. Judd’s theory of classic generalisation. Judd emphasised the speci­
fic generalisation for discrete problems. In Ausubel’s view, the forma­
tion of a functional cognitive structure by means of receptive learning is 
more important than specific generalisation. The idea of meaningful 
variables does include Judd’s generalisations, but only as part of a more 
comprehensive functional unity.

There is a remarkable similarity between Ausubel’s view of the cogni­
tive structure and the transposition theory put forward by the Gestaltists 
and the Field theorists, to the effect that transfer takes place through 
the person’s perception of the relationship between known principles 
and the particular case represented by the new situation. The cognitive 
theory emphasises these relationships as well as the process of generali­
sation.

17.4.2 Formal moulding

The “ability psychology” of former days was based upon the hypothe­
sis that the human mind consisted of a variety of capacities such as 
memory, reason, concentration, and so on. Each of these could be exer­
cised separately. If the capacity for memory were being exercised, for 
example by memorising a large number of poems, the capacity im­
proved and the person would find it easier to memorise other kinds of 
study material. This implied that the child should be induced to study 
certain specific subjects: mathematics and Latin, for instance, would 
improve his capacity for logical thought. Any improvement in the ca­
pacity concerned would be transferred to all the other fields of study.

At the beginning of the present century this theory was subjected to 
close and careful experimental testing by people like James, Thorndike, 
Woodworth and Briggs. They found no evidence in support of formal 
moulding. Later, J.B. Carroll (1940), A. Rapp (1945), A.G. Wesman 
(1945) and Strom (1960) (Ausubel, 1968, p. 163) produced experimental 
findings indicating that the studying of one school subject has no appre­
ciable influence on learning achievements in other subjects.

But despite experimental refutation, the theory of formal moulding is 
even now by no means dead. A discussion of teaching aims in a book 
published in 1960 contains references to the capacity for problem-solv­
ing, the capacity for critical thought, and so on. The ideas of the past 
cannot be altogether cancelled out with a simple stroke of the pen.

However the idea of capacities, as it was originally formulated, really 
is a thing of the past. The concept of capacities has been replaced by that 
of functions, which is somewhat narrower in scope. On this basis Wood- 
row (1927) found that methods of memorising are affected by transfer,
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and Weggitt (1934) showed that transfer also influences people’s study- 
habits. Selz and the Mannheim school demonstrated, moreover, that 
methods of problem-solving can be acquired and that these have consi­
derable positive value with regard to transfer. This is not a reaffirmation 
of the old idea that there are substantive mental capacities which can 
be improved. The student is indeed in a better position to solve prob­
lems, but a great many diverse cognitive functions are also active when 
such tasks are being performed and the person is involved as a totality.

17.4.3 Identical elements

Thorndike developed his “transfer of training” theory in 1913. In his 
opinion transfer is possible if the new learning task includes elements 
that are identical with elements contained in the old learning result. The 
degree of transfer depends upon the quantity of identical elements. This 
view is based upon the mechanistic principles in terms of which he ex­
plains his theory of “connectionism” . Though it is true that transfer 
does occur where two sets of material contain identical elements, many 
other factors play a significant part in the process. Among these we may 
mention principles, generalisations, methods, techniques, the intention 
to learn, attitudes, self-confidence, the self-concept, personal involve­
ment and other personality factors. Since learning involves the total 
person, transfer will bear a relationship to the learner’s total involve­
ment.

17.5 CONCLUSION

Jerome Bruner (Clarizio et al., 1970, p. 286) says that “. . . One of the 
principal objectives of learning is to save us from subsequent learning”. 
He sees effective learning in terms of generalisation that can be trans­
ferred to new situations.

Transfer occurs when learning has been successful, and it must be re­
garded as both an aim and a result of such learning. What a plight man 
would be in if he were able to make use of each little bit of discrete 
knowledge only if it were a specific learning result. Transfer does occur, 
both laterally and vertically, but it is not an automatic process.

Experimental findings (Clarizio, 1970, p. 282) indicate that there is a 
positive correlation between intelligence and transfer. It has also been 
shown by various investigators that the greater the degree of correspon­
dence between tasks the more effectively transfer is likely to take place. 
Transfer is also closely connected with teaching methods and methods
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of study. As in the case of learning, and indeed all human activities, 
physical and meantal health is an a priori precondition, i.e. the necessity 
for it is self-evident.

Glancing back at what we have said about the nature of transfer and 
the experimental data concerning it, it would appear that transfer de­
pends upon:
(a) Personal involvement in the act of learning. This includes a con­

scious intention to learn, a suitable cognitive style, interest in and 
readiness for the learning task.

(b) Reactivation of the relevant concepts, principles or identical elements. 
The learners perception of related or corresponding concepts 
should not be clouded by a mass of incidental, irrelevant, or even 
specific characteristics or details.

(c) Actualisation of learning results. In addition to recognising the situ­
ation, the learner must be able to recall the relevant learning results 
from his memory (i.e. remember them). If he cannot do so we say 
that those results have been forgotten. The learning results required 
for transfer must have been consolidated in the learner’s cognitive 
system, and the consolidation must have been accompanied by a 
feeling of success. It must not be unpleasant or painful for the 
learner to remember the learning result, otherwise there will be a 
tendency towards repression or other defence mechanisms where 
that particular learning result is concerned.

When we study transfer, the emphasis shifts to the manner of learning 
and the method of teaching that will ensure eventual transfer. This inte­
rest culminates in teaching for transfer in the didactic situation. This 
teaching implies, inter alia, that the teacher should assist the pupil to 
become personally involved in the act of learning and to experience his re­
lationships with the subject matter meaningfully. The meanings thus as­
signed and grasped and consolidated by the pupil may then be fully 
available for transfer in novel situations.
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CHAPTER 18

Storage of knowledge

18.1 INTRODUCTION

Teachers and empirical educationists are always concerned with the 
problem of knowledge, its acquisition, availability and functionality. 
Learning explicitly concerns knowledge. Our primary consideration 
throughout has been the child in his totality. The child is always in a re­
lationship with his world. Learning presupposes understanding on the 
part of the learner, for which involvement is a prerequisite. Under­
standing or discovering meaning is not simply a coldly objective rational 
matter. The one who understands is always a human being, someone 
who experiences the insight, success in a learning task, grasping of rela­
tionships, recognition of a new discovery, etc. as agreeable, exciting, en­
joyable, encouraging, or the reverse. The attribution and discovery of 
meaning, of which the learner must give an account either immediately 
or at some later stage, occurs in the course of his total personal involve­
ment with the attribution of meaning.

The human consciousness, contrary to what Locke had supposed, is 
not a blank sheet on which letters, symbols, ideas, etc. are imprinted as 
on clay or wax tablets. Knowledge is never received passively.

Insight is not achieved unless the learner focuses intentionally on the 
learning task (which could be a sensory impression) with the intention of 
knowing it. But does the intentionality revert to its original state of pure 
potential when the cognition has been completed (Royce 1969)? The 
answer to this question is shown by experience. If one has to master the 
same piece of knowledge again on a later occasion, one does not have to 
struggle one’s way through the entire process the second time. Every 
one has had the experience of being able to recall knowledge of which 
he had not been conscious for many years. It has even been shown that 
knowledge which an individual once possessed and can no longer recall
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through recognition, can be evoked by means of hypnosis. At any given 
moment one knows a deal more than one is aware of. And having once 
known something, one retains certain residues of greater or lesser func­
tionality.

Of course, one has no access to an individual’s knowledge other than 
his attempts to recall it. One learns to make the learning task your own, 
for it represents knowledge or skill that will enable you to do what was 
once beyond your reach. Learning is a phenomenon peculiar to man, 
for he learns throughout life to act and live more efficiently.

18.2 THE NATURE OF KNOWLEDGE

At this moment my consciousness is focused on the objects on my desk, 
on the noises I hear and the theme I am considering. As the stream of con­
sciousness continues, these experiences rapidly slip into the past. Some 
of them I shall recall easily, others will be totally forgotten. I am ori­
ented in respect of the objects and people in my life-world because I at­
tribute meaning to them. Because of these meaningful relationships I 
am able to live in a particular way.

Certain motor skills acquired with great pains function as automatisms. 
Examples include walking, writing, cycling and swimming. These act­
ions are performed automatically, as it were. They require no recall or 
reflection. In fact, thought can even interfere with the smooth progress 
of an automatism, e.g. returning a ball in a game of tennis. Life is made 
possible by such automatisms.

Once a child has mastered language effectively a whole host of words, 
phrases, concepts, names, etc. function as automatisms. This knowledge 
enables him to think and communicate.

It is therefore important that when learning a language the child 
should know the customary, ordinary meaning well enough to be able to 
use it without effort or reflection. Note that in acquiring knowledge that 
has to become automatic, the goal is always functionality. This know­
ledge must always be readily available for purposes of communication 
and thought.

18.2.1 Mechanically memorised knowledge

Knowledge that has been mechanically memorised can re-enter the con­
scious mind through reproduction. In this case the learning intention is 
directed at reproduction rather than understanding of the subject 
matter. Often names, words, dates, poems, arithmetical tables, etc. are
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mechanically memorised, probably because exact reproduction is re­
quired. It has the implication that if only perfect reproduction receives 
recognition, pupils will tend to memorise mechanically even when com­
prehension is necessary.

18.2.2 Images and meanings

Theoretical and empirical research seems to indicate that two types of 
knowledge are reinforced, viz images and meanings. A small baby recog­
nises his mother’s face. Before the preschool child has learnt to read, he 
recognises his parents’ car and those of many other people. He also 
recognises the picture on the breakfast cereal packet or the ice cream 
container. It would seem that young children manipulate this know­
ledge in the form of images. Speaking of this phenomenon, Prilbram 
(1969, p. 200) writes: ‘My plea is, therefore, that we not lose sight of the 
picturesque, for the brain is built to work with pictures.’ With reference 
to learning methods he says that ‘learning through image-making is 
equally potent’.

Insights and concepts require attribution of meaning. One can distingu­
ish between conceptualisation and the assimilation of concepts, with 
P'cblem-solving as an additional facet. In this regard we are thinking of 
a wide range of ‘meanings’ which the learner must store for immediate 
or future use. How are these meanings stored? Sonnekus (Nel et al. 
1965, p. 302) speaks of personal integration while Van Parreren (1962, p. 
15) refers to the organisation of meaningful subject matter into mean­
ingful contexts. Several other authors speak of structuring meaning so 
as to form cognitive structures (cf. Ausubel 1968; Mouly 1973; Klaus- 
meier 1975). Generalisation is essential, since this is the only way in 
which broader concepts with a wider range can be obtained. This pecu­
liarly human capacity for obtaining and retaining a vast hoard of ideas 
and information in every sphere of knowledge through meaningful 
verbal learning is based on cognitive abilities such as symbolic represen­
tation, abstraction, categorisation and generalisation (Ausubel 1968 p. 
59). All this points to conscious manipulation of concepts so as to find 
relationships and to structure these concepts. Man cannot operate ef­
fectively by means of arbitrary associations and discrete cognitive enti­
ties. Experience has shown that he can internalise such knowledge only 
through relearning it and that even then it is soon forgotten.

New ideas learnt in a meaningful way are integrated in the cognitive 
structure and are much less susceptible to interference, fading and pre­
mature forgetting. Meaningful learning of new ideas does not exclude 
repetition. Some learners moreover require more time, manipulation
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and practice -  which are cognitive activities -  before consolidation is 
complete. Such meaningful repetition aimed at clearer understanding is 
totally different from mechanical memorisation aimed solely at correct 
reproduction.

Recall of meanings from the cognitive structure through memory or 
recognition is production reather than mere reproduction (Van Parre- 
ren 1962, p. 15). It is not so much a matter of recalling learnt ideas in 
their totality, but of restructuring them.

Penfield (Pribram 1969, p. 165) writes: ‘Most of what man calls to mind 
voluntarily is made up of generalisation.’ He remembers a song and can 
hum the tune without recalling when and where he learned it.

Gestalt theory maintains that each psychological element, whether 
perceptual or active, is modified as soon as it is embodied in a new Ges­
talt. Knowledge that is recalled and is functional in thinking does not 
constitute reproduction but is based on 4. . . reorganisation, restructuring 
and production’ (Humphrey 1963, p. 184).

Meanings as generalisations are concepts linked as such with a ling­
uistic symbol. They are stored, recalled and used in this way. Ausubel 
(1968) emphasises his assimilation theory, according to which meaning­
ful verbal learning entails the assimilation of ‘clear, stable and unambi­
guous meanings’ (p. 56) for storage in the cognitive structure.

If the generalisations to be stored as meanings are attenuated, one 
wonders what will eventually be recalled. In this regard Norman (1976) 
agrees with Bartlett when he writes (p. 223): ‘Remembering is viewed 
more as process of reconstruction than as recollection.’ Hence what is 
actually recalled appears to be the generalisation as meaning. Without 
being aware of it, the individual reconstructs the situation in detail from 
his experience. It is commonly known that the evidence of different eye­
witnesses to the same accident will differ. Each is convinced of the ac­
curacy of his own account even though it differs from that of other wit­
nesses in certain respects. To a large extent the details are reconstructed 
from personal experience.

New ideas are comprehended and assimilated by means of meaning­
ful verbal learning. Such understanding of new subject matter is facili­
tated if it is presented in structured entities. These structures promote 
internalisation since the conscious mind grasps images, particularly 
visual ones, more readily.

The concepts embedded in the cognitive structure cannot always be 
recalled at will. Sometimes this is possible, but other ideas can only be 
recollected through recognition, while yet others can be recalled solely 
by means of hypnosis. Whether they can be recalled or not, these con­
cepts are not in a passive or dormant state. This phenomenon is illus­
trated by the perceptual process.
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The perceiver is perfectly conscious of the traces of past experience 
and the fact that something is added to ‘objective’ reality. Madison 
(1969, p. 237) uses the term reintegration to describe the process 
whereby incoming sensory stimuli locate corresponding traces of past 
experience and interact with them, thereby integrating the conscious 
perception as a joint product of current stimulus and the rudiments of 
past experience.

In discussing perception, Lorenz cites the phenomenon that in his inter­
pretation of an object which is, say, seen, the individual makes use of 
knowledge of which he is unaware. He writes (Pribram ed. 1969, p. 41): 
‘Quite obviously, the highly complicated perceptual processes here 
under discussion imply something like an unconscious memory in other 
words a storage of information that is inaccessible to our selfobserva­
tion.’ Hence a distinction should be made between knowledge stored in 
such a way and knowledge that can be recalled at will. Other cognitive 
components appear to reside in the unconscious since they are impervi­
ous to voluntary recall. It would seem that there is a dynamic interac­
tion between ideas in the cognitive structure at a low level of conscious­
ness. This may account for divergent thinking and creativity.

18.3 WHERE IS KNOWLEDGE STORED?
In the previous section we were concerned with the state in which 
knowledge is stored, the assumption being that meaningful ideas are in­
tegrated with relevant anchoring ideas in the cognitive structure to pro­
duce an integral structure. Different spheres of knowledge will probably 
have separate, interconnected structures.

Mechanically memorised knowledge certainly does not form part of 
the cognitive structure. Ausubel (1968) gives a possible explanation for 
this. He suggests that such knowledqe floats like ‘loose clusters’ among 
the components of the cognitive structure.

Bear in mind that the cognitive structure is used as a construct to ac­
count for the phenomenon of the retention, assimilation and memorisa­
tion of knowledge.

Psychopedagogics has no simple explanation of where knowledge is 
stored, but a neighbouring discipline like neurophysiology casts some 
light on this matter. Owing to its complexity and the large number of un­
known factors, we merely refer to this aspect in passing.

Neurosurgeons have found that by touching the cerebral cortex with 
an electrode at a specific point, using a local anaesthetic, the patient will 
relive a whole train of past experiences. Penfield (Pribram, 1969, p. 168) 
writes: ‘ . .a stimulating electrode, applied to the surface of the inter­
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pretive cortex of a conscious man, sometimes selects a moment in past 
time and causes the stream of consciousness to flow again. This record 
apparently includes all that the individual was aware of at the time, 
things seen and heard in normal detail, things felt and believed.’ Appar­
ently the neuroactivity accompanying each consecutive state of con­
sciousness is permanently imprinted on the brain. This imprint is a track 
of neuron connections that can be traced many years later by an electric 
current, thereby triggering a re-experience.

One immediately wonders whether all sensory impressions and 
images are registered intact. Penfield offers the following answer (Pribram 
1969, p. 166): ‘What he turns his mind to will be preserved in the brain’s 
sequential record. The concomitant doing, which were subconscious, 
are not recorded, at least not in the same way . . . There is no evidence, 
as far as I am aware, that any of the things he ignored are stored away - 
at least not in any available form -  in the central nervous system.’ He 
also claims that a child learns when, and only when, he is paying atten­
tion. This indicates that cerebral mechanisms are under control of the 
personal ego.

These details show that knowledge is in fact stored in the brain. How­
ever, it is not possible to mechanically recall a particular scrap of infor­
mation by means of electric stimulation, although by directing the con­
sciousness it can be recalled through memory and recognition. Penfield 
admits this (p. 158): \  . . there is no thoroughfare of cause and 
effect between the brain and the mind of man, and there will be none 
until a new bridge is built.’ In the light of these findings we are justified 
in assigning primary importance to the involvement of consciousness in 
the acquisition and storage of knowledge. Since attention in the sense of 
personal involvement is cardinal in the consolidation and retention of 
knowledge, we shall refer to it briefly.

18.4 INVOLVEMENT AND THE STORAGE 
OF KNOWLEDGE

We have said that involvement is a prerequisite for the attribution of 
meaning. We do not deny the phenomenon of incidental knowledge (cf. 
Van Parreren, 1962), but this has little value, especially for the type of 
learning done at school. As the developing child constitutes his expand­
ing life- world he increasingly forms relations with people, objects and 
ideas with which he is involved. The quality of his experience constantly 
determines the continuation of this involvement and the quality of 
meaning.
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The phenomenon of involvement can be broken up into more homog­
eneous components so as to form a clearer grasp of it. These would in­
clude an observant mind, attention, perseverance, learning time, cogni­
tive style, insight.

An important component of involvement is attention. Van Niekerk 
(1971, p. 22) defines it as the measure or degree in which the person is 
focused on the performance of an activity in which he is engaged, hence 
the extent to which he is wrapped up in it. The way of paying attention 
also denotes its concentration on the matter in hand, in this case on the 
learning assignment. To remember something one must first understand 
it. This requires involvement and especially concentrated attention.

Since the act of attending with a view to understanding and consoli­
dating knowledge is intentional we are clearly concerned with an action 
by the person in his totality. When the individual selects an object for 
this attention, the affective, conative and normative components each 
fulfil a very special function, in addition to the cognitive component 
which is of course pre-eminent in matters of knowledge. One decides on 
the object to which one will devote one’s attention so as to know it, re­
member it and be able to reproduce it. Nothing is automatic or mechan­
ical.

Hence only situations, learning tasks, concepts and images to which 
the individual pays attention, i.e. wants to know, will eventually be 
known and stored as knowledge.

18.5 SUMMARY

Man learns in order not to have to learn again. This means that the 
knowledge he acquires should be functional. To orient himself and 
create a life- world he must not only have knowledge, but also a frame­
work of knowledge, methods, techniques, skills, etc. so as to proceed 
with the forming of relationships. Everything has to be learnt -  physical 
skills, language, attitudes, habits, concepts, etc. -  and this knowledge 
must be stored in such a way as to be readily available for use.

Neurophysiology has been able to demonstrate empirically that 
knowledge is stored intact in the brain. Because of the complexity of the 
brain’s chemical and neurological functioning, this fact is of interest to 
empirical educationists since it provides mechanical evidence for var­
ious conditions for learning. Here the accent is on meaning, in the facts 
which are meaningfully consolidated are remembered. Apart from this, 
neurologists believe that only those activities (cognitive or otherwise) 
which received the learner’s attention will be consolidated. Hence at­
tention is regarded as a component of involvement, which underscores
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its role as a prerequisite for experience and attribution of meaning. 
Man’s cognitive totality is structured as meaning, but fully integrated 
with the motor and affective components of experience. The evidence 
moreover indicates that as a personal being man uses his brain to record 
experience so that it can be recalled for use later on. This is done psy­
chologically, but it can also be effected mechanically be electrical stim­
ulation of the cortex. As yet specific knowledge cannot be recalled in 
this way, but it serves to corroborate the phenomenon of consolidation. 
Mechanical memorisation and the forming of associations serve a pur­
pose, but the accent is on meaningfulness achieved by involvement in 
the learning task.



Bibliography

ADAMS, J.F. (Ed.) 1968. Understanding adolescence, Boston: Allyn and Bacon.
AUSUBEL, D P. 1963. Cognitive structure and the facilitation of verbal learning. Journal 

of Teacher Education, vol. 14.
AUSUBEL, D P. 1965. Ego development and the personality disorders. New York: Grune & 

Stratton.
AUSUBEL, D.P. 1968. Educational Psychology. New York: Holt.
AUSUBEL, D.P & F. Robinson. 1969. School learning: An introduction to educational psy­

chology. New York: Holt.
BAKER, H.J. 1959. Introduction to exceptional children. New York. Macmillan.
BALDWIN, A.L. 1967. Theories of child development. New York: Wiley.
BALLER, W.R. & D.C. Charles. 1968. The psychology of human growth and development. 

New York: Holt, chapter II.
BARRETT, H. 1957. An intensive study of 32 gifted children. Personnel and guidance jour­

nal. vol. 36, pp. 192-94.
BEALER, R.C., F.K. Willits & P R Maida. 1964. The rebellious youth subculture -  a 

myth. Children, vol. II, no. 2.
BEATTY & Clark. 1968. A self-concept theory of learning in Lindgren, C.H. (ed.) Read­

ings in educational psychology. New York: Wiley.
BECKER, W.C. 1964. Consequences of different kinds of parental discipline, in Hoffman 

M.L. & L.W. Hoffman (eds.) Review of child development. New York: Russell Sage 
Foundation.

BEETS, N. 1958. Over lichaamsbeleving en sexualiteit in de puberteit, Utrecht: Erven J. 
Bijleveid.

BENSON, L. 1974. Images, heroes and selfperceptions. New York: Prentice-Hall.
BERGER, E.M. 1953. The relation between expressed acceptance of self and expressed 

acceptance of others. Journal of abnormal and social psychology, vol. 47, pp. 778-82.
BIGGE, M. & M.P. Hunt. 1962. Psychological foundations of education. New York: Harper 

& Row.
BILLS, R.E. 1959. Nondirective play therapy with retarded readers. Journal oj consulting 

psychology, vol. 14, pp. 140-49.
BLAINE, G.B & McArthur, C.C. 1971. Emotional problems of the student. London: Butter- 

worths.
BLOCK, J.H. 1971. Mastery learning. New York: Holt, Rinehart & Winston Inc.
BLOOM, B,S. 1968. “Mastery learning” in Mastery learning by J.H. Block (Ed.). New 

York: Holt, Rinehart & Winston Inc.
BLOOM, B.S. 1964. Stability and change in human characteristics. New York: Wiley.
BOSHOFF, B. 1976. Die adolessent, Stellenbosch: Universiteitsuitgewers.
BOUSEFIELD, W.A. 1940 “Students rating on qualities considered desirable in college 

professors” in School and Society. Feb. 24, 1940.
BOYLE, D.G. 1969. A student's guide to Piaget. New York: Pergamon.
BRANDENBURG, W. 1970. Opvoeding en reaktiewe opvoeding. Pedagogische Studien, 

jaargang 47, no. 3, Maart.
B RECKENRIDGE, M.E. & E.L. Vincent. 1968. Child development. Philadelphia: Saunders.

321



322 BIBLIOGRAPHY

BRENNICKE & Amig. 1971. The struggle for significance. Beverley Hills: Glenco Press.
BROOKOVER, W.B., E.L. Erickson & L.M. Jonier. 1965. Selfconcept of ability and 

school achievement II. U.S. Office of Education, Cooperative Research Project no. 
1936. Michigan State University.

BROOKS, F.D. 1939. Child psychology. London: Methuen.
BROOKS, R.M. et al. 1963. Recognition by children. Child development, vol. 34, pp. 1033- 

1040.
BRUNER, J.S. 1959. Learning and thinking. Harvard educational review, vol. 29, pp. 184- 

92.
BRUNER, J.S. 1964. The course of cognitive growth in American Psychologist, vol. 15.
BRUNER, J. 1970. Some theorems on instruction, in Stones, E. Readings in educational 

psychology. London: Methuen.
BRUNER, J.S. 1973. Beyond the information given. New York: W.W. Norton & Co.
BRUNER, J., J. Goodnow & G. Austin. 1962. A study of thinking. New York: Wiley.
BUTCHER, H.J. 1968. Human intelligence. It's nature and assessment. London: Methuen.
CANFIELD, J.E. & H. Wells. 1976. 100 Ways to enhance self-concept in the classroom. New' 

York: Prentice-Hall.
CARMICHAEL, L. 1954. Manual of child psychology. New York: Wiley.
CARMICHAEL, L. 1960. Manual of child psychology. New York: Wiley.
CARROLL, J.B. 1970. “Problems of measurement related to the concept of learning for 

mastery” in Mastery learning, by J.H. Block (Ed.) New York: Holt, Rinehart & Winston 
Inc.

CENTI, P. 1965. Self-perception of students and motivation. Catholic educational review, 
vol. 63, pp. 307-19.

CHANDLER, J.R. G.C. Beamer, C.C. Williams & U.L. Armstrong. 1958. Successful ad­
justment in college. New Jersey: Prentice-Hall, Inc.

CLARIZIO, H.F., R.C. Craig & W.A. Mehrens. 1970. Contemporary issues in educational 
psychology. Boston: Allyn & Bacon.

COETZEE, J.C. 1948. Inleiding tot die Algemene Empiriese Opvoedkunde. Stellenbosch: 
Universiteitsuitgewers.

COETZEE, J.C. 1952. Inleiding tot die Algemene Teoretiese Opvoedkunde. Pretoria: J.L. van 
Schaik.

COETZEE, J.C. 1960. Inleiding tot die Algemene Empiriese Opvoedkunde. Potchefstroom: 
Pro-Rege Pers.

COGAN, M.L. 1958. “The behaviour of teachers and the productive behaviour of their pupils" 
Journal of Experimental Education, XXVII, Dec. 1958.

COLE & Hall, LN. 1970. Psychology of adolescence. New York: Holt, Rinehart & Winston.
COMBS, A.W. & D. Snygg. 1959. Individual behavior. New York: Harper & Row.
COMBS, A.W. & D. Snygg. 1969. Florida studies in the helping professions. University of 

Florida Social Science Monograph no. 37.
COMBS, A.W. 1967. The professional education of teachers. Boston. Allyn and Bacon.
COOPERSMITH, S. 1967. The antecedents of selfesteem. San Francisco: W.H. Freeman & 

Co.
CRONBACH, L.J. 1954. Educational psychology. New York: Harcourt, Brace.
DAVIDSON, H.H. & G. Lang. I960. Children’s perception of their teacher’s feelings to­

wards them. Journal of experimental education, vol. 29, pp. 107-18.
DILLER, L. 1954. Conscious and unconscious self-attitudes after success and failure. 

Journal of personality, vol. 23, pp. 1-12.
DOUVAN, E. & J. Adelson. 1966. The adolescent experience. New York: Wiley.
ECCLES, J.C. 1953. The neurophysiological basis of mind. Oxford.
EDINGER, E.F. 1972. Ego and archetype. New York: G.P. Putman.
EISENSON, J. 1938. The psychology of speech. New York: Appleton-Century-Crofts.



BIBLIOGRAPHY 323

ELKIND, D. 1963. “The child's conception of his religious denomination III: The prot- 
estant child”. Journal of Genetic Psychology. 103.

ELKIND, D. 1974. Children and adolescence. London: Oxford University Press.
ENGELB RECHT, C.S. 1970. Die samehang tussen liggaamsbelewing en leerprohleme by die 

kind: n Ortopedagogiese studie. Gngepubliseerde M.Ed.-verhandeling. Pretoria: Uni* 
versiteit van Pretoria.

ERIKSON, E.H. 1950. Childhood and society. New York: Norton.
ERIKSON, Erik, H. 1960. “Youth and the life cycle” in Human Dynamics by D.E. Hama- 

chek (Ed.) Boston: Allyn and Bacon.
ERIKSON, E.H. 1964. Toys and reasons. In M.R. Hawarth (Ed): Child psychotherapy prac­

tice and theory. New York: Basic Books.
ERIKSON, E. 1968. Identity and identity diffusion, in Gordon & Gergen (eds.). The selj in 

social interaction. New York: Wiley.
ERWIN, S. 1965. On memory traces, in Lawrence O’Connor. Readings in existential pheno­
menology. Englewood Cliffs, N.J.: Prentice-Hall.
FELKER, D.W. 1974. Building positive self-concepts. Minnesota: Burgess Publishing Co.
FESTINGER, L. A theory of cognitive dissonance. New York: Harper & Row.
FEY, W.F. 1954. Acceptance of self and others, and its relation to therapy readiness. Jour­

nal of clinical psychology, vol. 10 pp. 266-69
FLAVELL, J.H. 1963. The developmental psychology of Jean Piaget. Princeton: Van Nos­

trand.
FRANK, L.V, 1964. Man's search for meaning. London: Hoddler & Stoughton.
FRANKL, V.E. 1969. “Selftranscendence as a human phenomenon” in Sutich A.J. & Yicn 

Miles, A. (Ed.) Readings in humanistic psychology. New York: The Free Press.
FROMM, E. 1956. The art of loving. New York: Harper & Row.
GAGNE, R. 1970. The conditions of learning. New York: Holt.
GHYSBRECHT, P. 1977. Dieptepsychologie. Uitg. Ontwikkeling.
GOLDSTEIN, K. 1960. Language and language disturbances. New York: Grune & Stratton.
GOODING, C.T. 1964. An observational analysis of the perceptual organization oj ejjective 

teachers. Unpublished D. Ed. dissertation. Gainesville: University of Florida.
GORDON, I.J. 1966. Studying the child in school. New York: John Wiley.
GORDON, I.J. 1969. Human development, from birth through adolescence. New York: 

Harper & Row.
GORDON, J.J. 1975. Human development. New York: Harper & Row.
GORDON, C. & K. Gergen. (Eds.) 1968. The self in social interaction. New York: John 

Wiley.
GORMAN, A.H. 1970. Teachers and learners. Boston: Allyn & Bacon.
GREGORY, I. 1961. Psychiatry. Philadelphia: Saunders.
GRONDLUND, N. 1959. Sociometry in the classroom. New York: Harper & Row.
GUARDO, C.J. 1975. The adolescent as individual. New York: Harper & Row.
GUNTER, C.F.G. 1964. Opvoedingsfilosofiee. Stellenbosch: Universiteitsuitgewers.
HADFIELD, J.A. 1976. Childhood and adolescence. Middlesex: Penquin Books.
HAMACHEK, D. (Ed.) 1968. Human Dynamics. Boston: Allyn & Bacon.
HAMACHEK, D. 1975. Behavior dynamics in teaching, learning and growth. Boston: Allyn 

& Bacon.
HART, F.W. 1934. Teachers and teaching. New York: Macmillan.
HAVIGHURST, R.J. 1953. Human development and education. London: Longmans.
HEINSTEIN, M. 1963. Behavioral correlates of breast-bottle regimes. Child development, 

vol. 28, no. 4.
HILDEMAN, L.K. (?). A projective analysis of the perceptual organization of effective teach­

ers. Unpublished Ed. D. dissertation. Gainesville: University of Florida.
HILLEBRAND, M.J. 1958. Psychologie des lemens und lehrens. Klett: Huber.



324 BIBLIOGRAPHY

HORNEY, K. 1947. New ways in psychornalysis. London: Kegan Paul.
HUMPHREY, G. 1963. Thinking. New fork: John Wiley.
HUNT, J.M.C. 1961. Intelligence and ex terience. New York: Ronald.
INHELDER, Barbel, and Piaget, J. I9.'8. The growth of logical thinking jrom childhood 

through adolescence. New York: Basic Books.
IRWIN, O.C. 1960. Infant speech. Journal of speech and hearing research, vol. 3, pp. 187- 

190.
JACKSON, L. en K.M. Todd. 1950. Child treatment and the therapy of play. New York: 
JERSILD, A.J. 1963. The psychology of adolescence. London. The Macmillan Company. 
JESPERSEN, O. 1959. Language, its nature, development and origin. London: Allen & 

Unwin.
JOURARD, S.M. 1971. Self-disclosure: an experimental analysis of the transparent self. 

New York: Wiley-Interscience.
KAGAN, J. (ed.) 1969. In K.H. Pribram: On the biology of learning. New York. Harcourt. 
KENISTON, K. 1970. Youth and dissent. New York: Harcourt & Brace Jovanovich Inc. 
KLAUSMEIER & Goodwin. 1966. Learning and human abilities. New York: Harper & 

Row.
KLAUSMEIER, H.J. & W. Goodwin. 1975. Learning and human abilities. New York: 

Harper & Row.
KOCH, M.B. 1961. Anxiety in preschool children from broken homes. Merrill-Palmer 

Quarterly, vol. 7, no. 4. pp. 225-32.
KOHLER, W. 1929. Gestalt psychology. New York: Liveright.
KOLESNIK, W.B. 1970. Educational psychology. New York: McGraw-Hill.
KUYPERS, A. 1963. Inleiding in de zielkunde. Kampen: Kok.
LA BENNE, W.D. & B.I. Greene. 1969. Educational implications of selfconcept theory. Cali­

fornia: Goodyear.
LANDMAN, W.A., S.G. Roos en C.R. Liebenberg. 1977. Opvoedkunde en opvoedingsleer 

vir beginners. Stellenbosch: Universiteitsuitgewers.
LANGEVELD, M.J. 1957. Beknopte theoretische paedegogiek. Groningen: Walters. 
LANGEVELD, M.J. 1961. Inleiding in de psychologie. Groningen: Walters.
LEWIN, K. 1951. Field theory in social science. New York: Harper & Row.
LEWIS, M.M. 1957. How children learn to speak. London: Harrap.
LINK, M.J. 1967. Man in the modern world. Chicago: Loyola University Press.
LIPSET, S.M. I960. Political man. New York: Doubleday.
LOMBARDI, D. 1975. Search for significance. Chicago: Nelson-Hall.
LONG, B. 1967. Self-social correlates of originality in children. Journal of genetic psychol­

ogy, vol. III. pp. 47-57.
LOUTTIT, C.M. 1957. Clinical psychology of exceptional children. New York: Harper. 
LUFT, J. 1966. On nonverbal interaction. Journal of psychology, vol. 63, pp. 261-68. 
LURIA, A.R. & Yudovich, F. 1959. Speech and the development of mental processes in the 

child. London: Staples.
MADISON, P. 1969. Personality development in college. Reading Mass. Addison-Wesley. 
MAIER, H.W. 1965. Three theories of child development. New York: Harper & Row. 
MALTZ, M. 1969. Psycho-cybernetics. Englewood Cliffs, N.J.: Prentice-Hall.
MASLOW, A.H. 1943. A theory of human motivation. Psychological Review, vol. 50. 
MASLOW, A.H. 1971. The farther reaches of human nature. New York: Viking Press. 
MAY, R. 1965. Intentionality. The heart of human will. Journal of humanistic psychology, 

vol. 5.
MAY, R. 1967. The art of counseling.
MAY, R. 1969. Man’s search for himself. New York: Norton & Co.
MAY, R. 1970. Love and will. London: Souvenir Press.
MCCARTHY, D. 1954. Language disorders and parent-child relationships. Journal oj



BIBLIOGRAPHY 325

speech and hearing disorders. Journal of speech and hearing disorders, vol. 19, pp. 514- 
523.

MEYER, A.M.T. 1967. Die Fenomenologie. Pretoria: Academica.
MONTAGU, A. (ed.). 1953. The meaning of love. New York: Julian Press.
MORGAN, J.J.B. 1935. Child psychology. London: Harrap.
MORRISON, A. & D. Me Intyre. 1975. Teachers and teaching Harmondsworth, Middle­

sex: Penguin.
MOULY, G. 1970. Psychology for effective teaching. New York: Holt.
MOULY, G.J. 1973. Psychology for effective teaching. New York: Holt, Rinehart & Win­

ston.
MUNSINGER, H. 1971. Fundamentals of child development. New York: Holt.
MURPHY, G. 1966. Personality -  a biosocial approach. New York: Basic Books.
MURRAY. H.A. 1938. Explorations in personality. London: Oxford University Press.
MURSELL, J.C. 1954. Successful teaching. New York: McGraw-Hill.
MUSSET 1, P.H., J.J. Conger & J. Kagan. 1969. Child development and personality. New 

York: Harper & Row.
NEL, B.F., M.C.H. Sonnekus & J.G. Garbers, 1965. Grondslae van diepsigologie. Stellen­

bosch: Universiteitsuitgewers.
NEWCOMB, T.H. & Wilson, E.K. 1966. College peer groups. Chicago: Aldine Publishing

Co.
NEWLAND, T.E. 1960. Language development of the mentally retarded child, in Wood, 

N.E. (ed.) Language development and language disorders. Monograph for Social Re­
search, Child Development, Serial No. 77, vol. 25 No. 3, pp. 71-87.

NORMAN. D.A. 1976. Memory and attention. New York: John Wiley.
OBERHOLZER, C.K. 1968. Prolegomena van 'nprinsipielepedagogiek. Kaapstad: HAUM.
OBERHOLZER, M.O. 1972. Medesyn in pedagogiese perspektief. Ongepubliseerde D Ed- 

proefskrif. Pretoria: Unisa.
OGDEN, G.K. & I.A. Richards. 1953. The meaning of meaning. London. Routledge & 

Kegan Paul.
OSGOOD, C.E. 1953. Method and theory in experimental psychology. New York: Oxford 

Press.
PECK, R.F., Havighurst, R.J. et at. 1960. The psychology of character development. New 

York: Wiley.
PENFIELD. W. 1963. The brain’s record of auditory and visual experience. Brain, vol. 86. 

New York: St Martin’s Press.
PENNINGTON, L.A. & LA. Berg. An introduction to clinical psychology. New York: 

Ronald Press.
PIAGET, J. 1932. The moral judgment of the child. London: Routledge & Kegan Paul.
PIAGET, J. 1951. Judgement and reasoning in the child. London: Routledge & Kegan Paul.
PIAGET, J. 1954. The construction of reality in the child. New York: Walter Press.
PIAGET, J. 1957. Logic and psychology. New York: Basic Books.
PIAGET, J. 1959. The language and thought of the child. London: Routledge & Kegan Paul.
PIAGET, J. & B. Inhelder. 1969. The psychology of the child. London: Routledge & Kegan 

Paul.
PRIBRAM, K.H 1969. On the biology of learning. New York: Harcourt, Brace & World, 

Inc.
PURKEY, W.W. 1970. Self concept and school achievement. Englewood Cliffs, N.J.: Pren­

tice-Hall.
PUTNEY, S. 1961. Rebellion, conformity and parental religious ideologies. Sociomelry. 

June.
REED, H.B. 1962. “Implications for science education of a teacher competence re­

search” in Science Education, XLVI, Dec. 1962.



326 BIBLIOGRAPHY

REEVES, C. 1977. The psychology of Rollo May. London: Jossey-Bass.
ROBERTS, T.B. (Ed) 1976. Four psychologies applied to education. New York: John Wiley.
ROGERS, C.R. 1965. Client-centered therapy. Boston: Houghton-Mifflin.
ROGERS, D. 1977. The psychology of adolescence. New Jersey: Prentice-Hall, Inc.
ROSS, M.G. 1950. Religious beliefs of youths. New York: Association Press.
ROSSMAN, J. 1931. The psychology of the inventor. Washington: Invento’s Publishing Co.
ROTH, H. 1959. Leerpsychologie in pedagogisch perspectief. Roosendaal: De Koepel.
RUSSELL, D.H. 1956. Children’s thinking. Boston: Guin.
SARASON, I.G. 1961. The effects of anxiety and threat on the solution of a difficult task. 

Journal of abnormal and social psychology, vol. 62, pp. 165-68.
SAWREY, J. & C. Telford. 1968. Educational psychology. Boston: Allyn & Bacon.
SCHILDER, P. 1950. The image and appearance of the human body. New York: Inter­

national Universities Press.
SEARS, P.S. 1963. The effect of classroom conditions on strength of achievement motive and 

work output of elementary school children. (In Press.)
SIGEL, I.E. 1960. Some future directions for developmental research on problems of cog­

nition. Merrill-Palmer Quarterly, vol. 6, No. 4, pp. 15-21.
SMART, M.S. & R.C. Smart. 1967. Children, development and relationships. New York: 

Macmillan.
SOMMERS, R.K. 1961. Effects of speech therapy. Journal of speech and hearing disorders, 

vol. 26, pp. 27-38.
SONNEKUS, M.C.H. 1968. Die leerw€reld van die kind as beleweniswereld. Stellenbosch: 

Universiteitsuitgewers.
SPAULDING, R. 1963. “Achievement, creativity and self-concept correlates of teacher- 

pupil transactions in elementary schools” Illinois: University U.S. Office of Education 
Cooperative research project No. 1352, 1962.

STERN, W. 1930. Psychology of early childhood. London: Allen & Unwin.
SULLIVAN, H.S. 1953. The interpersonal theory of psychiatry. New York: Norton.
TABA, H. 1953. ‘The moral beliefs of sixteen-yearolds’, in The adolescent: A book of read­

ings, J. Seidman (ed.) New York: Dryden Press.
THORPE, L.P. 1955. Child psychology and development. New York: Ronald Press.
TILLICH, Paul. 1952. The courage to be. London: James Nisbet & Co. Ltd.
TORRANCE, E.P. 1963. Education and the creative potential. Minneapolis: University of 

Minnesota Press.
TRYON, C. 1943. Evaluations of adolescent personality by adolescents, in Barker, R. et 

al. Child behavior and development. New York: McGraw-Hill.
VAN DER ZEYDE, N.F. 1963. Opvoedingsnoodinpedagogischespelbehandeling. Utrecht: J. 

Beyleveld.
VAN HIELE, P.M. (ongedateer) De Problematiek van het inzicht. Amsterdam: J.M. Meu- 

lenhoff.
VAN NIEKERK, P.A. 1971. Aandagsfluktuasie as verskynsel by die onderaktualisering van in- 

tensionaliteit met spesiale verwysing na die agterlike kind. Pretoria: Werkgemeenskap ter 
bevordering van die Pedagogiek as Wetenskap.

VAN PARREREN, C.F. 1962. Psychologie van het leren 11. Arnhem: Van Loghum Slaterus.
VAN PRAAG, H. 1950. De zin der opvoeding. Haarlem: De Erven F. Bohn.
VAN RIPER, C. 1954. Speech correction, principles and practice. London: Constable.
VAN ZYL, P. 1967. Die idee van die “Neue Geborgenheit" by O.F. Bollnow. M.A.-verhan- 

deling. Pretoria: U.P.
VREY, J.D. 1974. Selfkonsep en die verband daarvan metpersoonlikheidsorganisasie en kogni- 

tiewe struktuur. Ongepubliseerde Ph.D-proefskrif. Pretoria: Unisa.
WALLACH, M. & N. Kogan. 1965. Modes of thinking in young children. New York: Holt.
WALLACH, N.A., Wing, C.F. 1969. The talented student. New York: Holt, Rinehart & 

Winston.



BIBLIOGRAPHY 327

WHITING, J,W.M. et al. 1963. The learning of values, in Vogt, E.Z. & J.M. Roberts. The 
peoples of rimrock, vol. I. Evanston, Illinois: Row, Peterson.

WIJNGAARDEN, H.R. 1963. Hoofdproblemen der volwassenheid. Utrecht: E.J. Rijle.
WINTER, G.D. Ness, E.M. 1969. The young adult. Glenview, Illinois: Scott, Foresman & 

Co.
WOODRUFF, A.D. Experience and concept learning, in Clarizio, H.F., R.C. Craig & 

W.A. Mehrens. 1970. Contemporary issues in educational psychology. Boston: Allyn & 
Bacon.

WYLIE, R.C. 1961. The self concept. Lincoln: University of Nebraska Press.
YAMAMOTO, K. 1972. The child and his image Boston: Houghton-Mifflin.
ZUNICH, M. 1962. The relation between junior high-school students’ problems and 

parental attitudes toward child rearing and family life. Journal of educational research, 
vol. 56, pp. 134-8.



Subject Index

A

abstract 179
acceptance 95, 1%
accommodation 108, 109,280
achievement 77, 105, 115
action 76,239
actualisation 289
adequate 60,73
adequacy 60
adolescent 165
advance organisers 282
affective 21,34,69,81
anchorage points 18,48,74
anchoring 292
anchoring ideas 282
anger 70
animistic 68
anxiety 70, 143
apathy 38
appearance 96
aptitude 262
assimilation 108,109,277, 281,291
atmosphere 118
attention 263
attitudes 91,97,267
attraction 21
attributes 292
attribution 28
automatism 89,244,290,314
autonomy 53,86
availability 293
awareness 53

B

babbling 127
basic trust 53
becoming 9,59
belonging 61,77, 101
bilingualism 138
bipolar 21
boundaries 98
brain 318

328



SUBJECT INDEX 329

c
care
categories
centred
choice
clarity
classification
clusters
cognitive
cognitive structure
component
competence
competition
conative
concepts
concern
conceptual learning
concrete
conformity
connotative
consciousness
conservation
consolidation
control
corporeality
cortex
cosmos
creativity
criteria
cultural (basis) 
culture

95
28
68,75
36
282
109
317
20,67.81,86,99, 156. 262, 265. 282 
282, 297,303 
21
77,86
17!
36,82 
90 
35 
251
107, 154
171
32
12,40
76,108, 109, 110 
277 
53 
168 
40 
15
161,251
49
72
5, 13,14,17, 27

D

defects
denotative
dependence
deprivation
development
differentiation
disclose
discovery
discrimination
dissociation

139,144 
35,41 
175 
99 
10
17, 178,282 
210 
256 
293 
292

E

educand
education
educationist

11,29,205
3
5



330 SUBJECT INDEX

efficiency 87,88
ego 298
egocentric 72,135
Eigenwelt 43
elements 308
emancipation 24,95,105,175
emotional 69, 142
empathy 74
empirical 8,50
Empirical Education 5
encounter 4,71
essay 294
establishment 214
esteem 77
estrangement 23
experience 39,274,298,313
exploration 25
expository 209

F

factors 232
facts 8
family 101, 195
fear 69
forgetting 296
formal 155,178
friendship 170

G

generalisation 111,281,282,306
generic 282
Gestalt 11, 13

H

health 270
hearing 144
heterosexual 171,194
horison 15,121
how 9

I

ideas 106,177, 184
identity 12,44,53
identification 88,91,95,165,11
ideomotor 36



SUBJECT INDEX 331

image
imitation
imperative
incentive
independence
individual
individuation
infusion
initiative
insight
instincts
intelligence
intention
intentionality
integration
interact
interdependent
interest
interference
isomorphism
involvement

252.315 
138
50
17
26,90,103 
14. 226 
14, 16 
295 
54
18.214.241.247.266.282.315 
226
101,137 
35
12,21,35,313 
16,19. 183 
6,12 
15
232,267 
298
18
35,93,266,274.298,318

joy 71

K

knowledge 94, 206,242, 277,289,313

L
labile 
language 
learning 
learning process 
lens
life-space
life-world
linguistic
love

M

73
72,86, 125,248 
5,219 
7,219, 289 
47 
53
14, 18, 77,79, 120,186 
133,137 
70,77,94

manipulation
mastery
maturation
maturing
meaning
meaningful

281
7
33,125 
7
28,31,60,92,315 
14. 77,247,279, 297



332 SUBJECT INDEX

media 150
memorising 243
memory 295
mental 270
modes 152
motivation 212,225,272
motor learning 245
moulding 307
moral 82, 181
muscular 151

N

need 77
nervous system 318
neurosurgeon 317
neurophysiology 319
norm 14. 16,34, 39
normative 30

o
objectives 59
objective tests 293
objects 24,106
obliteration 292
observation 19
operations 107
organisation 279
orientation 8, 17
over-learning 293
overtones 33

F
parents 22,73,93, 173,185, 193
participants 5
participation 11, 15, 16
peers 24,74, 101, 169
perceive 20
perception 18
permanence 74,76, 221
permissiveness 98
perseverence 264
personal 91,103
personality 20.47,89. 102,202, 206
perspective 5
phaseology 54
phases 280
phenomenal 46
phenomenon 3
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physical 81
play 80,88
polarity 22,73, 168
polar structure 20
potential 42
praise 99,177
pre-conceptual stage 153
pre-school 65
primary 85
problem 159,278
productive 158
propositional learning 252
psychic vitality 37,227,231
psychological 37,81
psychomotor 66
purpose 240

Q
quality 9
quantitative 75
questions 8

R

re-activation 294
reality 5
recall 215,291
receptive learning 282
recognition 294,318
reconstruction 316
redundant 3
referents 20
reintegration 19,316
rejection 21
relationships 14, 20. 33, 73
reliability 293
religious 26,119, 182
remember 292
repetition 284
representation 156,284
representational learning 249
reproduction 305
repulsion 21
respect 96
responsibility 96
result 289
retention 289
reversability 108
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S

schemata
school-readiness
secondary
self
self-acceptance
self-actualisation
self-concept
self-esteem
self-identity
self-image
self-maintenance
self-realisation
sensation
senses
sentence
seriation
sex
significance
sissy
situation
skills
social
socialised speech
somebody
spatial
spiritual
stability
stammer
structure (cognitive)
subordinate
subsumption
superordinate
surroundings
system

107,280
80
165
13
24, 76,92 
16, 29,42,77 
13,47,76,91, 112,268 
76
44,76, 85 
46 
228 
17 
19 
19
129, 130 
108
89,102
33,247,278,279
89
5
43,66,87,89, 102, 103,316 
71,82, 102, 134, 170, 191,203 
72,135 
29,47,202 
74 
12 
282 
142
282,291
255
282
255,282
67
294

task
teacher
teaching
temporal
testing
thinking
thought
threshold
trace
transcendence
transductive
transfer
transposition

26,92
116,201
209
75
293
281
149
292
293,316
43
68, 154 
216 
306
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truancy
trust
types

26
97
212,239

u
understanding
unification
unitary
uniqueness
utility

78, 112, 128,263,289,316 
18 
19 
88 
25

V
validity
values
vertical (transfer)
visual
vitality
vocabulary
volitional

293
90,180
305
19,22
13,37,226,272 
127,132 
282,231

w
world 15,180

Y

youth 165,189


