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ABSTRACT
EFFECTS OF NOTE-TAKING STRATEGIES, A'J;TITUDINAL DIFFERENCES
AND SOME PERSONALITY TRAITS ON STUDENTS' ACHIEVEMENT IN
SOCIAL STUDIES

This study employed a 3x2x2 pretest-postetest control
group factorial design to investigate the effects of note-
taking strategies, attitudinal differences and some
personality traits on students' achieyement in Social Studies.
The subjects of the study ‘were 96N\first year Social Studies
students of three Colleges of .Edutation in Oyo and Osun States
of Nigeria.

Two experimental_and one control groups were used. The
first experimental, group listened to taped lecture and wrote
their own notest /~The second listened to the taped lecture and
followed lectufer's prepared notes while the control group
listened ‘only to audio-taped lectures on populatio n studies.
The Eysenck Personality Inventory (EPI) and the Students'
Attitude to Social Studies Questionnaire (SASSQ) were utilised

to categorize the subjects into extroverts and introverts, and



ili

to those with positive or negative attitude to social studies.

Without any opportunity to review notes, subjects were made to

take two post-tests - Social Studies Immediate Recall Test

(SSIRT) and Social Studies Delayed Recall Test (SSDRT).
Three dependent measures which were obtained for each

subject

were the pretest score, the immediate post-test score and the

delayed post-test score. Data obtained were analyzed using

Analysis of Covariance while Tukey Honestly Significant

Difference

tests were used for post _hec tests.

The highlights of| the results include the following:

(1) There were statistically significant differences in the
students'dchievement on the basis of the different note-
taking \strategies adopted at both the immediate and
del@yed recall tests. Both the note-takers and note
followers had significantly higher scores than the
control group.

(2) There were no statistically significant interactive



(3)

(4)
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effects of note-taking strategies and attitudinal
differences on the students immediate recall test but
there were statistically significant differences at the
delayed recall test.

There were no statistically significant. interactive
effects of note-taking strategies and peréonality traits
on the students' achievement at both the immediate and
delayed recall test.

There were no statistically /significant interactive
effects of nbte-taking sttategies, attitudinal difference
and personality traits{on students' achievement at both
the immediate and|delayed recall tests.

The results are consistent with the idea that note-taking

can be a generafive activity that encourages students to build

connections betWween lecture information and what they already

know.

THis"is one of the implications of the findings. Other

implications were:

- that, rather than indulging in writing notes on the
blackboard or in handouts for our students, they
should be taught how to encode accurately lecture

information during lecture;
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- that sufficient practice in note-taking should be
given to our students right from the lower levels
of education;

- that whethér a student is extrovertic or introvertic
in his personality disposition, his achievement in
social studies depends more on‘the type of note-
taking strategy he adopts during, class lectures;

- that positive attitude to learning enhances better
remembering and recall.

Suggestions were also made for further studies in the

area of the research.
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EFFECTS OF NOTE-TAKING STRATEGIES, ATTITUDINAL
DIFFERENCES AND SOME PERSONALITY TRAITS ON STUDENTS'
ACHIEVEMENT IN SOCIAL STUDIES

CHAPTER ONE
INTRODUCTION

1.1 Background to the Study

The wave of curriculum changes which started at the turn
of the 20th century in the United Stateés of America rapidly

engulfed all the western world. { The idea of integration of

knowledge which became a popilar movement in the western
hemisphere spread *to Nigéria and Africa in general. The
resultant effect of this;=in Nigeria, was the introduction of
new integrated subjeets such as Social Studies and Integrated
Science.

Shortly ‘after independence, precisely in 1963, the staff
of the.secial sciences department at Comprehensive High
School} Ayetoro, in the old Western Region of Nigeria,
introduced and taught Social Studies as a subject, (Makinde,
1979; Ogunsanya, 1984; Adeyemi, 1986; and Ogunsola, 1991).
This was the first time when social studies was taught in

Nigeria as integrated and synthetic form at the secondary
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school level. From this school, the subject spread to other
levels of education and other parts of the country.

The Western Regional Government in collaboration with the
United States Agency for International Development <{USAID) and
the Ford Foundation of the United Kingdom, (sponsored the
orogramme which eventually led to the design ‘and development
of the first ever Social Studies curriculum for the secondary
schools. The ééme syllabus transformed into the first
textbook in Social Studies for thewNigerian Secondary Schools.
The subject Social Studies was{later introduced to the primary
school and the teacher tr@ining programmes by the Nigerian
Educational Research| and Development Council (NERDC) in
conjunction with “the Comparative Education Studies and -
Adaptation Centie (CESAC) and the Social Studies Association
of Nigeria_(SOSAN).

Paradoxically, little agreement or unanimity existed a?
to the definition, scope, and philosophy of Social Studies
during this time &hen those 'patchy' and 'scrappy' efforts

were being made to accommodate the subject on the Nigerian

school curriculum.

A more concerted move to fully incorporate the subject
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into the Nigerian curriculum, only came as result of the first
Oxford Conference of African Educators in 1967 and later the
Mombasa Conference of the same association in 1968. The
Mombasa Conference.discussed and unanimously adopted.'a Social
Studies programme known as the African Sopial Studies
Programme (ASSP), - (Obameata, 1981). Thig) in effect, was
later developed by the various partieipating countries,
including Nigeria, to the Social Studies programme of the
respective countries using their. legal environmental
conditions, needs, and resourceés. Nigeria fashioned her own
Nigerian Social Studies Programme (NNSP) from the continental
one (Makinde, 1979; Ogunsanya, 1984; and Olaogun, 1984).
Another importamt landmark in the introduction of Social
Studies in Nigerida was the epoch-making curriculum conference
which took. _place in Nigeria in September, 1969. This
conference came up with what is now known and regarded as the
first indigenous national policy and philosophy of education.
An offshoot of the decision at the conference was also the
adoption of Social Studies as one of the core subjects to be
studied until the:-end of the junior secondary school.

The Nigerian philosophy of education emphasized the
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=velopment of the individual into sound and effective citizen

(*h

znd the provision of equal educational opportunity to all
citizens of the country. It also emphasized the need fér"
Social Studies as a tool for national unity and eitizenship
=ducation, Adaralegbe (1982). Rather than,.leaving the
development of social awareness, reSponsibility and
citizenship to be inculcated through other school subjects,
.

Social Studies was adopted to ¢teach these awareness,
responsibility, and citizenship.in/an integrated form.

This wholesale adoptiernf of Social Studies has been
advocated by a number~of educationists and researchers.
Adaralegbe (1980)

criticized the~teaching of the cognate social sciences,
history, geogrdphy, government and economics at the junior
secondary school and teacher training colleges. He 'suggested
that the\integrated subjects should predominate the curriculum
at these levels of education.

In the same vein, Mansaray (1985) was emphatic when he
said that Social Studies should be seen as an "attempt to
correct the atomization and compartmentalization" of knowledge

that was believed to have attended the separate school
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subjects. For this purpose, he advocated that the integrated

W

oproach whereby facts, concepts, and generalization from a
number of subjects or related disciplines.are brought together
in studying the issues pertaining to man's interactiens with
his environment should be adopted.

Similarly, Balogun (1986) stressed the) 'importance of .
inclusion of So;ial Studies and other integrated subjects in

the Nigerian Certificate in Education»~(NCE) teacher training

programmes. He observed as follows”

“

the major problem of ‘Yhe Nigerian Certificate
in Education 1ével is one of misplacement of
priority. ,Many of the NCE institutions are
not paying-enough attention, if any at all, to
the/integrated fields of study which are supposed
to-be their fields of specialization. (Balogun,
1986)Balogun (1986) further emphasized that in
studying separate subjects, the students could not
acquire enough competence in the
subject to be able to teach them well at the Senior Secondary
level. He therefore advocated that integrated Social Studies

.

and Integrated Science should be the foci of the trainees at



the NCE level.

~-

Now that Social Studies has become fully adopted at the
different levels of education, primary, junior secondary, and
teacher training, some pertinent questions that could be asked
are: In what ways could the teaching of the. subject be
facilitated? How could the would-be teachefs- fully imbibe the
contents and methodologies of the subject? How could the
learning of the subject content be.'enhanced for improved
achievement by the learners? These’are some of the questions
that stimulated the interest ‘of this researcher in probing
into the effect of studerits! note-taking strategies which are
presumed to influence the students learning in Social

Studies.

1.2 The Probhlem

James (1972) asserted that ever since Pythagoras there
has been" a Mathematics tradition; in geography, ever since
Anaximander there has been a cartographical tradition; and
ever since Itecatacus there has been a literary tradition.
From available literature, little or no such tradition exists
for Social Studies as a distinct field of study especially in

its present form and content on the Nigerian educational
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curriculum. In this connection, many problems, paradoxes and

Educators continually suggest - that emphasis om=learning
any school subject should shift from "what to 1l€axn" to "how
zo learn". A logical deduction from this i&)that the extent
of learning which occurs in any classroom situation depends
not only on what is taught but also ©©n_how the students have .
learned. This, in fact, calls fox isprovement not only in the
methods teachers use to impart krowledge, skills and attitude

but also in the various legarners' activities and devices which

-
-

facilitate effective~Jdearning. These are what have been
referred to as mathemagenic activities by Rothkopf (1963) or
as generative“ activities by Wittrock (1974) or as
manifestatien of learning by O'Neil (1978). An important
aspect "“of these activities which has great relevance to
learning from lecture situation is note-taking.

The present study attempted to investigate the effects of
note-taking strategies of students on the effective learning
of Social Studies. It investigated how the activities which

the learners engage in during the period of learning affect
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now much they learn, retain, and recall from Social Studies
..

lectures.

Though Social Studies educatorsiéuch as Dubey (1980);
Adaralegbe (1980); Olawepo (1984); Ogunsola (1991) _&nd others
have emphasized the importance of appropriate’ teaching
strategies for Social Studies, most Sociald $tudies teachers
adopt the traditional 1lecture method. They engage the
students in long narration witHowts bordering on the
=ffectiveness of their lectures., The student therefore
struggle to absorb what the “tfeacher has taught through
different strategies. The™concern of the present study is to
find out how much one«ef the students' activities facilitates
learning during Aettures. Specifically, it was also to
investigate whi¢h strand of note-taking strategies produces
better ledrning ' gains from lectures and to see this in
relation \to students' personalities and attitudes to the
subject Social Studies.

In the Western world note-taking as a device for learning
from lecture, has been extensively investigated by researchers

such as Aiken, Thomas and Shennum, (1975); Carter and Matre,

(1975) ; Peper
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and Mayer, (1978); Barnett, Divesta, and Rogozinski, (1981);
Zinstain, Morris and Smith, (1985); “«Bach of these
:nvestigations addressed different aspects of note-taking and
oroduced seemingly inconclusive and sometimes contradictory
findings (Kiewraﬁ 1985) .

Some investigators have found that note-taking
activities, interfere with learning in_ seme situations -
Aiken, Thomas, and Shennum (1975). Qthlers have found that
note-taking has no effect on performance - (Carter and Van
Matre, 1975; Fisher and Harris,$1974) and still others have
found that note-taking impxbéves memory for lecture material.
(Peper and Mayer, 1978\ 1986; Kiewra, DuBois
and others 1991).

In Nigerid,/ however, there is a dearth of research work
on note-takingd Most studies are based on other classroom
activitiesa For example Ibeghulams (1980) study was on
instructional objectives while Egbugara (1986) addressed the
use of advance organisers. Similarly, Balogun (1983)
investigated the use of adjunct questions in programmed
Instruction and Ogunsola (1991) probed into the effectiveness

of the combination of instructional objectives and meaningful

-
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adjunct questions. None of these few works mentioned
investigated note-taking activities of students per se. Thus,
much is still left to be investigated in the effects of note-
taking especially when it is linked up with some jpersonality
traits and attitudinal differences of students.al¥ NCE teacher
training level of education.

The present study, therefore attemptedvto investigate the
effects of note-taking strategies, on\students' achievement in
Social Studies at the college of|education level.

Furthermore, students' “\1nbte-taking strategies were
investigated in conjuncfion’ with the effects of students'
attitudinal differencés, and some personality traits since it
had been established‘that students achievement in the various
school subjecks involves complex determinants - (Olaogun, 1984
and Osho, 1985). For example Bakare (1969) suggested that if
a studernt“perceives that he is unable to do Mathematics and
Reading, this perception of his ability becomes the
functionally limiting factor of his achievement in these areas
of study. Similarly, the studies . of Norwich Duncan (1976)
and Aiyelagbe (1989), have profoundly established that

attitude and personality differences of learners tend to
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mZluence very greatly the levels at which the learners
—=rform.

College of Education students are assumed to possess and
o= able to exhibit different attitudes to their ‘warious
=:bjects and that they possess different \/Personality
iispositions. If this is so, one would then  expect these
differences to reflect in their achievwements in Social
Studies. An attempt was therefore maderto examine the effects
of attitudinal and personality vdriables on the immediate and
delayed recalls which students, make after lectures in Social”
studies when particular note*taking strategy or the other is
adopted.

In this stUdy, three strategies of note-taking; (a)
taking note fgoricurrently with 1listening to lecture; (b)
following alreadél prepared note along with 1listening to
lecture,\vand (c¢) simply 1listening to lecture without
instruction to write any note, were adopted when students
undertook listening to already audio-taped lecture. Similarly
in each of these note-taking groups, there were equal numbers
of students with positive attitude as well as those with

negative attitude to Social Studies. Also two personality
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—raits, extraversion and intraversion were observed as

“-szinguishing variable among the students of each note-taking

2.3 Purpose of Study

The purpose of this study was to investigatefin a quasi
=xperimental setting, the effect which notg-+¥aking activity
would have on students with different “attitudinal and
oersonality disposition in their learning of Social Studies at
the college of education level. Specifically the study probed
into the effects of:

(1) note-taking strategies’ on students academic achievement
in Social Studiesj;

(2) Some attitudinalsvariables (positive and negative
attitudes{toward Social Studies) on the students'
achievemerit in Social Studies;

(3) Saqme=personality variables (extraversion versus
introversion) on the student achievement in Social
Studies;

(4) The interaction of the different note-taking
strategies, attitudinal and personality differences

on the students' achievement in Social Studies.
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1.4 Research Hypotheses

Based on the above stated purposes, the following major

%Null hypotheses were tested at P < 0.05 level of significance.

There will be no significant effect of the ge-taking
strategies on the students' achievement e immediate -
recall test. \

v

<

There will be no significant ect of the note-taking

strategies on the studet@ achievement in the delayed

recall test. Q

There will be({&significant effect of the note-taking
strategie the attitudinal differences on the

studen@chievement in the immediate recall test.

Theéte will be no significant effect of the note-taking
strategies and the attitudinal differences on the
students' achievement in the delayed recall test.

H hesis Fi (HoS)

There will be no significant effect of the note-taking
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s—rategies and the personality differences on the students'

=-nievement in the immediate recall test.

Hypothesis Six (Ho6)
nere will be no significant effect of the note-taking

s-rategies and the personality differences on the &tudents'

=chievement in the delayed recall test.

Hypothesis Seven (HQ7)
There will be no significant effect ofi-the note-taking

strategies, attitudinal and personality differences on the

students achievement in the immediate recall test.

hesis Eigl (Ho8)
There will be no significant effect of the note-taking

strategies, attitudinal and personality differences on the
students' achievement in the delayed recall test.

1.5 Significance of the Study
The studygi® concerned with the effects of various note-taking
strategies undertaken by students during Social Studies

lectures.
Earlier researchers in note-taking, have been mostly of
Science subjects are less verbal

science based disciplines.
The present study which addressed learning in a

in content.
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—ore verbal subject, Social Studies, appears unique in a
sense. It could be that results from the previous studies are
nfluenced by the nature of their subject disciplines. That
:s, they might be subject-dependant. It could be surmised
chat the use of different note-taking strategie&=in Social
Studies might yield results different from those'obtained from
the sciences. The findings of the pregent study would
therefore contribute an insight intoethe value of note-taking
activities in the learning of a pather verbal subject such as
Social Studies.

Secondly, the previgls research findings on note-taking
appear inconclusive ,and/ sometimes contradictory (Faw and
Walker, 1976); Peper, 1979; and Kiewra, 1985). The present
investigation hopefully, would throw more light on the role
of note-talking and thus resolve some of the earlier

contradietions.

Hitherto, researchers in note-taking have been carried

-
out at the primary and secondary levels of education. The
teacher education 1level has been virtually neglected.

Ironically, students at this level undertake longer periods of

classroom lectures and as a corollary, do more of note-taking



16

~~an the lower levels. This research which was conducted at

—ne Nigerian Certificate in Education (NCE) level would

strategy to encourage their students to employ.

Generally, there have been claims (Northcréft & Jemsted,
1:75; Hartley, 1976; Collinswood & Hughes,\1978) and counter
=laims (Thomas, 1978; Anderson, «¥979), regarding thé
superiority of uslng teachers' prépared notes (handouts) over
the practice of students taking their own notes and just
listening to lecture. Hopefully, this study would assess
empirically these different note-taking strategies and suggest
which of the note-taking strategies has greater effectiveness
in maximising Aearhing.

Lastly) “tHis study aims at examining the contribution of
two congfxucts, personality and attitude on the note-taking
activity, and the effect on students' learning. It would thus
enable teachers and evaluators of academic achievement to

appreciate the role of the constructs in learning.

1.6 Definition of Terms

The operational definitions of some of the terms used in
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—he study are as follows:

i - ing: is the act of writing down in ones language or
style the information received from a lecture. Through note-
taking, learners process and record information from (lecture.
Note-following: refers to making use of lecturerig-prepared
notes by underlin}ng, or noting in any other foym'the salient
points in a lecture.

Personality Differences: are those differences observed in
students as a consequence of those/rglatively consistent and
enduring patterns of perceiving, thinking, feeling and
behaving that appear to givé,people separate identities.
Extraversion: is the turnirg outward of the mind into people
and objects in the/‘external world. In extravert psychic
energy is chanmelled into presentation of objectives in
external world(

ln;rgxg;aigni is orienting one's mind towards one's objective
world. “Jn introverts the psychic energy flows and processes
are related to the inner and private world.

Attitudinal Differences: refer to the differences in
students' positive or negative evaluative feelings, beliefs,

values and interests towards people, objects, things, places,
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events and even subjects e.g. Social Studies as a subject of
study in an educational programme.

Pogitive Attitude: is the favourable evaluative feeling
towards particular objects;,; people or situation. In this
project, it indicates having positive feelingg;~ beliefs,
values and interest towards Social Studies-'as a school
discipline.

Ngga&ixg__aggiggdg; is the evaluative feeling which is
unfavourable to particular object, ‘people and situation. In
this study, it is taken as students' negative feeling, belief,
value and interest towardé ,Social Studies.
Immediate Recall: is  the-response given to tasks or question
items presented t¢ “learners immediately after undergoing a
period of recei&ing lecture information.
Delayed Regalll: is the response made to tasks given or
questiaon items at a time remote from the period when the
lecture’ information was received by the student.

In this study, a period of one (week) lapsed between the

last day of lecture and the administration of the delayed

test.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE
2.0 Introduction

This chapter attempts to provide a background, upon which
—n= empirical study was based. 1t reviews previous studies
znd researches which are found to be related to the present
r=search.

Since the primary concern of this investigation is to
i=emonstrate the facilitative effect, or otherwise, of

iifferent note-taking strategikg’ on students' achievement in

wn

ocial Studies and in relation to learners' differences in
attitude towards Social Studies, and some of their personality
—raits, the revigw govers such related study areas or sub-
topics as:

(i) MNature and philosophy of Social Studies
(ii) " Concept of note-taking
(iii) Functions of note-taking
(iv) Theories of note-taking activities

(v) Empirical studies on note-taking

(vi) Attitudinal differences
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vii) Relationship between attitude and academic

achievement
viii) Students' attitudes to Social Studies
ix) Personality traits
(x) Theories of introversion and extraversién

(xi) Measurement of introversion and extwaversion
(xii) Relationship between personality differences and
academic achievement
xiii) Learning and retention 4n Social Studies
(xiv) Immediate and delay€d-recall

(xv) Conclusion

2.1 Nature and Philosophy of Social
Studies

There are mgny paradoxes and contradictions about the
nature, phildgophy, and introduction of Social Studies as a
distinct “\field of study in the Nigerian educational
curriculum. As early as the period when the school curriculum
was being initially expanded beyond the 3'R's by the Christian
Missions, Social Studies was taught as history, geography, and
economics. Later it included civics, psychology, and

anthropology. However, the teaching of Social Studies as
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-=-=crated and synthetic subject in Nigeria is partly a

-roduct of the American educational influence on Nigeria, -

4

[\

xinde, 1979; Ogunsanya, 1984) and partly the result of the

--=t independence efforts in curriculum development by the

:ndependent African States. African States, at ‘this time,

—ade serious attempts to indigenise the contefits of social”
=ducation for the African child, (Adaralegbe,“1980; Balyejusa,

1981; and Ogunsola 1991).

The Nigerian Social Studies“programme, (NSSP) in igs
present form and like those of{gther countries, was a victim
of multifarious d;finitions. It connotes different meanings
to different people.

Before reaching its present form, it had undergone many
conceptual definitions. Social Studies educators such as
Wesley (1950) vand Venable (1958); have described Social
Studies _&@s—an offshoot of the social sciences and as "the
social stCiences simplified for pedagogical purpose." This
traditional definition of Social Studies pre-supposes that the
criteria for Social Studies curriculum selection and
development should come from the social sciences. This stand

has been severely criticised by other Social Studies educators
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=specially Engle (1960) and Shaver (1967) who were convinced
that the primary concern of Social Studies is citizenship
=ducation.

Beard and Steveson (1969) contended that althoughvsocial
sciences do offer essentially substantiative_ ‘cOncept for

Z=scribing a societal problem, they argued, 4ike Engle (1960)

= Shaver (1967) that social sciences axé powerless when

-=d with a choice between different \Ceurses of action. One

(8]
(B

the negative results of this(-inadequate definitions of
Social Studies is that it has stifled creative curriculum work
in the field and the content\derived from the social sciences
cannot lead to the realization of Social Studies objectives.

Expressing sipiilar view, Iyewarun (1981) says the concept
and scope of Sgcial Studies are still not clearly understood.
It is taken-ivariously as ‘'"cultural studies," '"oriental
studies" “and "social sciences". His idea is supported by
Ogunsanya (1984).

Still revealing the same uncertainty is the definition of
Social Studies given by the 1968 Mombasa conference of African
educators. This conference, which is believed to be the

genesis of the present integrated and multi-disciplinary’
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Social Studies gave a definition that was not concise enough.
Iz defined Social Studies as "the learning of man and his
interaction with his environment." This definition as well as
that of the 1976 National Curriculum Workshop, Ibadan, see
Social Studies as having man as the content fof“study. The“

Ibadan Workshop defined Social Studies as:

"the study of man and his interaction

with his social and physical “environment."

<

n

o+ the two definitions which “differ only in term of

h

==antics, connote similar meafing and are all part of the
numerous definitions of Secial Studies.

The series of changes and developments in the Nigerian
educational systems have also caused changes in the definition
and nature of SGgial Studies. Quartey (1983) stated that the
sub-committee, Yof the Joint Consultative Committee on
Educatien, in Benin City, in 1982 agreed that Social Studies
be defined as a "study of the outcomes of the interactions
between man and his environment."

The Nigerian Educational Research and Development
Council, (NERDC) in 1982 gave a more specific definition of

Social Studies. It sees Social Studies as "those common
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l=zarning of man's interaction with his social and physical
snvironment." It further stated that the grand objectives of ~
Social Studies should be "socializing" and "humanizing" the
individual child and helping him/her to develop basic
concepts, understanding, values, attitudes ¢and skill§

necessary to survive." (p.8).

“

In another publication, Social Studies was defined by

NERDC (1982) as:

"a way of life, a way of“seeing, viewing,

conceptualizing and.appreciating things and

issues, with special regard to their proper

places and functions in the ordering and

managements of man's total natural, social,

and téglmological environment." (p.12).
The two definitions relate Social Studies to both physical and
social environment and also to technological and scientific
environment. The NERDC further elucidated that Social Studies
is different from other school subjects in its nature,
content, and approach and it is a unified and integrated
course of study which utilizes the "systems approach" in

viewing and tackling social problems.
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Udoh (1983) reiterated the definition given by the
zuthorities in Zambia, Uganda and Kenya which said that Social
Studies is:

"a subject that presents knowledge as a.whole
and attempts to study man in his physdical,
social, cultural, psychological and, economic
environments as they relate and interact with
each other both as they have done in the past
and as they do now in_the/present time." (p.8.).

It was in this same vein ‘that Comparative Education Study
and Adaptation Centre (CESAC) (1985) describes Social Studies.
It conceptualises Social Studies as "the study of man in
society with all the ‘interplay between him, his environment
and the effeé€t/'~~of sciences and technology." In this
definition_and’those of NERDC, it is not only the social and
physicalienvironment that are considered as being inclusive in
the realm of man's interaction but also the impact of science
and technology. The impact which these new developments are
making to man's life is also to be studied.

In all these definitions one thing that stands out

clearly is that man is the major actor in Social Studies. How
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== interacts and how his environment reciprocally interacts
v2zh him, forms the basis of the study.

In an attempt to formulate a philosophical basis for the
Ssvelopment and nature of Social Studies Adeyoyin<, (1990)
costulated three theories. These are the Knowl&dge of Self
Tn=ory (KOS) Relevance theory and Dynamisf. theory. The
—owledge of self theory 'KOS' holds that“man who is made in
~he image of God and endowed with ald. the capabilities that
—zke him a little lower than the.angels but higher than the
lower animals, must pursue kno@wledge for man's sake. The
relevance theory refers to matter or issue our hand considered
as practical and socially applicable. It connotes pertinence
i.e. the quality of.being useful and of considerable interest.
Adeyoyin suggest€d” that the continued existence of Social
Studies can e\ justified only as it is considered relevant in
the education system. Lastly, the third theory - dynamism
theory, holds for changes in the subject and the context ih
which it is stud}ed. Within it 1is process of growth,
expansion of knowledge and a network of facts which also is
subject to modification, acceptance and rejection.

Similarly, Osho (1985) quoting Barr et al (1978)
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i:dentified three traditions of Social Studies. He specified
—hem as Social Studies taught as citizenship transmission, as
social sciences and as reflective inquiry. He sees these
—raditions as mutually exclusive, antagonisftic, and
-ompetitive philosophical systems with each striwihg to emerge

#= —h= true Social Studies.

-.2 Concept of Note-taking

In most instructional situatiors, what is learned depends
—zrgely on the actfbities of the“learners during the period of
l=zarning - Rothkopf (1970).) It is therefore imperative for
those interested in fhe ‘'scientific study of instruction to
examine critically~"those activities of the learners which
affect learning &nd which include such activities as answering
meaningful “adjunct questions, summarizing, note-taking etc.

The, study of note-taking is an area of instructional
investigation which emerged in the 1960s. It falls within the
category of 1learner's activities which Rothkopf (1962)
referred to as mathemagenic activities - that is those
"activities that are relevant to the achievement of specified

instructional objectives in specified situation or places."
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=ncoding, in a written form, the information obtained from

lecture by the learner. It is regarded

zs one of the 'learning sets' for attempting to enhérice one's

-

recall of the content of a lecture by taking~a written
transcription of the material presented.

According to Maddox (1963) note-takihg’ involves visual,
auditory and kinesthetic senses throfigh*which it facilitates
learning. During the note-taking-activities of the learners,
the learners actively procegs information, paraphrase
information, organise leafhing material and at the same time
elaborate on the matewial. These various activities of the
learners aid themy~in, assimilating the information obtained
from the lectuyey These notion is consistent with the view of
Wittrock (1974) which states that learning results from the

generatiam of meaning by the learner.

2.3 Functions of note-taking

Researchers in note-taking have all identified two basic
functions of note-taking as a normal classroom activity of
learners. These are the encoding and the external storage

functions. As early as 1972 Divesta and Gray had demonstrated,
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in clear terms, the differences between these two functions of
note-taking. It is upon the distinction made that other
investigators in note-taking based their frame of references.
2.3.1 Note-taking as encoding activity
Note-taking ;efers to the specific activity orf{aetivities
of taking a written transcription of the informaktion obtained
from lecture or verbal discourse by the learner. It also
takes the form of underlining, marking e@x.noting in other ways
the important points or aspects in dn\already prepared note
Divesta and Gray (1972) stated that one of the most
important 'learning set' for attempting to enhance one's
recall of the contents, of./a lecture is to take a written
transcription of the’'material presented. It is a learning
activity which, agcording to Maddox (1963), involves visual,
auditory and Kihesthetic senses through which it facilitates
learning. Researchers like Craik and Lockhart (1972) and -
Mayer (2975, 1978 and 1984), have argued that note-taking
functions more perfectly as an encoding mechanism. They
asserted that the encoding function of note-taking is usually
signalled by the demands of the learning task. Learners will

then attend actively to the information that they understand.
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They will paraphrase, select and summarize whatever
information is relevant to their learning goals.

This view is consistent with the view that learning
results from the generation of meaning by the _learners
(Wittrock, 1974) and with metacognitions about how.anhd what to
learn (Clavel and Wellman, 1977). Ausubel (126€) had earlier
made a distinction between two types of encoding processes,
that of assimilating new information to, a set of meaningful
structures and that of adding new“information as arbitrary
association. Mayer (1975) reéferred to the two forms of
encoding as the additive and/the assimilative encoding. He
further went on to suggeBt that the additiwe encoding process
requires only one major condition to be met - the material
must be received{ by the learner.

Mayer (1975) also emphasised that the assimilating
encoding weguires that three conditions be met; one, theé
material must be received, two, a meaningful set of prior
experiences must be available to the learner; and three, the
learner must actively process that set of experience during
lecture. He then concluded that the two different types of

learning result in different outcome as measured by retention
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=nd transfer.
2.3.2 Note-taking as an External Storage Mechanism

A second function of note-taking suggested by Di Vesta
znd Gray (1972) is that notes are a form of external ;storage ~
available for review or reference at a later time. {Consistent
with this view is the result of the study of {arter and Van
Matre (1975) which found that subjects who‘'were provided an
opportunity for review performed significantly better than
subjects who were éiven no such oppertunity, even though both
groups had taken notes.

Craik and Tulving (1975) &also argued that in creating
their own notes, students’ generate a transportable and
permanent storage of/important information that is available
for review. The review which is later undertaken enlivens the
stored up infoxmation and makes retrieval easier.

Similaxly, Friedman (1978) and Uwakwe (1984) suggested
that note-taking functions more efficiently as storage
mechanism. Friedman (1978) found that subjects who reviewed
their notes, performed better than those who were not allowed
to review, in a test of retention and recall of factual

information. Uwakwe (1984) came to this same conclusion.
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2.4 Theories of Note-taking Activity

There are many theories about note-taking activity in
learning. The theories include, the attention, the
distraction and the generative theories.

2.4.1 The Attention Theory

Frase (1970) states that note-taking fércCes the learner
to pay more attention to the presented mat€¥rial while Craik
and Lockhart (1972) say note-taking \forces the learner to
process the presgnted'materials floxe deeply. According to
this theory, on the average, notewtaking subjects would encode
more of the information pr'\the materials presented in the
lecture and as well select the most important points raised in
the lecture because of‘'their increased attention. The theory,
therefore, assetrts that note-takers would perform better than
non-note-takexrs on all relevant dependent measures in a note-
taking study. Thus the theory suggests a facilitative effects
of note-taking as a strategy of 1learning in a lecture
situation.

2.4.2 The Distraction Theory
The distraction theory hypothesises that taking note

concurrently with lecture forces the learner to concentrate on
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—n= motor act of writing instead of more fully listening to
he lecture. It adds that when the lecture information is
presented at a rapid rate, note-taking can prevent the learner
from paying the required adequate attention to the_material
(Peters 1972). According to this theory, note-taking subjects
in a lecture, would, on the average perform werse than non-
note takers on all relevant dependent measures when lecture
information was rapidly presented. However, this theory fails
to specify whether or not there would be any consolidation of
memory stock of  lecture infdrimation sometimes after the
lecture presentation and when/the note-taking has ended. That
is, whether the note-takers would still perform worse duriﬁg“
a delayed retentionstest or when transfer of knowledge was
required.

2.4.3 The Generative Theory

ALl

Giveg a diffefent dimension of learning which takes place
during lecture. While the attention and distraction theories
are concerned with a quantitative question, "How much is
learned?", and assume that there is only one major step in
cognitive processing from lecture, the generative theory, on

the other hand, is based on the idea that additional cognitive
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crocesses are undertaken during note-taking. For example, the
note-taking learner is able to actively relate the material
from the lecture to existing stock of knowledge - (Wittrock,
1274, and Mayer, 1976; 1984).

The generative theory makes three related .asGumptions.
First, that there is usually a pattern of treatment - post
test interaction in which note-takers perform'better than non-
note-takers on delayed recall test _but worse on the ne;r
transfer or immediate recall tekt. This assumption or
prediction is based on the id€a that note-takers can relate
presented information to exXisting knowledge and thus build a
more integrated or broader¥ learning outcome. This broader
learning outcome facilitates inferences required in delayed
retention test dr t¥ansfer of learning. However, because the
material has'\beén re-organised, performance may be hindered
for near«transfer or immediate recall of specific facts.

Secéndly, the theory assumes that the pattern of
treatment - post interaction was expected to be stronger f;r"
subjects who were unfamiliar with the lecture material but not
for those who were familiar with it. Thirdly, the same

pattern of treatment-post test interaction was expected to be
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iisplayed for other types of generative activities such as
—aking summary notes or answering meaningful adjunct questions
z=fter each segment of lecture.

In summary the generative theory therefore, predicts that
note-takers should learn more because more 'cognitive anchors'
=xist to which new knowledge is attached.

To test these predictions of the note-taking theories
especially the generative theory, the pxesent study includeé:u
(a) concurrent note-taking fer 'a moderately paced

lecture with no oppgoxtunity for review;

(b) dependent measures that include both immediate

recall and delayed recall of lecture informationf
These have been intluded specifically to test the predictions
of the generative theory of note-taking on the academic

achievement of ‘Some Social Studies students at the College of

Educatiofilevel.
2.5 Empirical Studies on Note-taking

The literatures on the effect of note-taking on learning
has not yielded consistent results. In fact, the critical
implicit assumption that by encouraging students to take

notes, make summaries, underline salient points in prepared
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_=cture notes or be otherwise active during instruction aid
_=arning, has been challenged (Fisher and Harris, 1973, Carter
=and Van Matre, 1975). Nevertheless, many researchers still
o=lieve that one ofithe most reliable strategies for e€nhancing
one's recall ability of the content of an instruefion is to
take a written transcription of the information presented,
(Khulvavy, Dyer and Silver, 1975).

Some investigators have found thattnote-taking interferes
with learning (Peters, 1972; Fishef and Harrxis, 1974), others
have found that note-taking 4ag’ no effect on performance
(Fisher and Harris, 1975; ‘Carter and Van Matre, 1975); and
still, some others have (fourid that note-taking improves memory
for lecture materials, (Divesta and Gray, 1972; Peper and
Mayer, 1978; 1986):

A set of| studies which have illustrated the effect of
differente-types of note-taking strategies include those of
(Todd and Kasaler, 1971; Fisher and Harris, 1973 and Aiken,
Thomas and Shennum, 1975). Todd and Kessler (1971) used a
very brief passage and had three different note-taking
strategies adopted by their subjects. The first group took

notes, the second group underlined salient points in prepared
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lecture notes, while the third only listened without taking
notes. Comparing students' achievement on

dependent measures such as transfer of learning or
application, the note-takers excelled the other two.groups.

Also supporting the value of note-taking is¢the study of

Divesta and Gray (1972). wusing a series of~three 500-words
taped passages, the researcher found that subjects who took
notes performed better on both free recall and multiple choice
retention measures. The same regult was obtained in a later
but similar study, Divesta and{Gray (1983). 1In the study-a"
set of six 500-word segments was presented and was later
followed by a true-false délayed retention test.

Confirmatorily, the. note-takers still performed better. than
the non-note-takeis. Aiken,
Thomas and.Shefnum (1975) obtained yet another result which
illustrates the facilitative effect of note-taking despite the
marked differences in the procedure they adopted. The authors
presented subjects with a 2000-word taped lecture in four
sections of approximately equal length, with brief intervals

in which no material was presented after each section.

Students either took notes during lecture, during the
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intervals or dia not take note at all. From a post-test, the -
zuthors observed that students who took notes during these

intervals recalled significantly more of the lecture contents

than students who took notes while the material was being
presented or took no note at any time. The ‘study doe;
demonstrate that nSte-taking in between lecturés or at lecture
intervals proves more facilitative to learning than taking
notes in concurrence with listening totlecture.

Information gleaned from thesé studies and some earlier
ones support the value of note-taking as an essential activity
for students during lecture{ / However, within the same period
other studies came to different conclusions. Some suggested
that note-taking practice may not be helpful or may even be
detrimental to JZearning. Among such studies are those of
Fisher and Haxris (1974); Peters (1972) and Weener (1974).

Petews (1972) reached a negative conclusion on note-
taking practice. After presenting a 1600-word passage on
steel at either normal (146 words per minute) or fast (202
words per minutes) rates, he studied the effects of note-

taking on recall. Peters discovered that note-taking

significantly reduced scores on a 25-item multiple choice
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-

zest. The detrimental effect was particularly marked for low-
=fficiency learners. Thus, it illustrates that note-taking
associates positively with high academic efficiency only.
Low-efficiency students do not benefit enough frem note-
taking.

Fisher and Harris (1974), found no significant difference
between subjects who took ‘notes and those’ who did not.
Comparing several groups on retentionefimaterials.presented
in a 20-minutes lecture on personality testing, by using free
recall and multiple choice measure, he concluded that note-
taking gave no advantage over non-note-taking.

In a similar vein, Weener (1974) conjectured that a good
memory may be needed’in order to take advantage of note-taking
especially when~ the speed of lecture is high or the
information density is high. This finding is consistent with
Peter's [(1972) result that note-taking has effect on high-
efficiency subje;t than on the low-efficiency learners. Note-
taking thus had a negative effect on the low-efficiency
learners.

Similarly, the result illustrated the distinction between

the encoding and the storage functions of note-taking.
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*_lowing subjects to review theif own notes produced a
substantial difference in the achievement of note-takers ané
non-note-taking subjects.

The same study, showed that the rate of presentation of
material also contributed significantly to the efféctiveness
or otherwise of note-taking. The study demonattrated a clear
superior retention ability for note-taking 'groups involved,
that is whether note was taken coficurrently or at the
intervals.

One would, in the light ©f+< the foregoing information,
agree with Faw and Wallex  (1976) that note-t;king may
interfere with the ongoing reception of materials when
presentation ratés are.more rapid and no pauses are inserted
for notes to be/takén. However, slower rates of information
presentation would definitely permit time for taking note with
no significant reduction in attention to other cognitive
activities.

The period between 1975 and 1980 witnessed few reported
experiments on note-taking. However, the early eighties
recorded a resurgence of interest in note-taking studies.

Barnett, Divesta and Rogozinki (1981); Mayer (1984); Uwake
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1984); Einstein, Morris and Smith (1985); Peper and Mayer
1386); Cook and Mayer (1988) and Walko 1989) are but a few of

such published works.

Peper and Mayer's (1978) study investigated the effects
°f note-taking on 'what is learned' from video taped lectures.
Three separate experiments were performed. «Sixty students of
—he University of California participatéd in the egperiment.
Achievement measures were obtained fornear transfer tests as
well as far transfer objectives. In the first two
=xperiments, the authors obtained results indicating that
note-takers excelled on far transfer test items while non-
takers excelled on near transfer tests.

As in Peters'-{1972) study, the low-ability subjects had
marked detriméntal effects of note-taking. This experiment
further ceonfirms . 'the link between note-taking effects and
students')individual differences.

In the same report, experiment three, produced a result
where the recall protocols of note-takers were significantly
higher than those of non-note-takers. Similarly, note-takers
recorded more idea units concerning underlying concepts and

more intrusions concerning other relevant concepts. Non-note-
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-—2kers did better at recalling technical symbols and examples

W

nd produced more vague summaries and connectives. The
zuthors therefore posited that note-taking can result in a
croader learning outcome, rather than just more Jlearning
oecause a assimilative encoding process is encouraged in note-
taking.

In two seéarate experiments which examined (a) the
encoding functions of note-taking amnd-u(b) the processing
differences between successful and less successful subjects,
Einstein, Morris and Smith (1985) concluded that note-taking
enhances the organisational{processing of lecture information.
When the notes and the reecall abilities of the successful and’
less successful subjécts were compared, it was discovered that
successful subjects recalled moré of the important proposition
and recorded, more protocols. Also, it was observed that th
two groups. were similar in their note-taking styles and the

“
degree“to which they benefitted from reviewing their notes.
The memory difference between the two groups was therefore
interpretable in terms of factors occurring during note-taking
with successful students engaging in greater integrative

processing of information presented.
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Consistent with Wittrock's (1974) idea that note-taking
is a generative activity that encourages the building of
connections between what is presented and what is already
kxnown was the study of Peper ;nd Mayer (1986). This
experiment demonstrates that note-taking has fa¢ilitative
effects in learning science. Subjects viewed /a- video-taped
lecture on automobile and either took notes or listened only.
As in their 1978 study, note-takers performed better than non-
note-takers on far transfer tasks out ' worse on near transfer
tasks.

Particular importance 4g attached to the results of this
study because it amplified-the assumptions earlier made on the
treatment versus post=test interaction pattern obtainable from
note-taking experiments. The predictions of the ;ttention,
distraction 1and’ generative theories were fully confirmed.
Peper and Mayer (1986) concluded, that note-taking encourages
learner. /to build external connections between what is
presented and what learners already know. The study report
went further to suggest that other activities such as
answering adjunct questions, summarising and paraphrasing

tests could effectively as well build or generate external
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connections. S?milar conclusions were reached by Balogun
(1983), Mayer, (1984) and Ogunsola (1990).

Walko's (1989) study had a slightly different pattern
from many earlier experiments. Using 140 higir\ school
subjects, Walko examined the instructional effects of the
additive structure imposed by different levels-of interactions
on visual materia}s. The instructional effect was measured by
four-part post—tésts (Drawing, terminélogy, identification and
comprehension) performance of students.

Walko's subjects were randomly assigned to one of four
conditions of note-taking:

(i) instructional booklet only (as control) ;

(ii) instructdional booklet plus instruction to take

notej
(iii) instructional booklet'plpe a simple formal outline

type of study guide; -

(iv)” instructional booklet plus a complex study guide
-
consisting of formal outline and interactive type

of activities.
Using the analysis of variance on the dependent

variables, Walko retained the null hypothesis for the mean
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values on the overall post-test and concluded that additive
structure imposed by different levels of note-taking on visual
materials are not effective in improving students' achievement
of different types of instructional objectives.

From the few studies reviewed the inconclusiveness of
findings on note-taking activity becomes more, &pparent. While
a number of studies assert the facilitative.effects of note-
taking strategies, others suggest that.note-taking has either
no tangible effects or at worse a detrimental one.

Could these inconsistent“findings, be partly attributable
to the subject-matter, to the personality and attitude of the
subjects involved in the studies or the nature of the tasks
the students were exposed to? Could the facilitation or
otherwise of/ students' performance by each note-taking
strategy Dbe\/dependent on the; nature of the lecture
information, the familiarity or non-familiarity with the
lecture’ material or the period of testing, whether immediate
or a delayed interval between the teaching and the post-
testing of the subjects? There is need, therefore, to make
further attempt to look closely and more critically at the

literature on all the variable under consideration in this
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cresent study and their relationship to note-taking as a
classroom activity that aid academic performance of college

students in Social Studies.

2.6 Attitudinal Differences

For a very long time, students' academic pexformance had
been taken to be completely hinged on intellidence. But in
recent times, the emphasis on intelligence as the singl%
predictor of schodastic ability is_net only outdated but
grossly misleading, (Vabaza, 1974). A large number of
researches (Davidoff, 1980; Duxojaiye, 1984; Gardiner, 1983;
and Boyinbode, 1989 inclusive) have repeatedly demonstrated
that intelligence is fonly a facet of the whole dynamic
personality whose other non-cognitive factors should not be
neglected in «ay “attempt to unravel the correlation of
academic perfoxmance.

One-non-cognitive factor which has been estaslished to
correlate highly with academic achievement is attitude
(Norwich and Duﬁcan, 1970; Baureti-Fuchs, 1975; and Odufuye
(1985). The examination of attitude is based on the theory of
psychologists who believe that attitude is a reasonably

enduring factor and can be distinguished from sets and
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expectations. It is also established that attitudes may be
held not because of any characteristics of the 'subject in
question, but because they help to resolve certain

inner conflicts,

The importance of the study of attitude.'is better
appreciated if one considers the words of) Shaw and Wright
(1969) that:

"if the attitudes of.a‘person towards a
given object or class of objects is known,
it can be used{in conjunction with situa-
tional and Gther dispositional variables
to predict and explain reactions of the
person to the class of objects". (p.10).

In the pregent study, attitude was viewed in conjunction
with personality to interact with the different note-taking
strategie® in determining students performance in Sociai
Studies.

Attitude has been definedlinia plethora of ways in the
educational literature. To define attitude, Oskamp (1977)
cited a comprehensive definition previously ascribed to

-

Allport, as:
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"a mental or neutral state of readiness

ofganised through experience, exe;ting

a directive or dynamic influence upon the

individual's responses to all objects and

situations with which it is related". (p.70).
From the definition, it can be inferred—that mental
predisposition and experience of individualsg count very much
in the individual's response. Also“that object, event and
situation are pertinently linked up in the determination of

the individual's attitude. In)essence, the object, event or

-
-

situation play significant{ role in making any attitude either
positive or negative.

To Peter (1972)\attitude is "a member of a crowded class
of concepts inwoked in some form td explain the apparent
directivenegs{of behaviour." The problem then is, why is any
particulax response what it is, rather than any one of other
numercus possibilities.

The psychologists' concept of attitude is that they are
latent variables in that they cannot be directly obgerved, but
can be inferred from observable responses to a class of

stimuli and they are assumed to mediate consistency and

.
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covariation among responses. Littlé wonder why Bolwar (1973)
equates attitudes with unconscious irrational tendencies ané
opinions. He further distinguishes them from conscious
rational activities. A more popular belief refers to
attitudes as "matters of taste and opinion rathexr'than the

question of facts."

2.7 Nature of Attitude

Attitudes are the end products rof the socialization
process and they significantly ififlilence man's responses to
cultural products, to other perxsons or groups of persons and
to subjects of study. If/the‘attitude of a particular person
towards a given object=or a group of objects is known it can
be used to prediét and explain the person's usual reactions to
the object, persén or school subject.

Attitudes are construed as varying in quality and
intensity \(or strength) on a continuum from positive through
neutral to negative which reflects the evaluation of the
objects in relation to goal attainment (Krech et al, 1967).
The strength of the attitude is represented by the extremity
of the position occupied on the continuum, becoming stronger

as one goes outward from the neutral position. This intensity
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which reflects the strength motive is expected to correspond
to the strength of this reaction.

Attitude, on one side of such continuum indicate negative
effective reactions which arouse responses of ~regative
approach and avoidance such as attack and. repulsion
respectively. But, on the other sgide of~ the continuum,
attitudes indicate positive affective redactions which result
in responses of positive approach.

According to Sherif and Sherif (1956). attitudes are
learned, rather than being completely innate or as a result of
constitutional development and maturation. Attitudes are
learnt through interactions with social objects and in social
events or situations. Since they are learned, attitudes
demonstrate thé /same properties as other learned reactions
such as latency and threshold. They are subject to further
changes, thirough thinking, inhibition, extinction, fatigue eﬁé."
(Gallenbech and Smith (1950) in Oskamp (1977). Thus,
attitudes are subject to alterationi maintenance and breakdown
through manipulation of the same order of variable as those
producing their oz}ginal acquisition. All forms of learning,

classical and instrumental, conceivable provide bases for the
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acquisition of attitude.

Furthermore, attitude possess varying degrees of
interrela-tedness to one another, (Krech et al, 1962, MaGrath,
1964; Eysenck, 1972). Attitude are interrelated to the extent
that they possess similar reference or similar valerices (by
virtue of application of common evaluative corgepts).

Attitudes which are highly correlated“or interrelated
form clusters or sub-systems. These sub-systems are
interrelated with one .another to fgrm the total attitudinal
system of the individual. The interrelatedness occurs becausge
of similarity ins the evaluative conception applied, for
example all the things which the person loves or hates.

In conclusion+ attitude: can be described as the
individuals evaluative feelings, beliefs, values and interests
towards people, ‘dbjects, things, places, events and subjects.
It is a “frame of reference which saves time , organises
knowledge, has implications
for the real world of learning and can change in the face of

acquired knowledge.
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2.8 Relationship Between Attitude and
Academic Achievement -

A learner's attitude has been found to affect both his
scholastic achievement and his education. For example
attitude towards a school subject which is a measure of the
degree of the learner's attraction to or repulsion from the
subject-matter, influencesevery other thirngse¢onnected with the
subject. It influences the student’s. aftendance at lesson,
his behaviour toward all the learning activities in the
subject and inciéentally the person teaching him the subject-
matter. Attitude towards a school subject will therefore
affect the students achievement in the particular subject
(Bauret-Fuch, 1975{.

In support~0f the above suggestion, researchers 1like
(Norwich and Dithcan, 1970; Bauret-Fuch, 1976; Gardinar, 1985;
Durojaiyey 1984} Roettger, Szymosnk and Millard, 1979;
Odufuye, 1985 and Aiyelagbe, 1989), have all consistently
asserted that learners'
attitudes and interest always influence school achievement.
From their empirical studies, they have confirmed that there

exists a significant and positive relationship between,
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students' attitude toward school subjects and their
achievement in- the subjects.

Ahierakwen (1981) and Hamilton (1982) in their respective
studies came to the conclusion that attitude towaxds science
subjects are related to achievement in science. Similarly
Aiyelagbe (1989) discovered that College of Education
Students' attitude to Yoruba functionally relate to their
achievement in the subject. He alse found no significant
difference between the attitude of students in one college
and those in another.

Similarly, Ramsett;~Johnson and Adams, (1974); Takima,
(1971) ; Webb (1972) ; -Schibeci (1984) Gardiner (1985); and Igwe
(1979) also found\ positive cofrelation between students'
attitude ands their academic achievement. However, some” of
these studies'qptained low indices of correlation between
attitudevand academic achievement.

2.9 Students' Attitude Towards
Social Studies

Social Studies, as a school subject is relatively new on
the Nigerian School Curriculum - Ogunsanya (1982). By

implication, relatively few works exist in the literature to
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attest to the relationship of students' attitude to the

subject and their performance in it. Nevertheless, the
results of the few available studies are consistent with the
findings made in respect of other subjects. That is subjects
with positive attitude to particular school subjects usually
perform well in the subject.

Week's (1972) study inquired into the attitude of infant
pupil-teachers towards curriculum package in Social Studies.
Using the Likert type scale for the ineasurement, he obtained
a result which' revealed that! 'the teachers had positive
attitude to the curriculum. package.

Machart (1977), .in another study sought to determine
whether there wexre ‘any significant differences between the
attitudes of thesth grade students towards Social Studies and
science, spelling, mathematics and reading and came to the
conclusion, that . there were no significant differences.
Machart however, found that the attitudes of boys towards
Social Studies were significantly more positive than those of
girls.

In Nigeria, Olawepo (1978) measured and described the

attitude of student-teachers to Social Studies and correlated
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their attitudes with their performances in Social Studies.
Employing the Likert type attitude scale on 109 students-
teachers, Olawepo discovered that:

(a) All student-teachers had positive attitude to Social
Studies with most of them having very pdsitive
attitude. But there was no signifitant differences
between male and female student-teachers in their
attitude towards the subject. 'None also existed'
between the brilliant and the weak student-teachers.

(b) All the 5 correlaticon cvoéfficient indicating the
association betwéen attitude and performance in
Social SFudies, for all treatment groups, were low,
but positive.

(c) sSex <and achievement differences affect the
association between attitude and performance.
Female showed more positive attitude to Social
Studies than males, while

those with higher achievement had more posiﬁive attitudes
as well. Adalumo's (1986) study was much of a replica of
Olawepo's (1978) study. In the same way, he ' (Adalumo)

discovered that students had positive attitude towards Social
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studies as an area of school curriculum. But unlike Olawepo
1378), Adalumo d;scovered that positive attitude did not
correlate with academic performance in the subject.

The inconclusive nature ‘of findings in this area of
research further underscores the need to further/investigate
into students achievement in the subject ‘and what factors
influence such achievement. The present’/ study sought to
probe, in part, into the relationship\Between the attitude to

Social Studies and students achievement in the subject.

2.10 Personality Differences

Personality: according. to Allport, (1963) is:
"the dynamic organisation within the
individual of those psychophysical
systems that determine his charac-
teristics behaviour and thought" (p.28).

Similarly Davidoff (1980) sees personality as:
"those relatively consistent and enduring
patterns of perceiving, thinking, feeling
and behaving that appear to give people
separate identities.”

The two psychologists, thus, see personality as a basic
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and important factor which determines what human beings are
and what they are capable of doing. To them, also personality

is not a unitary or singular factor but one that  is multi-

faceted. i

Eysenck (1968) suggested that personality)is expresae% in
four dimensions which are virtually indépendent of one
another. Thos; are, introversion-extroversion dimension,
neuroticism, psychotism and general' intelligence. Of these
dimensions, the present study ‘considers the introversion-
extraversion dimension @&s 'quite related to students'
activities during lecture.

Apart from “the findings that the introversion-
extroversion dimension show# itself as a major determinant of
differences \in £lassroom activities of pre-primary.and primary
studentg, it is also known to affect the responses of older
students’ to teéchers instructions. The need therefore, arises
to examine what the personality of extroversion and

introversion is, and to what extent it affects the students'

note-taking activities and achievement in Social Studies.
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2.11 Theories of Introversion-
Extroversion

Jung (1923) who is universally acknowledged as the author
of extroversion-introversion personality dimension, defines
extroversion as:

"an outward or observable bghaVviour which is
a product of constitution&l/differences, as
they interact with the environment, giving
:rise_to descriptiveé behaviour differences."
(p.10)

Hall (1970) gquoting Jung related extroversion and
introversion dispositions to the different direction of the
libido (psychic efiergy). However, other see the disposition
as being determined by the degree of excitation and inhibition
in the centx¥al nervous system.

In\ ‘extroversion, the 1libido is channelled into
representation of the objectived external world and concerns
itself with perception, thought and feeling about objects,
people, animals: customs, conventions, political and economic

institutions. In the introversion, the libido flows towards

subjective psychic structure and processes relating with the
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inner and private world of the psychic.
Introversion and extroversioq;sometimes appear to be
dynamic for a person may be extroverted at one time an?

-

introverted at some other time. However, he cannot be.both at
the same time or'occaaion (Boyinbode, 1989). Thus, both
personality differences are said to be mutually‘ exclusive and
one only predominates in an inﬁividual dukinig his lifetime.
Jung (1923) posited that there 1is a temporary
changeability of personality diffexerices and asserted that "a
person is more or less extroverted and introverted, but he is
not totally the one or(totally the other". He further
stressed that neither™the trait of introversionnor that of
extroversion is abrnoxmal in itself and that each is related to
a neurosis and a)psychosis. Introversion is associated with
psychosteria ~“and schizophrenia while extroversion is
associated 'to hysteria and manic depressive reaction.
Eysenck (1967, 1969, 1970) postulated and reaffirmed the
biological differences between extroversion and introversion.
He suggested that while the extrovert has a lower level of
non-specific cortical arousal, the introvert has a higher

level and hence the extrovert requires a higher level of
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external stimulation to reach the threshold. The brain
monitors incoming neutral impulses resulting from
environmental stimulation and either excites or inhibits
responses of higher brain centres to the stimulation. Thus
the extrovert and introvert differ in the relatiwe level of
excitation and inhibition. Introverts develop conditioned
responses more easily than extrovert.

In learning ;he extrovert is knoWi-to perform better when
the task is below the optimal level while the introvert shows
better learning performance agvsoon as the level of task
difficulty is above the optimal level.

According to Eysgérnck (1976) an extrovert is typically
sociable, lively afd-emotionally expressive. He likes parties
and has many frieﬁds. He is active, aggressive, quick to make
decision, cxaves excitement and takes chances. Furthermore,
an extrovert is fond of practical jokes, inclined to be
adventurous, impulsive, optimistic, loses his temper quickly
and is happiest when surrounded by people.

A typical introvert, on the other hand, is a quiet and_
retiring person who is fond of his own company. He is

reserved and tends to be distant except with intimate friends.
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An introvert is introspective, intellectual, well ordered,
emotionally expressive, value oriented and plans quite ahead
of actions. He is shy, secretive, contemplative, slow in
decision making and taking, enjoys solitude and given to day
dreaming. Furthermore, an introvert is found of Pooks, rather
than people, reserved, 'always looks before ‘he leaps', keeps
his feeling under close control, doessnot lose his temper
easily, reliable, somewhat pessimistic of life but takes
responsibilities rather seriously': /(Eysenck, 1963, 1967, 1970
and 1976; Vabaza, 1974; and.Bogyinbode, 1989).

Eysenck and Cookson- (1969) posited that introverts are
late developers and that some of ppe differences in scholastic
performance shown by different bpersonality groups may be
reflective of “differing responses to social motivation ;nd
maturity. ~This notion is favoured and supported by Entwistle
and Welsh (1969). They used the same explanation in terms of
the social behaviour patterns which they discovered among
college students.

It should be noted, however, that the above description
of these two personality disposition are idealised end-points

of a continuum to which normal individuals approach with
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lesser or greater degree.

2.12 Measurement of Introversion
and Extroversion

Much of the definition and description of personality
variables stems from factor analytic research. EySenck (1947)
made a factor analysis rating of neurotic symptoms and came
out with a bi-polar factor of dysthymic-hystéric symptoms. He
further concluded that this dichotomy‘was related to Jung's
(1923) concept, of extroversion.

Furthermore, Eysenck (1953)\/found that several scale of
the Guilford-Martin (1940) personality questionnaire were
related to the dysthmic-hysteric dichotomy. One scale,
Rhathymis loaded mogt highly on an extroversion factor. 1In a
factor analysis. thdt contained 24 rhathymia items, Eysenck
(1956) derived/a factor which became the extroversion scale of
his (1959)\ Maudsley Personality Inventory (MPI).

The/Maudsley Personality Inventory was later refactored
and revised to become the Eysenck Personality Inventory (EPI)
- Eysenck and Eysenck (1963). For this, the author had become
very popular and the scale had gained universal acceptability.

Other researchers (Braun, 1972; Cattell, et al, 1970),
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have worked on and factor analyzed personality dispositions.
However, Eysenck and Eysenck (1963) personality inventory has
remained the most popular. For this reason as well as for the
suitability of the scale, the present investigator adopted the
'Extroversion component' of the Eysenck Personality Inventory
(EPI), and used it to measure subjects personality.

2..13 Enipirical Studies on Extroversion
Introversion and Academic
Performance '

.
v

There are many studies on the“correlates of extroversion,
introversion, lea¥ning and academic performance. Franks
(1957) had reported that introverts condition faster and
perform better than{extrovert on vigilance task.

Walker (1958) postulated the 'Action decrement'
hypothesis in/ which he specified that extrovert with low
arousal and weaker consolidation show better recall soon after
learning, while the introvert with high arousal and stronger
consolidation would recall better later on, when consolidation
has ceased. This implies a cross-over effect, withrextrovert
demonstrating forgetting and introverts improved reminiscence.

'

Studies of Jensen, Howath and Eysenck (1968) and Howarth
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1368) have confirmed Walker's assertion.
Leith (1973) had an experiment on personality, Mode of
“ssessment and Students' Achievement. He came to a conclusion
that extrovert achieved significaﬁtly higher scores than their
more introverted peers. The subject-matter _of Leith'g
experiment was Educational Sociology. Leith opined that his
“
result had been influenced by other factors. “In providing an
explanation for his result, Leith (1973) attributed it to an
interactive relationship between method of instruction and the
introversion-extroversion dimerigion of personality.
According to Leith (1973) extrovert have a greater
tolerance for ambiguity and lack of structure in the teaching
situation whereas  introverts are more inclined to be
responsive to unambiguous and clearly structured situations.
In a way, one  therefore sees the reason why Leith's (1979)
result run. counter to a large number of other results which
considered the relationship between academic success and
extroversion (Furneaux, 1962; Warbuton, 1962; Rushton, 1966;
Levin, 1967; and even Leith 1969 and Leith and David, 1969).
At the lower educational 1level, Jones (1960) Rushton

(1966) and Savage (1966) reported that extroverted children
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rend to perform better in later primary an# early secondary
levels. This result was later confirmed by Eysenck and
Cookson (1969) when they analyzed test scores of 4,000 primary
school pupils and discovered that extroverted pupils had
higher mean scores than their introverted countexparts.

Other studies (Elliot, 1972; Wisdom, ..1973) reported
gender differenc;s. The extroverted girls«and'the introverted
boys were found to be more successful.\ Though these works
found the differences to be small, /it, at the same time
indicates the need to analyse such results based on the gender
differences.

Also at the higher institutional level, Savage (1962) in
Australia, Furneaux.(1962) in England, Bending (1960) in the
United States of‘America and Kline (1966) in Ghana have all
reported the .introverts as being academically superior to the
extroverts,

Rowell and Renner (1975) administered the Eysenck
Personality Inventory (EPI) to 136 full-time postgraduate
diploma students in Education and investigated the

relationship between personality, choice of method of

assessment and achievement in four theory courses. The

-
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researchers found, that P<.05 level of significance that thé
extroverted students achieved significantly higher scores than
their introverted pears.
This finding, again runs counter to Rushton (1966)., Leith
1969) and Leith and David (1969) mentioned abéve, but it
confirms the findings of Leith (1973) and Wisdom. (1973).
Using three types of tests and three different groups of
subjects, Elliot (1972) investigated pexsonality factors and
scholastic attainment in students. (He.Concluded that there is
a2 high correlation between extroversion and readiﬁg ability
(R.A) but a negligible /one between extroversion and
Intelligence Quotient (I-«0)) when Mental Age (M.A) and Reading
Ability (R.A) respectively are held relatively constant.
Exploring ancther dimension of the relationship between
personality «and  academic attainment, are the studies of
Smithers and Batcock (1970) and Wilson (1971). In these
studies the relationship between personality and students'
performance in: different academic discipline were
investigated. Wilson (1971) reported that extroversion was
found to be significantly related to failure for all the

students in the Arts Faculty. Neurotic introverts performed

R
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petter in Engineering and Language while the stable introverts
excelled in Pure Science and History. However, in the social
sciences, he found that the correlation between either of
these two personaiity variable and attainment was negligible.
These findings were supported by Kline and Galé's (1971)
study.

On the African scene, studies <«investigating the
personality correlates with academic performance have been few
and the few ones .available have reported very low-
correlations. Durojaiye, (1974), used the Gibeon's spiral
Maze as a measure of stability-inq;ability in students. He
came up with correlation ranging from .08 to 0.16 between this
personality measure. and school performance among a group o;
Uganda secondary ééhool pupils.

From all the studies reviewed, it became apparent that
the extrovert and introvert péreonalitf dimension has effect
on students activities and academic achievement. However, the
magnitude and direction of the effect is not conclusive. Thus
this present study attempted to find out the magnitude and
effect of these personality variable on the achievement of

students in social studies at the College of Education level.
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“

2.14 Learning and Retention of Facts

~
The essence of the learning process is the systematic

assessment of the ability to recall'learned information, as
well as the capability to transfer the acquired knowledge when
the need arises, (Uwakwe, 1984). However, this ultimate goal
may never be attained unless the three sequential stages of
learning processes acquisition, retentien, and recall are
effectively stimulated. It 'is only @ systematic process of
learning that can ensure the attainhment of this ideal. The
need therefore, arises that educational systems should seek
ways of ensuring the attainment of meaningful and effective
fact retention for the.purpose of recall at both the immediate
and remote future.

Researchersin psychology and education, like Siemick
(1967) ; Neissey (1967); Adams (1967); Tallend (1968); Postman
and Keppel'(1969) have expressed concern over the fallibility
of the human memory. Tallend (1968) and Postman and Kepple
(1969) have come up with diverse factors contributing to
learning and retention of factual materials in various
learning environments.

The psychoanalytic theory postulates that pleasurable
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materials when learnt are less prone to forgetfulness than
painful experiences. Similarly, Fay and Smith (1941) posited
that materials learnt under cool temperature are more easily
retained and recalled than thése learnt under hot envixonment.
Materials learnt at a temperature higher than 69%- Farenheit
are less remembered. This, they taggedy the climatic
temperature or Temporal theory. It follows,therefore, that
learning undertaken under cool environmental condition is
likely to make more permanent impression than that learnt
under humid or hot environment:

Robinson (1970) asserts, that forgetting is not a simple
fading away of once known materials or impression, but is
dependent on time~ ‘and space as well as individual's
constitution. Thils view further buttressed the view of Gray
and Rogers (1259) who had earlier postulated that people tend
to forget“the content of an article in a controversial issue
more rapidly if theydisagree tham if they agree with it.

However, Robinson and Udoh (1979) outlined four methods
of attacking forgetfulness in order to accelerate rememberiné."
These are: stimulating interest and maintaining the intent to

remember; selecting the key words and phrases in a study task

.
v



70

or lecture; repetition; and distributed learning. The second
method underscorées the study of note-taking activity in
learning a Social Studies content which is known to be more
often than not taught through the expository | method
(Okunrotifa, 1972 and Robert Voth 1975.)

The role of immediate and delayed recall was examined in

this present study.

2.15 Immediate and Delayed Recall

Recall is the s8elf expressive process of relaying
information item which an individuél has ' been previously
exposed to. In order to facilitate the recall process, tgé
materials must be well. learned and the learner should be
encouraged to express. himself in his own words rather than
repeating the instructors own words.

Facts and.ideas expressesl in the learner's own words are
often much more remembered. In this way the ideas the writer
writes become’' meaningful and make a deeper impression on the
learner.

Kintsch (1968) provides a careful review of the strength

theory of recall and recognition. This theoretical framework

has it that recall and recognition involve basically the same

.
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process except that recognition of an item requires a lower

-
-

threshold of strength than recall. This theory is supported
by the fact that'several experimental variables affect recall
and recognition in the same way. For instance temporal
variables such as time and retention interval/ as well as
massing and spacing of presentation impinge‘gimilar effect on
recall and recognition, Skotko and Rourke: (1980).

One theory of recall in psychological literature was
propounded by Eichs (1982). His composite Holographic
Associative Recall Model othérwise known as CHARM has a fairly
elegant theoretical framework. The main assumption of the
model is that items lare represented as pattern of features
rather than as éiscrete indivisible units. The items may vary
in their similarity to each other. Two such items are
associated | relatively by means of the operation of
convolution. The result of the association is stored in a
composite memory trace that consists of the superimpo-sition
of other association as well. Retrieval occurs by means of
operational coffelation. And finally the retrieved item is
identified as a particular response by being matched to every

item in a taxicon representing the semantic memory.
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The relevance of these theoretical viewpoint of recall to
—he present study is significant. Learners sometimes tend to
forget what they.have been exposed to due to ineffective or
jdeficient mode of learning or of presentation.

As Divesta and Gray, (1972) Khulvary, Dyer and Silver,
1975); Locke (1971), have individual posited; the most
reliable 1learning strategies for enhancing, retention and
recall of the content of a lecture #g—to take a written
transcription of the material presented. This shows the
relevance of note-taking as aiding recall of facts. As an
encoding mechanism, note-taking allows the learners to
transcribe whatever subjective association, inferences and
interpretations that«occurred to them while they listened to
the text materiald /.The function of note-taking aids recall of -
facts or information stored in the semantic memory.

Crawford (1925); Howe (1970), studies lent their own

credence to the efficiency of note-taking as a facilitator of

-
-

effective immediate and long term retention and recall. 1In
this empirical stu&&, Crawford came to a conclusion that note-
takers had significantly higher immediate and long-term recall

scores than non-note-takers. However, he did not specify the
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note-taking strategy that was adopted by the note-takers in
his study. Equally, Hows (1970) demonstrated that the
probability of recalling items that occurred in the subjects
own notes was about seven times that of items net “in the
notes. He also revealed that subjects who were/allowed to
review their notes had significantly higher‘mean recall test
scores than their non-note-taking counterparts who attended to
an interfering task. This, in é way, brings in the

essence of rehearsal immediately after 1listening or
immediately prior to taking a test on the lecture content.

“

Divesta and Gray (1972)) showed that note-taking leads to
an increase in the snumber of ideas recalled from prose
passages. He furtherconcluded that the increased attention
given to the/ concepts while taking notes increases the
probability, that the concepts will be retrieved even though
there is little or no chance to review the notes before taking
the test.

From another perspective, Hunkin's (1968) experiment
brought in the idea of higher order questions prompting more
thorough study and re-organisation of the material learnt. He

also claimed that more important propositions from the notes
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are recalled if questions asked are of higher order than lower
order.

In many reported studies, learning was tested with
immediate retention test only. But Patrick (1968)
administered mﬁltiple choice tests immediately after lecture
and one week later, to test délayed retention. His data
showed that retention and recall were .lower on the delayed
test than the immediate test. However, the effect of note-
taking remained conspicuous in tHat) note-takers recalled more
facts than non-note-takers.

In a similar investigation Einstein, Morris and Smith
(1985) revealed that din both theaimmediate and delayed te