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			Preface

		

		
			What led you to want to be a teacher? Do you remember elementary, middle, and high school? Is what you remember mostly positive or negative? Perhaps there is a mixture of feelings and emotions attached to those years. While some teachers excited us about learning, others did not. Some classes were enjoyed and some just had to be gotten through, taking in curriculum that was required by our state government’s educational standards. 

			Something led you to want to teach. Was it an interest in children’s success, both academically and socially? Was it a desire to facilitate students, at whatever age, in knowing themselves—impacting their future in a positive manner? This may have served as the impetus for going into the educational field. You’re invited to take a moment and reflect on what led you to want to be a teacher. 

			To be good at this craft of teaching, we understand that those recipients of information are not just thinkers, but feeling human beings. Subsequently, in order to teach the whole child, there needs to be an acknowledgment of differences and similarities of students in our charge. Teaching and Learning: A Model for Academic and Social Cognition was created to stimulate this awareness and bring it to realization. 

			This model presents the things that influence our lives both internally and externally. Just recognizing this presents a broad picture of what impacts learning—our own and that of our students. Subsequently, the first part of this book examines who we are as educators and who our students are as learners. The second portion provides means for implementing and applying the model, whether that is in the school, home, or community.

			This book is designed to hold a conversation with you, the teacher candidate, practicing teacher, or interested parent or person. There is information presented that addresses you directly, and at other times there’s material for your reflection that may be addressed with a friend or in groups. Much of the text is from our personal experiences as educators, and some is from those of other known authors. 

			As the famous animation artist and visionary Walt Disney said, “We keep moving forward, opening new doors, and doing new things, because we’re curious and curiosity keeps leading us down new paths.” “Go forward,” we say. “Go forward and enjoy the read! Learn and teach effectively!”

			Authors’ Philosophy

			The philosophies presented in Teaching and Learning: A Model for Academic and Social Cognition are based on concepts relating to the model’s theoretical constructs. The core perspective is that there’s an interrelationship between thinking and feelings that’s reciprocal. Reflection on past experiences effect behaviors in the present and influence one’s future actions. Thinking and feeling are seen as major influences for behaviors and actions in academic and social settings. 

			The concept of holons—everything being connected to something (Koestler, 1978), or nothing being separate from anything else, with an interdependence being realized—is part of the model’s philosophy. Common social and societal realities experienced in all settings impact on individual and whole groups’ belief and value systems. These, in turn, are affected by external factors of religion, economics, academics, and politics to form a world sociology. These philosophies serve as the underpinning and overriding components for knowing who one is as a learner and teacher. They collectively rely on awareness of academic and social thinking and feelings/emotions. 
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Part One

			A New Learning and Teaching Model
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			You’re becoming a teacher, or you are a teacher, and in either instance you know, whether overtly or subliminally, that the responsibilities of educators encompass a great deal of information presentation and processing. You may see this as the academics of education, as it deals with “what” you’re teaching. However, underscoring that, there’s the classroom environment, which takes into consideration emotional factors. You would think of this as being “how” the class interacts when learning and as the social part of education. Together they form a whole classroom. 

			You probably recognize each classroom as being unique because of those occupying that space having different abilities and personalities. And it is the demonstration of these that come to form the concept of schooling being a diverse situation. So, there are differences, that’s a given. What may not be a given is the teacher’s role to balance these differences in a way that promotes learning being enjoyable and a process that’s worth one’s involvement. 

			During the years of teacher training and later, as educators experience the dynamics of their classrooms, having this mixed academic and social environment becomes clearly evident. Methods courses and those involving professional development are based on “how to” use varied means for disseminating information that needs to be learned. Underneath, or in conjunction with these, are the socialization issues. 

			Clearly, these impact the shared environment of the formal school setting. In that vein, just one responsibility of teachers is to promote self-
awareness and high self-esteem by providing information that will create amicable relationships. Then teaching is not just having what’s in a textbook being learned. Teaching also involves the communal interactions of a classroom influencing and being conducive to an environment that promotes, through discussion, definition and modeling, the ability to interact with others. 

			For six and more hours—five days a week from kindergarten through grade 12, and sometimes before and after that—parents put their most precious gifts, their children, into the teacher’s hands. What happens in that classroom shapes those in that space. This develops a desire to gain knowledge and the formation of attitudes, belief and value systems, and dispositions and demeanors. 

			What happens in the classroom serves as the catalyst regarding a desire to learn. The combination of individual’s and the whole group’s academic and social cognition, the thinking and feeling in the classroom, and the interrelationship of learning and teaching, as well as the internal and external factors that influence who one is as a learner and teacher, are the topics presented in part I of this book. 

			How would one define teachers? Fundamentally, they are present and future caretakers of learning and teaching. How this happens will influence the very core of who we are as individuals, and what come to be the thinking and feeling realities by which we live—wherever this may be. Because of the academic and social cognition that “is” the classroom, educators/teachers are major “memory creators” for one’s lifetime reference and reflection.

		

	


	
		
			
Chapter One

			Acquiring Memory, Realizing Cognition, and Comprehension

		

		
			We are in a state of becoming: the child, the adolescent, and the adult. All of us, each day, are going about the task of living, learning, thinking, framing, and reframing reality. These phenomena are natural, identifiable, and capable of being described. The person who is aware of memory acquisition, how cognitive and metacognitive processes work, and how comprehension is formed and occurs, is most able to take responsibility for learning—while being best prepared to learn and teach. 

			The memories we have of past experiences shape the personality we, as learners and teachers, exhibit on a daily basis in the present. And we all have different memories, because we’ve had different experiences, although shared memories may evoke the same feelings, or ones quite dissimilar. What’s important to realize is that we are influenced by our past experiences. We bring them with us every day at any given moment, and since we do this, so do we realize that the children we teach do this as well. 

			That past influences future endeavors, which rely on individual and collaborative sharing of collective memories. For this reason, this book commences with understanding of how memory works with respect to being a reflective practitioner, realizing what cognition and metacognition are, and then recognizing comprehension in relation to these. The teacher’s role in education is that of being “memory creators.” 

			Teachers present lessons that effect and affect learner’s cognitive functions, creating and delivering information that will be referenced and reflected upon throughout one’s lifetime. 

			Key words: memory, comprehension, orientation, attention, problem-solving, rites of passage, cognition, metacognition, memorizing

			Memory and the Thinking Connection

			“What is memory?” you might ask. Memory is the ability to recall information or experiences from the past and bring them to the present. For example, when driving, one passes a diner whose sign and place hold a special recognition. Recalling the pleasant meal had there, and reflecting upon it, a decision is made to go inside and get some supper. 

			Memories are recalled all the time based on recognition of connected and similar events—this happens in daily life with each of us and certainly the students in our classrooms, framing what they will learn and how they will learn. Various students hold different memories (McNamara and Wong, 2003). The context of how content or classroom material is presented and the classroom environment may trigger different memories in different students, leading to varied reflections that may positively or negatively impact the students’ learning. 

			Cognitively, memory involves recognition, recalling, and reflection. Did you know that memory may be initialized prior to birth? It is! Numerous studies evidence a recalling of smells and sounds initially introduced during a mother’s pregnancy. Later these are evidenced as recognized in newborns when they are “experimentally” presented with these sounds and smells.

			Developmentally, a baby coos and the parent interprets what is meant by this sound. As the baby matures to being a toddler the cooing is replaced with language that expresses what is wanted, or needed. The comprehension is then less interpretive and more established. Memory has been utilized with cognitive awareness through recognition, recalling, and reflection.

			Transition years, referred to as rites of passage, bring specific memories to the fore. These are the years between five and six, emergence into adolescence, then young adulthood. Middle to later years may be seen as additional rites of passage times, as viewpoints and/or perspectives are modified, due to memory of past experiences. Memories are powerful drivers to learning and often frame how a person acts in a given situation. For us as teachers, the same is true: memories both positive and negative can influence how we act and how we approach a given set of content. We love to teach what we love. 

			For you to personally realize memory, you’re invited to look back for a moment and try to recall your earliest memories. This may be difficult, because often memories are most frequently triggered by a present experience, but let’s give it a try. Recalling as best you can, you’re asked to think about the answers to these following questions. 

			Where did you live when you were growing up? What was the neighborhood like, and did it change over time? Why do you suppose it did or didn’t do that? Who were significant people in your life? With whom were you friends when you first went to school? Are these people still in contact with you? When did you learn to read and write? What were your experiences with these? How did that change over time? Did you like school, and if so, when were the best years? As you matured did you learn to ride a bicycle, or were you walking here and there? What was something/an event funny to you then, and what’s funny now? Did you think about driving a car . . . what kind and what was your first experience as a driver? 

			What about relationships? How did and do you form them? What are things that brought and now bring others to your attention in a negative and/or pleasant way? What do you think about the future based on your past? What are some dreams and desires you’ve had? What places have you visited near or far from where you live?

			When it comes to teaching you might think about these questions involving memory: What style and manner of interaction with a teacher gave you a positive self-image and motivated you to learn? What made a person a good teacher; a master teacher—how do you emulate this? Based on your own personal experiences of learning, what are your three top “to dos” and three “don’t dos”? Finally, did you ever wonder how your memory is formed? 

			Brandt (1999, p. 238) states, “The most fundamental thing scientists have learned about memory is that we do not store memories whole and therefore do not retrieve them that way either. When we remember something we actually reconstruct it by combining elements of the original experience.” Neuroscientist Antonio Damasio (1994) explains that a memory is recalled in the form of images at many brain sites rather than at a single site. Additionally, in 2008 he related, “Brain research indicates that multiple usages of neural pathways lead to the laying down of memory traces.” 

			How memory works or the question of why one remembers has been addressed by asking these questions: What causes one to remember some things and not others? Is this due to the personal involvement of an individual in what’s happening? Do the spoken or gestured style of delivery and the listener’s, viewer’s, or participant’s interest in the content material affect recollection? 

			Does one of these take precedence over the others? Gazzaniga (1998, p. 10) stated, “Evolutionary theory has generated the notion that we are a collection of adaptations—brain devices that allow us to do specific things. . . . Many systems throughout the brain contribute to a single cognitive function.” Subsequently, each of those aforementioned questions would receive a “yes” answer in that each circumstance influences what we remember. 

			Then, understanding how the memory works imposes a major dynamic when referencing the connections between experiencing things through our senses (hearing, seeing, touching, tasting, or smelling) and each of these serving as a means for beginning cognitive skill development. What we recall/remember through reflection (feeling-, thinking-, and emotionally wise) influences our memory acquisition (remembering). 

			In addition, biologically, neurons, which are the functional and structural components of the nervous system, form patterns called “engrams,” and simultaneously these activate memory (Shenk, 2000; Yount, 1996). Memory formation is part of cognition, because memory influences the joining of thoughts, ideas, opinions, and judgments with feelings, through recognition, recalling, and reflection. So, what is cognition? 

			Cognition

			There have been a multitude of conversations and perhaps as many articles written regarding the topic of cognition. One questions, “Is cognition thinking?” We respond, “Yes, it is. The words are synonymous.” An overall definition states that cognition is the process and/or processes that occur and are labeled, “thinking.” However, in a finite sense, cognition refers to the ability of the brain to process, store, retrieve, and retain information. 

			An example of this procedure may be you receiving an invitation to a party of former schoolmates. You process the contents of the invitation with its given date, time, and directions, as well as the enclosed list of those who’ve been invited, and you store this information until the date for responding is at hand. At that time you retrieve the invitation’s content information and make a decision as to whether to attend or not, resulting from what you’ve retained about this upcoming get-together—you processed, stored, and retrieved the retained information. 

			Since cognition relies on the use of memory based on past experiences, ask yourself whether it was easy or difficult to answer all those questions at the start of this chapter. Were some questions easier to address than others, and if so, why do you suppose that was the case? In realizing cognition, the act of remembering occurs in three ways: 

			1. Attention: the ability to focus on a specific stimulus without being distracted.

			2. Orientation: the ability to be aware of self and certain realities and facts while manipulating the information. This addresses the ability of a person to respond to stimuli and align with everyday life experiences.

			3. Decision-making and problem-solving: the ability to understand a problem, generate solutions, and evaluate these.

			These three areas of thinking/cognition move from and between levels of difficulty. Whether this starts with beginning awareness through the use of one’s senses with recognizing and acknowledging the sound of a voice or the touch of a mother, or involves examination of stimuli, prioritizing, synthesizing events, or evaluation—thought is involved. The degree of thinking one does separates cognition from metacognition. 

			The transference from and between lower-order and higher-order thinking, going from and between cognition and metacognition, occurs thousands of times every day. And we’re hardly aware, as we mature, that this is happening. But it does, and the advanced thinking is referred to as metacognition. 

			Metacognition

			Metacognition is thinking processes at the highest levels. It involves the intricacy with which one processes, stores, retrieves, and retains information. The movement from and between one concept to another represents both cognition and metacognition. However, the latter of these focuses on “strategies for planning, monitoring, or self-checking cognitive/affective strategies, and self-awareness when making a decision or solving a problem” (Abedi and O’Neil, 1996).

			Some of the thinking processes incorporated for problem-solving, as explained by Fine (1997), subdivide into the following categories: 
(a) evaluation, (b) explanations, (c) intent assessment, (d) communication, (e) actualizing, (f) judgment, and (g) summarizing, past personal, read, or shared experiences. Using these seven metacognitive terms, examples are provided in statement and then question format to ascertain the meaningfulness of metacognition. 

			Statement and Question for Meaningfulness (QFM)

			(a) Evaluation: Wow, what a great test score! QFM: What made you think your test score was favorable? 

			(b) Explanations: My thinking is that physical exercise is good. QFM: What are three personal advantages you envision for exercising? 

			(c) Intent assessment: The activities I observed matched the lesson objectives. QFM: In what ways might you determine a test result other than observation?

			(d) Communication: “I saw the deer scale the fence,” said Tom. QFM: What was this like for you when you saw it happen? 

			(e) Actualizing: I’m washing clothes now. QFM: What made you do this now instead of tomorrow? 

			(f) Judgment: My thoughts about not eating before sunrise are concretized. QFM: What’s your strongest thought on eating before sunrise, and how do you suppose you developed that idea? 

			(g) Summarizing: At the end of each chapter there’s information about its contents. QFM: What were three things related at this chapter’s closing? 

			(What are some examples you might give for each of the metacognitive skills listed above?)

			Metacognition may also be explained as a set of skills and strategies one uses in monitoring and modifying how one learns, or as the knowledge and control people have over their own thinking and learning activities (Cates, 1992). Examining this idea of decision-making and problem-
solving as part of the metacognitive process, it should be noted, requires generative knowledge, which is awareness of material to solve problems (Ennis, 1985). 

			Also, Blank (1997) relates that it’s knowledge being constructed when students restructure or replace existing conceptions. Revealing and reflecting upon the status of one’s conceptions and problem-solving techniques, how one knows what one knows, is a metacognitive element. As Bruer (1993) states, “The cognitive process as it relates to metacognition involves patterns and relationships, emotions, the need to make sense, intrinsic interest, formal and informal learning, history dates, and even mathematical formulas. One’s way of enacting these processes defines logical structure since so much is based on individual perception” (p. 36).

			Another example would be that cited by Bogner (1990) when presenting the concept of solving a problem being part of metacognition, when he states, “Thinking begins as soon as the baby who has lost the ball that he is playing with begins to foresee the possibility of something not yet existing—its recovery—and begins to forecast steps towards the realization of this possibility, and by experimentation to guide his acts by his ideas and thereby also test the ideas” (p. 185).

			Therefore, making connections from recalling past experience (memory implementation) is a progressive orientation that results in metacognition (McTighe and Lyman, 1988). This is an awareness and action through thinking and occurs as the equivalent to going back and then forward to examine assumptions or structures in a person’s life (Fogarty and McTighe, 1993). With this understanding there are continual connections made between what was and what is and/or may be in the future. 

			One envisions that “there is not a separation in cognitive and metacognitive reality, but a melding of doing and being, a simultaneous or reciprocity of thinking and feeling for the formation of comprehension/understanding. Comprehension is, ultimately:

			• A result of cognition and metacognition with metacognition exhibiting the ability of one to examine a situation; 

			• Reflecting on past similar or dissimilar situations that have relevance to the one being questioned; and 

			• Bringing that information forward to solve a problem or address the circumstance in the present or near future” (Honigsfeld and Schiering, 2004).

			Comprehension

			Comprehension involves memory, cognition, and metacognition. Memory is the storing and then recalling and retrieving of thoughts and feelings. Cognition and metacognition are recognized as being lower- and higher-level thinking. Comprehension is the use of one’s memory and these leveled thinking processes with the ability to understand or have knowledge about something. It is the main goal of education. 

			We want students to gain an understanding of things. As such, school is not the simple acquisition of facts, but rather a place where students come to understand something in connection to how it works, can be used, or the association/correlation to other things. “Thinking/cognition is recognized through ‘comprehension’ to produce understanding” (Allport, 1937). Comprehension may or may not be verbalized, but regardless of this, it’s demonstrated through things said, and/or actions and behaviors in three applications, which include the following:

			1. Literal: Fact-based evidence of comprehension.

			Example: The first U.S. president was George Washington.

			2. Applied: Comparison and contrast comprehension, resulting from making connections to one’s own experience, or read or heard material. 

			Example: Reading about Washington’s presidency and that of Abraham Lincoln, I think I experience liberty and justice for all, because of their contributions to democracy.

			3. Implied: Inferential comprehension, based on context or illustrative material being presented in oral, visual, tactile, or kinesthetic formats.

			Example: Talking with others and reading about several of the U.S. presidents, it seems to me that one of their major responsibilities was setting policies that we use today. 

			Schiering (1999, p. 30) and Schiering and K. Dunn (2001, p. 45) explain, “These three applications define comprehension as, ‘ . . . relating to cognition and the orders of thinking, because in making a decision and solving a problem there’s a receptive, meaning-making, and active orientation’ (Li, 1996; Olsen, 1995). And as Abbott, 1994 relates, ‘This active orientation results in learning, which involves conceptual change—a modifying of one’s previous understanding of concepts so that they become increasingly complex and valid.’” 

			Comprehension and Memorizing

			If one memorizes information, is that indicative of one experiencing an understanding of it? Actually, memorization oftentimes demonstrates the lack of cognitive interplay that happens when comprehension occurs. This type of memorization is seen as one repetitively receiving the same information. As Freire (1998, p. 34) states in Pedagogy of Freedom: “Intellectuals who memorize everything, reading for hours on end, slaves to the text, fearful of taking a risk, speaking as if they were reciting from memory, fail to make any concrete connections between what they have read and what is happening in the world, the country, or the local community. They repeat what has been read with precision, but rarely teach anything of personal value. They speak correctly about dialectical thought, but think mechanistically. Memorizers inhabit an idealized world, a world of mere data, disconnected from the one in which most people live.” Subsequently, repetition of material does not result in comprehension, but rather retention of information as a result of this repetition. Would you agree? Why or why not?

			Memorization may result in comprehension resulting from cognitive awareness, as opposed to rote memorization—repetition so something is committed to memory. This is done by one realizing, recognizing, acknowledging, classifying, comparing and contrasting, evaluating, synthesizing, decision-making, and problem-solving. This requires acknowledging that there needs to be the reality of cognition, metacognition, and memory being present, simultaneously, or with one affecting, and having effects on the other for understanding, which results in comprehension.

			Memorization Effecting Comprehension: An Example

			For this writing, Bogner (2007) examines the idea of memorizing being part of comprehension by making connections through referencing and recalling past experiences by using a memory technique. When his daughter was going through a difficult learning task, she related that if she could just memorize the material then she’d know it and comprehend it. He assisted her by making varying connections that served as the memory traces that led to a recollection of each of the United States. 

			“For memorization of some of these geographical locations it was the states’ mere physical shape. Ohio looks like an ‘O,’ or the ‘V’ shape of Vermont. For others it was a reliance on other collective memories that was recalled and compared and contrasted in more complex cognitive ways. The comprehension occurred when he made connections to past events in his daughter’s life. ‘Remember when we traveled to Colorado? It’s right next to Kansas, (where we were living in 1995)’” (Bogner, 2007, p. 1). 

			The simple task of memorization of the fifty American states depicts the variation of richness between the complexity of memory traces (engrams) and the varying levels of cognitive processes that lead to their formation, much more than what we would expect in the classic perceived rote task of memorization through repetition. 

			Bogner continues, “The standard trick of a 19th Century memorization genius was to place each thought (such as a list of 100 names) in a room associated with an object. For example, the name, Beard, would be associated with the bureau with a shaving cup on it for Beard. This type of memorization wasn’t based on repetition, but the complex cognitive process of identification of patterns, comparisons and contrasts, and development of a sorting mechanism” (2007, p. 1)

			This is much the same as creating memory from a heard story in that one’s mind creates associations to assist in retaining the information. Hence, when recalling past experiences, or making connections to the present, thinking happens, and cognition and metacognition are employed, and memorization may well result in comprehension which is, in fact, one form of learning.

			(Do you remember memorizing things? If so, to what did you apply the memorization technique? How long do you recall retaining that information?) 

			Learning

			Learning is the process of linking comprehension to cognitive processes by developing skills that are genuinely transferable to everyday situations. “Learning is connected to reflective intelligence and affected by self-awareness, beliefs about one’s abilities, clarity and strength of learning goals, personal expectations, and motivation to know about things” (Abbott, 1994). Additionally, learning is a social experience. 

			As such, learning involves interaction between and among learners as meanings are shared. Information is exchanged and problems are solved in a cooperative manner (Glatthorn, 1995). “The ability to learn requires thinking about one’s own thinking” (Olsen, 1995, p. 134). Learning is a reflective process that is colored by individual perspectives including perspectives about self, and it is the subject of chapter 2. 

			Before we begin the next chapter, there are some questions for you to answer from this one. These serve as a review of the chapter’s material. And at this point we ask you to keep a journal for answering these questions. Also, this journal is for writing down anything you may have learned from the information presented, whether here or in future chapters. Or, if you prefer, keep an audiotape around and record your answers, as well as any thoughts, ideas, opinions, judgments, and feelings stimulated by your reading and sharing. 

			Chapter Discussion and/or Journal Questions

			 1. What are definitions of memory, cognition, and comprehension?

			 2. What are some things you remember from elementary, middle, and high school years?

			 3. What are the three areas of thinking regarding memory and their definitions?

			 4. With examples, how might these three areas apply in a classroom?

			 5. How might you explain metacognition and, in written sentence format, what are a few examples of metacognition?

			 6. According to Bruer (1993), how does metacognition relate to the cognitive processes?

			 7. What is the connection between cognition and comprehension?

			 8. What is the definition of conceptual change?

			 9. What is the connection between comprehension and memorizing?

			10. What are three types of comprehension, and how do these differ from one another? Provide one example of each type.

			11. What’s one definition of learning?

		

	


	
		
			
Chapter Two

			Varied Learning and 
Teaching Perspectives

		

		
			A Question

			(M. Schiering)

			Born from a thought

			On a day of rumination

			In solitude amidst a crowd

			There emerged, within myself,

			pervading questions.

			They tickled the cortex of this brain and then . . . 

			Spread slowly to block out any surrounding or extraneous interferences.

			These questions grew with an insistence and intensity,

			which could not be ignored.

			The questions were:

			Who am I as a learner and teacher?

			How do I best learn and teach?

			There are different types of learning as much as there are diverse ways to teach. What happens when learning occurs? What explains being a teacher? What exactly is learning? What is involved in the act of learning and teaching? Why is teaching sometimes effective and other times not that way? These two processes of learning and teaching seem to go hand in hand. Each complements the other and is necessary for the other to take place. 

			Because of the complexity and multilayered components of these questions, it’s not a simple task to provide one concrete answer to how one learns and teaches. However, understanding the definition of the learner and teacher, one first might examine the varied perspectives of theorists on learning and teaching. 

			Definitions and explanations of varied theoretical models for learning and teaching, with the baseline perspectives of these two, are presented. The differences between thoughts, ideas, opinions, judgments, and feelings are provided. Attention is given to behavioral, emotional, cognitive, developmental, experiential, sociocultural, and collaborative, as well as several other learning and teaching perspectives. 

			Each author’s perspective is then addressed regarding how their learning theory is applied to teaching and the practitioner’s use of the teaching method. The close of this chapter connects these theorists’ learning and teaching perspectives and also provides the theoretical framework for the comprehensive model for academic and social cognition, which is presented in chapters 3–8. 

			Key words: Learning, teaching, thoughts, ideas, opinions, judgments, feelings, theoretical perspectives 

			
				As I teach I learn and as I learn I teach. 

				What I learn and teach varies every day. My present and future learning and teaching are dependent on my experiential past, and how events in my life have been perceived and interpreted. 

			

			Defining Learning

			Learning, as we realize from information presented in the previous chapter, is a result of memory, cognition, and metacognition impacting comprehension. That is what happens when one learns, and it happens in all daily life situations, since it is a natural process for everyone. As Wenger (1998, p. 227; 2006, p. 1) maintains, “Learning is not an activity, something a person does when they don’t do something else. It is not something individuals stop to do, but rather the process of learning happens everywhere and at different levels, individually, collectively and socially.” 

			What are a few things you learned today? What are a few things you learned or revisited, topic-wise, from chapter 1?

			The Act of Learning: Information Processing and Modifications

			One form of learning is called information processing. This is likened to the mind being like a computer where there is input and storage of information. What happens next, like with the computer, is retrieval of this material, whether words or images. This involves reflection and use of one’s memory for what needs to be entered, what is to be stored in some fashion, and means for accessing this information at a later time (Glass and Holyoak, 1986).

			Another form of learning involves modification; it involves change, but change in what? Strict behaviorists regard learning as a change in the way one acts. For example, there is an observable change in the performance of a person when he or she has achieved the fine art of the brushstroke when painting a picture, or the proper use of a microscope during a science experiment. 

			Successes cause change in one’s approach to learning. The opposite of success may also be seen as the reason for modifications. For example, one’s conduct changes when the aforementioned brushstroke application is not achieved, or the microscope doesn’t focus properly. Or success may cause one to alter one’s approach by focusing on a specific discipline for additional achievement.

			Learning may alternately be defined as a modification in human disposition or capability, which can be retained (Gagne, 1977). During this process a person may learn, but his or her conduct need not change while his or her attitude does evidence this. The appeal of defining learning as a change in behavior, performance, actions, manner, or an observable change in human disposition is obvious. Recognizing learning as observable change allows it to be measured and, therefore, verified.

			If learning is defined with no reference to changes in behavior, it is difficult to determine whether learning has actually occurred or not. Linking learning to changes in behavior solves the scientific dilemma of how to measure when and if learning occurs in response to certain interactions with the environment, or methods applied when giving instruction. However, some theorists see the definition of learning as changes in behavior as being too restrictive, failing to adequately explain the subtleties of learning. Varied accounts tend to focus on learning as changes in human disposition or capability. 

			Hilgard and Bower (1975) suggest that the controversy over learning is really about facts and interpretation of facts and not over the definition of the term learning. However, in chapter 1, learning was related to comprehension and its various forms. So, learning involves not just literal/fact-based interpretations, but applied and implied comprehension as well. Most simplistically, learning is a loose, open-textured concept. In the struggle to understand the complex operations of the learning process, the act of learning has been defined in various ways. 

			There are two definitions that may seem to encompass most learning theorists’ perspectives regarding the act of learning: 

			1. Learning as change in behavior. One example of behavioral change would be a learner moving from not paying attention in class to being attentive.

			2. Learning as change in capability. One capability modification would find the learner doing well not just on this assignment, but all others as well, when previously the learner was doing poorly. Another capability change would be a learner approaching an assignment with confidence when previously the learner feared what was to be accomplished.

			Depending on the learning theory that one consults, these changes may be demonstrated by a modification in general actions of a person, or by a change in neural pathways and/or consciousness affecting one’s dispositions and resulting behavior. Another agreed-upon facet is that the learning process is the result of the individual interacting with the environment. Once again the nature of this interaction is highly variable; it may be a “stimulus-response” situation, or a more conscious and intentional interaction with the environment. 

			We ask, “How does learning occur? What factors influence learning, allowing it to happen more or less effectively?” 

			Illeris (1978) was mentioned in an article by Hausstatter and Nordkvelle (2007) concerning group work of students. He claimed that learning evidences conceptual knowledge that’s widely used and has many different meanings. We relate the following concepts about learning from our extended research and personal practice:

			1. Learning is psychological. This is where learning is perceived as and describes what’s going on in each individual. It happens while being characterized by a stable behavioral pattern, as a result of experiences and training.

			2. Learning is the interaction processes (direction) between the individual and the surroundings, where the psychological processes are more or less involved.

			3. Learning is a by-product of one’s experiential environment in accordance with how one responds to it. And it is synonymous with teaching, as imagined that the learner has learned what has been taught.

			In summation, learning is a complex phenomenon that is influenced by many factors. At its foundation, it’s a reconstruction of past experience that influences individuals’ and whole groups’ behavior and dispositions. 

			Defining Teaching

			Teaching is the act of passing on information for learning. This may be accomplished in a variety of ways, and these are addressed in the concluding chapters of this book. Most importantly, teaching is defined by the style of delivery and attention to learners’ needs that one uses on a regular basis in the classroom or other settings where learning occurs. Haugsbakk and Nordkvelle (2007, n.p.), referencing the new language of learning, related that “teaching is the facilitation of learning.”

			For teaching to be effective and affective the learner is understood to be more than a passive recipient of knowledge, but rather one who is actively engaged in the learning process by being involved through teacher attention to, as Dunn and Dunn (1978; 1992) relate, the classroom’s environment and emotional, sociological, physiological, and psychological factors. 

			What makes teaching effective is teacher modeling with respect to demonstrating a teacher’s personality and attitude being positive and uplifting, experience in instruction, aptitude that connotes an underlying ability to disseminate information while being a reflective practitioner (Borish, 2007), providing motivation, and an overall desire to have learners learn.

			Then, whether the learner learns what has been taught is dependent on who the teacher is, by understanding what thoughts, ideas, opinions, judgments, and feelings are being conveyed. To better understand that, the following definitions are given concerning differences between these cognitive terms (Schiering and Bogner, 2007). (In chapter 5, these are given specific attention in a narrative scenario.)

			1. Thoughts: Immediate conscious responses to reflection, which involve memory. Reflection is further defined by Schön (1997) as having two forms, which are reflection “in” action, or thoughts occurring now in the present, and reflection “on” action, as referencing something that happened in the past. Example: From my experience, I have thoughts that focus on learning being multidimensional. 

			2. Ideas: A prediction of future responses or speculation based on one’s perspective as a result of reflection. Example: She got the idea about good teaching practices from the book on educational theory. 

			3. Opinions: A combination of thoughts and ideas in that a formulated concept results. Example: The teachers were asked their opinions of the curriculum. 

			4. Judgments: Concretized thoughts, ideas, and opinions which are impacted by memory, while being based on reflection concerning past experiences. Oftentimes based on one’s level of attachment to a situation. Judgments are not easily changed, but they may well change. If easily modified, then you’ve expressed a thought, idea, or opinion, as opposed to a judgment. Example: My judgment is that many teachers are facilitators of learning. Until evidence of this is demonstrated on a continual basis not to be true for you, the judgment will remain a judgment—solidified thought.

			5. Feelings: A sensory and/or emotional response to stimuli that may be descriptive or classificatory. Example: The water felt soft as it slid through my open fingers. 

			Feelings are also defined as being the quality that something has in that one responds in a manner that connotes feeling of an emotional or intuitive nature and/or reflects on something to establish a formed response that is grounded in thought, ideas, opinions, and judgments. Example: The music collectively evoked the audience’s strong sense of joy as the symphony began. 

			Subsequently, feelings and emotions are one and the same and can be observed or defined as being joined. These then are transrational responses to stimuli in that a sensory response to situations occurs at the same juncture as deeply held thoughts, ideas, opinions, and judgments. Feelings/emotions may be seen as “root responses” to stimuli.

			Combining Learning and Teaching: 
Theoretical Perspectives

			Educators enter the classroom or approach the learning situation with a set of assumptions; assumptions about themselves and assumptions about the learner and his or her capabilities and interests, as well as assumptions about how learning occurs. These assumptions, whether conscious or subconscious, help the teacher frame how he or she will approach, design, and structure the process of learning for the student. It is important to note that most educators borrow from more than one theory, using various ones to gain perspective on different aspects of the learning process. 

			This is understandable, as most theories are attempts to elucidate/illuminate precise aspects of complex natural phenomena. So, in practice, most educators respond to the process of learning and teaching, as they draw from bits and pieces of various theories and social assumptions. Some may be well thought out and nameable while others are less discernable. But what an individual believes and assumes will surely impact how the teacher teaches and how he or she will approach the learner and the learning process. From what you’ve read thus far, ask yourself how you think learning occurs and teaching is best conducted. 

			Experiential Learning: Dewey and Kolb

			Bogner (2008, p. 1) synthesizes Dewey’s thoughts on learning by relating, “Learning may be defined as a reconstruction or reorganization of experience which adds to the meaning of experience and increases ability to direct the course of subsequent experience.” He continues with this synthesis in the bulleted areas that follow: 

			• “Learning is a natural process. Throughout life, it is evident that individuals engage in learning, striving to connect life’s events to meaning” (Bogner, 1990, p. 110).

			• Learning is stimulated by problematic situations. “Learning, by being a natural event results from an equally natural situation, namely controversy or discrepancy. To learn, individuals must be actively engaged in a mental process of connecting events to meanings” (Bogner, 2008, p. 1).

			• Learning is an active process. Learning results from the active involvement of the individual in reflecting upon an experience and an action he or she performs in an environment. For example, the learner pounds a nail into the wall and hangs a painting on the nail, only to see the painting crash to the floor as its weight pulls the nail from the wall. 

			• Learning occurs next when the individual reflects on the results of his or her action. In this case, the learner refers back to the directions that came with the painting, noting now the paragraph directing the individual to sink anchors into the wall to hold the weight of the painting. This reflection on the action and the conclusions drawn from that reflection represent the learning. One may learn from the above example that it is important to drill a hole in the wall and insert an anchor prior to hanging the painting. 

			• Another may reflect on the same experience and draw the conclusion that he or she is simply “not handy” and “learned” from the experience that, in the future, he or she needs to hire someone else to hang works of art. Subsequently, learning from the experience may well result in two people drawing two entirely different conclusions from the same experience.

			• Learning involves the formation of connections between various ideas, meanings, and events. Learning is experientially based and is essentially a process of detecting connections or relationships between one’s environment (termed experience), and the mind and the action (termed reflection). Simply stated, “Learning results from reflections on an individual’s experiences” (Bogner, 2008, p. 1).

			• Learning is a directed mental activity. The processes of learning and thinking are intricately connected, with neither being a random process, but seen as being linked to specific needs or goals. According to Dewey (1938), all knowledge, thinking, and learning grow out of experience. One must do, but in order for learning to occur, one must also reflect on the doing. The act of learning involves both a sensory or experiential component and a mental or cognitive component.

			Bogner (2008, p. 2) explains that Kolb (1984) concurs with Dewey in that new knowledge is born out of “observations and reflections” made in association with the individual’s current stock of meanings, concepts, and knowledge. The new knowledge is, therefore, developed out of the old knowledge. The new knowledge is a reconstruction of the old knowledge. Observation and reflective inquiry lead to thoughts on the applicability of currently held beliefs or meanings about the ways certain things operate in the world. These new thoughts lead to a reconfiguration of meaning.

			Experiential Learning Applied to Teaching

			The teacher subscribing to the experiential theory of learning will construct lessons that give the opportunity for the student to learn by experiment, by doing, or by constructing something; in short, by being active in the process of learning. This theory of learning is antithetical to the theory of learning that presupposes that the learner is just taking in information “that comes to the person in an already prepackaged way” (Schiering, Buli-Holmberg, and Bogner, 2008, p. 12).

			According to the experiential theorists such as Dewey and Kolb, learning only occurs when an individual has the opportunity to perform an act, either mentally or physically, and then reflect on the meaning of this action. During the process of reflection, the individual forms new connections between this act or piece of information and others, which are a part of the individual’s previous experience. 

			The process of teaching serves to improve upon the natural course of learning. It formalizes what is often a random and haphazard activity. It encourages the individual to do and to reflect on the consequences of his or her actions, to form connections between previously unrelated events or actions.

			Practitioners’ Use of Dewey’s Method of Teaching

			• Structure the subject matter of education so that it is consistent with the experience of the learner; 

			• choose content for learning that is useful, consistent, and applicable to the present experience of the learner and not just useful in a distant future; 

			• individualize the subject matter or content to the experience of each student; 

			• accentuate learning by emphasizing both doing (experience) and reflection; and

			• extend one’s learning situation into another field or to further the experience of the learner into new situations ripe for continued learning.

			In a traditional educational setting, when things have to “be made interesting,” it is because the interest itself is wanting. In Dewey’s method of teaching, if a teacher wants to be truly concerned with lessons being interesting, relevant, effective, and productive, then the teacher should carefully select subject matter which relates to the learners’ current or past experiences. If the teacher is successful in this structuring of subject matter, then the student will learn and enjoy the process of learning. It will seem natural. Indeed, it is natural (Bogner, 1990). 

			Developmental or Hierarchical Learning: Piaget

			Piaget (1936/1963) focuses on how the development of language influences the process of thinking. His theory focuses on maturation and cognitive development in age-related sequential stages. The basic principle in his theory is that children construct their own understanding. Knowledge is not a copy of the reality. Therefore, learning is a process in which the child, through assimilation and accommodation, develops meaningful structures of knowledge. 

			This happens when children have their own experiences and interpret these based on an already established structure of knowledge, which relates to Dewey and Kolb’s perspective. However, it differs with respect to the knowledge only being provided, with one acquiring the first stage of development before being able to move to the next. 

			According to Piaget, the child seeks equilibrium between an established structure of knowledge and new knowledge through the aforementioned assimilation and accommodation. The former occurs when a new impression fits into an already established cognitive scheme. The latter occurs when one changes an already established cognitive scheme and learning on a higher level happens. Therefore, new learning results from an expanded thinking pattern by the adaptation of the new and adjustment of the old.

			Developmental or Hierarchical Learning Applied to Teaching

			Educators who follow this model are likely to construct lesson plans that are considered to be “age appropriate.” This is accomplished by making sure that the tasks and the subject matter match the cognitive level that is considered “normal” for the age group. The teacher addresses assignments with the assumption that one must master certain lower-level cognitive skills before one can access and use higher-level cognitive skills. Young children and prelanguage children are not capable of higher-level, more complex thinking; subsequently teachers will presuppose certain outcomes as being possible and others not, without testing whether higher-order thinking is actually being experienced by the learner. 

			Practitioners’ Use of Piaget’s Method of Teaching

			Educators at the preschool level would focus on such tasks as classification, understanding of time, and numbers. Avoidance of experimentation and hypothesis formation would occur, as these are higher cognitive skills not believed present until later ages. Movement between age groups is not realized in the classroom and moving between lower-level and higher-level cognitive functions is discouraged. 

			Fundamentally, children learn by exploring their environment and learn best when given a chance to manipulate it. However, the processing of these interactions varies by age and the cognitive developmental level. As one develops greater cognitive abilities, one’s understanding of subject matter becomes richer and more complex. Therefore, the acquisition of cognitive skills and knowledge may be planned from grade level to grade level, moving from lower to higher levels of difficulty.

			Sociocultural Learning: Vygotsky

			This theoretical perspective is based on learning as a construction of knowledge between the individual and the society. As social beings, much of our learning occurs within some type of social setting, happening within groups or as a result of interactions with others. Vygotsky (1978) was concerned with the process of developing the higher levels of thinking such as memory, attention, decision-making, and concept formation. 

			According to his theory, each of these results from culturally required development by scaffolding or building knowledge. He maintains that the individual, already from his or her birth, is a social and collective human being. The person’s development is dependent on surrounding conditions such as home conditions and the learning environment in schools. While Vygotsky agrees with Piaget that language is an important tool for thought and problem-solving, he relates that the child’s competence has to be understood from three aspects:

			1. The “actual zone,” which refers to what the child can do by himself or herself;

			2. the “potential zone,” referring to what the child can manage with help from others; and

			3. the “proximal zone of development,” defined as occurring between the actual and potential zone (Vygotsky, 1978; 1986) as “the distance between the actual developmental level, as determined by independent problem solving and the level of potential development, as determined through problem solving under adult guidance or in collaboration with more capable peers” (1978, p. 86).

			Sociocultural Learning Applied to Teaching

			Individuals seek out and are seen as often being aided in learning by persons who have more knowledge and understanding of the subject matter. This person is referred to as “the competent other.” Teachers who follow this theory will structure learning to take advantage of this natural process of learning from others with more knowledge. 

			Practitioners’ Use of Vygotsky’s Method of Teaching

			Teaching assignments and information reception will focus on tasks the learner can do without assistance and also may manage with help from others. The teacher will assemble groups where individuals who are more competent will be in a position to assist those with less knowledge or competence. Likewise, the teacher or the school may assign mentors or establish tutor relationships. 

			Assignments can also be constructed that will push the student into conversations with more competent individuals—for example, interviewing a person who has expertise on an issue or can share another perspective. The practitioner applying Vygotsky’s theory would be likely to incorporate differentiated instructional techniques when teaching. 

			Ecological Learning: Bronfenbrenner

			The ecological components of Bronfenbrenner (1979) include various aspects that impact the human development processes, as well as learning. Special emphasis is placed on the social settings where learning occurs. His learning theory gives possibilities for analyzing complex and dynamic development processes. Bronfenbrenner defines the method of this ecological process as being progressive, a reciprocal adaptation between an individual’s development and the changeable environment that surrounds him or her. 

			As a result, learning occurs when one’s development is influenced by the social relations that arise in and between the different settings where one is a participant. Transition is a central component in ecological theory and occurs “whenever a person’s position in the ecological environment is altered as the result of a change in role, setting, or both” (Bronfenbrenner, 1979, p. 26).

			Ecological Learning Applied to Teaching

			A learner’s development is a direct consequence of the number of different groups, settings, and roles in which the person interacts and is engaged. Following this theory, teachers will structure the learning environment to place students in a variety of roles and settings, challenging them to be team leaders, writers, scientists, artists, and/or collaborators. 

			Practitioners’ Use of Bronfenbrenner’s Method of Teaching

			The teacher must be inviting to students, encouraging them to take some risks in their new and varied social settings and roles. It is the dynamism of risk-taking that is critical to development. In a holistic way, this practiced theory gives support to the importance of the arts and music in the curriculum and the equal appropriateness of the presence of extracurricular activities, such as athletics, in the school. This is because all of these activities allow the student to assume different roles with varying social groupings, leading to greater personal development.

			Collaborative Learning: Wenger

			Wenger (1998) relates that interactions with others help each individual to bring more out of the learning process than he or she could if he or she had not acted together with others. Therefore, thoughts, ideas, and understanding develop within the individual but not independent of others or outside of society. It is through interaction with one’s environment that one can develop extended knowledge. In this perspective, Wenger presents the concept of learning conditions as a way to explain the interplay of human relations where learning happens. Learning conditions are always a part of a social relation. 

			Wenger (2006) explains that the individual is the focus, and as a person in the world, he or she is a member of a sociocultural community and signals that learning happens in a context. “Communities of Practice are groups of people who share a concern or a passion for something they do and learn how to do it better as they interact regularly” (p. 1). Learning that happens in one specific, practical, and social context is not automatically transferred to another context. Knowledge and skills will be situated to specific types of practice, as certain group setting and interactions enhance learning, while others detract from it. 

			Collaborative Learning Applied to Teaching

			Because learning happens in social settings, teaching is often culturally bound, with the learning being connected to a specific situation. Transference of thoughts and context are not harmonious between varied social settings. However, the collaboration within a group enhances comprehension of presented material. 

			Practitioners’ Use of Wenger’s Method of Teaching

			Teachers will structure group settings, such as classroom interactions, so that these situations assist the individual learner through the group’s usefulness or overall effectiveness. Educators who follow this theory will not assume that learning in one setting can automatically be transferred to another setting. Instead, the teacher will need to assist the students in making connections between one situation and another, helping the students to see how an already acquired skill or set of knowledge is pertinent to the new setting. 

			A fundamental component of this type of teaching is that there is verbal interaction within groups. Also, the students have a sense of community within their group. Roles within the group are not assigned, but rather a flow of discourse and discovery occurs with the group’s sharing. All members of the group are respected for their contribution to the group, which results in collaborative learning. A gaining of information, or even a change of one’s perspective with regard to circumstances of a given environment, are factors to be considered when designing collaborative learning. 

			Individual Learning Styles: Dunn and Dunn

			Over time, many educators have noted that different individuals within their classroom perform better at some tasks than others. And individuals who perform well in one discipline may perform badly in another and vice versa. Drawing from these observations, educators and theorists have concluded that individuals possess varying learning styles that correspond to the individuals’ differences in perceptive ability, cognitive processing, information management, and sensory variability. 

			Keefe (1979) noted the learning-style movement emerged from the reform movements of the 1960s and 1970s as a key element toward increasing instructional responsiveness to individual students’ needs. Keefe and Languis (1983, p. 56) “describe learning style as the consistent patterns of behavior and performance by which an individual approaches educational experiences.” “Learning styles, therefore, are the composite of characteristic cognitive, affective, and physiological behaviors that serve as relatively stable indicators of how a learner learns, interacts with, and responds to the learning environment” (Schiering, 1999, P. 17).

			A popular learning-style model in the United States is that of 
R. Dunn (1984) and Dunn and Dunn (1978; 1992; 1993). It rests on research conducted during the past three decades. The theoretical cornerstone of the Dunn and Dunn model is based on the brain lateralization theory. It’s noted that within an individual a particular hemisphere of the brain may be more dominant than the other. Or, in another case, a dual brain dominance, where both sides of the brain function equally, is evidenced. Additionally, this model relates that most individuals can learn; different instructional environments, resources, and approaches respond to different learning style strengths.

			The Dunn and Dunn learning-style model begins with the environmental strand, which includes a preference for or lack of interest in sound, light, temperature, and room design. The emotional strand is next and addresses the elements of motivation, responsibility, persistence, and structure. Six elements characterize the third strand of sociological factors. These include what type of work collaboration one prefers, or for which one has a low tolerance. These include working by oneself, in pairs, with peers, on a team, with adult authority, or varied groupings. 

			The fourth strand is the psychological one with elements of perceptual preferences (auditory, visual, tactile, or kinesthetic modalities), intake, preferred time of day, and mobility. The final strand is that of physiological, and the elements in their model are analytical and global (field independent and field dependent), with the former exhibiting a preference for math and science and the latter for the arts. Also this strand refers to processors being reflective or impulsive. Researchers observed that the right brain processes information in intuitive and holistic ways. The left hemisphere, conversely, is more analytical and sequential in its manner.

			The strands and the elements within them represent factors that, in different combinations, can influence the learner in the process of learning. This model is not an alternative to established theories of learning, but is rather seen by Dunn and Dunn as a complementary model based on neuropsychological and cognitive theories.

			Overall, when a student is learning new and difficult material by reacting to certain elements within the strands, hemisphericity is evidenced with preferences for (a) no sound being present or some sound—even the whirring of a fan being necessary; (b) high-intensity lighting or soft illumination—such as a table lamp; (c) formal room design with a desk and chair or informal room design where one studies while sitting in a chair or lying on the carpeted floor; (d) working alone or in partnerships, in groups or teams; (e) no snacking or food intake or taking frequent breaks for food; and (f) sequencing material, or seeing the whole picture.

			“The first one of each of aforementioned indicate what’s referred to as an Analytic processor (Field Independent). This is where left brain dominance is demonstrated as the individual constructs information in a structured sequential manner while working on one project at a time to completion. The latter of those referenced in a through e signify a right brain dominance or Global (Field Dependent) processor who needs to see the whole picture, and works on many projects simultaneously without necessarily completing any of these by the assigned date or time” (Schiering, 2008, pp. 1–3).

			Individual Learning Styles Applied to Teaching

			Teachers who adhere to a learning-style philosophy create a classroom design that is both informal and formal. These respectively address preferences of global processors, who like soft illumination and an informal room design with sound present, and analytic processors, who like to have high-intensity lighting and a desk with a chair for learning tasks. The informal area may be a comfy corner that has carpeting, throw pillows, or the like, and accommodations such as individual headsets for listening to music softly played while concentrating on material. 

			Other classroom accommodations would include working alone or with others, in partnerships, in teams, with peers, responsiveness to authority figures, and the opportunity for healthy snacking, with the rule of “if you abuse this privilege—you lose it” being applied. Of course, the losing it would only be for a short period of time, as opposed to a full day or week. The child that is hungry is most definitely not able to concentrate on learning. Analytic learners would not respond to this particular “intake” provision, as they are not in need of snacking.

			Practitioners’ Use of Dunn and Dunn’s Method of Teaching

			The most important components for practitioners for this model are that each of the five strands and elements within them are addressed on an individual basis. Also, small-group learning situations are recommended. Learning style teachers provide opportunities for working in partnerships, as global processors do not like to work alone, while analytics do. Since perceptual preferences are not indicative of one being right- or left-brain dominant (global or analytic processors), teachers would be sure to have all modalities implemented for application of varied instructional techniques. This means that some projects or assignments would require tactile/kinesthetic involvement, while others may be more auditory and visual. 

			Realizing that the left-brain processors are usually highly structured, motivated, responsible, and persistent, the teacher would want to create assignments where different processors may work together in small groups or on a team, and allow for some “alone” time for those field independent learners. 

			The basic premise within the classroom and at home regarding learning styles is that the elements represent preferences that should be acknowledged. A learning-style inventory, as well as teacher observation, may provide preference information. Children who are physically comfortable in their learning environment are more likely to learn and approach it in a positive fashion than those who are continually working without recognition of their preferences in some or all of the strands. Ultimately, differentiation of instruction is evidenced when student learners’ favored ways of learning are addressed.

			Self-Efficacy Learning: Bandura

			One’s sense of self-efficacy and how this influences learning is the focus of Bandura’s (1977) theory. Primarily this addresses the various factors that impact a person’s development in feeling that he or she is in a state of well-being. It specifically focuses on the principal ways of understanding efficacy as a part of development.

			This is with respect to how it affects the quality of a person’s psychological perspective. How a sense of efficacy operates in individualistic and collectivistic social systems is given attention. There are many factors that influence development of collective efficacy and the way a person struggles to regain control over conditions that affect their feelings about themselves. 

			Bandura (1997) maintains that individuals struggle to exercise control over events that affect their lives. The capability to produce a valued outcome and to prevent undesired ones therefore provides powerful incentives for development and exercise of personal control. A strong sense of efficacy in a socially valued pursuit will be conducive to human attainment and well-being. As such, a person’s level of motivation, affective states, and actions are based more on what the person believes. 

			To understand what motivates a person, Bandura (1997; 2003) explains, requires that we need a framework that synthesizes the origins of beliefs of personal efficacy, their structure and function, the process through which they operate, and their diverse effects. These are simultaneously imposed and include: 

			• Cognitive processes: These influence a personal efficacy in a variety of forms. When a person sets goals, they are influenced by self-appraisal of capability. The stronger the person perceives self-efficacy, the higher goal challenges they set for themselves. Actions are initially organized in thoughts. What a person believes about his or her efficacy shape the types of scenario they construct and rehearse.

			• Motivational processes: These refer to a person’s foresight, motivating the actions one chooses. What a person believes influences the expected outcomes and motivation. Foresight is a personal guide and influences one’s motivation for choosing or not choosing a particular action. A person’s level of effort and need for success mobilize the person to use or not use their capability and resources. 

			There are three different levels of cognitive motivation: causal attribution, outcome expectancies, and cognized goals. Motivation influences the goals people set for themselves, how much effort they expend, how long they persevere in the face of difficulties, and their resilience to failure. 

			• Affective processes: These involve how a person copes with difficult situations. Personal capability to cope with stress and depression affects one’s level of motivation. Efficacy beliefs also affect how a person perceives and cognitively processes stress and controversy. 

			If a person believes that potential threats are unmanageable, he or she will look at many aspects of his or her environment as fraught with danger. This distress can impair one’s personal level of function. Conversely, if a person looks at situations as being nonintrusive and relatively calm, then the level of functioning is a state of acceptance and comfort.

			• Selection processes: These are when a person believes his or her own efficacy can shape the course of his or her life related to the types of activities and environments, which cultivate certain potentialities and lifestyles. He or she will avoid activities that he or she believes exceed his or her coping ability and select activities that he or she believes he or she is capable to manage. Various factors influence a person’s choice and affect the direction of a person’s development.

			Self-Efficacy Learning Applied to Teaching

			An important action for the teacher is to develop a learning environment where all students have the possibility of developing their own self-
efficacy and motivation for the activity. When learners are able to do activities that they believe they are capable of doing, higher levels of student self-motivation will result. Following this theory, teachers must be aware of the need for the learner to believe in himself or herself, value who he or she is, and feel secure in the learning environment. 

			Implementing a self-efficacy learning perspective may be achieved by teachers providing guidelines for being persons of good character. Defining and modeling respect in the classroom impacts learners’ sense of self-worth. Motivation then is a central factor and essential to creating interest in learning. A stimulating learning environment can affect the learners’ personal development and self-efficacy in a positive way, taking care of the learners’ need for experiences that give them mastery and acknowledgment. 

			Practitioners’ Use of Bandura’s Method of Teaching

			The teacher needs to create an environment with opportunities for mastery, giving the talented student academic enrichment as well as giving attention and support to those who struggle academically. One of the teacher’s main tasks, therefore, is to create a learning environment that focuses on the learners’ strengths and to devise solutions for intervention where weaknesses are present. 

			In schools there is pressure to report on tasks mastered and not mastered. However, if success is to be achieved for the learner, it is important for the teacher to start with activities that the learner will be able to master. The academically talented learners often get a lot of positive feedback, while learners who struggle often feel that they get negative feedback. This lack of positive feedback can influence the motivation of these students in current and future academic activities, and teachers must be conscious of rectifying this situation. 

			Empowerment Perspective: Dunst, Trivette, and Deal

			Different theories of empowerment share a common theme, namely that the primary emphasis is on the strengthening of an individual’s ability to control personal events within daily school situations. The empowerment perspective focuses on how human needs and concerns are viewed, how one addresses concerns and desires, and how one’s operational outcomes are related to indicators of success (Dunst, Trivette, and Deal, 1994). 

			Five years later these authors relate that empowerment has been championed by a number of behavioral and social scientists and practitioners in diverse fields, such as education, early childhood intervention, family-centered intervention, and participatory research. The idea of empowerment serves as a major force challenging entrenched thinking about the capability of people and the role they can play in shaping their own destinies. 

			Empowering refers to both the behaviors and the beliefs that reflect the individual’s sense of mastery and control over important aspects of his or her life. There are some key factors that are important in the empowering of a learner. These are enabling, enhance and promote, capability, and supporting and strengthening.

			• Enabling is used to refer to opportunities that are afforded to individuals to use existing competence, as well as to learn new competencies necessary to mobilize resources to meet needs or achieve aspirations. 

			• Enhance and promote are used to facilitate pro-social and positive aspects of behavior that strengthen a sense of mastery. 

			• Capability refers to knowledge, skills, and competences that individuals use to mobilize resources to meet needs, achieve aspirations, and fulfill the individuals’ functions. 

			• Supporting and strengthening refer to the outcomes of human service practice resulting from efforts to enable and empower individuals.

			Empowerment Learning Applied to Teaching

			The empowerment concept relates that teaching is incumbent upon an individual’s ability to learn, dependent on how the person feels about himself or herself. If the individual feels enabled or sanctioned, he or she may approach the learning situation very differently than if he or she feels uncomfortable, ill at ease, or diminished. 

			Practitioners’ Use of Dunst, Trivette, and Deal’s Method of Teaching

			Educators who follow this model strive to place students in situations where they will feel some sense of confidence in approaching the learning task. Teachers understand as well that students who have achieved some sense of mastery on one learning task will approach the next task with more confidence, and there will be a higher chance of success in learning this new task. 

			Viewed in extreme by critics, teachers who follow this model are seen as being soft on content, wanting for students to only “feel good about themselves.” But building on various research, the educators who subscribe to the theory of empowerment look back on the evidence that demonstrates that pupils who have succeeded will succeed again, and that those who feel no sense of empowerment will approach each new lesson with trepidation and, therefore, may not succeed as frequently. 

			Biological Brain-Based Learning: 
Jensen, Damasio, and Brandt

			Biological theorists focus on the anatomical and physiological changes that occur within the brain as learning occurs. These theorists are concerned with describing the ways in which memories are formed and understanding the variables that impact these processes. Brain-based theorists connect holistic health issues such as exercise, emotions, stress, nutrition, and positive attitudes to healthy brain functioning. 

			Subsequently, more effective learning occurs (Jensen, 2008; Damasio, 1994; Brandt, 1999). At its core, biological brain-based education is founded on the simple observation that the brain is shaped by experiences the individual has—modifying and shaping the experiences one has can shape and modify one’s brain. 

			Brain theorists have also noted that the brain, like muscle tissue, grows and develops from usage and can be shaped and molded from the performance of specific exercises. Damasio (2008) mentioned that a lack of physical activity and mental activity results in reduced brain capacity. Subsequently, the active brain functions better than one that is not involved in creating physical activities and/or mental exercises, so that learning best occurs when one is involved or engaged in that process.

			While various parts of the brain are associated with different functions, there also appears to be a difference in the way information is processed by the two hemispheres. Drawing on the original work conducted by Nobel laureate Roger Sperry, researchers observed that the right brain is more visual in nature, processing information in intuitive and holistic ways. The left hemisphere, conversely, is more verbal in nature, processing information in a more systematic and sequential manner. 

			While subsequent research has indicated that these processes aren’t quite as polarized as originally thought, researchers and educators have noted that some individuals tend to favor one hemisphere over the other, relying more on the type of processing of information that is associated with the right or left side of the brain.

			Biological Brain-Based Learning Applied to Teaching

			Educators who follow the science emanating from brain research will structure their lessons to accommodate for the individual differences students bring into the classroom, designing activities that allow for sequential thought and/or holistic thought, as well as convergent and divergent thinking. 

			Brain research conducted on individuals who have lost functionality in some parts of the brain, due to injury and disease, have shown remarkable plasticity, with the brain compensating for loss of functionality by relying on similar functions to compensate. For example, the loss of brain function on the left side of the brain leads to difficulty with speech. The same area of the brain on the right side is devoted more to the language expressed through song and rhyme. This being the case the individual can still communicate through song and the right side of the brain can be taught to compensate for the loss of left-brain functionality. Teachers armed with this knowledge know that they can approach the teaching of language in different ways, allowing the usage of song to assist those individuals who might be more right-brain dominant. The predominant idea is to have active engagement in learning so the brain is stimulated.

			The research on the impact of stress on learning also posits the teacher to be more attentive to the classroom environment and the impact of feelings on learning. Stress can and does impact learning and as science indicates, stress can vary from environmental to emotional issues in individuals. 

			This theory promotes structuring the classroom’s environment to diminish stress and provide opportunity for exercise to allow the brain to function better. Brain-based education supports the inclusion of physical education within a school and also presupposes that a school must be concerned with providing good nutrition to its pupils. A whole pedagogy of techniques has been developed geared at awaking the brain and stimulating it to enhance performance. 

			Connecting Theoretical Perspectives

			Each of the learning and teaching theorists’ perspectives presented in this chapter have useful and viable components in and by themselves. However, none of them, as with most learning and teaching models, are comprehensive. Most present one or two constructs with regard to the learner and teacher interplay. However, a model for academic and social cognition incorporates something from each perspective while adding to them. 

			This is done by providing an interconnection of social and academic cognition, and reciprocity of thinking and feeling. Additionally, there are external components that influence common social and societal realities and belief and value systems. Realizing these provides the knowledge about who one is as a learner and teacher. This results in the formation of an all-inclusive theoretical construct that may be implemented with practical classroom applications. 

			Theoretical Framework of Teaching and Learning: 
A Model for Academic and Social Cognition

			Collectively and independently, as theoretical practitioners of cognition, we have researched a wide expanse of learning and teaching models. Numerous researchers’ perspectives, and various theoretical frameworks developed by other theorists, have been examined, and we’ve added our own observations to come to a comprehensive model combining academic and social cognition’s impact on learners and teachers for information processing and dissemination techniques, as well as classroom implementation. 

			At the most basic level, we begin with the observation that thinking is a natural process. When observing the behavior of a toddler, even at a prelanguage level, one can observe the presence of thinking. Various cognitive processes interplay at differing levels of complexity; simple observation, experimentation, classification, or hypothesis formation leading to a realization of the child’s place in his or her environment. 

			The child or adult displays these various levels of cognitive processes in a classified manner. “These are addressed as the Reciprocal Thinking Phases. They’re termed: Beginning Awareness and Acknowledging, Critical and Creative Thinking, and Metacognitive Processes” (Schiering, 1999, pp. 32–33; 2003, 554–55). At any age, individuals move seamlessly between and among these various cognitive phases in a mutual manner (Bogner, 2008). 

			At the very beginning of the life spectrum there are behaviors that connote the cognitive process through nonverbal actions. Each of us interprets these through our own experience as new meaning is constructed. A basic example is seeing a baby smile at the sound of a voice. The cognitive function of acknowledging this reaction is clearly evident. This process continues until the baby develops speech that expresses thoughts, ideas, opinions, judgments, and feelings. This is done by forming meaning, as a result of what is happening in and around his/her home, neighborhood, family, community, and ever-increasing expanse of social/societal structures. 

			Feelings and emotions, as well, impact thinking. Thinking and feeling are joined and influence each other within and between one another in a reciprocal fashion. This concept is termed the cognitive collective (Schiering, 2005). As thinking and feelings influence an individual and/or groups of varied sociocultural standings, an awareness of who one is as a learner impacts how one learns. 

			This includes attitudes and dispositions, as well as behaviors toward learning and teaching. We explain that this awareness then impacts on the methods used when one learns and teaches, resulting in reliance on acknowledging, recognizing, and realizing what one thinks and feels.

			Individuals’ concepts regarding self-awareness within organized religious and social, academic, economic, and political settings and situations are enhanced through reflection. Such reflections create an individual, as well as group definitions of one’s perceived place or sense of belonging within those varied environments. Sociocentricity may come into play. This is where the group defines the individual’s membership in it by adherence to its rules or standards. 

			If one does not comply with all the rules of the group, then one is excluded from it. Subsequently, a sense of belonging doesn’t exist. What is important to know is that as easily as one is socially part of something so is one separate from it. Nonetheless, individuals come to relate to various situations through the experiences they have within them.

			What one thinks and feels forms belief and value systems. These begin in the nuclear family, regardless of its configuration with two parents, one parent, guardian(s), or the other circumstances of caregiving in this setting. These beliefs and values then continue to be formed outwardly and inwardly, as a world sociology influencing one’s own and the impact of others’ thoughts, ideas, opinions, judgments, and feelings with reflection on religion, economics, academics, and politics, affecting learning and teaching. 

			We believe that there is a sociology of the world and within this there are common social and societal realities that encompass and transcend one’s culture. It is these common social and societal realities that serve as a basis for discussions and exchange of viewpoints. They are the effects we experience each day and are as ordinary as how one gets to work, the places one likes or dislikes visiting, and movies and/or multimedia formats preferred, as well as a multitude of other things. 

			The social cognition exchanges bring solidification or modifications of individuals’ cognitive collective. In turn this brings one back, in cyclical fashion, to the concept of who one is as a learner being an ever-changing natural process. This happens as new experiences are encountered and meaning from them is constructed. As such, the authors believe that equal emphasis should be placed on who one is as a learner and teacher, as well as on how one utilizes the model for learning and teaching.

			The overall theoretical framework of Teaching and Learning: A Model for Academic and Social Cognition relates that while learning is a natural process, it is certainly a complex phenomenon, which is interconnected. Learning and teaching are impacted by common social and societal realities experienced on a life-cumulative and daily basis, the belief and value systems one has, the individualistic and varied ways in which information is remembered and processed, the thoughts and feelings that emerge, and the social groupings and relationships in which the individual finds himself or herself. 

			Linking all of these factors together into one holistic model would be advantageous to the learner and teacher. A model for academic and social cognition does that and is the topic of chapter 3, with its elaboration and practical application in the K–16+ classroom addressed in the remaining chapters of this book. 

			Chapter Discussion and/or Journal Questions

			1. On what does the experiential learning theory reside? How would you practice it?

			2. What is meant by hierarchical learning? What is one way to implement this perspective in a lesson?

			3. How would you explain the social component of learning?

			4. What are differences between actual, potential, and proximal zones in Vygotsky’s philosophy of learning?

			5. What are the strands of the Dunn and Dunn learning-style model, and what are some ways these and their interior elements can be applied in a classroom?

			6. How does the perceptual preference section of learning style equate to differentiating instruction?

			 7. What are the four components of empowerment learning, and how are they used in a classroom situation?

			 8. What is the focus of biological and brain-based learning?

			 9. What is an example of someone experiencing self-efficacy?

			10. How does a model for academic and social cognition differ from other theories and perspectives presented in this chapter?

			11. What are four components of a model for academic and social cognition?
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