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BACKGROUND

Throughout its history, psychology has provided vital information for a concrete definition of schooling through its research and theories on the nature, learning and development of the human being. It has been particularly productive in the last ten years thanks to the results of relevant research in education.  Greater understanding of our thought processes and memory as well as our cognitive and motivational processes can contribute directly to the improvement of teaching, learning and the whole enterprise of schooling. At the same time, educators concerned with the increasing problems linked to school dropout, low level of academic achievement as regards basic subject matter and other indicators of school failure are arguing for more learner-centered models of schooling. Such models attend to the diversity among students and use it enrich learning and produce results within the context of current school reform.

The following principles, which are consistent with more than a century of research on teaching and learning, are widely shared and implicitly recognized in several excellent school programs. They also integrate the research and practices in various areas of psychology, including clinical, developmental, experimental, social, organizational, community, educational and school psychology, as well as the field of education, sociology, anthropology and philosophy. In addition, these principles reflect conventional and scientific wisdom. They comprise not only systematically researched and evolving learner-centered principles that can lead to positive mental health and more effective functioning of our students, their teachers and the systems that serve them.

Learner-centered psychological principles and a systems perspective for incorporating them are necessary components of a new design for schooling. The systems perspective must focus on human functions at multiple levels of the educational system (learning, teaching, evaluating and management). From this perspective, educational practice will improve only when the educational system is designed with the primary focus on the learner. Psychologists, in collaboration with educators, can help decide how to best apply sound psychological principles in the redesign of America’s schools. A new and exciting vision of schooling, and psychology’s role in this vision, can then emerge.

Our immediate goal in offering these learner-centered psychological principles is to provide guidelines that can contribute to current educational reform and school redesign efforts and thus help meet the nation’s educational goals. Through dialogue with concerned groups of educators, researchers and policy makers, these principles can evolve further to contribute not only to a new design for America’s schools, but also to a society committed to lifelong learning, healthy human development and productivity. In developing these principles, psychology – together with other disciplines – can offer a unique contribution to the betterment of America’s schools and the enhancement of the nation’s vital human resources.

LEARNER-CENTERED PSYCHOLOGICAL PRINCIPLES 

The following 12 psychological principles pertain to the learner and the learning process. They focus on psychological factors that are primarily internal to the learner while recognizing external environments or contextual factors that interact with these internal factors. These principles also attempt to deal holistically with learners in the context or real-world learning situations. Thus, they must be understood as an organized set of principles and not be treated in isolation. The ten first principles subdivide into those referring to metacognitive and cognitive, affective, developmental, and social factors and issues. Two final principles cut across the prior principles and focus on what psychologists know about individual differences. Finally, the principles are intended to apply to all learners, beginning with preschoolers.

Metacognitive and cognitive factors 

FIRST PRINCIPLE: THE NATURE OF THE LEARNING PROCESS

	Learning is the natural pursuit of personally meaningful goals, and it is active volitional, and internally mediated; it is a process of discovering and constructing meaning from information and experience, filtered through the learner’s unique perceptions, thoughts and feelings.


SECOND PRINCIPLE: GOALS OF THE LEARNING PROCESS

	The learner seeks to create meaningful, coherent representations of knowledge regardless of the quantity and quality of data available.


THIRD PRINCIPLE: THE CONSTRUCTION OF KNOWLEDGE

	The learner links new information with existing and future-oriented knowledge in uniquely meaningful ways.


FOURTH PRINCIPLE: HIGHER-ORDER THINKING

	PRIVATE
Higher-order strategies for ‘thinking about thinking’ – for overseeing and monitoring mental operations – facilitate creative and critical thinking and the development of expertise.


Affective factors

FIFTH PRINCIPLE: MOTIVATIONAL INFLUENCES ON LEARNING

	The depth and breadth of information processed, and what and how much is learned and remembered, are influenced by: 

a) Self-awareness and beliefs about personal control, competence, and ability; 

b) Clarity and saliency of personal values, interests, and goals; 

c) Personal expectations for success or failure; 

d) Affect, emotion, and general states of mind; and 

e) The resulting motivation to learn.




SIXTH PRINCIPLE: INTRINSIC MOTIVATION TO LEARN

	Individuals are naturally curious and enjoy learning, but intense negative cognitions and emotions (e.g., feeling insecure, worrying about failure, being self-conscious or shy, and fearing corporal punishment, ridicule, or stigmatizing labels) thwart this enthusiasm.


SEVENTH PRINCIPLE: CARACTÉRISTICS OF MOTIVATION-ENHANCING LEARNING TASKS

	Curiosity, creativity, and higher-order thinking are stimulated by relevant, authentic learning tasks of optimal difficulty and novelty for each student.


DEVELOPMENTAL FACTORS

EIGHTH PRINCIPLE: DEVELOPMENTAL CONSTRAINTS AND OPPORTUNITIES

	Individuals progress through stages of physical, intellectual, emotional, and social development that are a function of unique genetic and environmental factors.


PERSONAL AND SOCIAL FACTORS
NINTH PRINCIPLE: SOCIAL AND CULTURAL DIVERSITY

	Learning is facilitated by social interactions and communication with others in a flexible, diverse (in age, culture, family background, etc.), and adaptive instructional settings.


TENTH PRINCIPLE: SOCIAL ACCEPTANCE, SELF-ESTEEM AND LEARNING

	Learning and self-esteem are heightened when individuals are in respectful and caring relationships with others who see their potential, genuinely appreciate their unique talents, and accept them as individuals.


INDIVIDUAL DIFFERENCES

ELEVENTH PRINCIPLE: INDIVIDUAL DIFFERENCES IN LEARNING

Although basic principles of learning, motivation and effective instruction apply to all learners (regardless of ethnicity, race, gender, physical ability, religion, or socioeconomic status), learners have different capabilities and preferences for learning modes and strategies. These differences are a function of environment (what is learned and communicated in different cultures or other social groups) and heredity (what occurs naturally as a function of genes).

The same basic principles of learning, motivation, and effective instruction apply to all learners. However, individuals are born with and develop unique capabilities and talents and have acquired through learning and social acculturation different preferences for how they like to learn and the pace at which they learn. Also, student differences and curricular and environmental conditions are key factors that greatly affect learning outcomes. Understanding and valuing cultural differences and the cultural contexts in which learners develop enhances the possibilities for designing and implementing learning environments that are optimal for all students. 

TWELFTH PRINCIPLE: COGNITIVE FILTERS

	Personal beliefs, thoughts, and understandings resulting from prior learning and interpretations become the individual’s basis for constructing reality and interpreting life experiences.


IMPLICATIONS FOR SCHOOL REDESIGN AND REFORM

The foregoing principles have implications for educational practices in the areas of instruction, curriculum, assessment, instructional management, teacher education, parent and community roles, and educational policy. Some of these implications are listed in the following sections to provide examples that are consistent with the learner-centered principles. They are intended to stimulate further thinking, discussion, and elaboration of ideas toward developing new designs for education.

INSTRUCTION

The characteristics of effective instruction

CURRICULUM

The characteristics of effective curricula

EVALUATION OF LEARNING

The characteristics of effective assessment

INSTRUCTIONAL MANAGEMENT
The characteristics of effective schools and classrooms

The characteristics of effective learning environments

TEACHER EDUCATION 

The characteristics of effective teacher education programs

PARENT AND COMMUNITY INVOLVEMENT

POLICY IMPLICATIONS FOR LEARNER-CENTERED SCHOOL DESIGN 

The characteristics of these policies

APPLYING LEARNER –CENTERED PRINCIPLES AND THEIR IMPLICATIONS TO ISSUES IN THE ASSESSMENT OF STUDENT ACHIEVEMENT


EMERGING LEARNER-CENTERED PRINCIPLES OF ASSESSMENT

To find out more: consult the following site: 

http://www.fse.ulaval.ca/fac/tact/fr/html/principle.html

Resource 2

Practical implications of cognitive theories

To adopt cognitive theory is to build one's teaching practice on the following assertion:

“Learners are not simply passive recipients of information; they actively construct their own understanding.”


The learner is at centre stage. The instructor becomes a facilitator of learning rather than someone who delivers information. This perspective on learning contrasts sharply with models that imply that learners ‘get the point’ as long as the instructor provides an appropriate stimulus. Cognitive psychology says that the learner plays a critical role in determining what he gets out of instruction.


As instructors, we may provide the same information to several students but we cannot always predict how a student will interpret or use the information. To illustrate this dilemma, consider what comes to mind when you hear the word cardinal. Some individuals think of baseball, some of numbers, some of the Roman Catholic Church, some of the color red. Some even think of sin; it all depends on background and current mindset. As a teacher, my goal is that when I say the word cardinal, everyone in the class makes the same association. It has been shown (Naveh-Benjamin, McKeachie, lin, and Tucker, 1986) that students who make the same connections and use the same content-organization patterns as the instructor do best on standard measures of learning, no matter how they start out organizing or associating content. This change in the conception of what happens during learning makes big differences.

Redefining the Student Role


Many students are under the impression that their task in class is passively to absorb what the teacher says in lecture, what is in the textbook, what they see in lab, and what they practice in homework. They are often unaware that what they think they absorb, read, see, or learn from practice may not be what the instructor intends. Their understanding of all these things is strongly influenced by a whole array of variables: their prior knowledge, their interpretation of what is important, the frequency with which they test themselves and their understanding, their perspectives on how all this relates to future use, and so on. Whether they realize it or not, and whether they like it or not, what they learn depends on who they are, where they have been, and what they do. Thus there is no absolute truth; even the initial intake of information is subject to idiosyncratic interpretation. Scholars in the field of communication have long maintained that both the receiver and the medium are part of the message.


To be most effective, learners must become aware of how their own biases and behaviours filter the information they receive. They must also take a developmental step forward in their understanding of the epistemology of knowledge. They must come to understand that there are multiple ways of interpreting reality. In one cognitive-development model (Perry, 1981), this movement from a dualistic view of the world ("Truth is truth") to one of multiplicity.  ('Truth is subject to interpretation"} carries with it a necessary change in one's view of oneself and in what one does during learning is the change from lower cognitive levels (memorization and simple translation of authoritative sources) to higher levels (analysis, evaluation and acceptance of personal responsibility for one's choices).

Redefining the Instructor ROLe

For the instructor's role, the first implication of shifting to a cognitive perspective is that neither the teacher nor the content is at the centre of the learning universe. Instructors become facilitators of learning. What we say is not necessarily what students get, unless we are very careful and deliberate about how it is presented. Information is easily garbled in transmission. Our job becomes one of minimizing the noise in the transmission, so that all the listeners (learners) interpret our statements in the same way, or in as close an approximation as possible, and store information in long-term memory so that they can retrieve it in the future. Better yet, we hope to convey the message in such a way that the learner can retrieve it without our intervention when the occasion demands. We do this by careful attention to how the content is structured, how it is sequenced, what examples and activities we use, how we respond to initial learning attempts, and an array of other instructional strategies.


A second implication for the instructor's role is that we are freed from our “Atlas complex" (Finkel and Monk, 1983). The weight of the world of learning does not rest on our shoulders alone; that responsibility is shared with students. They are the ones who must do the learning.  They select the learning strategies, monitor their own comprehension, and chart their own course. What we do is help them understand the tools they need for success and arrange the environment to make success possible.

These are difficult adjustments for teacher and student alike but, in the end, students are better off.  Someone will not always be there to decide for them what should and should not be learned, how to interpret new information, or what to believe.  Those choices eventually fall to the learners. The college years are none too soon for learners to become self-sufficient.


Implications for Teaching


From the cognitive perspective, teachers are faced with two tasks: First, we must organize the course and its content in a way consistent with what we believe about how learning takes place, paying attention to structure sequence, examples, and activities. Second, and simultaneously, we must help students learn how to learn content, a step in sophistication above the mere learning of content itself.  Let us examine how these two tasks are translated into action. Here are six principles drawn from cognitive theory, along with some implications for teaching.

PRINCIPLE 1 : 

If information is to be learned, it must first be recognized as important. 


Implication: the more learner’s attention is effectively directed toward what is to be learned (that is, toward critical concepts and major ideas), the higher die probability of learning.

It is easy to see this phenomenon in operation. Consider the way textbooks are structured. 

Important concepts are highlighted in bold or italic type. This draws the learner's eye immediately 

to those words, and they are interpreted as important. A lecturer does the same thing by writing a 

word on the board or putting up an overhead transparency. The lecturer can also highlight 

concepts by using an outline on the board, indicating the major components of the lecture. Verbal 

cues, such as `the next main point is... ." or vocal cues, such as slowing down perceptibly when 

emphasizing some idea, or repeating something important, can be used as highlighting. Phrasing 

an idea as a question is another way of drawing attention, by making it stand out from the 

background.  In discussion cases, instructors draw attention to main ideas by writing them on the 

board, repeating them, incorporating them into a summary, or reacting favourably when they are 

raised by students.

Likewise, students need to learn to recognize the clues that help them identify what is important. This may be what students mean when they say they have learned to 'psych out’ the instructor. They learn to pick up clues, however subtle, that the instructor uses to denote the relative importance of material. Eventually, as students become more knowledgeable about the content itself; they can use that knowledge to help determine the importance of new information, without the need for external clues. As noted in the previous chapter, this is one of the differences between the ease of learning in an advanced course and in an introductory course. Without extensive background in a field, all content appears important, and students struggle to master everything. As they learn more, they develop a feeling for what is critical in the discipline. An instructor can do a lot to assist students in recognizing how the discipline determines what is important, by making such discriminations explicit in class. It cannot be accomplished in one class alone. Over the space of several classes, however, students can become more efficient in discriminating the critical features that make ideas important for a field.

PRINCIPLE 2:

During learning, learners act on information in ways that make it more meaningful.

Implication:  both instructor and student should use examples, images, elaborations and connections to prior knowledge to increase the meaningfulness of information.


It is natural, in the flow of conversation, to cite examples, evoke images through metaphors and analogies, and translate abstractions into concrete instances for ease of understanding.  Most instructors use these devices regularly in explaining content. All these devices depend heavily on students' prior knowledge and experience. An example does not clarify a concept if the student has no experience of that example. Saying that a phratz works just like a klogue does not help if you do not know how a klogue works in the first place. Thus it becomes important for an instructor to know students and their backgrounds and to use that knowledge in the selection of activities and examples for use in class.


Students should be encouraged to make their own connections between what is being studied in one class and what they have learned in previous classes or in other settings. For example, students can create personal bibliographies of texts and readings from other courses that are related to the content at hand and then use those materials to supplement assigned readings. Many instructors have students scan the news media for examples related to class concepts. Students can learn to use vivid images and other elaboration strategies, as described in the previous chapter, if the instructor allows time during class for such activities.  Instructors can also counsel students to incorporate this practice of making content meaningful into their regular study procedures. An instructor who finds a student having difficulty creating class notes can suggest alternatives to make notes more meaningful. For example, class notes do not have to be exclusively in prose format; sketches and other visual stimuli can serve as helpful elaborations on a basic text. The common thread in these examples is to encourage students to make connections between what they know and what they are learning.

PRINCIPLE 3: 
Learners store information in long-term memory in an organized fashion related to an existing understanding of the world.

Implication: the instructor can facilitate the organization of this new material by providing an structure or organization of the information and, more particularly, by providing students with a structuring  they are familiar with, or by encouraging students to create such structures or such an organization; students actually learn best under the latter conditions.

This principle is at the heart of the cognitive view of learning.  We learn and remember information because we act on it in such a way as to fit it into an organized pattern based on our worldview. Instructors who present course content in an organized fashion are increasing the probability that students will use that organizational structure to understand and store the content. For a single lecture this means having a clear outline displaying that outline as a guide to listening; and maintaining an orderly sequence of concepts and examples. Earlier, we saw that the diagram enhances attention; here, we see it playing an additional role in learning.


In the overall course structure, organization means relating logical units of content to one another and building in a regular pattern toward the ultimate goal of the course. The pattern can be chronological, comparative, hierarchical, or representative of any other relationship. Whatever pattern is chosen, it should be made explicit to students.


The second part of the concept of organization is also important: relating the organizational structure to students’ existing worldviews.  In the absence of a clearly delineated structure from the instructor, students will impose on content the organization most closely related to their current view of things. Thus, in a history course the organizational structure that students are most likely to choose is chronological; it is what they are used to and is often their sole view of how history is organized. If the instructor's thinking is organized around some other structure, such as causes and effects, and if that organization is not made clear to students, then class content may appear very confused and disorganized. In the sciences, the influence of students' pre-existing organizations shows up in commonsense misconceptions about the causes of everyday phenomena. These misconceptions can create some bizarre attempts to explain events and are often very difficult to overcome.


In the absence of a pre-existing organization or one provided by the instructor, students are likely to revert to rote memorization, a technique that may work in the short run but will eventually reach its capacity limit and produce failure. When new information is not or cannot be tied to old, students may easily encapsulate it as separate from everything else. This makes the new information hard to learn and easy to forget. It pays for the instructor to be aware of students' backgrounds and predispositions and to clarify which patterns of organizing the content are acceptable and which may be in conflict with those of the students.


Students can learn to recognize or create structures to facilitate their own learning. As noted earlier, one measure of students' grasp of content is the degree to which each student's conceptual map of the content organization matches the instructor's map. Getting in the habit of outlining readings and lecture notes, creating tree diagrams showing the relationships of concepts to one another, and learning other forms of content organization are tools students can use to make learning more efficient. By introducing students to these tools an instructor helps them move closer to self-sufficiency.

PRINCIPLE 4: 
Learners continually check their understanding, which results in refinement and revision of what is retained.


Implication: providing the students with opportunities for checking and evaluating their learning are ways of supporting learning,


Think about how you read different types of material. If you are truly attending the material and not just skimming it, you constantly monitor your reading. Sometimes you are brought up short when you find a sentence that seems incongruent with your understanding of what has gone before. At that point, you back up and reread it, to find the cause of the discrepancy. That practice illustrates comprehension monitoring: an important executive process in learning. In reading, we have the luxury of interrupting ourselves to check on understanding, going back and replaying what we have just read to look for inconsistencies.  In classes, however, most students do not have that opportunity, because they are not in control of the pace of the class; the lecturer controls the pace. If they do not understand something or think they hear a discrepancy few students have sufficient self-confidence to interrupt and ask for clarification. Their usual response is to write down verbatim what is being said and go back and check it later. Poorer students, especially, may have given up the monitoring process altogether, in favour of just getting it all down. They feel they do not have time to think during class.


The instructor could give them this time. Most instructors pause periodically and ask for questions. They may rarely hear the important questions however, because they seldom wait long enough for students to formulate them, it takes a few seconds to mentally look back over what has just been said and check for understanding. It takes a few more seconds to create a question that will make sense to others and not make the questioner look foolish. That is already six seconds, at the minimum and only for really good students who have been able to keep up. Most instructors have difficulty waiting even a few seconds before moving on; no wonder we seldom get questions. Students do not understand everything perfectly - they are just not fast enough to recognize what they do not understand and then ask.


Once instructors become aware of the need for and difficulty of monitoring they can take steps to help students engage in this important strategy. For example, as just discussed, learning to wait a while longer after inviting questions (known as wait time} can be a big help.  An even more significant step is to be very directive about checking understanding. For example, many instructors insert pauses in their lectures during which students are instructed to write a one or two-sentence summary of what has just been discussed. One or two of these summaries are then reviewed out loud for accuracy. This practice gets students in the habit of thinking in terms of major ideas and summaries and periodically checking their understanding. Students who have not been able to produce the summaries become aware immediately that they did not understand something and can either ask questions or note their confusion for future questioning or remediation. This practice also provides the instructor with feedback on students' understanding before it is too late to do something about it - These are only a few examples of how monitoring can be built into a class. For additional ideas an monitoring, consult Cross and Angelo (1988)

Students can be encouraged to engage in their own comprehension monitoring. One particularly popular strategy is to set aside a column on each sheet of class notes. In this column, the student records monitoring questions as the lecture or class period proceeds, noting confusions, connections with other ideas, potential test questions, and so on. The mere presence of this column reminds the student to monitor thinking as the class proceeds.

Comprehension monitoring shows up most frequently in suggestions about reading. Students are encouraged to preview the reading and to record questions that they expect to be answered in the material. As they read, the need to answer those questions prompts students to process the reading at a deeper level than mere repetition of the words on the page, getting in the habit of pausing at each break in the reading (say, where headings appear) and asking questions about what went before is another way of tracking comprehension.

There we many possibilities for increasing awareness of understanding and its failure. Most important is to ensure that students see the need to pay attention to their attention.

Principle 5: Transfer of learning to new contexts is not automatic, but results from exposure to multiple applications.

Implication:  provision must be made during initial learning to ensure this transfer.


To believe that one exposure to material is sufficient to allow a student to use that information forever in the future is naive. To believe that a beginning student is able to see all the potential uses for what he is learning is also naive. Indeed, much of their schooling seems to have convinced students of the independence of content, what they learn in math class has no relationship to what they learn in English or chemistry and vice versa. As instructors, however, we know that knowledge is related and that using it in different contexts makes it more meaningful and more easily remembered. We also know that, in the real world, students are unlikely to encounter situations for using their new knowledge that are exactly the same as what they experience in the classroom. They must learn how to take what they learn and transfer it.


We can help them make that transfer by building it in from the very start. Our greatest tool for facilitating transfer is incorporating a wide range of application opportunities and settings into the learning situation. The more (and the more different) situations in which students see a concept applied, the better they will be able to use what they have learned in the future. It will no longer be tied to a single context.


An instructor can facilitate transfer through simple repetition. The more we use a skill or concept, the more automatic its use becomes, until we hardly have to think about it at all. It is the rare student who can learn to solve a complex type of math problem after trying only one example. It takes many hours of practice to become proficient at most things, to reach a level of automaticity.  Why should intellectual skills be any different?

A final facilitator of transfer involves getting students to abstract the principle from the practice. 

If students can articulate the steps they are taking to solve problems, or if they can extract an 

underlying concept from a set of examples, then they will be more likely to use that abstraction in 

a different context. This is known as de-contextualizing and is the more complex complement of 

"automatism." In practice, an instructor can have students talk to one another about the processes 

they are going through to solve problems. In so doing, they become aware of the steps they use 

(Lochhead and Whimbey, 1987). This awareness is then translated into increased ability to apply 

the sane steps, now detached from their original context, in a new situation.

Principle 6: Learning 
is facilitated when learners are aware of their learning strategies and monitor their use.

Implication: the instructor should help students learn how to translate these strategies into action at appropriate points in their learning.

These six principles discuss instructors’ activities in the context of teaching the content of specific courses, but they also apply to the content of knowing how to learn (learning strategies. too, can be viewed as content to be learned). Attention should be drawn to learning strategies. Their use should be monitored, and their transfer to new settings should be ensured. When an instructor takes on the task of teaching both the content of the discipline and the content of learning strategies within the same course, he will enrich students in both areas. There are several objectives and instructional methods for teaching the content of learning strategies.

Students need to know what cognitive learning strategies are. Most students are not aware of the different strategies available to them.  An instructor can illustrate the strategies that exist by taking every opportunity to point out the process of learning as it occurs. For example, to help students learn to recognize the clues that indicate the importance of material and the degree of attention it should receive, the instruction during the first few class periods, can explain the purpose of using visuals or the blackboard to highlight important concepts, as well as how the textbook uses similar techniques to highlight important ideas. After the first lecture, the instructor can illustrate these strategies by taking a few minutes to show students how the organization of the lecture should be reflected in their notes and to remind them of how that organization was made explicit during the lecture itself. At the beginning of the next class period, students can be asked to recall the main points of the previous class and to discuss how the organizational structure helped them remember the main ideas. These we only a few examples of how an instructor can make learning strategies explicit in the context of the course itself. These strategies are applicable to listening in class, reading the textbook, preparing for exams, monitoring understanding, managing time and a whole range of other general learning situations that students may never have analyzed in just this way.

Students need to know when to use the strategies they have learned. This is a more difficult task for the instructor because much of the decision about when to use a strategy depends on students' individual needs as well as on the context. Nevertheless, the instructor helps by providing information on what alternative strategies are available and how they can be applied to different situations. He or she can model different strategies while answering questions or solving problems raised in class. Too often, students believe that the instructor immediately knows all the answers to all questions asked; they do not realize that instructors frequently have to think through new problem and new questions, just as students do. Taking the opportunity to work on new problems with students and show how to approach a new situation serves as a good model for students to understand that different problems require different approaches.


Another opportunity to help students understand the situational contexts of learning strategies occurs when students come individually for assistance.  Talking with them about the strategies they have tried, as well as working with them to develop new strategies for attacking new problems, can make them aware of the need to vary the solution with the situation.

Students need to know how to adapt their strategies to new situations. 

This is really the problem of transfer, taken one step further. Just as we need to vary contexts in order for students to transfer content skills to new situations, we need to vary learning situations in order to show how strategies apply to different situations. Something that would be particularly helpful in this task is cooperation among instructors in different areas. This has been referred to as the metacurriculum (Weinstein, (1982): the idea of incorporating instruction in learning strategies into all courses, regardless of content. If instructors in chemistry used the same terms for learning strategies that instructors in history used, students would begin to de-contextualize those strategies and then be more likely to apply them to French as well. They may not work identically in all fields, but many of the concepts can be applied across disciplines, or at least in similar contexts (for example, in all language classes or in all fact-based classes).

SUMMARY


There is a great deal of intuitive appeal to the cognitive approach to teaching.  It echoes our own experience as learners and is easy to understand. Applying the approach is very difficult, however, because we must give up our illusion of control. That change shakes the foundation of content as the primary focus of our teaching. We are then faced with the task of adapting to the needs of learners, a varied and unpredictable group. Fortunately if we accept the precepts of cognitive theory that learning is active, not passive, we will help to develop more productive learners who will function effectively and independently in the uncertainties of the future. Isn't that what it means to be a teacher?
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Resource 3

Vision of learners in the 21st century
Learner-centered perspectives

Modern communication and information technologies are having an increasing impact on learning - how we learn, where we learn, when we learn, what we learn, what learning resources we have, and why we learn. 

It is important that our learning systems be guided by a vision of learners and the communities to which they belong and which they are helping to create.

To open a discussion on these questions, SchoolNet held a workshop on April 19-21, 1996 at the CIBC Leadership Centre in King City, Ontario. There were over 30 participants from across Canada, from schools, governments, universities and a variety of organizations that took part in the pan-Canadian event.

The purpose of the workshop was to develop a Vision Statement on learners in the 21st Century: what assumptions we should make about the characteristics and beliefs of a successful learner and a supportive learning system, the pressures and tensions involved in developing such a system, the core values that we should hold about learning, some of the possible directions we can follow.  This statement is a work tool at the disposal of those in educational environments who are curious about the changes in learning conditions caused by developments in technology and the need to adequately respond to these changes.

The vision statement is addressed to learners, educators, parents, policy makers, business and community leaders, politicians and all who are interested in the important subject of learners, learning, and learning communities.

This Vision Statement is intended to invite participation in building a vision of the learner – the assumptions we are making, the core values guiding our vision, and the elements of this vision. Participation is also invited on the problems we must address and the alternative directions we might take.
To read the article : http://www.fse.ulaval.ca/fac/tact/fr/html/vision2.html
Resource 4

The operationalization of a socioconstructivist 

problem-based learning model at collegial level
By Ouellet, Lise and Guilbert, Louise

Abstract

Working with students in physical rehabilitation techniques, we have applied a problem-based learning approach at the college level. This research is introspective: the principal researcher -- who is also the teacher -- attempts to render the principles that guide her both explicit and formal. Our purpose is to understand (1) how a theoretical model can be transformed in the face of restrictions in the field, and (2) what principles, drawn from our practical knowledge, influence the application of this approach in a truly scholastic milieu. After reflecting on our actions, we attempted to reconstitute, with content analysis, the principles which guided us in our practice. This was done on the basis of our field data (course preparation, anecdotal diaries, explanatory meetings). It would appear that the theoretical model must become increasingly operational, translating into initial principles, and that in fact the principles derived from previous practical knowledge rank before theoretical principles. This reflection and this formalization of principles should be of help in successfully implementing a new teaching model. 
For more information, please refer to the following article: 
http://www.acelf.ca/revue/XXV1/articles/rxxv1-04.html
Mediagraphy
Learning models


1. 
BRETON, J. (1991). La schématisation des concepts: un instrument de développement des habiletés conceptuelles au collégial. Pédagogie Collégiale, 4(3), 18-23.


2. 
DELACOTE, G. (1996).  Savoir apprendre les nouvelles méthodes. Paris : Éditions Odile Jacob.


3. 
HENEMAND, J. G. D. (1996). Devenir enseignant, D’une expérience de survie à la maîtrise d’une pratique professionnelle. Montréal: Éditions Logiques.


4. 
JONES, B. F., PIERCE, J., & HUNTER, B. (1988). Teaching Students to Construct Graphic Representations. Educational Leadership, 46(4), 20-25.


5. 
JONNAERT, P. V. B. C. (1999). Créer des conditions d'apprentissage: un cadre de référence socioconstructiviste pour une formation didactique des enseignants. Paris/Bruxelles: Coll. Perspectives en éducation, De Boeck Université.


6. 
LAFORTUNE, L. D. C. (2001). Accompagnement socioconstructiviste. Pour s'approprier une réforme en éducation. Sainte-Foy: Presses de l'Université du Québec.


7. 
LASNIER, F. (2000). Réussir la formation par compétences. Montréal: Guérin.


8. 
LEGENDRE, A.-M. (2001). Favoriser l'émergence de changements en matière d'évaluation des apprentissages. Vie Pédagogique, 120 (September-October), 15-19.


9. 
OUELLET, Y. (1997). Un cadre de référence en enseignement stratégique. 
Vie Pédagogique, 104 ( September-October), 4-10.


10. 
PÔLE DE L'EST et al. (1996). Processus de planification d'un cours centré sur le développement d'une compétence. Rimouski: Délégation collégiale Performa.


11. 
RAYMOND, D. (2001). Qu'est-ce qu'apprendre? ou Apprendre, oui mais. Sherbrooke: MIPEC, Performa, Université de Sherbrooke.


12. 
RAYMOND, D. (2001). Qu'est-ce qu'enseigner? ou enseigner, oui mais... Sherbrooke: MIPEC, Performa, Université de Sherbrooke.


13. 
SIROIS, G. (2002). Tableau des intelligences multiples.


14. 
SVINICKI, M.  (1991). Practical Implications of Cognitives Theories, traduit et adapté par Claude Gagnon. New Directions for Teaching and Learning, 45.

15. TARDIF, N. (1999). Pour réussir la mise en oeuvre des programmes d’études: un processus continu. Vie Pédagogique, 110 ( February, March), 37-41.

Internet sites visited


1. 
AMIGUES, René. Enseignement-apprentissage,  [ http://www.aix-mrs.iufm.fr/services/communication/publications/vocabulaire/n1/amigues1/index.html] 


2. 
CARON, Rosaire. (juin 2001).   http://www.bibl.ulaval.ca./doelec/citedoce.html

3. 
CHABOT, André. (2001). Une situation problème, le quoi et le pourquoi,  http://www.cegep-chicoutimi.qc.ca/reflets/refletsv10n1/retour

4. 
Commission scolaire de Laval. Situations-problèmes,  http://www.cslaval.qc.ca/tic/francais/grel/sitprobl.htm, 


5. 
DELIRE, Jean. Banque d'outils méthodologiques: la situation problème,  [ http://www.agers.cfwb.be/pedag/ressources/fcc/doc011/Situprob.doc] 


6. 
DISCAS, HENRI Jacques CORMIER Jocelyne. (2001). Les principles didactiques et leurs impacts,  http://discas.educ.infinit.net/Cadreref/Documents/principlesImpacts.html

7. 
GIORDAN, André. Enseigner n'est pas apprendre,  http://www.unige.ch/fapse/SSE/teachers/giordan/LDES/infos/publi/articles/ens.html

8. 
GIORDAN, André. Le modèle allostérique et les théories contemporaines sur l'apprentissage,  http://www.unige.ch/fapse/SSE/teachers/giordan/LDES/rech/allostr/th.app/th_app.html, 


9. 
GRÉGOIRE, Réginald. (juillet 1995). Principles  centrés sur l'apprenant ou l'apprenante. Des orientations pour une redéfinition et une réforme de l'école,  http://www.fse.ulaval.ca/fac/tact/fr/html/principle.html
10. 
  INTIME (Integrating New Technologies Into the Methods of Education), University of Northern Iowa's College of Education. (2001). Les étudiants au centre de leur propre apprentissage,  http://www.intime.uni.edu/model/French_Model/center_of_learning_files/principles.html

11. 
Lalthoum, Saadani Bertrand-Gastaldy Suzanne. (2000). Cartes Conceptuelles et Thésaurus : Essai de Comparaison Entre Deux Modèles de Représentation Issus de Différentes Traditions Disciplinaires,  http://www.slis.ualberta.ca/cais2000/saadani.htm#Top

12. 
Le Trait d'union Express, Université de Sherbrooke Service de soutien à l'enseignement. (13 décembre 2001). L'apprentissage par problèmes,  http://www.usherb.ca/sse/tu/decembre/app.htm

13. 
MEIRIEU, Philippe. Guide méthodologique pour l'élaboration d'une situation problème,  [ http://perso.wanadoo.fr/philippe.martin/MERIEU.htm]


14. 
OUELLET, Lise GUILBERT Louise. (printemps-été 1997). L'opérationnalisation d'un modèle socioconstructiviste d'apprentissage par problèmes en milieu collégial,  [http://www.acelf.ca/revue/XXV1/articles/rxxv1-04.html] 


15. 
PERRENOUD, Philippe. (1997). De nouvelles compétences professionnelles pour enseigner l'école primaire,  [http://www.offratel.nc/magui/ORGANSR.htm]


16. 
Productions TACT. (3 décembre 1996). Apprendre au 21e siècle,  http://www.fse.ulaval.ca/fac/tact/fr/html/vision2.html

17. 
Scott, P. H. et al. L'enseignement pour un changement conceptuel : une revue des stratégies,  [ http://sir.univ-lyon2.fr/gric-coast/ICPE/francais/partieC/C5.html]


18. 
TACT, Université Laval. Liste des Post-its,  http://www.tact.fse.ulaval.ca/fr/html/cours/coursgcr/post/postit23.htm

19. 
Vuillemin, Lionel. Enseigner et apprendre ŕ cerveau total
La technologie des préférences cérébrales, appliquée à la formation,  http://www.herrmann-france.com/formation.html
� Translated from GRÉGOIRE, Réginald. (July 1995). Principes  centrés sur l'apprenant ou l'apprenante. Des orientations pour une redéfinition et une réforme de l'école,  [http://www.fse.ulaval.ca/fac/tact/fr/html/principe.html] 


�  SVINICKI, Marilla, Practical Implications of Cognitive Theories, New Directions for Teaching and Learning, no 45, spring 1991.  Marilla Svinicki is a director at the Center for Teaching Effectiveness, University of Texas, Austin.





