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This article presents a sum m ary of five cognitive learn ing principles
underlying student learn ing, an  argum ent that these principles
form  the basis for a view of learn ing as knowledge developm ent –a
process using five d ifferen t types of th ink ing–, and  a description  of
Dim ension  of Learning (Marzano et al., 1992), a planning and
instructional fram ework  based  on  these five cognitive learn ing
principles. In  addition , Arredondo argues that teacher’s use of th is
fram ework  will im prove curricu lum  and  instructional decisions
and thereby restructures the very nature of the elem entary and
secondary school experience.

Este artícu lo presenta una sín tesis de cinco principios de
aprendizaje cognitivos que subyacen  al aprendizaje de los
estud iantes, una argum entación  que estos principios form an la base
para una perspectiva del aprendizaje com o desarrollo del
conocim iento –un  proceso que usa cinco tipos d iferen tes de
pensam iento–, y una descripción  de las d im ensiones del aprendizaje
(Marzano y otros, 1992), un  m arco conceptual instruccional y de
planificación  basado en  estos cinco principios de aprendizaje
cognitivos. Adem ás, Arredondo argum enta que el uso del profesor de
este m arco puede m ejorar el currIcu lum  y las decisiones
instruccionales y en  consecuencia, reestructurar la naturaleza
m ism a de la experiencia escolar tan to elem ental com o secundaria.
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In trodu ction

The jun iors and sen iors in  th is inner  city h igh  school ca lcu lus
class a re taking a  fina l exam. But  the room isn’t  qu iet , as you  might
predict . A young woman in  a  business su it  is expla in ing her  solu t ion
for  a  cohor t  surviva l popula t ion  problem to her  classmates and the
handful of adults in  the back of the room. Responding to the students’
probing quest ions, she summarizes her  explanat ion  with  graphs and
symbols on  the board and peppers her  conversa t ion  with  reflect ive
comments: “The reason  I chose th is line of th inking in  my solu t ion
is…” and “As I planned th is explana t ion , I pictured myself someday
t r yin g t o con vin ce  m y com p a n y’s  s t r a t egic p la n n in g t ea m .”
Presenta t ion completed , she waits while a ll members of the audience
eva lua te her  per formance using a  list  of cr it er ia  genera ted by the
cla ss, a  list  including not  ju st  cor rectness and appropr ia t eness of
solu t ion , bu t  a lso her  appea rance, presen ta t ion  skills, cla r ity and
responsiveness to the audience. This unusua l exam was designed –
not  by the teacher– but  by the students in  prepara t ion  for  rea l-life
use of their  ca lcu lus knowledge.

Acr oss  t own  a  fir s t  gr a de pa r en t -t ea ch er  con fer en ce is  in
progress. No, tha t  isn ’t  the t eacher ’s voice reviewing the studen t ’s
la test  reading scores. What  you hear  is a  six-year-old analysing is own
use of a  selected lea rn ing st ra tegy. “The one I’m working on  is not
giving up when the work gets hard. I used it  last  night  with my library
book. It  had so many big words– and I a lso wanted to qu it , bu t  I sa id
to myself, You can  do th is. Look a t  the pictures and t ry to figure ou t
what  the story is about . So I looked at  the pictures, and thought  about
a ll I knew about  the ocean  and about  sharks, and I kept  t rying, and
I did it .” Dad nods h is assen t  and then  rela tes two more examples of
h is son’s increasing ability to engage in tensely in  tasks, even  when
answers are not  readily apparent . The three then decide together  that
it ’s  t im e t o a dd  a n ot h er  lea r n in g s t r a t egy t o t h e fir s t  gr a der ’s
reper toire.

Meanwhile, a  few blocks down the st reet  from the h igh  school, a
seventh grade socia l studies class has just  been dismissed for  the day.
The studen t s do not  st ampede toward the door, however. In  small
groups they linger  to discuss the decision each group must  make: Who
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was the most  in fluent ia l person  dur ing the 1980s? One group deba-
tes whether  their  compar ison  cr iter ia  a re rea lly the best  ones: “All
our  cr it er ia  fit  government  leader s. Don’t  you  th ink someone else
might  be in fluent ia l? What  about  Michael J ackson? or  someone like
Mot h er  Ter esa ? Ma ybe we sh ou ld in clu de som et h in g a bou t  t h e
different  kinds of influence people have.” Another  group discusses the
a lterna t ives they’ve iden t ified . “We just  don’t  know enough  about
Gor ba ch ov t o decide h ow m a y poin t s  t o give h im  on  a n y of t h e
ca tegor ies. Someone’s going to have to do some research .”

High school ca lculus, fir st -grade parent -teacher  conference, and
m iddle sch ool socia l s t u dies, ea ch  r eflect s  a  power fu l, dyn a m ic
learn ing situa t ion . Idea list ic? Perhaps. Impossible? Not  a t  a ll. They
are examples of what  learn ing is like in  a  school where teachers base
decisions abou t  cu r r icu lum and in st ruct ion  on  cogn it ive lea rn ing
pr inciples, pr inciples tha t  reflect  the way ch ildren  lea rn .

Wh y an  e m ph asis  on  th e  w ay s tu de n ts  le arn ?

It  is  possible for  t oday’s edu ca t or s t o t r a n sfor m  sch ools in t o
powerfu l and engaging lea rn ing oppor tun it ies like those descr ibed
above. We can develop school communit ies where sta ff, students, and
pa r en t s  believe t h a t  lea r n in g is  bot h  m om en t -t o-m om en t  a n d a
lifelong process. We can  crea te school cu ltures where it  is accepted
tha t  students immerse themselves in  lea rn ing, where adult s model
on goin g lea r n in g by develop in g h igh  levels  of k n owledge a n d
exper t ise, where teachers are engaged as inquires in  both  curr iculum
and inst ruct ion , and where they use these same inquir ing st ra tegies
in  their  classrooms. Such  vibran t  lea rn ing communit ies focus consi-
derable energy and dia logue on  the lea rn ing process.

As school staffs have engaged in restructuring and reform efforts,
the have found the abundant  research  about  teaching and lea rn ing
somet imes overwhelming a  conflict ing ar ray of inst ruct ional models,
pract ices, and innovat ions, a ll in tended to improve student  learn ing.
Today’s teachers and administ ra tors may select  inst ruct ional models
a im ed  a t  in cr ea s in g s t u den t  cooper a t ion , a ch ievin g m a s t er y,
developing th inking skills, ra ising expecta t ions, teaching to different
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cogn it ive styles and so for th . Because each  innova t ion  is r esea rch
based and has been  shown to enhance studen t  lea rn ing, each  has
proponents who argue the effect iveness of their  par t icular  favour ites
as they compete for  scarce sta ff development  resources. On occasion
t h is  com pet it ion  r esu lt s  in  t h e m odels  bein g pit t ed a ga in st  on e
another  as sta ff developers provide t ra in ing in  fir st  one model then
another.

In st ruct iona l innova t ions br ing both  hope and excit emen t  t o
educa t ion  today; bu t  they a lso con t r ibu te to our  t endency to focus
a t t en t ion  on  specific t ea ch in g st r a t egies r a t h er  t h a n  on  st u den t
th inking and lea rn ing. The presence or  absence of cer ta in  t eacher
behaviours is important  only to the extent  that  the behaviours impact
specific pa r t s  of t h e lea r n in g pr ocess. Ra t h er  t h a n  con t in u e t o
emphasize compet ing st ra tegies, what  is needed is a  shift  in  th inking
about  teaching and learn ing, a  sh ift  tha t  places the learner  a t  center
stage. By focusing on the thinking used by the learner  as s/he engages
in  the actua l process of developing knowledge, we begin  to see the
learner  as one engaged in  the meaningfu l use of knowledge. Such  a
focus improves our  understanding of student  th inking, helps us see
connect ions and over laps between  the many inst ruct iona l models,
s t r a t egies , a n d  in n ova t ion s , a n d  ca u s es  u s  t o becom e t r u ly
knowledgeable about  the lea rn ing process.

Th e  Le arn in g  P roce ss  as  Kn ow le dge  De ve lopm e n t

The learning process can be viewed as a  progression of developing
knowledge, a  progression that  begins with the init ial contact , when the
learner  first  th inks about  the new information, and progresses unt il
s/h e is  a ble t o u se t h e in for m a t ion  in  cr it ica l, cr ea t ive, a n d self-
regulated ways. As knowledge develops, the learner moves, in iterat ive
and “messy” ways, through several stages or phases: 1) attention to new
in for m a t ion ; 2) con s t r u ct in g m ea n in g, or ga n izin g, a n d  s t or in g
information; 3) extending and refining the information; 4) meaningful
use of the informat ion; and 5) thinking creat ively, cr it ically, or  in  self-
r egu la t ed  wa ys  a bou t  t h e in for m a t ion . E a ch  of t h ese s t a ges  of
knowledge development  require the learner  to use specific types of
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thinking skills, processes, and disposit ions. And it  reflect s a  overa ll
view of lea rn ing as being composed of differen t  types of th inking.

Because knowledge development  is never  a  linear  process, we
might  th ink of these phases or  types of th inking as being rela t ively
flu id a n d in t er a ct ive. For  exa m ple, we m igh t  visu a lize t h em  a s
represented by the concent r ic circles in  the diagram below. A learner
migh t  begin  the lea rn ing t a sk of crea t ing an  essay compar ing the
in fluence exer ted by the former  Br it ish  Pr ime Min ister, Margaret
Tha tcher, and tha t  of the former  Soviet  Premier  Mikha il Gorbachov
by researching background information (thinking used to acquire and
in tegra te in format ion  –Circle 2) and then  move to deciding which
cr iter ia  would be impor tan t  for  compar ing the two wor ld leaders, an
extending and refin ing type of th inking (Circle 3). After  a  t en ta t ive
decision  about  compar ison  cr iter ia , the lea rner  may move back in to
a cqu ir in g a n d in t egr a t in g n ew in for m a t ion , t h en  t o a bst r a ct in g
generalizat ions from his/her  research (an extending and refining type
of t h in k in g), a n d on  t o in vest iga t ive in qu ir y, a  t ype of t h in k in g
in volved in  t h e m ea n in gfu l u se of t h e kn owledge (Cir cle 4). Th e
lea r n er ’s  t h in k in g a ct ivit ies sh ift  bet ween  t h e differ en t  t ypes of
th inking many t imes dur ing the lea rn ing process as illust ra ted by
t h e m ovem en t  of t h e dot t ed lin e (below) a s h is/h er  kn owledge is
developed.

Figu re  1: Th e  Diffe re n t Type s  of Th in kin g  in  th e  Le arn in g  P roce ss
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This view of lea rn ing as developing knowledge through use of
different  types of th inking a llows us to see how var ious inst ruct ional
m od els  r e la t e  t o on e  a n ot h er  a n d  wh er e  t h e  over la p s  occu r.
In st r u ct ion a l m odels  n eed n o lon ger  be viewed a s isola t ed or  in
compet it ion  with  one a not h er. I t  becom es ea sier  t o see t ha t  ea ch
m odel r ein for ces som e ph a se of t h e over a ll lea r n in g pr ocess. For
example, mastery lea rn ing offers st ra tegies tha t  improve lea rn ing
du r in g t h e fir s t  a n d  secon d ph a ses  of k n owledge developm en t
(a t t itudes and percept ions Circle 1), acquisit ion  and in tegra t ion  of
knowledge (Circle 2) and dur ing the self-regula ted use component  of
t h e fift h  ph a se, pr odu ct ive h a bit s  of m in d. Cooper a t ive lea r n in g
pr esen t s  s t r a t egies  t h a t  develop  a ppr opr ia t e  a t t it u des  a bou t
rela t ionsh ips with  peers, which  is a  component  of the fir st  phase of
learn ing (Circle 1).

Th e Dim en sion s  of  L earn in g m odel (Ma r za n o, P ick er in g,
Arredondo, Blackburn , Brandt  & Moffet , 1992) is a  comprehensive
inst ruct iona l fr amework for  making cur r icu lum and inst ruct iona l
decisions based on  a  view of the lea rn ing process as composed of five
different  types of th inking. In  developing the model, the author  team
reviewed the research and ident ified five broad generalizat ions which
cor respond with  the phases of knowledge development . We ca lled
these broad genera liza t ions “learn ing pr inciples” because they serve
a s  u sefu l gu ides  for  ca t egor izin g t h e t ypes  of t h in k in g u sed by
studen t s dur ing lea rn ing, or  wha t  happens inside the head of the
learners as knowledge is developed. (Marzano et  a l., 1988). The five
learn ing pr inciples a re as follows:

Learn ing P rinciple  # 1: Attitudes  and perceptions affect
learn ing. Current  research in  the a rea  of student  motivat ion shows
that att itudes and perceptions impact learning. Prior to and during any
learning task, students cont inuously monitor  feeling of acceptance,
a bilit y, sa fet y, com for t , t a sk  cla r it y, a n d im por t a n ce. Du r in g t h is
monitoring process, they gather  information relat ive to such quest ions
as: “Do I feel accepted?” “Can I do this?” “Am I safe?” “Am I rela t ively
comfor table?” “Is th is task important?” Negat ive responses to these
qu est ion s m a y ca u se t h e lea r n in g pr ocess  t o s low down  or  s t op
completely. Because of the impact these att itudes and perceptions have
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on  lea rn ing, t eachers must  con t inuously monitor  and regu la te the
contextual factors in  the learning environment .

Researchers studying the context  of lea rn ing have ident ified a
n u m ber  of s t r a t egies  t h a t  t ea ch er s  m a y u se t o dir ect ly a ddr ess
a t t itudes and percept ions about  lea rn ing. Many of these st ra tegies
are embedded in  inst ruct iona l models and ava ilable in  popular  sta ff
developm en t  pr ogr a m s. For  exa m ple, pr ovidin g oppor t u n it ies for
students to engage in  coopera t ive lea rn ing tasks tends to increase
peer  acceptance (J ohnson  et  a l., 1984); assist ing students to develop
posit ive a ffirmat ions about  themselves and others tends to increase
student  confidence in  their  own abilit ies; t each ing students to moni-
tor  their  a t ten t ion , to bracket  pu t  environmenta l in ter ference, and
to genera te in terest  and va lue for  t a sks t ends to increase studen t
engagement  and commitment  to lea rn ing act ivit ies (Marzano and
Ar redondo, 1986); and est ablish ing, communica t ing and t each ing
classroom rules and procedures tends to enhance the student ’s sense
of comfor t  and order  in  the learn ing environment  (Emmer, Ever tson ,
and Anderson , 1980).

Th is fir st  pr inciple, th at  a tt itu de s  an d  pe rce ption s  a ffe c t
le a rn in g , ser ves  a s  a  u sefu l gen er a liza t ion  for  or ga n izin g a n d
examin ing t he la rge number  of in st ruct iona l st r a t egies a imed a t
im pr ovin g t h e con t ext  of t h e lea r n in g sit u a t ion  t h a t  det er m in es
whether  the learner  a t tends to the new informat ion  in  the beginning
phase of the knowledge development  process.

Le arn in g P rin ciple  #2: Le arn in g in volve s  th e  acqu is ition
of both  proce du ral an d de c larative  in form ation . Informat ion
to be learned is either  declara t ive or  procedura l. De clarative  in for-
m ation  is descr ipt ive –the who, what, where and when of our  wor ld.
In  subject  a reas, the fact s, t ime sequences, pr inciples, and concepts
make up the decla ra t ive in forma t ion . For  example, in  biology, the
n a m es of a n im a ls a n d pla n t s, t h eir  descr ipt ion s, wh er e t h ey a r e
fou n d , a n d  t h e ir  l i fe  cycles  a r e  a l l  d ecla r a t ive  in for m a t ion .
P roce du ral in form ation  descr ibes the how, the way someth ing is
done. The process used to isola te single colonies of bacter ia , the steps
for  making a  chromosome slide, or  for  graphing popula t ion  sta t ist ics,
a re examples of procedura l knowledge in  biology. All subject  a reas
con t a in  bot h  pr ocedu r a l a n d decla r a t ive in for m a t ion . Secon da r y
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music studen t s may lea rn  the ma jor  dist inct ions between  fugues,
rounds and canons (decla ra t ive in format ion) or  how to play a  fugue
(procedura l in format ion).

Th is  dist in ct ion  in  t h e s t r u ct u r e of kn owledge is  im por t a n t
because the way decla ra t ive in format ion  is stored in  memory is qu i-
t e  d iffe r en t  fr om  t h e  wa y p r oced u r a l  in for m a t ion  is  s t or ed .
De clarative  in form ation  is believed to be stored in  both  linguist ic
a n d  n on  lin gu is t ic com pon en t s  (in  a  du a l code). Th e lin gu is t ic
component  of stored decla ra t ive in format ion  consist s of both  words
and highly abst ract  semant ic units, represent ing verbal informat ion.
Students engaged in  verba l rehearsa l, note taking, and out lin ing are
using lingu ist ic st r a t egies to store in forma t ion . The non lingu ist ic
component  of declarat ive information contains visual image, auditory,
k in est h et ic, t a ct ile, olfa ct or y, a n d em ot ion a l com pon en t s. Visu a l,
symbolic, and menta l representa t ions of decla ra t ive informat ion  a re
power fu l t ech n iqu es for  s t or a ge du r in g t h e lea r n in g pr ocess. In
effect ive lea rn ing situa t ions, the lea rner  either  over t ly or  indirect ly
uses both  linguist ic and nonlinguist ic storage st ra tegies.

P roce du ral in form ation  is fir st  stored in  a  manner  simila r  to
decla r a t ive in for m a t ion , wit h  bot h  lin gu is t ic a n d n on lin gu is t ic
components. For  example, the procedure for  isola t ing single colonies
of bacter ia  is fir st  lea rned as descr ipt ive in format ion . The student
may rehea r se the st eps verba lly and a lso form a  men ta l image of
herself per forming the procedure. At  th is level, however, the student
only understands the process. She cannot  per form it . In  order  for  the
pr ocedu r e t o be u sa ble, t h e s t u den t  m u s t  p r a ct ice it  u n t il t h e
informat ion  can  be accessed and used au tomat ica lly. As procedura l
information is pract ised , it  is thought  to be encoded in highly abstract
and efficien t  “product ion  forms” or  “chunks of procedu res.” If t he
information is not  pract iced enough for  such storage to occur, it  cannot
be ret r ieved and used efficien t ly la ter.

Informat ion  about  the st ructure of knowledge is a lso usefu l in
gu id in g t ea ch er  decis ion s  a bou t  t h e in it ia l a cqu is it ion  of bot h
decla ra t ive and procedura l knowledge. From recent  research  in  th is
a r ea  (J on es  et  a l., 1987), we kn ow t h a t  a n  im por t a n t  cogn it ive
opera t ion  dur ing knowledge acquisit ion  is const ruct ing meaning for
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the new informat ion . For  example, as a  learner  reads about  a r t ificia l
in telligence he/she act iva tes stored informat ion  about  human in tel-
ligence and compares it  with  the descr ipt ions of ar t ificia l in telligence
being read. Another  key cognit ive opera t ion in  knowledge acquisit ion
is organizing informat ion  in  such  a  way as to connect  it  with  pr ior
learn ing. This enhances lea rner  understanding, increases efficiency
of storage, and makes la ter  reca ll of the in format ion  much easier.

This second pr inciple, tha t  learn ing involves  the  acqu is ition
o f bo th  p ro c e d u ra l  a n d  d e c la ra t iv e  in fo rm a t io n , pr ovides
another  usefu l genera liza t ion  for  compar ing inst ruct iona l st ra tegies
or  models. For  example, the memoriza t ion  models descr ibed by J oyce
and Weil (1986), Hunter ’s mastery teach ing model (1983), and the
th inking skills model descr ibed by Marzano and Arredondo (1986);
a ll emphasize specific st ra tegies usefu l for  stor ing decla ra t ive and/
or  procedura l knowledge.

Le arn ing P rinciple  #3: Once  acqu ire d, know le dge  unde r-
g o e s  c h a n g e . As n ot ed a bove, even  du r in g in it ia l a cqu is it ion ,
k n owledge u n der goes  con s t a n t  ch a n ge. Obviou s ly, t h en , on ce
informat ion  is stored it  does not  lie sta t ic, bu t  ra ther  con t inues to
change. For  example, the lea rner  may read a  news a r t icle about  the
effect s da ily use of a lcohol had on  a  teenager  dur ing h is 9th  grade
year  in  school, and form a generalizat ion that  a lcohol has detr imental
effect s on  young adult s; or  s/he may not ice tha t  a rguments provided
in  a  polit ica l ca n dida t e’s  a dver t isem en t  con t a in  in a ccu r a cies  in
deta ils about  the city’s proposed land use when  compared with  me-
dia  reports on the plan. As the learner  fine tunes knowledge, s/he uses
t h in k in g sk ills  su ch  a s  com pa r in g, cla s s ifyin g, in du ct ive  a n d
deduct ive reason ing, suppor t ing, abst ract ing and ana lyzing er rors
and other ’s perspect ives.

This th ird pr inciple, tha t  on ce  acqu ire d, kn ow le dge  u n de r-
goes constant change , provides a  useful generalizat ion for  focusing
a t ten t ion  on  the inst ruct iona l st ra tegies tha t  enable the lea rner  to
ext en d  a n d  r efin e con t en t  k n owledge. Sever a l t h in k in g sk ills
programs, such  a  Project Im pact (Winocur, 1985) and  Patterns for
Think ing, Patterns for Transfer (Foger ty and Bellanca , 1987) direct ly
ad dress th is phase of knowledge development . The Dim ensions of
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Learning model descr ibes and defines the cognit ive opera t ions tha t
lea rners use to change knowledge as it  is developed, and provides
st ra tegies tha t  can  be used to foster  these types of th inking.

Le arn in g  P rin c ip le  #4: Th e  m os t  e ffe c t ive  le arn in g  in -
volve s  mean ingfu l use  of know ledge . Current  cognit ive research
suppor t s the idea  tha t  effect ive lea rn ing situa t ions engage students
in  long term, cognit ively complex/mult idimensional tasks, over  which
they have some choice and control. Real learning does not  exist  where
students are spoon fed facts or  provided a  steady diet  of pract ice with
decontextua lized skills. Instead students must  const ruct  their  own
kn owledge, pr a ct ice solvin g r ea l pr oblem s, m a ke decis ion s, a n d
en ga ge  in  exp er im en t a l  in qu ir y. Th e  p r a ct ice  of p os t p on in g
m ea n in gfu l a ct ivit ies u n t il low-level sk ills  h a s been  m a st er ed is
actua lly harmful to students, par t icu la r ly to low achieving ones who
are con t inuously r elega ted to du ll and r epet it ive in st ruct ion  tha t
p r even t s  t h e ir  u n d er s t a n d in g of u n d er lyin g con cep t s  a n d
genera liza t ions.

For  knowledge to develop students must  interact  with  content  in
meaningful ways over  an extended per iod of t ime. That  is, students
must  engage in  classroom tasks that  may require a  week, a  semester
or  even  longer. Inst ruct ion  cannot  be thought  of as a  br ief t eacher
presentat ion followed by student  responses. In  addit ion, meaningful
learning tasks are cognit ively complex or  mult idimensional. In  other
words, t hey must  involve differ en t  t ypes of t h inking. One way to
organize complex inst ruct ional tasks is to create projects that  require
students to engage in inquiry, problem solving, decision  making,
in ve n tion , or in ve stigation . Since these cognit ive processes a re
inheren t ly complex and mult ifaceted, t hey a lmost  a lways r equ ire
mult idimensional student  thinking. This is part icularly the case when
they are embedded in mult idisciplinary themes. A final and important
character ist ic of meaningful learning tasks is that  they provide some
opportunity for  student  choice and control. This choice and control can
be provided through opportunit ies to select  which cognit ive processes
to use and/or  through content  select ion within the assignment .

Th is  fou r t h  lea r n in g p r in cip le, t h a t  t h e  m o s t  e f fe c t i v e
le arn in g  in volve s  m e an in gfu l u se  of kn ow le dge , is a lso usefu l
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as an  organizing ca tegory for  compar ing inst ruct ional st ra tegies and
models. Thinking skills programs such  as Future Problem  S olving
(Cr a bbe, 1982) a n d S trategic R eason in g (Upt on , 1989) pr ovides
st ra tegies tha t  foster  th is phase of knowledge development .

Le a r n i n g  P r i n c i p l e  #  5 : E f fe c t i v e  l e a r n e r s  e x h i b i t
produ ctive  h abits  o f m in d or d ispos ition s  of “good th in ke rs”
–th ose  assoc iate d  w ith  crit ica l, cre ative , an d se lf-re gu late d
th in kin g . In  effect ive lea rn ing situa t ions, the lea rner  displays an
at t itude or  disposit ion  tha t  leads h is to quest ion, to seek new or  more
accura te in format ion , to engage in tensely in  tasks, to push  h imself
beyond the usua l limit s, and to monitor  the effect s on  h is act ions.
These disposit ions toward lea rn ing situa t ions have been  descr ibed
as character ist ic of “good th inkers” and with  pract ice become habi-
tua l behaviours in  effect ive learners. Considerable agreement  exist s
a m on g edu ca t or s  t h a t  t h ese d isposit ion s  or  h a bit s  of m in d a r e
impor tan t  educa t iona l ou tcomes. In  fact , some educa tors a rgue tha t
the essence of a  well-educa ted person  is the ability to use cr it ica l,
crea t ive and self-regula ted disposit ions in  th inking about  the issues
encountered in  da ily life.

Th e ext en t  t o wh ich  in s t r u ct ion a l m odels  offer  s t r a t egies
teachers can  use to foster  these disposit ions in  their  classroom is a
key cr iter ia  for  judging their  usefu lness. For  example, models such
as Philosophy for Children  (Lipman et  a l., 1980) focus a t ten t ion  on
st ra tegies tha t  st rengthen  these disposit ions. It  seems reasonable to
use th is fifth  lea rn ing pr inciple, tha t  e ffe c tive  le arn e rs  e xh ibit
d i s p o s i t io n s  a s s o c ia te d  w i th  “g o o d  th in k in g , ” t o com pa r e
inst ruct iona l models.

Th e  Dim en s ion s  of  L ea rn in g m od el h a s  s ever a l  m a jor
advan t ages. F ir st , a s men t ioned, it  provides an  organ izer  for  t he
compila t ion, descr ipt ion, and development  of research based teaching
st ra tegies focused on  engaging students in  the cognit ive opera t ions
used in  each  phase of knowledge development . Se con d, it  provides
a  framework for  bet ter  understanding of many inst ruct iona l models
by showing how they impact  the overa ll lea rn ing process, how the
rela t e t o one another, and where over laps between  models occu r.
Th ird , Dim en sion s pr ovides a  power fu l fr a m ewor k  for  pla n n in g
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cur r icu lum unit s and making inst ruct iona l decisions based on  what
is known about  effect ive teaching and lea rn ing. In  addit ion , such  a
framework has the potent ia l to eliminate the “program bashing” tha t
cu r r en t ly occu r s  bet ween  pr opon en t s  of d iffer en t  in s t r u ct ion a l
models.
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