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INTRODUCTION 
 

This paper addresses the issue of learning styles in the academic environment and advocates 
the support of student-centered education program to optimize learning among students. Education / 
Student-centered education (ÎECS) is probably one of the most current issues in the Romanian 
university discourse. Although this theme is not new, the inclusion by ARACIS as an indicator of 
quality in the teaching practice prompted a re-approach and its re-conceptualization in terms of 
global trends in education, the demands of society is in constant change. Why is ÎECS needed? 
           We live in an age where knowledge becomes obsolete more quickly, the more quickly 
information becomes accessible through computer networks, the more the need to increase lifelong 
learning and teaching models based on knowledge transmission and storage lose their functionality. 
Within mainstream education system rigid and often ineffective, students acquire some knowledge / 
skills just because they are being tested and not because these would be some intrinsic value as 
educational purposes. However, increasing society demands for new delivery models, which tend to 
develop students' ability to update their knowledge whenever necessary. Realizing these issues 
more and more specialists in the field found themselves faced with the urgent need to provide 
effective and viable alternative. Student-oriented teaching models, focusing on the processes of 
construction and use of information seem appropriate to meet these new requirements. In particular 
integrative theories of learning and teaching provide promising opportunities to develop skills, to 
the the learner in order to learn the processes for self-regulation. 

The core of this paper is the concept of learning style, a concept understood as an umbrella, 
controlling the cognitive and affective processing of subject matter, setting meta-cognitive learning, 
learning conceptions and orientations to learning are closely linked. In various studies, Vermunt 
(1998) indicated four styles or forms of learning: learning untargeted, directed towards 
reproduction, directed towards meaningful and directed towards the application of knowledge. 
Rigorous studies conducted by Vermunt et al. (1999-2004) over several years and on a considerable 
number and variety of students indicated that learning styles and strategies are sensitive to 
contextual and educational influences and can be understood in the context of the development 
hypothesis (Vermunt and Vermetten, 2004). 

Based on research in this area, the present analysis is intended at a theoretical level of the 
methodological and empirical concepts of strategy and learning style in academia. More 
specifically, the implications,  which differentiation strategies and learning styles, guided by 
observation of the individual needs of students have in the educational practice in terms of ÎECS. 
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CHAPTER I. PERSPECTIVES OF LEARNING IN SCHOOL 
 

Learning has been and remains a central issue for psychology and psychological research 
standing, because of the complexity and importance of this process for the evolution of society. The 
interest which accrued among theorists of various guidelines was huge, as learning issues have been 
addressed in time by the current major theoretical schools of psychology, being linked to the entire 
existence of human beings and considered one of the most significant individual and social 
processes and phenomena. 

Viewed broadly as a universal phenomenon in the life-like organisms is the process of 
acquiring learning experience with the purposeful behavior of individual adaptation (Bonchiş, 
2004). Thus, learning occurs as a multidimensional plurilevel phenomenon and with its own 
structures, which exerts a strong influence on the development and standing inserts on adaptive 
behavior. The literature abounds with attempts to define learning. The complexity of high interest to 
the theme entailed a variety of approaches and definitions and conflicting views of learning 
exegetes. It is quite difficult to formulate a universally accepted definition of learning. Deciphering 
learning and understanding the role of learning in human life- Golu mentioned (2001) - are the 
operations that depend to a large extent on the specific psychological theories of learning "variables 
introduced in the experiment and how to experience theoretical concepts basic positions of the 
schools which was the interpretation of data "(p. 25). 

At the human level, learning reveals their never-ending, informative and formative 
meanings. Thus, the term can be understood as an attitude of both the knowledge and attitudes 
towards life, placing emphasis on human initiative, the purpose of acquiring new skills to better 
adapt to environmental changes that occur. At this level, the concept gets a psycho-pedagogical 
connotation and circumscribes an activity that acquires knowledge and builds intellectual skills 
(Jurcău, 2000). In addition, in humans this way is fundamentally new storage and transmission of 
experience, which is the social way. Thus, we can say that learning through content, leads to a 
change in behavior and conditioned by personal experience that includes, on the one hand, a purely 
cognitive side totaling knowledge, the development of cognitive functions, the capacity of 
understanding and assimilation of rules, and on the other hand which practice learning refers to 
schemes operated, the abilities and skills training to acquire social behavior patterns, etc. (Lowe, 
1978, apud Bonchiş, 2004). 

There are a number of explanatory theories of learning, whose data and conclusions are 
taken, embedded in teaching, type of stimulus-response theory to theories humanities, social, 
cognitive and constructivist learning. Mayers (1996) points out that educational psychology has 
made so far with three metaphors or paradigms: associative metaphor, the metaphor of information 
processing and constructivist metaphor. In the present study are recovered the last two approaches, 
in particular the constructivist (Jonassen, 1991). Paradigm of learning as a knowledge building was 
designed, from 80-90 years, as a result of cognitivist desire to study cognition in the context of real 
existence. This is due to the fact that a broader set of learning mechanisms, this paradigm, select 
and reiterates a theoretical framework consistent ideas or principles that have proved their 
usefulness in education many decades ago. Among these we remind the active teaching student-
centered teaching. In other words, the constructivist perspective has demonstrated practical value in 
promoting new teaching methods (student-centered investigation, anchored learning, cooperative 
learning, etc.). A huge advantage of this perspective in teaching is the valorization of information 
processing technology, seen as a perspective that complements and furthers the idea of building 
knowledge through internal resources of the individual. Radical constructivism constructivist theory 
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by theorists, join this principle a conceptual reformulation of learning, defining learning as an 
adaptive process of knowledge construction. Thus, constructivists posit the idea that knowledge is 
always a construction and reconstruction. In view of current constructivist (dialectical 
constructivism, cognitive constructivism and social constructivism, Woolfolk, 1998), emphasis is 
placed on the importance of teaching and student learning. As such, this paradigm encourages 
taking control of the student during learning, encourages self-monitoring process of building 
knowledge and anchoring experience authentic learning situations, real life. Constructivist 
perspective is meant to be integrative learning both within and in the evaluation. One of the central 
assumptions of this paradigm posits contextual nature of cognition and knowledge construction. 
Develop conceptual maps play the role of learning strategies that facilitate the construction of 
meanings of the individual by understanding the link between the two sides, theoretical and 
practical. In other words, truth is replaced by "utility" or "sustainability." 

In this view, differentiation is seen as a process of identifying and valuing individual 
differences, adapting to different learning styles of students and to encourage lifelong learning. 

 
CHAPTER II LEARNING STYLE 

  
 In the past twenty years, the study on learning styles, both theoretical and applied, 
simultaneously sparked a strong interest, but also a whole controversy of opinion among both 
academic experts and among those who learn independently. Much of the research and practice 
went forward "in the face of significant difficulties in the confusion of definitions surrounding the 
conceptualization disturbing cognitive styles and learning styles (Coffield et.al, 2004). The concept 
of "style" is introduced in psychology by Adler (apud Kramar, 2001) in the phrase "life style", but 
the question of style becomes a concern, especially in current scientific psychology in the second 
half of the twentieth century. Currently, the literature abounds with theoretical models and 
experimental studies designed to lead to a better understanding of how strategies can be deciphered 
and learning styles. The large number of models and theories is justified, since the theoretical 
premises that generate their authors are different. Moreover, a growing number of psychologists 
have embraced the idea that learning styles have a substantial cognitive component, a personal side, 
and a contextual one. The premise from which they started is that the explanation of the student’s 
choice of a particular learning strategy is at the intersection of two areas: the context and individual 
peculiarities. A very important contribution to progress in knowledge of learning styles have been 
brought by classified studies in cognitive and constructivist paradigms. They have allowed the 
development of a highly prolific line of research that led to a better understanding of this concept, 
which led to the development and implementation of effective tools and techniques of intellectual 
work. The two theoretical approaches trying to explain the cognitive learning process and to 
propose methods of knowledge and skills training / skills. The cognitive paradigm researchers are 
trying to extract regularities of functioning of various components of cognitive-behavioral 
processes, generally valid for all individuals, regardless of context. On the other hand, 
constructivists agree that the subjective interpretation of the requirements of the task, quality 
content and personal significance of context are factors that influence the quality of cognitive and 
meta-cognitive strategies involved in learning. 
 The diversification of research methodology and the growing accumulation of empirical 
data were the basis for formulating meta-analytical studies on this issue. A large study, a critical 
analysis of learning styles is performed by Coffield, Moseley, Hall and Ecclestone (2004, "Should 
We Be Using Learning Styles?) Starting from theoretical contributions to the field, the authors 
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conducted a review of the most influential theoretical models of learning styles and instruments 
with an emphasis on supporting the validity and practical application.  

The models considered by the authors as relevant models have been classified into five large 
"family", providing a clear image on the main approaches to learning styles. 

Research on learning styles is prolific with studies conducted by Dutch psychologist 
Vermunt. The author has conducted the first studies in this area in the mid 80s. Vermunt (1998) 
proposed a model of learning styles, based on modern views; the constructivist model explicitly 
sought to provide a more comprehensive and integrated learning. In his view, the characteristics of 
the learning environment and learning experiences influence the development of student learning 
styles. They interact with environmental conditions which determine the selection of different 
approaches to learning by the individual. These styles interact with stable environmental conditions 
leading to selection of specific approaches to individual learning (Entwistle, 2000). As a result, 
approaches to learning can be considered a bridge between learning environment and learning 
styles. 

The problem of learning styles are turning less on appearance, which is carried out and insist 
on how they learn at school. This approach, to investigate on how students learn and seek the 
appropriate means of learning skills is needed for effective training and is absolutely necessary in 
the light of current trends in education. 

 
2.3 Final remarks on models of learning styles 
 
As Coffield, Moseley, Hall and Ecclestone (2004) showed, none of the models considered is 

perfect or complete, each of them managed to capture and shape the issues and less satisfactorily 
some others. Each theory has its explanatory value, strengths and weaknesses, the images offered as 
complementary. In order to provide explanations for learning styles, which are known to be the 
result of several factors, should rather specify how the constellation of relevant factors rather than 
to calculate the percentage due to each factor individually, that however pales before the assigned 
interaction of these factors. 

Among experts there is a broad consensus concerning the association of self-regulation 
learning, with the power of individuals to learn independently and efficiently with the maturity and 
efficiency attributes of cognitive, motivational, affective and volitional, strategies and learning 
style. 

Although there are substantial differences between the claims, methods and results of 
different studies, all have in common a dichotomy between deep and superficial approach to 
learning. The distinction between the two approaches is obvious if we consider that each approach 
has a specific type of motivation and a type of processing strategy. 

An important step in this area is to introduce guidelines and learning concepts in the 
definition of learning style. Thus, learning style is to organize and control strategies for learning and 
knowledge acquisition, which are influenced by conceptions of student learning. As a result, 
learning styles are flexible structures and not immutable. 

Many theories of learning styles manage each of them only partially explain this process, 
but no theory has provided a system invulnerable to criticism. Building a learning theory seems 
totally satisfactory but that is still an issue for the future. 

Coffield, Moseley, Hall and Ecclestone (2004) considers that the issue of learning styles, a 
simple task at first glance, is actually a complex and varied. At the same time, the authors stress the 
importance of continuing research on learning styles and support the theory formulated by Vermunt 
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(1998). This model enjoys a solid empirical support, is an integrative theory of learning responsible 
for the current prospects and reserves can be exploited without the student-centered education. 
 

CHAPTER III. THE PARADIGM OF STUDENT-CENTERED EDUCATION 
 
 Global political revival of learning, widening towards combining learning content 

influences with intentional socialization training activities, set up new models of learning. Learning 
is increasingly seen as knowledge construction process in accordance with existing structures in the 
external world. In this respect, Jurcău (2002) indicated very significant "learning not to learn, learn 
to build, to showcase our skills and create all the options and plans available to us" (p.47). 

With approaching twenty-first century, universities began to take a serious look the focus of 
their research. Researches in this area have found unlikely the design of better educational realities 
in the absence of a suitable theoretical approach. These shortcomings stem so far, the treatment is 
exclusively only one of the key dimensions of the process, either from excessive focusing on the 
work of teachers, ignoring other aspects. This approach is part of the overall restructuring process 
of the educational process, restructuring justified by the desire to increase its quality. An effective 
education, adapted to focus on contemporary issues in a way to study integrative model of 
instruction and moreover, requires the imposition of a new training concept of the place and role in 
the economy overall student learning process 

The steps taken in this respect a wide range of expressions known, varying from partial 
update of the classic elements belonging views and proposals of their total replacement. Thus, 
although we can not speak of a unit of opinion on the restructuring of the traditional system can still 
see the manifestation of a certain convergence of ideas in this regard. Learning is increasingly seen 
as a process of knowledge construction, self-regulating, and teaching and assessment models to 
replace the self-evaluation approaches / perspectives, taking the process of learning as a starting 
point. In this regard, theoretical arguments and experimental insights have been developed with 
ÎECS. Bernat and Chiș (2003) identify the following elements of student-centered teaching: setting 
quality standards of teaching, learning and assessment, instruction and formative process 
transparency, the design of teaching based on students' learning needs, training in teaching active 
and interactive strategies, encouraging autonomy in learning, using a variety of methods and self-
assessment, teacher roles reconsideration. Education aims at the formation of individuals with high 
intellectual skills, able to adapt knowledge to different situations in the face of stimuli with a greater 
degree of ambiguity and selectors not prefabricated passive responses. The effective adaptation to 
the situation, the use of students' knowledge relative to the whole complex of factors that 
characterizes a particular context, is possible by designing the main dimensions of the educational 
process: teaching, learning, self-evaluation based on quality standards. 

Unlike traditional techniques, commonly characterized by the use of transmission as the 
main form of instruction, the reproduction as the main form of learning and teaching evaluation 
after massive information units, is now accredited more than the idea of conceptual change, 
building self-regulated learning, continuous assessment of student skills. 

The connection to the teaching process, the objectives and the evolution, allowing, on the 
one hand, the teacher to effectively use information obtained in this way in designing the next steps 
of teaching, and on the other hand facilitates the student's approach self-assessing invoice. In this 
paper issues strategies and learning styles are investigated from the perspective of this paradigm. 
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CHAPTER IV. SCALES VALIDATION STUDIES 
 

In this chapter we present three validation studies on the Romanian population of the 
following instruments: The Inventory of Learning Styles (ILS, Vermunt 1994-1998), Study 
Process Questionnaire Revised (R-SPQ-Biggs, Kember and Leung, 2001), Aproaches to Teaching 
Inventory (ATI, Trigwell and Prosser, 2004). 

For the validation study of the ILS, a short five step response scale was used,  for pragmatic 
reasons for its future use. The test measures strategies and learning styles of students. To test the 
model proposed by Vermunt learning styles, we used exploratory factor analysis (EFA). 

Parallel analysis, also known as parallel analysis of Humphrey-Ilgen is recommended as the 
best method to assess the actual number of factors (Velicer, Eaton, and Fava, 2000: 67; Lance, 
Butts, and Michels, 2006, apud Garson, http://faculty.chass.ncsu.edu/garson/pa765/statnote.htm 
accessed). 

So, the solution offered is the model of four latent factors corresponding styles "deep 
processing", "processing area", "concrete processing" and "Learning out of focus." Extraction of 
four factors is observed, giving values of eigenvectors. In order to examine the reliability and 
validity of items that are used in four areas of ILS on the current sample (N = 514) were calculated 
internal consistency coefficients for the ILS scales. To examine the degree of loading of items on 
the four areas, following the model proposed by Vermunt, separate tests were conducted at the item 
for each scale of the four fields. It was made a standard in five classes on the Romanian population 
normalized for ILS. 

A similar approach was taken for validating the following two scales included in the study: 
Study Process Questionnaire Revised  (R-SPQ- Biggs, Kember and Leung, 2001) and Aproaches 
to Teaching Inventory (ATI, Trigwell and Prosser, 2004). 

The contributions that we bring to these studies are numerous and relevant. First we use the 
following scales ILS studies to investigate how students have stability or variability in the use of 
learning strategies and styles in different contexts: specific academic courses or different 
specializations. Another aspect of harnessed in this study refers to the formulation of a longitudinal 
perspective on learning strategies and styles during the years of university studies. Finally, the 
instrument is valued as a starting point in formulating an opinion on the efficiency of a training 
program in terms of academic learning, in terms of ÎECS. 

On the other hand, the three instruments can enter the repertoire of any teacher who wants to 
better know their students. They allow the teacher to identify weaknesses and strengths (at the 
cognitive, meta-cognitive and motivational) of the students and try to modify ineffective strategies 
through the design and organization of the entire teaching approach. In this way, the results become 
topics for discussion between teacher and student in which both sides benefit - the student will learn 
how to develop study skills, the teacher will try to reflect and rethink their repertoire of practices 
promote skills training and skills, not just transferring knowledge. 
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CHAPTER V. STABILITY AND VARIABILITY IN THE USE OF STRATEGIES 
AND LEARNING STYLES IN DIFFERENT CONTEXTS 

 
The perspective that is taken into account when we evaluate the learning processes varies 

from very specific contexts (like reading a text) to very general contexts (general ways of student 
learning). Three separate studies of specific levels of context were discussed: the department / 
academic specialization, specific learning tasks and academic courses (Vermetten, Vermunt and 
Lodewijks, 1999). The present study investigated two approaches: contextual specialization and 
specific university courses. 

 
Study 1 

 
Research Objectives 
The study aims to identify strategies and learning styles of students and to highlight 

differences in the levels of these two variables, from the perspective of five different 
specializations. The primary objective of this study is to determine the degree of variability in the 
use of learning strategies by students from different specializations. The starting point is the results 
of previous research which raised the question of stability versus instability and proposed strategies 
and learning styles. A second objective was to determine whether the strategies and learning styles 
are activated differently between a number of university academic programs. 

 
Hypothesis and design 
 
There are significant differences between different specializations in terms of the degree to 

which strategies and learning styles are used.  
 
The study is the comparison type (cvasiexperimental), the independent variable is the type 

classifying, targeted specialties are: Psychology, Biology, Geography, Pedagogy of Primary and 
Preschool Education (PPPE) and Economics. Strategies and learning styles were operationalized by 
scores on subscales and scales of ILS. 
            Method 
         Participants 

The experiment involved a total of 479 students (447 participating women and 32 men), as 
follows: 211 students - Year I and II at the Faculty of Social Sciences and Human-psychology, 47 
participants specializing Sciences Education, P.P.P.E. 52 students Faculty of Biology, 109 students 
at the Faculty of Geography and History, 60 students at the Faculty of Economics, University of 
Oradea. 

Measures 
Inventory of Learning Styles (Vermunt, 1996, 1998). 
Procedure 
The questionnaires were applied in the classroom, paper and pencil format. Participation 

was voluntary and verbal consent was required of participants. Participants were assured of 
confidentiality of results and the possibility to ask personal outcomes to the researcher. All students 
participating in the research informed their consent in accordance with the general aim of this 
approach. 
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Results and discussions 
Hypothesis aimed to verify the existence of significant differences regarding the 

development of strategies and learning styles for students from five academic majors. The obtained 
results support the hypothesis for most of the strategies and learning styles. We can therefore say 
that the study shows that the use of individual learning strategies vary by academic departments, as 
well as preference in the use of learning styles. The specifics of the disciplines and skills, skills 
required of them, lead to differences between students of these majors. 

But there are dimensions that have proved resilient in the context of specialized subjects. 
These include cooperative learning [F (4.474) = 1.583, p> .05], the reproduction directed to 
learning style F (4.474) = 1.926, p> .05] and untargeted learning style [F (4.474) = 1.074, p> .05]. 

How do personal and contextual factors relate to students' learning patterns? Studies show 
that contextual factors influence the student’s orientation, either to acquire expertise in the study, or 
to achieve a specific performance or high grades in exams. In the contextual factors involved in 
teaching in academia that could explain differences obtained in this study we can mention several 
aspects. A first issue concerns the type of learning tasks, tasks that vary from one department to 
another or which are required in varying proportions depending on the departments. It is well 
known that theoretical and decontextualised tasks lead to getting a private performance, while the 
applied loads and current activities related to students are more attractive and easier to acquire 
expertise and guidance not only to achieve a particular performance. Another important aspect may 
be the time to learn a task. Thus, a time too short given learning tends to de-motivate and lead 
students to memorize. 

Although we know little about the relationship between disciplines and aspects of teaching 
approaches, there are studies that have focused on differences in academic interdisciplinary 
(Becher, 1989, Neumann et al 2002, apud Ylänne and Lindblom, 2006). Thus, Becher (1989) 
identified four subjects: "purely real", "pure humanities", "real applied sciences" and "applied 
humanities" based on cultural and epistemological differences. According to Neumann and 
collaboratores (2002), knowledge "purely real" can be described as the cumulative nature. If purely 
realistic science students are expected to learn facts, the actual application of science is desirable for 
students in order to develop their skills and abilities of the application of theoretical ideas in 
different professional contexts. Finally, in the applied humanities, knowledge is accumulated in a 
reiterative process. Teaching methods are similar to those in purely humanistic disciplines. The 
emphasis is on personal development and broadening of intellectual horizons, as confirmed by the 
results of this study 

Of course no relation teacher - student can be omitted from this framework in explaining the 
differences found. The autocratic relationship, the requirements for learning determine extrinsic 
motivation and a perception arguably ambivalent about their own competence and on self-
efficiency, while democratic relationship, autonomy in learning and intrinsic motivation leads to a 
positive perception of their own learning skills). Entwistle (2000) in his studies on the influence of 
context on learning has shown that our approach is deeply related to what students call “good 
teaching'' and, ''Freedom in learning, while the matter "a lot" is associated with surface approach. 

Furthermore, formal and informal use of reinforcements and rewards can boost student to 
take responsibility for their own learning and to adjust learning processes. In this respect, it is 
recognized that specific performance is a rewarding role in short-term motivator, while reward 
power has a strong motivational role in the long term. The learning achievement of self-regulation 
has an important role in self-efficiency expectations about task. When the student is perceived as 



13 
 

ineffective in learning tasks, this will cause him to avoid difficult tasks or engage less in this kind of 
task. 

Finally, we indicate how to assess and self-assess. Various authors criticize the higher 
education that focus solely on assessment, neglecting aspects of teaching. The self-evaluation and 
assessment of teaching must be to support students and thus task performance constructed in a 
manner as close to reality. Orientation determines the power of formative assessments of learning 
motivation high, compared with the orientation towards performance. 

Vermunt (2003) believes that the perception of students on teaching and assessment 
procedures, rather than the method itself is affecting students learning directly. All the issues 
mentioned could explain differences obtained in this study. 

Of course, it is expected, according to the model that Vermunt (1998) proposed, that 
learning strategies provide less stability than the mental models and learning orientations. This was 
not confirmed in our study, whereas learning strategies varied in the same way the conceptions and 
learning orientations. The lowest level of stability was recorded for mental models of learning. 
Cross-sectional studies (Vermetten, Vermunt and Lodewijks, 1999) showed a similar practice as 
learning reported. 

It was demonstrated that the use of learning strategies differ depending on the degree 
programs of academic study of variability. To more thoroughly investigate the learning strategies 
variables prescribed by the context variables, it is necessary to carry out larger studies. For 
example, intervention studies in which contextual variables are deliberately manipulated may 
provide a clearer overview of the contextual factors that influence the use of learning strategies 
(Vermunt 1998). The measurement in which the learning environment was produced, as perceived 
by students (a subjective description of the context) is also an important factor in terms of a future 
study on this issue. 

Effects of various forms of teaching and assessment have led researchers to investigate the 
differences in how teachers describe their teaching methods. These results are valuable in 
explaining both the problems related to low levels of development strategies and learning styles and 
to design strategies to enhance training programs based on meaningful and constructive change in 
mental models. There are also differences in terms of intercultural learning. In this connection, it 
may be mentioned the study conducted by Petrus-Vancea, Secui and Roman (2009); significant 
differences are obtained in terms of learning strategies and concepts between Romanian students 
and students from Moldova. 

Undoubtedly, this study has limitations. Number of participants could be broadened and at 
the same time the number of specialties included in the study could be extended. It would also be 
interesting to see if there are differences in the form of education: full time or part-time. Moreover, 
it would be to measure perceived learning environment and approaches involved in teaching and in 
assessment by teachers, which would lead to the hypothesis of contextual nuances. 

Despite these shortcomings, the present study emerges the importance of learning 
environment, learning strategies adopted by students and reinforces the idea that the problem of 
stability versus instability strategies and learning styles is not a singular response. The next study 
will pursue these issues in terms of specific academic courses. 
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Study 2 
 
Objectives and hypotheses 
This study aims to identify the strategies of students learning psychology and highlight 

differences in using these strategies in terms of two specific university courses: Fundamentals of 
Psychology and Experimental Psychology. To this end, we pursued a study with cross design, 
dynamic strategies based on two university courses, studied by students of the Faculty of Social and 
Human Sciences, Psychology specialization. 

 
There are significant differences in the degree to which learning strategies are used 

depending on the discipline concerned. 
 
The design of the research is of unifactorial the group type. Learning strategies used in this 

study are operationalized through scales and subscales scores on the ILS, targeting specific courses. 
 
Method 
Participants 
The cvasiexperiments were attended by 206 students - freshmen, Faculty of Social and 

Human Sciences, psychology, University of Oradea. 
Age range of participants is between 19 and 40 years. Distribution of participants by gender 

is as follows: 81 female participants and 15 male participants. Participation was voluntary, the study 
participants were selected randomly, were given details concerning the purpose and were 
guaranteed the research results confidential. At the same time, teachers of two subjects completed 
the instrument on the discipline's approach. In this way it became apparent the relationship between 
student learning approach to teaching approach by the teacher. 

Measures  
 
1. The Inventory of Learning Styles - specific courses (ILS, Vermunt, 1996, 1998). 
2. Approaches to Teaching Inventory ( ATI, Trigwell and Prosser, 2004). 
 
Procedure 
All students have completed the two samples. The questionnaires were done in the 

classroom. Application was made collectively, without limit of time, with the participants. The 
condition imposed by the experimenter was that participants be familiar with the two disciplines 
and have minimum five appearances in courses and examinations for the two disciplines. Testing 
approaches to teaching with the support of teachers responsible for two subjects (who completed 
the questionnaire ATI, each for its own discipline), under the ÎECS. 

 
Results and discussions 
The results obtained in this case confirm that there is instability and a high stability in the 

use of learning strategies in the two university courses. It should be noted that the learning 
strategies covered in this study are: processing strategies, cognitive control strategies, meta-
cognitive. 

In the care of processing strategies: concrete processing, sequential processing, critical 
thinking, ANOVA reveals significant differences. These three factors belonging to strategies 
targeted understanding (critical processing) on reproduction (sequential processing) and 
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implementation (concrete processing) showed the same pattern with regard to variations between 
courses. Untargeted factor showed a different pattern, it does not vary by school. The fact that these 
three independent factors vary simultaneously raises questions directed to the person or context 
variables that seem to evoke these strategies. Going deeper into the analysis, however,  we realized 
that the effects are small for the first two strategies, which means that we can not rule out these 
differences, there is a very low probability that these two strategies to be used differently depending 
on the two courses. . 

In contrast, in the case of critical processing, students registered significant changes in the 
extent to which this strategy is used for the two classes critical thinking (z =- 2.160, p <.05, d = 
0.36). This dimension involves the adoption of a critical attitude towards the text, comparisons with 
their own personal opinions and drawing conclusions based on facts and arguments, priority 
acceptance of what is written or said. Under this discipline, students are probably more often asked 
to provide explanations, with on mental processes and seek submissions made by various authors in 
this respect, giving them the different perspectives of analysis. Moreover, they are asked to 
determine whether there is consistency between the findings and opinions of others and their 
actions or opinions. Thus up their opinions and personal interpretations and build their own costs on 
the accuracy of the information. This dimension of cognitive processing is stimulated and therefore 
more frequently used in this discipline. 

But first year students can not appreciate the usefulness of each course for professional 
development and learning strategies involve external guide. Analyzing the results we find 
significant differences for external control strategy process [t (205) = -4.065, p <.01, d = 0.59] 
external control strategy results (z = -5.014, p <.01, d = 0.36), but also in the composite score of 
control strategies [t (205) = -3.387, p <.01, d = 0.50]. We can say that for students involved in the 
present study, the strategy of external adjustment process is handled in a different way when we talk 
about learning from the two disciplines. Students meet certain requirements only if the teacher who 
teaches this course requires. In addition, teacher control can only be defined as activity. This 
includes control exercised by the course / seminar, teaching materials, teaching tools, computer 
systems and other regulating elements of the learning environment. In addition, accurate estimation 
of the degree of difficulty of the task plays a decisive role in mobilizing the best available potentials 
of the student. Vermetten, Lodewijks and Vermunt (1999) conducted a study on consistency and 
variability of learning strategies in different university courses and have found that students adopt 
different strategies when it comes to different courses. This indicates the presence of context-
sensitive components in the strategy, but all the authors listed have identified that there is some 
variability between the different strategies that students adopt in different courses. So it seems 
question of stability versus instability, results of studies can not make an exact answer. For 
example, Marton and Booth (1997) considered that effective teaching depends on the subject 
created by the teacher. Effective teaching - according to those researchers - depends on how the 
teacher makes knowledge in ways that students can understand. The same skill depends on 
empathic awareness of what students know and what you can learn: "The essential feature on which 
pedagogy is that the teacher is put in place disciple. The teacher focuses on student experience in 
learning the subject. In this case, we can talk about what we thought contact '(Marton and Booth, 
1997 p.179, apud Entwistle, 2000, p.7). 

It was found that the relationship between study approaches and clearer perception of the 
courses are consistent with successful students, but sometimes inconsistent with students who have 
few results. 
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The conclusion seems to be that these specific variables are a consequence of the learning 
environment, taking a lesser extent in personal style or habitual methods of learning. However, a 
precaution must be taken to generalize in this case, given the specific characteristics present in our 
study courses, which may explain the variability of these strategies. The first course is mainly 
theoretical; the second is a practical course. 

Further studies are needed on the use of individual learning strategies, involving much more 
contextual variables, carried out in several moments of the school career in order to clarify this 
issue. To generalize the results one should include more subjects and more teachers (and even the 
same teacher for different subjects that it teaches the same students). 

The discovery that students adopt learning strategies depending on specific courses 
reinforces the idea that they are likely to determine context. This result is important in terms of 
instructional design practice and teaching. In the present study we found differences especially in 
the critical thinking and strategies to foreign control. To add yet another piece in the puzzle of 
academic learning will follow next study the dynamics of student learning during the academic 
route (undergraduate studies). 
 
 

CHAPTER VI. A LONGITUDINAL APPROACH STRATEGIES AND LEARNING 
STYLES IN UNIVERSITY EDUCATION 

 
An important purpose of higher education to students is to develop ways of learning 

academically and independently. The theory states that as the students filed in training, they gain 
greater expertise in terms of effective learning approaches. A number of studies in this area 
(Vermetten, Vermunt and Lodewijks, 1999, Alexander et al., 1997, Lindblom-Ylanne and Lonka, 
1996, Entwistle and McCune, 2004), show that students in the last years meet a higher level of 
processing in deep self learning strategies, critical thinking and higher levels compared with those 
of novices. And studies by Entwistle (2000), advance the same situation. From interviews with 
students during the first years of study, the author discovered that they initially saw learning mainly 
as a matter of memorization and reproduction of knowledge in ways outlined by the teacher. During 
the academic years, students gradually began to understand that learning was more effective when 
they understand the information and critical process. The starting point of this study is therefore the 
investigation in this field, investigation that supports the hypothesis of the development of learning 
throughout the academic route. 

 
Purpose and research objectives 
Based on the results of studies undertaken by Vermetten, Vermunt and Lodewijks (1999) - 

which state that advanced students than those in the first year show a deeper level of processing, 
self-regulated learning and high levels of critical thinking - the study aims to capture the dynamics 
of learning strategies and styles, more precisely to identify changes in the use of strategies and 
learning styles of students during the university years, assuming that they develop strategies and 
learning styles targeted understanding. 

 
Hypotheses and research design 

 
Hypothesis 1: There are significant differences in the number of years of studies on learning 

strategies and styles during the academic route (three years of undergraduate studies). 
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The study is longitudinal type, identifying strategies and learning styles in three different 

times every year. 
 
Hypothesis 2: There are significant differences in terms betwen student approaches to 

learning during the first year of study. 
 
Longitudinal type study is identifying the strategies, motives and approaches to learning in 

two different times every semester. 
 
Method 
Participants 
Our study aimed to issues referred from the data collected from the 120 participants, 

students from the Faculty of Social and Human Sciences, University of Oradea. Participants in the 
study were randomly selected, were given details concerning the purpose of ensuring research - 
they - the confidentiality of results. 

 
Measures 
 
Inventory of Learning Styles (Vermunt, 1994-1998);  

Study Process Questionnaire (Biggs, Kember, Leung, 2001) 

 
Procedure 
Participants in the study group completed both instruments in the classroom. 

The ILS has been applied in three times as follows: moment I, when testing students in the first year 
of study, moment II, when is testing the second year of study and moment III is testing time since 
the third year of study. The allegations contained in the inventory are valued on a scale from 1 to 5, 
where 1-all against the 5 - totally agree. The score for each subscale is done by adding the 
numerical scores obtained as shown in the description in Chapter 4. R-SPQ-has been applied to a 
number of 35 students in first and second half of the first year of study. Testing was done in the 
classroom and the second instrument, the conditions of participation following the rules of ethics, 
informed consent. 

 
Results and discussions 
As the results of studies in this area mentioned and how we can deduce from this study and 

record students' learning progress due to the academic route, which is reflected in the training 
progress of learning strategies that differ in content and effectiveness of those used in first year of 
study. Quantitative analysis of data shows that there were significant changes for some of the 
strategies and learning styles of students during the academic route. 

As we developed the study, students use a specific way of processing more apparent when 
the 2nd test in the sense that they establish links between knowledge and reality, the world around [t 
(79) = -2.169, p < .05, d = 0.50]. Understanding abstract concepts is only carried out if they can find 
their concrete examples, examples taken from their knowledge and experiences of everyday life. 
These students have assimilated the knowledge during the first year of study and try to seek 
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opportunities for their application. In particular, they prefer information they can apply in a 
practical way. 

Although the score is probably a strategy that has crystallized during high school years 
(results of studies supported by Vermetten, Vermunt and Lodewijks, 1999), however, when our 
students show a significant decrease [t (42) = 2.838, p < .01, d = 0.88]. Moreover, if the first year, 
according to study respondents indicated learning materials supplied or offered by the teacher, 
towards the end of the third year there is a decrease in preference for this mode of regulation. It's 
about external control strategy of adjusting results in a lowering of the time when three of the test 
statistically significant [t (42) = 1.963, p <.05, d = 0.64]. 

Mental models involved in this study, for which there were significant differences are: the 
accumulation of knowledge, absorbing knowledge, and stimulating teaching a trend in the use of 
knowledge. For cooperative learning there were not significant differences (in the previous survey, 
the present study, students in Psychology have obtained the lowest values of the average for this 
size compared with students of other majors). 

A mental model of learning that shows a statistically confirmed increase in the present study 
is to gain knowledge [t (42) = -2.275, p <.05, d = 0.71]. According to this model, students have an 
ideology based learning knowledge, building models by searching the existing relations between 
matter and other sources by searching on their own initiative and direction based on individual 
activities and reflective materials in the literature consulted. Moreover, if the first year of study 
students consider the teacher should encourage them to be able to think about the relationship 
between the material taught and reality, in the last year stimulating study teaching is no longer 
located in the most popular with students, they are able to train these strategies without teacher 
support. Thus, stimulating teaching is the next dimension on which to record significant changes [t 
(42) = 2.258, p <.05, d = 0.71]. 

This is supported by a significant decrease in preference for absorbing knowledge subscale 
[t (42) = 2.860, p <.01, d = 0.91]. This model assumes the practical learning of the facts presented 
in books, a series of storage and reproduction. 

The idea supported by Vermetten, Vermunt and Lodewijks (1999) shows that Dutch 
students more rarely approved of the idea of learning as acquisition / absorption of knowledge after 
the third semester (d =. 21). Instead, they have not experienced changes in teaching seen as a 
building or a use of knowledge and in the idea of incentives and cooperative education. 

Orientation to cover the field of student motivation and learning includes a wide spectrum of 
goals, intentions, attitudes, concerns, doubts, to study. Subscales for which there were significant 
differences are: personal interest-oriented certification oriented  profession and skills testing. 
Ambivalence does not seem to register significant changes. This means that students still doubt over 
the education they receive today, show a low confidence in the capabilities of their study because 
they are aware that they are studying subjects that require a special effort and specialization chosen 
is quite likely difficult. 

There is a decrease in learning-oriented certification [t (42) = 5.180, p <.01, d = 1.59], the 
purposes of the study is confined only to pass exams and gain credits. 

In the first year of study students are strongly oriented profession. Thus his choice of 
subjects and courses with the intention of gaining a further qualification,-faculty is regarded as a 
necessary step to that profession or other further studies needed for the profession concerned. It 
undergoes a significant change over time [t (42) = 3.227, p <.01, d = 0.99]. In the third year, 
students are interested in personal development, and accumulating as much knowledge. 
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Three subscales of orientation to learning have been changed over time in the study of 
Dutch psychologists. Orientation degree decreased between the first and third semester (d =. 12), 
while the vocational orientation and personal interests have increased (d =. 17 d =. 14). 
Ambivalence and self-orientation remained the same. Strategies learning style indicates a targeted 
breeding, reproduction-related clear preferences for information, showed a significant decrease [t 
(42) = 4.428, p <.01, d = 1.37]. At the same time, learning style cartel targeted an increase during 
the academic route, especially in the late years of education [t (42) = -0.567, p <.01, d = 0.47]. As 
support and other research (Hamilton and Ghatala, 1994, apud Negovan, 2001) focused on 
understanding learning occurs in meaningful learning tasks for the individual, those related to real 
life, involving effort and active engagement and a fair assessment successes and failures. The tasks 
are more important, how have personal relevance, are exciting and appropriate experience, 
knowledge, level of development, but also preferences for a particular way to teach the student. 
This can be explained by the change in mental models. In this respect, Vermunt and Vermetten 
(2004) note that mental models of learning are key factors for choosing particular learning 
strategies, developing models that explain such a part of the development of academic learning 
(memorizing and understanding the two issues are independent). Untargeted learning style does not 
record significant changes during the years of education [t (42) = 1.611, p> .05]. 

Results indicate significant differences between the two semesters in terms of motives, 
strategies and approaches in depth. Instead, in what concerns the surface [t (34) = 3.838, p <.01, d = 
1.33], surface strategies [t (34) = 2.207, p <.05, d = 0, 75] and surface approaches [t (34) = 3.463, p 
<.01, d = 1.17], the results show that these dimensions of learning are involved significantly less by 
students in the second half. Surface approach is to plea to avoid educational failure, earning 
accolades and external rewards. The most common strategies are: saving, minimizing the effort of 
study and assessment exams anticipation. Instead, strategies and approaches in depth do not seem to 
suffer significant changes within the first year of study (these dimensions will become visible after 
exchange student involvement in program trainings, which will be presented in the following 
chapter). 

This change can be explained on the one hand, by the student-centered academic 
environment that discourages learning style and focuses on and encourages reproduction as a way 
of learning focused on building knowledge.  

It was expected, according to the model proposed by Vermunt (1998), ILS's subordinate 
model, learning strategies provide less stability than mental models and learning orientations. This 
was not confirmed in our study, whereas learning strategies had the highest level of stability, 
especially meta-cognitive regulating. The lowest level of stability was recorded for learning 
guidelines, but also for mental models (mental models showing the most dynamic in the study by 
Dutch psychologists Vermetten, Vermunt and Lodewijks, 1999). 

The present study results can be understood taking into account both the context and the 
hypothesis development. After the second year, students are assessed a lesser extent sequential 
processing activities, which recorded a significant decrease during the third year. Moreover, one 
can observe an increase in activities of realizing the initial testing at the second test. These results 
indicate that there has been an increase in their educational activities. Bamps, Greek and Buelens 
(1998) obtained similar results indicating that "broad support directed to students working is more 
common in higher levels than the lowest of university education" (p. 8). 

With regard to staff development model, we mention the mental model of knowledge 
accumulation that records significant progress in our study. Another dimension, acquisition / 
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absorption of knowledge of students is reported as occurring less frequently, so the preference for 
clear and accurate information and reduced reproduction. 

The changes identified in terms of mental models of learning and learning orientations 
approaching the results of other studies in the literature (Perry, 1970 and Lindblom-Ylanne Lonka 
1996, Alexander et al., 1997). 

A series of cross-studies (Busato, Prins, Elshout and Hamaker, 1998) have reported an 
improvement in the quality of learning. Based on data obtained and the results of studies conducted 
by the authors mentioned, we can formulate a hypothesis that development means that when 
students progress in education, the structure factors underlying their learning strategies, mental 
models and learning guidelines will become more focused on learning and networking will reveal 
more powerful. Students’ interpretation regarding the context affects students 'learning process’ 
teachers' expectations and the workload is considered excessive. There are other studies that support 
the hypothesis development (Christopoulos, Rohwer and Thomas, 1987). 

Regarding the fact that mental models have shown a strong dynamics that is probably due to 
the different nature of the items on the variables that influenced the results. The more general and 
abstract items could be more difficult to answer, leading to varying results. Qian and Alvermann 
(1995, apud Vermunt, 2003), who found the small internal inconsistency in the epistemological 
beliefs scales, suggested that the concept of epistemological beliefs can not be easily investigated 
empirically. 

In terms of epistemological perspective on learning, we summarized several issues raised by 
various studies. The processes that form mental models of learning and the underlying mechanisms 
of learning refer to multiple and diverse sources of information. A pattern directed towards 
reproductive learning is supported by a dualistic conception of knowledge, where knowledge and 
information are designed as true or false (Lonka, Olkinuora and Mäkinen, 2004). Instead, 
Rosendaal (2001 apud Vermunt and Vermetten, 2004) found that students knowledge in a more 
relativistic had higher scores on scales representing ILS learning directed towards meaning, which 
is an orientation that involves deep processing, self-regulation, knowledge building and learning as 
the concept of personal interest. Students’ knowledge in a more absolutist perspective, showed 
aspects of learning directed towards reproductive pattern (processing step, external adjustment, 
assessment of knowledge, certainty orientation) and a learning pattern untargeted (lack of 
adjustment ambivalent and cooperative orientation). 

We conclude that the hypothesis remains valid in the general development for students who 
are progressing in a certain type of education, but if the context is to explain the different structures 
of different types of educational factors. 

The results of studies in literature and the results obtained during previous studies of this 
paper indicate the importance of attention to the learning processes of the students who enter a new 
kind of education, whereas during this period certain changes occur. Since there are possible clues 
that enabled educational activities, guidelines and concrete evokes deep level learning, in the next 
chapter we proposed a training program to optimize learning, modeled after the principles ÎECS. 

 
CHAPTER VII. THE EFFECTIVENESS OF A TRAINING PROGRAMME ON 

LEARNING 
 
According to Vermunt (1998) teaching and learning are interrelated processes that can 

adjust to each other, by adapting the teaching strategies used by the teacher on how students adjust 
their learning activities. Teaching is thus, guiding students in the choice of learning strategies that 
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allow the construction, modification and use of knowledge. Such teaching is oriented to student 
learning processes and thus, because it focuses on the processes by which knowledge is constructed 
and then applied in practice. Most commonly, studies that have addressed this issue have found an 
increase of understanding, meta-cognition and self-regulation (Vermunt, 1995, Theophilides 1997, 
Vermunt 2003).). Furthermore, studies show that learning-oriented sense is positively associated 
with efficiency indicators of the study, even if the scores obtained in tests contain factual questions. 
Learning-oriented reproductive systems showed negative correlations with measurement results. 
Untargeted learning showed the strongest negative relationship with performance in examinations, 
while in most cases directed towards learning application showed no relationship to academic 
success. In addition, regular examinations of the first years of higher education hardly build 
students' ability to use processing strategies critical, analytical and practical (Vermunt and 
Vermetten, 2004). Can you change students' conceptions of learning in a constructive way? The 
answers that emerge from the literature support the possibility of such changes. This question will 
be analyzed in this study. 

 
Objectives 
The objective of this study is to consider whether an intervention program to optimize 

learning can lead to changes in students' opinions and conceptions about learning in a constructive 
way. Another objective is to verify whether it derived from such an impact on increasing training 
strategies and learning styles targeted toward understanding self-regulated learning. 

 
Hypothesis and design 
 
Hypothesis: Training to optimize learning strategies focused on growing the meaning and 

application of knowledge 
 
Mixed research design (pretest-posttest-folllow-up, with control group and the placebo 

group). 
 
Method 
 
Participants 
The experiment involved a total of 60 students (20 per group) - Year of the Faculty of Social 

and Human Sciences, Psychology Specialization at the University of Oradea. Age range of subjects 
is between 19 and 45 years. Lot consists of 11 boys and 49 girls. Participation in the experiment 
was voluntary; participants are informed of the general purpose of the whole endeavor. 

 
Measures 
 
To assess the effectiveness of intervention were used the following measures: 
a. Inventory of Learning Styles (Vermunt, 1994-1998;  
b.  Study Process Questionnaire (Biggs, Kember, Leung, 2001) 
 
 
 
 



22 
 

Procedure 
 
Pre-testing for all three groups was held at the beginning of March of the academic year. 

The two questionnaires were applied in the same set, pencil-paper, having passed the appropriate 
instructions. The tools have been applied before the intervention program, program completion and 
every 6 months after training. The first of those ILS instruments, was measuring strategies and 
learning styles and the second R-SPQ measured motives, strategies and approaches to learning of 
students. 

A sample application was made to counterbalance or to eliminate error due to testing order. 
Testing was done in the classroom, respecting the conditions of participation in ethical standards for 
informed consent. The intervention for both experimental group and the placebo group, was 
conducted over a period of 8 weeks, meeting 2 hours per week. Meetings were held during the 
hours of specialty practice. 

They were deployed a total of eight activities covering the area of learning strategies and 
styles: "Strategies and learning styles," Information Management "," Planning and management 
learning "," Reading / study effectively, "Take notes" " Conceptual Map, "" Cooperative Learning 
"and" learning techniques for examination”. 

For the placebo group, the program was to engage in activities on issues related to self-
knowledge: "Who am I?", "Self-assessment of their skills," I mirror "image of self and other," 
"Self-esteem and conflicts "," I'm entitled to say what they think, "Let's quit hard words", 
"Managing emotions". 
 
Results and discussions 
 

The data collected support the hypothesis formulated with a few exceptions. To summarize, 
quantitative analysis allows us to make the following inferences. Students belonging to the 
experimental group on learning progress, resulted in a targeted way of understanding learning 
materials (which have the structure processing strategy and identification of relationships between 
the concepts taught, as a strategy of regulation - regulation of the internal learning processes, self-
regulation processes that have views about learning which contributes to the accumulation of 
knowledge through a vision and scope relative to the responsibility to learn). The same effect is 
found if the application is directed learning style knowledge. The effect is significantly higher for 
students who are in the experimental group compared with participants undergoing a self-awareness 
program for students belonging to the control group. Students belonging to the control group appear 
to be eager to test the skills and maintain the orientation degree compared to students belonging to 
the experimental group. 

The results could be explained by the fact that most activities in the program focused on 
deep processing activities: reading / study effective ways of drawing up a concept map, learning 
exam techniques, techniques that help them to become independent this process, be able to self-
esteem, teaching students how to learn effectively. Participants understood the importance of 
concrete processing [F (2.38) = 7.955, p <.05 (d = 0.98 - pretest-posttest, d = 0.64 posttest- follow-
up)], to assume responsibility and involvement in carrying out the study. As these messages played 
over many activities, the obtained result seems yo produce natural changes. 

Another issue concerning the training program, was the fact that most activities in the 
program have pursued the achievement gap between memory and learning. In this way, the students 
have understood the importance of depth processing, networking and structuring of information [F 
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(1,25) = 5.893, p <.05, d = 0.95 pretest-posttest, posttest-follow-up d = 1, 17]. Both variables show 
a change in the media, that is a result of the trainings, students belonging to the experimental group 
used more frequently constructive processing strategies and self-strategy and reduced the use of 
strategies based on reproduction. 

The program led to changes in meta-cognitive regulating strategies. To this end, activities 
were conducted in which students were placed in contact with information related to learning 
management. They were taught to plan learning activities, to diagnose gaps. Thus, reflecting on the 
material, students were encouraged to formulate questions the personal opinions motivated, to 
integrate new knowledge within the already existing ones. This has encouraged its own mode of 
operation to reflect on how this knowledge, which therefore led to the development of meta-
cognition self-regulation knowledge. The program has also resulted in a transfer effect reflected in 
obtaining higher marks in the examinations held in other disciplines. We can say that teaching 
students how, where and when to use some specific strategy (meta-cognitive knowledge) led to a 
significant increase in the efficiency of these strategies. 

Thus, similarly to how the teacher can control the learning process, students are able to self-
regulate learning processes [F (2.38) = 2.590, p =. 058, d = 0.72, pretest-posttest] and these skills 
can be represented on a continuum ranging from very least, intermediate and very long. If at the 
beginning of the program, they did not select appropriate learning strategies, during their use 
statements appropriate learning activities were chosen. Furthermore, there were situations where 
students have proved that they are able to achieve a specific learning activity and to enforce its own 
initiative. The constructivist model of knowledge accumulation [F (1.20) = 10.132, p <.05: d = 1.45, 
pretest and posttest: d = 1.49 - posttest and follow-up] becomes visible. And learning style directed 
toward understanding increases as a result of student participation in training program [F (1.24) = 
7.520, p <.01]. Results comparisons are statistically significant both between pretest and posttest 
phase (d = 1.07) and between posttest and follow-up (d = 1.35) effect sizes were large. Also, the 
results of comparisons in the style of learning targeted application of knowledge are statistically 
significant for participants included in the experimental group [F (2, 38) = 16.456, p <.01], meaning 
that these students use more frequently this way learning from pretest to posttest (d = 1.71), which 
is maintained and when follow-up (d = 0.55). 

If memory strategies recorded a decrease, but targeted for style reproduction of information 
have not been significant changes and reduce the size as would be expected. Strategies surface were 
significantly reduced in the experimental group following the intervention phase and maintained in 
follow-up [F (1.22) = 7.866, p <.01, d = 1.42]. 

No significant changes were noticed in surface level strategies in terms of the placebo group 
and the control group. Reduction strategies can be considered surface for the experimental group 
was possible because of activities in which students were advised to obtain information about 
strategies and styles, from various sources, either through interviews with specialists, or by 
consulting the resources listed on the Internet. They have not asked store but the selection, 
integration of various information, and structuring their relationship. 

Also, we are witnessing a decline in approaches between the pretest and posttest surface [F 
(1.26) = 7.571, p <.01 d = 1.27], with a large effect size, but why not register changes in surface 
significant. Avoiding failure of education, descriptions and obtaining external rewards are still 
issues that first year students are considered more important than the reasons in depth, and the 
reasons do not change overnight. This confirms once again that students understand why learning is 
a puzzle with many pieces. 
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This is supported by studies by Vermunt (2003), indicating independence between the two 
modes of learning, learning styles are two contrary (oriented towards understanding the material-
oriented versus memorizing information). 

As it emerged from the discussions that we had with students, we believe that an important 
role in the changes made due to the presence of learning-related information. The information they 
thought important at the beginning of training, were on obtaining high grades in exams and 
information about qualifying, so a learning model aimed at absorbing knowledge. Based on that 
information evaluating their chances and decide what strategies to adopt in learning. Towards the 
end of the program, however, these issues have passed the background, students using domain-
specific knowledge in a greater extent than at the beginning of [F (1.28) = 4.888, p <.05, d = 1.42]. 

As I said in the first study, many researchers believe that ultimately it is about the individual 
perception of learning environment to the learner, which makes the student to use that particular 
approach to learning and not necessarily in the context of his itself. This may be one explanation of 
why the students gave positive evaluations of individual techniques, but they charged cooperative 
learning, more generally, as an ineffective motivator for the study, results supported by other 
studies (Phipps et al., 2001). 

Briefly, a student-centered approach -it has been shown- is associated with the fact that 
students tend to improve their in-depth approach to learning and strive to improve the quality of 
learning outcomes. Learning models are quite stable within an educational context constant, but can 
be simultaneously modified. Such a change, however, takes time to work (can not happen from one 
day to another), and for ensuring the success of such changes, interventions should occur in all parts 
of learning, not only in the strategies. 

However, to date, few studies have been performed in this field and have still remained to 
be done. It is necessary, the completion of larger studies in which, the gradual transition from 
external regulation to self regulation learning process to be implemented in the usual schedule, with 
a careful analysis of the effects and results of this innovation of learning processes (Vermunt, 
2003). 

One of the most important practical contribution is the discovery that there are different 
learning models and some models are more effective than others in terms of level of knowledge to 
which they lead and which they provide training for developing the skills of sustainable learning. 
Through an assessment of learning patterns characteristic of their own students, teachers, faculties 
or institutions might be able to observe the dominant models of student learning. 

Gradually, people are becoming increasingly dissatisfied with traditional teaching and thus 
the need to introduce innovative teaching methods arises, which emphasizes active learning, 
constructive and self-regulating. 

 
Conclusions and implications 
The theoretical framework described in this work can be used as support in developing 

student-oriented teaching programs that encourage students to develop learning models, and 
application-oriented sense. These models are exactly where they will need after graduation, will 
face a long lasting learning, self-oriented model. As Vermunt and Vemetten suggested (2004), 
future research and development of this theory should be geared towards further integration of the 
various conceptualizations of learning in higher education specifically. In developing this theory, 
we consider it important to include emotional and social components of learning in a more obvious 
way. In this way, it will be possible to develop a third generation of conceptualizations of learning 
among students. Future research should also focus on the interaction between self and external 
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regulation of learning. For example, how different degrees of self-regulation and external regulation 
of learning work against each other and if this happens differently in different educational 
environments are just some of the important aspects that should be taken into account in future 
research. They should also be directed to the concrete that could be done to promote positive 
learning models in different types of educational backgrounds. 

Directions to modernize teaching assessment strategies must also follow this trend. Such 
assessment is necessary connecting students to benefit the social context in which they occur, or 
more accurately, the social contextualization of the task. The aim in this direction, promoting those 
types of teaching evaluation in a position to provide support for self deliberate processes, giving 
students the opportunity to appreciate the performance, to establish individual standards and 
develop their own strategies for achieving them (Morrison, 1995, apud Stan, 2000). This paradigm 
shift is required by default centering on student and student-centered academic environment. 

We believe that teachers should give more importance and attention to different learning 
styles of students in that it should identify the styles, to encourage students to reflect on and to focus 
their interventions around them. A student, before you try to learn new ways of learning, needs to 
realistically perceive their own abilities and strengths. Thus, a proper understanding will enhance 
the confidence and support that effort, targeted leads to success. Students will be more motivated to 
learn if they know more about their strengths and weaknesses as well as people studying. In 
addition, student learning will be effective if you manage to capture the relationships between 
concepts, if you realize that thinking can be practiced, but this practice calls for regular practice. 
Sometimes it is necessary to redefine the way we see things. Finally, in learning, just like in real 
life, performance, success does not appear on the first attempt, so it takes perseverance. Also, the 
student who prioritizes construction of knowledge through their own efforts and by consulting other 
sources of information than the teacher, will be able to monitor, regulate, and learning to use the 
main learning activities of processing activities depth. Moreover, changing the perspective from 
which to learning, teachers will be able to review their teaching approaches in order to adapt to the 
current education system and society requirements. 

Studies are needed to specifically address these two ways of assimilation of learning 
content: focus on reproduction versus understanding (constructivist) and how the interaction 
between these two variables affects learning. 

The results of this study showed that the training program succeeded in promoting deeper 
understanding and meta-cognition and that students had a positive assessment of the learning 
process: they appreciated the diversity and originality of learning activities, have approved 
participation in the process and training and have increased feelings of self-realization. 

 
CHAPTER VIII FINAL CONSIDERATIONS 

 
Understanding academic learning problems remains a puzzle with many pieces, which we 

tried to reconstruct, through the present research and we argue the need to change the perspective 
from which we see this entirety. Some of these tracks have been laid out in the relevant theoretical 
approaches over time on learning and we recall here the behaviorist perspective, the perspective of 
cognitive and constructivist perspective. Each orientation was eventually able to complete this 
puzzle, but the evolution of society has always changed the perspective from which to be seen this 
very complex phenomenon. 

Thus, one of the solutions offered by experts in the field of education is student-centered 
paradigm. This paradigm, which we argued over the pages of this book, brings a change of 
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perspective. In this sense, it prioritizes the student learning stressing both the complexity and 
importance of building a relationship with the other component is the educational process. 
Increased attention that this perspective gives a student is part of the overall restructuring process of 
the educational process, restructuring justified by the desire to increase the quality of the 
explanatory and predictive capacity in the field, better anchoring and educational reality in most 
practical approach. 

We are fully aware that the path must go through a student with his teacher to get the 
knowledge and understanding of learning is not a straight and smooth one. This involves acquiring 
a language specialized for a certain type of discourse that is based on facts, but equally, and to 
capture the relationship between psychological facts to be further structured. Moreover, these facts 
should be interpreted and assigned meanings; plausible explanations should be provided to make 
predictions about certain behaviors, to cultivate the student's experimental spirit. This is because 
society demands require formation of skills and competencies of the learner, which involves 
understanding, self regulation and accountability of their own training. 

In the light of the above is that the teacher must first know their students to tackle teaching 
in a manner reflective, so that later they can adequately choose an educational approach. The 
question naturally arising here-To what extent are learning strategies used by students who are 
sensitive to situational and contextual influences? – We tried to find an answer in this work. Some 
researches show that learning strategies are predominantly context-specific and are "put to work" 
according to the circumstances of context learning (Hadwin et al, 1997, apud Vermunt and 
Vermetten, 2004). Other authors argue that learning strategies are part of the person's predisposition 
to learn in a consistent way, in a personal learning style (Schmeck, 1983, apud Vermunt and 
Vermetten, 2004). I had in mind this view when I started studying academic learning. 

The paper is based on learning styles model formulated by Vermunt (1998) and model 
approaches to the study of Biggs's (1987). Exponents of the constructivist paradigm, the authors 
have built models based on the premise that the explanation by the student choice of a particular 
learning strategy is at the intersection of two areas: the context and the particular individual. We 
emphasize that these approaches have proved very fruitful in explaining aspects of academic 
learning. Thus, the approach followed by us proved analysis strategies and learning styles in terms 
of approaches offered by the two authors, and allowed the study strategies and learning styles in 
terms of education / student-centered education. In this respect, the analysis we have considered 
several perspectives: academic programs / majors different specific university courses, networking 
with the style of teaching, and highlight the dynamics during the academic route. These insights 
were the starting point in investigating strategies and learning styles in the context of a training 
program. 

By emphasizing contextual influences, we demonstrated that this concept is flexible and has 
allowed analysis of how different contexts vary. By capturing the variations in the learning 
environment and emphasizing the effects on development, we have demonstrated the importance of 
the contextual factors and the personal strategies and learning styles. As such, critical analysis of 
the main guidelines and models of learning, which is an initial contribution at theoretical work has 
been carried out for the proposed integrative perspective presented in chapter three, reflected in the 
educational model ÎECS. 

Thus, in theory the paper presents an overview of learning approaches, set out the relevant 
models of learning styles, but a series of studies conducted so far in the area of the new psychology 
of learning, highlighting the effect of factors involved in student learning, the development of 
academic success, personal development. Support effective learning strategies in depth and 
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encourages further research. This paper brings evidence to implement such ÎECS stressing the 
importance of studying the effect of individual differences in learning and self-regulated learning. 
These are precisely the patterns they will need after graduation, when they face a long period of 
continuous learning, self-directed learning, which lasts until the end of life. They not only influence 
the behavior and performance, but also mediates the latter's influence in the selection of strategies 
and styles. 

The studies aimed at the development strategies and learning styles and pathways academic 
years on the stability and variability of learning strategies and styles in different learning contexts, 
the paper adds arguments to support constructivist perspective, that the academic components of 
learning are closely related context (longitudinal studies are relatively rare). 

It was proved that the use of longitudinal studies, strategies and learning styles targeted 
significant increases with advancing academic, linking, structuring, critical thinking exhibits a high 
level of use, as well as meta-cognitive strategies. Students record a change in the conception of 
learning. The fact that the highest level of depth is manifested in the strategies used by students in 
their final years, comes in line with the model provided by Vermetten, Vermunt and Lodewijks 
(1999) on the dynamics of learning. 

The research makes contributions at the methodological level. In this respect, he performed 
the translation and adaptation of the Romanian population of two of the most powerful strategies 
and measures to measure students' learning styles: Inventory of Learning Styles ( ILS, Vermunt, 
1994) and Study Process Questionnaire Revised (R-SPQ-2F, Biggs, Kember and Leung, 2001). 
They can be used in teaching, educational counseling activities for students, but also in future 
research. In addition to data on the validity and reliability of scales and gauges it offers standards of 
theirs for the Romanian population. At the same time, approaches to capturing the relationship 
between teaching and learning approaches, the assessment tool was adapted teaching approaches: 
Approaches to Teaching Inventory (ATI, Trigwell and Prosser, 2004), useful measures for every 
teacher portfolio to improve their teaching style and to channel the work in a constructive direction. 

At the pragmatic level, the paper provides a model for implementing an intervention 
program to optimize student learning. It can be seen to be characteristic of activities tailored to the 
specific group of students. Fri research results thus support the students and teachers in order to 
improve teaching, learning and self-evaluation. Participation in activities based on knowledge 
strategies and learning styles contribute to optimization of learning and social development / 
personal students. Recommend its implementation on a longer time, with the objectives of academic 
and professional development of students. 

This paper is not without its critics. Thus, in some of the studies presented, the subject lot 
could be expanded, the number of instruments used could be increased. Further evaluation of the 
perceived learning environment context to clarify the differences accurately. One should also 
include external evaluations such as those of teachers with measurements students to follow the 
development strategies and learning styles. The study on specific courses could be expanded for the 
purposes of collecting data on teaching approaches from different teachers (i.e. from several 
disciplines), and the students they teach. Number of participants could be extended to study both 
longitudinal and in the training program and training time could be increased to at least one 
semester. Reduced possibilities of generalizing the results, is another drawback, further studies are 
needed to extend the model offered by us and other specialties. 

Despite these limitations, in the approach followed I tried to develop an action allowed for 
personal reflection on the issues concerned, issue of interest, with implications for educational plan 
for optimum learning, in line with the reconfiguration of methods of instruction. 
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Corroborating this concept by providing a suitable psychological climate and other ways of 
restructuring strategies, it becomes possible to improve the overall learning benefits students and at 
the same time, upgrading the educational approach as a whole. In this respect, future research 
directions could include other components of the educational process efficiency research IECS. At 
the same time, longitudinal study could be extended to the master or doctoral study years. 

On strategies and learning styles of a dynamic and flexible manner, we are able to avoid 
some routines and learning about ways to overcome this traditional, classical, working with 
students. Only thus we will be able to find the right place for learning psychology of learning styles 
appropriate piece of the puzzle in the structure and fill it properly, so the prospect of which is the 
place and role of an effective link to allow the student to teaching life actual student learning in the 
latter are well anchored in reality and at the same time, another source of learning. 
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