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Selected Typologies of Learnersand Learning
related to digital resourcesin singing lessons

1. Introduction

Theories of so-called learning types have becomeemaad more popular during the past
decades, in the German speaking couritasswell as in the USAThere has already been an
attempt at putting them into concrete terms withmg own profession, the pedagogy of
singing® and it will be interesting to see what potenties$lin that.

A lot of material on the subject has been publistaedl in this short work | cannot deal with
all the different taxonomies and versions. For tieaison, | limit myself to two theories that
are most common and therefore most important: @rotle hand typologies that refer to the
preference of certain sensual channels (aboverallefic Vester’'s), on the other hand the
theory of experiential learning by David A. Kolb.

After | have defined the limits of validity of thesheories based on a survey of the literature,
| would like to say something about how these tidsigcan be translated into pedagogic

action in singing lessons.

Before | begin with the theoretical description amiicism, | have to define some technical
terms that are important for my conclusion: “leagitype”, “learning strategy” and “learning
style”.

The word “learning type” can mean two differentns, either “types of learning” or “types
of learners”. In order to avoid misunderstandingsill use that term in the latter sense in this
work. Learning types in this sense are categoridsasner based on personal qualities that
are fixed genetically or by education.

Learning strategies are patterns of action in iegrsituations, they are approaches to meet
the learning goal. They are not ipso facto persqnalities, but they can become habitual and
thus a learning styl®.

Learning styles are defined by the fact that aniear strategy is applied in different situations

constantly.

! LooR p. 186.

2 Sternberg/Grigorenko p. 2 et seq.; Hurst-Wajszqzuk21: “Interest in learning styles and their laggion in
the classroom has skyrocketed in the past two @scad

% Hurst-Wajszczuk passim.

* Stang| (3) http://www.stangl-taller.at/ARBEITSBLAETTER/LERNENérntypen.shtml

®LooR p. 189.

® Cf. Becker p. 76.




2. Learninq typologies based on sensual channels

a) Description

The most popular systems of learning types aredbasedifferent channels of perception.
“Auditory” and “visual” are mentioned most frequntAs a third learning type we either
have the haptic, kinaesthetic (especially in theefican popular sciendepr the physical

type. Furthermore, there are the cognitive (resptellectual) and the verbal (or

communicative) typ&.LooR even reports of the assumption of an olfgdearning type?

Frederic Vester is regarded as the first authosuzh a typology” His theory is the most
popular typology of learners in Gemany, first psbéd in 1975. Discussing a practical
example from a lesson in physics at scHéoVester differentiates four kinds of learners,
namely the auditor}? the visual, the haptic and the intellectual. Aagr point in the same
publication, he enumerates five “big learning gupgthe visual seeing type, the auditory
listening type, the haptic feeling type, perhaps\tarbal type and the communicative type.”

b) Criticism

There is a certain vagueness about typologies fadirah sensual channels, even within
Vester's work itself (see above). He has checkexl dwn hypothesis empirically and
conceded in the end that, due to mixtures of peefsgs, there are as many learning types as
there are learners.He doesn't go as far as doubting the existencestatlity of these types.
He just draws the consequence that lessons fasa should be methodically various in order
to get access to each pupil (according to his ompkesonal learning type) and to anchor the

information deeply?®

"LooR p. 189.

8 Cf. Cumming http://www.youtube.com/watch?v=oNxCporQofo

° Becker p. 75; cf. Sitterlimttp://www.philognosie.net/index.php/forum/messagé/

9 0oR p. 196.

'L ooR p. 186; Stangl (3ttp://www.stangl-taller.at/ ARBEITSBLAETTER/LERNENérntypen.shtml
12 v/ester p. 51.

'3 Nota bene: He or she “...seeks understandingstsniing and talking...“ (Vester, ibid.) — an ob\sou
equalisation of behaviour and channel of percegtian sounds like rash thinking.

“Vester p. 121, transl. S. B.

15 vester p. 121; cf. Schrader p. 17; Siittetitp://www.philognosie.net/index.php/forum/mess8@éf her
statement is though inconsistent with other passhige ,.find out which learning type you are* (ibjd
% Vester p. 124 et seqq., p. 51.




These admissions are nevertheless insufficient3Lamalyses Vester's theory and finds for
example that he mixes perception (auditory, vishaptic types) and cognitive processing
(intellectual type). The classification of learn&rsiot systematic in the first platé.
Furthermore, she reflects on practical teachingsmes$ a fundamental difference between the
explanation of the teacher and the perception efppil, where Vester equalises bbth.
LoolR shows on the basis of Vester's own examplas tthe illustration of a physical law

cannot replace the intellectual explanatidn.

In her article “Hirngespinste der Padagogik” (“waathering of pedagogy®, transl. S. B.),
Becker states, perhaps a bit oversimplified: “THerao research on learning typé%'with
explicit regard to Vester, Becker comments thatlbes not refer to a single neuroscientific
source. She follows up with her principal criticisithe concept of learning types: “Learning
is, just like perception, a complex process thainoa be limited to one sensual channel.” In
the end, learning type tests are deficient, tooabse of their lack of reliablity and validity.

Stangl and Lool3 share the opinion that there igvidence of higher individual success of
pupils depending on the consideration of diffexdmnnels of perceptidi.

One major argument against this idea is that huipeamgs perceive stimuli mostly with their
eyes, irrespective of individual variances. Stagigés the following numbers (however, with
suspiciously round lots): In average, a human beiogld perceive 10.000.000 bits (i. e. units
of information) per second visually, 1.000.000 aptically, 100.000 bps auditorily, 10.000
bps olfactory and 1.000 bps through the sense sikb.téStangl stresses the outstanding

importance of the visual sense, that in his viefinds man as an “eye animaf’.

In her private online-publication, Suitterlin remothe common “knowledge” that humans
would remember 10 % of what they read, 20 % of whay heard, 30 % of what they saw,
50 % of what they heard and saw, 70 % of what g@yke out and 90 % of what they

" LooR p. 187.

8 Vester p. 51.

¥ LooR ibid.

20 Becker p. 76.

L Becker p. 76, transl. S. B.

22 stangl (2) http://arbeitsblaetter.stangl-taller.at/TEST/HALBorie.shtml LooR p. 190.

23 Stangl (1) http://www.stangl-taller.at/ ARBEITSBLAETTER/LERNENérnstrategien.shtml

,Aus dieser Ubersicht kann man die iberragende Bedg des visuellen Systems erkennen, das den Memsc
vor jeder Sinnespraferenz als Augentier definiert.”
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executed in hands-on activity. On her own webséaders opposed and marked this statistic
as a “naive assumptiof®.

Lool3 refers to these numbers, too and regards besmavolently as “presumably empirical”,
not without noting that the source of these figutasnot be founé Still, they are given
without differentiation of certain types, just like the old Confucian wisdom: “Tell me and
I'll forget. Show me and I'll remember. Involve med Il understand? This indicates the
existence of a traditional consensus among manggueplies that a classification of pupils is

not relevant for their teaching.

We have seen now that general human conditionsrisypese any differences between
individuals or classes of individuals here. Anotfaator is the specific sensual preference due
to the learning situation or the specific contéitr example, Sutterlin admits that something

like “tying one’s shoes can only be learnt physicaven if you are a visual typé””

Even more, we have to insist on the difference betwmere memorising and actual learning
connected with understanding - that is in fact domes neglected in reproduction oriented
learning environments at schddllt is a naive assumption that sensual impressags
transferred into the memory directly. The neuropdlggical as well as the psychological
process is much more complex. Learning is more tm@morising, it always demands
dealing with the material on an intellectual le¥elan active assignment of meanifig.

Sensual perception is a precondition, but learits®f is a cognitive process.

One more differentiation is necessary in orderdbrgl of a common misunderstanding. It is
not adequate to assume that “visual learners” wbaleéqually fit for processing pictures and
written information. Both are basically differembi the perspective of cognitive science.
Writing represents information in a symbolic waypiature analogué It would be totally

wrong to classify a vocal student as a visual igpeé confront him or her with “images”, i.e.

metaphors communicated by words to support hisrggnigchnique or musical phrasing. The

24 Sutterlin, http://www.philognosie.net/index.php/forum/messagé/

% LooR p. 193; Stangl, however, has done elaboestarches on the history of this statistic, Stéhgl
http://mww.stangl-taller.at/ARBEITSBLAETTER/LERNENérnstrategien.shtml.

%6 Cf. Stangl (2)http://arbeitsblaetter.stangl-taller.at/TEST/HALBorie.shtml

2" sitterlin,http://www.philognosie.net/index.php/forum/messagd/ transl. S. B.

%8 ooR p. 195.

29 Becker p. 76.

%0 LooR p. 189; cf. Willinghamhttp://www.youtube.com/watch?v=slvOrz2NTUk earning is meaning-based”.
%1 LooR p. 192.

%2 LooR p. 190.




perception of words is auditory, the content synwbabstract, the context is communicative,
the inner imagination perhaps visual, but the p#roa of the body is kinaesthetic and the

soundproductis acoustical. There is no reason why a “visual ledrsteould benefit from this.

Learning typologies do have a certain validity asds pure learning by rote is concerned and
the content is facts (declarative knowledge). Aggllie procedural knowledge and complex
issues necessitate more cognitive processing shatdiependent of the primary perception
channef® Vester has neglected that difference compléfelpot to mention further

elaborations e.g. of the experimental memory psgdycaccording to Engelkamp.

One could ask wether singing lessons could be dedaas reproduction oriented and be
based on sensual channels, at least partiallytrigustudy of movements and music does not
only have the purpose of reproduction, but alsoapplication on other pieces. The
interpretation of a piece of music is a derivatog still creative process, the singer must be
motivated intrinsically to have a poised indepergem dealing with the material. This can
only be achieved by understanding the backgroumd aaprerequsite for this is learning with

understanding, not mere memorising.

Additionally, the communication channel is mostiglicated by the content (you cannot see
tones, you cannot hear written notes). From thisuaoistance alone, obstacles against an

observance of different learning types will result.

Still, it could be possible to find more truth apdactical applicability in classifications that
deal with other factors than sensual channels ateaimore differentiated and thus appropriate
to the complexity of the learning process. We sbed that in the next section that covers an

important and popular example.

% LooR p. 188; Stangl (3http://www.stangl-taller.at/AR BEITSBLAETTER/LERNENerntypen.shtml
34

LooR p. 189.
% geel p. 38. Engelkamp differentiates the expéind the implicit, the sensorical and the mototie, verbal,
the declarative, the semantic and the proceduraiane For each of these part systems, the rel&ttween
sensual impression and learning performance shmukkamined in order to find sustainable corretegtio




3. Kolb’s theory of experiential learning

a) Description

David A. Kolb’s learning theory has different sources. Kolb made John Dewey’'smedig
approach that experience is the basis of all legrhis own. The concept of adaptation to the
environment is based on the developmental psychadgean Piaget. From Kurt Lewin he
adopted the model of a “cycle of actiofi*transforming it into the cycle of learning desedb

below.

On the basis of these ideas, Kolb created his “B@ptal Learning Theory”, marked by the
following qualities®

- Processuality (non-static)

- Experience as the origin and material for leagnin

- Four polarised modes of learning

- Holistic adaptation of concepts

- Transaction between individual and environment

- Constructivist tendency

Kolb defines learning as “the process whereby kedge is created through the
transformation of experiencé® expressing the connection between experience €pion)
and cognitive processing, whose lack was criticisedVester's model earlier. Kolb

differentiates both systematically.
The four polarised modes of learning mentioned akare given in two dimensiofi%:
1. Perception continuum

This one deals with the opposition of concrete erpee (“apprehension”) and abstract

conceptualisation (“comprehension”).

% Kolb passim; cf. Sternberg/Grigorenko p. 16 et seq
3" Staemmler p. 46 et seq.

% ehmann p. 46, Staemmler p. 48.

¥ Kolb p. 41.

40 Staemmler p. 49.



2. Processing continuum
Here, Kolb polarises active experimentation (“esten”, the inductive way of insight)

and reflected observation (“intension”, correspagdvith the deductive way of thinking).

Learning is presented by Kolb in the form of a ey@ concrete experience is followed by a
reflection of that impression. The reflective obsgion results in a hypothetic abstract
concept, that is tried and tested by active expammimg. From these experiments, the
individual gains new experience, and the cycleeairiing starts anew. This theory can be

illustrated like this:
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lllustration 1: Kolb’s Cycle of Experiential Learm**

Here we can see how Kolb combines four learninggypach from two modes of learnitig:

- The diverger from concrete experience and reflecibservation
He or she is very communicative. Kolb postulatest tihis type fits in professions with a

social or artistic profile.

“IKolb p. 42
“2Kolb p. 76 et seq.; cf. Staemmler p. 52 et seq.



- The assimilator from reflective observation abdteact conceptualisation
The assimilator is gifted to be an analytic in tbgearch or financial field.

- The converger from abstract conceptualisationaatide experimentation

This one is a typical executor of plans, the wogkimode e. g. of an engineer.

- The accommodator from active experimentation@nttrete experience

This type seeks experience in action and can bigiound among businessmen.

Kolb himself points out that his learning stylese amot fixed traits of character, but
individually “programmed” orientations. Their application depends not only on genetics and

socialisation, but also on the actual situafibn.

By further reflections, this relatively simple syst is broadened significanfly. Kolb
believes that the individual repertoire of learnstigategies can be extended. Preferences in
one or the other dimension can diminish in onesidsd, the learner can use both modes of
either perceiving or processing. By this, four ngpes emerge that would be mapped on the
axes of coordinates according to the remainingepeeice: the “Northerner” (balanced in
processing, but still prefering concrete experierioe abstract conceptualisation), the
“Southerner” (prefering abstract conceptualisatidhg “Easterner” (reflecting observer) and
the “Westerner” (active experimentéf)n a third stage, this process extends to the irénta
dimension, and in the end, the ideal of the nigfietcalled “balanced learner” is achieved,
who would belong on the origin of the axes on tlegydm?’ This one has developed his or

her competences in a way that he or she can lgaiallg in all four phases of the cycle.
b) Criticism
Kolb unfolds his premises in a consistent deductvay, and his theory has a certain

symmetric beauty and cyclic completeness. Neversiselthe validity for practical life has

been questioned.

“3Kolb p. 95 et seqq.

4 Staemmler p. 55, Kolb p. 76.

“5 Reported by Lehmann p. 50 and Staemmler p. 64.
“6 Staemmler p. 70.

“"Kolb p. 144 et seqq.; Staemmler p. 69 et seqq.



He has evolved a test procedure called “Learninte $tiventory” (LSI) in order to identify a

person’s individual learning type. The first verssoof this test did not pass a critical review
with regard to reliability and scientific validifyl.Improved versions provided better results in
both criteria, but still not all critics are coneed, the controversial discussion of the LSl is

still going on?*

According to Lehmann, “numerous studies” existvprg that the learning results (cognitive
and skill level) are not influenced significantly lan adaptation of the way information is
presented to the individual learning tyBélhe areas where such an adaptation has an effect i
the affectional and the motivational levélthe students enjoy learning more if the
presentation fits with their learning style. Withhadoubt this is a relevant factor, but the
theory of learning types has promised somethindemtht, i. e. an improved learning

performanceé? Such an improvement has not been measured, safpit higher motivation.

It is also difficult for a teacher to apply his loer knowledge about learning styles effectively
if the identification of the learning style of aident is connected with such a difficulty as an

unreliable test or unforeseeable personal development.

The classification of learners seems totally impeat if you accept the thought that impulses
from the learning environment are fruitful that aw@ adapted to the pupil’s present learning
style, but to the opposite. Thus, a basic developne induced resulting in an extended
strategy repertoire and an approximation to thalidéthe balanced learnéf.

In a sense, the value of the whole theory is tlegsiced to a confirmation of the important

principle to use different methods of interacti@ivbeen learners and teachers alternately.

“8 Staemmler p. 74 et seq.

9 Staemmler p. 80 et seq.; only a good 60 % acbept$! completely according to a meta-study by kiokin
1991, cf. Lehmann p. 65; Lehmann himself uttersbd®as well after having worked with the Kolb theor
empirical, p. 169. Greenaway has circumspecthectdld criticism on Kolb’s theory from different soas, cf.
http://reviewing.co.uk/research/experiential.leagni

Y Lehmann p. 162, p. 167 et seq.

*l Lehmann S. 160, p. 162 et seq.

%2 Cf, Willingham, http://www.youtube.com/watch?v= slvOrz2NTUk

%3 Sternberg/Grigorenko p. 18.

**Lehmann p. 58 et seq.

%5 Cf. Staemmler p. 81.




4. Conclusion

The image of a “learning type” in the sense of aspeal quality of the pupil is not
convincing. Habits (“learning styles”) may exisutlthey are not primary determinants for
teaching, they are merely one condition among ethér his video clip published on
YouTube, the American psychologist Daniel Willinghmadraws the explicit conclusion:
“Good teaching is good teaching, and good teactiersot have to adjust their teaching to

individual students’ learning styles®”

This seems to be rather a sweeping statement. Gloaitd be other typologies that meet the
demands of pedagogical practice and science taglaehidegree? Beneath the two models
presented here, there are other concepts of lsaamel learning styles. As an example | will
just give Schrader’s categories (grounded on egglistudies in the field of German adult

education): “theorist”, “practitioner”, “model stedt”, “indifferent” and “insecure™’

In total, not less than 71 different models of heag styles have been introduced during the
past 30 years, as the scientific journalist onlaetform Physorg notes in December 20009.

The result of the reported meta-study is disillogig:

But psychological research has not found that elgarn differently, at least not in the ways
learning-styles proponents claim. Given the lack@éntific evidence, the authors argue that
the currently widespread use of learning-stylestestd teaching tools is a wasteful use of

limited educational resourcés.

It remains true: It is neither reliable nor fruitfo categorise people.

| even see a danger in labelling a student astaicdearning type. This could produce inner

resistance against impulses from the teacher oftwhe or she “knows” that they do not fit

with his or her “type™® According to Kolb’s theory, this would lead to gtation in the

*5 Willingham, http://www.youtube.com/watch?v=slv9rz2NTUk

" Schrader p. 106 et seqq.

%8 http://www.physorg.com/news180202248.html

%9 Cf. Stangl (2)http://arbeitsblaetter.stangl-taller.at/TEST/HALBorie.shtml,Dennoch ist davon
auszugehen, dass durch die von manchen Lernratggb#irdertd=ixierung auf einen Lerntyp dem
Lernenden Mdoglichkeiten des effektiven Lernens etésssen bleiben.”
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process of extending the range of learning strasegnd approaching the status of a balanced
learner, thus unfolding the full mental potenffal.
Perhaps, the word ,typology” does not begin witltypao* by accident...

Still, there is a difference between speculatidnsua “learning types” and the systematizing
of learning behaviour. Becker makes a distincti@ween learner typologies that are not
valid from a scientific perspective and learninges, confirmed by psychological studies on

cognitive styles and preferred strategies for sgj\yroblems®*

It is an advantage to take account of differentrieg strategies (without limiting an
individual to a certain strategy or supporting anelimiting him- or herself). Thus, you
guarantee a rich and attractive presentation ottment? as well as an opportunity for all

participants to extend their repertoire of learrstrgitegies (as Kolb describes it, vid. supr.)

Many authors approve a variety of stimuli for diéfat sensual channéf$Nevertheless, it is
recommended that the learning environment doed@wime too complex, as the short term

memory of the learner could be overloadéd.

In the end, even exponents of learning type theaadmit that this perspective is only one
among many othefS.| want to leave the final word of this sectionltooR: “In the end,
cognitive, volitional and emotional-motivational ajiies of character interact in the

individual construction of knowledgé&®

¢ By limitting the modes of learning, vid. supr.,Hreann p. 58 et seqq.

®1 Becker p. 76.

%2 ooR p. 193.

83 Vester p. 126; Siitterlimttp://www.philognosie.net/index.php/forum/mess8é/

% Lehmann p. 170.

% Siitterlin,http://www.philognosie.net/index.php/forum/messaga/

% LooR p. 196 et seq.: ,Insgesamt wirken kognitixaitionale und emotional-motivationale Personermele
bei der individuellen Wissenskonstruktion zusamrheransl. S. B.
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5. Application in singing lessons

It was mentioned in the introduction that in theA)Sirst approaches to apply the Kolb
typology in vocal pedagogy have been made. In twstext, Hurst-Wajszczuk writes:
“Applying Kolb learning preferences in the appliedice studio is a bit more complicated
than in a classroom setting, but is equally usetul.

She reports utterances of her students represeceingin learning types in their obligatory
learning diaries. Divergers (or, as she puts idHs") wrote something on questions of the
song text as well as their feelings during pract@ecommodators (“Products”) on their
successes in learning, assimilators (“Equations)ild make little grids occasionally in order
to document their practice tiniNothing is said about convergers at this point.

In the lessons itself, types would show in thedwihg patterns of behaviour: Divergers
(,Hearts") would seek for depth in expression, gogag themselves with the poem or the
biographical or historical background. Convergef@ugstioners”) would move a lot, the
teacher should give them freedom in the desigmefiéssons and have them combine pieces
or even exercises with their own little choreogiephAssimilators (“Equations”) seemed to
be most interested in physiological or musicologeeplanations and should be reminded
from time to time that the doing is what matterst the knowledge. Accommodators
(“Products”) would be keen on getting things dofmequently producing little flaws. Here,
Hurst-Wajszczuk recommends to mark little shomteims, e.g. first the precise practice of
the rhythm, then the translation of the foreignglamge text etc. as intermediate products to

cultivate carefulnes®.,

These explanations are predominantly descriptine, @ove that, they seem too simple a
classification for a group of people with a degogéendividualisation as high as is typical in
singing students. Additionally, it appears stratgyeall such people by unpersonal terms like

“equations”, “products” etc.

By analogy with existing explications of the Kolbalning styles with regard to teaching
methods’ | tried to systematize possibilities of the appiion of different strategies in voice

" Hurst-Wajszczuk p. 425.

%8 Hurst-Wajszcczuk p. 425, cf. p. 423 et seq.
% Hurst-Wajszczuk p. 426.

O Lehmann p. 55 et seqq, Staemmler p. 54.
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teaching in a prescriptive way. | included modeigitdl resources of vocal pedagogy.
(Additionally, | refer to a taxonomy of teaching tiheds for one-to-one music lessons by

Anselm Ernst! The names of these methods are self-explanatory.)

Concrete Experience: - Teacher as a model (modtiad)
- Audio-examples (CD-player) and YouTube-video €lip

- Interactive tutorials for theoretical content

Reflective Observation: - Deductive explanationg.(reasons for a certain
exercise from voice physiology)
- Archive of literature and recordings

- Audio-recordings of lessons and home practice

Abstract Conceptualisation: - Theories and refezdyooks
- written tests (applicable in the methodology sem)
- Case studies

- Instructive method

Active Experimentation: - Exercise and comment
- Discovering method
- Self-determined learning activity
- Real time visual feedback

- Self-made syntheticized accompaniment for pcagburposes

A consideration of learning strategies based osisdrchannels (section 2) consists in the use
of visualisation potentials in the first place, .egyaphic presentation of the voice sound
through software like VoceVista or Sing&See.

It is true that human beings are involved in thecpss of singing as a whole. Singing is a
mental-physical activity, controlled by kinaestbheind auditory perceptions and mostly
supported by visible mimic and acting performand&t, the auditory component is
dominating, as we are talking about an acoustitabad accordingly, this channel is already
predominant in singing lessons. Irrespective oees@nal preference, it is necessary for all

learners in the field of singing to develop andrpka their sense of hearing.

" Ernst, p. 83 et seqq.
13
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