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Introduction
Because learning is an interdependent process that consists of many components, a complete theory of instruction should define the interaction and application of all the components of learning. Learning will be defined as the process of acquisition of knowledge, skills, and social interaction. In order for learning to take place, many things need to be set in place. Here, a working model of what learning consists of will be presented. Learning is viewed as cycle of exploration, practice, interaction, and connection. However, in order for this continuous cycle to be efficient and effective, another preset of conditions must be set in place. These preset of conditions are things such as psychological aspects such as Markus and Nurius’s (1986) possible selves and self esteem, the process of metacognition, motivation and interest, and self regulation.
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A visual of the working learning model:
The most inner circle is learning. The next circle represents the more implicit process of learning, and the outer most circle represents the more explicit process of learning. When most people think of learning, they probably think about the outer circle, because it is more visible to the eye and are seen through tests, observations, and assessments. However, the inner circle, the implicit set of conditions, must be met in order for the explicit process to take shape and flow continuously. After reading literature about the psychological aspects of learning such as self regulation (Zimmerman, 2000; Sansone and Smith, 2000), interest (Lipstein and Renninger, 2006), and motivation (Hidi and Harackiewicz, 2000; Harackiewicz et al., 2000), it was quite clear that these implicit, psychological aspects had a profound impact on the way people learn. And even though these seem to be implicit processes, they can be seen explicitly in performance and the learning process.
Although all the implicit conditions may not always exist for every person, every situation, and all instances of learning, all the components are essential for a maximized and meaningful learning experience. In believing that the implicit process directly affects the explicit process, both sets of processes must be taken into account when discussing models of learning. Therefore, this paper will attempt to explain the 1) components of the implicit process and 2) components of the explicit process. 3) Then, discuss how the implicit process interacts with the explicit process. Finally, 4) the importance and application of the two processes will be discussed. 
1) Inner Circle: Implicit Factors and Processes

The inner circle of the learning process has implicit factors and processes that affect learning. However, it is not restricted to the ones that are mentioned in this section. The factors discussed here are considered more psychological and more implicit than, for example, the existence and role of a teacher. The psychological aspects lay the foundation for the more explicit process of learning. The two processes overlap and interact however. The implicit components that will be discussed are 1) self concepts, 2) motivation and interest, 3) metacognition, and 4) zones of proximal development.

Self Concept


The psychological notion of self concept refers to how an individual views him or herself and the knowledge one has about him or herself. “Self concept research has revealed the great diversity and complexity of self-knowledge and its importance in regulating behavior” (Markus and Nurius, 1986, p. 954). Many cognitive processes are taking place here. If learning is categorized as a human behavior, then the self concept can influence the regulation of learning behavior. Self esteem, self efficacy, possible selves, and self regulation all influence an individual’s self concept. 

The way one thinks of him or self in the present and the future affects if he or she decides to undergo the learning process or not. If a student has poor self esteem, it will induce the student to believe that he or she will fail in school, and therefore, will not try to their potential in academics. Positive self concepts need to be in place in order for changes in ongoing behavior. 

According to Markus and Nurius (1986), the most effective way to change behavior is generating self conceptions of possibility to support positive self statements. Individuals in viewing the future, have a notion of possible selves, which is a part of the self concept. The working self concept consists of the possibility of self. A fluid and malleable concept self allows one to see him in the present and in the future, and the wishes, hopes, fears, and goals associated with the image of oneself. It also “reflects the potential for growth and change, and all the values that are attached to these possible future states” (Markus and Nurius, 1986, p. 957). 


Markus and Nurius’s study indicates that individuals can reflect on their possible selves and that it usually differs from their present view of self, which indicates the mallablity of self concept. Also, the possible view of selves were almost always positive. Students imagined a large range of possibilities for themselves, and therefore, possible selves can serve as incentives (Markus and Nurius, 1986) for learning.   By achieving a desired goal, one is fulfilling a possible self. Goals can serve as indicators of possible selves, since goals are actions that are desired to be accomplished in the near or far future. Therefore, if students can reflect on and refine their possible selves, actions can also be influenced. Therefore, as positive self esteem is created, the possible selves must also be revealed in order to forge a link between self, motivation, and then action.
Motivation and Interest


“The concept of possible selves allows us to make a more direct connection between motives and specific actions” (Markus and Nurius, 1986, p. 961). The self concept is related to the motivation and affect one feels in a certain context. The self regulation is part of “the phenomenon of agency”, which also can include motivation, and self regulation, which “could be interpreted in terms of the individual’s ability to develop and maintain distinct possible selves” (Markus and Nurius, 1986, 962). Therefore, the motivation, self regulation, and interest, all part of the self concept and interrelated, will retain notions of possible selves and influence learning behaviors.

Self regulation, according to Zimmerman (2005), is “self generated thoughts, feelings, and actions that are planned and cyclically adapted to the attainment of personal goals” that consist of environmental, personal, and social processes (p.13). The development of motivation, particularly intrinsic motivation, and interest involves self regulation. Zimmerman describes three steps of self regulation: 1) forethought, 2) performance/volitional control, and 3) self reflection. In forethought, one must set goals and strategies to carry out those specific goals. Higher intrinsic motivation will allow higher levels of self efficacy and setting reachable, “proximal goals” (Zimmerman, 2005), that are also challenging and provide an incentive to perform well.

Then, what constitutes motivation and interest conducive to learning? Hidi and Harackiewicz (2000) say that interest is a motivational variable. Lipstein and Renninger (2006) identify four phases of interest, which are 1) triggered situational interest, 2) maintained situational interest 3) emerging individual interest, and 4) well-developed individual interest. The development of interest lies on a continuum and does not necessarily develop or have to develop to a well developed individual interest for some form of learning to take place. However, a strong well developed individual interest in a topic will intrinsically motivate the students to proactively engage in the explicit learning process. 

According to Hidi & Harackiewicz (2005), “individual interest is a precondition of intrinsic motivation” (p. 158). The phases of interest can be related to different types of motivation such as intrinsic or extrinsic motivation. On the surface, both types of motivation may yield similar results in student achievement and learning. For instance, in experiences with tutoring, I noticed that my tutee was more intrinsically motivated in writing and more extrinsically motivated for doing math. Grade wise, she produced good grades, but after talking to her and doing activities with her, I realized that her interest lied more in writing and therefore she pursued it more, and because of her intrinsic motivation she would pursue it more than math in the future. She had a well developed individual interest for writing, but not for math. 

However, since the phases of interest are on a continuum, they can be developed and refined. This plays in with motivation. Individual interest must be in place for intrinsic motivation to occur, and then the intrinsic motivation will influence the self concept, and therefore, action. 
“Only when situational interest is maintained or “held” does it necessarily correspond to an intrinsically motivated state in which positive emotions such as enjoyment and liking are experienced (Hidi and Harackiewicz, 2005, p. 158). In this sense, situational interest can also influence intrinsic states of motivation. Then, held situational interest could possibly develop into maintained situational interest and then to individual interest. In the say way, as interest is triggered, extrinsic motivation can be developed into intrinsic motivation as the type of interest develops. Hidi and Harackiewicz say that triggered situational interest may precede development of intrinsic motivation, then interest and motivation are inextricably linked. The type of interest influences the type of motivation. 
Then, the type of learning will be dependent on the level of interest and type of motivation. For example, if there is a triggered situational interest for doing science, then working in groups and interacting with other may trigger the interest, but in individual work, the student’s interest may not be “held”. However, if through the extrinsic motivation of working with other people, the situation interest is “held”, and then when doing individual work, the student may start to develop an emerging individual interest. The development of interest also depends on the process of self regulation as mentioned earlier (Reflections 11/16). Self regulation, interest, and motivation are all related to self concept, and thus must be considered in the learning process.
Metacognition


In accordance to Zimmerman’s (2005) three steps of self regulation, metacognition is pervasive in all three steps. 1) Forethought refers to the analyzing the task at hand, setting goals (proximal and target goals), and creating strategies, which is all affected by the amount of intrinsic motivation and one’s concept of self efficacy. 2) Performance is the implementation of the goal through self control and self observation. 3) Self reflection refers to the self evaluation of performance, analyzing the methods used, comparing the completed work to a standard or goal, and giving causal significance to the results (Zimmerman 2005). If a student is adept at metacognitive process, then the student will become successful at high levels of self regulation.

Metacognition will be defined as the awareness of and ability to reflect about the cognitive processes and strategies one utilizes in problem solving or accomplishing a specific task. In self regulation, one must have a sense of the types of strategies they use and analyze whether they worked or not to be able to successfully travel through steps one through three. 
During forethought, one must explicitly decide on the strategies to use and through metacognition must recall which strategies have worked for them in the past and what risk to take in trying new strategies. Effective forethought will also probably be influence by the presence of intrinsic motivation to accomplish the task at hand. Metacognition must take place in performance, especially if it is a complex task. Through self observation, one must figure out which processes have worked in his or her problem solving process. Metacognition is the essence of self reflection. After all is said and done, one must look back and think about what worked, why it worked, and why it is important. Often this step is skipped or skimmed, but strong metacognitive skills will provoke students to answer all three questions and strengthen  their critical thinking skills. 

Because metacognition is essential in Zimmerman’s view of self regulation, it will extend to influence interest, motivation, self concept, and thus, learning behavior. 
Zone of Proximal Development 


In the realm of psychological development, Vygotsky’s (1978) zone of proximal development gives a framework for how learning works through the lens of social learning. The zone of proximal development refers to the difference between how much one can accomplish individually without any help and how much the one can accomplish with the guidance of more knowledgeable individual. The gap or “zone” between the potential and actual development level will be bridged by another more knowledgeable person, whether student, mentor, or teacher that will collaborate, guide, scaffold, and help establish the potential to the actual. Thus, learning happens. In this view, learning precedes development. It is important to acknowledge the existence of the zone of proximal development because it sets up the process for the explicit learning process. The zone of proximal development will be influenced by many things already mentioned such as interest, motivation, self concept, as it will speed up or inhibit learning.
2) Outer Circle: Explicit Factors and Processes and How Implicit Factors and Processes Affect Them
Implicit factors and processes are embedded and transferred in the explicit processes of learning. Learning can happen at any of the stages, but is more likely an accumulation of all the components. The explicit factors and processes of learning are what comes to mind to most when they think of the ‘learning process’. In Starting from Scratch, Steven Levy says that:

when they discover the answer for themselves, they understand it, remember it, and

apply it to real situations. They participate in the process of thinking: they start with an 

observation and develop it through questioning, hypothesizing, analyzing, and testing until they can draw an accurate conclusion (Levy, 1996, p.17). 

The process Levy describes is embedded in the four components discuss here. Four components, the factors that influence these components, theoretical underpinnings, and how the implicit factors and processes are integrated will be discussed here. The four components are 1) Exploration, 2) Practice and Experimentation, 3) Interactions, and 4) Connections.
Exploration


The core and inception of learning begins with insightful observations, authentic questioning, meaningful inquiry, and guided or unguided exploration. This disciplined inquiry can take the form of research groups, reciprocal teaching, majoring, and jigsaw method etc. Levy begins his curriculum with asking questions and asking the kids to observe an event, phenomena, or problem. Sometimes, as with his shoe curriculum, the inquiry is unintended. The children genuinely came up with the questions for exploration. Other times, the path for exploration is intended and guided by the teacher. To jump start the bike path project, Levy started with asking “leading questions” (Math Forum) to the kids to observe the community, and eventually the bike path. 
Brown and Campione (1994) describe an effective classroom that is based on “guided discovery”. The curriculum has an intended content that is reach through guided discovery and a secondary “unintended curriculum” (p.241). The major units for the class are decided upon by the teacher, and then, through class discussion, the students decide upon the questions they want answered. While discussing, observing, and reading books, the students elect the questions they want answered, and the main questions become the subunits. 
Similarly, the Soundings classroom at Radnor Middle School adopts a unique approach to exploration. The democratic philosophy of the Soundings classroom embraces the authenticity of task by allowing students to choose the framework of their curriculum through their own questions, thoughts, discussion, and ultimately projects. They even plan and choose their field trips relevant to their proposed curriculum. Hence, the content of the curriculum is guided solely by the class’ interests and questions.
By allowing exploration and questioning in students, “students feel ownership and volunteerism in what they select for study” (Brown and Campione, 1994, p. 239).  When students feel ownership, they will have intrinsic motivation to pursue learning because they have selected the path of inquiry. They will want to accomplish what they have self selected, probably because they chose a topic of study that pertains to their individual interest.
Interest plays a pivotal role in exploration, questioning, and thus a sense of ownership. Students may have triggered or situational interest, and extrinsic or intrinsic motivation for the topic at hand. However, if the right kind of exploration can take place, then students’ individual interest will be integrated. Certain unintended situations, such as working in groups, in the exploration and inquiry process may produce triggered interest, which has the potential to become “held” situational interest and so forth. Exploration opens up a lot of opportunities for the learner.
Practice and Experimentation


Practice and experimentation allows the learner to explore the meaning of their questions and initial interests. Experimentation can be done through experiments, research, though experiments in order to do “sense making” (Lampert 1986). Levy wants his students to hypothesize, questions, and then test and experiment. They must experiment through whatever means possible and with multifarious resources.
Sometimes practice is required in order for the student to gain the skill, and other times, the student needs to just understand the concept or idea. Gaskins (1994), Roehler et al. (1986), and Brown and Campione (1994) all mention that low aptitude students will probably only get the content part and therefore, they must be taught the process, skills, and strategies. Thus, the term “direct instruction”. This theory was directly applied in Gaskins’ approach to teach poor readers how to learn, think, and problem solve. 

Metacognition is vital for directly teaching students thinking strategies and concepts of problem solving. When Gaskins explicitly taught metacognition processes and theories of learning, and when Roehler taught the process of reading comprehension rather than the content, the students responded with positive increases in achievement. The explicit teaching allowed them to tap into their metacognition, something they could not do before or were not aware of before.

Interaction (with Peers, Teachers/ Mentors, Environment)
The interactions in learning process with peers, teaches, and the environment provide a rich resource of support and foundation for learning to conspire. In the progressive view, democratic philosophy, and socio-cognitive approach to learning, learning is the interacting with others in the community, finding the appropriate role for oneself within that community, and then thriving in the community. In this view, the peers are the most important aspect of learning. The social interactions that take place are indispensable. 

The community and environment in which the learning takes place affects the course of events. Hull (1989), Levy (1996), and Heath (2000) all comment on the importance of students interacting with the community in their larger environment. Not only is the classroom environment important, but interacting with the larger community gives a sense of purpose to the students. Heath describes after school projects that expand thinking skills, increase responsibility, and directly affect the community. The purposes for writing are infinite and vary for each person, but in order for a student to grasp the need for writing, she must partake in and understand the authentic process, not just as a means to an end but as a way to communicate a larger goal (Hull, 1989, p.121). Levy integrates the community into the curriculum. For example, Levy involves the community in investing in the students’ wheat project. “A project like this is better framed as a unique creation of all the individuals who worked to make it happen: students, teachers, parents, and community members” (Levy, p.64).
In the Soundings classroom, the democratic ideal of the classroom pervades all human interactions. Success in the Soundings program is dependent on the student’s ability to assimilate to the philosophy of the classroom. The philosophy promotes a democratic classroom in which all students’ have the will and logic to create their own curriculum, ask questions, and work on projects in groups and individually. Therefore, their “Fit Group” relies on how well they can interact with their own goals, their peers, and the teacher. To succeed in Soundings, essentially, self regulation processes guide the learning process. The students must be able to strategize their course of work and curriculum, perform it through metacognition, and reflect back onto their work. They reflect through self assessments, self made quizzes, and daily logs, etc. 

Zimmerman’s social cognitive view of self regulation calls on the need for need social interaction. He argues that self regulation is hard to obtain through personal discovery and introspection. In fact, someone must model the correct process of self regulation. A peer, mentor, or teacher must model the processes of forethought, performance, and reflection. 
Similarly, social modeling is also apparent in the moving novel, One Child.  Zimmerman’s theory of self regulation and the importance of social modeling can be seen here. According to Zimmerman, a person can be a “level 4” learner but choose not to perform at this level, because of motivation and contextual factors. A level four learner is at a “self regulated level of task skill is achieved when learners can systematically adapt their performance to changing personal and contextual conditions” (Zimmerman, 2000, p.31).  If this is so, then teachers and society has to secure or create an environment and contextual factors conducive for self regulation and learning to sequentially progress through all four levels. However, if there’s a lack of motivation and context, high IQ doesn’t always mean person will do well in classroom. In One Child, Sheila had no self regulation. She had no social models or prior experiences of sociably acceptable interactions. Therefore, she did not do well in school. In this sense, self regulation and social interactions directly affect the learning process.
This makes sense in light of Vygotsky’s social learning theory. According to Vygotsky (1978), “learning awakens a variety of internal developmental processes that are able to operate only when the child is interacting with people in his environment and in cooperation with his peers” (p. 90). Social interaction must be present in order for learning to evolve. Therefore, if a student is lacking in efficient self regulation that is conducive to learning, then he has a zone of proximal development. The student needs a more knowledgeable individual to bridge the gap, which will lead to learning and then development. 

Perhaps the most influential aspect of learning is the role of the teacher. The interaction between student and teacher has the potential to profoundly direct the course of the students’ learning. The teacher’s role is to bridge zones of proximal development. 

In Soundings, the teacher serves as a guide and collaborates with the students, because he may propose ideas and scaffold them, but ultimately the teacher assumes that the students have a reason and logic to their performance and actions within the classroom. The teacher can assume the student’s capacity for responsibility because, inevitably, with collaboration and group work students will immerse themselves in their zones of proximal development to strive toward achieving their potential development with the essential aid of others (Ed Psych Paper 1). 

Brown and Campione (1994) view the teacher as having a complex job. The teacher identifies the multiple zones of proximal development in the class and of each student. Then, the teacher will appropriately guide and facilitate the students’ growth. Essentially, this is what Steven Levy does in his classroom. He allows for exploration, questioning, and discovery, but at the same time he facilitates the different zones of proximal development. He realizes that each student will reach differing levels of challenges, learning, and understanding. He teaches the content and expect that each student work hard, but, simultaneously, guides each students to reach his actual level of development.
The rich combination of multifaceted interactions that exist within the learning process allows learning to take on many different faces and purposes. The ways in which students interact with teacher, mentor, peers, environment, and community will unduly affect their learning experience.  
Connections

The types of connections that take place in the learning process determine the level of understanding and learning. Innately, students will connect prior experiences with current processes of learning. One of Dewey’s tenets of his theory was incorporating past experiences as the basis for the student’s learning. Experience will help make connections.


 Levy refers to the connections part of the learning process as the ability to draw accurate conclusions to their hypotheses and subsequent testing (Levy, 1996, p.17). To Brown and Campione, making connections is acquiring knowledge and producing “novel variations of taught principles along with more truly novel ideas” (Brown and Campione, 1994, p. 247). According to Lampert (1986), learning math is a process of connecting computational, concrete, and intuitive math principles. Making meaningful connections may take the process that Karmiloff Smith (1992) proposes, in which the maximum level of understanding requires articulation and application of the concept. Thus, as Siegler (1996) emphasizes, applying strategies and concepts across problems and disciplines is essentially the true assessment of making connections and learning. 
3) Application, Implications, Limitations

Thus, the cycle continues. One component will lead to another. As connections are made, more questions will arise and exploration will happen. Sometimes, exploration might spontaneously happen at any point in the explicit process of learning. Or, interactions with peers and the environment might be enough to learn something about social skills. It all depends on the purpose and goal of one’s learning. Whether it’s learning to play a sport, learning to operate in a democratic classroom, or learning the multiplication table, all the implicit and explicit components will play a factor. Some factors may matter more in some tasks than others. Because the model is complex and fluid, it is applicable to virtually any situation. The aspects of learning are complex and integrative, so the working model is also.


However, one drawback may be an ‘omitted variable bias’. Because the working model strives to include every single aspect of learning possible, it may have left out certain undiscovered, key factors. The new factors can probably be integrated into the model somewhere, but eventually, it would probably become diluted and too complex for efficiency’s sake. Also, this model isn’t very applicable to traditional, didactic classroom practices. The view of learning that the working model takes on is one that advocates learning as exploration based (opposed to knowledge given to students), and one in which teachers are facilitators of learning and not givers of compartmentalized knowledge.
This has been an attempt to disentangle all the aspects of the learning process. In doing so, the implicit and explicit components have been separated, when, in fact, they are related. The implicit factors directly manifest itself in the external factors and process of learning. In a way, the implicit factors and processes of learning presupposes the explicit factors and processes of learning. Both must be in place for meaningful learning to occur. Ideally, all aspects of the model will be present in any type of learning that takes place. 
Appendix: Reflections & Tutoring Log

Topic #2: How and why might we learn?

9/7: Models of Learning and Development: Are we Craftspersons or Snorklers?

One Child was a refreshing and maybe even overly sentimental. The novel seems to emphasize the need for community and social relationships in the classroom. Deep relationships can evolve in small classroom, but it is also harder. The teacher’s role is also explored. Should it be as fluid as Tori’s role in Sheila’s life?

The physics article by Tobias was interesting to read, because I’ve always had trouble with science. I was always told I didn’t read the textbook enough, but is that really why? Or is it because I didn’t understand the framework of the content? Or do you have to read and just “use” the concepts and facts in order to understand them. Especially in high school, usually, I’d do the problem but not understand, I didn’t really feel accomplished in solving that problem, because I felt like I hadn’t unlocked the underlying secret (concept) to the problem. Exhilarated/ exhausted/ proud I had gotten through the problem, I’d usually not go back and ask why. When I’d ask my “smart” science friends (the ones who got the 100s on the tests) the why’s of the problem, they’d tell me that I was wasting my time. How did they do it??? They had somehow internalized the concepts, I guess, and didn’t need to articulate them like I needed to do.

As the teaching method of social interaction and relationship is presented in One Child, physics intro as presented in Tobias’ article seems to lack these things. One Child: community, patience, own pace, individual differences (even if worksheets were used). All these tings were lacking in the physics classes. Then again, Tori is not trying to learn or teach physics. 

The readings as a whole seem to imply the need for teaching in genuine ways, which means to provide student initiative and support in “sense making” (Tobias & Lampert, 1990).

9/14: Issues of Capacity and Domain: Learning for What?

9/21: Some Thoughts on How Learning Looks and Works

9/25 Tutoring Session 1


Today was the first day of tutoring my younger sister. Yay. It was nice because it’s my sister and I already know her, which gave the tutoring an open time for collaboration. 


We talked about writing: when we use, how, why, where (in home and school etc.) Also, we discussed how she uses it in different subjects, which is easier or harder; what she likes. I did this because I attempted and wanted to provide a framework and purpose for all the tutoring sessions.


She did a descriptive piece in school, so we talked, wrote and did activity about describing with senses. I did this tic tac toe activity involving descriptive adjectives, which kind of worked, but it was good because it prompted her to ask for specific help about her writing piece she was working on at school. 


I want this time to be for her to gain confidence and ask any questions she wants answered and explored. It’s also good because we get to “bond”, which we never have time for anymore.  

Topic #3: What are some indicators of learning?
9/28: Planning, Strategy Use, Problem Solving

Gaskins:


In Gaskins, “Classroom Applications of Cognitive Science” the metacognitive techniques used and the explicitly taught learning skills reminded me of a class called “Reading Skills” in seventh grade that everyone was required to take. This class of mine consisted of things like learning how to do research, use notecards, write outlines, answer reading comprehension questions etc. It seemed silly to me, and my teacher seemed to think so too, teaching it to a “gifted” class of students. 

In the Benchmark School (Gaskins), they were taught about learning theory and intelligence to tune them into how they were learning, and this helped them a lot. However, the class that I took merely focused on the actions of improving study skills and reading skills. I think it would’ve been a lot more effective and interesting if that first period class in seventh had incorporated things such as learning theory, metacognition, and intelligence. It would’ve especially been useful to my class, students who had already mastered all of these so called study skills. I should tell my middle school/ school district this!!! I wonder if that required class still exists….

Siegler:

I have experienced what Siegler talks about. He talks about how children go about using newly learned strategies. The teacher expects them to use it, but yet the students don’t. It can be frustrating from personal experience. When they do use the new strategy, you wonder if they really understand, or is it rote practice? For me, I know that I didn’t understand half the time I tried to apply new concepts to problems, at least initially, and I didn’t understand until later. Much like Kamiloff Smith’s article- know but can’t verbalize. I’ve experienced it one too many times. It doesn’t mean you don’t understand the strategy, you just haven’t reached the maximum level of understanding.

General Things I Gleaned:

-New strategies need to be generalized to be worthwhile. Therefore, a strategy learned in one subject should cut across all subjects (i.e. problem solving).

-In all articles: the role of the teacher arises. In Gaskins, teacher must teach metacognition. In Siegler, teacher must observe students’ use of strategies and be able to Hull: not just in writing but in everything, use scaffolding and trust students’ logic… but the task must be “embedded”.

-Heath: active social interaction to expand thinking skills through projects.
10/26: Metacognition, Representational Competence
In Roehler, Duffy, and Meloth’s “What to be direct about in direct instruction in reading: Content-only versus process-into-content”, I noticed the same concepts as in Gaskins article. Roehler et al. mentioned that low aptitude students will probably only get the content part. Therefore, they must be taught the process, skills, and strategies. Thus, the term “direct instruction”. This theory was directly applied in Gaskins’ approach to teach poor readers how to learn, think, and problem solve.

What do I still want to know?
1) Math Forum: Is there such a thing as asking a student too many leading questions? (which is a question I had about tutoring my sister also, which is in the paper).

I like the notion of leading vs. nonleading questions. I always thought that a lot of leading/ direct questions were not conducive to fostering understanding. However, the Math Forum made me realize that it is dependent on the situation. It’s ok.

2) What does metacognition look like during the writing process?

3) Can’t “ram” meta stuff down throats???

4) All these articles (Gaskins and Roehler) about supporting low achieving students, so then how do teachers support high achieving kids? Do they need support?

Topic #4: What might influence the way in which one learns?

11/2: Creativity, Intelligence, Achievement

Zimmerman, Attaining Self-Regulation: A Social Cognitive Perspective.



According to Zimmerman, a person can be a “level 4” learner but choose not to perform at this level because of motivation and contextual factors. A level four learner is at a “self regulated level of task skill is achieved when learners can systematically adapt their performance to changing personal and contextual conditions” (Zimmerman, 2000, p.31).  If this is so, then teachers and society has to make sure that all three parts of cycle are able to be conducted. Make sure environment has conducive motivation and context  in place to sequentially progress through all four levels. The three parts of the continuous cycle are forethought, performance/ volitional control, and self reflection.


Random: 1) forethought and self reflection are the metacognitive components.??

2) Dysfunctions can be explained by low self regulation. (reactive vs.     

proactive)


Example of first paragraph: However, high IQ doesn’t always mean person will do well in classroom (One Child), if there’s a lack of motivation and context. In One Child, Sheila had no self regulation. She had no social models or prior experiences of sociably acceptable interactions. Therefore, she did not do well in school. 

Does IQ indicate high/ low self regulation?
 Zimmerman talks about how all these things are needed to do well in school. Since school is a socializing agency, the process and concept of school is definitely sociocognitive. But in terms of creativity and intelligence? Self regulation might not play a huge role. Self regulation will probably play a big role on doing well on standardized tests. (?)

Ceci, “Mismatches between intelligent performance and IQ.” and Zimmerman.


The tasks mentioned in the Ceci articles are very specific and therefore, can probably arise through high self regulation (Zimmerman) and practice. Social models prolonged over the period reinforce the self regulation. However, these concepts of the specific task can’t be carried over to other disciplines. Siegler’s view is that new strategies need to cut across disciplines. With the current definition of IQ, the people in Ceci’s article can’t carry over the concepts and therefore assessed as having a low IQ. Is high IQ the ability to problem solve across domains?

Random: If intelligence is equal to attention and memory, then self regulation relates to attention and memory. (?)
11/9: Interest and Learning

Main Question: Do phases of interest correlate with extrinsic and intrinsic motivation? For example, intrinsic motivation is more of an individual interest, whereas extrinsic motivation is more of a situational interest. Of course, they interact and reality is more complex than it seems on the surface!

11/16: Motivation and Learning


My question from 11/9 has been partially answered through this week’s reading “ Motivating the academically unmotivated: A critical issue for the 21st century” by Hidi and Harackiewicz. What is the relationship between interest and motivation? According to Hidi & Harackiewicz, “individual interest is a precondition of intrinsic motivation” (Hidi, 2000, p. 158). Talking about Renninger’s 4 phase model of interest in Hidi, on the same page 158 it says, that “triggered situational interest may precede development of intrinsic motivation.” Is triggered situational interest due to extrinsic motivation then? More affective response. Then is situational interest more related or a precursor of extrinsic motivate on? (probably not that dichotomous). Extrinsic motivation is triggered by environmental factors and/or stimuli, which sounds like the definition of situational interest in Hidi. “Situational interest is generated by certain conditions and/or stimuli in the environment that focus attention, and it represents a more immediate affective reaction that may or may not last” (152).


“Only when situational interest is maintained or “held” does it necessarily correspond to an intrinsically motivated state in which positive emotions such as enjoyment and liking are experienced. Our previous example serves to illustrate how intrinsic motivation might develop from situational interest” (158).


H & H also say that interest is a motivational variable. Therefore, it seems like motivation is the umbrella term and interest is a factor that goes under the umbrella. (Is it raining?) Therefore, Hidi says that one must go through the 4 phases of interest and that individual interest has developed intrinsic motivation. 
Topic #5: How does all of this information affect the way in which we think about teaching?

12/7: 

Starting from Scratch by Steven Levy

I sincerely enjoyed reading this book. It seemed to integrate everything we’ve been discussing in Ed Psych in the concrete form of a curriculum. The book talks about the context the classroom must be in order to generate ownership of the curriculum by students. It talks about motivation and interest. Hull says that writing should be authentic and serve a direct purpose for the outside world in order to be meaningful. Levy does the same thing. He connects the community directly to the classroom by the bicycle path project and inviting community businesses to sponsor their classroom projects. The situational interest in the book is amazing. Every topic is taken from the students from shoes to chairs to tables to flour. Like the math forum discusses and Brown and Campione says, leading questions are key in order to further the zone of proximal development. Levy’s leading questions are thought provoking and guide the students into researching topics and creating authentic projects. All of this is related I would say. I could quite possibly write my whole Theory of Instruction paper on why this classroom works. 
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