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STRATEGIES THAT WORK! 

  “I establish clear 
outcomes for each 
writing session.” 
D. Jake Follmer

“Writing partners are invaluable – if you find one or more, hold onto 
them as they can help to make your career more productive and 

more fun.” Bridget V. Dever   

“I have found 
that while it is 

essential to 
teach SRL 
strategies 

explicitly, these 
strategies can 

also be acquired 
as a part of the 

experiential 
process in our 
classrooms.” 

Aldean 
Beaumont-Tynes 

“Self-reflection 
helps to keep my 
future planning 

realistic.” 
Dale H. Schunk  

“Strategy  
use is  

dynamic and  
multidimensional.” 

Daniel L.  
Dinsmore 
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EDITORIAL: AN ANTHOLOGY OF STRATEGIC 
THOUGHT AND ACTION 

Joseph C. Tise (Penn State) 

O 
ne of the overarching 
goals of education is 
“the transfer of 
responsibility for            

learning to the individual” 
(Weinstein, 1994, p. 267). This 
educational goal unites the 
Studying and Self-Regulated 
Learning (SSRL) Special Interest 
Group (SIG) of the American 
Educational Research Association 
(AERA) and the readership of 
the Times Magazine.  
 As researchers and 
educators, we may focus on one 
or two of the numerous paths to 
pursue that goal—be it through a 
focus on metacognition, 
emotional or behavioral 
regulation, or strategy use. This 
issue of the SSRL SIG Times 
Magazine is dedicated to the 
latter of these approaches: 
strategies we use and 
recommend to others. 

Each contributor to this 
issue of the Times Magazine 
thoughtfully described one or 
multiple strategies they use to 
aid their self-regulation. The 
authors contextualized their 
strategy use within different 
tasks, job duties, and even 
different self-regulatory 
domains.  
 All authors shared a 
common goal for this issue. That 
goal was to compile a set of 
reflective essays about how each 
author harnesses the power of 
strategic thought and action. I 
hope this issue can serve as a 
small anthology for those 
seeking to improve their strategy 
use and productivity.  

The contributors to this 
issue have diverse experiences 
and perspectives—from tenured 
scholars to an observant 
undergraduate student. The 
topics and strategies discussed 
are just as various. To illustrate, 
Dale Schunk writes about the 
power of self-reflection to 
maintain productivity, enhance 
motivation, and inform future 
planning.  

D. Jake Follmer takes a 
broader approach and describes 

five strategies he uses to bolster 
writing productivity, including 
setting goals, outlining, blocking 
time, following the 2-2-2 rule, 
and staying learner-centered. 
Those five strategies appear to 
be “ready to use” for anyone 
interested.  

Ying Wang, a dissertation-
stage graduate student, 
identifies ways to establish 
standards for her writing as a 
non-native English speaker. 
Wang also describes a strategy 
she uses to support a large, multi
-institutional NSF-funded project. 
Laith Jumah discusses the 
challenges of being an 
international instructor in 
American universities. He also 

writes about how respect and 
learning strategies can be 
harnessed to support student 
success.  

Bridget Dever writes 
about the benefits of 
metacognitively planning her 
work by setting self-imposed 
deadlines, creating sub-goals, 
and blocking time for a project. 
She also discusses the benefits of 
co-regulation with a writing 

partner.  
Adar Ben-Eliyahu 

describes how she uses a 
collection of strategies to 
regulate emotion, behavior, and 
cognition. Ben-Eliyahu notes that 
two overarching elements (being 
flexible and letting go) influence 
these strategies.  

Daniel Moos writes about 
strategies he uses to monitor his 
teaching effectiveness. One such 
strategy he uses is to harness 
colleague and student 
observations and feedback. In 
like manner, Taylor Young, an 
undergraduate student at Penn 
State, re-affirms some strategies 
Moos discusses. She provides 
keen observations about 
strategies her instructors have 
used that improved her learning.  

Aldean Beaumont-Tynes 
describes how goal setting and 
self-monitoring maintain utility 
even in the unconventional 
educational landscape we find 
ourselves in due to the COVID-19 
pandemic. Nathalis Wamba 
thoughtfully challenges the 
traditional conceptualization of 
learning and provides strategies 
instructors can use in the 
classroom to empower learners 
to do the same.  

Finally, Dan Dinsmore 
provides “meta-advice” to advice 
recipients. Specifically, that we 
should always reflect on the 
contextual differences we might 
face between the advice-giver 
and ourselves—apt advice given 
by one may not always apply or 
be most effective to our contexts 
and situations.  

Strategic scholarship can 
take many forms and pertain to 
many domains. Regardless of the 
particular domain we target for 
strategy use or specific strategy 
we use, the reality is that we are 
strategic. Just as we hope and 
expect learners to become self-
regulated learners, so we too 
must continually self-regulate 
our work. Strategic thought and 
action will help progress 
research and our careers.  
References are listed on Page 14. 
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Joseph C. Tise is a Ph.D. 
candidate in the Educational 
Psychology program at Penn 
State. His research interests 

center around strategic 
processing and metacognition. 

His dissertation will harness 
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examine post-secondary 
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SETTING GOALS AND SELF-MONITORING 
Aldean Beaumont-Tynes  

Newark Board of Education, Queens College, & Seton Hall University 

A 
s I reflect on the 
Spring 2020 
semester, I realize 
that as much as I 

value consistency and 
continuity, such instances 
were few and far between this 
semester. We were all 
significantly impacted by the 
COVID-19 pandemic, and the 
thrust into online classes 
eviscerated much hope of 
maintaining consistency in our 
teaching practices.   
 Amid an upheaval of 
what I have come to rely on as 
my “hallmark teaching 
strategies,” one single strategy 
remained true to form. It 
stood the test of multiple re-
calibrations and vast shifts in 
the way I delivered 
instruction. The strategy could 
not be more straightforward. 
It is one that I have used over 
the past decade, and it has 
worked to encourage, and at 
times awaken, many of the 
core principles of self-
regulated learning in my 
students.   
  The strategy was 
begotten out of a need 
for a good “first day of 
class/ice-breaking 
activity.” On the first 
day of class, I ask 
students to provide 
three responses to the 
following statement: “At the 
end of this semester, I will.…” 
One can only imagine the 
range of responses I have 
received over the years.   
 Most students will give 
domain-specific responses 
that relate to the course. For 
example, “At the end of this 
semester, I will finally 
understand the purpose of 
Educational Psychology.” 
Others provide more general 
responses, often with the goal 
of improving themselves (e.g., 

“At the end of this semester, I 
will feel more comfortable 
talking in front of others” or 
“At the end of this semester, I 
will be better at time 
management”).   
  We revisit these 
statements just after the 
midterm exam so that 
students can track progress 
towards their goals. If 
progress is not being made 
towards their goals, they are 
encouraged to identify 
barriers to achievement. 

Finally, at the end of the 
semester, in a brief reflection, 
students write about their 
three goals. This time, 
however, instead of “at the 
end of the semester, I will…” 
they write “at the end of the 
semester, I do/do not; can/
cannot; am/am not, etc…”   
 At its inception, it was 
not my intent to help students 
generate goals. However, I 
soon learned that this strategy 
provided a remarkable, yet 
unassuming, way for students  

 
 

 

 
 
to not only set goals, but to 
self-reflect, and ultimately 
monitor their progress.   
 I have found that this 
strategy, at its core, 
exemplifies self-regulated 
learning (SRL) practices. It 
“emphasizes autonomy and 
control by the individual who 
monitors, directs, and 
regulates actions toward goals 
of information acquisition, 
expanding expertise, and self-
improvement” (Paris & Paris, 
2001, p 89).   
 Chen and Bonner (2019) 

posit that “… without 
explicit instruction in 
SRL, students do not 
naturally develop more 
or better SRL 
strategy” (p. 2). I have 
found that while it is 
essential to teach SRL 

strategies explicitly, these 
strategies can also be acquired 
as a part of the experiential 
process in our classrooms.  
 As Paris & Paris (2001) 
aptly note, “…teachers can 
provide information and 
opportunities to students of 
all ages that will help them 
become strategic, motivated, 
and independent learners” (p. 
89).   
  
References are listed on Page 14. 
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“I have found  

that this strategy,  
at its core, exemplifies  

self-regulated  
learning  

practices.”  
Aldean  

Beaumont-Tynes  
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SELF-REFLECTION STRATEGY 
Dale H. Schunk (University of North Carolina at Greensboro) 

A 
 self-regulated 
learning strategy that 
I often use and 
recommend is  

self-reflection. Self-reflection is 
part of many models of self-
regulation. For instance, 
Zimmerman’s (2002) three-
phase model comprises 
forethought, performance, and 
self-reflection. During self-
reflection—which can occur 
during pauses while 
we are engaged in a 
task or when we have 
completed the task—
we reflect on what we 
have done.  
 During self-
reflection, we assess 
our goal progress, 
decide if our task 
approach is effective, 
self-evaluate our 
performance, 
experience task-
related emotions (e.g., 
satisfaction), and 
make attributions for 
our outcomes. Once 
we finish reflecting, 
we can cycle back to 
performance or else 
return to forethought 
to reassess our goals 
and strategies. 
           Relative to 
forethought and 
performance, self-
reflection probably 
gets less research 
attention and often is 
shortchanged in practice. I 
teach a course to first-year 
students, and when I ask them 
about self-reflection, I get 
many strange looks. It seems 
that when these students take 
a break or finish a task, they 
simply return to the task or 
move on to the next task. Self-
reflection represents new 
learning. 
           Self-reflection is flexible. 
It can be done any number of 

times. The results of self-
reflection can be written down 
or not. It can be very informal 
and last from a few seconds to 
much longer. However, the 
results of self-reflection can 
have at least three significant 
benefits. 
           First, self-reflection 
keeps me focused on the 
current task a while longer. I 
make a daily to-do list, and I 

always put more on it than I 
can do. Thus, my tendency is 
when I finish one thing to 
move on to another quickly. 
Self-reflection forces me to 
pause before I do so I can 
evaluate what I have done, 
make attributions for the 
outcomes, and decide what I 
need to change. A quick shift 
to another task prevents me 
from doing these, but the 
results of my reflections are 

beneficial for going forward. 
           The second benefit of 
self-reflection is that it keeps 
me motivated. Motivation 
includes cognitive and affective 
processes that combine to 
affect motivation. I periodically 
need to take time to reflect on 
my goals, values, interests, self
-efficacy, outcome 
expectations, and the like and 
assess my emotional well-

being. Do I feel satisfied 
and happy about what I 
have done? Or do I feel 
frustrated—perhaps 
because I wasted too 
much time—and 
therefore need to change 
that? Self-reflection 
allows me to maintain 
the right level of 
motivation. 
           Finally, self-
reflection helps to keep 
my future planning 
realistic. Those 15 items 
on my to-do list are not 
realistic; I have neither 
the time nor the energy 
to accomplish all of them 
in a day. Through self-
reflection, I understand 
how long it takes me to 
write a section of an 
article, plan an 
instructional lesson, 
organize my ideas for a 
committee meeting, and 
so forth. I can better 
gauge my future time 
commitments when I 

reflect on my past. 
           Self-reflection works 
very well for me, but it goes 
against what I might do if left 
to my own devices. I must 
continually remind myself that 
it is essential and overall will 
make me more productive. Try 
it for a week and see what you 
think! 
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INTERROGATING SELF-REGULATED LEARNING HEGEMONY THROUGH 
LEARNING, DE-LEARNING AND RE-LEARNING PEDAGOGY 

Nathalis Wamba (Queens College, CUNY) 

A 
s a post-colonial scholar 
and a student and a 
practitioner of 
participatory action 

research, I always raise questions 
about the meaning of the words 
learning and knowledge. 
Reflecting on my years as an 
academic, it has become clear to 
me that today's higher education 
institutions are working with a 
tiny part of the extensive and 
diverse knowledge systems in the 
world.  

Participatory action 
research is about action as a 
strategy to make visible the 
excluded knowledge in our 
society. Hence, a strategy that 
emerged from my many years of 
doing action research and that I 
turned into pedagogy involves 
three strategic step process: 
learning, de-learning, and re-
learning.  

 

Learning 
In self-regulated learning, what is 
learning? I agree with Boekaerts 
and Minnaert (1999) that there is 
a lack of an agreed-upon 
definition of learning. Suffice it to 
say that learning is thought of as 
a continuum of what is formal  
(i.e., accepted, legitimized, and 
regulated) on one side and what 

is informal (i.e., contested, de-
legitimized, and non-regulated) 
on the other. Informal learning is 
often derided because it is 
unregulated and rests in the 
learner's hands and is fed by 
incidental learning (Boekaerts & 
Minnaert, 1999).  

 
De-Learning 

De-learning is deconstructing, 
interrogating, and challenging 
formal learning assumed to be 
the norm, the status quo. Formal 
learning is assessed, regulated, 
measured, standardized, 
evaluated, valued, and 
credentialized. What truly takes 
place in schools, the site of formal 
learning, is open to discussion. Is 
it learning, compliance or docility 
training? 

How does de-learning look 
like in my class? I am a professor 
in the Education Leadership 
program. My students are K-12 
teachers preparing themselves to 
become school administrators (e. 
g., assistant principal, principal). 
They bring a great deal of 
experience to the classroom. In 
de-learning, we use a learning 
strategy through a three steps 
process. In the first strategic step 
process, I present the known 
content of a given subject. This is 
instrumental knowledge about 
how the content is structured and 
represented.  

The second strategic step 
process is to invite the students 
to share how they experienced 
the topic in their day-to-day 
interaction (interactive 
knowledge) with their students 
and colleagues. The third strategic 
step process is asking students to 
analyze, synthesize, evaluate, and 
construct new knowledge from 
the examination and critique of 
both instrumental and interactive 
knowledge. It is then the 
teacher’s task to add this new 
content to the existing 
curriculum. 

 

Re-Learning 
Now that I have done what 
academics do very well that 
reflects and critiques the first two 
stages of intellectual work, 

relearning is a move from 
reflection and criticism to 
creation. I believe that at the post
-graduate level, students must 
have a say in the content of what 
they learn, especially when they 
have years of experience. If 
negotiating the curriculum is a 
remote possibility, they can at 
least contribute if not design the 
content of a course.  

Here, I illustrate how I 
applied the third strategic step 
process of re-learning in my class. 
I was asked to teach a course 
entitled Critical Issues in 
Education and Guidelines. On the 
first day of class, rather than 
presenting a syllabus and 
discussing assignments, I read the 
course description to the students 
from the Graduate Bulletin to 
familiarize them with the 
required content. I asked them 
three questions that I wrote on 
the board. The first question was, 
“What do you want from this 
class? The second question, 
“What would you contribute?” 
The third question, “How are we 
going to implement what you 
recommend.”   

Students were at a loss 
and annoyed for making them in 
charge of their education. I 
instructed them to keep a journal 
of what they were experiencing. 
The next week, I reported to class 
that they had a draft syllabus with 
course topics, suggestions for 
assignments, and guest speakers.  

Here is a quote of what a 
student wrote in her journal 
about the experience with the 
strategic step process, “We are in 
a program that will train us to be 
leaders of school buildings, yet it 
took 18 credits, six classes for me 
actually to feel empowered in this 
program. I was allowed to give 
my opinion about what I need to 
learn….” (Wamba, 2010).  

I do recommend these 
strategic step processes to all 
educators who are genuinely 
interested to make significant 
contributions to students’ self-
directive learning. 

 
References are listed on Page 14. 
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THESE ARE A FEW OF MY FAVORITE THINGS 
Adar Ben-Eliyahu (University of Haifa, Israel) 

W 
hen I was 
approached to share 
which strategies I use 
for learning or work, 

my first inclination was to focus 
on emotion regulation strategies. 
Emotions intervene with learning 
and academic work. We have 
witnessed this first hand as we try 
to work from home during the 
COVID-19 pandemic.  

Though unrelated to the 
task at hand, our work is subject 
to the current stress or anxiety 
that amplify specific emotions as 
they surface while we work or 
study. We are, therefore, 
consistently challenged to draw 
on emotion regulation strategies. 
At work, I also intentionally draw 
on behavioral and cognitive 
strategies. This tripartite 
approach––emotions, behaviors, 
cognitions––shapes both my 
research and my strategy use. 

Before I share my specific 
strategies, some overarching 
elements cut across all other 
strategies: flexibility and  
letting-go. Flexibility refers to 
allowing changes to occur, 
shifting and altering plans or 
intentions as the day unfolds and 
presents new challenges. Upon 
adopting a new path, I relinquish 
the previously-intended one.  

For instance, if I plan to 
write for an hour in the morning, 
but my colleague calls to discuss 
an urgent matter, I now shift to 
this conversation and let go of the 
work I had intended to complete.  

Now my stress surfaces as I 
consider how to readjust my day. 
In this situation, I remind myself 
just to let go. I will complete what 
I can without compromising my 
well-being, and I intentionally let 
go. 

Alongside these general 
strategies, I have some specific 
strategies for keeping track of 
tasks. Most crucial for me is 
knowing which strategy to use 
and when to shift to a different 

strategy. This taps into my 
meta-processes, or 

knowledge and understanding 
about cognitive 

(metacognition), emotional 
(metaemotion), or behavioral 

(metabehavior) processes. 
First, I consider my 

intended outcome: is it 
behavioral (e.g., writing), 
cognitive (e.g., reading to learn 
something new), or emotional 
(e.g., enjoy grading student 

assignments). This way, I can 
harness the specific strategies 
that facilitate my focus. 

‘Fake it till you make it’–one of 
my favorite behavioral strategies–
–helps jump-start my work when I
am work-avoidant: start, and
eventually, your cognitions and
emotions will follow. Open that
file and just start typing!

Lists – I use lists to track what 
tasks remain. This becomes 
challenging when many tasks are 
at different stages concurrently. 
Sometimes, when listing 
everything becomes too tedious, I 
list only the big things or the tasks 
relevant for the next few hours. 
For those juggling work and 
home, I use a single list for both 
work and non-work tasks, but 
separate them into groups to 
make it easier to see what is left 
to do.  

Planning – I try to plan, especially 
for long-term projects. However, I 
do not compartmentalize, 
allowing me some flexibility. It is 
essential to plan and organize 
what will be done, how, when, 
and to ensure that all the 
necessary equipment is operative. 
However, over the years, I have 
adopted the idiom, “plans are the 
basis for change,” and I try to 
stick to my plan, intending to 
complete the tasks, but 
understanding that I might need 
to adjust. 

Breathing and meditating – I have 
noticed, as have many others, 
that breathing and meditating 
help me focus. If I feel scattered 
or unable to work on something, I 
will sometimes find a short 
meditation, or take 5 to 20 deep 
breaths. 

Although ‘emotional 
eating’ is considered unhealthy, I 
admit that eating something tasty 
or preparing a nice cup of tea 
works to alleviate stress or 
feelings of work avoidance. This is 
a strategy I use quite often.  
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works to alleviate 
stress or feelings 
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“META-ADVICE” ABOUT ADVICE IN ACADEMIA 
Daniel L. Dinsmore (University of North Florida)  

A 
cademia is flush with 
professional 
development sessions 
and advice regarding 

strategies for teaching, 
publishing, and grant writing 
success. While, no doubt, some 
of these strategies have proven 
more effective than others, we 
should also be cautious about 
expecting that a given strategy 
will work for us. Indeed, reviews 
of strategy use (e.g., Dinsmore, 
2017) and models of SRL (e.g., 
Winne, 2001) are replete with 
evidence that the effectiveness 
of strategies – or tactics in 
Winne’s SRL model – are 
sensitive to the individual 
differences of the learner as well 
as contextual factors. 
 Let me start here with a 
teaching example. At the 
University of North Florida 
(UNF), where I teach, class sizes 
are relatively small 
(approximately 30-40 students 
per class), while some larger 
universities rely more heavily on 
larger lecture classes (200-300 
students per class). At UNF, I 
transformed the Educational 
Psychology course by including a 
series of six learning laboratories 
in the course, which allows 
students to test and measure an 
educational intervention based 
on a learning or motivational 
theory.  
 These projects allow 
students autonomy to select 
topics to build their 
interventions and complete the 
four-to-five-page lab report. This 
change dramatically increased 

students' 
engagement in the 
course and the 
quality of their work 
over the quizzes and 
exams, which 
preceded the 
change. While this 
worked well for me 
in my context, this 
strategy would be 
challenging to 
implement in a larger class, 
where my grading of 180 papers 
in my smaller course would 
balloon to 1200 papers in a 200-
student lecture! 
 The other  
issue that bears mentioning here 
is that the strategies we learn 
about and employ will change 
throughout our continued 
development. In other words, we 
should not hold too strongly to a 
strategy – even if it has worked 
in the past. Siegler’s (1996) 
Overlapping Waves Theory 
demonstrated this with younger       
children in mathematics – they 
transition from one counting 
strategy (e.g., using their fingers 
to add) to another (e.g., relying 
on recall of mathematics facts). 
Often, in transitioning from one 
strategy to another, children 
would use multiple strategies at 
a time until the older strategies 
faded out.  
 Alexander’s (2004) Model 
of Domain Learning also 
describes a shift in strategy use 
from more novice to more expert 
individuals. Specifically, learners 
should move from more surface-
level strategies (i.e., those to 
better understand problems) to 
deeper-level strategies (i.e., 
those strategies used to 
transform problems). 
  To exemplify this with a 
research example, let us 
consider advice for a newer 
versus more experienced faculty    

 
 

 
 
 

 
 

 
 

 
 

  
member. Pre-tenure it is critical 
to keep projects moving in all 
different phases of research. My 
doctoral advisor, Patricia 
Alexander, had us keep a “big 
board” of projects to ensure that 
we had a project in all phases of 
development – 
conceptualization, IRB writing, 
data collection, analysis, writing, 
and submission.  
 Alexander's approach 
ensured a steady flow of 
research in publication so that 
there were no gaps in my 
publication record through my 
pre-tenure period. However, this 
strategy is less important – and 
at times would be 
counterproductive – for me to 
use now as my time is split with 
administrative duties and grant 
writing in addition to my 
research and teaching. 
  In summary, while I have 
offered two specific strategies 
here, it is incumbent upon both 
those seeking advice and those 
giving it to think about the 
individual and contextual 
differences in strategies for being 
successful in academia. We 
should remember that strategy 
use is dynamic and 
multidimensional, both for the 
students whom we aim to help 
with our research and its use in 
our own academic lives.  
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I 
t is no secret that 
teaching is demanding 
and challenging. 
Teachers should always 

be prepared and on their feet. 
Teachers choose textbooks, 
create syllabi, plan for lectures, 
create presentations, prepare 
assignments, and provide 
feedback. As an instructor with 
ten years of teaching experience, 
doing these duties is becoming 
easier day after day. However, 
new challenges arose when I 
started teaching at a USA 
university as an international 
teacher from a different culture 
and background. 

I am from Jordan, and I 
earned my undergraduate and 
master’s degrees from the 
University of Jordan. The system 
there is like the USA university 
system. Nevertheless, the 
expectations from the students, 
the relationship between the 
professor and the students, and 
the academic culture are 
different than in the USA.     

My biggest challenge was 
teaching educational psychology 
in English while I am not a native 
speaker. To help with this 
situation, I found it useful to be 
open and talk with my students 
about my accent, culture, and 
background. The students 
understood my situation, and 
they appreciated that I shared 
this with them.  

I used different strategies 
to help with language 
challenges. For instance, I tried 
to speak slowly, clearly, and 
loudly. Also, I created large and 
legible PowerPoint 
presentations. My presentations 
were organized, had all the 
critical information, and were 
easy to follow. Besides, I 
encouraged all my students to 
see me during my office hours. 
Based on the students' feedback, 
that was useful and helpful for 
them. 

Another challenge came 
from the students themselves. 
My students were not like those 
I had in the past. To illustrate, 

they appear to be less 
formal, and they have 
different understandings 
of the relationship 
between student and 
professor. The key to 
overcoming this issue 
was communication and 
respect. My strategy was 
to seize any chance to 
talk with my students 
and know more about 
them.  

I also spoke with 
my colleagues, and I 
heard their stories and 
learned from their 
experiences. Respect 
was critical to my 
relationship with my 
students. I respected the 
students and 
appreciated how they 
communicated and 
think. That leads the 
students to respect me 
and my teaching style, 
which helped build trust 
between my students 
and me. 

Although the 
students were 
delightfully polite and 
enthusiastic about new 
ideas, I noticed that 
some did not know how to 
study. As a teacher of 
educational psychology, I 
harnessed this learning 
opportunity, and I taught my 
students how to study. My 
strategy was to teach them 
different learning strategies and 
techniques while studying for 
the course materials. 

One of the biggest 
challenges for my students was 
organizing their time. For this 
reason, I taught them strategies 
to organize their time, such as 
create a calendar and task-
management plans.  

My first assignment each 
semester is creating a calendar 
for the whole semester. In 
addition to that, I taught the 
students how to take notes, 
create graphic organizers, and 
purposefully read the study 

materials. One of the most 
important things I tried to teach 
my students was how to become 
a self-regulated learner. Thus, I 
kept encouraging them 
to plan, monitor, 
and evaluate their strategy 
use.         

One advantage of being 
an international teacher is to 
share experiences, knowledge, 
and stories from a different 
culture and background. 
Therefore, my being an 
international teacher became an 
advantage for my students.  

Especially now, we need 
to be more open to the world 
and respect people from 
different races and backgrounds. 
Many of my students expressed 
that it was inspiring for them to 
know more about different 
cultures. 

Laith Jumah is a PhD candidate in 
the educational psychology 
program at Florida State 

University. His research focuses on 
self-regulated learning and its 

interaction with epistemic beliefs 
and emotions, and he is 

investigating these interactions in a 
project with engineering students. 

D. Jake Follmer 
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SELF-REGULATED LEARNING STRATEGIES  
Daniel C. Moos (Gustavus Adolphus College) 

I 
n many ways, my professional journey has come 
full circle. I began my professional career as a 6th-
grade teacher and high school hockey coach before 
pursuing a MA and PhD under the inspirational 

leadership of Dr. Roger Azevedo. My curiosity of 
students’ active participation in learning was formalized 
under his tutelage. I continued a research agenda on 
self-regulated learning (SRL) within emerging 
technologies when I joined the Teacher Education 
program at Gustavus Adolphus College.  
 Most recently, I have focused on self-regulation 
in my teaching so I can more effectively support pre-
service teachers' development. Performance feedback 
has been an integral component of monitoring my 
teaching effectiveness.  
 This feedback involves direct observation from 
colleagues and an action plan to meet teaching-related 
goals (Bechtel et al. 2015). This feedback is critical for 
my continued development and is consistent with 
research on the role of direct teaching observations.  
 Evidence suggests that many teachers either 
overestimate or underestimate their effectiveness in 
the absence of external monitoring and feedback 
(McFarland et al. 2009). However, performance 
feedback through peer observations requires intensive 
time commitments that are impractical regularly and 
often tied to high-stakes personnel reviews.  
 As such, teachers benefit from alternative 
approaches to monitoring over and beyond student 
performance, self-monitoring, and time-intensive peer 
observations. Teachers can look to students to provide 
feedback on their teaching, though this approach must 
be carefully navigated.  
 Student evaluations of teaching have been used 
and studied for nearly a century. Evidence suggests that 
student responses to questions concerning teaching 
effectiveness do not measure effectiveness for various 
reasons (Beleche, Fairris & Marks, 2012). However, 
while students may not be able to evaluate all 
dimensions of teaching effectiveness accurately, they 
can evaluate their individual experiences within the 

context of a learning 
environment.  
 Understanding 
student experiences is a 
critical component of 
monitoring teaching 
effectiveness and 
promoting explicit 
discussion of pedagogy. I 
now rely on this strategy of 
collecting “student 
reflection of 
instruction” (SRIs) to 
support monitoring of my 
teaching effectiveness. I 
ask students to reflect on     

    their 

experiences in my class through the SRI at two points 
during the semester, once about halfway through the 
semester and again during the last class of the 
semester.  
 In conclusion, leveraging students’ perceptions 
of class experiences has been an essential component in 
monitoring my teaching effectiveness.  
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Based on my experience, the following points are 
essential to enhance the effectiveness of SRIs: 

• Require students to review the syllabus 
before completing the SRI. Before this 
requirement, students would often confine 
their reflection within the context of the 
most recent assignment.  

• Hypothesize how students will respond to 
both the Likert-based and open-
ended questions before reviewing student 
responses. This process helps me calibrate 
my monitoring of student experiences.  

• Create two categories of responses to 
promote effective monitoring:  
 Category #1: Disregard 

  Minimal feedback (e.g., “I liked the 
class.”) and unrelated comments (e.g., 
“His shoes are never tied. Seriously, 
like never tied. How does he not trip?” 
While a valid comment on my 
unrelenting battle with laces, this 
comment does not provide formative 
feedback).  

 Category #2: Comments related to 
improvement 

 Can and should change (e.g., “The 
directions of the CT assignment were 
confusing. What does he mean by an 
audience? It would be helpful to have 
clarity.”) 

 Can but should not change (e.g., “Why 
does he ask us to think about the 
same topic in different ways and 
different settings?”) 

 Cannot change (e.g., “Great class, but 
wish it were on a different day of the 
week.”) 

• Share comments from Category #2 with the 
students. Honoring student voice in this 
process can be a powerful motivator. It also 
offers an opportunity for the teacher to 
make implicit pedagogical choices explicit to 
the students (i.e., the rationale behind 
asking students to think about the same 
topic in different ways and different 
settings). 

 

Daniel C. Moos is a Professor and Department 
Chair of the Teacher Education program at 

Gustavas Adolphus College. His main research 
area includes examining the role of cognitive, 

metacognitive and motivational self-regulatory 
processes in pre-service teacher development 

and classroom based technologies. 
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W 
riting – whether in 
general or for 
publication – can be 
both rewarding and 

daunting. Few activities draw on 
and test our ability to self-
regulate to the same degree or, 
perhaps, with the same sense of 
looming importance (Graham & 
Harris, 2000; Hammann, 2005).  
 We often face competing 
demands pressed against a need 
to find a balance between roles 
and, given the current situation 
in which we find ourselves, it can 
be especially easy to push 
writing to the side (Toews & 
Yazedjian, 2007; Wolverton, 
1998). In this entry, I briefly 
discuss example strategies (using 
that term broadly) I utilize to 
help me plan, draft, evaluate, 
and reflect on my writing. These 
strategies range from basic to 
empirically-driven.  
 
BLOCK TIME: One of the most 
challenging parts of the writing 
process is, rather simply, getting 
started and maintaining steady 
progress. In an era of working 
from home and juggling myriad 
responsibilities and concerns 
(many of which are out of our 
control), this challenge seems all 
the more imposing.  
 The adage “Write 
something every day.” is often-
told. I find it more productive to 
block my time and to stick, to 
the extent possible, to a clear 
and consistent schedule. I 
‘schedule’ at least three three-

hour 

blocks of time weekly to devote 
to writing. I also reserve writing 
for times when I (tend to) feel 
sharper and more productive. 
Further, I try to structure my 
environment (via Wolters & 
Benzon, 2013) to minimize 
distractions and maximize 
productivity.  
 
USE THE 2-2-2 RULE (OR 
SOMETHING SIMILAR): During 
writing (particularly as the 
discussion section needs to be 
written), it can be easy to get 
taken up with thoughts of the 
next steps and future studies, 
perhaps improving upon or 
extending what I am currently 
synthesizing. I have found having 
too much in progress (and in the 
collection) stretches me thin.  
 In cases where projects 
are under my control, I try to 
stick to having no more than two 
projects in data collection, two 
papers in progress, and two 
papers in revision. This helps me 
sharpen my focus and 
productivity. As ideas for a new 
project develop (or collaborators 
approach), I try to flesh out 
‘enough’ of the methodology so 
that it is solidly in place, and put 
the project in the queue for the 
future.  
 
PLAN AND OUTLINE: Good 
writing requires planning. This is 
well-known (Mason, Harris, & 
Graham, 2011; Zito, Adkins, 
Gavins, Harris, & Graham, 2007). 
Writing is rarely a smooth, 
sequential process.  
Thankfully, we can lean on 
scholars in varied areas of self-
regulated learning to help us 
approach writing strategically – 
for example,  
a) by developing an extended 

outline to structure our 
writing,  

b) by summarizing ahead of 
time what we ‘know’ about 

each section of our writing 
(and what we need to better 
understand before crafting),  

c) by anticipating challenges in 
the writing process and 
developing plans for 
overcoming them, and  

d) by establishing a clear and 
productive understanding of 
who is writing what and 
when.  

 
SET (AND MONITOR) SPECIFIC, 
REALISTIC, AND FORMATIVE 
GOALS FOR WRITING: We also 
understand the importance of 
setting goals that are specific 
and realistic while also pushing 
our writing forward (Cleary, 
Callan, & Zimmerman, 2012). To 
this end, I try to establish clear 
outcomes for each writing 
session (e.g., the framing 
strengthened, an analysis 
reported, one set of findings 
discussed and anchored) that 
can be monitored and re-
applied.  
 
STAY LEARNER-CENTERED: 
Finally, writing impinges on 
motivation and can do so rather 
quickly. Luckily, we are well-
positioned to draw on strategies 
to orient meaningfully toward 
our goals and to regulate our 
motivation (Pintrich, 1999; 
Wolters & Benzon, 2013).  
 Beyond these 
approaches, I try to frame my 
approach to writing in terms of 
the learner and the importance 
of supporting learners’ self-
regulation and academic success. 
It is easy to get bogged down in 
the density and technicalities of 
the writing process. I often find 
that a focus on the potential to 
improve and impact the lives of 
learners helps me clarify what I 
am doing and, more importantly, 
why I am spending so much time 
doing it.    
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PRACTICING WHAT WE PREACH: SELF-REGULATION FOR ACADEMICS 
Bridget V. Dever (Lehigh University) 

W 
hen I was first 
asked to 
contribute this 
piece to the Times 

Magazine, my initial inclination 
was to decline. “Write a piece 
about the strategies I use when 
completing writing projects? Oh, 
I am the worst at planning out 
my work, you have asked the 
wrong gal.” However, the 
invitation gave me pause and an 
opportunity to consider the steps 
I take when tackling a 
manuscript that have become so 
implicit that I do not notice them 
anymore.   

Reflecting on the 
strategies I use has also given me 
the chance to hold up the mirror 

as I reflected on some seminal 
pieces on self-regulation; I hope 
this helps others, particularly 
early-career scholars, consider 
incorporating intentional 
strategies into their writing. 

My first step, when faced 
with a writing task is to put a 
deadline for it on my calendar. 
Whether real or self-imposed, 
having a concrete “due” date 
allows me to work backward and 
add smaller goals for completion 
of portions of the project (e.g., 
introduction, analyses). If the 
deadline is a strict one, I always 
put it in my calendar as due 1 to 
2 weeks before the actual 
deadline – which I admit it is a 
metacognitive strategy I use to 
trick myself into being on time.   

Planning and goal-setting 
make the task manageable and 
provide me with smaller 
milestones along the way to 
completion of the manuscript. If I 
find myself delaying close to any 
of those goals, I will go a step 
further and block out chunks of 
writing time on my calendar 
earmarked for that project; this 
helps make sure that time does 
not escape me before each 
smaller goal approaches. 

When it is time to sit 
down and write, I rely heavily on 
environmental structuring to set 
the stage for a successful session. 
I am one of those who has to 
clean my workspace before 
starting any new project – I find 
that clutter in the room clutters 
my mind, and I need both my 
physical and mental space to be 
clear of debris before writing.   

I do not keep anything 
distracting (e.g., email) open on 
the computer when I write, so 
that the only things present in 
the moment are Microsoft Word, 
the materials I plan to cite, my 
data, and me. I try to keep my 
phone out of arm’s reach and 
anything I might need in the next 
one or two hours within that 
reach. However, none of these is 
my best strategy.   

My absolute favorite, the 
most effective strategy falls 

under what I think Zimmerman 
and Pons (1986) would call 
“seeking social assistance.” This 
social assistance does not look 
like help-seeking in the 
traditional sense; instead, I find 
collaborators who will co-
regulate writing with me. We set 
goals to keep each other 
accountable, plan regular check-
ins on progress, and delegate the 
work in a way that is both fair 
and draws on our strengths. Such 
writing partners are invaluable – 
if you find one or more, hold 
onto them as they can help to 
make your career more 
productive and more fun.   

The take-home message 
for me from this reflection is that 
I do “practice what I preach,” I 
do not think about it enough; I 
plan to do a better job of 
monitoring and re-evaluation 
during my next writing project to 
see if I could incorporate new 
strategies along the way. I highly 
recommend taking some time to 
reflect on what works for you 
when writing, what strategies 
you do not use yet that have 
evidence of effectiveness in the 
literature, and recognizing that 
the process of writing begins 
long before your first keystroke.  

References are listed on Page 14. 

The opinions and research claims expressed in Times Magazine are those of the authors and do not necessary reflect the position of the AERA or our SIG SSRL. 
We do not fact-check every claim. Readers should judge the quality of the opinions and research claims and engage in direct conversation with the authors. Page 11 

Bridget V. Dever is 
currently an Associate 

Professor of School 
Psychology at Lehigh 

University.  Her 
research interests 
include universal 

screening for 
behavioral and 
emotional risk, 

achievement motivation 
among at-risk students, 

and issues related to 
measurement and 

assessment in 
education and 
psychology. 

Bridget V. Dever 

“I find collaborators 
who will co-regulate 

writing with me.  
We set goals to keep 

each other 
accountable, plan 

regular check-ins on 
progress, and 

delegate the work in 
a way that is both 
fair and draws on 

our individual 
strengths.” 
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SELF-REGULATED LEARNING AT GRADUATE SCHOOL  
Ying Wang  (Penn State) 

A 
s a graduate student 
who has been 
exploring effective 
strategies for getting 

through graduate school, I feel 
very humbled to share the 
strategies that I utilize and 
recommend to others. Given 
what is indicated by the title, I 
intend to share how some self-
regulatory strategies have 
impacted my handling of 
various tasks at graduate 
school.  

WRITING TASKS 
I think writers must realize and 
establish standards for their 
writing. There are several 
strategies that I find particularly 
helpful in gaining awareness of 
my writing quality.  
 First, as a non-native 
English writer, I find identifying 
patterns from other scholars’ 
outstanding written products 
and then reflecting on my 
writing very helpful. From a 
second language perspective, it 
helps me to observe and learn 
about how successful writers 
write about relevant research 
topics in English, such as the 
effective delivery of critical 
messages, and the composition 
of good arguments. Observing 
expert writers helps me to 
become metacognitive about 
what is lacking in my writing 
and improve my weakness 
accordingly.  
 Second, reading helps 
me become knowledgeable 
about my research area, which 
improves my writing, as well. 
The understanding of theories 
and familiarity of relevant 
research is critical for me to 
make sure that I express my 
thinking and ideas clearly in my 
writing.  
 The effective use of 
these writing strategies 
requires making metacognitive 
judgments and adjustments 
consistently to distinguish the 
pros and cons of specific 

strategies under conditions. The 
observation of good writers’ 
writing patterns may be more 
helpful for beginner writers and 
may need to be terminated 
when realizing it starts to 
hinder one’s creativity and 
development of unique writing 
styles.  
 Third, I think that it is 
essential to be flexible and 
forgiving about changes that 
affect my writing progress. I 
realized that I feel guilty and 
less motivated when there are 
uncontrollable things that 
impede my writing progress. 
Such feelings can be 
detrimental for individuals to 
regulate their learning and 
writing processes effectively 
(e.g., Efklides, 2011). Although 
sticking to routines for writing 
is critical, it is also important to 
realize that adaptations and 
reactive adjustments take 
time.  
 When I notice that I have 
negative emotions about 
writing, one strategy for me to 
overcome such is to monitor 
and reflect upon my previous 
progress. For instance, I would 
compare my initial draft against 
the most recent revision to 
realize how much progress I 
have made. Having such 
awareness of my writing 
abilities helps me to stay 
motivated and regulate 
available learning resources 
effectively. 
 

TEAMWORK ON LARGE 
PROJECTS 

 As a graduate research 
assistant, I have been fortunate 
enough to be involved with 
multiple large research projects 
working with my academic 
advisor, Dr. Rayne Sperling, and 
other talented colleagues. To 
illustrate, the NSF-
funded Missions with 
Monty project is a cross-
institutional collaboration. It is 

challenging to work with a large 
team across universities. In 
addition to being prepared for 
meetings and tasks, I use one 
self-regulatory strategy to gain 
knowledge about the project 
and the research team through 
observation and reflection.  
 In particular, the 
observation of colleagues’ self-
regulated work habits helps me 
to learn from them and realize 
where my strengths are in the 
project. The awareness of my 
role and strengths for a 
particular research project 
helps me to monitor and 
control my strategy use during 
work. The awareness and 
familiarity of colleagues’ work 
and communication styles also 
facilitate the work efficiency 
and effective communication 
among us.  
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A 
s a rising senior, I have 
had the opportunity to 
learn from countless 
skilled, thoughtful, caring 

instructors. So many of my 
positive learning experiences can 
be attributed to the conditions 
such instructors intentionally 
fostered. Reflecting upon three 
years of undergraduate courses, I 
note three impactful strategies 
many instructors leveraged in the 
classroom to enhance learning. In 
this reflection, I discuss each, 
which has helped me as a learner 
and transferred successfully to 
various learning environments.  

Communicate expectations 
early and often 

As a student, I can focus 
more of my energy on learning 
when I know what is expected of 
me in participating in the 
classroom, sending emails, 
visiting office hours, completing 
assignments, or taking an exam. 
When my instructors 
communicated their expectations 
early and often throughout the 
semester, I felt at ease and did 
not waste energy, wondering 
what was expected of me.  
While overall expectations are 
usually communicated on the 
first day of class by reviewing the 
syllabus, my learning was 
supported even more when they 
were communicated beyond 
syllabus day.  

For instance, such 
instructors communicated 
expectations early and often 
through assignment descriptions, 
grading criteria, and time 
devoted to discussing 
assignments, sharing previous 
examples, and fielding questions. 
I found it particularly helpful 
when instructors devoted 
instructional time to explain, 
discuss, and answer questions 
about individual assignments.  

Structure guided reflection 
While I deeply 

understand the importance and 
power of reflection, it is often a 
challenge for me to devote the 
necessary time and energy to 
reap the benefits of it for my 

classes. When my instructors 
structured guided reflection 
throughout the semester (in a 
Google Form, for example) my 
learning benefitted.  

For instance, some guided 
reflections prompted me about 
my prior experiences with the 
content, expectations, and goals 
for the course, class participation, 
thought processes, progress, use 
of self-directed strategies, and 
how I plan to transfer the 
content. These guided reflections 
supported my evaluations of 
learning and myself.  

In addition, since such 
structured, guided reflections 
were often housed in platforms 
like Google Forms, I could return 
to them any time. Revisiting my 
reflections allowed me to analyze 
my learning over time. While 
many instructors varied how 
often they required reflections, I 
developed a preference for 
frequent, targeted reflections. 

 Having a specific focus for 
reflection allowed me to generate 
in-depth reflections, as opposed 
to a lengthy Google Form that felt 
cumbersome to complete. For 
example, in the first week of a 
course on community-
engaged learning with 
Latino dairy farmworkers, 
my instructors prompted me 
to reflect on my 
expectations for and 
perceived roles in the 
cultural and linguistic 
exchange on the farm.  

Offer feedback on early drafts 
Given the variety of 

responsibilities that my 
instructors have, I understand 
that it can be impractical to give 
meaningful, targeted feedback to 
every student, especially if class 
sizes are large.  

Luckily, many of my 
instructors managed to offer such 
feedback on early drafts of 
assignments. To illustrate, several 
of my instructors would offer a 
submit-for-feedback due 
date and a final-submission due 
date. Some of the most helpful 
feedback I received was phrased 
in the form of a question and 
targeted the content of my work. 
My instructors’ feedback 
modeled how to ask critical 
questions about my work, which I 
have transferred to other 
situations.  

I also found that the 
submit-for-feedback due date 
allowed me to develop my work 
toward success for the 
assignment and prevented me 
from procrastinating. The submit-
for-feedback due date was often 
set at least a week before the 
final submission due date.  

Taylor Marie Young is an undergraduate student and Schreyer Honors Scholar 
studying Secondary English Education at Penn State. She plans to study Educational 

Psychology in graduate school and pursue a career in academia. Her current research 
interests are multiple source comprehension, comprehension monitoring, and self-

regulated learning.  

Taylor Marie Young 

“As a student, I can focus more 
of my energy on learning when 
I know what is expected of me 

in participating in the 
classroom, sending emails, 

visiting office hours, completing 
assignments, or taking an 

exam.”  
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