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ut by immersed new-media usage and
learning. "W Potentia)
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Cyber-society’ -1 T3
ﬁzm c ;)ltl:lety S Web lmmers:ed digital natives hay
£t gmonal;l processing of information : oved decis;y,
p. Through persistent exposure and » and s rigid
compl)fmg to the hypertextual architecture f“”—'sponding’ 4 Sche
extension of their own selves. ot what has sloy) el):: o
! Y De
There 1s a constant presence of social softw =
ustﬁrs ot: the Internet, as well as interaction Withare
0 e1|;e vnd?o games, both online in their mill; rol
number : o
™ sz:) ;nfays (Yee, 2006), or with the use of ga i
gn g: ive .){-llftore advanced environments that Promg Consoles, cre
0. i s ’
g ese are causing transformations that gOte Problem-g,
O quite 3 |
on

beyond the well-researc iti
}’e e L searched positive/negative social ;
I'here oubt that technological immersion i T ctons of
S

and that some of that is diminishing personal
. 'I_'he use of hypertextual conventions in i S8
12r(1)5(!;17gated‘ what I speculatively term “hypert

), which underpins the very processycff thzflmaj

tecture and navigati
: gational proc
users interact. ' processes of most of

n{)w
Me an

In the lives

€-playin

e ga

mMotivated ginmaesl dnd
arge

of kK ﬁ'aw

lVing
g way

users,

processing” (Mall;

L] L] l
gl-lllt, mirroring the :r:;z:ll?:r
the software with whic;;

HYPERTEXT

€re 1s an extensive literature exami

1 . . - ]
carning (Niederhauser & Shapiro, ning formalized hypertext assisted

with its singl} iro, 2003; Shapiro & Ni
gling out of the main features of hipzrigle;r?il al{ien e
’ arily 1ts non-

of learner control :
) d dlSti 1 . 7
dependent read "an nguishing “self-regula
- L ” 6
SBntot vaUisit?;Z élBalcytlene, 1999), with thiusecii :’ieadel:s and “cue-
dent and exp] all the first, but with the fi ATty better on
P oratory 1o the way hypertext is rz :;]rSt being more indepen-
dad.

Self-regulation

e L] L]

mphasizes Independence both in search and readi
ading

not depend n the possibility of self- :
Lo Ol ontrolled scaffolding 0? cfeinz?;;ignsgc}zj m?S tl;'athdo
= stimuli that

: r afld I

’ haaien chaotic. Self-regulated learning,
proved to lead to improvements 1
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L nCreases in positive learning behaviors (Schloemer &
mbination of positive expectations, motivation,
problem solving are the virtues of self-regulated
,1989,p.169y

ave explored the need for cognitive processes to

face of hypertextuality and of, among others,
' ) v in knowledge domains,

(Spiro, Feltovich, Jacobson, &

1991). - o |
' t within na\rlgatlonal mdependence are the meta-
learner firmly in the center of the learn-

‘he medium feeding the
and the subsequent learning,

learner’'s own conscious

n how the individual that 1S
owledge he or she

his affects whether learn€r
le of a persons knowledge

ning- ;
ey trol also depends extensively O

is the who

e IS dynamic in nature;

15 available before a certain learning task;

eiis structured;

+ canexistin multiple states (1.
~ tional knowledge);
~+ isboth explicit and tacit 1n
~ « contains conceptual and

- » (Dochy & Alexander, 1995, p- 227).

e.,

knowledge are more in control than

those with low levels of prior knowledge, who prefer more structured pro-

gram-controlled hypertexts (Gaill & Hannafin, 1994). A structured
approach is not entirely necessary for information to be acquired (Sha-

piro, 1998). Hierarchies can be built even 1n unstructured hypertext links,
_providing they have cues to meaning (Shapiro, 1999). An interesting
addendum to this, if one were to bundle Web-use with videogame use for
the sake of examining of immersed usage, is that eye-tracking research
‘about novices learning how to use computer games, indicates the prefer-

" Those with high levels of prior
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ence of a trial and error strategy, with little t;
hints as they learnt how to use the game eAlu
lem-solving and independently figurin e %

the learning of which they deemed to be eg
sy.

HYPERTEXTUAL PROCESS|NG

L heire 1S a strong, independent
ticularly self-regulat
ed users’ navigati
' gation of the
: S€ Mmed;

many cases, this takes the form
Elrarlly superficial in content, by
om associated with hypertext t

atic camera m
oments (William
s, 2003).

The resul ;
t of persistent i
* Nt immersion i
- s, hypothetical

1In : :
witghafli:ev: P l‘lmar-ﬂy through hypertextual nodes.
perceived linear (if stratified) organization

on which '
Presumption most traditional formalized

Pedagogies are bu;
uilt. The :
and a resultant Jack of foll(f:r?ﬂmt makes for a very limited attention span

One would assume that

mber of vari:
styles (Ridi ariables,
A ( Ing & Rayner, 1998),

archit | |
ecture s perceived and handled (Graff, 2005)

or fo _aﬂathema to traditional top-down schOOl'
:md | Fadzed e-learning. The lack of tocus, dimin-
’ gieral processing that are direct manifestations

2 HTP do not g

Transfer Through Learning Flexibility and Hypertextuality 189

o well with the chronological linearity of hierarchical

and this . ncludes most educational methodological practices.

LEARNING ELEXIBILITY AND INDEPENDENCE

and heavy users of social software, as well as
live in an environment in which knowledge
d the processes they have mastered to
hem the rudimentary skills needed to

earning into a cohesive, if chaotically
is both substan-

- mmersed Users,
many forms of vide(? gaming-,
acquisition is at their fingertips, an
. teract with the software also gives t

navigate, absorb, and 1integrate the 1
bsorbed, body of learning. In this sense, the acquisition

tive and procedural.

Tuschling and Engemann
is integrative, a self-reflective technique of se
tered in the individual. It seeks to make learning independent from set-

ting, from personal and fnancial effort. Informal learning can take place

regardless of circumstances” (p. 456), and 1t can take place any time and
given that new media technologies are both desktop and

(2006) noted that “the structure sought here
If performance ideally cen-

anywhere,

mobile.
Mobile phones have become increasingly more versatile, with an inte-

ated interface that can access the Internet through GPS and "Vi:-Fi.
PDAs, aided by full-sized, foldable keyboards, mice, and other accessories,

are little less than full-blown computers to be used on the go. The same
f static gaming consoles (for

can be said for most portable versions O

example, the Playstation Portable and the Nintendo DS), with Wi-Fi and. a

limited Internet connectivity being an integral part of their onboard facil-
specifically made for

ities. Many major Web sites are creating pages
e of mobile ICT. Bluetooth and

mobile devices, accepting the importanc

other remote connectivity methods have also led to cordless ease of use,

permitting multitasking while away from the desktop. |
Formal research about informal learning has been with us since the

1980s (Marsick & Watkins, 1990), concentrating primarily on work-based

learning, but often emphasizing the acquisition of trans[:erable skil}s.
From the start, and to this day, there is the problem with measuring the

extent and transferable impact of informal learning; ar}d this is definitely
the case with regard to accessible - 1formation on qualifications and par-

ticipation rates (Conlon, 2003).

TRANSFER OF LEARNING

Transfer of learning can almost be taken as 2 measure for the effectiveness
of learning. Yet, transfer is extremely difficult to trace. In spite of the fact
that a body of research has been dedicated to understanding it (Analout,
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1993: Cormier & Hagman, 1987; De Cor
l;);;g?, 1392; Ellis, 1965; Grose & Birney, ;;%51957 DEtterma
. Hunter, 1971; McKeough et al., 1995: S: askell, 200 1 & Ste
transfer has remained an elusive concept > Slngley & Apg _,_1; Hasletrn‘
Iflevcrth_eless, transfer is crucial to all l.earni CT'son, lg?gd’
an dmstmcuc_mal_and learning technique as a wI;g - Transfey «: . ),
?}:]at Ell-szfsmg mformau?n" (Haskell, 2001, p. )’2;)3){ thmkin& pt SO My},
have resultege ?::a;ch seekmg ¥ _determine the cause’ outithie .
ence of experime O; S Sl-gmﬁcfmt transfer. This ind ellect Of ¢
transfer (inform gel's Workmg with spontaneous o5 been the I;an
oot 1057 )_etheversus uninformed transfer ’ris OPPposed téxpel*i-
‘radiation problem” s Zitin?umed being gestalt psychologis, | i,
Goi ot analo icalp S (Duncker, 1945) whj 10 O81St Duncy .
stantial amount of e (i & Holyoak l‘:'il)c B Ded e T
T T :g:;ml'leous transfer was regist;1~ed89), thougl] Iy lit-
the accessibility of the a;lon Of.abstm‘:t statements d 1 children
1995), No transfer. tool‘ehea\;a::su;formation (Chen, Y::i:'?d L0 enhapc,
e viag 9 Ry et sy tl;e learnil? ted from eXperiments w'lt:; & Dahlel‘,
not present in the transf g task are context-speci 'th high r,
Nonetheless, th RN O L 937). pecific, and these aad
T béen Fell:?d for a sound knowledge on t} )
concept of fidelity as ha“_lce the inception of tadu«:ati.::.nalt "Rl leami“g
elements within it to t:lngfto be part and parcel of th IPSYCl:lology. The
Gt 100 ) o S8 5 isatl:s €r to other situations (Thf) carning task for
mostth explored in the last ?i)ttz; s]:)n;)wn’ ) theolli;’]dllll;es f)c o
another onlyv i ears. “A cha ' : een th
ments” (Thtln};'lirdl?l‘:far as the two functions hav:: gai l? S ﬁ'm(:tion altelz
Hunter’s (1971;} 1913, p. 358). actors 1dentical ele-
: our factors that
negative) are brasrdic i
il zvho f';l}]eofvogllgzn tll”?ctors- sought by reseaar:ifl;e;rgt)ioth Positi}’e and
S the main idea. These are: Sl A

1. The similari
imilarity of the situati
e € situation 1 "
the situa : on in which so ing i
tion to which that learning may tra[::e;hmg 1s learned and
sfer.

2. The
SO
O ciation of the old and -
y reasons. new learnings for any one

3. Thede '
gree of effectiveness of the original learning

4. The '
perception of :
both th essential or unvaryi e
¢ old and the new learning’s (I-?::l]tge: lleg’;elms g;at -
’ ~ p ;

Some studies h
ave fi -
Paramount to the trans(}:: C:aplz‘oof against the concept of fidelity bein
sk (e.g., Boreham, 1985) bringing?:'mt“"g

. 4

: t
qsfen P task. Most others
insl transfer. Singley and Anderson

m s
- condition!

(he transp
nrcal" wO
comrolled.
Kanc (1 98 8): ;

g subjects,

conditions ©
«ith children a5
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Transf
fidelity of simulation actually improved

he information processing required for

e concept that similarity in
(1989)

o sharing of cognitive tasks between the learning and trans-
al to transfer, with declarative knowledge about a
which are triggered under highly spe-

ks 1 .
Y piled 1nto procedures,
ones that are i dentical in both cases).
to have taken for granted

2in com :
s (basically;
into transfer seems
to refer to as the

1ot of research
' from what we can continue
nction 18 tested and

among others, Brown and

ts that kept to the natural
fer was obtainable

which lowering

the accent on t
have accepted th

‘< intrinsic to

S essentl

In faCt: da
osition of subjects
+ions in which a single fu

rld, to insul
This was stro
who demonstra

ngly pointed out by,
ted in experimen
that analogical trans

f their youn

young as 3 years of age.

lem of transfer 1S:
kills, knowledge, unde
earning situation influence perform

tuations” (Bigge & Shermis,

The distinction :s also made between horizontal
Horizontal rransfer refers to conditions 1 ill can be shi['.ted
directly from the training situation in or
transfer refers to conditions 10 which the new skill cannot
d to fit the conditions of the

problems unless it is adapte
ion of learning 1 required betore problems can be so

is, an extension
effectively (Joyce 8 Weill, 1996). -
g between near and far transfer;, has listed

Gielen (1999); distinguishin _ _
what she believes to be the main promoters of both, basing her premisc
of the findings men-

on the literature and succinctly presenting many

tioned 2bove. She writes that:

The basic prob
acquisition of s
in one subject O ]
other subjects O s

workplace—that
lved

~ Near transfer 1s promoted by:

wledge 1n
tives that guide instruction;

identical elements in tasks
motes transfer.

_+ Introducing kno the context it will be used;
‘» Behavioral objec
o The presence of
- environment pro

in training and in job
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Far transfer is promoted by:

 Introducing varied context, which leads
learning; S

 Sumulating generalization and analogies:

» Discovery strategies; ’

» Increasing diversity, which in tur
(Gielen, 1995, 2.6.1) N decreases Contexty,] b
lndingS_

COr
lte“‘{‘t'U"'ﬂliszslti
on

Of

Haskell (2001) distinguishes six levels of transfe
r

f ] . i ' "
of similarity. Only levels four and five of these appeabased o Judgemen
(s

r erQUEntly In the li
it-

 Level 1': Nonspecific transfer—all learni
nected in some way to past learning; i

* Level 2: Application transfer— '
specific situation; r—applying what one has

* Level 3: Context transfer !
- L] - -—ap l ln
slightly different situation, OftEI? aychgan‘;l;aiil 2hce has learneg In
context: a

* level 4:
L el 4: Near transter—when previous knowledoe :
ew situations that are closely similar b Spe
situations: o Gentic

> b -
g ecause 1C iS a“

learned to a

al to Previous

V Far traﬂs&r aPPIYIHg learning 0 Situation
St

dissimilar 101 '

* Level 6: Displa
X ; cément or creative
transfer— :
n er
a way that leads to the creation of new conctel‘ansferrmg learning
pts.

Cognitive-interactionism?
_ : nism* regard :
amazingly longitudinal seven wiys* ot gL aing in the foRgving

l. Opportunity f
_ or transfer ma -
]nhere 3 : 2 y Ooccur 1IN I ' - '
ntin any subject but is possible fromaanrfy Ti:;caltg}nli; : 1lsdnm
owledge.

2. ‘Transfer is n
ot depend
ST pendent upon mental exercise with disciplinary

a

use lifelike situati
=t ations. It is facil;
ita :
1zations that have transfer valye e g for Jarge general-

48T '
: nsfer is not au :
. tomatic; opportuniti
Bizedi » Opportunities for transfer e rec
[ __J
: he person concerned must o 3 must b o8

5. Transfer varj
aries according to di :
matter and the intellectugal abil;gwic;f! glcﬁf,,%ﬂ;: L R

[nsights !

adaptabilit}’:
dispass
Marginson a

. e more than one viewpoint through the abil-

ity of h
hetween differen

skms.

An important contribu
was made by Salomon

fulness (a stat€
employment O
cially In high-road transfer, this

of low-road transfer. However, Salomon

opposed to the
and Globerson accep
factors being elusive of

among others, by <ociocultural factors: culture, intellectual
mon ways of perceiving a situa
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eed not be put into words for their transfer to occur.

t of intraproblem insightful learning, not the number
uch, determines the amount of interproblem transfer

1992, p. 238).

e “real” world of work as the desired goal toward which to
an acquired education, Marginson (1994) suggests working
- rion of certain attributes which are strategic to the

1f—those skills and knowledge which themselves

f students-graduates to transfer their other

include confidence and the capacity to be
learning how to learn, flexibility,

openness, critical thinking, and

e capacity O
_These key attributes

. in new and familiar situations,
responsiveness, sensitivity,

ionate thought.
¢t that the student needs to learn how to take

andling multiplicity and complexity and being able to move
All of these he calls transferability

THE CASE FOR MINDFULNESS AND ABSTRACTION

Gon to our knowledge of what constitutes transfer

and Globerson (1987), who made a case for mind-
he volitional metacognitively guided

ffort demanding processes). Espe-
f mindful abstraction, as

of mind defined as t

f nonautomatic, usually e
is a result o

near-automaticity
t that distal sources are

quantiﬁcation. a0

difficult to gauge, with causal
hese are heavily influenced,
climate, com-

tion, shared habits, and the like.
can also be linked to memory retrieval.

gested that memory structures are con-
stracting out the essential con-

tred further the processes of
der to construct abstract

The concept of abstraction

Kintsch and Van Dijk (1978) sug

structed from experience as a result of ab
situation. They sugges

tent, or “gist” of a
tion and construction in or

deletion, generaliza
representations of events heard or read about.
representation than a direct percep-

A schema, too, 1s 2 more abstract _
96), which makes schemata very use-
the processes

nn & Snyder, 19
f cognitive load, and In

tual experience (W1
ful, both in terms O

fostering of transfer.

f the easing O
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Eggen 2 Kauchak, 1997) seems to be the precursor

phenomenon. Rather, transfer can occur by diﬂ“er;itn?; at 3] i aval (.1939_; lrl_;ecause he believes that “a‘lthough transfer of lfearmzﬁ
on diverse mechanisms and combinations of mechaniss utes de endtary ereitel in thlfic dispositions, oF the attitudinal element of lzarmneg;ecwe

They note that an important type of transfer js har_' 1 ent of o be spect e;al e disposition to be open-minded, tO T
backward-reaching high-road transfer, because the the en

68 T 1 dis-
individ Y Tefer to E;lnsfﬂf 125 gd .o search for facts to support conclusions 1s a genera
an abstraction guiding his or her reaching back to P ual fory, l 3

t, an 997, p. 329).
: : : : ast e : Ulag . dgeme” Kauchak, 1997, p
evant connections. This continues to highlight the imp Oilfgience fos r;f o s%fioﬂ" (Eggen &
by background knowledge in both the encoding of the Origin;?le Playe, PO TATION
the transfer of content and procedure to other tasks. Duffy () task ang DISCUSSION AND SPE
to corroborate this and gives an underlying suggestion .« 992) Seem;

. . i . . t 1 2
mentation when he writes that “the instruction of new ks« O 1ts jp

: often flexible) indepen-
; o houlqg Pe: - ect linking AR, HTP 2 lnf(:r::?(;r( learning that COLOCALES
provide a familiar context so that the learner can yse his or h alwa),S . The dire creates a very unique conte o SEe Mt SEARITE
edge base, what he or she already knows, to Interpret and int €r knoy]. dent 1eam1ﬂ§;ely with a number of the prel“equ‘;’r Seaning
new skills and knowledge” (p. 81). That knowledge can (ang degTate the - quite extens o there to be any sort of trans 1es 2wl ypurstin]
further learning and as such is a case of proaction. The Rew lea?es*) affect says are nece sl e of divergences from the 1O antic ture of hyper-
affect the original background skill and knowledge in its S mr:mg can There arc le. self-regulation. Given the sengl—c > S pmc S
result we can also have retroaction (Catania, 1992). } 5282 by, for o si;lg the indications are tha_t e regl:fs (1998, 2000) cycles
Salomon and Perkins (1989) point out that far-reachin textual proce® denéal: and quite far from Zimmerma

g transfer may 1, and self-

2L . - lltional contro
be facilitated through mindful abstraction, but at the expe ance or Vo

: i hought, perform f the hypertex-
poor learning of the original material, because the g‘reattf:1.'*1118443121f ;:‘latwely osigb ;;Zir;;-mgilation 1S contmlleld_g?l’riz;;;;l;eafhs Sugg}g:ted by
ality makes it harder to connect the representation to any given pargzller- wﬂecuot:;ectur& or by any one of the mu ntio“ of gamers by the present
Mindfulness, or the conscious pursuit of specific Iearning, seems to alar. ual 8 e-play. But close, mapped Obsewaticauy induced patterns, with
be evident in Pugh and Bergin’s (2006) linking of motivation to ammfo the gamh;: yielded . ndications of schema e bl Pmblem-SOlViﬂg-_I
other factors, intentional learning, as diverse from incidenta] l;arnin S L d hierarchical proficiency, le_ad:;,%.f, . duced self-regulation, it 1S
following the distinction made by Bereiter and Scardamalia (1989) % Jesses 5

would say ’ ] that is best reflected.
the performance O

] reviously, some O o \anerali
d'E'AS r::rslte(llefels are: similarity/fidelity; analogy; & "
iffe

DISPOSITIONAL TRANSFER

A so:t of transfer that is taken for granted, according to Bereiter (1995), is
the “transfer of conceptual understanding to further conceptual learn-

ing” (p. 27?. He refers to Voss (1984) for the “vast research literature that nformal learning brought about by adis £ knowledge from education 52
shows .th‘ellmpprtance of prior knowledge for comprehension” and says l It is also worth noting that transferl Oted i

that this “is a literature showing the enormous power and range of trans- workplace typically involves five interreiad

ter of conceptual knowledge” (Bereiter. 1995, p. 27).

But 1t is on the transfer of disposition that

emph.asis, since while the transfer of principle dep
sl:an.du}g, the transfer of disposition depends on in
ter, Insisting that this can be ap

education to science educatio
sitional transfer is embedded

this becomes an integral part

1. the extraction of potentially

Bereiter puts the main |
1sit} use;
text(s) of its acquisition and previous

ends on depth of under-
corporation into charac-
plied across all school topics—from moral
n. The point made by Bereiter is that dispo-

in the character set of the individual, and so
of all processing.

3. recognizing what knowledge and skills are relevant;

4. transforming them toO the new situation;
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5. integrating them with other knowledge and skjj

+ . . . . S i]l Ol‘d
act/communicate in the new situation (Eraut, 9

04’P-256)

Eraut points out that items 4 and 5 above are usually
higher education, and that the final stages draw atren;:
learning at the workplace. |

New media technology immersion has expanded s

d all situations. Learnin I cAnvorkpl. 8
incorporate any and a : g on the go js Ce

perSiSte

iHStant[
C

where. The need to know has become Instantaneous an d
able, so Eraut’s five steps are daily happenings in the Jjy

that motivate such a reaction.
The intrinsic motivation stemming from the volitiong] 3

learning plays a primary role in instigating a transferab]e e
substantive and procedural knowledge from new technology :

Typically, learning-independent, hypertextual process;

Cr tq

.

e evff[}r

Q}CQCU
: l ansion of informati S of milljq ;
online seekers of the exp ation about any and 4 i
S

tllink/

to

-

t“fe Of the
qlllsltjgn of

. : ng, im
technology users have skills that navigate, absorb, and inte 3 Merse

within the collective general knowledge so touted by Haskel]

being an essential base for transfer. Though there is 3 chaotic 5 (2001) s

of the knowledge, there is also a personalization of it that provi
cues, most often through motivational associations with elemen
sonal enjoyment. HTP contributes to the mix multifocusing, ind
problem-solving, self-regulation, metacognition, and an
organized utilization of hierarchies of prior knowledge.

ts of per-

1d€pendent
mdividual]y

The motivational elements are drawn from the implicit fact that users
immerse themselves by choice in the media that insti gate HTP as a djrect

result of the heavy usage. In this sense, there

1s a divergence from Pugh

and Bergin's insistence that a greater understanding of transfer “can be
achieved by applying the intentional perspective” (20086, P- 155). Inciden-
tal learning within the flexible, independent learning context, diffused by
the presence of HTE, does not imply a lack of mindful persistence in the
pursuit of knowledge. It is just that it is most often a unique unit of infor-
mation that is sought, rather than a module that is Integrated organiza-

tionally within a larger, hierarchically designed block of intentional

learning.

If one where to take Haskell’s six levels of transfer (2001) as the trans-
fer to aim for, HTP motivated flexible independent learning would help

facilitate levels 1 to 4, and be an important element in the last two levels.

Level 1:

incidentally through  volitional, self-directed information

i?arch, Oor as SIde-leaming from entertainment-driven activi-
1es;

Nonspecific transfer—any and all learning acquired directly or

":'.'.:' _.:l'l..;;'.li“'-u-*; 4 r'.-'."_.._,' R 4
i e i

Level 4:

Level 5: Far tmmﬁ"""BO

Level 6: Displacemem or cred
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. n transfer—the value of transfer of training from flexi-
ndent sources in the world of work has been exten-

ed. It can also be contended that if, in gaming,
sively _mappicrocosmic simulation of macrocosmic reality, then
Lheref; aaglplication of learnt strategic processes and content
trans

b facilitated; | | |
shouldt t;mfgr_wking RP gaming as a primary examph?, with
fontf: qtilizing a bridging of induced schematic strategic and
eve

¢ processing (same characters, _tools, psychomotor
elefneﬂ P Jtion, etc.), but varying In difficulty of landscape
acHon gei?er navi,gation as well as in the hierarchical transfor-
anci_f:grycg;iext transfer is a procedural accepted standard.
matl "

nci 1T indications point at contex-
ncidental and emplil ical ind
lhough 1Incl

] transfer happening between gaming itself and the gamer’s
fua

- 5, - s
' ensive resealch still needs to pro
] ality, more ext P
nonwrtual re

' vidence of this; .
;}de etmmﬁr—-—the chaotic nature of HTP makes for sporadic
ear

1s1t] ‘ch. in turn, ties 1n

S ] ledge acquisition, which,
lization in know ' -om those

g?f;frfiemems of situations that are often different fro

withh €

hich the knowledge was sought or acquired incidentally 1n
for whi

: malized,
lace Though this does not make _for for s
the ﬁI‘St p dLC. fer it dOeS contribute extenSlvel}r towar
b J

d skill base that plays an

. :1elv spread knowle_dge an ! Aot

?tlng : w;dgjt e}:ctensive role in many day-to d;‘)’ Ef;ainllstance,

mc}d}fmae::iﬁc knowledge was not pursued "; e

. I;

e B ften In successful horlzonta} transie S
[LALanRE.0 th volitionally and incidentally sougt

edge acquisition 15 d
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knc;WI rning particularly when motivated by H1
ea :

hase and d1verse general knowledge

metacognitive pro-

t the Wlde H
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; -Tuntl :
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5
users’ character set, creates a di

S PR
across all subsequent, personal POsItiong]

_ action tanc
_1995.). Apart_ from this, the very nat us (as per Berej, Ehat Cy
Ing, IS narrative-based (visual, iconj g for - Heg .
, D/

induces self-determined, often
cesses that may transfer, since the

most of the instances and inflyen
the affected individual.

Similarity/Fidelity

* HTP: Associative h s
yperlmkmg amon S
l}:owever,.have at least one element of ﬁﬁ e;:!ISSI-ml]al“
oth online and in most gaming. Iy, 1s stap]

* IFL: The random natu
re of the learning m
dental elements throughout it that pmv?de Zalzl)ljiclih

knowledge harvesti :
tions. : S (OI‘ leammg), as well as ta

© £ navigation

ging link to other
sk-oriented situa-

Analogy

the player create analogi
alogical nodes that at times I;
3 at {1 Wi
elements in the gamer’s own life. i saaith or replace

* IFL: Analogy is an inte
gral part of narrative i - .
be a part of both in Rt formalvireealrrlll il;:;rnmg, but it can

Generalization

* HTP: Multifocusing creates a
. spread of focus that is wi -
superficial than singular focusiilljg. il s vicen Jmore

. ]I)FI:: [gaming e 89 (p art.icu]ar]y through mobile devices) can
e in the form of byte-sized snippets, the concision of which can be

Abstra
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either so totally specific that it 1s shorn of all excess
has only the bare essentials of demanded informa-
giving an overview because of lack of space

xtremes:
tion and
clse general,

of tWO €
iﬂfOfma
rion; or
and 0me:

ction
ffusion and lack of focusing create a non-specific collation
ing that abstracts.

ly organized by a unified learning design,
learning, as well as learning on the go,
focus on the searched for, or incidentally
's not in itself abstraction, but nei-

, HTP: DI

ks all but the
f information. This

Jearnt unit O _ _
tly parametered, specific learning.

ther is 1t tigh

Metacognition

. HTP: Though not
processes are persis_ ]
error hierarchical tiering

hypertextual navigation on the

. or knowledge in the process.
d learn-to-learn processes are an intrin-

"+ JFL: Motivationally induce ce .
' learning. Skill-building 15 often not
directed by outside sources but independently learnt. Hypertextual

- ~ulation skills, and other psychomotor pro-

ioation, RPG manipu
Sl d through layered knowledge hierar-

cesses are persistently enhance |
~ chies, even if there s no actual formal structuring for the

metacognition.

learning itself, metacognitive
in both the trial-and-
ing, and In

planned into the
tently at work, for e.g.,

of level conquering In gam
Internet, utilizing hierarchies of

| MindfulnesslAutomaticity

- e« HTP: The process from mindfulness to automaticity can be per-

fectly illustrated by the experimentation with alternatives and the
elimination of failures and strengthening of successes inherent in
gaming skill acquisition, both within the parameters of each game,
and also on a more accomplished scale across similar platform
games (and, in the case of expert gamers, €Ven across platforms).
theory of the mindfulness to automatic-

e JFL: Salomon and Perkins’
o both formal and informal,

ity process can apply just as easily t
independent and flexible learning.
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Disposition
» HTP: Strong, intﬁnsic motivation accounts for
ogy immersion, at times to the level of a4 din?w Medj, ,
adherence to the technologies is at times totg] Ction Disp; hng).
: Sitig
03]

e IFL: Disposition is one of the main driving ;
selection of independent knowledge and j ng)r“ﬂut_ences beh;
opposed to (or along with) a more formalizelga-mn afquisi?-d the
men. Much of what 1s independently learnt on]; lnstru(;tionallon as
by formal learning, i1s done through inclinga¢; INE, unjegg dir regi-
tional instigation. The incidental learner’s d; “Dns_ ?nd/or d; €Cteq
or at least to get specific information at any giljgt?sltlon el :

during time allocated for formal learning. HUme, rathe, hiod
n

Confidence

+ HTP: HTP inc_:h_lces lack of confidence in tradig;
learmng_ copdltlons, If learning is self-mot; AR Organized
empha51ze§ .mdmdual confidence in both sub Vate'd, -
dural acquisition. ¥ o and Proce

* JFL: Once the independent skill a It
: § cquisitl 1 :
in the leaﬁrner (in the form of procefllura:l ;I;;?ngallled
mf.ormatlon need, and confidence in the use of 35 )
ogies are what fuel learning in a flexible context €W media techpol.

) and instilleq
» Self-motivatiop,

Proactivity in New and Familiar Situations

lates e ' I

ce :
lmpt Of. the knc?wn lea-dmg to the unknown, which then b
own In turn, in continuous, interlinked layering ecomes

:ll‘l‘l_.:lelndepenfient learni_ng is instigated through the proactivity of
arner, since there is no predetermined regimen of stu;it;ti)

tollow through incitement. B
. Back ;
base for the acquisition of new kngzvt;:gge knowledge provides one

Lifelike Contexts

* HTP: : : :
s Vsilrlt;ual environments, in the main, mirror reality, infusing a
fantasg . ﬁ]l)ensmn of disbelief and bridging lifelike contexts with
y-infused elements. In the case of heavy users, this has led to
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ed out 1n the literature) addictive behavior that makes
the Jemarcation between the virtual and the real. Albeit
yagy 1y and psychologically prospectively negative, the potential

social : s L
5 sransfer from one domain to the other of such situations 1s quite

marked- ) | ' :
pendent learning has often been linked directly with the

cept of lifelong learning, ‘n that the sources are constantly
wnessible and an integral part of the life of the user. The contexts
?;:m which learning .« drawn are life-like in that they are often an

¢ life itself, with Web 9.0 (for example) becoming an
e in continuous, cyclical interaction between the World Wide

CONCLUSIONS

~esearch has been carried out about the specific nature of
g motivated independent flexible learning and

firmly in the realm of speculation based on the
and what actu-

Very little )
hypertexmal processin

NS
ransfer;, SO all remain nly .
researc{ned nature of what instigates transfer of learning,

] ittle).
has been roved to transfer (i.e., very litt ‘
au);{owever, til)lis chapter has looked at potentlal effects of HTP and the

resultant preferences for independent, flexible learning by heavy users of
<ocial software, and the ‘ndications are positive with regards to, primarily,

Totivationally acquired general knowle

the literature determines to be transfer. | _
Another branch of the literature is full of argumentation about the dif-

ficulty of accreditation for independent leal:n.ing, and many ins:titutions' of
higher learning are actually treating the rising wave c:f learnl_ng outside
controlled regimens as a growing threat to their very existence ln_tl:le form
. we know it. The reality is that there are a number of cognitive and
affective gains, many that are socially useful, being made by }ndeper{dem
learners. Even more specific in profiting are learners whose integrational
‘nteraction with new media technologies, and speciﬁcally with social soft-
ware, has made them adopt the navigational patterns native to the tech-
nologies within substantive and procedural processing. In their case,
independent learning 1s not an option, but the only viable route to knowl-
edge acquisition, and though the literature in the main looks at the social
ills that are brought about by this type of immersion, there are very few
who are looking proactively at how this new state of being and thinking
can be used specifically for learning. A lot of the old axioms, including
those assessing transfer of learning effectiveness as a result of tightly
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designed schooling procedures, will need to be reth
often ignored, but actually rampant development. ughe z
The old C-grade sci-fi robotic cliché “resistance j

mind in the face of opposition to social software imm,
{i‘l‘si()

S

E‘ us
e . %
Ook at why

reality is that this immersion and its effects have becg
of society as we know It, and it is about time that we alsm
0

can be made from this state of being.
It is a belief stated in this chapter, that transfer of | _
of the very important gains that can be made if we t;-‘arm
change new media technologies have brought about ino(:lk
10Se Wl](}

extensively.
Use it

NOTES

1. “The essence of analogical thinking is the tr
s ansfe
situation to another by a process of mapping_ﬁfd?i knﬂwl‘i’dge fro
con:cspondences (often incomplete) between aspects grﬂ Set of ope.-
mation afld aspects of another” (Gick & Holyoak 1983 one body of info
2. Companion to transfer on the low-road. Both are,deﬁn ;Cftl? ) )
us by Salom
on

and Glober_son .(1987): “Iwo main routes of learnin
One route implicates much deliberate effort utilizatiinap I;eal‘ 0 emerge
Ol non '

processes: it is a mentally demandin .
and skill. We call it el gfr?el::ntii;h S0 veoon of
.relles on much incidental practice where skills E;re ee ol[hﬁ'r Is 2
}ngly more automatic manner.... It is a mentally un d‘:P oyt‘fi In

intensive road to learning ... By necessity it takes mu I;:andlng_ b

: high _r?ad: hence we call it the ‘low road’ of learning” ip négg e ti

' fﬂ“ﬁ;‘;‘;:;ﬂﬂﬁwa théom which stems primarily from the);mrk b o

&2 = indivgluayls ?[h ﬂdllla_dlan All?ert Bandura (b. 1925), “is the i::t-i‘ﬂfm!

% Shermis 1999 “’1148) “ci“' Pel‘cl?l?’edt meaningful environments” (Beimc-
ST i:ae not’ap- ). 1 cognitive lr?teractionism an individual is cii?

R B integssswf Obe_f’C[ for cnvironmental forces to condition but
Ing l""-“ﬁPl‘i?l'calMPf:rst:)lll-c’::‘a]l?d Ss?ttgzcut:n: ci’:::muo?ﬂy participating in an ongo-
basis of his own reasons, expectations, nzzcs[,lziclf xfisj;??pafx)g =

n One
tﬂ-—{}ne

-automati.
knowled ge

Iroute [ha[
an iHCreas_,

ut practice
me than the
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