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YV cmammi ananizyemocs nioxio 00 noHamms «camope2yib08ane HAGYAHHLY
3aXIOHOEBPONEUCHKULL  BUEHUX, PO32TAOAEMbCS  3HAUEHHS CAMOPEe2Ylb08AHO20
HABYAHHA 8 CMAHOBIEHHI OCBIMHIX 1 NpoeciunHux KoMnemeHyiu ManudymHix
Qaxieyis, a maxkoxc cmpykmypa i emanu pO3BUMKY CAMOPE2Yib0BAHO20
HABUAHHAY CMYOEHMI8 GUUWUX HABYATLHUX 3aK1A0i6. Akmyanizyemvcsi npoobiema
ni02omosKu cmyoenmis, 30amHux 00 NOCMIUHOI camopeynayii. Ymounwoemocsa
CYMHICMb  NOHAMb  «CAMOPESYNIOBAHHA», KCAMOPe2yIbOBaHe HABYAHHAY) 1
36epmaemvcs  y6aza Ha cneyuqpiky U020 3ACMOCY8AHHA 6 NOOATLULOMY
CMAHOBIIEHHI 1l 0COOUCMICHOMY 3POCMAHHI MAUOYMHIX paxieyis.

Knouosi  cnosa:  camopezyniogannsa, — camope2yibo8ane — HABYAHHS,
Ccamoocsima, camocmitina poooma, camooCc8imHs OisIbHICMb.

B cmamve ananusupyemcsi nooxo0 K NOHAMUIO «CAMOpE2YIUPYEeMOe
obyuenue»  3aNAOHOEBPONECUCKULL  VYEHbIX,  PACCMAMPUBAEmcss  3Ha4eHue
camopezyiupyemo2o  00paz08anus 8 CMAHOGIEHUU  00PA308AMENbHbIX U
npogeccuoHanbHbiX KOMRemeHyull OyO0yuUx Cneyualucmos, a maKice CmpyKmypa
U IManvl PpazeUmMusi Camopeyiupyemo20 00paz08aHusy CmyO0eHmos8 6biCULUX
VueOHbix 3asedeHuti. Axmyanuzupyemcs npoodiema noo20mosKu CmyOeHmos,
CHOCOOHBIX K NOCMOAHHOUCAMOPE2YIUposKe. Ymounsemcs cywHOCmb NOHAMUU
«camope2yiuposka», — «camopeyiupyemoe — obpazosanmuey U obpawjaemcs
BHUMAHUE HA Chneyupuky e2o0 HNpUMEHeHUs 6 OalbHeliuleM CMAHOBIeHUU U

JAUYHOCNIHOM pocme 6y0yu;ux cneyuaiucmoe.



Kntouesvie cnosa: camopecynuposka, camopezynupyemoe o06pazosamue,
C(lM006pCl30661Hue, camocmosAameilbHaA pa60ma, caM006pa306amerbHaﬂ
OoesimenbHOCMb.

The article deals with the approach to the concept of "self-regulated
learning” of Western European scientists, the importance of self-regulated
learning in the development of educational and professional competencies of
future professionals, as well as the structure and stages of development of self-
regulated learning in the course of students’ training of higher educational
institutions. The problem of students’ training capable of continuous learning is
actualized. The essence of the concepts "self-regulated”, "self-regulated learning"
is clarified and drawing attention to the specifics of their application in the future
formation and personal growth of future specialists.

Keywords:  self-regulated, self-regulated learning, self-education,

independent work, self-educational activity.

Problem statement. SRL and critical pedagogy are associated with broad
educational goals of empowerment, freedom, liberation, and democratic
participation. Despite these commonalities, these vast literatures are seldom
merged. In the effort to merge them, there are some guiding questions: 1) to what
degree is SRL tied to the transformation of social reality for the purposes of
mitigating inequality and discrimination; 2) what changes in social configurations
are made possible through and from SRL, or in other words, does SRL align with
the logic of adaptation or integration; and 3) does SRL support efficient and
effective transmission of knowledge. While there is potential for variation in
responses, there are compelling justifications for viewing SRL as competing and
incompatible with Freire’s educational philosophy. We suggest that teaching SRL
encourages adaptation, prescription, and dependency. SRL pedagogy targets
personal change that renders individuals amenable to existing social orders.
Teaching SRL is prescriptive because there are homogenized and preformulated
ways of being, knowing, and doing. Although suggesting incompatibility by



themselves, the first two charges are especially problematic given the alignment
between neoliberalism and SRL. Teaching students to self-regulate their learning
aligns with the neoliberal logic to produce adaptable, self-interested,
responsibilized individuals so they can operate within environments that are
characterized by choice, competition, and personalized learning. Inscribing this
kind of subjectivity is connected to dependency in two ways. First, individuals are
dependent on, what Rose refers to as, ‘‘engineers of the soul’’ to produce oneself
as self-regulated [8, p. 6].

Second, producing self-regulated individuals creates a dependency on
situational demands to institute personal changes.

The purpose of article. Briefly present the importance of self-regulated
learning in the development of educational and professional competencies of future
professionals, as well as the structure and stages of development of self-regulated
learning in the course of students’ training of higher educational institutions. The
problem of students’ training capable of continuous learning is actualized. The
essence of the concepts "self-regulated”, "self-regulated learning™ is clarified and
drawing attention to the specifics of their application in the future formation and
personal growth of future specialists.

Results of theoretical research. Freire’s concern that adaptation is a
process that generates conformity and obedience to an existing social order has
particular relevance for SRL. It is not uncommon for the notion of adaptation to be
associated with SRL (e.g., Boekaerts and Corno; S. Vassallo Hadwin and Oshige;
McCaslin and Burross; Post et al.; Schunk and Zimmerman). Boekaerts and Corno
state, ‘‘All theorists assume that students...adapt their thoughts, feelings, and
actions as needed to affect their learning and motivation’ [5, p. 201]. As these
authors state, educational psycyhologists associate SRL with the adaptation of
personal variables. Describing their developmental model, Schunk and
Zimmerman argue that individuals are not selfregulating unless they adaptively use
previously learned strategies to meet new situational demands. Although the

emphasis on adapting personal variables is central, researchers also suggest that



SRL involves environmental changes (Bandura; McCaslin and Burross; Schunk
and Zimmerman).

In addition to planning, managing time, concentrating on instruction,
organizing, rehearsing, and coding information strategically, Schunk and
Zimmerman argue that successful adaptation includes establishing productive work
environments and using social resources effectively. Other ways to influence the
environment include, but are not limited to, asking teachers questions (e.g.,
Newman), selecting non-distracting peers with whom to collaborate (e.g.,
Zimmerman), choosing models to emulate (Martinez-Pons), and undertaking
challenging activities (e.g., Bandura). It is important to note here that the
environmental changes that educators discuss are those that support the
achievement of personal learning goals.

Questions about what environments are and how they change is integral for
considering critical pedagogical implications of teaching SRL. Not unlike in the
SRL literature, the broad notion of adaptation in educators connotes both
psychological and environmental changes (Piaget; Vidal). However, there is not
always agreement about what environmental changes mean. Adaptation can
involve a change in mental schemes or a change in external information to conform
the world to schema (Piaget; Vidal; von Glasersfeld). From this view, as Jardine
suggests, environments are not ‘‘ready-made’’ organizations that are imposed on a
“‘passive organism-subject’’ [4, p. 133]. In other words, the environment is not a
static preontological entity. Thus, adaptation involves modifying environments by
using this schema to impose certain structures of its own. Viewing the environment
as a perception and schematic production, which stems from a radical
constructivist perspective (von Glasersfeld), endorses the assumption that
individuals have the psychological means and mechanisms to transform their
worlds.

Others within educators view environments and environmental formations
differently. Sociocultural-oriented SRL researchers view environments as social,

evolving, and co-constituted (Hadwin and Oshige; McCaslin and Burross).



McCaslin and Burross explain: cultural influences set norms and challenges that
define what is probable for persons and social and cultural institutions. Probable is
malleable nonetheless because personal and social influences can resist or work to
change cultural norms and expectations [5, p. 327].

Base material. Although cultural and institutional forces shape
environments, the logic underpinning this perspective is that individuals can
participate with others to transform those contexts, which are viewed as emergent,
dynamic, and malleable. From a sociocultural perspective, adaptation is not
individuals changing themselves to ‘‘fit”> an environment, but acting and
interacting with others to give form to it. Hadwin and Oshige acknowledge this
point and state that the ‘‘notion of adaptive learning extends beyond individual
selfregulation and instead to the community of practice — the way learning
communities adapt and evolve as personal, social, and cultural influences come
together’” [3, p. 249]. The emphasis on participation and malleability for
environmental configurations brings SRL close to resembling integration.

However, although it makes sense to view environments as co-constituted
and malleable, critical pedagogues are skeptical that all environments are infinitely
malleable, constituted in a dialogic way, and independent of the workings of
power. A key assumption of critical pedagogical philosophy is that there are
structures independent of one’s production and constitution of them, and that such
structures operate to reproduce inequality by protecting dominant interests. There
are existing orders that are protected by school administrators, teachers, curricula,
policy (both local and national), and even some parents and students themselves,
that shape possibilities and potentialities for environmental configurations.
McCaslin and Burross acknowledge this point by stating, ‘“No source of influence
— personal, social, and cultural — is equally distributed. One result, then, is
differential opportunity for culturally valued, socially validated, personally
desirable adaptive learning”’ [5, p. 327]. Although some sociocultural researchers
emphasize the malleability and co-constitution of environments, aligning in part

with the logic of integration, they ignore the power dynamic in that constitution.



Schooling environments are political and ideological places that protect
certain structures, ones that are not easy to change. For example, neoliberal logic
continues to transform schooling in particular ways that are protected by policies,
values, and culture. Neoliberalism is an economic logic that is underpinned by the
idea that the best way to ensure prosperity and equal opportunity is to transform all
economic and social arrangements to operate as if there were a free market.

In thinking about adaptation and SRL, it is important to consider what is
supposed to change, what can change, what kind of change is possible, and whose
voices inform those changes. The adaptable self-regulated learner is one who can
monitor, evaluate, and change, if necessary, personal variables to meet situational
demands. Environmental changes are included in SRL, but reflect modest and self-
interested ones. The changes that SRL researchers discuss may support adaptation
to neoliberal educational structures, rendering individuals better test-takers and
efficient workers. Self-regulated environmental modifications are not explicitly
directed at mitigating inequalities.

Researchers suggest that different cultural groups inscribe selves that are
fundamentally at odds with the self of SRL and neoliberalism. Working class
selfhood comes close to resembling the communal self. Martin characterizes the
communal self as embedded within a time and place. It is a relational self. Unlike
the scientific and expressive selves, the communal self is not committed to an ethic
of self-study and selfimprovement. Psychological states are not featured as the
source and cause of activity and outcomes. Working-class selfhood does not
arguably resemble the ideal communal self. However, there are features of this
brand of selfhood that come closer to the communal self than to the other two
selves. Researchers argue that in working-class environments the self is socially
mediated and part of a collective identity. As Schutz contends, individuals from
working-class backgrounds are likely to express selfhood in terms of collective
struggle. Kusserow adds that working-class selfhood is not organized around a
commitment to understand, study, and identify psychological states as sources of

action.



On the other hand, Schutz argues that middle-class families celebrate
children’s unique characteristics and capabilities, helping them develop a sense of
themselves as discrete individuals. In addition, he contends that middle-class
children learn at an early age to monitor themselves and use techniques of
surveillance to achieve personal learning goals. This self is constructed in relation
to a number of psychological features, such as intentions, attitudes, strengths,
weaknesses, and beliefs. Middle-class selfhood is characterized by a composite of
psychological features that must be monitored and controlled. Weininger and
Lareau argue that middle-class guardians work closely with children to develop
their dispositions and skills for this type of self-management. Middle-class
selfhood is individualistic, and entitled.

The working-class self stands in contrast to the kind of self that underpins
SRL. However, there is overlap between middle-class selfhood, SRL, and
neoliberalism. This brief overview points to the possibilities that teaching SRL
involves prescribing a particular kind of self that endorses neoliberalism and
validates middle-class conventions. Additional support for this point is detected in
the discourse related to those behaviors and thought processes that are considered
adaptive self-regulation. For example, help-seeking is identified as an important
strategy for SRL. Bandura argues that individuals cannot control every part of a
social context, and therefore, must use others for the purpose of achieving personal
goals. Bandura uses the notion of proxy agency to describe this process, whereas
many SRL researchers use help-seeking.

Help-seeking involves particular ways of thinking, dispositions for
negotiation, rational deliberations, and perceptions. Newman explains: When
students monitor their academic performance, show awareness of difficulty they
cannot overcome on their own, and exhibit the wherewithal and self-determination
to remedy that difficulty by requesting assistance from a more knowledgeable
individual, they are exhibiting mature, strategic behavior [6, p. 132].

Puustinen add: Self-regulated learners — and help-seekers — do not ask for

help needlessly when they are capable of solving the problem by



themselves....they confine their questions to just those hints and explanations
needed to allow them to finish performing the task on their own [7, pp. 161-162].

From these descriptions, to effectively help-seek, individuals must: 1) work
independently by exhausting all their resources to complete a task; 2) recognize the
limitations in personal knowledge, skill, and efficacy to complete the task; 3) ask
certain questions that serve only to facilitate progress towards task completion; and
4) interact and negotiate with individuals who are seen as having the resources to
complete the task. Students must seek help only after extensive thought and
reflection (requiring self-knowledge and commitments to reflection and
evaluation) and for the purpose of independently completing tasks.

This portrait of the self-regulated learner strongly reflects the neoliberal
mandate to make individuals responsible for their own life projects by not only
relying on independent personal changes, but also by using others as instruments to
attain a personal goal. Help-seeking is also tied to the mandate to be productive
and execute a plan of action. Furthermore, the representation of help-seeking in the
SRL literature is entangled in class-based norms. Researchers observe differences
in help-seeking behaviors and dispositions across children from middle- and
working-class backgrounds. Middle-class children are described as comfortable
interacting with adults as equals, operating with a sense of entitlement, possessing
verbal agility, and having a psychologically informed personal learning profile.

Like the requirements for selfhood, there are specific kinds of behaviors,
ones that map onto middle-class conventions and align with the logic of
neoliberalism, that count as adaptive SRL. Therefore, teaching SRL can normalize,
homogenize, and naturalize the features of personhood that are culturally and
ideologically narrow. Apple argues that, ‘‘...the educational task...is to change
people’s understanding of themselves as members of collective groups. Instead, to
support a market economy we need to encourage everyone to think of themselves
as individuals who always act in ways that maximize their own interests’’ [1, p.
23]. That is, teaching SRL encourages individuals to think of themselves as: 1)

radically internalized, self-interested, and individualistic; 2) tied instrumentality to



oneself and others; 3) committed to self-enhancement; and 4) disconnected from
the kinds of communal involvements that engender strong moral and social ties. In
this regard, teaching SRL can be restrictive of ontological possibilities, and can be
implicated in invalidating, marginalizing, and pathologizing communal identities.
Conclusion. The emancipatory impetus is particularly prominent in critical
traditions and approaches where the aim of education is conceived as emancipating
students from oppressive practices and structures in the name of social justice and
human freedom. The discourse of SRL is also tied to this educational agenda, as it
has been tied to economic emancipation, democratic participation, and
empowerment. From a Freirian perspective, therefore, SRL can be construed as
complicance and obedience to neoliberal governance in Western societies. This
consideration of SRL pedagogy has important implications, as researchers and
teachers treat SRL as a neutral, value-free form of engagement that supports
student success and emancipation. From this reading of SRL, efforts to teach SRL
can be seen as a way to produce narrow and normative ways of engagement that

affirm problematic pedagogical arrangements.
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