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I. Introduction

The learning sciences inherently involve interdisciplinary research with an overarching objective
of advancing theories of learning and to inform the design and implementation of effective
instructional methods and learning technologies. In these endeavors, learning sciences
encompass diverse constructs, measures, processes, and outcomes pertaining to both learning,
motivation, and social interactions. These complex goals are further influenced by a large array
of factors stemming from the learning context, learning task, and the characteristics of the
individual learners. Learning occurs within a multitude of interacting contextual factors spanning
variations between schools, teachers, classrooms, peers, and available technologies. These
contexts also differ widely in diverse factors such as the social support that students receive,
instructor engagement, demographic and ideological diversity, as well as instructional design
strategies and affordances offered by educational technologies (Anderson & Dron, 2011). The
learners themselves vary across a host of fixed factors such as age, grade level, ethnicity, and
cultural background, as well as malleable individual differences such as engagement, interests,
learning strategies, reading skills, and prior knowledge (Cantor et al., 2019; Jonassen &
Grabowski, 2012; Winne, 1996).
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Figure 1. A Landscape of Learning Science Research. Numerous factors emerge from the characteristics of
individual learners, learning contexts, and their interdependencies. Learners differ in fixed factors such as age,
grade, ethnicity, and cultural background, as well as malleable individual differences such as engagement,
interests, learning strategies, reading skills, and knowledge. Many studies that examine digital learning also
assess observable participatory actions such as students’ propensity to complete homework or attend class. In
turn, the impact of individual differences depends on the learning context. Educational contexts differ widely
in terms of instructor engagement, learner diversity, as well as instructional design strategies and affordances
offered by educational technologies. The components included in each factor highlight only a subset of the
variables that impact authentic student learning experiences.

Figure 1 visually conceptualizes this deeply complex landscape of learning science
research with regard to student factors, contextual factors, and their interactive effects, with the
ultimate objective of understanding how these factors impact short-term and long-term outcomes
(e.g., grades, motivation, persistence, and test performance). A multitude of invaluable studies



have examined these factors individually. Increasingly, however, researchers are diving into the
complex interactions that emerge among individual differences (Yukselturk & Bulut, 2007) and
then, in turn, investigating how the impact of such individual differences depends on the learning
context (e.g., Coiro, 2021; Snow, 2002).

A large body of extant research already informs our understanding of how to improve
learning across a variety of constrained contexts (e.g., laboratory experiments and targeted
classroom studies). However, many of these assumptions, interventions, and findings have not
yet been tested at scale or have failed to replicate beyond their initial, controlled environments.
Moreover, existing work insufficiently draws from diverse theories and disciplines to examine
the combined impact of multiple factors (Koedinger et al., 2013). Such narrow approaches are
partially due to the combinatorial explosion that erupts when researchers study multiple complex
factors and their relationships (Taber, 2019). In addition, many studies have been forced to
assume or test linear relations between student and contextual factors, even though nonlinear
relations are both theoretically and practically important. Finally, examining the impact of
educational interventions in classrooms can be slow, as they inherently depend on academic
timeframes spanning semesters or years.

Our supposition is that Artificial Intelligence (Al), naturally in combination with big data,
provides multiple affordances with substantial potential to tackle the aforementioned challenges
facing the learning sciences. Al--and even AIED--are sometimes viewed as antithetical to the
learning sciences. In education, Al is often viewed as a tool to build applications and educational
technologies that are designed based on learning science theories and evidence. Indeed, Al-based
educational technologies have been used as a means to modify or enhance contextual factors.
However, in contrast to this utilitarian perspective, Al is rarely viewed as a means to directly
augment or enhance our understanding of learning itself or to advance the learning sciences. The
purpose of this chapter is to situate AI and AIED within the learning sciences and to outline
ways that Al can play a significant role in advancing the learning sciences.

In Section 2, we describe the landscape of learning science research (see Figure 1),
including the broad range of individual and contextual factors and their relations to targeted
educational outcomes as well as challenges that potentially inhibit significant advances in
understanding and promoting learning. In response, Section 3 discusses affordances that arise
from Al in this landscape and how Al can be leveraged to enhance, augment, and address
challenges within the learning sciences. Finally, Section 4 proposes that leveraging Al in this
manner has the potential to confront one of our biggest threats to education and society:
inequitable systems that negatively impact the growth and success of learners and educators.

I1. A Landscape of Learning Sciences and Some Challenges it Faces
2.1 Outcomes

One principal goal of education is to prepare students to become contributing members of a
global knowledge economy (Dewey, 1934), and in turn, empower students to be agentic
participants in pursuing their own goals and contributing to the betterment of society. In the
learning sciences, attainment of these goals has been measured in a variety of ways, including
standardized assessments (e.g., NAEP), completion of educational levels (e.g., high school,



undergraduate degrees, and graduate degrees), course completion and grades, and demonstrated
skill or knowledge development. For instance, students’ retention of content and skills often
serve as critical outcome measures of the effectiveness of contextual manipulations (i.e.,
instruction or intervention), wherein retention is typically operationalized as performance on
multiple-choice tests or free responses to content questions (Hunt, 2003). Researchers can also
examine how individual factors interact with contextual factors to identify for whom, and under
what conditions, learning activities may be successful and thus contribute to desired outcomes of
skill acquisition or knowledge retention.

Students’ motivation also plays an integral role in the learning process -- students who
engage more deeply with learning activities or persist through challenges show greater
improvement in both short-term outcomes (e.g., retention; Alarcon & Edwards, 2013) and long-
term outcomes (e.g., transfer; Cormier & Hagman, 2014; Haskell, 2000; Murayama et al., 2013).
To assess motivation, researchers often collect self-report measures (Liu et al., 2012) to evaluate
how students are internally and externally driven to complete learning tasks in varying contexts
(Howard et al., 2021). Additionally, researchers have measured task engagement by tracking
students’ and teachers’ behavioral indicators (e.g., time on task, participation, and
communication patterns) and exploring how such behaviors relate to outcomes (e.g., Ocumpaugh
et al., 2015). Lastly, measuring transfer of learning involves the design of learning sequences that
allow researchers to track how earlier experiences and contexts influence later successes or
struggles (Huang et al., 2009), as well as the learning strategies students use and their long-term
effectiveness. Overall, the ultimate goals of much of learning sciences research are to understand
how student factors and contextual factors influence different learning outcomes at different
timescales.

2.2 Student Factors

Learning inherently depends on what the learner brings to the table. There are multiple aspects of
individual learners that are correlated with educational outcomes, and potentially moderate or
mediate the impact of instructional strategies or interventions, educational contexts, and
affordances from technologies (see Figure 1; Cronbach & Snow, 1977; Preacher & Sterba,
2019). Investigations of student success have often considered conveniently accessible
individual differences such as gender, race, and socioeconomic background (Wang, 2013).
Students’ academic history, including enrollment in Advanced Placement (AP) courses and
performance indicators (i.e., GPA), can also be important for evaluating or predicting future
success (Ma & Johnson, 2008; NAS, 2017). Student success and persistence can also be
predicted by malleable factors such as general cognitive abilities, domain knowledge, literacy
skills, along with motivational and social factors (e.g., engagement, perceived self-efficacy;
Ackerman et al., 2013). Indeed, learners’ prior knowledge is widely recognized as the single
most important individual difference factor in education (Mayer, 2011; McCarthy & McNamara,
2021).

Although substantial research has examined the importance of individual differences
(e.g., gender, motivation, intelligence, knowledge), less research has investigated how the effects
of contextual factors (e.g., interventions) depend on those individual differences. Moreover, there
are as many theories regarding individual differences as there are measures, and even the term



“individual differences” evokes a wide range of constructs. Some theories focus on purportedly
inherent abilities (e.g., working memory or general intelligence) and assume that students who
perform well have more resources to process information (Alloway & Alloway, 2010; Cowan,
2014; Just & Carpenter, 1992). Other theorists focus on malleable skills such as reading skills
and domain knowledge (Alexander et al., 1995; Perfetti, 2007), and assume that training such
skills will improve students’ learning outcomes. Yet another focus is on differences in
motivation, based on the theoretical assumption that intrinsically motivated students are more
likely to perform well and succeed (Linnenbrink & Pintrich, 2002; Pintrich, 2003; Schunk &
Zimmerman, 2012). In the context of instruction, one assumption is that key individual
differences must be controlled for statistically. Alternatively, it is assumed that the effects of an
instructional strategy or intervention might depend on a few key individual differences.

In the learning sciences, the question remains--how can the right individual differences
be identified and measured to more comprehensively account for student learning? How can we
match appropriate interventions to learners’ needs? One significant challenge in answering this
question is that the field has advanced primarily by testing hypotheses in small-scale studies
across narrow cross-sections of learners (Clarke & Dede, 2009; Dede, 2006; Kenny & Judd,
2019). Within these studies, limited sets and combinations of student and contextual variables
are manipulated in tightly controlled laboratory studies (Makel & Plucker, 2014) because it is not
possible to administer all of the measures that would cover the spectrum of meaningful
individual differences. Thus, crucial individual differences (e.g., prior knowledge, literacy skills)
that potentially influence the benefits of learning activities (McNamara, 2004, 2017; O’Reilly et
al., 2004) are often not accounted for. A particularly high hurdle is obtaining a sufficiently large,
representative, and diverse sample: a statistical interaction in a 2 x 2 factorial design requires
approximately 4 times as many students as a simple main effect of the same magnitude (Fleiss,
1986). Without access to large pools of diverse students, it becomes impractical or impossible to
answer the kinds of scientific questions that will drive personalized learning forward.

2.3 Contextual Factors

The impact of individual differences on learning outcomes is inherently influenced by the
learning context. Contextual components of educational environments include what students
learn (e.g., STEM domains, literacy skills), how students learn (e.g., instructional strategies), the
instructional providers (e.g., instructors, pedagogical agents, intelligent tutoring systems), as well
as affordances offered by educational technologies (e.g., precision education; Yang, 2021). For
decades, learning science has investigated these components across multiple domains in an effort
to reveal the best alignment between strategies, learners, and contexts (Dunlosky et al., 2013;
Koedinger et al., 2013; Mayer, 2011). A number of robust effects have emerged from this work.
The first of these is the generation effect (Bertsch et al., 2007). While the majority of generation
effect studies have been restricted to episodic memory for familiar words (Gardiner, 1988;
Slamecka & Katsaiti, 1987), unfamiliar words or phrases (Lutz et al., 2003), or answers to simple
equations (McNamara & Healy, 1995a), generating has also been shown to enhance learning and
skill acquisition (McNamara, 1995; McNamara & Healy, 1995b; Rittle-Johnson &
Kmicikewycz, 2008).



The generation effect is comparable to the testing effect, wherein students attempt to
retrieve content in a test-like format (e.g., cued recall or multiple choice), usually multiple times
(Pyc & Rawson, 2009; Rawson & Dunlosky, 2012; Roediger & Butler, 2011). Compared to less
active strategies (e.g., rereading text or notes), students benefit from practice testing even when
retrieval is not successful (i.e., the answer is incorrect; Kornell et al., 2009). Relatedly, students
also benefit from effortful retrieval when introducing space between study episodes (Bjork,
2014; cf. Soderstrom et al., 2015). During study sessions, students retrieve to-be-learned content
which is activated in memory. Subsequent retrieval after some time lag (i.e., minutes, days,
weeks) reactivates content in memory but allows for irrelevant details to fall away thus
improving retention of target content (Cepeda et al., 2009, Vlach & Sandhofer, 2012). The
benefit to students’ subsequent recall varies with the type of content and the amount of time
(e.g., minutes, days, weeks or months) between study sessions such that longer gaps between
retrievals are more beneficial to long term retention (Rohrer, 2015). While the effect size varies,
this effect is robust across grade levels and domains (Cepeda et al., 2009; Hintzman, 1974).

While various manipulations such as generating and repeated testing are helpful in
enhancing memory, they are less helpful when the student is unable to understand the content.
Often, students are challenged by the complexity of the content and the difficulty of the text.
Self-explanation (explaininng text while reading) combined with reading comprehension
strategies (e.g., paraphrasing, generating inferences) helps students to better comprehend
challenging, unfamiliar content (McNamara, 2004, 2017). Producing self-explanations prompts
students to make inferences between sentences in the text (i.e., bridging inferences) or between
the text and prior knowledge (i.e., elaborative inferences).

Learning scientists generally agree that learning should not be passive. Learning contexts
should include active, constructive activities (Chi & Wylie, 2014; Ebert-May et al., 1997; Mayer,
2009; Prince, 2004). Active learning has been operationalized differently across several
disciplines and contexts (e.g., engineering, mathematics, medical education, science education,
and engineering; Chamberland & Mamede, 2015; Crouch & Mazur, 2001; Freeman et al., 2014;
Prince, 2004). Nonetheless, across studies, learning is generally enhanced to the degree that
students engage in effortful, generative, constructive, participatory, and social learning activities
(Fiorella & Mayer, 2016; Trafton & Trickett, 2001; Wittrock, 1989). The benefits of active
learning have been evaluated in multiple contexts including interactive peer learning (Mazur,
1997), problem-based or inquiry-based learning (Hung et al., 2008), team-based learning (Sisk,
2011), collaborative learning (Menekse et al., 2013), and peer tutoring (Roscoe, 2014; Roscoe &
Chi, 2008). Active learning, depending on its definition, is consistently found to be a key
element for student success in developing essential 21st century skills such as collaboration and
inquiry (Buitrago-Florez et al., 2021; Christensen & Knezek, 2015).

The manner or mode in which instruction and feedback are delivered adds additional
layers of complexity beyond the interactions between individual differences, content, and
strategies. For example, the type (e.g., correct/incorrect or elaborative) and timing of feedback
(e.g., immediate or delayed) have different effects based on the content type and the skill level of
the learner (Fyfe & Rittle-Johnson, 2016; Koedinger et al., 2013; Kulik & Kulik; 1988). One key
challenge is to identify for whom and under what conditions various instructional techniques are
most effective for developing students’ skills. Learning science researchers currently lack



efficient tools for measuring the effectiveness of active learning at sufficiently large scales,
which is needed to identify methods and conditions that maximize effectiveness. Moreover,
learning sciences research is often conducted with internal constraints (e.g., student factors,
teacher training, intervention fidelity) and external constraints (e.g., administrative support, cost,
materials) imposed by limited funding, limited personnel, and a lack of infrastructure to support
collaboration (Sabelli & Dede, 2013). Addressing these challenges requires valid and reliable
measures of active learning to collect large-scale data from students’ engagement and learning
with online learning environments (Bryan et al., 2021).

2.4 Replication Crisis? (or Maybe Context Matters)

Unfortunately, studies demonstrating the impact of instructional practice often fail to
demonstrate effectiveness beyond their initial learner populations, contexts, and scales (Bird et
al., 2019; Dobronyi et al., 2019; Kizilcec et al., 2020; Lortie-Forgues & Inglis, 2019; Oreopoulos
& Petronijevic, 2019; Yeager et al., 2019). This replication crisis has hit a number of fields, with
many experiencing the pains of unreplicable findings far more sorely than the learning sciences.

Many of the challenges faced in the learning sciences are consequences of being
restricted to small-scale studies, often in environments where behaviors and actions are
untrackable. For example, randomized controlled trials (RCTs) have been a particularly popular
assessment of efficacy; yet, Makel and Plucker (2014) found a paucity of published replications
in the learning sciences. Given the complexity of bringing learning sciences innovations to scale,
it is not surprising that replication attempts fail. Albeit not an exhaustive list, some reasons for
such failures have included lack of fidelity (Nelson et al., 2012), questionable intervention design
(Rodgers, 2016), and the assumption that students in authentic educational contexts will
demonstrate benefits similar to those found in the context of laboratory settings (Clarke & Dede,
2009; Walker, 2004).

Another explanation for the absence of replication and generalization stems from the
overarching assumption that individual differences matter, and the impact of context depends on
the learner. Inherent to learning sciences is that learning contexts are complex and organic, and
that individuals vary in what they bring to the table, and what they need. While the small-scale
studies approach makes sense, the multivariate and multidimensional nature of learning creates a
combinatorial explosion that traditional experimental approaches just cannot accommodate.
Thus, it has constrained our understanding of the complex interdependencies of students’
individual differences and contextual factors that influence learning (Toh et al., 2016).
Traditional studies do not yield sufficient data to inform the impact of various learning activities
and interventions across diverse learner profiles and contexts (Bryan et al., 2021). This lack of
data reflects a serious shortcoming of traditional small-scale studies in the learning sciences.

Challenges of replication and scale-up of learning sciences research may be partially
mitigated by reducing reliance on traditional RCTs. RCTs are extremely valuable experimental
approaches in many situations - depending on the design and choice of control/comparison
conditions, an RCT provides the cleanest means of detecting the impact of an intervention, if you
expect an intervention to work the same way across most contexts and most individuals. It is the
scientist's stethoscope. However, RCTs are also costly, time-consuming, and can lack



generalizability due to variations across samples and contexts (Lortie-Forgues & Inglis, 2019).
Perhaps the largest shortcoming of RCTs in the context of learning sciences is the focus on
manipulated factors without consideration of natural (important) variations in contexts and
individuals. RCTs follow the assumption that all factors other than those that are under
examination must be controlled. As illustrated in Figure 2, the scientist considers the classroom
to provide something like a sterile petri dish, wherein they can observe behaviors in nicely
controlled classrooms, as a function of some experimental manipulation. But, classrooms are not
petri dishes. And, students are not cells to be cultured. The notion of controlling classroom
environments, as if we were randomly administering medication is, well, just a bit ludicrous at
best.

Figure 2. A Scientist Studies a Well-Controlled Classroom. Following the medical analogy, classrooms can
be well controlled environments, like petri dishes, and students are identifiably pure, like cells to be cultured.
However, classrooms must be organic and flexible, and students vary along a multitude of individual
differences. This fundamental misconception regarding education reflects a potential shortcoming of relying so
heavily on RCTs in the context of learning sciences (Illustration by Chris Kennedy).

Alternatively, resources may be better invested in developing infrastructure to support
rapid, large-scale testing of interventions with diverse learners in a variety of authentic contexts
(i.e., Large-Scale Learning Sciences or LSLS). Within industrial research (e.g., Google), rapid
A/B (or A/B/n) experimentation is the process of simultaneously deploying variants of the same
interface or design to different individuals and comparing which variant drives more activity or
conversions. In doing so, A/B experimentation provides a wealth of data and is relatively cost-
effective compared to implementing a series of traditional small-scale studies. Harnessing the
power of big data has strong promise for addressing the shortcomings of small-scale learning
sciences research. Namely, big data methodologies afford multiple, rapid, iterative, and cost-
effective replications. Rapid A/B experiments also show promise for evaluating the effectiveness
of interventions or educational systems across diverse learners and contexts (Lortie-Forgues &
Inglis, 2019). This approach is particularly useful when testing the impact of variations in
educational technologies and Al algorithms.



The past four decades of learning sciences research has greatly advanced our
understanding of crucial learning outcomes, learners, and learning contexts (Ben-Eliyahu &
Bernacki, 2015; Lee & Shute, 2010). Nonetheless, we have also observed that traditional
learning sciences approaches cannot account for the breadth of student factors that influence
learning. We do not fully understand learning in context, principally because it is highly
complex--perhaps too complex for existing approaches. Variations in context combined with the
inherent complexities of learning and individual differences impose challenges in replicating,
confirming, and applying the insights of these studies across different institutional contexts and
broader demographic cross-sections of learners (Dede, 2006). Any combination of the variables
discussed thus far can manifest within natural learning contexts, but they are difficult to detect,
track, or measure.

III. AI and its Affordances for the Learning Sciences

Artificial Intelligence techniques are often leveraged in the context of educational technologies
to provide information about individual factors (e.g., students’ knowledge and skills), assess
students’ input as they engage with educational technologies, iteratively adapt contexts in
attempts to modify students’ performance, and in turn inform learning sciences (Corbett et al.,
1997; Mousavinasab et al., 2021). Applications of machine learning in educational contexts often
leverage educational datasets and use machine learning algorithms to build models that describe
or predict student performance and other constructs of interest (Urbina N4jera & Calleja Mora,
2017). Advances in machine learning have enriched the design of computer-based learning
environments because appropriate learning strategies and pedagogies provided to the learner can
be derived specifically from attributes such as behaviors and performance within learning
environments (Gamboa & Fred, 2002; Schiaffino et al., 2008). In turn, automated (intelligent)
systems leverage Al to adjust task difficulty, learning paths, and provide feedback or support
based on the information the systems acquire about students (Peirce et al., 2008; Van Eck, 2007).

One type of widely used educational technology that adapts the learning context based on
student information is intelligent tutoring systems (ITSs). ITSs are computer programs that
provide customized instruction and immediate feedback to learners (Psotka et al., 1988;
VanLehn, 2006). Key features of ITSs include Al-driven feedback, real-time cognitive diagnosis
and adaptive remediation (Shute & Psotka, 1996). When students interact with the ITS, the user
interface presents learning materials to students through various media (e.g., pedagogical agents)
and uses Al to interpret student input (i.e., speech, keystrokes, mouse clicks). Specifically, the
student input data is processed and computationally analyzed, and then the analyzed input is used
to update the student model and adjust the learning context to better suit the student. The
“intelligent” aspects of systems like these are driven by Al to collect data about students’
performance, conduct analyses, make instructional decisions to meet students’ needs, and
communicate with students (i.e., provide instruction or feedback; Shute & Psotka, 1996).

Opportunities to leverage Al in education have increased due to changes in the ways that
instruction is delivered over the past two decades. We have seen dramatic shifts from a solely
classroom-based instructional models to approaches that include some form of technology
enhancement (i.e., hybrid) or to completely online instruction (e.g., synchronous, self-paced



asynchronous; Clark & Mayer, 2011; Hamdan et al., 2013). This shift to technology-enhanced
instruction provides new learning contexts and rich, personalized learning experiences (e.g.,
ITSs, virtual science labs, simulations) that were not previously available to students (Linn,
2004; Peffer et al., 2015; Slotta, 2010). Data science, data engineering, and machine learning
provide powerful ways to collect and computationally analyze massive datasets and to untangle
the complex interdependencies among large numbers of variables. The advent and proliferation
of online learning in combination with advances in Al open up a wealth of opportunities, many
of which are discussed in this volume of chapters. Here, we list five areas where we believe that
Al (and big data) have strong potential to advance the learning sciences.

3.1 Deep Student Models

Student modeling (VanLehn, 1988) is an important research area as it provides key information
on individual student factors that drive personalization. While a wide array of student models
exists, we highlight two types to illustrate their importance. First, static item response theory
models (van der Linden & Hambleton, 2013) analyze student responses to questions to estimate
their knowledge levels on target knowledge components/skills/concepts. These models assume
that student knowledge is static and are best suited for assessment purposes such as
computerized, adaptive testing (Wainer et al., 2000). Second, knowledge tracing models (Corbett
& Anderson, 1997) trace the evolution of student knowledge over time as they learn and are
most effective for data collected over a longer time period.

The classic versions of these models are highly interpretable but cannot fully leverage
large-scale student data made available recently, often consisting of tens of millions of student
responses (Choi et al., 2020; Wang et al., 2021). Therefore, recent approaches have focused on
using deep neural networks (Goodfellow et al., 2016) to improve the modeling capacity of
student models (Piech et al., 2015; Wang et al., 2020). These methods achieve state-of-the-art
performance in predicting next answer correctness but lose some interpretability, presenting
challenges when deploying them in practice.

Therefore, future research on deep student models may benefit from considering the
following two directions: First, integrating cognitive theory into large-scale, data-driven models
to improve interpretability (Ghosh et al., 2020). Second, it is important to systematically study
algorithmic biases, and in turn, devise more effective ways of detecting and mitigating biases in
data (Gardner et al., 2019; Kizilcec & Lee, 2020). A paramount and growing concern regards the
need to impose constraints during model training that promote fairness across different student
groups and protect vulnerable participants (Yao & Huang, 2017).

3.2 Causal Learning Outcome Models

Most studies on student modeling focus on predictive models that are correlational in nature,
based on observed student and contextual factors. However, in order to make discoveries
regarding instructional strategies and content design that promote learning, we need causal
models that directly relate student learning outcomes to changes in a contextual factor (Spirtes et
al., 2000). Such models in turn will more effectively inform rigorous A/B experiments (de
Carvalho et al., 2018; Sales & Pane, 2015). However, existing studies on causal modeling in



education are limited by the scale as well as the structure and affordances of the datasets
currently available (Sales et al., 2018).

As more and more platforms experiment with different instructional strategies and
educational technology affordances, there is a possibility to obtain large-scale, quasi-
experimental data that provide us with golden opportunities to develop these causal models
(Gopalan et al., 2020). For example, one can use deep latent variable modeling approaches to
learn both a representation of potential confounders and the strengths of causal effects between
measured variables (Louizos et al., 2017). In the early stages of a study, when students
experience a potential experimental condition, this type of analysis of quasi-experimental data
will afford estimates of causal effect strengths between experimental variables and various
individual factors. This can be achieved by including in the model both potential confounding
variables and the estimated impact of the hypothesized causal factor. This requires that the
wealth of existing data is mined to identify potential causal relations among various factors such
that these factors can then be examined via subsequent, confirmatory rapid A/B experimentation.

3.3 Natural Language Processing

Natural language processing (NLP) is the combination of computational linguistics and machine
learning/Al to predict various aspects of the meaning or quality of the language (McNamara et
al., 2017). Most learning environments include language, and for the most part, much of the rich
interactions between students and among students goes unmined. Nonetheless, NLP has been
used in various contexts to support student learning and assessment (Litman, 2016) and
automatically score speech (Wang et al., 2018). The language that students use while learning is
often key to understanding learning processes and predicting learning outcomes.

The most common use of NLP in the education domain is its use in automated scoring
and assessment of writing quality (Burstein et al., 2017; Crossley et al., 2015). Automated essay
scoring (AES) and automated writing evaluation (AWE) automatically assess students’ essays
and provide formative and summative feedback to writers during or after essay drafts (See Figure
3; Burstein, 2003; Foltz et al., 2013; Warschauer & Ware, 2006).

To develop these algorithms, machine learning is used to predict the quality of a corpus
of essays that has been graded by experts based on linguistic and semantic features automatically
extracted from the essays (McNamara et al., 2017). AES algorithms provide estimates of the
summative scores related to the quality of essays (e.g., mechanics, content, cohesion, evidence).
AWE algorithms, in turn, provide formative feedback that scaffold the writer in improving that
essay, or future essays, with the objective of enhancing writing skills (Proske et al., 2014;
Roscoe & McNamara, 2013; Roscoe et al., 2013; Wilson & Roscoe, 2020; Wilson et al., 2017).

NLP has also been leveraged to assess various aspects of learning materials, such as the
difficulty of the readings and textbooks (McNamara et al., 2014). The most common approaches
to assessing text difficulty (e.g., Flesch-Kincaid Grade Level) are based on features of the words
and individual sentences, such as the length of word and sentence, or signals for word difficulty
(e.g., word frequency) and sentence difficulty (e.g., complex syntax). Coh-Metrix was designed
to go beyond word and sentence-level features to consider text cohesion (McNamara et al.,



2014). Cohesion refers to the overlap in words, concepts, and ideas that impact the coherence
and flow of the document. Cohesion is an important component of text difficulty because readers
who are less knowledgeable about the topic have greater difficulties in filling in the cohesion
gaps in text and consequently, are less likely to understand or learn from the reading materials
(McNamara, 2017). Al comes into play here because it has been essential in developing the
algorithms that combine the multitude of features within texts, and in turn predict whether they
match the needs of the reader (Graesser & McNamara, 2011).
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As humans, we are always comparing ourselves. We are striving to be the best. As we do
that, we end up copying each other. We can say that it is our idea but it never is, We heard
the idea in passing or saw it and believe that we actually thought it up by ourselves. I believe
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that every idea has already been thought up by someone in the past and now in this day and 14 Originality-4 Submitted Revise

time we are merely recreating old ideas. We are making the ideas newer and adding more to L . X

them but at their foundation they are old ideas. 13 Originality-3 Submitted Revise
12 Otiginality-2 Submitted Revise

The fashion world is a good example of this. Fashion is always changing. Every season there
are new styles and designs and new "original" pieces. In all honesty none of it is new or First| Previous | Next | Last
original. The clothing that is in style right now is the clothing that my mom used to wear. They
are only recreating pieces that were in style ten or twenty years ago. The designer may call it
original but he or she is getting the idea for it from something she has already seen. It is not
original because it has already been created.

Everything is a copy. The Music world also shows this. Turn on the radio and listen to a rap e

station. Every single song sounds the exact same. Maybe the lyrics are not identical, but they _
are about the same things. Turn to a christian radio station and every song sounds the same.
Where is the ariginality? It's funny when you finally here a good song that is different and
come to find its a cover of a song done twenty years ago. No originality there,
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Someone could argue that writers are original. Don't writers have to be original? No. I believe Originality-6 =
that yes maybe they put their words in a way that it is original to themselves but the idea - . .
they are writing about is not original. Go to the library. There are a thousand books written Revising an essay is an essential part of
by different authors about the same old topic. Most likely every single one of those books helping the reader fully understand and
says the exact same thing. Even in writing we are all copying each other. Our ideas and views appreciate your ideas and arguments.
have been given to us by society. Everyone and everything influences us whether we realize Please read the feedback below carefully,
it or not. We are influenced and our creativity shows that. and revise your essay.
* What aspects of your essay should you
Can people ever truly be original? I don't think so. I think that every idea has already been focus on in your revisions? Use the TETRIS
thought of and as we move forward in time we are only recreating those ideas in one way or Revising mnemonic to see where your
another. Everything is a copy. Maybe at this point everything is a copy of a copy. The essay needs work.
originality is gone. We "steal" ideas from each other but really it wasn't that persons idea in * Use descriptive words and different
the first place, they got it from someone else. sentence structures to keep the reader's
INTEREST
* If you're not sure how to express your
ideas in a new way, try reviewing the
Paraphrasing Lesson
* T e writinn easy ta follnwe? A
PRINT

Figure 3. The Writing Pal Intelligent Tutoring System. The Writing Pal automatically assesses
students’ essays using NLP-based algorithms and provides feedback to guide students’ revisions as
well as improve writing skills.

NLP can also be used examine specific aspects and attributes of the learner such as the
relations of language sophistication, engagement, and collaboration on course performance
(Crossley et al., 2015, 2016a, 2016b, 2017a, 2017b; Dascalu et al., 2018, 2020; Liu et al., 2016;
San Pedro et al., 2015). Various NLP tools and methods can be used to extract dimensions and
features of language within students’ constructed responses (e.g., self-explanations, summaries,
essays) and in turn infer various aspects of students’ performance and individual differences
(Allen & McNamara, 2015; McNamara et al., 2017). While approaches that leverage machine
learning to combine multiple sources of information within educational contexts are promising,
the bulk of this work has been limited to a narrow set of learning contexts. There is a need to
develop infrastructure to help us examine learning beyond a few populations and learning
contexts at a time.



3.4 Sensor-free Student Factor Measures

To develop Al-based educational technologies, developers and educators need to make decisions
about what information to collect about students in order to meet individual educational goals.
Al offers the capability to measure student knowledge and skills covertly and unobtrusively
using sensor-free measures. Many learning platforms have data on some student individual
factors, such as fixed factors (e.g., grade level) and observables (e.g., past system interactions).
However, we often do not have scalable measures of individual difference factors, such as
motivation and social factors (e.g., engagement and affect) and ability factors (e.g., reading skill,
prior knowledge). Traditional measures of these factors can be broadly categorized into two
types. The first type resorts to student self-reports (Fredricks & McColskey, 2012), in-class
observations (Ocumpaugh et al., 2015), or standardized assessments for individual factors such
as reading skill. All of these require additional human effort and thus, are not immediately
scalable. The second type uses physiological sensors that require external devices such as sensors
(Suérez-Pellicioni et al., 2014) or cameras (Dragon et al., 2008), which can be expensive,
invasive, and pose privacy concerns. In contrast, “sensor-free” detectors (e.g., embedded or
stealth assessments) of these student characteristics gathered from activity and behavior logs
have the potential to scale up measurement of these factors. After a relatively small number of
self-reports, expert observations, or standardized assessments are administered to students to
collect “ground truth” values, we can use Al and machine learning to predict these constructs
using students’ activity and behavior logs in online learning environments.

Stealth assessments are sensor-free assessments that are embedded in digital games
(Shute, 2011; Shute & Ventura, 2013). In stealth assessment, student evaluations are embedded
within gaming tasks and activities such that learners are unaware of being evaluated and they are
not interrupted with overt tests or quizzes. Games inherently include rich sequences of actions;
students’ actions and performance during the gameplay are used to predict various aspects of
students’ knowledge and skills, as well as attributes like persistence and creativity (Shute et al.,
2013, 2016; Shute & Rahimi, 2021; Ventura & Shute, 2013).

NLP can also be leveraged to provide sensor-free assessments of knowledge and skills
(Allen & McNamara, 2015; Yang et al., 2019). For example, reading skill as measured by the
Gates MacGinitie (MacGinitie & MacGinitie, 2006) can be predicted using linguistic indices
extracted from self-explanations (e.g., Allen et al., 2015; McCarthy et al., 2020) and essays (e.g.,
Allen et al., 2016). Skilled readers are more likely to generate self-explanations containing
greater semantic overlap and more explicit connections between their self-explanations (Allen et
al., 2015). Additionally, readers who are prompted to self-explain produce more diverse
language and global connectives in their responses, providing evidence that the cohesion of these
constructed responses can serve as a proxy for coherence-building processes during
comprehension (Allen et al., 2016; Flynn et al., in press). Fang et al. (2021) recently examined
the number of student-generated self-explanations needed to predict reading comprehension
skills during iISTART training (McCarthy et al., 2018, 2020). They found that the power of the
linguistic features of self-explanations to predict reading comprehension skill increased as more
self-explanations were included in the model, but only nine self-explanations were needed to
explain 21% of the variance in reading comprehension skill. Ultimately, the objective is to
combine multiple stealth measures of literacy skills (each separately accounting for different



sources of variance) to provide a comprehensive profile of literacy, without the burden of
administering standardized tests (McNamara et al., in press).

A principal benefit of Al-based assessments of individual factors is the ability to provide
more precise individualized learning experiences for students. For example, Al-based stealth
assessment of students’ literacy skills in the context of an intelligent tutoring system can increase
the precision of the system’s adaptive features. Consequently, the system can provide automated
literacy instruction and practice opportunities that are better suited to each student’s skill profile
(see Figure 4).

Awesome job on those passages! You leveled up to step 6

The next passage will be a little more difficult

CONTINUE READING

Figure 4. StairStepper Game in iSTART Intelligent Tutoring System. The StairStepper game in the iSTART
intelligent tutoring system is an example of an Al-based stealth assessment of students’ literacy skill level.
NLP-based algorithms assess students’ self-explanations and either increase or decrease the difficulty of the
next text based on the quality of their self-explanation.

Additionally, Al-driven system analytics can provide early detection for students who are
struggling before they are severely behind (Lu et al., 2018). In turn, teachers can use information
educational technologies to inform instruction they provide in the classroom, potentially
promoting more efficient use of instructional time and teachers’ unique expertise. The wealth of
data collected in Al-driven educational technologies can, and should, be leveraged to generate
more informative learning analytics for teachers, thereby providing them with readily available,
and more comprehensive windows into their students’ current skill levels and progress.

3.5 Instructional Policy Learning

Instructional policies can contain typical low-level instructional planning (e.g., which learning a
student should study at a point in time given their past learning record; Lan & Baraniuk, 2016)
and high-level instructional strategies such as scaffolded support (Puntambekar & Kolodner,
2005), using spacing in retrieval practice (Roediger & Pyc, 2012), generative learning strategies
(Mayer & Fiorella, 2015), monitoring and coping with student anxiety (Carver & Scheier, 1989;
Huang & Mayer, 2016), and utility-value interventions (Canning & Harackiewicz, 2015).
Learning instructional policies from student data will reveal what particular instructional or
curricular strategy should be used, in what sequence, and to what depth. Thus, constructing



personalized instructional policies based on each student’s individual student factors by changing
their contextual factors can maximize students’ learning outcomes.

Learning an instructional policy can typically be viewed as a decision-making problem,;
reinforcement learning (RL) has been widely adopted for such problems in many applications
from robot path planning to learning to play games where an agent can learn by interacting with
the environment (Sutton & Barto, 2018). However, its application in real-world educational
settings faces practical challenges, especially the problem of insufficient training data (see
Doroudi et al., 2019, for an overview). Researchers have developed several ways to work around
this issue and have found some success. First, one can reduce the complexity of the problem by
restricting the set of instructional actions from which to select, usually down to two or three
distinct actions (Zhou et al., 2019). Second, one can use student models learned from real student
data to synthetically generate unlimited amounts of training data for RL algorithms (Choffin et
al., 2020). Additionally, one can use other less data-hungry decision-making algorithms such as
bandits (Lan & Baraniuk, 2016; Segal et al., 2018) and cognitive model-based algorithms in
certain domains involving mainly memorization tasks (Upadhyay et al., 2021).

IV. Promoting Equity

To conduct valid research on understanding and improving learning requires scientists confront
the (in)equitable and (un)ethical realities of educational contexts. Participants in learning
environments pursue diverse and personal goals, have access to different capabilities and
resources, and represent a variety of backgrounds and identities. Consequently, providing
equitable and effective learning contexts is a persistent challenge. Successful learning requires
culturally responsive approaches that recognize student agency and draw upon assets in a local
context. Within the realm of Al and education, challenges of responsible computing are front and
center as learning applications need to take extra care to be unbiased, transparent, and equitable.
Indeed, most learning scientists are concerned with potential inequalities and inequities that data-
driven Al methods may introduce. Many well-meaning interventions specifically address
students who are most likely to struggle or be left behind. Yet, learning technologies are often
less effective for historically underrepresented learners (Mayfield et al., 2019), and algorithms to
predict and guide performance are often biased -- perpetuating and even magnifying inequities
(Baker & Hawn, 2021; Kizilcec & Lee, 2020; Perry & Turner Lee 2019). Capturing and
centering the “average” learning experience neglects the individuality of learners, which can be
deleterious when the average ignores important variance.

Studies investigating aptitude-by-treatment interactions (and individual differences
research, more generally) suggest that targeting an assumed average often fails to meet the needs
of any one individual (e.g., Connor & Morrison 2016). Small population (< 1000 students)
research has limited ability to adjust for variation in individual factors. Hence, results reported
based on population means can limit applicability to historically underrepresented populations.
Indeed, such limited research may be a causal factor underlying such historical
underrepresentation (i.e., peoples’ identities and needs cannot be examined within the data, then
the data excludes those people). If important individual or contextual factors vary systematically
with individual fixed factors (e.g., gender, ethnicity, learning English as a second language, etc.),



then substantial explanatory elements for a particular student population are likely to go
unnoticed under conventional research paradigms.

The bulk of the research focusing on educational inequalities or inequities has examined
one or two social identities (e.g., race or gender) within narrowly defined contexts. For example,
various studies have explored questions such as why and how gender gaps have evolved in
STEM (Cheryan et al., 2017; Cimpian et al., 2020; Kanny et al., 2014; Soylu Yalcinkaya &
Adams, 2020), why so few women major in Physics (Lewis et al., 2016; Walton et al., 2015),
why Black and Hispanic students appear to achieve lower grades in middle school and beyond
(Cohen et al., 2006), why STEM persistence rates differ by race/ethnicity (Riegle-Crumb et al.,
2019), and the extent of such differences in online learning (Joosten & Cusatis, 2020; Mead et
al., 2020; Wladis et al., 2016). These studies have yielded promising explanations and thus
represent reasonable approaches when the study data are limited in size and scope.

By contrast, the use of Al and big data methods afford researchers the capacity to conduct
research that examines multiple social identities simultaneously—including intersectional
identities (e.g., Else-Quest & Hyde, 2016a, 2016b)—and explore the consequences to student
outcomes and experiences longitudinally and comprehensively from their first day in college to
graduation. We anticipate research that is able to combine multiple data sets and leverage Al to
derive inferences across multiple populations and contexts will contribute to theories of human
development, social support, self-directed and social learning, and computer-based learning in
context, to name but a few.

To meet the needs of a broader array of students, researchers must conduct research with
more diverse and inclusive samples of students and gather larger data sets that enable studying
moderated and mediated relations across interventions and individual differences. In addition to
diverse data sets, it is essential to collect context-specific data sets such that systems can be more
responsive to a greater range of users who may have different needs and experiences (e.g., Bryan
et al., 2021; Dolan, 2016). We must move beyond the petri dish analogy.

Issues of diversity, equity, and inclusion can no longer be an afterthought, instead they
must be a critical consideration at every step of exploration, design, development, and
implementation. Further, equity and inclusion is not limited to the technologies themselves.
There must also be greater diversity across those involved in the design, development, and
evaluation of these systems. Al and big data have the potential to help learning scientists more
thoroughly understand learning and improve outcomes for a/l/ learners when diversity, equity,
and inclusion are consistently included throughout all phases of learning sciences research.
Working toward making educational data readily available to more researchers and providing
instruction and training on how to leverage and interpret those data is vital to equity and
diversity, and to developing a more comprehensive understanding of learning.

V. Conclusion

In the context of education, data science methods have provided important insights particularly
through the emergence of educational data mining (Baker & Siemens, 2014; Romero & Ventura,
2010) and learning analytics (Lang et al., 2017) methods. Data science and data engineering
provide powerful new ways to collect, curate, and computationally analyze massive datasets, and



to disentangle the complex interdependencies among large numbers of variables. Modern
educational technologies also facilitate the creation of engaging activities that may be further
enhanced by Al and data science to adapt to students’ specific needs to more effectively support
learning, a practice that is not possible with traditional approaches to education (Nagar et al.,
2019; Rau et al., 2017). However, as exciting as this possibility appears, adapting instruction to
an individual in any sort of meaningful way is difficult because the existing science is not
sufficiently advanced to provide guidance in all situations.

Al has a great deal to offer the learning sciences. However, without deep domain
knowledge and relevant disciplinary expertise, it is often difficult to explain and interpret the
relationships revealed by data science. Indeed, data science is typically agnostic about causal
interpretations, which depend on theoretical frameworks outside of data science. Al (and data
science) can reveal nuanced patterns of student retention, persistence, and performance related to
demographic variables, but expertise in learning theory and psychological sciences is needed to
suggest mechanisms and explanations for these patterns. Merging these domains and the
knowledge and techniques therein is crucial to understanding learning.
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