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Description automatically generated with medium confidence]Research strongly highlights the interrelated nature of academic learning and students' social-emotional skills as important in shaping academic success (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Järvelä, Volet, & Järvenoja, 2010), yet most research tends to focus either on the social aspect or academic processes (Anderman & Kaplan, 2008). With the rise in social media, social aspirations have become a source of tension for academic work as learners are exposed to where they could be, what they could be doing, and with whom. These feelings threaten sense of belongingness, characterized by a desire to connect with others (Nadkarni & Hofman, 2012), which has been recognized as a fundamental human need in numerous theories (Adler, 1933, 1979; Baumeister & Leary, 1995; Deci & Ryan, 1985; Leary et al., 2013). There is now fairly substantial evidence to suggest that this need is essential for well-being and motivation (Baumeister & Leary, 1995; Deci & Ryan, 1985; Leary et al., 2013). In the digital age, social media platforms have emerged as powerful tools that facilitate communication and foster a sense of belonging (Hunt et al., 2018; Milyavskaya et al., 2018; Ostendorf et al., 2020). While these platforms largely satiate the desire for belongingness (Milyavskaya et al., 2018), they can inadvertently cause the Fear of Missing Out (FoMO), a form of anxiety resulting from the fear of being left out of rewarding experiences or opportunities (Appel et al., 2020; D'Lima & Higgins, 2021). FoMO can lead to distractions during learning, as individuals feel compelled to constantly check their phones for fear of missing out on social updates (Khan, 2017). However, the concept of Joy of Missing Out (JoMO) offers a contrasting perspective (Rautela & Sharma, 2022). JoMO arises when the person experiences satisfaction or contentment when they choose to opt out of events or experiences (Aitamurto et al., 2021; Crook, 2014; Herman, 2000; Rautela & Sharma, 2022). Currently, there is a dearth of work on the association between FoMO and JoMO and their potential impact motivation to learn, and even less work on how students may regulate their learning strategies to attenuate or augment the ways that social aspirations shape their learning motivation and outcomes. The current work seeks to fill this gap in the literature by mapping the associations between social aspirations with motivation and learning outcomes as presented in Figure 1 by the horizontal line, and consider whether self-regulation of learning alters these associations (vertical line Figure 1). 
To consider self-regulation of learning strategies, a self-regulated learning (SRL) framework is employed. SRL is a framework that focuses on individuals' ability to control and adjust their thoughts, feelings, motivation, and behaviors to achieve learning goals (Ben-Eliyahu, 2017; Pintrich, 2000; Zimmerman, 2000; Winne & Hadwin, 1998). SRL involves learners' awareness and understanding of their cognitive, behavioral, emotional and motivational processes that enable them to apply forethought in planning and evaluation of enacted strategies (Pintrich, 2000; Winne & Hadwin, 1998). The overarching aim of the proposed study is to assess how SRL alters the associations between social aspirations (FoMO & JoMO) with motivation (expectancy and value) and social and academic outcomes such as emotions, social and academic behaviors, and grades. This sheds light on the interrelations of these constructs from a novel approach.
The Potential Role of Self-Regulated Learning in Social Aspirations
Why would application of learning strategies have any bearing on the role that social aspirations play in shaping motivation or other learning outcomes? Most work tends to consider self regulation, emotions and their regulation as social-emotional capacities that shape learning. For example, there is research on groupwork and how emotions shape social dynamics of individuals in a group (Baker et al., 2013; Linnenbrink et al., 2011). This work tends to focus on the social dynamics and discussion. However, it may be that using an SRL lens would contribute to understanding how learning strategies that are harnessed by the learner contribute to the control and intentional use of intellect, behaviors, motivations and emotions linked to the learning task. In this way, SRL strategies may be able to buffer social desires that would otherwise unfold and subsume the academic discussion as the social dynamic takes over. That is, SRL may override distractions.	Comment by אדר בן-אליהו [2]: Affect and engagement during small group instruction Lisa Linnenbrink-Garcia a,⇑ , Toni Kempler Rogat b , Kristin L.K. Koskey c 
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To consider how regulation of academic learning may impact social aspirations and their influence on learning outcomes both directly and through motivation, the current work draws on a broad and integrated approach to SRL (Ben-Eliyahu & Linnenbrink-Garcia, 2015; Efklides, 2011; Panadero, 2017). SRL is a highly studied phenomena from different programs of research that tend to be isolated. Initially defined as levels of cognitive engagement (Corno & Mandinach, 1984xx), scholars have either focused on inferring about internal states based on digital data traces (e.g., Bernacki et al., 2020xx, Greene et al., XXX; Winne, 2022) or asking directly through self-report measures (Karabenich, Gonida, xxx; Pintrich & Garcia, 199xx). The strengths and weaknesses of each approach has shaped the theory stemming from each of these programs of research (Bernacki & Greene chapter2022xx?). A novelty of the proposed work is in merging these conceptualizations and methods to consider a wholistic approach of the student to identify the association between self-reported perceptions of their learning strategies with the digital data traces that are behavioral in nature. 
SRL manifests behaviorally as observable behaviors – such as when one enacts certain tasks, how one operates and where these actions take place (Zimmerman, xxx). That is, the person X task dynamic (Efklides, 2011) plays a critical role in behavioral SRL strategies determining not only the planning that one must partake in but also in the enacted behaviors. Another aspect of SRL is the cognitive component of focusing, defined as the extent to which the learner can shift their attention to the task at hand and identify when distractions or multi-tasking is inhibiting optimal performance. Cognitive SRL strategies may also manifest as levels of processing; whether one spaces their studying to enable deep elaborative learning or rehearsal. 
Of the SRL strategies, emotion SRL strategies are the most recently added to the models by applying the modal model of emotion regulation within learning tasks (Ben-Eliyahu & Linnenbrink-Garcia, 2013; Harely et al., 2019). From this perspective, students may reappraise the learning situation to adjust their emotions – such as when one thinks of an upcoming exam as one component of the final grade to decrease stress. Another emotion SRL strategy may be suppression of the emotion aimed at decreasing it. For example, trying to put aside one’s worrying about completing a paper and just sitting down and writing. 
[bookmark: _Hlk118316169]Historically, motivation and emotions were grouped together in many approaches (e.g., Pintrich, 2004; Renninger xxx), however, recent approaches recognize that discrete emotions and motivational drives may play a different role even though they may also be highly connected. For example, expectancy for success is one’s sense of how well they may complete a task. Task value considers the merits of the task – how useful it is for future goals such as when enrolling in courses. Another task value is related one’s sense of identity – how does attainment of the task contribute to the formation of one’s identity. A third form of task value is that of intrinsic or interest value where the student feels a desire to engage in the task cognitively and because they feel good or joyful when doing so. Taken together, these forms of motivation comprise the Expectancy-Value model of motivation (Eccles, XXX), which is the framework the proposed work will use. By applying motivation SRL strategies, students may adjust the motivation they adopt to lead to optimal learning (Miele, et al., 2020; Miele & Scholer, 2018; Wolters, 2003).
Importantly, students have the ability to intentionally choose which form of behaviors, cognitions, motivations and emotions they would like to manifest. They can also enhance these channels by monitoring, checking their progress, considering the extent to which the forms that are endorsed serve their overall learning goal, and adjusting the strategies in the service of goal achievement. The integrated SRL model (iSRL: Ben-Eliyahu & Linnenbrink-Garcia, 2015) suggests that this knowledge about learning strategies shapes the enacted SRL so that both the metaprocess and the strategy comprise two separate yet highly related components in the SRL feedback loop. The knowledge that students have about these different channels about what works for them and how to enhance them may be considered as metaprocesses. Historically, metaprocesses were defined within the cognitive channel as metacognitive knowledge (Flavell, 1979) to articulate aspects of cognitions that people know about. For example, students tend to know how to memorize a list of words. That is, metacognitive knowledge refers to having knowledge about cognitive strategies. Flavell also defined metacognitive control and metacognitive experiences. However, as the research unfolded, scholars tended to use the work “metacognition” without differentiating their distinctions. Metacognitive control is defined as the use of strategies – and in this sense – is synonymous with the terms cognitive SRL. In the current work, cognitive SRL is used to refer to strategies that control cognitions, whereas metacognition is used to refer to knowledge about cognitions and strategies for shaping cognitions. A parsimonious model for considering the different channels includes this same mapping onto emotions, behaviors and motivation. In this way, metaemotion is the knowledge that students have of their emotions and their regulation. Using emotion SRL to adjust and control these emotions may be seen when applying reappraisal or suppression. Metabehavior refers to knowledge students have regarding their behaviors. For example, planning when and where to study requires enacted behaviors, as does being able to change learning environment when it is no longer conducive to learning (Zimmerman, 2006xx). Students are also able to adjust their motivation to jump-start and maintain their learning by drawing on their metamotivation knowledge (CITEXXX). For example, lacking volition to write a paper, one may use self talk “I can do this” to enhance expectancy or remind oneself of the usefulness of the task “If I get this done, I will have completed my requirements.” The knowledge one has about strategies and the implementation of strategies in coursework may attenuate the negative effect that FoMO has on motivation and learning outcomes. 	Comment by אדר בן-אליהו [2]: NOTE TO EDITOR: 
This is a model that I proposed in 2019 for cognitions, emotions and behaviors, but not for motivation. So the extension to include motivation is a novelty.

Table 1. Mapping of Terms, their Definitions and Sample Items for Main Study Variables	Comment by אדר בן-אליהו [2]: I need to add definitions of each term
	Social Aspirations
	Motivation
	Self-Regulated Learning
	Metaprocesses

	FoMO
"I fear others have more rewarding experiences than me"
	Expectancy
"How well do you think you will do in your classes at the end of the course?")
	Cognitive SRL
Focusing "I lose track of what I am thinking about in class"(reversed)
	Metacognition – metacognitive knowledge 
"While studying, I try to determine or ascertain which concepts or ideas I don't understand well”

	JoMO
	Task Value
Utility Value -usefulness of task
Attainment Value
Intrinsic/interest Value
"It is important for me to be a person who reasons or thinks academically"
	Emotion SRL
Reappraisal "I control my emotions by changing the way I think about the situation I'm in"
Suppression
"I control my emotions by not expressing them"
	Metaemotion
"While studying, I try to understand what makes me feel unpleasant emotions"

	
	
	Behavior SRL “I usually study in a place where I can concentrate on my work”
	Metabehavior "I try to determine which actions will be hard for me to do."

	
	
	Motivation SRL “I use different ways to keep working on a task, even if I don’t feel like it”
	Metamotivation

	
	
	
	




2. Research Objectives & Expected Significance
Overarching objective is to assess the role of self-regulation of learning (self-regulated learning – SRL) as a moderator of the associations between social aspirations (FoMO & JoMO) on motivation and learning outcomes such as emotions, social and academic digital behaviors, and grades. This conceptual aim is illustrated in Figure 1 and in more detail in Figure 2. The research aims are to:
1. Consider two competing models: Is it the case that social aspiration lead to motivation OR does motivation drive social aspirations?
2. Map the reciprocal associations between FoMO and JoMO with motivation and learning outcomes (emotions, social and academic digital behaviors & grades).
3. Identify the role of self-regulated learning in shaping the associations of social aspirations with academic motivation and learning outcomes. 
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Scientific Significance:Figure 2. Study design, hypotheses and data collection spanning a semester. Panel A shows the longitudinal design for within semester associations and moderation effects. Panel B hypothesized associations between social aspirations and motivation. 
Note: positive association appear in solid line, negative association appears in dashed line


Research tends to parse social and academic aspects, tending to focus either on social dynamics or academic strategies, with some exceptions related to groupwork. There is only a handful of studies that investigate the interrelated nature of social and academic domains at the level of the learner. Part of the reason for this detachment is that scholars acquire expertise either in social processing or academic learning and as such, tend to develop a niche program of research. However, the person is holistic and the social interactions cannot necessarily be detached from their gestalt with learning strategies. Students who feel as if learning detaches them from their peers may seek external cues and experiences as compensation, leading to feelings of anxiety that they are missing out on activities. That is, the interconnected nature of social and academics is a first significance of the proposed research. 
A second significance of the proposed research is the merging of competing SRL models theoretically and methodologically. This integrated approach propels the field forward as it seeks to free itself of a standstill that was a result of niche expertise and competing ideas. However, current developments point to a need to integrate the disparate SRL perspectives – a task that the PI is well-positioned to do based on pilot work and collaborations.
A third and perhaps the most substantial significance of the proposed work is the identification of SRL as moderators of the association of social aspirations with academic motivation and learning outcomes. To date, most SRL research focuses on the association of metacognition and strategies as predictors of learning outcomes. However, the working model of the proposed study suggests that the use of SRL may shape dynamics of the learning situation. Results of the propose research would lay solid groundwork for further investigating the impact of SRL on the way that other characteristics of the learner influence learning outcomes. For example, how SRL may alter the way that personality shapes learning outcomes. In addition, the findings from the proposed study would shape the educational psychology field-research connection. The connection between practitioners such as teachers and counselors with research is very weak because research tends to consider intellectual challenges that can rarely be translated into practice. However, because SRL knowledge and strategies are teachable, identifying their role as shaping learning processes and social dynamics may be used to shape fieldwork. Thus, the groundbreaking impact is in the practical significance of the proposed conceptual model.
3. Detailed Description of the Proposed Research
Study Hypothesis and Rationale
The overarching hypothesis shaping this work is that SRL (metaprocesses and strategies) alter the association between social aspirations and learning motivation and outcomes. The top of Figure 2 shows the full research design and moderation hypotheses. The bottom portion of Figure 2 (panel B) presents the hypothesized path model associations for social aspirations and motivation. As shown, Hypotheses 1 and 2 predict positive associations between motivation across time and social aspirations across time. However, it may be that certain fluctuations appear as the semester progresses with motivation waning a bit in the middle of the semester. Hypothesis 3 shows a reciprocal association between social aspirations and motivation. On the one hand, it is likely that the more one is concerned with what they are missing out on the less they would be motivated to study (3a & 3b), however, it could also be the case, that lacking motivation leads to seeking distractions. For example, in the case that students believe that they lack the ability to successfully complete a task, they may look for things to do in order to avoid their academic tasks thereby feeling that everything around them may be a situation that they would not want to miss (3e). Similarly, a task that does not have value for students may bring to the surface the feeling that there are other preferable activities that are being missed due to studying (3f). In contrast, feelings of JoMO may enhance one’s motivation because there is no desire to be anywhere else and studying is prioritized (3b & 3c). Tasks that have very high value may also lead to JoMO as they get prioritized because of their importance (3h). Thus, these reciprocal associations would feed into one another over time, until the end of the semester. Students high in JoMO are hypothesized to have higher achievements and more positive emotions whereas those having experienced FoMO would study less thereby having poorer grades and negative emotions about the course. 
To examine learning behaviors during the semester, both methodological perspectives from the SRL scholarship will be used. Self-report data will provide a glimpse into students’ perceptions of their on-task behaviors and cognitions corroborated by digital trace data from the online course materials accessed throughout the semester. This is a wholistic approach to assessing student behaviors and deducing cognitions based on behavioral data – a novelty of the current study. This is also relevant for the rationale provided for Hypothesis 4, as using only self-report data may lead to measurement invariance, decreased when using varied sources of assessment. Hypothesis 4 encompasses the main research question of the study: Does SRL alter the associations between social aspiration and motivation. 
Because motivation is a cognitive-emotional channel, cognitive and emotional SRL (strategies and metaprocesses) are hypothesized to play pivotal roles in directing students’ motivation to learn, shaping the association between motivation across time points throughout the semester (4a). In contrast, social aspirations are heavily emotional as they are a social-emoitonal an individual's focus and cognitive strategies toward accomplishing learning goals (Flavell, 1979; Livingston, 2003). However, the advent of FoMO may divert this focus, with learners drawn to incessant checking of social media for updates (Przybylski et al., 2013). On the other hand, learners experiencing JoMO may leverage metacognitive strategies to disengage from these distractions, facilitating a more focused learning environment (Aitamurto et al., 2021). The concept of metabehavior, which pertains to the understanding and knowledge of one's behavior, is critical in behavioral SRL (Ben-Eliyahu, 2019; Amran et al., 2021). FoMO, by instigating behaviors such as extensive online browsing, could lead to neglect of the learning environment or schedule. Conversely, JoMO may encourage learners to deliberately disconnect from online distractions, facilitating an optimal learning environment and behavior conducive to achieving learning goals (Ben-Eliyahu, 2017; Crook, 2014). Emotionally, learners must navigate the metaemotion aspect of emotional SRL, which involves the awareness and management of one's emotional processes (Gross, 1998). FoMO may instigate negative emotional responses such as stress or anxiety, potentially disrupting the learning process (Przybylski et al., 2013). JoMO, on the other hand, can prompt learners to adopt emotional SRL strategies such as reappraisal or suppression, which can transform potential anxiety into a sense of contentment, cultivating a more conducive emotional state for learning (Aitamurto et al., 2021). 
Although the SRL is a well-researched domain, the emergence of social media platforms introduces new challenges and considerations to the dynamics of learning (Wu, 2015). In the context of FoMO, individuals may possess metaprocesses that heighten their vigilance regarding social interactions and activities (Przybylski et al., 2013; Khan, 2017). Their awareness of the potential for missing out on social experiences may lead them to constantly monitor their social media, seek external validation, and experience anxiety or restlessness when not engaged in social interactions (Hayran et al., 2016; Khan, 2017; Przybylski et al., 2013). Conversely, individuals experiencing JoMO may possess metaprocesses that prioritize personal well-being and autonomy (Aitamurto et al., 2021). Their understanding of their own learning preferences and priorities allows them to intentionally disconnect from social distractions, focus on their learning objectives, and regulate their emotions to create a conducive learning environment (Chen et al., 2022). 
Methods & Research Design
Two work packages are proposed in this study. Work Package 1 (WP1) will focus on substantiating the self-report measures using a two-time point design 
Participants: Participants will include undergraduate students enrolled in higher education institutions. 
Within the SRL literature there are two separate programs of research stemming from different methodological approaches. One is focused on self-reports as indicators of strategies and knowledge about learning (e.g., Gonida, Pintrich) and a second uses behavioral traces to infer about strategies and metacognition (e.g., Greene, Winne & Hadwin). These methodologies contributed to a development of parallel and slightly different conceptualizations of SRL. However, the current state of the literature is looking towards merging these conceptual and methodological models, which is a novelty of the proposed work.
All survey data will be collected on a 5-point likert scale with 1 indicating the least amount and 5 the most amount. Sample items for metaprocesses, SRL strategies, motivation and social aspirations appear in Table 1.
Metaprocesses. Metacognition will be assessed using five items from the Motivated Strategies for Learning Questionnaire (MSLQ; Pintrich et al., 1991). To assess metaemotion, students will be asked to report on their knowledge and understanding of emotions using a 5-item questionnaire adapted from the MSLQ. A similar process was used for the metabehavior scale which consists of four items. Metamotivation will be assessed with a 4-item set from materials including the Brief Metamotivation Regulation Scale (BRoMS; Kim et al. 2018) in consultation with advisors to reflect metamotivational knowledge and strategy recognition capacity noted by Miele & Scholer, 2018). To date, pilot studies involving metacognition, metaemotion, and metabehavior measures administered to six samples (3 with two-timepoint designs) have confirmed acceptable psychometric properties (i.e., reliability, invariance). 
Self-Regulated Learning Strategies. Emotional SRL will be measured using scales (Ben-Eliyahu & Linnenbrink-Garcia, 2013, 2015) previously adapted from Gross and John (2003). The 5-item reappraisal scale taps the individual's ability to reframe the situation to adjust emotions. The 3-item suppression scale taps the individual's inhibiting emotional expression. Behavioral SRL will be measured using seven items assessing one’s ability to adjust behaviors regarding their learning location (Ben-Eliyahu & Linnenbrink-Garcia, 2015; Zimmerman, 2000). Cognitive SRL will be measured as the ability to focus on the tasks (Ben-Eliyahu & Linnenbrink-Garcia, 2015; sample item: “I have a hard time concentrating”). Motivation regulation will be measured with four strategy implementation items from BRoMS (Kim et al. 2018). 
Motivation will be measured using the brief 10-item Expectancy-Value-Cost (EVC) Scale of student motivation (Kosovich et al., 2014). This scale includes an expectancy (sample item: “I know I can learn the material in my class”), value (sample item: “I value my class”), and cost (sample item: “My classwork requires too much time”) dimension. Academic engagement will be assessed using the activity engagement survey (Ben-Eliyahu et al., 2018) that measures the emotional, behavioral, and cognitive components of engagement (emotional sample item: “I felt bored,” cognitive sample item: “I was thinking during the activity,” behavioral sample item: “I worked hard on the activity” engagement).
Social Aspirations will be assessed using a short version of Przybylski et al. (2013) survey which is currently ten items. WP1 will be focused on establishing the use of this survey to assess both FoMO and adapting it to assess JoMO in an Israeli culture. Current data with FoMO supports the use of this survey as our sample with 244 students had Cronbach's alpha of 0.92.
that the survey is good.
Fear of Missing Out. FoMO scale (Przybylski et al., 2013) was assessed using ten items (sample item: "I fear others have more rewarding experiences than me"). 

Online Social-Use will be assessed using a questionnaire that inquires about the time spent on a range of social media platforms for social use.
Academic Digital Behavioral Traces will be inferred from online course data such as the Moodle which is the most prevalent platform in Israeli higher education institutions.
Social Digital Behavioral Traces will be documented from participants’ social media posts and indicators of engagement. 
Achievement Outcomes include grades and emotions. Grades are indicative of internalized learning
Emotions will be measured using the circumplex model. 
Demographic measures including personality measures = the big 5 shortform – extraverted & neuorotic 
Timeline: Because we are proposing to use behavioral trace data, we must work closely with course instructors to ensure access to and interpretation of log data. We will therefore use Summer and Fall 2024 semesters for preparation with instructors to catalog and classify learning resources and obtain extension of existing approvals from university ethics committees in the US and Israel. Spring 2025 will involve self-report data collection (WP1) for one semester and academic digital behavioral traces as well as development of taxonomy for social digital behavioral traces. Fall 2025 and Spring 2026 semesters will involve the full data collection (WP2). Data processing, analysis and writing will continue with the full sample into year 3 - Summer and Fall 2026 and Spring 2027.
BEN-ELIYAHU 
proposal number: XXXX

Table 2: Proposed Timeline for Research of Work Package 1 and 2.
	
	Year 1 (2024-25)
	 
	 
	 
	Year 2 (2025-26)
	 
	 
	 
	Year 3 (2026-27)
	 
	 
	 

	
	Summer Semester
	Fall Semester
	Spring Semester
	Summer Semester
	Fall Semester
	Spring Semester
	Summer Semester
	Fall Semester
	Spring Semester

	
	August-Sept
	Beginning
	End
	Beginning
	End
	August-Sept
	Beginning
	End
	Beginning
	End
	August-Sept
	Beginning
	End
	Beginning
	End

	Staff Recruiting & Hiring
	X
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Work Package 1
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Planning & Obtaining Approvals
	 
	X
	X
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Data Collection
	 
	 
	 
	X
	X
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Pre-work on digital data
	 
	 X
	 X
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Data Analysis
	 
	 
	 
	 
	 
	X
	X
	 
	 
	 
	 
	 
	 
	 
	 

	Writing, Presenting, Publishing
	 
	 
	 
	 
	 
	 
	X
	X
	X
	X
	X
	 
	 
	 
	 

	Work Package 2
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Planning & Obtaining Approvals
	 
	 
	 
	X
	X
	X
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Data Collection
	 
	 
	 
	 
	 
	 
	X
	X
	X
	X
	 
	 
	 
	 
	 

	Pre-work on digital data
	 
	 
	 
	 X
	X
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Data Analysis
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	X
	X
	 
	 
	 

	Writing, Presenting, Publishing
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	X
	X
	X

	
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Questionnaires
	 
	 
	 
	X
	X
	 
	X
	X
	X
	X
	 
	 
	 
	 
	 

	Digital Traces of Learning
	 
	 
	 
	X
	X
	 
	X
	X
	X
	X
	 
	 
	 
	 
	 

	Digital Social Use
	 
	 
	 
	X
	X
	 
	X
	X
	X
	X
	 
	 
	 
	 
	 




4. Preliminary Results: Two Pilot Studies
The proposed study is based on two separate pilot research that substantiated the feasibility of the work but also encouraged the proposed conceptual and methodological approach.
[bookmark: _Toc141143694][bookmark: _Toc141143741][bookmark: _Toc141143695][bookmark: _Toc141143742]Pilot Study 1 used self-report measures at one time-point to assess FoMO, motivation and self-regulated learning with students. The findings showed that FoMO was negatively associated with motivation, however, for students high on reappraisal, suppression, and metaemotions, these associations were attenuated. Based on these preliminary results, the current work seeks to unpack the reciprocal associations between motivation and social aspirations and their associations to learning outcomes and digital behaviors using a short-term repeated measures design. The longitudinal nature of the project is necessary as it would allow to consider ho…CROSS LAGGED MODEL
Procedure. Participants completed online questionnaires that were sent to students via social networks. All participants provided their consent and data collection was anonymous. Study variables included FoMO, motivation (expectation, value) academic emotions, emotional and cognitive SRL strategies, metaemotion and metacognition. 
Data analysis. Statistical analyses were performed in SPSS version 27 using Hayes procedure for moderation analyses of emotional SRL, cognitive SRL, metaemotion, and metacognition on the association between FoMO with motivation and academic emotions.
Results. Results provide evidence for the moderation of emotion and cognitive SRL on the association between FoMO with expectancy, value and positive deactivated emotions (e.g., calm). Specifically, higher levels of reappraisal, suppression, metaemotion, and metacognition attenuated the negative effect of FOMO on expectancy and value. However, only metacognition was a significant moderator of the effect of FOMO to positive deactivated emotions.
A natural extension of this pilot is the examination of the variables during the semester rand not just as a cohort. In order to provide a more holistic view of the learner, behavioral and motivation SRL should be considered. These gaps will be remedied in the proposed study. 
Pilot Study 2 is a semester study using a beginning-end of the semester repeated measure self-report questionnaire and academic behavioral digital data. This is a collaboration between the PI and Prof. Matt Bernacki from University of North Carolina – Chapel Hill. The results of this study are still being processed, however, preliminary analyses point to 
NEED TO ADD THIS- still analyzing- should have something in a week or so
5. An account of available U.S. and Israeli resources 
Personnel and Collaboration Plan: 
The PI Ben-Eliyahu 
PI brings expertise in developmental and social models of self-regulation with a focus on emotion and motivation;
Methodologically, PI1 brings expertise in survey approaches and scale development, Both researchers will contribute to the development of research instrumentation, including surveys of students’ backgrounds, beliefs, motivations, emotions, and typical learning processes (PI1) and
In addition, extending a decade-old partnership Prof. Matt Bernacki will take a role of consultant (see letter of commitment) and engage in ongoing collaboration during all phases of the project. He brings expertise in social cognitive and information processing approaches to SRL with focus on cognition and behaviors. Bernacki brings expertise in behavioral observations including digital trace data and learning analytic methods, measures of students’ behavior during the semester and subsequent coursework.
Prof. Avi Kaplan will also serve as a consultant on the project. Kaplan is an expert in complex dynamic systems models that integrate many aspects and characteristics of the learner. As a theoretician who conducts field studies, he will be able to inform XXX.
Available resources: The PI has adequate facilities at her institution, including faculty and research offices, research infrastructure for management support for externally funded research, technological support unit, statistical consultation services, and photocopying and printing facilities. She maintains active partnerships with course instructors who will enable data collection, and has students and colleagues that can assist in recruiting post-doc and students who will be responsible for project activities. To carry out the proposed research will require a post-doc, a doctoral student and a master’s student. Undergraduate students will be recruited during data collection phases as needed. These personnel will help with running and analyzing the data, including data processing of log data and self-report measures. Based on established working relationships, the expectation is for minimal difficulty extending course access to include partner courses, as instructors have been supportive and cooperative and the universities provide a range of courses and instructors with whom the PI may collaborate. Minimal new equipment will be needed to conduct the project activities, and each research possesses risk accounting mechanisms to meet  unbudgeted needs they may incur when executing the research. Finally, institutional review boards are well-informed about the proposed research, and currently administer protocols that govern related work at University of Haifa.
5. Expected Results

Pitfalls: Risk analysis and alternative paths 
This proposed collaboration is a natural progression of each PIs program of research, pushing the field forward to create a shared language across disparate theories of SRL. Our biggest challenge in this research is the multimodal data gathering that includes both self-report and student data traces. The main risk is that the courses in which we plan to recruit participants for the study may differ in design or enrollment. To minimize these risks, we have selected multiple instructors with whom we have previously collaborated, and whose courses vary in topic but afford known comparisons and established recruitment opportunities. We have allowed enough time for instructor recruitment of subjects and piloted methods to ensure trace data logged as expected. We have allotted an additional semester wherein data collection can be extended if more participants are needed (Y2 Spring). Given the collaboration history of the PIs, there is no risk of collaborative failure. Rather, this collaborative effort to combine programs of SRL research is an innovative and important bridging necessary for the development of SRL research and practice, and one that has the full support of an advisory board that spans fields of psychological study.
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Figure 1. Theoretical model for research: Associations of social aspirations to
motivation & learning outcomes are altered by self-regulation of learning
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