
Reflective Portfolio 
 

Writing a reflection is an unfamiliar exercise for me, perhaps because the bulk of my 
education was in India where assessments are typically in the form of standardized 
tests. Which is probably why I have not yet used reflections as assessments in the 
courses I teach. This is my first reflection! 

I have drawn on the DEAL model (Molee et al., 2010) to organize my reflection, and 
designed one I plan to use in my “Social Media and Business Analytics” course.  

 

The Who-What-Where-When 

I may be biased, but I do believe that the people I interacted with in Cohort #8 were 
among the best set of colleagues at UNF. Not only did they represent different 
colleges and disciplines, they had significant achievements in their fields and 
brought unique perspectives to what community based learning entails. I have 
gained a wealth of information; In addition to the structured resources provided at 
each meeting, the semi-structured and unstructured conversations with members of 
the cohort were invaluable. Among my takeaways was the value of reflections! I 
learned about CBL efforts that faculty across campus are involved in, including 
Camp Osprey, research projects spearheaded in psychology, and St. John’s River 
report.  The visits to the community partners at Springfield and New Town were 
eye-opening. Dr. Nicholson’s workshop and discussion on brain, cognitive, and 
identity development was very informative. The presentation by the Florida Campus 
Compact was educational. Overall, the discussions, activities, field visits, and guest 
talks enabled a multi-faceted approach to learning and thinking about CBL.  

 

Transitioning from objective descriptions to analytic evaluations 

One salient feature of CBL is how embedded learning is in the context or situation in 
which it occurs. One of our early activities was to answer foundational questions 
regarding knowledge and learning. CBL involves creation and sharing of both 
explicit and tacit knowledge, and requires mindful incorporation of instructional 
design, curriculum, and assessments that tie into the embedded nature of CBL. The 
“scaffolding” provided for the cohort in the form of set meeting dates, agendas, and 
deliverables allowed each of us to structure the knowledge gained as we progressed 



through the cohort. Just having a binder with shared printed materials served as a 
common artifact for structuring explicit knowledge. The unstructured discussions 
and conversations at each meeting enabled me to share my perspective, and 
integrate others’ perspectives into my tacit knowledge of the topic. In hindsight, the 
interplay between tacit and explicit knowledge was evident at each meeting.  

At the start of the program (pre-CSP), I scored lower than the average of the cohort 
on 4 of the 5 dimensions; the exception being CBL Impacts. Interestingly enough, 
that was the one dimension I realized I learned the most about from my cohort 
peers. I was (am) not truly incorporating assessments and avenues improvement in 
my instructional practice. At the end of the program (post-CSP) I believe my scores 
for each dimension have improved; the CSP meetings addressed the foundational 
knowledge and awareness, complexity of community issues and collaboration, 
student development, and design and execution, with specific examples for each.  

 

Examining Learning 

The DEAL model prescribes answering Ash et al.’s (2005) questions: “What did I 
learn?”; “How, specifically did I learn?”; “Why does this learning matter?” and “In 
what ways will I use this learning?”; which are analogous to Driscoll’s “What?”; “So 
What?”; and “Now What?”. A succinct answer to what I learned would be new way of 
approaching education. This new way entails situating learning in the context of a 
community.  

There is plenty of research that points to why such community-based learning is 
important for students (Saltmarsh and Hartley, 2011). The value of context dates 
back to the constructivist philosophy of education (Dewey, 2007), where learning is 
not simply a measure of information transfer from an instructor to a learner, but a 
process where each learner constructs a model of a phenomenon in his/her head. 
Mental models (or cognitive maps) are psychological representations of real, 
hypothetical, or imaginary situations  that help individuals make inferences and 
take actions in unfamiliar situations (Johnson-Laird, 2005). Each mental model is a 
possible state of affairs in the world. Mental models are internal, inherently limited 
(since we cannot have mental models for all possible state of affairs), and 
responsible for our understanding and knowledge of the phenomenon that they 
represent (Schaffernicht 2006). The idea of human beings having mental models 
was first proposed by psychologist Kenneth Craik (Craik 1943). Craik posited that 



the mind constructs “small-scale models” of reality that it uses to anticipate events, 
to reason, and to underlie explanation. Mental models are “constructed” as a result 
of perception, imagination, and the comprehension of discourse. 

Mental models are cognitive structures that precede reasoning, understanding and 
knowledge of the phenomenon they represent. Knowledge hence depends on the 
underlying mental model. Knowledge can be seen as a result of an individual’s 
mental model. It can be argued that “tacit” knowledge, or the contextual, sticky, hard 
to codify knowledge in people’s heads is in actuality their mental model of a 
particular phenomenon.  

How mental models are represented in the mind is a topic of considerable debate in 
cognitive science. The two main camps in cognitive science suggest either a 
propositional format based on natural language, or a depictive representational 
format (Bechtel 1998). There is some consensus, however, regarding what mental 
models are not.  Mental models are not the same as pictures or images (for example 
like pictures in Wittgenstein’s picture theory of the meaning of language), but are a 
more general notion. This is because some models cannot be visualized, such as 
models that represent notions such as negation and ownership (Johnson-Laird et al., 
1998). 

CBL provides an incubator for learners to construct mental models. Why is this 
important? I believe that community-based learning will become indispensible in 
differentiating the value of education. In this information age, learners have the 
option to get a degree by taking online courses and without ever interacting with 
instructors or peers face-to-face. It is a model that focuses on information transfer. 
However, if the value of education comes from knowledge creation, i.e. “constructing 
mental models, “situatedness “matters. And CBL offers the tools and frameworks to 
structure situated learning.  

The answer to “Now What?” is pretty straightforward for me. I plan to use the ideas 
and techniques from the course to augment my community-based course projects. 
Setting expectations for community partners and students, planning and monitoring 
student development, assessing and improving on course objectives (see Appendix 
for class reflection assessment) are areas for improvement. I plan to add reflection 
assessments for my students. After all, now I have written one too  
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Appendix 
Changes to an existing course (MAN 6931: Social Media and Business 

Analytics) by adding CBTL instructional elements 
 
Change 1: Adding a Student Acknowledgement Form (UNF’s website)  
 
Change 2: Adding a reflection assessment in the form of a learning log.  
 
Note: I chose a learning log that is a combination of  observations, questions, and 
critique (RMIT, 2006) 
 

Learning Log for MAN 6931 
 
You are required to turn in a learning log at the end of the team consulting project 
and reflect on your experience. This is an individual assessment. Below are the 
questions I would like you to consider. 
 

1. Describe your experience in the team consulting project. Was it what you 
expected? 

2. How did participating in the team consulting project influence you? Did it 
change your views about the benefits and challenges of social media for 
business? How so? 

3. Do you feel the team consulting project helped you put into action concepts 
from the course? If yes, name a few concepts and provide examples of how 
you used them in the project.  

4. What do you wish you had done differently? 
a. With respect to your team 
b. With respect to your client firm 

5. What did you find most rewarding? 
6. What did you find most frustrating? 
7. What grade do you think you have earned, and why? 
8. What advice would you give fellow students in future semesters at the start 

of team consulting projects? 
 


