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Some researchers portray students' learning in science as reflecting similar patterns
of change as have occurred in science itself, through progressive restructuring of
students' underlying theories (Carey, 1985; Chinn & Brewer, 1993; McCloskey,
1983; Vosniadou & Brewer, 1987). Although we recognize that learning science
does involve some restructuring of ideas, we argue that viewing learning as theory
change puts too great an emphasis on the theory- like nature of students' informal
ideas. We argue that their tacit and situated nature distinguishes them from
scientific theories. Furthermore, learning science in school means more than
changing from one set of theories to another; it means being consciously articulate
about what constitutes theories in the first place (Driver, Asoko, Leach, Mortimer,
& Scott, Educational Researcher, 1994, p. 9)
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