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Welcome to the Europlat 2017 Conference
Univ.-Prof. Dr. Heinrich Schmidinger

As Rector of the Paris Lodron University of Salzburg, | bid you a very
warm welcome to theEuropean Psychology Learning and Teaching
conferencein September 2017 in Salzburg, Austi@alzburgwith its
beautiful sceneryits many historical sites and the Festival, is one of the
most beautiful and inteesting cities in the world. And Salzburg is & un
versity town with a long tradition. The Univégs of Salzburg was
founded in 1622. Today it consists of four faculties, with approximate
18,000 students and 2,800 employees. It is a center for innovagive
search and is firmly integrated into the cultural and economic life
Salzburg. With its nathal and international networking, it is a moder
knowledge hub in the heart of Europe. V@éfer you a warm welcome
to your conference at our Uwersity. | hope that your conference wi
be a successful hub for further scientific and practical work foclitby
ogy teaching and learning and that you enjoy the conference, the
university and the city

Heinrich Schmidinger
Rectorof the University of Salzburg



Welcome to the Europlat 2017 Conference
Univ.-Prof. Dr.Erich Miller

As vicepresident for teaching affairs at the University of Salzburg, |

am pleased to invite you to the European Psychology Learning and 4
Teaching conference. This congress will be held at the University of g =
Salzburg, Austria, from 1820th September, 20171t will be the

follow-up confeence of someof the first international congresses S AR
on European Psychology Learning and Tie@c The last one was G\
held at the University of Vilnius, Lithuania, in 2012. This congress
will be organized by the School of Educatof the University of
Salzburg.

The scientific program will offer a broad and interdisciplinarycspe
trum of current research work in teaching and learning of Psycho
gy. Internationally welknown scientists will present their keynote
many colleaguefrom all over the world will discuss their scientif
findings in oral or poster presentations.

In addition to the scientific work, many social activities will provide opportunities to make
friends, to perceive Austrian hospitality and to enjoy what Salzlhas to offer in thisvonderful
region. Salzburg as WorldeHtage is famous for its history, its beautiful sights and its cultural
offers.

We welcome you at the University of Salzburg and hope that you make the European Psychology
Learning and Teachgrconference a memorable event.

We are looking forward to welcome you in Salzburg.

Erich Mdiller
ViceRector for Teaching Affairs at the University of Salzburg



Welcome to the Europlat 2017 Conference
Univ.-Prof. Dr. J6rg Zumbach

Welcome tothe European Psychology Learning and Teaching confe
ence 2017 at the University of Salzburg, Austria. As conference chair
| am glad to hosthis eventwith the School of Edation. After a
series of conferences during the past years and a break of feues ye

we are now starting in a new era and hopefully successful series of
upcoming conferences of Europlat. The School of Education at the
University of Salzburg is one of the leading academic centerssin Au
tria for teaching and learning research and alsouyd to host this
conference.

| especially want to thank here the local organization team, the
ternational organization team and all members of the progr
committee for their support. We had an amazing amount of s
sions for paper and poster presetion and symposia. All of thes
contributions have been doublelind peerreviewed rigorously.

Together with two keynote presentations we are able to present an outstanding scientfic pr
AN YO Ly FRRAGAZ2YS {1 06dzNB ces &f hdspitalitg. We érefo 6 S
lowing this tradition and welcome you warmly to the conference and hope that we will have an
outstanding event.

Sincerely,
J&g Zumbach
Conference chair



Conference Venue

The conference will take place at théNIPark building of
the Paris Lodron University of Salzburg, located near to thi
historic center of the city of Salzburg. Participants will .
the opportunity to experience this UNESCO Worletithge
site and enjoy the Baroque architecture and theltaral
2FFSNAy3IaA { |t 1-OoxaN&E¢ I BINE BSR

Address: ErzaHlotzStrasse 1, 5020 Salzburg

Travel Information

Train
The main station is only a few minutes far from ity center Rail passengers wikrive here
and have the opportunity tehoose between bus and taxi transferstte UNIPark building or
their hotels. For timetables, routes and tipgease refer to the following websites

o Austrian Federal RailwagyOBB: www.oebb.at/en

0 Westbahn: www.westbahn.at

Bus
Public bus service is offed in regularintervalsfrom different locations (i.e. airport, main at
tion) to the center of the city:
o From main station to UNIPark building: bus line 3 and 5, both stop at "Justizgebaude".
o From airport to UNIPark building: bus line 10 or 27, both stap "UNF
Park/Justizgebaude".
Fordetailedinformation and timetables please visit one of the following websites:
0 Busines in Salzburgvww.salzburgverkehr.at/en
o Timetables Salzburg ® Bus (only German version) www.salzburg
ag.at/verkehr/obus/fahrplan
o0 Salzburg Travel Appww.salzburgverkehr.at/en

Taxi

Taxi ranks are located all over Salzburg. At the airport and main station they are located in front
of the entrance area.

To book a taxi please call-81 or visit www.taxi.at/en.

Car
You can use the parking deck of the conference place. Please notice that parking space is limited
FYyR O02aida em LISNJ K2 dzNIp



Conference Dinner

2S g N¥Yfte AYy@GAGS @2dz G2 22AYy 2AYQRMAFUSENEsy OS R
evening to talkwith your colleagues in a wonderful atmosphere, listen to traditional Austrian

music, enjoy Austrian culingspecialtiegthere will be also a vegetarian choice) and relax a little

bit.

The conference dinner will comprise an appetizer and @calpAustian buffet. Water and wne
will be included as well.

How toget to the Conference Dinner?

Please come to the Infopoint on Tuesday18t20. We will walk togetheto i KS 06 dza sa Gl G A 2y
GAT ASONdzZRSé d® ¢KS . dza ywibong Idirecty tofth® Cafrancd i My Yn T
ner VenueThe ast bus back wardsi KS OAGe& €SI @Sa |0 NewXnitp FNRY
which is quiet next to the Hubertushof.

If you have not registered for the conference dinner yet, please come tdntfleemationpoint
and talk to one of our conferae guides.t KS O2y TSNBYy OS RAYYSNI O2aia
that we can only register participants for the dinner until Monday, 14:00.

Address
Hubertushof Anif
Alpenstrasse 110
5081 Anif



Organizing Commite

Conference Chair

Univ-Prof. Dr. Joerg Zumbacharis Lodron University of Salzburg, Austria

Local Organization Team
Mag. Christine Maria NeungParis Lodrotniversityof Salzburg, Austria
Dr. Ines Deibl, MA&Raris Lodron University of Salzburg, Austria

ViolaMaria Geiger, MSd?aris Lodron University of Salzburg, Austria

Extended Organization Team
Prof. Dr. Stephan Dutkeniversity of Muenster, Germany
Prof. Dr. Birgit Spinattjeidelberg University, Germgn

Dr. Jacqui TayloBournemouth University, United Kingdom
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Prof. Dr. ChristopBteinebachZHAW Zircher Hochschii@ Angewandte Wissenschaftenii-Z
rich, Switzerland
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Dr. Jacquiaylor, Bournemouth University, United Kingdom

Univ-Prof. Dr. Joergumbach Paris Lodron University of Salzburg, Austria
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Time Schedule

Monday, 18.9.2017

10:00:18:00 Conference Registration & Infopoint
12:0012:30 Opening Ceremony
12:3013:30 Keynote |
13:3014:30 Lunch Break
14:30:16:00 Symposium 1 Paper Session 1
16:0016:30 Coffee Break
16:30:18:00 Symposium 2 Paper Session 2
18:00-19:00 Posters & Reception
19:1021:00 Classical City Tour

Tuesday, 19.9.2017
08:00-18:00 Conference Infopoint
09:0010:30 Symposium 3 Paper Session 3
10:30:11:00 Coffee Break
11:0012:30 Symposium 3 Paper Session 4
12:30.13:30 Lunch Break Meet the Editor:l_3irgit Spinath |

Psychology Learning and Teaching
13:30:14:30 Keynote Il
14:30:15:00 Coffee Break
15:0016:30 Paper Session 5 Paper Session 6
16:30:17:00 Coffes Break
17:0019:00 Founding Assembly of the Europlat
From19.30 Conference Dinner
Wednesday, 20.9.2017

08:00-12:00 Conference Infopoint
09:0010:30 Symposium 4 Paper Session 7
10:30:11:00 Coffee Break
11:0012:30 Paper Session 8 Paper Session 9
12:30:13:00 Closing Ceremony & Farewell

(with Paper Award)
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Program Overview

Monday, 18.09.2017

10:00-18:00 Conference Registration & InfopoirfRoom:First Floor, Gallejy
12:00-12:30 Opening CeremonyRoom: HS Thomas Bernhard, EG0.001)

12:30-13:30 Keynote Lecture by Douglas A. Bernstein, Ph.D.
DOES ACTIVE LEARNING WORK? A GOOD QUESTION BUT NOT THE RIGHT ONE.
Room: HS Thomas Bernhard, EG0.001

13:3014:30 Lunch Break

14:30-16:00 Symposium 1
Understanding Group Work in Education: Psychological Perspectives on Group
Work Processes
OrganizerSally WigginsChair:Stdfan Blomberg DiscussantRegina Pauli
Room:SE 1.006/1.007

1. Problembasedlearning as means and objective: the purpose of tutorial groups in
psychology (Rosander &ammar Chiriadc

2W52Ay3IQ RAAFINBSYSYy(l gAGK2dzi o6SAyH RAA&Ll 3
sational norms in group workMcQuade, Wiggins & Ventufdeding)

3. Group work assessment of knowledge and abilitfelemmar Chiriac, Forsell, =0
sund

Paper Session 1

Waysand Means of Enhancing Studesiinvolvement and Study Behavior
Chair:Birgit Spinath

Room:SE 1.008/1.009

1.{ GdzRSy (i Qa d¥riBulindzgfearhird yactivities: Relations to courge o
ganization and metacognitive judgement®utke, Roeder & Barenbgrg

2. Active student participation: engaging in academic actiy@yubej

3. Change of coursspecific motivation during gaemester and the role of course
specific expectationgSeifried, Kriegbaum & Spinath

16:00:16:30 Coffee Break

13



16:3018:00 Symposium 2
Journeys to Psychology: Different Perspectives oe-Pertiary Teaching of Psycho
ogy in Europe
OmganizersEFPTA& EFPA BEA&hair:Stephan Dutke
Room:SE 1.006/1.007

1. The student journey into psychology starts at schdwViliamson, Coombs &
Schrempf

2. Who are the guides on the journey towards psychology? Professional trajectories
of psychology teachers Europe (Sokolow)

3. The role of character strengths in thelével psychology classroorfMcGinty)

Paper Session 2

Conveyance of Psychological Contents with Particular Attention on Epistersic B
liefs and Scientific Literacy

Chair:Eva Seifried

Room:SEL1.008/1.009

1. What kinds of beliefs have pigervice teacher students about the nature of educ
tional psychology?, Development and evaluation of an instrument to assess st
RSy (i Qa SLIAailSaumtbaehavoset &De)plSt A ST &

f ASFa (KN
a

2. Changing psychologydeR Sy 64 Q SLIA&aGSYAO o

S
arhSaéyY 90ARSY QRosmaNR Maygr 62 &l dzRAS

3. Building scientific literacy: Fake (Science) News in the classroom
(Nolan)
18:00;19:00 Posters & Receptio(Room:First Floor, Gallejy

19:10-21:00 Classical City Tour
(Meeting Point at the Conference Registration & Infopoiitst Floor, Gallely
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Tuesday19.09.2017

08:00-18:00 Conference InfopointRoom: First Floor, Gallery)

09:00-10:30 Symposium 3
Psychologicaliteracy in Actior(Part I)
OrganizerJacqui TaylorChair:Jacqui Taylor
Room:SE 1.006/1.007

1. Case studies to illustrate psychological literacy in action: Sharing activities to d
velop psychological literacy across the curricul(faylor & Hulmg

2. Forming groups: Enhancing psychological literacy through a group selectien exe
cise (Hammar Chiriac, Rosander & Wiggins

3. Studentsaspartners pedagogies influence student perceptions of their psygholo
ical literacy (Pauli, Worrell & RaymorBarke)

Paper Session 3
Quiality Assurance in Academic ContexEvaluation Tools
Chair:Christine Maria Neuner

Room:SE 1.008/1.009

1. Constructive Alignment in the field of educational psychology: Development and
application of a questionnaire for assessounstructive alignment(Deibl, Zumbach
& Geige}

2{ GdzRSy (iaQ 9@Iftda GdAz2ya 2F ¢SIFOKAyYy3a | NB |
teachers (Feistauer & Richtgr

3. Progress Test Psychology (PTP) and quality management of the bachelor program
at Witten/Herdecke University(Ehlers, Troche, Ostermann & Hofmgann

10:3011:00 Coffee Break

11:.0012:30 Symposium 3
Psychological Literacy in Action (Part II)
OrganizerJacqui TaylgrChair:Jacqui Taylor
Room:SE 1.006/1.007

1. Enterprise challenges in psychology: Enhancing psychological literacy thewugh
trepreneuriallearning. Rosenkranz, Dunn, Fielden, James & Warin

2. ProblemBased Learning Addresses Multiple Components of Psychological Literacy:
The Case of Gay Conversidrerapy(Searigh}

b2t dAy3Qa Y2RSt 2F GKS YSydart aeadasSy | a
literacy in pretertiary psychology educatioriGeis$

15
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12:3013:30

12:30:13:30

13:3014:30

14:30-15:00

15:0016:30

16

Paper Session 4

Skill Provision in Terms of Future Teaching ContexBersonal Skill®evelopment
Chair:Ines Deibl

Room:SE 1.008/1.009

1. Effects of emotional activation on beliefs, attitudes and teaching intentions of pre
service teachersdHgloff & Souvignigr

2. Psychology in teacher trainingArt therapy technique of collage as a tdolre-
flect on professional identity developmer$tuchlikow, Mazehoova & Kouriloya

(@]

3.Preserviceteachet Q RAFTFAOdz GASaA Ay a2t OAy 8-
ical knowledge: A comparison of beginning and advanced stud€igsér & Kollgr

Lunch Break

Meet the editor: Birgit Spinath¢ Psychology Learning and Teaching
Room: SE 1.006/1.007

Keynote Lecture by Prof. Dr. Paul A. Kirschner

Q)¢
Qx¢

EDUCATIONAL URBAN LEGENDS: BUSTING PERSISTENT MYTHS IMIEDUCATION

PSYCHOLOGY
Room: HS Thomas Bernhard, EG0.001

Coffee Break

Paper Session 5

Skill Provision in Terms of Future Social or Clinical ConteMiental Health Profes-
sionals

Chair:Viola Geiger

Room: SE 1.006/1.007

1. Teachingosychopathology through film and memo8darighj

2. Importance of casual attributions, stigmatizing emotions and community mental
health ideology on social distance from people with mental illness in Lithuanian and

US future mental health professionalg ¥ NRS@YEHHzI TAGASY TS t NI y(

al NJ OFAGeadTE OYRNJdzA FAGASYTS ¢AttYlIYy 3

3. Learning in a clinical settingInnovative methods in teaching practical skills to
psychology studentdHaller, Zeller, Muhlenbeck & Danger

I 2°



15:0016:30

16:30-17:00

17:0019:00

From 19:30

Paper &ssion 6
2 2a YR aSlya 2F 9yKIYyOAy3d {GdzZRSyi(GaQ [ S}t
Chair:Susan A. Nolan

Room: SE 1.008/1.009

1. Confident and correct? Written reflection tasks in a lectukorfitsFreudinger,
Klingsieck & Seifrigd

2. Learning trougtretrieval practice: additional evidence from behavior and brain
imaging studiesJonsson, Nyberg, Karlsson & Stenjund

od G22dzAZ R @2dz tA1S G2 LIXlFe | 3JLYS&eEY ¢SI
room discussions, games and activiti€vérholsex

Coffee Break

Founding Assembly of the European Society for Psychology Learning and Teaching
Chair:Birgit Spinath
Room:SE 1.006/1.007

Conference Dinner

17



Wednesday, 20.09.2017

08:0012:00

09:00-10:30

10:30-11:00

11:0012:30

18

Conferencdnfopoint (Room: First Floor, Gallery)

Symposium 4

EvidenceBased Teaching in Psychology

OrganizerJacqui Taylo& lolia PapageorgiChair lolia Papageorg& Jacqui Taylor
DiscussantStephan Dutke

Room:SE 1.006/1.007

1.! 4 aSaaAy XnodledgeRaBoyitiearqing and forgetting curves with a free
production technique: Measures and implications for the development of learning
aids Blech & Gaschler

2. The testing effect in the psychology classroom: A ragtalytic perspectiveBar-
enberg, Shwieren & Dutke

3. Combining evidencbased teaching and the scholarship of teaching and leaming
An example from Teaching in Psychologezel, Boser, Kuchta & Hprz

Paper Session 7

O9ELISNASYOSa yR !'GGAGdZRRSE Ay ({afiodzsReSd/ (i Q&
Perspectives

Chair:Susanne Narciss

Room: SE 1.008/1.009

1.1 23S 06SAy3 2LISNIGA2y AT SRY taeokegfz23e
standing of hopeNe)

2. When research and teaching meet: Experiebased activities for raising awer
ness about gender stereotypekldékelind, Dennhag, Deutschmann & Steinvall

3. Teaching statistics to major using service learniRegdrs, Snell & Almeiyla
Coffee Break

Paper Session 8

Technology Based Approaches as Useful Learfiogis
Chair:Lenka Sokolova

Room:SE 1.006/1.007

1. Adapting information literacy instruction ta (i dzR Scfderaidgrogressg A field
report (Leichner, Mayer & Krampgn

2. Teaching educational psychology with an audience response sysfamditorium
Mobile Classroonfervice (AMCS) as a mean to foster learning in university lectures
(Kapp, Braun, Hara & Narcjss

3. Understanding engagement and active learning among onlingalistudents du
ing residency experienc&iye



11:0012:30 Paper Session 9
Conceptual Frameworks: Perspectives of Development, Implementation ang St
RSyGtaQ ! O0OSLIityOS 2F taeOKz2f23A0Ff 9RdzOF G,
Chair:Jonathan Barenberg
Room:SE 1.008/1.009

1. Applying user experience and design thinking methods to create target oriented
trainings Gtimm, Engeln & Hogsdal

2. Evidence from across the pond: An approach to model teaching characteristics
(RichmondBoysen & Gururg

3. Educational alienation an8 y 3 3SYSy Gy ! ONRGAOIE RA&O2c
talk about education experienceg/aren, Pauli & Worrdll

12:3013:00 Closing Ceremony & FarewéWith Paper Award)
Room: HS Thomas Bernhard, EG0.001

19



Keynote Speakers

DOES ACTIVE LEARNING WORK?
A GOOD QUESTION, BUT NOT THE RIGHT ONE.
Douglas A. Bernstein, Ph.D.

Monday, 18.9.2017; 12:3013:30
Room:HS Thomas Bernhard, B®01

Some research on active learning methods suggests that they are effective
teaching toolswhile other studies have found them to be no better than traditional lecture hmet

ods. The situation is much like the one that began to play out in the 1950s with respect to the effects
of psychotherapy. In that realm, it eventually became clear that thestjan "does therapy work?"

was not the right one. It was more important to ask "which therapies result in clinically significant
benefits when delivered by whom in what manner to which clients with what problems and how
durable are the benefits"?

In thistalk Douglas A. Bernstein, Ph.ill suggest that it is time for researchers in the scholarship of
teaching and learning to go beyond asking whether active learning "works" and address instead of a
set of deeper questions about it. Doing so will req@irmore systematic and critical analysis of £xis

ing evidence as well as a new generation of research designed specifically to fill in the gaps in our
understanding of what active learning methods can and cannot do.

EDUCATIONAL URBAN LEGENDS.
BUSTIN®ERSISTENT MYTHS IN EDUCATION AND PSYCHOLOGY

Prof. Dr. Paul A. Kirschner
Tuesday, 19.9.2017; 13:814:30
Room:HS Thomas Bernhard, B@01

gl

V‘
Mark Twain once said that "In religion and politics, people's beliefs and » M
victions are in almost every cagetten at second hand and without exam

nation". Unfortunately this is also true in present day education; even in teacher education and
teacher training. Educational technologists, educational reformers, instructional designers, local and
federal politicias, teachers, school managers, and advisory groups are all jockeying to show how
innovative and up to date they can be, based not upon good science but rather upon commonly held
but often unproven and/or untrue beliefs. As a result, we now find teacheasenis and students
revolting against many of these so called innovations and students bagdime dupes of it allAnd

what is the root of all of this? The reforms that we often see are most often not based on geod sc
ence (and specifically the cognitie@d psychological sciences) and/or good scientific research, but
rather upon beliefs, plausible sounding rationale and/or arguments, poorly designed research.

Prof. Dr. Paul A. Kirschner will look at a number of these urban legends from the perspeuthet of
cognitive science and good research in the field has to say about them.

20



Session Guidelines

Paper 8ssionsand Symposium
General Information

A paper session consists of 3 conceptually linked papers. Each presenter has 20 minuges to pr
sent his/herwork, followed by 10 minutes for questions and discussion.

For the presenterplease be on time for your presentation: make sure you are present at least
10 minutes before the session starts. We suggest that the equipment of the house is used.
Switchingbetween computers takes a lot of time and possibly emerging problems might not be
solved quickly.

For the chairEach paper session is supervised by a chair, which means that the chair istmodera
ing the session. The chair opens and closes the sessiomanidors the time of the preseit

tions. Please alert the speaker 5 minutes and 1 minute before the presentation time is up. After
the presentation, the chair will open the discussion to the audience.

For the discussanfThe discussant will start the dission after all presentations with a few
questions or reflections about the presented research. This means that within a symposium,
each presenter has 20 minutes of speaking time and after all presentations, there will be 30
minutes left for discussions.

Poster Session
General Information

The poster session wilake place at the Gallery on the First Flémm 18:00¢ 19:00 on Mm-

day. Please make sur® arrive with your posteiat least 10 minutes before the session starts.
Display panels and tape will be provided to display the poster. It is your own responsibility to
attach your poster to the easel prior to the session. It is recommended that you bring some small
copies of theposter with you, to distribute to interested participants.

21



Paper Sessions

MONDAY14:30¢ 16:00
Paper Session 1
21 84 YR aSlya 2F 9yKIFIyOAy3a {GdzRSy(a
Chair:Birgit SpinathRoom SE 1.008/1.009

Student'sdysfunctional distributing of learning activities: Relations to course organization and
metacognitive judgements

Sephan Dutke, UtdRegina Roede& Jonathan Barenberg
University of Munster

{0dzRASE RSY2yaidN} S GKI G adyditodatirthatleaniryéactdo S K JA 2
ties heap up shortly before examinations or tests. This behavior does not support spaced learning

and successive relearning and thus often impairs academic achievement. We investigated to what
extent dysfunctional distbution of learning activities (a) is a function of the organization of the

course and (b) affects metacognitive judgments about learning performance.

Participants of four psychology lectures (N = 259) were presented with learning materials stored on
thew/ A OSNEAGEQa 2yfAYS fSINYyAYy3 LAFGF2NYVO &dzZNAYy3I |
terials were made available on the platform. Accesses to these materials were registered agd aggr

gated for each month of the semester. In two lectures, the stuglevere tested for their knowledge

in the last week of the semester; in two lectures, they were not tested. Instead, the students in these
lectures fulfilled three written assignments during the semester.

Results demonstrated that the students in lectureith an endterm test mainly accessed the neat

rials during the month before the test, whereas accesses in lectures with written assignments during

the semester were more equally distributed over the semester. Cluster analyses revealeduthat st

dents diffeed in the temporal patterns in which they accessed the materials. These differént pa
GSNya oSNBE O2NNBfFGSR ¢gAGK (GKS aiGdRSytaQ O2y TAR
but not with the number of correct responses.

Extended Summary:

Obijectives or purposes

In this study, we investigated the extent to which dysfunctional study behavior in terms of massed
instead of spaced learning is a function of the organizational structure of the course. Furthermore,
we investigated the impact of digsctional study behavior on learning performance as well as on
metacognitive monitoring accuracy.

Perspedte(s) or theoretical framework

Studying psychology at the university level implicates a high level epamdtd learning outside

common educationksettings (i.e. lectures and seminars), and thus requiring advanced skills-of self
regulated learning. Although numerous studies demonstrate the benefits of spacing learnirig activ

ties, many students seem unaware of this strategy. Studies examining stuléd RA & O N0 dzi A 2 ¥
ing activities over the course of the semester show that they often tend to mass learning b&fore e

ams which is due to their understanding of effective learning (e.g., Taraban, Maki, & Rynearson,
1999). Remarkably, Kornell (200@vealed across three experiments that a majority of students
experiencing benefits of spaced learning still stuck to the false metacognitive belief of massing lear

22



ing being more effective than spacing. As the preference for massing learning activitiedcsee

4dz0OK 6ARSALINBIRE ¢S &4SG 2dzi G2 SEFYAYS GKA& A&a
activities on an online learning platform. Specifically, we investigated the extent to which dysfun

tional distribution of learning activities (a) asfunction of the organization of the course and (b) a

fects learning performance and metacognitive judgments about learning performance.

Methods,techniques, or modes of inquiry

Participants of four psychology lecturds £ 259) were presented with leamd materials stored on

0KS dzyAGSNEAGEQa 2yt AYS SFENYAYy3I LI I GF2NMED 5 dzNA
terials were published on the platform. Accesses to these materials were automatically registered

and aggregated for each student atetliirst day of each month. The four lectures were differently
organized. In two lectures, the students were tested for their knowledge in the last week oéthe s

mester; in two lectures, they were not tested. Instead, the students in these lectures tuifillee

written assignments during the semester.

Data sourcesgvidence, objects, or materials

t F NOTAOALI yia oSNB (GSFOKSN) alidzRSyda Ay GKSANI YI &i
mary or secondary schools. The learning materials avaiabkbe online platform included prese

tations, videos of previous lectures, references, and-seifly questions, for example. Two lectures

were conducted in the summer term 2016 and two lectures in the winter term 2016/17; one lecture

with endterm test and one lecture with assignments distributed across the semester within each

term.

Results and/or substantiated conclusions or watsgor arguments/point of view

We compared the lectures with eférm test and distributed assignments, separately for gum-

mer and the winter term. Results demonstrated that the students in lectures withtemd test

mainly accessed the materials during the month before the test, whereas accesses in lectures with
written assignments during the semester were more equaiyributed over the semester. Thistpa

tern was found in both semesters. Cluster analyses revealed that students in lectures witrmnd
tests differed in the temporal patterns in which they accessed the materials. These differeittial pa
ternswerecorrelda SR g AUK (GKS a0dzRSydaQ O2yFARSYyOS Ay GKS
with the number of correct responses. Particularly, students who tended to intensive massing of
learning activities were less (least) confident in the correctness of thsirresponses and showed
lower (lowest) monitoring accuracy.

Scientific or scholarlyggiificance of the study or work

Spacing or massing learning activities is partially a function of when the students are stimulated to
perform learning activities. CHanging their activity solely by a test at the end of the semester su
ported massed learning as indicated by accessing learning materials. Comparisons within the lectures
employing eneterm tests demonstrated that massed learning is not necessarily agedaivith lov-

er test performance. However, massed learning decreased metacognitive monitoring accuracy.
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Active student participation: engging in academic activity
Michael Gruber
Umea University

Active student participation in academic contexts can be used to enhance bothaogtitive study

skills and study results. Since spring 2015, the Department of pisgghat Umed University has

G2N] SR aLISOAFAOIffte GgAGK | LINRP2SOG OFftftSR a! OGA
dent participation in both extracurricular activities and within courses with the aim to decrease st

dent dropout numbers, imease metacognitive study related skills and enhance the quality aof st
RSyiaQ I OFRSYAO SELISNASYyOSo {S@OSNIt | OGAQBAGASA
with students: a welcoming arrangement, lecture and exercises in study strategiesgmrday,
competence portfolio work, peeearning activities, enhancing communication between students

and between students and department, and preparatory meetings with student representatives. All
first-year students in the psychology program and tlogrmitive science program completed a &w

dish version of the Motivated Strategies for Learning Questionnaire (MSQL) and the Academic Self
Regulation Questionnaire (SR at the beginning of their studies (September 2016) and again at

the end of yearone (M& HAMTO® 5FGF gAff 0SS LINBaSyidsR 2y ai
tions and preand postmeasures of the questionnaires.

Extended Summary

Active student participation in academic contexts can be used to enhance bothaogtsdtive study
skills andstudy results CookSather, Bovill, & Felten ,20143ince spring 2015, the Department of
LlaeoOKz2t238 |G !YShn ! YyAGSNEAGE KFa ¢2N] SR adlLISOATA
GA2yéd ¢KS LINRP2SOUG ¢ a Ay ngWithactiva studdniipdifipation at | | |
UppsalaUniversity (Hald & Nystrom, 2011; Gardebo & Wiggberg, 2012). Our overall goalns to i
crease student participation in both extracurricular activities and within courses with the aim-to d
crease student dropdunumbers, increase meteognitive study related skills and enhance the gual
Ge 2F &diGdzRSydaQ FOFRSYAO SELISNASYyOSoe a2NB aLISO.
confidence, motivation, engagement, responsibility and their study related metéivegyawareness.
We also want the students to deepen their understanding of the goals of higher education and the
GSFOKSNARQ LISRFI2AAOFE AyiSydAzyad 22NJAy3I 6AGK |
students experience the learning situatias a more democratic process and develop their pofe
sional identity.

Andersson (2012) lists several reasons for working with active student participation: it improves
learning, it improves student retention, and it contributes to personal developmeng. Way to n-
crease student participation is to activate them in peer learnidgud, Cohen, & Sampson, 1999).
Peerlearning aims at increased learning for all involved, both those who are being taught but also as
a deeper understanding for the students téwny. Peeflearning also increases participation in the
learning process for the students being taught and increases engagement for the students teaching.

At the start of the Active student participation project a special administrator was designated for
the project. Several activities where implemented to reach each of the goals and all activities were
planned together with students: 1. A welcoming event was held at the start of the first course with
the aim of increasing student engagement, responsibéitd an understanding for higher education.
2. A lecture on study techniques and a follow up study time scheduling practice was carried-out du
ing the first two weeks aiming at increasing study results, responsibility and an understanding of the
goals of fgher education. 3. Program days were arranged to increasec@elidence, motivation,
responsibility, developing identity, and the activity in the learning process. 4. Competence portfolio
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work aimed at increasing satbnfidence, motivation, engagementesponsibility, metacognitive
awareness, and professional identity. 5. Extracurricular {em@ming activities were held byme
ployed student assistants aiming at increased study results, responsibility and activity in the learning
situation. 6. Meeting btween project administrator and student representatives were held before
program committee meetings and the departments educational committee meetings to prepare the
students for these meetings. The aim of these preparatory meeting was to increase tlentstu
understanding for higher education, setbnfidence, motivation and an experience of the eduaatio

al process as being democratic.

The large majority of data will be analyzed before the EUROPLAT conference. Data vall be pr
sented of study results frorthe first years eight courses, course and program evaluations, and eva
uations of the peer learning activities. Data will also be presented on allyéest students in the
psychology program and the cognitive science program who completed a Swedign vafrshe
Motivated Strategies for Learning Questionnaire (MSQL) (Pintrich & DeGroot, 1990) and thmAcade
ic SelfRegulation Questionnaire (SFR) (Ryan & Connell, 1989) at the beginning of their studies
(September 2016) and again at the end of year dviay(2017).

We have used a several activities to reach our goals. Some activities are directly related to specific
effects but most activities together aim at several goals. One interesting result is already obvious.
Results from the first course in the gmitive science program show that the lecture on studyhtec
niques and the accompanying practice in study time scheduling had no positive effect at all on the
written exam at the end of the course compared to students from the previous two years. The st
dents scored worse than previous groups.

We hope the results from our project can serve as a background for a discussion on how to best
reach the goals we have set and share experiences of failures and successes.
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Change of coursepecific motivation during a semestend the role of coursespecific exped-
tions.

Eva Seifried, Katharina KriegbaugnBirgit Spinath
Rupreht-KarlsUniversity Heidelberg

Research on shoterm changes of motivation in real learning settings is scarce (see Kosovich, Flake
& Hulleman,2017). In this paper, we wanted to shed light on the form and on influencing factors of
the change of the three value components of motivation (Wigfield & Eccles, 2000) within a lecture.
Realistic student expectations regarding what will be learned irsetabave been investigated as a
factor influencing student satisfaction (Hasenberg & Schitdert, 2013). Based on these prior
findings, we hypothesized a decline of motivation and that this decline would be larger winen st
RSy (G aQ SELISOI bnieit dfythe ledtudeaveré notisktiSiedON = 148 preservice teacher
dGdzRSyGa Ay | £SO0Gdz2NE aLYGNRBRAzOGAZ2Y (2 9RdzO GA2
regarding their motivation and their courspecific expectations (three factors: ovew, methods,
practice) at five measurement occasions during a semester. Latent Growth Curve and Latent Change
Models showed that there was a decline for all value components over time. For two components
(i.e., intrinsic and utility value), we found a glratic progress with a large decline at the beginning of

the semester; for the third component (i.e., attainment value), we found a linear progress with a
large decline at the end of the semester. Autoregressive deagged panel models showed that the
perceived (nonr)fulfillment of the coursespecific expectations had an influence on the extent of the
decline, with different weights for the three factors. We conclude that it is important to enlighten
students about the contents of psychological courses.

Extended Summary

Objectives or purpes
This study is about sheterm changes of motivation in a lecture and the role of cotspecific &-
pectations for this change.

Perspedte(s) or theoretical framework

Previous research has mainly been concerned Wwittwv motivation changes in the long run andrse

eral studies have shown that motivational constructs like values and expectancies (Wigfield & Eccles,
2000) decline over the academic career (e.g., Jacobs, Lanza, Osgood, Eccles, & Wigfield, 2002; Musu
Gillette, Widfield, Harring, & Eccles, 2015). Only recently, researchers have started to investigate
short-term changes in realistic learning situations (see Kosovich, Flake, & Hulleman, 2017). Kosovich
FYR O2ffSI3dz85aQ ouHnAmMT O F AxpaRtangics and kthg @ilitydzitu® com || G 0 2
nent of motivation decreased in a psychology introduction college class during a semester. However,

the development of the remaining value components (i.e., intrinsic and attainment value) was not
investigated. Furthemore, the sample was very homogenous and due to the inclusion of only three
measurement occasions, ndimear forms of the trajectory of the motivational development could

not be modelled. Last but not least, the reasons for the decline or factors imflugithe motivatio-

al development remain unclear. For another outcome, that is, student satisfaction, the role sf reali

tic expectations has been found to be relevant (Hasenberg & Sciftrdtt, 2013): The more st

dents correctly expected the contents ofheir studies, the more satisfied they were.

By using multiple measurement occasions and by collecting data on several variables, we wanted to
shed light on the form and on the influencing factors of the motivational development. We expected

a decline of mtivation but had no hypothesis about the form of the trajectory. However, we h

L2 i KSaAT SR GKId GKS RSOtAyS Ay &aidzRSydaQ Yz2idAgQl
about the content of the lecture were not satisfied.
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Methods,techniques, or maek of inquiry

NI' mny LINSBASNBAOS (SIHOKSNJ addzRSyida 27F | £ SO0 dzNJ
asked to participate in surveys regarding their motivation and their cespeeific expectations at

five measurement occasions during a semesteweek 1, 6, 10, 13, and 16 (i.e., the week before the
examination).

Data sourcesgvidence, objects, or materials

The value components of motivation were assessed with three items each (see Steinmayr & Spinath,
2010, adapted for the university contexyedR G KS & LISOA TA O Oseaficesear { G dzRS
tions covered three factors: getting an overview of the contents of educational psychology, learning
Fo2dzi o0LJA@OK2t23A0It0 YSGK2RakadldAaaldaOafE. I yR N
Based on the results of factor analyses, each factor was modelled via four items.

Results and/or substantiated conclusions or watsgor arguments/point of view

Latent Growth Curve and Latent Change Models showed that there was a decline forealtanadu

ponents over time. For intrinsic value and utility value, we found a quadratic progress with a large
decline at the beginning of the term; for attainment value, we found a linear progress with a large
decline at the end of the term. Further analysémwed that the perceived (nedfulfillment of the
coursespecific expectations had an influence on the extent of the decline in motivation, with-diffe

ent weights for the three factors.

Scientific or scholarlyggiificance of the study or work

We concludehat it is important to enlighten students about the contents of psychological courses:
When motivation declines during a semester, and unfulfilled expectations about the contents of a
course are relevant for this change, students should be put in theipodo develop realistic expe
tations as early as possible. In further studies, we plan to gather data about students wishes in add
tion to their expectations.
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What kinds of beliefs have prserviceteacher students about the nature of educational psychel
gy?- Development and evaluation of an instrument to assess student's epistemological beliefs

Joerg ZumbachStephanie Mosé& Ines Deibl
YUniversity of SalzburgTechnical University of Munich

9RdzOF i2NBE YR NBaSINOKSNAR 2FdGSy OflAY GKFG GSIO
practical theories and performance in classroom. Thus, broad research is done about teaeher st
RSydaQ SLAaAGSY2t23A0Ff 0StANAR®S b ERSOK KNGS a@St NG
cational psychology is still missing. Within this study, we designed an instrument to measuee epist
mological beliefs of prservice teachers about the nature of educational psychology and tested its

validity withinany G N2 RdzOG 2 NBE f SO0 dzNB Ay SRdzOF GA2y It LAeéOK
of beliefs and attitudes after and before attending the lecture. The gquestionnaire consists of seven
subscales: Scholarly Standard Practice, Relevance of the DisciplineifiSdamlity, Usefulness,

Source of Knowing, Certainty of Knowledge, and Mandatory Character of the Course. Further, we
YSIFadz2NBR aitdzZRSydaQ R2YFAYy 1y26¢6tSR3IAS O0GAl 02y GSy
psychology. Results reveal that the apgligems are adequate reliable and, show that the instr

ment is valid from a discriminatory perspective. Thus, it can be used in order to measure changes in

a0dzRSyiaQ FGGAGdzZRSE YR 0StASTa FFFSOGSR o6& Ay
formative evaluation.

Extended Summary

Objectives

The objective of this study was to adopt rather generic questionnaires designed to assess @pistem
logical beliefs regarding the specific methodology of contemporary educational psychology research.
Furthermore,our aim was to apply this instrument in practice and test its validity in an applieal situ
tion in preservice teacher training within an introductory lecture in educational psychology.

Theoretical framework

A large number of research approaches isdediRateli 2 (G KS FASt R 2F aAGdzRSy(iaQ
of knowledge and knowledge acquisition and recently, more and more research is done on epistem

logical beliefs of preservice and in servieeachers. However, as far as we know, there is &o r

search conerning pred SNIJA OS G S OKSNARAQ SLIAa&AGSY2f23A0Ft 0SSt A
Epistemological beliefs of teachers play an important role in designing learning environments (Cheng,
Chan, Tan & Cheng, 2009). Thus, it is critically importantstiugients gain scientifically appropriate
epistemological beliefs not only in their teaching disciplines but also in educational psycholegy. Pre
service teacher students in Austria are confronted with at least two different disciplines, eequir

ments, and sis. Therefore, their epistemological beliefs might differ largely, because students are
confronted with different approaches to research methodology.

Within this study, we designed a questionnaire to measure epistemological beliefs -skmiee

teachas about the nature of educational psychology and test its validity within an introductory le

ture in educational psychology. We assume that -peevice teachers have little or no prior
29



knowledge in psychology and have inappropriate mental models about (edacational) psychot

gy is about and how research is done within this discipline. Subsequently we assume that using an
intervention like a statef-the-art introductory lecture might contribute to a) a change in insights
how reliable and valid researdh in this field and b) develop an appropriate representation about
what educational psychology is about.

Method

Our guestionnaire comprises the following seven subsc&ebolarly Standard Practi¢éd items,

/I NB Yy o | OK®x3) Refevalice of the Digplinefor in-service practice (4 item$; N2y 6 H-OK Q& !
pha= 0.79) Scientific Quality2 items;; NEB y 0 I O K Q.85)Uséfuld&stor in-service teaching (4

items;/ NR y o I O K®®1)Sotrediof Knowin(p items;/ NB y 0 | O K=MB4),CettdidiK of

Knowledge(6 items;/ NP y 0 | O K=QE83),! ahdMiqdiatory Charactenf the Cours€3 items;

/ NPy ol OKQB&7). Alfittdiswereasl52 Ay G [ AT SNI a0FtSa 6FNBY aai
f & | 3ANBSE U PSourc dfknowidgdd &tanty ®fKnowledges SNBE G 1 Sy FTNRBY | N
FYR | 2L Q& ounnnd DSNXYIYy (NIXyatlriaazy 2F /2yt SeQa
In addition, participants had to select from a list of 26 topics out of the field of psychology in general

those concepts which are core topiwithin the field of educational psychology or not.

Data sources

Participants were 82 prservice teacher students (51 female, 31 male, mean age=24.27; SD=8.29) at
the University of Salzburg (Austria). All participants were attending an introductorydeict edua-

tional psychology. Participants were asked to fill in the questionnaire at the first lecture. The same
guestionnaire was applied 12 weeks later as gest.

Results

Descriptive statistics reveal that all subscales extégbdatory Characteof the Courseshowed an
increase from preto posttest.

Inference statistical analyses (betwesnbjects comparisons) revealed for ts@ed testing and
after BonferroniHolmes adjustment significant differences from pre post test in subscaleSchd-
arly Standard Practic@ = .36),Scientific Qualityd = .40),Usefulnesg¢d = .40), andvlandatory Cha
acter of the Coursfd = .32). No significant findings were found regarding the sdédsvance of the
Discipling Source of KnowingndCertainty of Kowledge

Test statistics regardingontent Assessmergvealed that in postest significantly more topics gen
ine to educational psychology were identified than in the-f@st (d = .40). The difference in correct
identification of topics that are notequine to the field was not statistically significant.

Scientific significance

Taken together results show that the developed instrument is reliable and valid. We found uhat st

RSyiaQ o0StASFa o6SOI YS Y2 NBSchoMry Stndd RizcticeNScmtifitR A y 3

Qualityand Usefulnesshut there are still some misconceptions about the nature of educational ps

chology. Further research as well as interdisciplinary approaches are needed to fossaryoe

0SIFOKSNEQ SLMAadSY2t23A0It 0StASTao
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Changing psychologstudents' epistemic beliefs through "resolvable controversies": Evidence from
two studies

Tom Rosman & Anrdgathrin Mayer
Leibniz Institut for Psychology

'y AYOSNBSylGAzy O2yOSLIi G2 F2aiSN) LJAeOKz2ffzae aic
knowledge and knowing) is presented. The concept is based on a mistigdeapproach. Students

were presented short texts containing controversial scientific evidence on gender stereotyping in
a0K22ftad Ly O2yiNrald (2 YaBersialiewdenged, all tadtyadidtions | LILINE
may be resolved by identifying the contextual factors that a certain type of stereotype discrimination
200dzNBE Ay O0aNBaz2tglotsS O2yGiNRPOSNEASAéd0d 28 SEL
(knowledge as deli Ay G FlF OGaé0 |yR YdzZ GALX A&aGA0O o0StASTa
foster evaluativism knowledge as more or less objective/subjective, depending on the issuesin que

tion and its context). The intervention concept was tested in two fieldlists (N=68 and N=153\ps

chology undergraduates), of whom one employed a-post 3*2 design (3 intervention groups, 2
measurement points) and the other one a simple-piest design. In sum, it proved suitable in redu

ing absolute and multiplistic belieés well as in fostering evaluativism.

Extended Summary

Objectives

Knowledge in psychology isdifined (Muis, Bendixen, Blaerle, 2006). Integrating conflicting claims

and weighing scientific evidence is therefore vitally important for anyone who gets in touch with
psychological findings and theories. This poses a significant challenge especially to undergraduate
psychologystudents, and failing to do so might lead to students developing beliefs of psychological
knowledge as subjective, vague and obscure (Rosman, Mayer, Kerwer, & Krampen, 2017). Research
on epistemic beliefs (i.e., cognitions about the nature of knowledgekanmaving) has termed such
beliefsmultiplistic beliefs. Multiplistic beliefs have been shown to impair learning (e.g., Rosrean, P

ter, Mayer, & Krampen, 2016), while beliefs relating to the need for an evaluation and integration of
scientific claims (soaled evaluativistic beliefs) are usually seen as positively affecting learning (Kuhn

& Weinstock, 2002). In the present paper, we present an intervention concept aiming at reducing
Ydzft GALX AaGAO 06StASTFa o01y26f SRI3SYs (kndwledgdznBedtdel A OS & 2
G F I Owhile at>the same time, fostering evaluativism (knowledge as more or les-obje
tive/subjective, depending on the issue in question and its context).

Theoretical framework

I O02NRAYy3 G2 GKS . Sy Bekstfdgel, dpigtéicwblzfi.&, @égnitiderimom n 0 LINE
gruity that arises when individuals recognise a dissonance between existing beliefs and neiv exper
ences)constitutes a driving force for epistemic change. We therefore designed an intervention ai

ing at eving epistemic doubt regarding both absolutism and multiplesmd supporting students to

resolve this doubt by adopting an evaluativistic stance. This might be accomplished by first{presen
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ing scientific controversies and by subsequently instructing iRdid- £ & G2 aNBaz2r gS¢ (K
sies (e.g., by weighing and evaluating evidence or searching for moderators). In fact, in terms of Be
RAESY YR wdz SQ& o6wnnnod Y2RStX NBaz2t @gay3a O2yiNER¢
absolutist would nglect the existence of controversies) and multiplistic beliefs (a multiplist would

yS3t SOl GKS LRRaaAiroAtAde 2F aNBazf dAayaé O2y G NRGSN
Intervention technique

To test our ideas, we designed 18 text snippets describing fictitious and apparently cotigadict

studies on gender stereotyping of school teachers. The snippets were based on the idea that neither

girls nor boys argenerallydisadvantaged but that gender discrimination depends on moderating

factors (e.g., varies over different subject matters). allow students to resolve the controversies,

each text included specific cues pertaining to the moderating factors. For example, a shippet-sugges

ing that girls receive poorer grades included a cue that physics grades were assessed. After reading,
studerts were asked to write a short essay based on these texts.

Data sources

Two evaluation studies were conducted. Stud\NE (68 psychologyndergraduates) used a pyost

3*2 design (3 intervention groups with differing writing instructions, 2 measuremeinits). Study 2

(N = 153 psychology undergraduates) usesiraple prepost design and included measurements on
factors potentially moderating intervention efficacy. Epistemic beliefs were measured by adaptations
of established questionnaires.

Results

In Study 1, the intervention proved suitable in significantly reducing absolutism and fostering-evalu
tivism as well as justification by multiple sources (a component of evaluativism). No significant e
fects on multiplism were found. In Study 2, significafieets on all three dependent variables{r
duction in absolutism, reduction in multiplism, increase in evaluativism) were found.

Significance of the work

In sum, our data show that the presentation of resolvable controversies issuié#id to reduce b-
solutism and multiplism through an increase in evaluativism. They also show that confrontations with
inconsistent findings, which are frequent in psychology, do not necessarily lead to higher multiplism:
If the inconsistencies are resolvable, multiplism eweems to decrease. With regard to practical
implications, our findings imply that lecturers should facilitate knowledge integration of learners.
Moreover, curriculum designers should place emphasis on research methods since weighing and
integrating evideoe often requires evaluations of study quality.
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Building scientifiditeracy: Fake (Science) news in the classroom
Susan A. Nolan
Seton Hall University

Political fake (and misleading) news gets a lot of press, but science fake (and misleading) stories are

just as dangerous and are increasingly an obstacle to the develoipof psychologically literate

citizens. In part because social media are great equalizers, popularity rather than accuracy drives

what we encounter, what we are likely to choose to read, and, in many cases, what we believe. As
instructors, we can learnrédm research in cognitive, social, and philosophical psychology on why
020K FI11S ySga I sz NEfl G§SRftex NBFfE ySga OGKFG Az
YR RAQGAAAGSD® 2SS Oly Fftaz2z €SIFENY KIYAwh2yd yi KISH LI
us to enjoy thinking critically and scientifically about information. With these research literatures as a

base, instructors can develop lessons about critical thinking to teach students to differentiate among

good, questionable, andike sources of information about psychological science. In our classrooms,

S Oly KIFN}ySaa a NBdrdapplictiossof psyéholains ofténkn giiill-ahd fault

Odzt GdzN> £ O2yiiSEGad .dzi 6S | faz2 Ol khg skilsNgat&@ & I
students evaluate the information we all encounter.

Extended Summary

Objectives or purposes

PRPEAGAOIE aFI 1S ySgaée Aa GKS F20dza 2F YdzOK | GGSy
tific news, is also dangerous; mapgople fall prey to scientific misinformation. My first objective is

to present an overview of research on why we so readily believe problematic scientific information

and how we can overcome natural biases. My second objective is to build on thesedibglingo-

ducing a pedagogical tool to teach students how to approach information from the perspective of
psychological science.

Perspective(s) or theoretical framework

Several theoretical perspectives underlie this work. First, the research on whyepbelxve fake

news comes from several areas of psychology, including cognitive psychology (e.g., Frost et al., 2015)

and philosophical psychology (e.g., Boudry, et al., 2015). Much of the research on why people are

able to overcome our natural biasing @Sy OA S&a 02YSa FTNRBY 62NJ] 2y ayS¢
natra et al., 2014). These frameworks will guide the discussion of the problem, possible solutions,

and teaching tools.

Methods, techniques, or modes of inquiry
The proposed paper combines a revietwelevant research and the introduction of a specific @ed
gogical tool. | also will discuss evidence for the effectiveness of that tool.
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Data sources, evidence, objects, or materials

In the U.S., fake science news has existed at least since a widielyedel835 news series claiming

life on the moon, including unicorns and talking tike men (Goodman, 2010). Modern uncritical
acceptance of information has also been widely documented; for example, the Stanford Histery Ed

OF GA2Yy DNER dzL) suscepiolit R midginfodzfaty dnd fOund shocking lapses of critical
thinking across educational levels (2016).

Several classroom techniques aim to help students critique information. | will introduce one, the
CRAAP test, which helps students question & 2 dZNDOS Q& Odz2NNBy Oes NBf S@l y O
purpose (Blakeslee, 2004). There are multiple variations on the CRAAP test, including this example:
http://legacy.juniata.edu/services/library/instruction/handouts/craap_worksheet.ptfwill discuss

the use of the CRAAP test in the classroom and as a homework assignment across the psychology
curriculum.

Results and/or substantiated conclusions or warrants for arguments/point of view

Critics of the CRAAP believe that it is too simplistic (Burkhd@d). But the model has more fans

GKFy RSGNIOG2NE® LG ¢Fa RSAONAOGSR a adKS Yzad
GKS aSNASa 2F OKSO(1fAad GSada GKIFIG KIFE@S 06SSy LINE
Some argue that waaturally use heuristics when we evaluate sources, and the CRAAP test might

guide our heuristics to more accurate ends (Metzger, Flanagin, & Medders, 2010). Moreover, the
CRAAP test is eminently practicado easy to use that tepearold students have e it to evaluate

sources about the mythical creature, Big Foot (Knott & Szabo, 2013). Proponents also emphasize that

the value of the CRAAP test is in applying it in spirit rather than with rigid adherence to the criteria
(Wichowski, & Kohl, 2012).

Scienific or scholarly significance of the study or work

In the current climate of misinformation, it is important to combine research, both on why rdislea
ing scientific information is so compelling and how we can inoculate students against natural bias,
with practical pedagogical tools. In my paper, | aim to provide examples of concrete classroam activ
ties aimed at increasingly psychological scientific literacy that are built on a foundation of research.
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Constructive alignment in the field of educational psychology: Development and application of a
guestionnaire for assessing constructive alignment

Ines Deibl, J6rg Zumbachvéola Geiger
University of Salzburg

In academic teaching, there are a multitude of various formats of courses. Moreover, there is a high
RSINBS 2F KSGSNRr3ISYySAGe Ay SEFY F2N¥lIdaoe Ly (K
' f A3y YSy i &todhe telationstiptbétwieén teaching goals, (dorssprecific) didactic mét

ods and examination modalities. To assess this construct, a questionnaire has been developed. The
objective was to create a questionnaire sufficiently sensitive to measure trentmlbetween a
O2dzNBS 2F &aidzReQa O2yiSyidz Ada YSiK2R& | yR SEI YA
with regard to course evaluation. Within an introductory lecture in Educational Psychology and a

total of 129 students the relationship betgn CA and course evaluation has been examined. Results

reveal that overall course evaluation can be predicted by the match between course objectives and
instructional methods while other course evaluation factors failed here as predictors. With a high
internal consistency, the instrument provides an alternative for traditional course evaluation-instr

ments.

Extended Summary

Objectives

The objective of this study was to develop a questionnaire for the assessment of Constructive Alignment
(CA) and to analyze how different aspects of CA contribute to quality of teaching within an introductory
course in Educational Psychology.

Theoreticaframework

The design of learning environments according to professional criteria is a central purpose of Instructional
Design (Zumbach, 2010). Apart from analyzing possible learning objectives and competenceg-to be a
quired, careful consideration of teacherofiles, available resources and a detailed analysis of teaching
contents as well as corresponding didactic methods and media are necessary (Schott, 1991).

CA is a concept applicable on the definition of good teaching independent of academic diswifgiine

tent (Biggs, 1996). The concept is oriented towards three core issues: learning outcomes, teaching and
learning methods and design of exams. The model of CA serves for quality assurance in teaching (Baumert
& May, 2013).

The scientific evaluationfdeaching poses a relevant planning and decision support regarding future
range of courses (Braun & Gusy, 2006). In this study, we designed an instrument to measure the three
dimensions of CA in an introductory class in Educational Psychology and teeahaly CAlimensions

are related to course evaluation.

Method

Our questionnaire comprises the following four subscales; the first three scales refer direcly to a

sess CA and cover: the fit betwetsaching methods and conteif items / NBy o | O%Qa ! f LJi
S®ad aliSFOKAY3A YSiK2Ra INB FRILIISR G2 thefit AYRA DA
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betweenteaching goals and exan(S item& / NBy o6l OKQ& ! f LKl T dtpT So3ao
teaching goals refer to the relevant examination subjéc the fit betweenexams and method&

items / NRyol OKQa ! fLKIF I'dtcT So3ad aSBSy AFciGSIOKA
(i dzN&hd theflexibility in adjusting teaching methodd items,/ N2y o6 OKQa ! f LIKI T oy
teacher usedyf & (G NHzOG A 2y I £ Y S K 2.Rrdadditioh, alshof §c&letrdgardir thacl vy S NE
ing evaluation byZumbach et. al2007) included 15 items with the dimensidiesm and structure (4
AGSYAZI [/ NPRYO!Il @&hedchdracteditics (4itenB Py ® E OKQa&a ! £ LIKI ' dyn
NEft SO yOS 060 AlSYaandf/SNENOAYEK hadzQ GSLIKaF ofo BdinSoy & = /
items were as 812 Ay i [ A 1 SNIR 235G fySa0 o ApLEGR M-add ATz isnSEZ 0
assessed the @vall evaluation of the course by using a grade system between 1 (very good) and 5

(very poor).

Data sources

The questionnaires were applied on voluntary base at the end of an introductory lecture inta-educ
tional psychology right after the written exarA. total of 129 students (32 male, 96 females, mean
age = 23.02503=4.60) of the University of Salzburg took part. All participants were teacher students.

Results

Descriptive data reveals that almost all subscales had considerably moderate to high seofeigise 1).
Thus, it seems that within this introductory course the method (mostly teacher directed presentations),
the objectives (to get an introductory overview about Educational Psychology), and the written exam
(multiple-select questions and shorpen questions) seem to be well synchronized according to CA.
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Figurel: Descriptive results.

In order to analyze how CA and other factors contribute here to the overall grade given by students
for this course, a regression analysis has been conducted. Independent variables were all subscales
as assessed with the instruments described above. Degr@ndariable was the overall grade. A
stepwise regression model revealed a variance explanation of 15 % by the prdiibtiween d-

jectives and teaching method® = .15, [10s= 18.35, p < .0Q1 All other variables have beex-e

cluded from the model due to nesignificant contribution to the regression model.

Scientific significance

Taken together, findings show that the instrument developed to assess CA shows acceptable values
regarding internal consistency. The study reveals that the overall evaluation of students towards
courses might be explained not only by traditional courseratiaristics as assessed in most course
valuation instruments. Here, the matching between course objectives and teaching method is the
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the findings are lirted due to the nature of the course, which was a large introduction lecture. Thus,
change in instructional methods was rather limited. Nevertheless, students rated the course quite
acceptable. Further research has to test whether the designed instrurseaiso applicable within

other Psychology courses and within other domains.

References

Baumert, B., & May, D. (2013). Constructive Alignment als didaktisches Konzept, Lehre planen in den
Ingenieur und Geisteswissenschaften [Constructive Alignment as actitd concept, lesson
planning in engineering sciences and in humanitiésiirnal Hochschuldidaktj8ournal of Ur
versity Didactics]l-2,23-27.

Biggs, J. (1996). Enhancing teaching through constructive aligniigher Education, 3347-364.

Braun, E & Gusy, B. (2006). Perspektiven der Lehrevaluation [Perspectives in teaching evalmation].
G. Krampen & H. Zayer (EdBigdaktik und Evaluation in der Psychold@elactics and Evadu
tion in Psychology] (pp. 158B66). Goéttingen: Hogrefe.

Schott, F(1991). Instruktionsdesign, Instruktionstheorie und Wissensdesign: Aufgabensteleing, g
genwartiger Stand und zukinftige Herausforderungen [Instructional design, instructienal d
sign and knowledge design: tasétting, current status and future challengeldhterrichtsws-
senschaffinstructional Science],9(3), 195-217.

Zumbach, J. (201)ernen mit Neuen Medien: Instruktionspsychologische Grundlagen [Learning with
New Media: Instructional psycholotpased foundationsJStuttgart: Kohlhammer.

Zumbach, JSpinath, B., Schahn, J., Friedrich, M., & Kogel, M. (2B6&yicklung einer Kurzskala zur
Lehrevaluation [Development of a short scale assessing teaching evaluation]. In M. Kréamer, S.
Preiser & K. Brusdeylins (EdP3ychologiedidaktik und Evaluatifididactics of Psychology and
EvaluationMI(pp. 31%326). Gottingen: V&R unipress.

Students' Evaluations of Teaching are associated with the subjective likeability of teachers
Daniela Feistaué®& Tobias Richtér
'University of Kasselniversity ofWirzburg

Y2y 3 dzyAGSNERAGE GSIFOKSNBXZI Al A& O2YY2y (2 R2dz
(SET) as an instrument to measure teaching quality. One potential threat to their validity is that SETs
might be confounded with teachers' likabylitTo test whether likability has an effect on SETs, we
examined the association between the global rating of teacher performance in SETs and individual
students' ratings of the likability of teachers. Likability is defined here as a positive attitudstiiat
dents hold towards the teacher and was measured with one item included in the evaluati@r que
tionnaire. Separate crosdassified multilevel analyses for seminars and lectures revealed ai-signif
cant fixed effect of likability on the global rating ofather performance. These results indicate a
strong relationship between likability and the global rating of teacher performance in SETs. Gonside
ing that likability bears no conceptual relationship to teaching quality, this finding points to a-pote

tial threat to the validity of SETs. In future research, the underlying causality of this relationship
needs to be disentangled by assessing likability with a #iteiti scale before the course starts.
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Extended Summary:

Theoretical background

Y2y 3 dzyAGSNERAGE (GSIFOKSNBRXZI Al A& O2YY2y (G2 R2d
(SET) as an instrument to measure teaching quality (e.g., Greenwald, 1997). In particular, these
evaluations are often regarded as "happy sheée&sy., Eady & Porritt, 2014) opopularity contests
(Dziuban & Moskal, 20} Iather than indicators of teaching quality. To test whether and to what
extent these qualms are justified, we examined the association between the global rating of teacher
performance in ETs and the likability that individual students refer to a teacher. Likability is defined
here as a positive attitude that students hold towards the teacher. It includes the facets perceived
similarity, credibility, and attraction (Frymier, 1994). We inigeted how including likability as
predictor in crosglassified multilevel models (Baayen, Davidson, & Bates, 2008) with the levels of
student and teacher reduced different variance components of SETS. If introducing the fixed effect of
likability consi@rably reduces the variance due to teachers compared to a null model (i.e., a model
with no predictors but only random effects), this may be interpreted as a validity threat for SETs.

Method

Analyses were based on data from 952 online evaluations (Staigfer2000) provided by 577

students. They rated 14 lectures taught by 8 teachers and 22 seminars taught by 13 teachers. The
courses were taught in the BSc/MSc psychology programs and in psychology courses for teacher
students at the University of KassplA { F 0 Af A& g1 a Y $owalidaNBSd® yosn find K (G K S
0KS { Sat bh&kedNd the evaluation questionnaire. Because of the different course formats of
lectures and seminars, we ran separatessclassified multilevel analyses (mixed modelghwi

crossed random effects, Baayen et al.,, 2008) that allow separating variance components due to
student, teacher, and the interaction of student and teacher (Feistauer & Richter, 2016).

Results and Discussion

Results in both course types showed a sigaift fixed effect of likability on the global rating of
teacher performance. The model fit increased as a consequence of including the fixed effect.
Compared to the null model, the variancetefichers decreased by 34fseminarsand by 39% in
lectures. he variance componerinteraction of student and teacher could be only found in lectures
and decreased by 55%.

These results indicate a strong relationship between likability and the global rating of teacher
performance in SETs (see alBelucchi, 2000)Considering that likability bears no conceptual
relationship to teaching quality (especially not when it is operationally defined as the degree to
which an individual student finds the teacher likable), this finding points to a potential threat to the
validity of SETSs.

As a next step, the underlying causality of the relationship needs to be disentangled. In the
present study, both assessments in this study were measured at the same time. Thus, it cannot be
concluded whether (and to what extent) likabilityadh an impact on the global rating of teaching
performance or whether (and to what extent) teaching performance had an impact on likability. In
principle, it might be the case that a higluality teaching influences both likability and SETs. In
future reseach, we plan to assess likability at the beginning of a course when the students were able
to form an initial impression of the teachers but cannot yet evaluate their teaching performance.
Furthermore, likability will be assessed with a mittkim scale (Bysen, 2005) to increase its
reliability.

39



References

Baayen, R. H., Davidson, D. J., & Bates, D. M. (2008).-dtigets modeling with crossed random
effects for subjects and item3ournal of Memory and Languadsd, 390;412.

Delucchi, M. (2000). Donorry, be happy: Instructor likability, student perceptions of learning, and
teacher ratings in uppeélevel sociology course$eaching Sociolog28, 220;231.

Dziuban, C., & Moskal, P. (2011). A course is a course is a course: Factor invariance in student
evaluation of online, blended and fate-face learning environmentsThe Internet and
Higher Educatiori4, 236;241.

Earley, P., & Porritt, V. (2014). Evaluating the impact of professional development: The need for a
studentfocused approactProfessionaDevelopment in Educatipf0, 112;129.

CSA&alGldzSNE 50X 3 WAOKGSNE ¢® OHnAMcOD | 26 NBE AL
variance components approachAssessment and Evaluation in Higher Education
doi:10.1080/02602938.2016.1261083

Frymier, A. B. (1994). The use of affirggeking in producing liking and learning in the classroom.
Journal of Applied Communication Research822105.

Greenwald, A. G. (1997). Validity concerns and usefulness of student ratings of instriotEntan
Psychologists2, 1182;1186.

Reysen, S. (2005). Construction of a new scale: The Reysen LikabilityS8ciale Behavior and
Personality: An International Journal, 281¢208.

{GFdzFSYoASET ¢d o6uHnnn0O® ACNI IS0623Sy 1 dzNJ 9@ f dzl i
{ 0dZRASNBYRS dzyR [ SKNBYRS®¢ w{ ddzRSyda / 2dz2NES
University CoursesDiagnosticad6, 169;181.

Progress Test Psycholo@yTP) and quality management of the bachelor program at-Wi
ten/Herdecke University

Michaela Zupanic, Jan P. Ehlers, Stefan Troche, Thomas OstegnMarzellus Hofmann,
Witten/Herdecke University

The suitability of the Progress Test Psychology (PTd) iastrument for quality assurance across the

AAE aSYySadsSNm 2F (KS o6l OKSt2NHa RSAINBS atr-adOK2¢t :
sity (W/HU) will be examined. Progress tests are generated with a blueprint, which depicts the exis

ing curriculumof the study program. Against this background, the comprehensive tests are aimed at

two objectives: students receive individual feedback on their performance and teachers can evaluate

their educational concepts. The psychologlcal knowledge of the studenésorded in the PTP with

100 true¥ I £ &S AGSya G GKS RS3INBS tS@Stsx (G2 0SS lya
know). The construct validity as well as the internal consistency of the PTP are examined-in cross

and longitudinalsection analyse Results from four test periods at the beginning of each semester

(April 2015 to October 2016) are available. The internal consistency was good to very good. The
crosssectional analyses showed an increase of the test value across semesters and ainl¢béne

G R 2 y Q (i-respofises iadicating the expected progress of psychological knowledge. The results
strongly demonstrate the potential of the PTP and its usefulness in the quality assurance of the
course of studies.
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Extended Summary:

Objectives or pyposes

The suitability of the Progress Test Psychology (PTP) as an instrument for quality assurance across the
AAE aSySadsSNm 2F (KS ol OKSt2NHa RSINBS ar-adOK2ft :
sity (W/HU) will be examined. The course, whigds started in the winter semester 2012/2013, is
accompanied by the PTP and has been evaluated since its development and piloting in December
2014.

Perspectie(s) or theoretical framework

Progress tests are generated with a blueprint, which depicts th&tiegicurriculum of the study pr

gram. A carefully designed blueprint is an important aspect in addition to the review processlby qua
ified psychologists (primarily the teachers involved in the study program) to ensure the content vali

ity of the PTP (Pleas, 2017). Against this background, the purpose of the comprehensive tests is
that students receive individual feedback on their performance, and that ¢aehers can evaluate

their educational conceptas well as their students learning success. Theutawdturriculum of the

o OKSt 2NH& RS3INBS O2dzZNES at aeOKz2f23& FyR taeoOKz?2
research methods, six modules on the basics of psychology (General, Biological, Social, Personality,
Developmental and Educational Psychelognd four modules on Clinical Psychology (Zupanic et al.,
2016).

Methods, echnigues, or modes of inquiry

The psychological knowledge of the students is recorded in the PTP with 16f@lBedtems at the
RSINBS tS@Stsz (G2 0S IyasSNBR gAGK O2yFARSYOS oac
number of correct minus incorrect answers. Confidemaighting involves deliberate reflections of

the students through their own "neknowledge" and thus provides additional information about the

success of learning (Dutke & Barenberg, 2015). The construct validity (Knedkaltests, Friedman

and Wilcoxoni Sadao +a ¢Sttt a GKS AyuSNyrftf O2yaAradaSyoe
are examined in crosand longitudinalsection analyses.

Data sources, evidence, oligoor materials

Results from four test periods at the beginning of each sstereare available. The assessment was

carried out with the students in April 2015 (PTP 01: N = 155), in October 2015 (PTP 02: N = 135), in
April 2016 (PTP 03: N = 140) and in October 2016 (PTP 04: N = 159).

Results and/or substantiated conclusions ornaats for arguments/point of view
In the crosssectional analyses, the test values increased across semesters for

PTP 01 test value of 18,1 + 13,0 (Sem. 1) to 66,8 + 23,4 (Sem. 6),

PTP 02 test value of 15,5 + 11,8 (Sem. 1) to 63,9 £ 24,7 (Sem. 4),

PTP 03est value of 5,3 £ 9,2 (Sem. 1) to 53,8 £ 17,8 (Sem. 6) and

PTP 04 test value of 13,9 £ 9,9 (Sem. 1) to 63,4 + 19,1 (Sem. 6),
I YR @R 2 yréponsgsyfieciedsed for

t ¢t nm & Rr2spdide of 7§/42+A 6,5 (Sem. 1) to 36,4 + 18,7 (Sem. 6),

t ¢t Ren O -réspbséaf 78,5 + 11,6 (Sem. 1) to 32,4 + 14,0 (Sem. 4),

t ¢t no & Rraspddde of 74/2+A %1 (Sem. 1) to 30,5 + 10,9 (Sem. 6) and

t ¢t nn & Rr2spddde of 7y42+A 2,8 (Sem. 1) to 31,0 + 14,1 (Sem. 6).
The examination of thdlifferences between the semesters with KrusWéallis tests showed sigiif
cant results for the PTP GIPTP 04 (p <0.001 for all comparisons). In the longitudinal sectidn ana
yses, significant differences in the test values and in confidence weightir@yq@l<for all compas
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Scientific or scholarlygiificance of the study avork

The results strongly demonstrate the potential of the Progress Test Psychology and its usefulness in

the quality assurance of the course of studiés.Witten/Herdecke University, a study with master

students in their first semester is currently beiogrried out to collect robust data on the intended

graduation level of PTP. In addition, embedding the PTP into a programmatic assessment program
(Heenemann et al., 2017) is recommended. The advantages of the student's longitudinal monitoring

and the repated feedback of the acquired knowledge by the PTP can be used in this way.
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Effects of emotional activation on beliefs, attitudes and teaching intentions of ys&rvice teachers
Frank Egloff & ElImar Souvignier
University of Mlnster

Teacher beliefs can affeit S OKAy 3 o0SKIF@A2NJ FyR adGddzRRSydaQ S|
Hence, the aim of our study was to explore if vigltven emotional activation is a promising-a

LINE I OK G2 FFF¥FSOG LINBaSNWBAOS (SI OKSNA fulondysA STax
There is some evidence that teacher beliefs can be affected by emotional experiences (Gilt-and Ha

din, 2015). According to Ajzen (1991) the belief that a specific behavior will lead to certain outcomes
affects the attitude and thus, the behavadrintention of that same behavior (effect chain). In order

G2 GSad AF Syz2aA2ytrft FOUGAGLFGAZ2Y OlFy OFdza$S OKI y3¢
change affects attitudes and teaching intention, we prepared two different video formds (6

minutes each) that both present studenéntered teaching in a positive light. Through a videoaxsho

ing studentcentered lessons we aimed to achieve higher emotional activation than through a video
showing informal talks by scholars and teachers. ThisceaBrmed by using atest. We also tested

if higher emotional activation would lead to higher changes in beliefs which would in turn affect
changes in attitudes and teaching intentions. This was verified by using structural equation modeling.

We conclueé that videadriven emotional activation might be a promising way to encourage student
teachers to try teaching methods that proved to be effective by instructional research.

Extended Summary
tKS NBfSOIyOS 2F (GSIOKSNJ 0StASTa A& NRB2USR Ay |
HAaMpO a ¢Stf Fa 2y al0dzRSydaQ € SFENYAy3I Ol GGASE
GA@Ste OKIy3aS GKSANI LINB a &ablding idténtiodsSBuChisvd siduld rcolJS NE LIS
cepts for teaching in higher education be designed to reach this goal? The aim of our study-is to e
plore if videadriven emotional activation is a promising approach to affect teacher beliefs, attitudes
and teachingritentions in purposeful ways.

The Theory of Planned Behavior (Ajzen, 1991) assumes that beliefs concerning whether a specific
behavior will lead to certain outcomes affects the attitude and thus, the behavioral intention of that
same behavior (effect chai. Furthermore teacher beliefs are assumed to be rather stable and r
sistant to reasoning (Kagan, 1992, Haney & McArthur, 2002). This may be especially true for beliefs
concerning teaching behavior, because students entering university already have hidtorg of
educational experiences. Nevertheless Gill and Hardin (2015) have summarized some empirical ev
dence to conclude that teacher beliefs can be affected by emotional experiences. Thus, the question
is whether higher emotional activation while pereing information about a certain learning topic
will lead to greater changes in corresponding beliefs, attitudes and teaching intentions.

In order to explore this question, we prepared two different video formats (65 minutes each) that
both present the opic of studenicentered teaching in a positive light. This teaching style is chara
terized by studerdautonomy, a variety of learning opportunities, individualization and peer casper
tion. However, presenting a video showing concrete lessons in a stueéetered style we aimed to
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achieve higher emotional activation than through a video showing informal talks by scholars and
G§SFOKSNAR® {iGdzRSyid G(SIFOKSNAQ o0SftASFaszx GdGdAGdzRS A
using a questionnaire (Ajzen, 2008his was done three weeks before the videsed intervention

(lesson or informal talk videos) as well as immediately after the intervention. Changes in beliefs, att
tudes and teaching intentions were calculated by subtracting pre from post measuresioEaho
activation was assessed eight times during the intervention using the Affect Grid (Russel, Weiss, &
Mendelsohn, 1989).

Research questions:

1. Does watching lesson videos lead to higher emotional activation than watching informal talk

videos?

2. Does hiter activation lead to a more positive change rate in beliefs?

Are higher changes in beliefs followed by a more positive transition in attitudes?
4. Do larger modifications in attitudes lead to a more positive change rate in teachiny inte
tions?
Differences in emotional activation were analyzed by usingt@st (research question 1). In a second
step the expected effect chain from beliefs and attitudes to teaching intentions (research questions
2, 3 and 4), was analyzed using structural equation modeling.

Results show that lesson videos lead to higher emotional activation than informal talk videos.
Higher emotional activation in turn leads to more positive changes in beliefs. Furthermorexthe e
pected affect chain from beliefs and attitudes to teachingimions was also verified.

Our findings show that videbased emotional activation may be a promising tool in higher aduc
GA2y G2 Lz2N1LR&aSTFdzZ te OKFIy3aS LINBASNIBAOS (SIF OKSNAC
be encouraged to try teaching ri®ds that proved to be effective by instructional research. Nleve
theless, future studies should look into long term effects of videwen emotional experiences. Fu
ther limitations of our study are discussed.

w
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Psychology irteacher training- Art therapy technique of collage as a tool to reflect on professional
identity development

Iva Stuchlikova, Yvona Mazehoop&alana Kourilova,
University of Sath Bohemia in Ceske Budejovice

Psychology in teacher training is usuallfivkred in a twefold manner¢ as a domain of expert

knowledge on teaching and learning related psychological phenomena and as the domain that could
provide impulses to personal and professional developm&he study presents projective technique

of collage that is used for mapping of anticipated professional roles of future teachers. Collage, both

Fda | LINRBOS&aa FyR Fa I LINRPRdzOGEZI NBFfSOGa 2y OdzNN
This experience opens space for deepening the stutlédt dzy RSNAR G yYRAY3I 2F (GKS L
for further development of their professional identity. The paper summarizes this specific usk of co

lage technique and describes also a typology of the professional identity collages of freshimen st

dent teaches.

Extended Summary

Obijectives or purposes

hyS 2F GKS AYa 2F LlaeOokKz2f23& GSIFOKAYy3 Ay- G4SIF OKS
O2yOSLIidzt t ATFGARZ2Y & | GSIFOKSNYW 5Aa0290SNky3 GSI
tion and practice. When working with freshmen student teachers, the development of reflective skills

and attitude is especially important. The collage technique combines work with metaphor and visual
language. The aim of the paper is to summarize the egpee with professional collage technique

used for facilitation of professional identity development in freshmen student teachers.

Perspective(s) or theoretical framework

Professional identity stands according to Sachs (2005) at the core of profesgimvitles a frara-
G2N] F2NJ O2yadNWzOGAYy3d ARSFHa 2F WK2g (2 0SQI WK?2
place in society. Teacher professional identity can neither be imposed on student teachers, nor it is
anything stable. Instead, it is negotiat¢hrough experience and the sense that is made of thaeexp
rience (Sachs, 2005). Making the sense of experience is highly influenced by tacit knowledge of the
person. Tacit knowing, which covers among others intuition, insight, beliefs, mental modgklis h
personal, abstract and difficult to express. To avoid the difficulty and limitations of explicitsexpre
sion, art based visual mode of expression could be used. The technique of collage can be modified
for different purposes (expression, communicationquiry) and could be seen from three different
perspectives, as a reflective process, as a form of elicitation (of expression), and as a way@f conce
tualization of ideas (ButleKisber & Poldma, 2010).

Methods, techniques, or modes of inquiry
Thecal I 3S &L Elaf fl L@S&EOKSBING NBf Sar OAS6a ' yR LISNBRLIS
course dealing with professional identity.
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Students were 65 freshmen studying teacher training program for at maximum two years, iiheir e
pirical experiencavas limited to observation practice. The aim of the task was to open broader pe
spective on teacher professiomhe students received detailed instruction how to proceed in creating

a collage and were asked to provide verbal description of the depicted m the backside of the
collage. In subsequent discussions the students could talk about the artefacts and also explore sy
bolic meaning embedded in their collages. When students agreed, verbal comments to collages and
the artefacts were used for resedr@urposes, afterwards. Two experienced art therapists analysed
content (with respect to roles) and sorted the collages into subgroups based on similarity of-expre
sion patterns. This yielded several typical conceptions of these professional collages.

Datasources, evidence, objects, or materials

The sixtyfive collages were analysed with respect to content, form and used metaphors. In the first
atsSLlE ¢S t221SR FT2N) aLISOAFAO NeRftSa GKIFG addzRSyd
We analysedlso symbolic expressions of these roles and frequency of these roles within the sample.

Next step of analysis was based on similarity sorting and searched for types of expression patterns.

The patterns were described as nrerclusive, which meant that s@e collages could contain de

tures typical for several types.

Results and/or substantiated conclusions or warrants for arguments/point of view

The analysis of the roles that students saw as associated with being a teacher yielded 11 e3ain cat
gories of roks, that had shown at least 30% prevalence within the sample; partnership and emtertai

ing was the most prominent among them. The metaphors used to depict symbolic level of these roles

were widely commented by students. The majority of collages showedctaaistics typical for one

or several of nine identified typical expression patterns. This typology is just rough and preliminary
RSAONALIGAZ2Y 2F AAYAfEFNARAGASE SYSNHAYy3I FNRBY addzRS
GKFG aL | alage créatih, @rid SidtEssiod 2rf and interpretation of it provided valuable
opportunity for reflection and meaning elaboration.

Scientific or scholarlyggiificance of the study or work

/2Tt 3S GSOKyYyAljdzS aL Fa | GS hoGtnBlaiE reflacdaNyn8 @ 2 dzi (0 3
FSaaAirzylt ARSyGAdGe RS@OSt2LIYSydo 'd GKS &alryYyS GAy
understanding and conception of their professional roles. It could be seen as a method of psiycholog

cd inquiry in teacher edecation.
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Pre-service teachers' difficulties in solving classroom problems by aid of psychological knowledge:
A comparisorof beginning and advanced students

Katharina Kiemer & Ingo Kalla
Universitat Augsburg

Teachers are required to solve authentic classroom problems on the grounds of educationayand ps

OK2f 23A0If (KS2NASa | yRasQINER ANR YA Y ISORRSFDSE 0&S&)
rely on subjective theories and experiential knowledge when being confronted with such problems.

2S | aadzyS GKI G @GSl OKS NA-basedivBsoningaresat |0aR gartidliRcaysetl S G A F
by deficits in thei reasoning scripts. When being confronted with authentic pedagogical problems,
experienced teachers optimally activate scripts that lead them to perform five activities: (1) ydentif

ing problems, (2) reconstructing problems, (3) building an explanatodem@4) deriving goals of an
intervention, and (5) selecting adequate actions. Helping future teachers to gradually build up such
reasoning scripts is a task of univerdityel teacher education. Yet, little is known about how such

scripts actually devep during teacher education. We therefore investigated to what extentrbegi

ning pred SNIWA OS GSI OKSNEQ NBIFaz2yAy3a aONARLIIA RAFFSNI T
service teachers. More specifically, we looked at (a) the extent to which thgggenin the afas-

mentioned activities and (b) their ability to pursue these activities in the expected order while being
confronted with authentic problems from educational practice. 339 studeathers participated in

an onlinelearning environment andanalyzed problem cases of classroom instruction. Results

showed that overall, praervice teachers in both groups engaged in the five aforementioned-activ

ties to a similar extent. Yet, they differed regarding some of the specific activities (identifging pr

lems; deriving goals) they pursued. Further, participants in both conditions only rarely showed the
aforementioned activities in a systematic sequence.

Extended Summary

Objectives

Teachers often display difficulties in solving problems from educatjmaatice on the basis of ed
cational and psychological theories and related empirical evidence; instead they very often rely on
experiential knowledge and subjective theori&tdr & Strickland, 2008This may at least partially

be caused by deficient reaning scripts (i.e. knowledge about what processes are required to solve
educational problems in an evidenbased way). This study looks at how such scripts develop during
teacher education.

Theoretical framework

Previous research has mainly lookedt§ SEGSy (i (2 6KAOK RBadeki@®A & Ay
soning are caused by deficits in pedagogpsalchological knowledge and related empirical evidence

(Star & Strickland, 20@8® Ly O2y (N} &adX 6S | NBdzS G KI (cation8®l OKS N&
problems are at least partially also caused by deficits in how they approach such problems, which in
GdzNY A& AYyFfdzSYyOSR o0& (GKSANI NBFa2yAy3d AONALIGAD
to take while solving an authentic educatidnaoblem (Schank, 1999). Based on models of grofe

sional vision (Sherin & van Es, 2009), we assume a proficient reasoning script to consist of five cogn

tive activities: (1) identifying problems, (2) reconstructing problems, (3) developing an explanatory
model, (4) defining goals of an intervention, and (5) selecting adequate actions. Besides cognitive
factors, also unfavourable motivation towards pedagogpsichological research might be a reason

for teachers not to engage in evidenbased reasoning éer & Timperley, 2008).

Little is known about the extent to which teacher education programmes supporsgmédce teah-

SNEQ RS@St2LIYSyld 2F NBFrazyAy3a aONARLIIae 2SS (Kdz
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with those of advanced students whoeaat the end of their studies. We specifically investigate to

what extent participants engage in the five aforementioned activities (RQ 1), and their ability-to pu

sue these activities in the expected order (RQ 2). Finally, we investigate the roleseiyice teab-

SNBEQ AYy(dSNBald Ay LaeOKz2fz23& F2NJ LINBRAOGAY3I aONRL

Method

In a 2group crosssectional design we investigated beginnimg103; Mag~20.67,S0;2.60) and

advanced 1(=236;M,4~22.59,SD\(2.58 pre-service teacher students who were asked to solve an
authentic problem case of classroom instruction that was presented to them in an online learning
environment. After performing their case analyses, participants were asked to name activities they
engaged in during case analysis by selecting them from a list oitiasti@nd order them (Scheele &

Groeben, 1988). On the basis of these data, the number, the &l the sequence of the activities

engaged in was reconstructed. Last, students filled out a questionnaire regarding their interest in
LaeOK2f 238 o6c AldSYaz hrortyovo

Results

Regarding RQ 1, results showed that overall, both groups engaged in activitgrsieat with our

theoretical perspective to comparable amounts(1;334)=2.77,p=.10. Significant differences

emerged regarding specific cognitive activiti€5( 333)=3.54p<dn M 'yl danpoY o0SIAYY
reported to engage more often in problem identification, while advanced students reported more

goal setting.Data indicated only limited agreement in the sequences of cognitive activities with our
theoretical assumptions ifoth groups RQ 2). No group differences were fourfg1{334)=1.75,

p=.1£?. ) o o o S
2 AU0K NBIFNR U2 wv oT audzRSyuaQ tSUSt 2F BYUSNBAaI
nitive activities reported by the participants significantly positively.21, t(335)=3.83,p<.01,

R%.04). Similar effects were found for script sequenice.(6,t(335)=2.91p<.01,R%=.03)

Scientific significance

Our investigation adds to previous findings that evidebased reasoning is difficult for pservice
teachers. In adition to previous studies that mainly attributed deficits in (@reS NIA OS 0 i-G S| OK S|
dencebased reasoning to a lack of pedagogjgsychological knowledge, our analyses reveal that
such deficits may also stem fromdiveloped reasoning scripts. Résufurther indicate a gradual

shift in perspective from noticing problems to thinking about solutions for more advanced students.
Increased proficiency in identifying problems due to experience could be the reason for this. Our
analysis further shows thahotivational factors need to be considered in addition to cognitive ones

in research on evidenegeased reasoning processes as they significantly predict their quality. Gurren
ly, cognitive activities are reconstructed through content analysis to validietdindings and move
beyond seHreport data.
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Teaching psychopathology through film and memaoir
RusselBearight
Lake Superior State University

While historically, psychology is viewed as a science with a quantitative foundation, criticsrhave a
3dzSR GKFIG GKS aKdzYlyé O2YLRYSYylG Aa 2F0SYy YAaary:
most,of usfiR YSI yAy3 FYR aYI 1S aSyaSé¢ 2F 2dzNJ £ A @Sa

2F YNNI GABST 2FGSy FRRNBaaSa GKS LISNm2ylFfX a
O2y@dSea |y AYRAGARdZ f Q& Rirst &9 wittérSaccauits & :éniah S S E
illness allow the reader to better understand the actual experience of someone with a psychiatric
condition as well as their perceptions of psychotherapy, institutional, and biological treatments. In
addition, both genres presenyiRA @A Rdzl t aOF asSaé¢ GKFG LISNYAG | LILIK
book information about psychopathology. Both feature films and memaoir often portray psychological

issues in a more immediate, experiential way than is possible in customary lelisgresgon and
GSEGo221ad a!oy2N¥IEf t&aeldOKz2ftz23e Ay CAfY FyR aSlSy
view fulHength feature films and read firgierson accounts of mental illness. Content areds a

dressed include the process of mental health diagndsis, Diagnostic and Statistical Manual of

Mental Disorders (DSH), differential diagnosis, as well as causes, and symptoms of commian me

tal health conditions. In addition, the history of psychiatric hospitalization as well as contemporary

issues in psychberapy, including ethical dimensions, are also covered. The course also addresses
controversies in the field including the impact that social and historical factors have on perceptions

of mental illness. While the accuracy of film portrayals of specifigrdises and treatment is often
problematic, this issue can be used to provoke critical thinking. Student assessment of the course has

been consistently positive. As an indirect indicator of their engagement, students also frequently
recommend films for fuire use in the course.

Extended Summary

This paper will describe a recently developed upgerel undergaduate courseér ! 0 y 2 NXY It t a
238 AYy CAfY YR aSY2ANWE 2FFSNBR GKNRBAAK [F1S
meets once per weekor approximately three hours. Students view a falhgth feature film that
depicts (a) psychological disorder(s) and/or their treatment. Students are also assigned four to five
memoirs of persons with mental illness or narrative accounts of treatmergad during the course.

At each class meeting, prior to watching the film, there is 8@%ninute lecture/discussion during
which background information about the condition and //or treatment depicted by the film is co
ered. Students are also given theteria from theDiagnostic and Statistical Manual of Mental Diso
ders5 ( (DSM5; American Psychiatric Association, 2013) for the diagnoses portrayed in therfiim. |
mediately prior to the showing, students are given a list-dR8questions to considerh& questions

serve as a set of topics to be explored in pestfilm discussion (Searight & Saunders, 20T5e

first section of the course focuses on specific diagnoses such as obsessive compulsive personality
disorder inAs Good as It Getautism inRain Manand bipolar disorder irsilver Linings Playbook

addition to highlighting symptoms portrayed in the films, the class discussion focuses on the accuracy
50
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of these portrayals and the implications of distorted presentations of mental iliness tpublkc. For
example, the filmRain Man has contributed to the mistaken belief that savant skills are common in
adults with autism.

The second half of the term focuses on portrayals of psychological treatment including hospital
settings (e.g.One Flewh @3S NJ (G KS /, Gidhieri@edanthlSEFBE YAYR 3ad | Cdzy/y
psychotherapy (e.gAntwone FisherGood Will HuntingLove and Mergy During this part of the
O2dzNES> &diGdzRSyda | NB IBRER D gERbidithehyEOND 0 HIMHINA Sy C
providing psychotherapy. Ethical issues and the concept of boundaries are frequent discussion topics
associated with these cinematic and literary works

Assignments include writing a film review in the style of the American Psycholbgicdl 2 OA I G A 2 Y Q
weekly book and film review, PsycCRITIQUES and comparing a film based upon a book with the book,
AGaStTod {GdzRSyda | NB RANB Quiderr ditorodgls IRtFPOA possibled YR b A
films to review. For the booklm comparisonstudents have drawn from the filn@y Beautiful Mind,

FYR bl &l NRI omdpdoy 0 0 AGHInktrupldh bothAitérary (Kaksdn, 2043yadd G A G £ ¢
cinematic forms, as well as the autobiographic nokelf Qa Y Ay R 2vhichwasQugeyio)e  { (i 2 NE
a film by the same name.

The course has received positive evaluations and while originally intended to be offered &rery 2

years but because of student demand, is being offered close to annually.
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Importance of casual attributions, stigmatizing emotis and community mental health ideology

on social distance from people with mental illness in Lithuanian and US future mental healbh pr

fessionals

YNRAGAY -MatblatiB O AIEAANGTT t NYEWORE AN @ 4T 9y RNAKdzf | A ()
DougR. Tillmaf & David D. Héf

Vytautas Magnus Universit§tniversity of Nebraska at Kearney

This study is aimed to evaluate importance of cognitive, affective and social elements of stigmatizing
beliefs in predicting social distance from mentally illwotsamples of psychology, counseling and
social work students from US and Lithuania.-8gbrted questionnaire consisted of Social Distance
Scale, Balanced Inventory of Desirable Responding, demographic information and questions about
familiarity with mental iliness, three emotional reactions to mentally ill (fear, pity and anger), four
cognitive beliefs related to mental illness, and Community mental health ideology subscale from
Community attitudes towards mentally ill scale. 1017 future mental heaitfigssionals (counselors,
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psychologist and social workers; 304 from the US and 713 from Lithuania), from the first year of
bachelor studies to the PhD studies, participated in this esessional survey. The results revealed
that all three aspects of stiga of mental illness contributed significantly predicting social distance
from people with mental illness in both countries. Fear and support to the community integration of
mentally ill were the most important predictors. Cultural differences were alsadp showing that
familiarity with mental illness was important for the US students and gender was important for the
Lithuanian students predicting social distance from mentally ill. Current results illustrate importance
of affective dimension of stigmatiy beliefs in predicting social distance. Thus more attention
aK2dzZ R 0SS LI AR (2 aiddzRSyidQa SY2GA2yl € NEI OGA2ya
importance of community mental ideology in predicting social distance. Educational strateigigs br

ing more community experience might have valuable impact reducing students stigmatizing beliefs.

Extended Summary

Objectives

This study aimed to evaluate importance of cognitive, affective and social elements of stigmatizing
beliefs in predicting social distance from mentally ill in two samples of psychology, counseling and
social work students from US and Lithuania.

Theoretichframework

Stigma of mental illness (SMI) is a significant barrier for quality of life and adequate treatment of
people with mental illness (PMI). Mental health professionals attitudes towards PMI can alsd-perpe
uate stigma and create barriers to recemeéequate treatmen{Overton & Medina, 2008 University
curriculum intend not only to develop knowledge and skills of future professionals, but also to form
appropriae attitudes towards their clients which would help while fulfilling their work roles and obl
gations. Thus, more attention should be paid to students attitudes towards PMI during process of
professional education, as they are future mental health profesd®and are still flexible recipients

of educational interventions.

SMI is a multidimensional construct, covering elements of labeling, stereotyping, separation as well
as emotional reactions, false beliefs about causes of mental illness, controllabilitg disease and
treatment prognosegLink, Yang, Phelan, & Collins, 2004)is study looks at how different aspects

of SMlare related to behavioral intentions to interact with PMI of future mental health professionals.

Method

Social distance was measured usinigen scale created for this study based on Bogardus Soaal Di
tance scaleThree emotional reactions to mental iliness (fear, pity and anger) were measured using
13 items created for this research, asking participants to share their emotional reactions to PMI.
Cognitive beliefs related to mental illnegspersonal control, exteral control, stability of mental
illness and locus of causality of mental ilinesgere evaluated using four single questions epdnt

scale between two opposite beliefs (e.g. mental iliness is permanent / tempo&upport of con-
munity integration wasvaluated using l-iems Community mental health ideology subscale from
the Community attitudes towards the mentally ill questionnai@ylor & Dear, 1981)

Questions related to the age, gender, year of studies and familiarity with mental ilm&gsalso
included in this surveyBalanced Inventory of Desirable Responding (B(B&)lhus, 1991yas used

in order to control response bias of the participants and includeddseption and impression
management subscales.
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Data sources

1017 future mental health professionals (counselors, psychologist and social workers), from the first
year of b&helor studies to the PhD studies, participated in the csEsgional survey in Lithuania
(N=713) and US (N=304).

Results and conclusions

Crosscountry comparison revealed that Lithuanian and US students do not differ in community me

tal health ideologyhowever Lithuanian students expressed more fear, pity and anger towards PMI,
and desired for more social distance comparing to USA students.

Hierarchical regression analysis in US and Lithuania subsamples showed that all aspects @-SMI (co
nitive, affective and social) contributed significantly predicting social distance from PMI. Higher social
distance in the US students' sample was predicted by more expressed fear and pity, less support to
the community integration of mentally ill and stronger iedlthat external control of mental iliness is

not possible. Social distance was also related to lower familiarity with mental illness. Year of studies,
gender and age did not predict social distance for the US students.

Higher social distance in the Lidmia students' sample was predicted only by higher level of fear and
less support to the community integration of mentally ill. Contrary to the US sample, familiarity with
mental illness was not important predictor of social distance, but higher scorigspoéssion ma-
agement and gender (being male) were related to less social distance in this subsample.

Scientific or scholarly significance of the study

Current results illustrate importance of affective dimension of stigmatizing beliefs in predicting social
RAaGlIYyOS FTNRY talL> (Kdza RdzZNAYy3I LINRPFSaairzylf SRdz
emotional reactions. Our data also support importamfecommunity mental ideology in predicting

social distance. Both mental health professionals and students frequently lack contacts with mentally

ill successfully living in the community. Educational strategies bringing more community experience

might havevaluable impact reducing students stigmatizing beliefs.

This study was funded by a grant (No. MIA/2015) from the Research Council of Lithuania.

References

Link, B. G., Yang, L. H., Phelan, J. C., & C#lling. (2004). Measuring Mental lllness Stigma.
Schizophrenia BulletiB0(3), 511541. http://doi.org/10.1093/oxfordjournals.schbul.a007098

Overton, S. L., & Medina, S. L. (2008). The Stigma of Mental llfmswnal of Counseling &
Development86(2),143¢151. http://doi.org/10.1002/j.15566678.2008.tb00491.x

Paulhus, D. L. (1991). Measurement and control of response bias. In J. R. Robinson, P. R. Shaver, & L.
S. Wrightsman (EdsMeasures of personality and social psychology attituges 1%59). San
Diego: Academic Press.

Taylor, S. M., & Dear, M. J. (1981). Scaling Community Attitudes Toward the Mentally IIl.
Schizophrenia Bulletii(2), 22%,240.

53



Learning in a clinical settinginnovative methods in teaching practical skills to psycholcgjy-
dents.

Karl Haller, Stefanie Zeller, Cordélishlenbeck& Gerhard Danzer
Brandenburgviedical School Theodor Fontane

In the course of the transition from Diploma to Bachelor and Maspograms and in regard to the
discussion about a direct stugyogram to the state examination of pdyotherapists, the political
side increasingly demands more practical parts in psychologgatidn (Bundesregierung, 2015,
Bundesministerium fir Gesundheit, 2016). Even a large proportitineo$tudents feel that thy are
not sufficiently prepared for their professional life (Schee8 Schneider, 2004). While imedicine,
innovative and practiceriented teachingearning forms have been developed aedtablished (e.qg.
Burger, 2006; Kahlke et al. 2000; Steiner et2803), this has largely been lackiing psychology
education (e.g. Bergold, 2008; Kanning, 20&ihce April 2015, a refocusedychology study jor-
gram has been offered at the Brandenbwigdical School Theodor Fontanehich includes a wde

ly clinicd day from the first semester on, andvwaeekly TRIC semin@ieamwork, reflection, intere-
tion, communication). In the course tife regular care of ipatientsof the university hospitals, st
dents get to know to the ffierent wards (e.g. psychiatrpsydosomatics, gynecology and emenge
cy medicine) and fiect on clinicalpsychologicakompetences, their own role in interaction with
doctors, nurses, patighd | YR (0 KS LIThey deyindisidualiNasdorhparied By amentors.
According to our knoledge, this is a novelty in the education of psychologidis: experiences so
far, as well as the feedback of the studentslamoperating doctors, are veppositive. The teaching
learning and corresponding examination formats are further evaluated.

ExtendedSummary

Since 1999, the German diploma studies program in Psycholodyeleasconverted to a Bachelor's
and Master's program. This resulted in the necessity that alrebdybtichelor's degree should be
professionally qualifying (Bundesregieru§15). Thisdces psychology education witthallenges,
but also allows for a new practie®iented curricular formton of the studies. Also, th&aining of
psychological psychotherapists in a direct studggpam is also under discussi¢gBundespsyabr

thS NI LISdzi Sy 1 F YYSNE HAamn O das dlshBe¥n aigée8 thal, diedReSlatkiaci Q & A R S
practical experience during their studies, they feelifisiently prepared for theiprofessional life
(Schneller & Schneider, 2004). Overall, thisr@ tendency to orientate thgsychological education
more towards the medical education. This development inefjn theone hand, a stronger focus
on the work with patients and on the otheahd the inclusion of the dailyospital routines into the
studies. In the medical education, very iowative forms of teaching haveeen introduced (e.g.
Burger, 2006; Kahlke et al. 2000; Steiner e2803). This development hasy far, hardly beena
cepted in psychology (e.g. Bergold, 20R&nning et al., 2007). Iihé Bachelor's program in Psydho
ogy at the Brandenburg Medit School (MHB), a part of theaching, from the first semester on, is
already taking place withithe framework of the basic aneggular medical care of ipatients in the
university hospitalsTo the bet of our knowledge, this isr@ovelty in the education of psychologists.
Students get to know tohte work on the different wardérom the beginning of their studies. They
reflect on clinicapsychologrcal skills, their own role ithe interactionwith doctors, nurses, patients
YR (KS lalives browdribus @sydii&tripsychosomatic and somatic wards, in order to gain
the widest possiblénsight into the structures ahe wards, medical specialties and disease patterns.
They ae individudly supervised anaccompanied by a mentor. The students are present during the
medical visits gain insights intaursing activities and organizational processes, accompany patient
history discussions, as well aglividual and group therapies. From thecend semester gnown
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contact with patients isncreasingly being added, with the aim of testing the competeneaskd in
conversations and oéxperiencing different interaction processes with patientn TRIK seminars
(Teamwork,Reflection, Interactio & Communication), which take place duritige whole studies
program, thestudents reflect their experiences from the clinical day and are taught to practice ps
chotherapeuticbasic competences in exercises. In addition to basic psycholagioahunicatian
skills, the selexperience, for example through role playing, plays an importalg. rTo learn the
dealing withpatients in counseling, crisis and therapy situations, thelehts practice competences
in conversation, respect, empathy and detachmentpleration, probém analysis, diagnostic and
therapeutic interactions as well as the handling of intemi@m techniques, in superviseiterac-
tions. The OSCE method (Objective Structured @ligikamination) is used as te®&amination fa-
mat. In contrast to classical multiptahoice testsno purely factual knowledge examined, but the
clinical competence in practieariented situations. During the exam, different practical tasks are
given in different stations, whereby the studerdse evaluated by examiners itheir task solving
performances (see Chenot & Ehrhardt., 2063)r experiences as well as tfeedback of the at-
dents and cooperating medical wards arery positive. At present, thexamination and teaching
learning brmats arefurther evaluated.
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Confident and correct? Writtemeflection tasks in a lecture
Robert Kordtsreudingef, Katrin B. Klingsiet}& Eva Seifried
'Paderborn University &RuprechiKarlsUniversity Heidelberg

Based on research showing knowledge and confidence enhancement by proakad reflections,

we investigated if shorter, less intensive and more generic reflections would have the same effects.
In addition, we analyzed effects of autonomy, that is, effects of choosing the contents on which to
NEFfSOG 2y NBIINRAY3IA 02K 2yS50a Tyza4S8EADS | yR
During a onesemester lecture, N = 364 Master of Education students completed short writtercrefle
tions on six sessions, three of which were mandatory to reflect on and three of which could-be ch
sen by the students. The students also @beted two questionnaires with confidenageighted
true-false items on the whole lecture content at the beginning (t1) and at the end of the semester
(t2).

Analyses of variance, conducted on knowledge and on confidence separately, yielded interaction
effeds of time by reflection, indicating that knowledge was not enhanced by the reflections but that
the confidence was. Similar analyses of variance on the knowledge and confidence data for only the
reflected content yielded interactions of time by autononimglicating that autonomy enhanced the
knowledge gain but did not enhance the confidence gain.

The data indicate that the generation of knowledge and of confidence follows different mechanisms.
Knowledge seems only to be enhanced by short written reflastif students could choose therco

tent by themselves. The confidence in knowledge, however, seems to be enhanced by reflections
that did not enhance knowledge. This may be interpreted as an instance of heuristic decision making.
Other possible mechanisnasnd consequences will be discussed.

Extended Summary

In this paper, we investigated the effect of writing short reflections on the lecture contentwen st

)¢

RSyiG&aQ O023yAGASS tSHNYAY3I 3ILAya FyR GKS YSial 023y

by Barenberg, Seifried, Spinath and Dutke (2016) has shown that prdialeed reflections canre

KFyOS aGdRSYyiaQ 1y26tSR3IS a4 68ttt La GKSANI O2y ¥

we investigated if this enhancement can also be triggeredhoyter and more generic reflections
(Research Question 1). In addition, we investigated the effect of being free to choose the reflection
content. Based on setfetermination theory that stresses the importance of autonomy for learning
(e.g., Ryan & De@000), we investigated if knowledge and confidence differ between reflections on
mandatory content and content chosen voluntarily (Research Question 2).

A sample oN = 364 students in a Master of Education program took part in a lecture oraeduc
tional psyhology. For six of the lecture sessions, students reflected the content in a short written

T2NY 0S03ds G2KFd 6l a GKS Y2ad AYLRNIIyG O2ydSy

fixed, the sessions of the other three were chosen by the stusldParticipants completed questio
naires containing confideneseighted truefalse items (see Dutke & Barenberg, 2009) on the whole
lecture content. In addition to the correctness, this item format asks for the confidence inga jud
ment, resulting in a foupoint scale combining true vs. false with sure vs. unsure (see also Dutke &
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Barenberg, 2015). In order to test the change of knowledge and of confidence in the correctness of

the knowledge, the questionnaire was administered twice during the semestetteStisl completed

a short version of the questionnaire in the first lecture session (t1), as well as a longer version with

more items including the t1 items, in the last lecture session (t2).

Regarding Research Question 1, a repeatexhsures analysis of vance (ANOVA) with a 2
(time) X 2 (reflection) design on the knowledge data yielded an interagtien,01. This effect ind
cates that the knowledge gain for the noeflected content was stronger than the gain for thee r
flected content. However, this eftt was mainly due to the lower proportion of correct answers for
non-reflected content at t1. An analogous ANOVA on the confidence data yielded a significant inte
action effect in the other directiorp < .01. Whereas the confidence gain was positivetferrefled-
ed content, it was negative for the neeflected content, indicating a confidence gain caused by the
reflections.

Regarding Research Question 2, that is, in order to test the effect of autonomy, a repeated
measures ANOVA with a 2 (time) X 2t¢aomy) design on the knowledge data yielded a significant
interaction, p < .01. This effect indicates a knowledge gain for the chosen, but a loss for the fixed
content. The same ANOVA for the confidence data again, in addition to two main effects, welded
interaction, p < .01, indicating a confidence gain for the fixed content, but not for the chosen co
tent.

Contradicting the findings by Barenberg and colleagues (2016) on lengthier prbbked refle-
tions, no general knowledge improvement was gaitwdapplying the short written reflectionsse
pecially if the tebe-reflected content was fixed. However, if the content of the reflections was ch
sen, knowledge increased, which rules out the possibility that students chose the content that they
already kew about. Even if completing the reflections did not improve their knowledge, however,
students thought that they had, especially on the content they were told to elaborate on. This could
be due to heuristic decision making when answering the items.

Takentogether, the results underline the importance of distinguishing cognitive from metacogn
tive processes in researching interventions on student learning (also see Barenberg, et al., 2016). In
order to influence knowledge, written reflections might have lde intensive and problerhased
rather than short and generic. Even interventions that do not enhance knowledge may, however,
SYKIyOS aGdRSyitaQ O2yFARSYOS Ay GKSANI 2dzRIYSyda
assessed learning gains.
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Learning through retrieval practice: additional evidence from behavior and brain imaging studies
BertJonsson, Lars Nyberg, Linnea Karls&dfova Stenlund
Umea University

Retrieval practice a learning method that leads to the so cadstingeffectT ¢ G KS SFFSOG 2 7F
0§KNRBdzZAK NBGNRSGIE LINF OGAOSE @ L ylesling éfi&td haSasbEen 5 dzy f 2
demonstrated across an impressive range of praetist formats, kinds of material, learner ages,

outcome measures, and rettion intervals. Thus, practice testing has broad applicaldility.¢ S  LINJ
sent paper presents three studies targeting university and upper secondary students. These studies

add individual difference and functional brain magnetic resonance imaging persgeeind thus

provide empirical support for retrieval practice as an effective method that is applicable in university

and regular schools contexts. Study 1 focused on retrieval practice learning of key concepts-integra

ed in an ongoing university courseedrning was also investigated in relation to working memory
capacity (WMC). Study 2 addressed a comparison between retrieval practices and group discussion in
relation to personality characteristics denoted as Need For Cognition (NFC). Finally, Stuelti-3 inv

gated the benefits of successful retrieval and the impact on brain activity across repeated retrieval.
Study 1 showed that retrieval practice is superior to repeated study and that the effects a&e ind
pendent of WMC. Study 2 showed that retrieval piegtwas superior to group discussions and that

NFC was associated with group discussion but not retrieval practice. Using functional magoetic res
nance imaging Study 3 showed that successful repeated retrieval is characterized by a reduction in
frontal lobe and increased representation variability. By including measures of individual difference

in WMC and NFC and a brain imaging perspective, the presented studies provide additional evidence

for the effectiveness of retrieval practice in educational contexts

Extended Summary

Objective

The present paper elaborates on a learning technique known as retrieval practice. Results from both
behavioral and fMRI studies of retrieval practice are presented. These results are also viewad in rel
tion to individualdifferences in cognition and personality characteristics.

Perspective(s)/ theoretical framework

Retrieval practice is anethod that leads to the so calletbsting effecT G G KS SFFSOG 27
0 KNP dzZa3 K NXB i NdkSréview Duhidsky @tisR0D3F corluded that retrieval practice is a
robust learning technique, effective across a range of materials, among other, paired associates,
facts, prose, statistics and science. By providing feedblents can monitor their learning, ther

by reducing epeated failures and preventing erroneous learning from occuriiogvever, it is well
known that students instead employ ineffectigtrategies. Karpicke et al. (2009) showed thae t

most common strategies were underlining andreading, however, thesstrategies only provide an
illusion of knowledge. The present paper reports findings from three studies on the retrieval practice
paradigm. In study 1 and study 2 we did in addition measure Working Memory Capacity (WMC) and
Need For Cognition (NFC), resipesly. Measures that are known to be associated with learning.
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Methods

In Study AWiklundHdérnqyvist et al., 2014¥ollowing lectures students were assigned to rereading or
retrieval practice with feedback. Learning was assessed immediately, after 18 days, and after four
weeks. Individual differences in WMC was also assessed.

Study 2(Stenlund et al., 201&omparedlearning through group discussions with retrieval practice
learningand investigated individual (NFC. Individuals with a high NFC are more motivated to think
about and seek information for senseaking purposes, while low NFC individuals are more likely to
rely on othergCacioppo et al., 1996)

In Study 3(Karlsson Wirebring et al., 201participants were instructed to memorize Swedish
Swalhili word pairs during a fMRI session. One week later in an additional fMRI session participants
were again tested othese word pairs.

Materials

In study 1 we used 57 key concepts from three topics in the assigned cogstighology text book.
Individual differences in WMC was assessed with an operapan tasUnsworth et al., 2005)

In Study 2 questionsn humanemotions was used. Half of thguestions was directed towardsda

tual knowledge while the other half to more complex knowled§EC was measured using thien-

tal Effort Tolerance Questionnaif8tenlund & Jonsson, 2017)

In Study 3 we used 6BwedishSwabhili word pairs as the Hoe-remembered materials. Participants
were scanned twice in fMRI sessions. The first scanning involved three repeated tests of the word
pairs whereas second scanning, seven days later, involved one test of the ward pair

Results

In Study 1 we found that testing with feedback was superior to restudy and that the difference was
sustained over all three time points. We also found that retrieval practice was beneficial compared to
restudy, regardless of WMC.

In Study 2 wdound that retrieval practice with feedback was more effective than group discussions
and that students with high NFC benefit more from participating in group discussions. The perfo
mance of high and low NFC participants within the #=shanced learningroup was, however,la

most identical across all three retention intervals.

In Study 3 we observed a markbbod-oxygenlevetdependentsignal reduction in left dorsolateral
prefrontal cortex for recalled worgairs. This finding indicates a reduction ognitive load. We also
concluded that brain activity for successfully recalled words was associated and increasedrreprese
tation variability.

Scientific and scholarly significance

The combination of brain imaging and behavioral studies provide evidenegefuing retrieval pre-

tice as an effective technique/method independent of cognitive proficiency and personalitycehara
teristic known to be associated with school performances
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G22dzZ R @2dz €t A1 S § 8g pkythblagicdl topits$ thfEighlassrdoM Higaksdions,
games, and activities

James C. Overholser
Case Western Reserve University

Psychological topics are inherently interesting to most students. However, some lectures focus on
names, terms and factualetails, thereby forcing students into a passive role trying to record and
later memorize a string of isolated facts. In contrast, active involvement with the material may e
hance learning and retention. The role of instructor is explored as an inquigéiteer on a collab-

rative intellectual journey. The published literature is integrated with 30 years of experience teaching
college courses. Strategies are presented to encourage active involvement and innovative gresent
tion of material in the classroonFirst, strategies can facilitate the presentation of material in an
interesting and memorable manner. Vivid images, physical props, and occasional demonstrations can
help to increase the tangible presence and visible appeal of certain topics. Secategiss can

help to facilitate an interactive dialogue in classroom discussions. A Socratic dialogue can promote
thoughtful discussions of controversial topics. Students can explore ideas, express their opinions, and
defend or discard their views. Thirdyategies can help students to apply the material to real life
situations. Various activities during class or assignments can encourage creative thinking and perso
alize the learning opportunities. Fourth, classroom games and activities can help to Htighég

most important factual material in a manner that remains lively and interactive. Over the course of
the semester, these four strategies can help students to grapple with the material in an active ma
ner. Students can explore the personal utility grectical applications of course material. A range of
examples will be provided.

Extended Summary

Objectives

Learning is facilitated when students remain active in class and interested in the material.uJnfort
nately, classroom lectures can become dulpeattive, and boring. Students may be relegated to a
passive role, listening and taking notes. Depending on how educational material is incorporated into
the course, there may be minimal educational value from films,-ptdgy simulations, or small sl
cusson groups. The amount of substantive content that is covered through some class activities is
relatively small compared to the amount of classroom time devoted to these activities. There are a
variety of ways the instructor can bring creative involvemietd the classroom, sometimes soliciting
active participation and occasionally encouraging the retrieval of material recently learhecpe-
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sent paper explores several strategies for bringing creative energy into the classroom presentation of
psychologial course material.

Perspective
The role of instructor is explored an inquisitive partner on a collaborative intellectual journey.

Techniques
Strategies are presented to encourage active involvement and innovative presentation of material in
the classroom.

Data sources
The published literature is integrated with 30 years of experience teaching college courses.

Conclusions

Several strategies can be used to help make class lectures can be memorable and entertaining. The
instructor can use vivid images and fewer words on each powerpoint slide (Winn, 2003). Also, mat

rial can be clarified through real examples from the insubtQd S ELISNA Sy OS 2.NJ NBOS
Occasionally, physical props and brief demonstrations can help students remember the magerial b

cause of their visible and tangle aspects. However, it remains important to ensure that the props and
demonstrations etain clear education relevance to the material being covered in class.

In many classes, instructors hope for an engaging dialogue with the students. Unfortunately, st
dent responses may be sparse or dominated by the same small subgroup of talkativetstlekn
ing most other students silent. Several strategies may encourage active participation in a®lass di
cussion, whether in traditional lectures of smaller seminars. Classroom activities can solicit student
opinions and personal experiences relatectlite topic under discussion. Brief videos can clarify the
application of certain notions. Although class videos can provide an enjoyable change of routine, they
still rely on a passive process, and students often respond to the start of the movie by mlatimg
their pen so they can simply watch the movie. The Socké¢ithod can be used to promote an inte
active dialogue and a process of guided discovery in the classroom (Overholser, 1993). The Socratic
Method relies on a range of questions (Whiteley, 200#/0iding a reliance on the search for factual
details and rote memorization, instead trying to solicit ideas and opinions. Questions aim to help
students to become actively engaged in an exploration and critical examination of ideas (Zare &
Mukundan, 205).

Students often relate to class material when they can appreciate its real world applications, e
tending the presentation beyond a view of knowledge for the sake of knowledge. A variety lof met
ods can be used. Students can be expected to submit teapens or weekly journal entries. Also,
role-played interactions can be useful in some clasSégdents can be asked to complete a scave
ger hunt as a portfolio project, submitting an assortment of materials they gather over the course of
the semester. Stents can be given extra credit opportunities to develop a-isgtfrovement po-
ject, aimed to enhance common tendencies such as healthy eating patterns, personal exaycise pr
grams, or improved study regimens.

Finally, important material can be reviewedan interactive and enjoyable manner. As part of
preparation for major exams, the instructor can distribute a study guide to review the important
course material (Lin & Dunphy, 2013). The study guide can be rather playful, instead of a tedious
review that bcuses on names, dates, and terminology. Also, a variety of classroom games can retain
an educational focus while presenting detailed material in a playful format. Classroom games can be
based on actual televised game shows, or created unique to a spgagi& When using a classroom
trivia game, a tremendous amount of material can be reviewed in a brief amount of time. These tri
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ia games are best used to review material prior to an exam instead of presenting new information in
a condensed format (KostiGroomes, & Yadon, 2015; Shiroma et al., 2011). The use of classroom
games can increase the energy and engagement in the class (Robinson, 2014).
Scholarly significance

There are a number of interesting variations from traditional lectures. Instructorpiezsent na-
terial in a manner that holds the attention of students, moving beyond words in an outline slide but
memorable images and examples. Class meetings can examine material through a collabaative di
logue. Instructors can apply material to real Kfituations that might be encountered in the lives of
students. Class time can be used to review the most important material without becoming dill, ted
ous or pedantic. A variety of examples will be used to demonstrate each of these teaching activities.
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Hope being operationalized: Psychology students' personal and theoreticaerstanding of hope
Lindi Nel
University of the Free State

Statement of problem: Within the teaching of positive psychology constructs, educators are often
faced with the dilemma of theory versus practice. Researchave reported many benefits edéach-

ing positive psychology with emphasis on practical vajwalowing for interventions to flowfrom
experiential understanding. Methodology: A qualitative researekigh was utilized. As part ah
introductory module on positive psychology, 29 first yetardentsat the University of the FreState,
South Africa, voluntarily agreed to discuss their understandingope on both a theoreticaind a
practical level. Senstructured interviews and two focuga@ups were conducted. Studenigere also
asked topresent a personal artifact that representsg® Data were analyzed througtarrative and
discourse analysis which yielded six themes across thesc&indings: The participant$ the study
reported the research project to have had personalue of sigificance. Themesdicated hope as
mediator and moderator for current stressorsppe as facilitator for futurenindedness, hope as
theoretical construct to be shared with ottgrhope as meaning making tdol past failures, hope

as an undefinablenovableconcept andhope as personal deliberato€onclusion and significance:
Given the relevance of the teachingethods of positive psycholodhieories together with the need
F2NJ addzRSyida (2 RS@Sft 2LJ K2 edénHerstaming®df ajitéadnR@p@ed  NB a dz
tices that are effective b) teachingamtices that are valuable onpersonal level and c) the wayust
dents conceptualize hope for themselves.

Extended Summary

Objectives

In this study, the understanding of hope as it is undeost and expegnced by first year psychology

students, were explored. The researcher was interestdd thg  KS & (i dzR Snflérstal- ( K S 2 NI
ing of the construct align with their personal exmarces of hope. Furthermore the researcher, as

lecturer of apositive psychology module, wantedd develop and align teachingractices to help

students gain a better understanding of the construct through personal reflection.

Theoretical framework

Experiential learning practices (Kolb, 1984) have been provedexdie, reliable and useful (Kolb &
Kolb, 2005). The researcher approached this study from a jpefiEa framework in support @fxpe-
riential learning practices as it have been proved that onceesttglengage with constructs anore

than one level, theilevel of understanding and the applitath value thereof will improvéWolf-
Wendel, Ward, & Kinzie, 2009). Furthermore the teaching aitppe psychology theories armbn-

cepts within higher education have received significantly more attention (P2@K4). It hasbeen
recognized that the teaching of positive psychology have thiengial to enrich and develogtu-

dents as an additional spinoff to their learning (Guse, 2010). Social constructivism was uset-as met
odological paradigm to support and motivatiee chosen methdology. Social constructivissip-
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ports the idea of individuals constructing their own reality thgh connection and interactioand
argue that students learn through negotiating meaning within social contexts (Vygotsky, 1978).

Methods

Both content (Neuendorf, 2017) and thematic analyses (Clarkea®nB 2014) were applied to 29
a0dzRSyiaQ NBFESOlAz2ya 2y (KS ke Nheydnerr dokddiopyeseaty 3 | y
and discuss a physical artefact that symbolizes hope. gfese indvidual interviews, 14 students
participated in two focus groups with the focus on further exatn of how they merge theiper-

sonal experience of hope with that of their theoretical undarsiing of the construct. Theseter-

views and focus gups data were transcribed and analysed tigb the lenses of experientildam-

ing.

Data sources

The University of the Free State is situated in central South Africasaedsdor a diverse population
of undergraduate and postgraduate students. Durihgir first year of study, most psychologju-
dents are enrolled for approximately eight semester modules oftlwhine is Positive psychology.
The main objective of this module is to teach and facilitate the understanding of cotsssuch as
hope, resikence, character strengths, and motivation. 29 of thégiétime students voluntarilypar-
ticipated. They all brought one physical artefact to the researchriitw. Physical artefacts are
acknowledged within qualitative research as a facilitator forulison and further exploratio(iTd-
lis, 1997). The interviews resulted in 29diepth discussions raiginpersonal details of hopelesgu-
ations in the past, but also of hopeful thoughts and actions. Furthermore two focus gedagvere
also collected wltih deepened the exploration of the topic.

Results

Through narrative and content analysis main and subthemesgoificance emerged. Firsilydivid-
ual narratives were considered after which a cross case analysis wadisoted. This analysigelded
four themes of significance. The first theme indicated hagemediator and moderator fazurrent
stressors. Within this theme it was evident how the pap@nts use hopeful thoughts toegotiate
the many stressors related to higher education. Secohdiye a facilitator for futuremindedness
illustrated how the participants could formulate geahnd dreams because of haviegperienced
hope in the past. Tied to this theme, participants indicated how engaging with aspesoretical
construct helped them itheir meaning making processdsastly hope were coined as andefina-
ble movable concept and also as holding the poiarb facilitate more carefutonsideration of b-
havior.

Scientific or scholarly sigicance of the study or work

Considering theesults of this study, it is clear that the teaching of pgesipsychology constructs can

LINE GARS | @Ffdzr6tS RS@OSt2LIVSyGlrf f Syaoodi KNP dzZAK &
Y2UAQFGA2Yy I E ReylFYAOa 27T (KSarStandr yfihé Mm@ and in Ol Yy & «
effect, improve academic marks. Through the findings of this stuntj éducators and students can

be reminded of the reality of how the teaching and learning of pelady can be used in more ways

than just the pass mark.
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When research and teaching meet: ExperieAzased activities for raising awareness about gender
stereotypes

Camilla Hakelind, Inga Dennhagdats Deutschmanr& Anders Steinvall
UmeaUniversity

I O2Y0AYSR aiGdzReé FAYAYy3 020K G2 Ay@SaidAadarasS Lae
raise awareness among these students about stereotypes and about their own perceptions of gender

was conducted. Two stereotype experiments alonghwitte following pedagogic discussions about

the results of these were conducted with 134 psychology students at an undergraduate course in
personality psychology at the Department of Psychology, Umea University, Sweden. The basis for
G§SaidAy3 adotgpRsSnasi aicAse airacBriied scripted mixedex dialogue. All studentssdi

tened to the same case, but voices were manipulated so as to sound male or female. After listening

to the dialogue the students answered questions about the personality and lehaivbne person

in the case. Half of the group rated a male voice, half a female voice. Once completing the questions,
group level data were revealed to the students and results were discussed in a seminar famat. R

sults revealed that students perceivéide person with a female voice significantly more extrovert,
conscientious and emotionally stable and also more open, accepting and understanding than the
same person when presented with a male voice. The students generally evaluated the learing exp
rienclS LR aAldAgSted ¢KS (SIFOKSNBRQ S@Fftdzad GA2y 2F GKS
the students analyse themselves in order to understand the results from the experiment. It thus
made the discussions concerning stereotypes more concrete.

Extended Summary

Stereotypes affect us all. It is an instant and automatic categorization process. We are aware that

aGSNB2GeLISa SEAal odzi 2FiSy ¢S R2yQi &aSSh2dzNBST ¢

ing. The challenge was how to make discussimeaningful and to help students see that this-co

cerns them. As future psychologists, the students need to be aware of the automatic and quick pr

cess in which stereotype judgements arise. They also need to be aware how they themselves are

affected by hese processes. We asked ourselves whether we could integrate research with teaching.

The aim of the study was to find out which stereotypes psychology students possibly hold about ge

RENJ FyR LISNEZ2YFEAGES YR NIAAS Qi KIS NIBS LNBY2SA%E 27

Our research questonswerem ® 52 Sa (KS LISNOSLIiA2Y 2F YAY & Yl
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ings of him/her in terms of interpersonal actions and personaliyVill this method help the at
RSyidaQ fSFNYyAy3a | o62dzi aidiSNB2GeLISakK

The subjects were 134 students in a course on Personality Psychology at the Departmeant of Ps
chology, Umea University. 40 % of these students were men and 60 % women. 75% were Swedish
students and 25% were students from abroad. We used experibased méhods to investigate our
researchlj dzSa A2y ad® ¢KS aiddzRSyda ftAadSySR (2 | FSg acC
Using digital methods, two versions were produced from one singular recording. Thus, half of the
IANRdzL) f AAGSYSRAQDS &YNYE yR2EEFRAFY P Ff GKS INRdzZLI f A2
woman. The dialogues were identical apart from alterations made in pitch and timbre. Immediately
FFGSNI t AaGdSyAay3a G2 GKS RAIFf23dz28Saz GKS alatidzRSy Ga |
to TIPI (Ten item Personality Inventory) and items based on the SASB model (Structural Analysis of
Social Behavior). Once completing the questions, group level data were revealed to the students and
results were discussed in a seminar format. Weoasked the students after the seminar discu
sions: What was your general experience of the experiment that you have just partaken in? Did you
learn anything new? The design of the study is presented in figure 1 below.

Results show that even though théatbgues were identical in the case, the students rated them
differently according to which gender Kim represented: Kim sounding like a woman was rated more
open, accepting and understanding than Kim sounding like a man, using items based on the SASB
model Kim sounding like a woman was also rated significantly more extrovert, conscientious and
emotionally stable on the Big Five factors. These results were then discussed at a debriefing session,
and an evaluation of the learning situation was conducted.

IN&dzYYFNBEX GKS YIFI22NAGe 2F aidzRSydGaQ LISNOSLIGAZ2Y
were clearly positive about their learning experience, 9,5 % were neutral, and 13,5 % expressed crit
cal feedback56 % of the comments had content that revealedttttdas method of teaching had led
tosefNBFTf SOGA2Y 2NJ Iy SyKFIyOSR ¢l NBySaa 2F (K a
AyOf dzZRSY daL GK2dzAKG GKS NBadzZ G6a 6SNBE GSNE AyidSN
some prejudice eventholkly L RARY Qi GKAY]1 L RAR®E ! yRY aL KI @€
AYLRNIFY(O ljdzSadAz2zya yR K2g YdzOK L | OlGdz fif & Y 7
OFt O2YYSyita 6SNBY aCSYIFES FyR YI f Senafory N2 (& LISa
SYOSR o0& (KS @2A0Sd¢ a¢KFid 6SUNB Y2NB | FFSOG SR
GelsSa KFry L GK2daAKG L KFER®E aL RAR fSIENHF a2YS
RSNXe¢ aL fSFENYSR (KBALOSAH & dNKAY T AYBOLatRriEdE0EKS
Y2NB yS3IILGAGS ljd2iSa tA1S ab2xr y2i NBlIffeod L YI
NE&ASIFNOK I yR 3Sy RShebeadiatnedativei coringeyitsttdolfifeSpRsibién that the
resuts were expected so there was nothing to discuss, or that they had figures out the setup from
GKS 0S3AyyAydId hyS 02YYSyidyY aqazdzyRa fA1Snal NEAA
sion of the subject influenced a negative response.

Asking the teachrs about their perception of the experience based teaching activity, we saw that
they considered the method effective. They found that this method made the students analyze both
the topic and themselves more-thepth in order to understand the results frothe experiment, and
try to relate the results to earlier research findings. The teachers also pointed out that this format
made the discussions concerning stereotypes more concrete.
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Figure 1. Design of the study.
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Teaching statisticko major using service learning
Janet M. PeterCamille Snek Alexis Almeida
Washington State University

Unfortunately, many undergraduate students express extreme anxiety regarding math and statistics,
which results in a strong dislike and misunderstanding of statistics in general, and particularly in r
gards to how statistics is used in psychology. To addtlkese concerns, we implemented a service
learning approach in an introductory statistics class, in which we teamed up with a locplafdn
organization. The students learned about the organization, analyzed data from the organization, and
presented heir findings to members of the organization. Quantitative data regarding anxtety t
wards statistics and perceived utility of statistics was collected at the beginning and end @&-the s
mester. Qualitative data was collected throughout the semester. Thaglsample size was small

(n = 14), the preliminary data are promising: service learning may be a useful strategy tounelp st
dents apply their technical knowledge (statistics) to their future roles as psychologists.

Extended Summary

Objectives or purposes

The goal of this project was to use empirically supported pedagogical practices to improve student
outcomes in an introductory statistics course designed for psychology majors. At our university (and
is the practice at many universities in the states)Rséiy 1 & Ydzad SIFNYy | 3INF RS
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order to be a registered psychology majbhis means that students arrive with significant appmehe

sion and many students express extreme anxiety over taking the class. To complicate this further,
students donot inherently understand how learning abootimbersprepares them to helpeople

Simply put, many psychology students detest the need to take a statistics course. Thus, tarhelp st

dents understand the concepts of statistics while also meeting their8lesiti 2 a KSf L& o6l & L
jors, they have a tremendous drive and capacity for helping othersj¢dmeeptualized the class as a

service learning project wherein students worked with data from a locatprofit organization. The

thought process was that #tudents could work with an actual organization and meet the people
behindthe data, they would gain a deeper appreciation of statistics, experience less anxiety, and
increase student sekfficacy (one of the biggest predictors of student success in alatses).

Perspedte(s) or theoretical framework

28 RNBg KSIQGAte dzl2y Y2to0Qa SELISNASYGALFE €SI NYAy
(reading/ learning/being exposed to abstract concepts), thinking (cognitively engaging with tee mat

rial), doing (having an applied experience), and reflecting (reflecting on the learning and experience).

For the implementation of this project, we made sure the class was designed to address each of
these components.

Methods,techniques, or modes of inquiry

We partnered with a local neprofit organization that needed help with data analysis. At the begi
ning of the semester, the students learned about the organizatitimeir mission in the community,

the population they served, and the strengths and wealges of that particular organization. Once
students understood the context of the organization, the organization provided a wealth of data for
the class to use (any personal identifiers were removed). This dataset created the foundation for the
duration ofthe class, as all analyses conducted throughout the semester used this datasex- For e
ample, early on in the semester, the students used SPSS to practice analyzing descriptive statistics
such as the average donation amount and standard deviation of dommatiLater in the semester,
they used the dataset to conduct more advanced analyses sucteatst ANOVAS, and correlations.
Each week, the students turned in an APA style lab watéhat included a results and discussion
section, with heavy emphasisnchow the results might influence the decisions and policies of the
non-profit organization. At the end of the semester, the students formed groups and selected the
analyses and results th#ttey thought would be most important/relevant for the organizatioUsing

their selected analyses, the students presented the findings and recommendations to the arganiz
GA2yaQ 0602FNR 2F RANBOGI2NROD

Data sourcesgvidence, objects, or materials

We used an introductory statistics class (n = 19) to collect data, includiagcdllection at the -
ginning of the semester (baseline quantitative measures of stats anxiety and perceived utility of
stats), throughout the semester (qualitative reflections), and at the end of the semester (finali-quant
tative measures of stats anxieaind perceived utility of stats).

Results and/or substantiated conclusions or warrants for arguments/point of view.

Given the small sample size of paired data (Time 1 compared to Time 2; n = 14), interpretation of the
guantitative results is limited butrpmising. The service learning project did have a positive impact

2y aiGdzRSyGaQ FyEASGE NBIFNRAYy3I adlida FyR GKSANI |
were extremely positive over the course of the semester, with students increasiblfyt@a make

connections between what they were learning in class and the marketability of such skills in the
workforce.
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Scientific or scholarly significance of the study or work.

Engaged teaching and learning, particularly in statistics courses, iscaldghdeavor at best. Fu

ther, there is a relative dearth about statistics specific teaching interventions. This project represents
an initial effort to create an empirically supported strategy for teaching statistics at the undergrad
ate level.
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Adapting information literacy instruction to students' academic progresA field report
Nikolas LeichneAnneKathrin Mayer& Glnter Krampen
Leibniz Institute for Psychology Information

This field report describes experiences with two versions of the curriciitegrated blended lear-

ing training in information literacy for psychologidents (BLINnK). Both versions use the same online
materials which had to be completed before a classroom session. The brief version was designed for
a homogenous audience of first year psychology students. Therefore, participants were requested to
skip ®me of the advanced sections of the online materials. During the classroom session, &pproac
es to finding literature were discussed and participants were asked to complete exercisex-The e
tended version was designed for an audience of undergraduate pEghstudents with varying
academic progress. Therefore, participants were asked to complete all online materials; the clas
room session was longer and additionally contained a section on the appraisal of scholarlg-public
tions. Evaluations of both versisrby means of a questionnaire (N = 71) revealed that the brief ve
sion obtained better ratings. It is argued that this finding can be explained by two differences. First,
the brief version was well adapted to the audience while the extended version cedtaiaterials

that might have overstrained first year students or have appeared irrelevant to them. Second, only
the course in which the brief version was integrated required participants to write a short empirical
term paper. This task might have clarifig® importance of information literacy skills and provided a
use case for these skills. Recommendations for the design of information literacy instructioa-are d
rived from these experiences.

Extended Summary

To acquire information literacy (IL), i.e. @t ®f knowledge and skills required to find and evaluate
scholarly information, is a wedlstablished learning objective of undergraduate psychology programs
(American Psychological Association, 20C3)mbining online and classimdearning (blended lear

ing) has been considered an optimal teaching model for IL. For example, in a flipped classueom, st
dents work on relevant learning materials online at their own pace while class time can be devoted
to exercises and reflection. Adidinally, online materials can reduce individual differences in iprev
ous knowledge before classroom instruction stgAsnoldGarza, 2014, (3).

The aim of this contribution is to compare two versions of the blended learning training in IL for
psychology students (BLInkeichner, Peter, Waeldin, Mayer, & Krampen, 20¥5brief version of
the training for first year undergraduate psychology students & thiversity of Trier and anxe
tended version for undergraduate psychology students with varying academic progress atithe Un
versity of Luxembourg.

The online materials used for both versions include basic information like an introduction to |
brary resouces, but also more complex materials like the use of scholarly databases (e.g., PSYNDEX,
PsycINFO). For both versions, students were urged to complete the online materials (whicmalso co
tain quizzes and tasks) before the classroom session. Participiihes brief version were requested
to skip some of the more advanced materials (e.g., citation indices) while participants of the-exten
ed version were urged to complete all online materials.
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The brief training was integrated into an introductory coursae©f the course requirements was to
conduct an observation study in groups and to write a term paper about this. This provided a use
case for IL skills. Students participated in the classroom session in seven groups of around 13 pe
sons. The sessions todks hours; during that time, approaches to finding literature were discussed
and participants completed several exercises. The instructor provided guidance and answesed que
tions that arose.

The extended training was also part of an introductory courbe&ely though, did not require pa
ticipants to write an empirical term paper. The classroom session was longer (around 2.5 hours);
participants were split into four groups of around 15 students each. The first part of it was identical
to the classroom segsi of the brief training; during the second part, criteria to evaluate scholarly
literature including citation indices were discussed.

To assess the learning experience, a questionnaire for the evaluation of blended learning instru
tion was used which allvs an evaluation on eight dimensio(Reter, Leichner, Mayer, & Krampen,
2014) Additionally, participants had the opportunity to make oral or written coemts. Due to small
and unbalanced sample sizes (brief trainiNg= 51; extended trainingN = 20), ManAWhitney-U-

Tests were computed. It was found that participants of the extended training appraised the training
lower regarding overall use and classmteaching, but considered it to be less demanding. A closer
look at the data from the extended training shows that first year students tended to give lotver ra
ings than second and third year students what is corroborated by oral and written comments.

Becaise the two samples differed in several regards, the results do not allow for an unambiguous
interpretation. However, it is suggested that the greater acceptance of the brief training might be
explained by two reasons: First, as the audience was a homaogeagroup of first year students, the
training could be targeted to the audience by leaving out some of the advanced materialsx-The e
tended training, contrastingly, contained these advanced materials to make it interesting @&ad rel
vant for second or thirgear students. Consequently, one participant of the extended trainimg-co
mented that the course was suitable for second or third year students, but overwhelming for first
year students. Second, the term paper about the observation study may have helpégilpaaits to
recognize the relevance of IL skills and offered an opportunity to apply them. Based on these exper
ences, it is recommended to make sure that the learner group is homogenous, so that instruction can
be tailored to the academic progress of thadience and to integrate IL instruction into courses that
allow an application of IL skills.
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Teaching educational psychology with an audience resposggtem- Auditorium Mobile Clas-
room Service (AMCS) as a mean to foster learning in university lectures

Felix Kapp, Iris Braun, Tenshid& Susanne Narciss
Technische Universitat Dresden

Lectures at universities are often transmissfocused and lacknteractivity. The demands teachers

in the field of psychology are facing are the same as in other disciplines. It is challenging to interact
with all students, the students have varying learning goals within the lecture (due to different-unive

sity carees or personal interests) and assessing progress is hard through just a few interactions. In
order to address these problems we developed an Audience Response System. Based on research on
selfregulated learning (SRL) Auditorium Mobile Classroom SerMd€$Awas designed. AMCH-su

ports students to regulate their own learning process during the lecture. Learning questions, surveys
YR LISNBR2YFfAT SR YSaal3sSa NS RSt AOBSNBR @2 (GKS
turer can monitor progress @hlearn about the cognitive and motivational conditions of the students

by analyzing their answers. AMCS was used in a lecture on educational psychology for bachelor st
dents over a period of four continuous sessions. Between 40 and 57 students participdtes a-

tivities during the class. Evaluation at the end of the fourth sessions revealed that studentsiapprec
ated especially the learning questions within the sessions. The overall judgment of AMCS was pos
tive and students expressed the opinion thhettool led to an increase of interactivity in the class.

Extended Summary

1 Introduction

Main lectures at universities are often transmissforcused and lack interactivity. As in other disc
plines,teachers in the field of psychology face the followitglienges: it is nearly impossible 1o i

teract with allstudents, the students have varying learning goals within the lecture (due to different
university caeersorLJSNRE 2y Ay GSNBadav FyR aaSaaiay3d addzRS
interactions. In oder to addresghese issues we developed an AudiefResponsesystem. Based on

research on selfegulated learing (SRLAuditorium Mobile Classroom Service (AMCS) was designed.

AMCS allows lecturers to design intentionsin advance of the cks. Learning questions, surveys

and personalied messages are then delivereddzi 2 YIF GA Ol tf & G2 (GKS &addzRSyld
the lecture.

2 Features of AMCS

Within lectures students have to setgulate their learning process (Zimmerman, 2000). ¥igt,
dents differwith regard to their goals, prior knowledge and available learning stragegiberefore,
they process nevnformation in various ways. Furthermore, the ways and quality of monitorieg th
understanding and learningrocess within a leche may differ depending on their metacognitive
skills. The following four features of AMCS aim at supporting students iregelfting their lean-
ing. They furthermore provide information to the lecturers in order to improve their teaching.

2.1 Interess / personal goalssurveys

At the beginning of the lecture students are asked about their personal godlinterests (see fig.

1). Theanswers are stored for each student in a database and are used as triggers for laterron inte
ventions such amessag@s and learning questions. At the same time, the short survey at the-begi
ning helps students to refleetbout their goals.
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141.76.41.56

Lernaufgabe

0 Won Sericus Games spricht
man, wenn...

o ...Spiele keinen Spass
machen, sondern ernst sind.

() ...es sich um Brettspiele mit
einer padagogischen Moral
handelt (z.B. Mensch arger Dich
nicht!).

I - q
) ...Spiele eine
Einstellungsveranderung zum Ziel
haben.

O ...Lernumgebungen einzelne
Spielelemente zur Verbesserung
der Motivation beinhalten.

Falsche Antwort: Serious Games

A1 %E

sollten auch Spass machen.

Figure 1: Survey (left), learning question (right)

2.2 Learning questions distributed over the lecture
AMCS is able tdeliver learning questions at different point of time during tleeture. In contrast to

other AudienceResponsesystems, AMCS provides individual feedback. Students can answéer mult

ple-chaice questions on their smartphones and receive individual feedlzdiek choosng an option

(see fig. 1). Theecturers can display the results of the audience on the presentation screen in case

they want to disuss it inpublic. AMCS offers support for the rib@sed construction of learning
guestiors (according to KapparcissKorndle & Proske, 2011).

2.3 Prompts or delayed feedbagbush notifications and messages
LINB T S NBhje©tSwhictStde @ S E | Y
indicate inthe survey at the beginning of the lectay strategic guidance is delivered during the-le
ture via prompts (e.g¢ ¢ K S
tions delivered during the lectureontain the possibility to identify knowledge gaps of the students.
Thus, studens who have made mistakes idearning question at the beginning of the lecture, can be
provided with additional feedback at a later powitii A Y' S
issue is explained by Prod
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2.4 Formative assessmengvaluation center for lecturer
Learning questions and survey results offer the possibility to evaluate universityds (see fig. 2).
Lecturershave access to relevant information during the lecture (immediate display ofitepques-
tion results orsurveys), after single 9Minute sessions and after a complete course of a whele s

mester (the standardizedvaluation survey can be also delivered via AMCS).
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Anwendungsbeispiel Serious Game Design 3 £ & 1

Figure 2: Evaluation Centetecturer view

3 Teaching Educational Psychology with AMCS

AMCS was used in a lecture on educational psychology for Bachelor students over a period of four

O2yiAyd2ds aS$aaiz2ya O0GaSNRA2dza NBEUAAABRORSANFTKY A

sessmentanagvadzr A2y é0® . SG6SSYy nn yR pt1 aidzRSyida
the class (gproximately60 to 70 students attended the class). In each session six learningansest
were provided (two at théeginning, two after half of the time and twd the end). Additionally the
sessbns started with 2 to 3 surveguestions asking for the personal learning goals and prior
knowledge of the student®rompts and delayeteedback was implemented in two of the foursse
sions.

The evaluation at the end ohé fourth sessions revealed that students appated especially the
learningquestions within the sessions. The overall judgment of AMCS was positive and students e
pressed the opiniomhat the tool led to an increase of interactivity in the class. Tikefulnesof the
pushnotifications wasquestioned by the students. This might be due to technical problems and to
missing adaptivity. Ftiner researchs necessary in order to develop this feature of AMCS.
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Understanding engagement and active learning among online clinical students during residency
experience

Brenda Frye
Hazelden Betty Ford Graduate School of Adi&imidies

Active learning and engaged learning communities have been determined to be important cansider
tions for students when scholars consider how best to ensure that they are retaining the information
that is being delivered in classrooms (Liu et &07).With the increase in online, hybrid andsdi

tance formats this can be even more challenging to ensure that students feel engaged and classes
are being taught in ways that meet learning outcomes and align with the way that they can learn.
The followingpresentation is intended to share preliminary findings from a group of online students

in a clinical masters degree program and results of survey data distributed during their residency
experience on what helps them feel engaged and actively involvetein own learning.Specific
information will be discussed pertaining to findings of how a student feels engaged and active in
their learning and the ways that they feel connettie their learning community.

Extended Summary

Objectives or Purposes

Onlinedegree programs are becoming increasingly popular and some require an on campus residency
SELISNASYOS (2 SyKIyOS |yR &dzLJR NI GKS addRSyidQa
area of expertise and provide a means to assess these skillg bemonstrated during their devgbe

ment. A challenge in online degree programs is that students often report feeling isolated from peers, the
University and the activities that on campus students have available to them and this can lead to lower
satisfacton and increased attrition (ldwigsHardman & Dunlap, 2003An important aspect of online
SRdzOF A2y A& (GKS y2GA2Yy 2F | fSENYyAy3a O2YYdzyAile
communicate with each other across the Internet to share infornmgtiearn more about a topic or work
onaprojec2 NJ Y dzi dzI £ A y Th8 NSdantyrexperiencibrequimabin ndany of these programs is
one effort to increase a sense of learning community however it is still unclear as to what specifically fa
torsAyd2 | aiddzRSyadQa aSyasS 2 fring tBeirgsdendyllexdddiiencedirthe- 02 Y
more, research is lacking on the whether including a residency experience leads to higher satisfaction in
the program, effectiveness in terms of the learniigt takes place and retention of stants in the po-

gram over time.This presentation will look at preliminary data obtained from students during thel res
dency experience to learn more about their perception of sense of being engaged and part of tilreir ac
learning community.

Perspective(s) or theoreticBiamework

According to Social Learning Theory proposed by Albert Bandura (1986) people learn within secial co
texts through modelingnd observation of behavior$he three models he developed to sugphis the-

ory can be applied to the residency experience for online learners which shows the importance ¢f mode
ing skills and behaviors (Greener, 2009; Hrastinkski, 2009; Salanova, Llorens & Schaufeli, 2011; Sinclair &
Ferguson, 2009), use of verbal msttion and use of videos to discuss concepts throughout their @éxper

ence (Vincenzes, Drew & Romero, 20Eglvanova et al., (2009) also found that enthusiasm had & pos

tive effect on activity engagement and s&iff T A OF O& g KA OK OI § redidencylieXidery a t I i
ence if it is experienced as positive and then can ultimately enhance their overadiffgelty around

learning in the online format.

The objectives and value of this preliminary qualitative study is to: 1) learn about the specditeagp

of sense of engagement, connection and sense of academic rigor during their residency experience; 2)
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determine categories of these experiences to pursue hunches and potential for analytic study;3) dete
YAYS 6KS(GKSNI G KSNB nlthslEsidehcyCeiiperigrite thaylehdkBiseik t6 gvarall Qende

of satisfaction, engagement, and improved s&ficacy in online learners; and 4) ascertain whether there

are components in the residency experience (active learning) that lead to improvednigautcomes

and retention in online degree progmming. For the purposes of this presentation, the theoretical
framework will guide a rigorous discussion about active and engaged learning and preliminary findings
from the data set will be used to suppdtie framework and discussiofuture work on comparing and
analyzing the data to other sources as well as to outcome variables such as retention rates and graduation
rates will be discussed also.

Method
Overview

{GdzRSy (a Ay |y 2DBegrdePdgramiengyge 0k fesidarcydexpSriddreiduring their

first semester and this residency lasts for 4 datsthe end of each day a feedback form is given to

students in order to continue to learn more about their perceptions and experiences ofisvhap-

ful to them during this time{ G4 dzZRSy G4 Qa aSyasS 2F ¥F¥SStAy3 Sy3al 3ISR
learning gains (Liu et al., 2007).

{0dzRSy(iQa aSyasS 27F ardAratlkOldAz2y nhdoandXlairei .St & N
2007).Learnng specifically what helps students in online degree programs feel a sense of satisfaction

and engagement and whether this really lead®terall success and retention.

This is a descriptive study based on findings from students over the course ofr@rtiffesidency

experiences and the anonymous feedx provided by 150 students.

Participants

{GdzRSyia SyNRttSR Ay GKS 2ytAyS /fAYyAOIf al adsSN
School of Addiction Studies taking one of their first courseghvhlso includes an on campusires

dency experienceThis course is offered each semester (3 semesters per year) and included in this

study are stdents from the following termsWinter, 2015; Summer, 2015; Fall, 2015; Winter, 2016;

Summer, 2016; Fall, 261 Winter, 2017 & by this psentation also Summer, 201 Btudents in the

current study represent 36f the U.S states and Canadde age range in the participant pool is 24

65 yearswith a mean age of 41.8 yeaisthnicity breakdown]

Procedure

Studens participate in the residency experience on campus and at the end of each day thep-are pr
vided with an evaluation form andwgn 1520 minutes to completeThey are told that their honesty

is appreciated and that the surveys are anonymous. The datectaadlés used solely for the purpose

of improving the residency experience for students in terms of academic rigor, attention to learning
outcomes and their sense ehgagement and connectedneddhey are provided the same survey at
the end of each day asere are different activitiestasks and lectures each d@articipation in the
ddzNBSeé Aa ©@2fdzy i NBE | yR a0dzRSy(dQa O2nitdrad®RBe/ G A £ A (
data collectionStudents are provided with an envelope at the back ofdlessroom and they place
their surveys in the envepe as they leave for the daio identifying information is asked ofust
dents on these surveys.

Data sources, evidence, objects, or materials.
The survey completed by participants the end of each dainduheir residency was a modifiedrve
sion of the Critical Incident QuestionnairéCIQ), Brookfield, S. (2009Retrieved from
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www.stephenbrookfield.com/cig/ Questions are opernded designed to engage students in aicrit

cal reflectionof their learning experienc&.he questions on the survey are as follows:

1. At what moment in class today did you feel most engaged with what was happening?
2. At what moment in class today digou feel most distanced from what was happening?

3. What action that anyone (teacher or student) took in class today did you find most affirming or
helpful?

4. What action that anyone (teacher or student) took in class today did you find most puzzling or
confusing?

5. What abut the class today surprised you the most? (This could be something about your own rea
tions to what went on, or something that someone did, or dnig else that occurs to you).

Results and/or substantiated conclusions or warrantafguments/point of view

Data Analysis

The analytic process being used in this qualitative study is based on grounded theory methods, which
Oz2yarail 2F aaeaidSYLFLGAO &Si FtSEA0fS 3IdzA RSt ey Sa 1
2 NASNER d#Y R S R (a thenysehiess &haRrlaz) 2008his analytic process was based on an imme

sion of the qualitative data obtained from students dwgitheir residency experienceBata was read,

sorted and open coded; described by Strauss & Corbin (1990) (G KI i 6 KA OK & F NI Ol dzNX
one to identify sub categories, $hA NJ LINE LJS NI A S dLanbuddR of BarticiBayita guiigll he ¢
codes and sub category labels, which werentdfied with short descriptorsCodes and sub categories

were g/stematically compared and contrasted in order to yield inclusive results that fit into the categories
reflective of the overdlexperience during residencBy being open to the experiences by students, what

is happening in their learning process and disd in their words we can begin to construct ideas based

on observations, interactions, and mai&ls gathered in this procesEmpirical study of these experiences

and hunches take place as well as potential analgéas about those experienceBatais separated,

sorted and synthesized through qualitative coding in ordertf@se concepts to be exploredor the
purposes of this presentation, data will be presented from a theoretical framework and to guideseur di
cussionFrequency distributions wible provided as well as discussion on methods toyareathe data for

future study.

Scientific or scholarly significance of the study or work.

Online and distance learning is becoming increasingly common at even some of the most prestigious Un
versities mcluding; Harvard University, Stanford University Arizona State University and Duke University to
name just a few in a varietyf degree awarding program§Vhat are the components of online learning
outside of the convenience factor that continues to drasvmany learnersThe positive effects on lear

ing as well as other variables such as satisfaction (Alavi & Dufner, 2005), active engagement ofithe lear
SNBA O05FAX wnnt0 YR GKS NRtS GKIFIG GKS £SFN¥FAYy3
program (Liu et al., 2007) are all variables being studied in the interest of determining the most effective
methods for delivery of online degree programs yet this research is still in its infancy and has rsst nece
sarily led to empirical evidence thdtdse factors contribute to or have a role in learnerfpemance (Liu

et al., 2007)In addition, residency experiences, which are required in many online degree programs, have
yet to determine whether this contributes to the success and/or retention oflehts and if so, what are

the specific factors or active ingredis linked to these variableskhis preliminary study hopes to shed
some light on this topic by quantifying the data gathered by students during their residency experience in
an online clirgcal degree program and ultimately linking these variablesttiolent success and retention.

77


http://www.stephenbrookfield.com/ciq/

References

Strauss, A., & Corbin, J. (199Basics of qualitative researctirounded theory procedures and ltec
niques Newbury Park, C&age Inc.

Bandug, A. (1986)Social foudations of thought and actionA social cognitive theoryEnglewood
Cliffs, NJ: Prentice Hall Inc.

Brookfield, S. (2009). Ciitical incident guestionnaire.  Retrieved from
www.stephenbrookfield.com/cig/

Charmaz, K. (2006Constructing grounded theoni practical guide through qualitative analysis
Thousand Oaks, CA: Sage Publications.

Greener, S. (2009EModelingHelping learners to develop soundearning behavioursEledronic
Journal of e_earning 7(3), 265271.

Hrastinkski, S. (2009A theory of online leming as online participationComputers & Education
52(1), 7882.

Lui, X., Magjuka, R., Bq C., & Seungee, L. (2007)Does sense of community matter? Quarterly
Review on Online Education, 8(1)24.

LudwigHardman, S. & Dunlap, J. (200B&aner support services for online students: Scaffolding for
success. The International Review of Research in Open and Distanded.ed(l), 115.

Porter, L.R. (2004Developing an online curriculum: Technologies and technidiszshey, PA: Idea
Group, Inc.

Salanova, M., Lloren S., & Schaufeli, W. (201#), Sax* L Olys> L FSSf 3JI22RX |
cycles and spiralsf efficacy beliefs, affect, and engagemeApplied Psychology: An Intern
tional Review60(2), 255285.

Sincldr, B., & Ferguson, K. (200®)tegrating simulated teaching/learning strategies in undergrad
ate nursing educationlinternational Journal ofNursing Education Scholarshif(1), doi:
10.2202/1548923X.

Vincenzes, K., Drew, M., & Romero, L. (2015). Residencies in an online doctoral pldgaanand
Research You can Use&-12, Retrieved from http://www.counseling.org/knowledge
center/vistas

78


http://www.stephenbrookfield.com/ciq/

WEDNESDAY1:00¢ 12:30
Paper Sessiof
Conceptual Frameworks: Perspectives of Development, Implementation
I v R { (i dede@afde &f®sythological Education Programs
Chair:Jonathan BarenberdiRoom:SE 1.008/1.009

Applying user experiencand design thinking methods to create target oriented trainings
Dominique StimmArnd Engeln &abine Hogsdal
Stuttgart Media University

¢KS NBASFNDK LINRP2SO0 aLYyy20FGA0S YSGK2Ra F2N (K¢
transfer successfuinethods of User Experience and Design Thinking from the context of product
development to the context of education development. An interdisciplinary team is taking part in this
research project (experts from the fields of Psychology, Educational Scamt&sesign). The project

is founded by the Ministry of Science, Research and the Arts BAtlettemberg, Germany, and it is

in cooperation with Robert Bosch GmbH, business unit Powertools (PT) and the Volkshiechschu
verband BadetWirttemberg e.V. (VHS).

Thegoal of the project is to create a user manual providing concrete instruction for trainingdprovi

ers. The user manual combines successfully proven methods from the fields of User Experience and
Design Thinking in order to plan and design target orientathings in the context of professional
development. The manual itself is developed in a wsstered way by involvement of potential
users.

The project includes two case studies, one realized with PT and the other with VHS. In this paper we
will presentthe PT case study. The PT case study includes the development of an user centered trai
ing concept which is e.g. about teaching psychology to engineers and brand managers. This concept
has already been applied at PT and Media University Stuttgart.

Extendel Summary

Target orientation is a term used very often and well known in literature of education and teaching
(e.g. Siebert, 2006). Nonetheless it is not simple to create lessons or trainings in a target oriented
way (Loffelmann, 2008).he innovative ideaf this research project is to transfer successful methods
of User Experience and Design Thinking from the context of product development to the context of
education development to create target oriented trainings. The project aims further to createra use
manual providing concrete instruction for training providers. The user manual combines successfully
proven methods from the field of User Experience and Design Thinking which are worth in eencept
alizing target oriented trainings in the context of eduoatdevelopment. The project is in cooper
tion with Robert Bosch GmbH, business unit Powertools (PT) and the Volkshochschulverbard Baden
Wirttemberg e.V. (VHS) and is founded by the Ministry auf Science, Research and the Arts Baden
Wirttemberg.The projecincludes two case studies, one with PT and one with VHS. In this paper we
will present the PT case study.

We based our research on the usmntered design procestS0O 924210:2010) in orderd test
if usercentered design methods are worth in conceptmimg target oriented trainings
According to this process a first step is to understand and specify the context of use which means to
understand the user and his needs. As a base for our user research we choose the ethnographical
interview (Spradley, I®) which combines observation and qualitative interview. To allow {inter

subjective reflection, two project members of the Media University took part in 2dex trainings
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at PT to observe the training situation. The trainings were about teaching psgatedl@ontents
relevant for usetcentered product development to engineers and brand managers. 14 PT employees
took part in these trainings. After the training qualitative interviews were hold with 10 of the training
participants. The sample was heterogens: Participants of different age (B3 years), gender (4
female, 6 male), motivation to take part in trainings, educational background, professional activity
and professional experience.

Within the interviews we focused on the 6 facets of User Expegietask, seHexpression,
learnability, convenience of use, joy of use, aesthéfiogeln, 2013; Engeln & Engeln, 20T%8king
into account that people very often are not consciously aware of their needs requirements focusing
on the 6 facets of User Exfience can help to gain a better insight into the users” needs.
In a second step we analyzed the user requirements which were identified within the ethnographical
interviews. We created user boards, extracted key learnings and defined so called Oppyokinasais.
Opportunity Areas are relevant fields of requirements for improvement of user experience because
they address not or only partly fulfilled user needs. In our research the Opportunity Areas were co
cerned with e.g.:

- trainer

- training materials

- group dynamics during the training

- transfer of acquired skills into daily work

The third step of the userentered design process deals with the definition of design solutions to
meet user requirements. To find solutions for the defined Opportunity Areas v dre ideation
workshop in which we used different creativity techniques to generate ideas such as brainwriting,
brainstorming and the 6-5-method. After having generated a quantity of ideas, we started grot
typing, which means the conceptualization ofofmtypical training elements. Prototyping can be
divided into different phasedow fidelity, mid fidelityandhigh fidelityprototyping (Engeln & Engeln,
2015). Whereas low fidelity prototypes can be very simple concepts, to be realized in less than one
hour (for example text based scenarios), mid fidelity prototypes can be more developed concepts
(for example animated scenarios). High fidelity prototypes are concepts which already work in real
environment.

The forth step in the userentered design prass is concerned with the evaluation of prototypes.
In our project we created pilot trainings at Bosch PT and at Media University. In order to evaluate the
trainings we asked participants to assess the training. This was done by qualitative interviegls as w
as the UX questionnaire which includes the 6 facets (Engeln & Engeln, 2015). Results can be seen in
figure 1.
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Evidence from across thepond: An approach to model teaching characteristics
Aaron S. RichmohdGuy A. Boysén& Regan A. R. Guruhg
Metropolitan State University of DenvgiMcKendree Universi® *University of Wisconsin

Recent efforts to provide standardized benchmaiides quality in undergraduate psychology eddc

tion have not included specific definitions of teaching excellence. However, the Society of Teaching
of Psychology (STP) and Richmond et al. (2014) have creating six key Model Teaching Characteristics.
These asipational characteristics includé&raining, Syllabus, Content, Instructional Strategies, A
sessment, and Student Evaluation of Teachers. Teachers can use these characteristics as a standard
for selfevaluation and an aspirational model for teaching. Irs gh@per, we will include a discussion

of the 18 specific traits and practices included in the list of model teaching characteristics, &+ith sp

cial emphasis on evidendmsed practices. In addition, attendees will engage in aeselfuation of
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their consisency with the characteristics and their ability to provide evidence to document their
consistency. Finally, we will discuss the utility of this model across different approaches te unde
graduate psychology education (e.g., EuroPsy and the Bologna process)

Extended Summary

Objectives or purposes

We have several objectives and purposes for this paper presentation. First, we will outline the sele
tion of the Model Teaching Characteristics (MTC). In order to make a specific connection with the
conference theme, we will give special attention to the evidebhased teaching practices contained
within the characteristics by emphasizing that model temrshand provide evidence of each MTC.
Second, we will give participants the opportunity to use the rubric created by Richmond et al. (2014)
to consider their consistency with the 18 traits/practices and the evidence they could provide to
document their cosistency. In addition, there will be opportunity for open discussion about the
characteristics, their use, and future directions. Third, we will discuss how the MTC may map on to
and be used within the context of the EuroPsy and Bologna process.

Perspectie(s) or theoretical framework

There have been several recent efforts to define and standardize principles of quality in psychology
education (e.g., APA, 2011), but teaching itself, thus far, has not been included. Several methods
exist for defining an extlent teacher of undergraduate psychology, but they do not offer concise,
comprehensive guidelines for achieving and documenting teachingduiglity teaching. In order to

I RRNBada GKAA fAYALllLIGA2yE GKNRAAK REmpiétaSis T2
(2014) developed a multimodal list of model teaching characteristics (e.g., pedagogical training, i
structional methods, assessment process, syllabi construction, course content, and studeit evalu

tions) that teachers can use as a starttifor selfevaluation. Consequently, Boysen, Richmond, and

Gurung (2015) sought to empirically validate the MTC.

Methods, techniques, or modes of inquiry

Boysen and colleagues solicited faculty from across the United States to complete an online survey o
the MTC. Faculty completed the -it8m MTC scale, the Teacher Behavior Checklist, thigefi) Big

Five Personality Trait survey, and a demographic questionnaire.

Data sourcesgvidence, objects, or materials

There were 208aculty members who participat in the study. The majority were Caucasian (81%),
female (68.3%), taught at either community colleges (24.5%) or private baccalaureate colleges
(20.7%), and were senior/tenured faculty (48.1%).

Results and/or substantiated conclusions or warrant@fguments/point of view

Ly a&adzyz GSIFOKSNRZI 2y | @SN 3IST NBLRNISR YSSiAay3
Teachers reported meeting criteria related to syllabus construction most frequently (91%) and the
instructional methods criteria leastequently (69%). These results suggest that the Model Teaching

I NARGSNRAI KIFI@S LRGSYGAlIE FT2N) dzAS Ay LlaeoKz2f238 S

Additionally, MTC characteristics were positive correlated to master teacher behaviors. See Table 1
for spedfic results.
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Table 1.Descriptive Statistics, Pearson Correlations, and-Qeder Partial Correlation
for the MTC

Variables 1. 2. 3. 4. 5. 6.

1. Training -- 26%*  46** A1 .02 .06
2. Instructional Methods 33 - 23** .03 .03 14
3. Assessment A8** .39** -- .18** .05 20%*
4. Content .16* A8** 30 - 15%* .28**
5. Syllabi .02 13 14+ 24%* - .09
6. Student Evaluations A8**  36** 45%* A4x* 20%* -

Note.Results below the diagonal represent Pearson correlations. Results above dhe
onal represent partial correlations controlling for responses on the Teacher Befr
Checklist and Ten Item Personality Inventdry.p < .05. ** =p < .01.

Additionally, we found that those who wedemonstrated excellent teachelsad higher MTC scores.
See Table 2 for specific results.

Table 2Demographic Comparisons on the MTC

Receive teaching No teaching awardn(

award 6 = 95) =113)
Training 6.74 (1.49) 6.02 (1.72) 3.24(0.45)**
Instructional Methods 7.01 (1.79) 5.60 (1.88) 5.50(0.77)**
Assessment 6.28 (1.39) 5.18 (1.57) 5.35(0.77)**
Content 7.48 (1.76) 7.18 (1.80) 1.24(0.17)
Syllabi 8.18 (1.41) 8.16 (1.27) 0.11(0.02)
Student Evaluations 5.25 (1.13) 4.47 (1.84) 3.61(0.50)**

Note.* =p<.05. * =p< .01.

Scientific or scholarly significance of the study or work

Our current research constitutes the first empirical investigation of a comprehensive definition of
competent teaching in the field of psychology. These results illustrate that even experienced faculty
might benefit from using the MTC to facilitate sedflection about teaching, which is a process that
could lead to improvement. Motivating and documenrgisuch improvement is precisely the intken

ed purpose of the MTC, and we hope that this research will encourage utilization of the MTC to that
end.
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Educational alienation and engagement: A critical discourse analysis of students' talk aboutaeduc
tion experiences

'Dominic Warren!Regina Pauli &arcia Worrell
YUniversity of RoehamptofJniversity of West London

Students in HE are positioned within various discourses of marketization, commodificationtand su
jectification. This can lead to alienation and lack of engagement with what higher education has to
offer,.LY GKA& LI LISNI 6S LINBaASYyld | ONARGAOFE RAAOdzZNEA L
experiences of relationships in higher education (HE). We propose that the concept of alienation is
underresearched compared to the concept of engagemerd areds to be developed in order to
0SGGSNI dzy RSNREGFYR K2g KS3ISY2YyAO LINI OGAOSa Ay T df
meaningmaking. It is suggested that the outcome oriented education system is designed td-perpe
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Symposa

MONDAY14:30¢ 16:00
Symposium 1
Understanding group work in Education: Psychological Pefrspe

tives on Group Work Processes
Organizer Sally WigginsChair Stefan BlombergDiscussantdRegina Pauli & Marcia WorreRoom:
SE 1.006/1.007

This symposium is focused on group work incation and on the ways in whighsychologicale-
search can provide evidend®sd improvements to teaching anidarning practie in groups. We
focus specifically othe processes of group work different stages of pedagogical processes and
from different perspectives: howtudents understand the purpose of group work, hetudents
agree or disagree witkach other when workingnigroups, and with teachersssess students who
are engaged in group work. Group work and the preses surrounding group work are thus both
educational tools for psychology and s for psychological researchhere are two main aims of
this symposium1) to showcase empiricakgchologyesearch on different areas of group worlopr
cesses, and 2) to illustrate hopsychological research on teaching and learning issaasbenefit
other disciplinesThe symposium brings together researchers basehlédrsocial psychology research
group at Link6ping university (Sweden), in collabiorawith researchers in Englamad Scotland. It
will cover group work in different educatial settings, from problembasedédarning groups in ps
chology and engineeringt Uniersity level to Swedisbchool group work. As such, we demonstrate
how psychological research inteaching and learning issues can have a wigenefit beyond the
psychologyteaching community.

1. Problembased learning as means and objective: the page of tutorial groups in psychology
Michael Rosande% Eva Hammar Chiriac
Linkdping University

The aim of this study was to investigate how fiystair students of psychology view thgurpose of

tutorial groups in problerbased learning (PBL)tétorial has the potential foboth a strong positive

and negative social influence. Feglnof autonomy, relatedness amompetence are important for
internalisation and intrinsienotivation. Identification withthe group determines how the membe

shipy Ff dzSy 0Sa (KS & dgRt§ 14T siubents fébin R4tyfodial drofip? paitisigated

in the stuly, providing 399 statements NS & LI2y aS (2 (GKS ljdzSadAazy w2 KI{
INR dzLJA KQQ® 5 | u$ihg therBaNdanalysfs| ThesuitSsRowed a focus on both learning

and social influenced.earning involved the tutorial as both an objective and as a means. Sodcial infl

ence isimportant for a tutorial to become a weluinctioning goup. PBL creates conditions fau-

tonomy; a welfunctioning tutorial group fosters feelgs of relatedness and using tlgeoup as a

place for discussion, reflection, and expresstod 2y SQa (i K2 dz3coxitributds toRed- 1 y2 6 S
ings of competence. All three asgis are important for creatingnotivation to learn in terms ofn-

trinsic selfregulated motivaion. By creating conditions fagroup identification, local norms are

more easily internalisedyhich also helps motivation tbecome intrinsic. A tutorial group as a well
functioning leaning environnent requires botithe group as an objective and as a means.
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Extended Summary

Objectives opurposes

How new students are introduced to problebased learning (PBL) and how their expectations are
received can affect the way they approach the subject matter and how they relate to the tutorial
(Azer, 2009). The aim of this study was to investigate fimtryear students view the purpose of
tutorial groups in PBL.

Perspective(s) or theoretical framework

In tutorial groups, the dynamic interplay is considered a part of the task and is an incitement for
learning (Azer, 2009). A tutorial has the potentiallfoth a strong positive and negative socialunfl

ence (Hammar Chiriac, 2014), and can provide a learning environment in which interest ifbthe su
ject matter and intrinsic motivation are more probable (Schmidt & Moust, 2000), but it could also
involve extrirsic motivation in which social pressures are the main motivator to study (Sobral, 2004).
In terms of the selfletermination theory, feelings of autonomy, relatedness and competence are
important for internalisation and intrinsic motivation (Ryan & DeciQ®@0 Identification with the
IANRdzL) RSGUSNXAYSa K2g GKS YSYOSNEKALI Ay¥FidzSyoSa
2008). A positive influence can lead to helping behaviour. Social influence can also result in a more
uniform group with potentialpositive effects, such as stronger cohesion, but also group members
less likely to express their own ideas and beliefs (Kraut, 2003).

Methods, techniques, or modes of inquiry

Data were collected in connection with a scheduled part of an introductoryseourhe tutorial
INRdzLJA 6SNBE AyadNHzOGSR G2 NBFESOGU 2y GKS 1jdzSaida:
in the tutorial, then each individual wrote down her or his own thoughts as answers to the question.

Data sources, evidence, objectsnmaterials.

147 students from 24 tutorial groups from the Psychologist programme at Linkdping University, Sw

den, participated. They provided 399 statements. Data were analysed using thematic analysis (Braun

& Clarke, 2006) resulting in 407 codes, froifmak two main themesg, social influence and learning

were constructed.

Results and/or substantiated conclusions or warrants for muents/point of view

The results showed a focus on both learning and socialeinflel. Learning involved thetorial as
both an objective and as a meatigt is using thdutorial to learn about grougprocesses, and as a
vehicle for learning academic knowleddgocial influence is importarfor a tutorial to become a
well-functioning group, togethewith opportunities to usehe group as an objective in and of itself
to learn to work in a grup, cooperate, solve problenad communicate. Social support and feelings
of togetherness crate conditions for intrinsienotivation, as well as strongédentification with the
group.

Sientific or scholarly sidficance of the study or work

To be able to use a tutorial group as a means toeaghiacademic knowledge, sociafluence, in
terms of social support, togetherness and inspam, is important. The naturef PBL creates conrd
tions for autonomy; a wefunctioning tutaial group fosters feelings oklatedness and using the
group as a place for discussion, réflé A 2 y = | y R S BhagBisiaad kdofvleddeFcortriy’ S Q &
utes to feelings of copetence. All three aspects aimportant for creating motivation to learn in
terms of intrinsic selfegulated motivatim. By creating conditions for group identification, local
norms are nore easily internalised, whichlso helps motivation to become intrinsic. To be able to
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achieve d of this, there is a need tfiocus on more things other than just academic knowleddlee
group as an objective in and of itself is equally important. A tutorial group as dunetloning lean-
ing environmentrequires both the group aan objective ad as a means.
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2.'Doing’ disagreement without being disagreeable: How students deal with conversational norms
in group work

Robert McQuade Sally Wiggins & Esther VenturdMedina
'University of StrathclydéLinkdping University

The growing prevalence of group work inypkology places requirements atudents to learn not

only their subject matter, but atssocial and educational skisich as working with their peers. In
problembased larning (PBL), a criat elementis that students should challenge each other in terms

of ideas or assumptions (Az&004). Through disagreeing, it is arguedtttudents will develop a

more sophisticated understanding of the knowledd@sagreements in conversationpwever, have

already been shown by conversati@analytic work to be socialtlyoublesome (Pomerantz, 1984), so

it is vitalthat students learn to disagréé LILINR LINA F 6 St 8 Q 6al NNIF ZistanmMHO P
demonstrate how researcim social psychology drdiscourse can provide empirical indiginto how
studentsmight learn to interact more effectively in growpork settings. The paper reports and-

yses from a project that aims to understand how engineering students develkpS Wwa2 Fia &1 A f
group work alongside their academic knowledge by examiningititeractional practices and pr

cesses within PBL tutais. In particular, we focus dd2 ¢ a G dzZRSyGa WR2Q RAal 3INX
interadion. The data is taken from 3@urs of videerecorded datafom PBL tutorials at a Scottish

universty. Usingconversation analysis, we focus on sequenceshithvstudents disagree with one

another, and illustrate the different ways in whidhig is achieved. The paper wdiscuss the intera

tional barriers to diagreeing with other students in groupovk and will offer insights from empirical

data to illustrate how these might be overcome.
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Extended Summary

Objectives or purposes

The aim of this paper is to use psychological tleand methods to demonstrateow group work
in educational settings can be uamtood and analysed as sociateraction. It will focus on how
disagreements are pduced in conversation and hatliis can help students develop more effective
ways of larning in group settings whildevdoping the skills and competencies of being a teanypla
er. At the same time, thisnderstanding of how disagreements occur can informaadional practice
for tutors. A secondary aim is to encourage teaching staffige psychology to help devel@mpiri-
cd-based research in PBL and related studesnitred approaches to learnin@f. Wiggins et al.,
2016).

Perspectie(s) or theoretical framework

The paper is based on conversation analysis @&dnell, 2011) and discursipsychology (Wiggins,

2017), emphsizing thamportance of analyzing sociateraction in situ, as a collaborative achéev

ment, and of the benefits of usingaturally-occurring interaction as the main data source. The-pr

sent analyticabpproach models that of Pomerantz (1984) in uncowgthe intricacies of linguistic

design during difficult social situations (i.e. group disgments). Close referencealso made to the

analytical works of Benwell & Stokoe () within university tutoriakettings, which enables arxe

ploration of thepsychd 2 3A Ol f WodzaA XY $RARYAYyWBRIOIBRBY AY gA RSY (A
nised & 'y | OOBILX SafdNE inBlications this has when conflicts are encountered.

Methods, echnigues, or modes of inquiry

The paper uses a qualitativeesign, focusing onxamining the processes throughhich students
RSOSt 2L Waz2¥d A& thbdgl Baged i? an er@iNgrimpdtext, 2h prdject!uges s
chological theories ahmethodologies; conversationanalysis and discursive psycholagip exan-
ine the data. Psychological theory ikerefore used as the means through which we caansixe
teaching and learning isocial contexts at a very firgrained level.

Data sources,\wdence, objects, or materials

This paper will report on findingsdm the analysis of @ hours of videarecordings ostudents in PBL
tutorials at a Scottish university. Stgts were videerecorded whilethey were engaged in their
usual PBL tutorials asp of their degree programmelhe video recordings were transceith mded
and analysed according tmnversation analysis and discursive psychology.i@ecof the tutorials
in whichstudents disagreed with one another were seéégtand analysed as a datas&hese were
also compared with examples which students ageed with oneanother, in the aim of compiling a
comprehensive calogue of student interactionThe analysis illuminates the conversational strat
gies used by students in managitige dilemma of approaching disagreements, whilst nesimng
their status & fellowW i Sgla¥ SN 6. Sy ¢Sttt 9 {2128 HANHULO

Results and/or substantiated conclusions armants for arguments/point of view
The results of this paper will focus on detailithe forms and frequencies disagreements during
the conversations in PBUtorial interaction. Examples afisagreement sequences will be given to
illustrate the normative ways in whicstudents do (or do not) disagree with one another. The gnal
sis will also shed light g0 I RQ LINJI OG A OS:I ¢ KSNEB it vidaetdJka®l f vy 2 NJ
ing majorimplications for group learning (Marra, 201Znhe paper will conclude withdiscussion on
how an understanding of conversationabrms and social interactiog grounded in psychological
theories¢ can inform our pactices ad support of studentearning in PBL and oth&rms of group
based teaching.
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Scientific or scholarly sidicance of the study or work

This paper contributes to the development of evidefmased pradte in teachingand learning se
tings, and specificalluses empiricatesearch to inform educationglractices in group work. The
work has relevance for practitioners using probkeased learning and other forms of group work, in
any discipline. Likewise, this work could potentially inform protesai pracices beyond educatio

by addressing th&’ & 2 T (defigigndy tarhoagat graduates.
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3. Group work assessment of knowledge and abilities
Eva Hammar Chiriagphans Forsel& Karin Forsund
Linkdping University

Group work can promote learning and socialization agstudents. When group work ised as a
pedagogical practice in education, teachers mayd SELISOGSR (2 individualSaa &
knowledge even if learning has occurred in co@pen with other students. This assessment process
of reconciling mandatgr demands for idividual assessment of learniwgth cooperative working
practices (group work) creates deinma for teachers. This paperports on research which aims to
study criterionbased assessment of knowledge aalilities gained by wding in goups and the
training of t¢ OKSNE Q | 0 A f Awviok. The2projech ia &adacted wWitRird&wedish schools
and high schools. This paper widkcus on the following issues: a) if a short educational irgetion
can influence teachergroficiency ofassessment of abilities and knowledge leatme groups and b)

if teacherstalk about assessment in group work is progressed andtheip develop new strategies
to cope differently with the problems and dilemmas tied to the subject. Data wbtainedthrough
interviews with teachers before and after they paipiated in the intervention androup project.
The results will illustrate that concepts antbde of language used when tadbout assessment in
group work might influence pedagogical ptiaes. Imfications for theuse of group work assessment
practices will be discussedjth a particular focus on howsychological research can benefit thac
ing and learning in psychology and other disciplines.
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ExtendedSummary

Objectives opurposes

Theindividualassessmenof learningwhich occursin groupsis a challengeand cancreatedilemmas

for teachers(ForslundFrykedal& HammarChriac,2011).A particularchallengeis how to disentangle

the A y R A Glkarimfrongtke joint work conductedin groups(Rass& Rolheiser2003).Thestud-

ies presentedin this paper are a part of a larger researchproject concerningd ! & a Saai YSy i
knowledgeand skillsin group work ¢ an intervention study in the classroomeverydayLIJNJ O A OS ¢
(Hammar Chiriac& ForslundFrykedal,2017). The aim of this project is to study assessmenbf
knowledgeand abilitiesgainedby workingin groups,but alsoif it is possibleto train i S | O &n8/dtB Q
studentsability to assesdy useof a shortereducation.Theaim with this presentationis to focuson

a) if a shorteducationalintervention caninfluenceteachers’'understandingof assessmenof abilities

and knowledgelearnedin groupsand how to developnew strategiesto cope differently with the
problemsand dilemmastied to the subjectand b) how teacherstalk about assessmentn group

work.

Perspective(s) or theoreticaamework

Thetheoretical frameworkfor the study is Sociallnterdependencelheory,one of the dominantin-
fluenceson cooperativelearning(Johnson& Johnson2004).Accordingto this theory, group mem-
bersdevelopa degreeof interdependencewhenit occursto membersthat workingtogether on an
assignmentwill enhancethe probability that they will achievetheir joint goals.Thea i dzRan@-a
work is alsobasedon the socialconstructivistperspectiveon learningwhere knowledgeis consd-
eredto be constructedin ajoint processalongwith others(Burr,2015).

Methods, techniques, or modesin§uiry

Thisproject hasa longitudinalguastexperimentaldesignand aninterventionis central. Theinterven-
tion, in the form of a shorteducationalandtraining sessiorfor teachers wasrandomlyimplemented
in someclassesn eachcohort, while the other classeservedascontrol groups.Themain content of
the educationalintervention was theories of how to assessabilities and knowledge learned in
groups.Datafor this paper were obtained by individualinterviews with teachersbefore and after
participatingin the interventionandgroupproject.

Data sources, evidence, objectspuaterials

Theparticipantswere 14 teachersfrom Swedishschoolsin different socialand geographicabreas:a)
sixteachersfrom upper highereducationfrom sixschoolsandb) eightteachersworkingin yearsfive
andeightin five compulsoryschools Theywere both femaleand maleteacherswith severa S | dfi& Q
teachingexperience.

Results and/or substantiated conclusions or warrants for arguments/point of view
Preliminaryresults suggestthat the way in which teacherstalk about assessmenin group work
mightinfluencepedagogicapracticeandthat achangein i S I O &sSelisin€npracticemay occurif
teacherschangetheir perspectiveon group work assessmentA shift from accentuatingstudents
working together and producinga joint product or a presentationto emphasizingvhat knowledge
eachstudentmay havelearnt duringthe groupwork may makeit more lucid what to assessn crite-
rion basedassessmentResultsalsosuggestthat teachersuse different mode of languagesand em-
ploy a generallevel of discoursewhen talking about assessmenin group work. Alternatively, a
commonacademidanguagecould serveasanimportant tool aswell asa meansfor teachersto suc-
cessfullydevelopthe assessmenpractice for group work. Consequently(i S I O Ks8 M JarQuage
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may poseboth opportunitiesaswell aschallengesn appropriatingstrategiesfor an assessmentit-
ting learningin cooperativesituations.

Scientific or scholarly significance of the studwork

The paper contributeswith both scientificand appliedimplications,as it shedslight on a sparsely
researchedarea(VanAalst,2013),assessmenvf knowledgeand abilitieslearnedduring groupwork.
Thisseemsto be a basicproblem in educationboth upper secondaryhigh schooland compulsory
school.A particular challengeseemsto be how to disentanglethe individual contribution from the
joint work whenassessing (RossRolheiser2003).
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Journeys to Psychology: Different Perspectives orléraary Teaching of
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In secondary schools in many European countpegchology is a popular subject. Rneiversity, or

pre-tertiary, psychology education (PTPE) has becomees#blished and popular, as schoolist

dents find it an interesting, enjoyable and useful subject. A proportion of school students go on to
universty to study psychology, while some study other disciplines, and others go into employment or

GNI AYAYy3Iod ¢Kdza GKS& SELISNASYOS RAFTFSNByid |AyRa
in PTPE vary between countries too. Similarly, teachersyahpsogy make their way into this career

via diverse routes, and this seems to be the case in psychology more so than for teachers of other
subjects.

Psychology educators claim the subject has great value in terms of helping young people develop a

wide rarge of skills as a sound basis for progression to higher education, training or employment. It is

also asserted that learning psychology at school builds psychological literacy, such that stadents a

j dZANB Wi ATS a{AttaQ ¢ Kwabeingthrolghaudzhdlifdsddn. G KSA NJ YSy i
In this symposium, we present research into different aspects of PTPE in Europe, using a variety of
methodologies and involving a range of stakeholders: teachers, headteachers, psychologists; and pre
tertiary students,from several countries. Our findings add to the sparse literature on PTPE bg-provi

Ay3 Ayarakida Ayid2 GKS RADGSNES da22dNySeaé SELISNAS
schools.

1. The student journey into psychology starts at school
Morag WilliamsonDorothy Coombs & Renate Schrempf
Edinburgh Napier University

In several European countries, as well as in the United States and other countries, pgydiado

been apopular school subject for students in the-19 years age range, for maggars. Many tha-

sands of youngpeople thus take their first steps on their journey into psychology by stgdi at

secondary school. Yetla @ OK2t 23& | OF RSYA0a FyR LINRFSaadAz2ylf L
38 SRdzOI { xhihghikat starks oy 8t irversity, and despite the popularity and long history

of pre-university, or pretertiary, psychology education (PTPE) in schools, research in this area is
sparse. The aim of the currentsearch wado investigate awareness of, and attitudes towsyd

PTPE, amongst two different groups of statdelers in9 dzZNR2 LISY LJAeOKz2f 23AaiaQ | &
countries, and school headtehers in one specific countnttitudes to PTPE were found to vary
considerably, both across countries and within the Engpurtry, suggesting that psychology is not

(yet) universally perceived to merit tretatus of a core subject in thechool curriculum. The studies

were supported by EFPA BEA and thadBrPsychological Associati{fcotland) respectively.

Extended Sumary

Objectives or purposes
The aim of this paper is to present findings from two studies of awarenessdfattitudes to, pre
tertiary LJA @ OK2f 238 SRdzOFGA2y o0t ¢t 90z FANRGER |Y2y3ad
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memkers of theEuropeanCS RSN} GA 2y 2F t a& OK2f 2 3 Aoadlyafiongstd 4 2 OA |
secondary schodheadteachers in one country, Scotland, where psychology is widely offered as a
subject in secondary schools.

Perspective(s) or theoreticaamework

In several countds in Europe, psychology has been a popular subjecthaiosdor students in the
1519 years age range, including at the level required for university e®QH level 4), for many
yearsGiven its long history, popularity and success, it is paradoxiaaPthPE has been given so little
attention inresearch; the limited literature contrasts starkly with the extensive studies into uriivers
ty level psghologyeducation. Some research does exist, on questions of curriculum,ageweht of
transferable skillsdisciplinespecific pedagogy, psychology teacher education, and the student e
prience of their psghologycourse (e.gBPS, 2013; Jarvis, 2007; Radford, 2008; Sokolova et al, 2017).
PTPEisseen (e.g. byBanyarciny 0 | & |y ST7TS Gaoyyawayddicvid2 A A PHBKDA
exhortation (1969)A further concern is that psychology suffers perceived low status as a sclwol su
ject (Sokolova, 2014): many European countries it is not offered in high schools at all, and imcou
tries where it is awilable, it is notcompulsory, nor is it required for entry to university psychology
courses. Availability of teacher echtion and professional development is variable and often poor
(Williamson et al, 2001

Methods,techniques, or modes of inquiry

Study 1 comprised an online structured questionnaire to national psyctiolbdi 8 Q  a &2 OAF GA 2 Y
all Member Associations (MAs) of EFPA. Items requiredttngeresponses, about the extent of PTPE
provisionin their country and the role of the Associati¢hany) in deeloping / supporting PTPE.

Study 2 consisted of an online quantitative survey of secondary school headteachers in Scotland.
Questionnaire items asked about PTPE provision in their school as well gseticeived value of the

subjectto students, and perceived value of specialistdbar education in psychology.

Data sources,\wddence, objects, or materials
Qualitative responses from Study 1 were interpreted by means of thematilysia (Braun & Clarke,
2006).From Study 2, the quantitate questionnaire responsegere analysed statistically.

Results and/or substantiated conclusions or watsdor arguments/point of view

Responses from the MAs showed that PTPE was available in atynofodEuropean countries. The
Faa20Al GA2YyaQ -tartiay Buppdr® and guiriculiny develbdnemias variable but in
most casedimited. In the survey of school headteachers (Scotland) most respondents offeyed ps
chology courss intheir school. Popularity of the subject weecognised but there was often difficu

ty in allocating speialist staff.

Scientific or scholarly sigicance of the study or work.

This paper makes a useful contribution to the literature on the impdriaut neglected topic of
PTPEproviding insightdrom two different groups of stakeholders. It appealat for many young
people, thestart of their journey into psychology is ignored or undervalued by psychology academics
and practiioners. School headteachers appear to value psychology at least hly lasig other saool
subjects, but the lack cfuitably-qualified staff can make it difficult to meet demand from students.
Both sets of results raise furtheuestions that are in need of research, and both raise concerns over
the avalability of opportunties foryoung people to studygychology at school in future.
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2.Who are the guides on the journey towards psychology? Professional trajectories of psychology
teachers in Europe

Lenka Sokolova
EFPTA, Comenius University in Bratislava

Pretertiary teaching of psychology is considered to be an undsearched area. The are many
differences in the standards and traditions of psychology teaching andhq@®gy teachers training
acrosskEurope. However, only a few studies have been conducted to anaygris aspects of pre
tertiary psychology education (e. g. Williamsenal., 2011, 2015). Expert teachers of psychology
from different European countries, where pttertiary psychology teaching has a long tradition, were
asked to praucesemistructured narratives describing the stories of their journeys to the teaching
of psychology. A generahductive approach was applied to analyse the narratives and to ieeam
cultural differences in th@rofessional trajectories, attitudes and beliefs among-fadiary psychd-

ogy teachers, and to disssadvantages and disadvantagefsconcurrent and consecutive models of
psychology teachers traimg. Thestudy was supported by Slovak national grant agency VEGA (grant
no. VEGA 1/0409/17).

Extended Summary

Objectives or purposes
The aim of this study is to analyse the routes towasdsoming a psychology teacher among expert
psychology teachers from different European countries, to compare theiivatmn, initial teacher
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training, professional experiences, attitudes and beliefs about teachinghpkygy at preertiary
level.

Persgctive(s) or theoretical framework

Teacher training qualificatn requirements differ acrodSuropean countries. In the concurrent oo
el, the professional education component is ypied along withthe study of the subjects the pr
spective teacher is inteted to teach. Inlte consecutive model, studenssudy their subject first and
take a professional course in education aftembeting their academic degregcurydice, 2012,
2013). The tradition and the status of psychology as a school subject vari¢@/iiamsonet al.,
2011). Despite the diversity in the ptertiary teaching of psychology in many European ¢oes
psychology is very popular at universities (Dutke, 2017), howewatests of psychology hold many
stereotypes and misconceptions abopsychological science and professionalyghologists. The
objective ofsecondary school teaching of psychology is to develop psychologicalyi{@eanney &
Dunn, 2011; ChrAohavova & Slavik, 2015), transferable skills (Jarvis, 2011), to preparetstéamten
studying psychalgy andrelated disciplines at university, and also to build a more realistic imége
psychology as a science amafession (Sokolovéa, 2013jo fulfil these aims it is advisable to dissu
the content of pretertiary psychology corses (Williamson et al., 2015) and also the qualification of
psychology teachers who deliviire content.

Methods, echniques, or modes of inquiry

Semistructured written narraives were used to get a deepeérsight into beliefs and professional
stories d psychology teachers. Particigarto the study were recruitedia European Federation of
Psychology Teachers Associations (EFPTA) aressbociations from differerfEuropean countries.
Each participant was experienced and qualified pshathoteacher basd on nationateaching quat
fication standards.

Data sources, evidence, oligoor materials

Written narratives were @llected in English viamail communication. A general inductive approach
(Thomas, 2011) was used to analyse theatares and toexamine cultural differences in the prafe
sional trajectories, attitudes and belgeabout pretertiary teachingof psychology among prertiary
psychology teachers.

Results and/or substantiated conclusions or watsdor arguments/point of view

Based o the previous surveys on psychology teachers (Williamson et al., 2011; Sok20i4),

there are crossultural differences in the teacher training and professional needs of psychology
teachers. Despite these tfencescommon trends were identified inpé OK2t 2 3& (S OKSNE
andattitudes. The concurrent ancbnsecutive models in psychologywtders training are discussed.

Scientific or scholarly sigicance of the study or work

Pretertiary teaching of psychology is considd to be an undeireseached area. There are many
differences in the standards and traditions of pglogyteaching ad psychology teachers training
across Europe, however, only @ studies have been conductéo analyse various aspects of pre
tertiary psychology education (MWamson etal., 2011). This study aims ¢ontribute to the research
area of pretertiary teaching of psychology with relevant data on the fpesionaldevelopment of
psychology teachers in Europe.
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3. The role of character strendh in the Alevel psychology classroom
Jock McGinty
EFPTA, Watford Grammar SchimolBoys

A focus of positive psychology is that character strengths contribute twidchdil weltbeing and
happiness(Lounsbury et al., 2009) and the suggestion ttiaaracter strengths are malleable traits
(Pderson & Seligman, 2004) encourages the idea that characker lme developed and nurtured in
schools.The primary research aim was to examine the associations of character strengths with
school satifaction, acacemic seliefficacy and academic performee in psychology in an English
school. Seandly, to examinewhich character strengths prertiary students use to improve ae
demic performance and thirdly texamine the developmental aspect of character strengfhsan-

ple of 36 Alevel Psychology stients agedl6-17 years completed three surveys: the VIA Inventory of
Strengths ér Youth (VIAYouth), the Briek dzf G A RAYSyaA2y Il {GdzZRSygiaQ [ AT
son, Huebner, & Valois, 2003), and the deraic ®If-Efficacy Scale (Jerusalem & Satow, 1999- Ac
demic performance was operationalised using gradenppaverages (GPAJhe strongest predictors

of school satisfaction were Prudence, Honesty, ¢élapd SelRegulation. Academgelfefficacy was
predictedby Hope, Zest and Love of Learning whereas Fairness was the strongest pradazsor
demic performance. A model using character strengths and academiefedicy was found to pr
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dict improved academic performance. The findings support the strengtlooBBIntelligence as an
important factor in the maturational proces€haracter strengths in the teaching of psychology show
much promise though the use of active learnirgjrategies and may help teachers to understand
psychology students from the broadperspective ofpositive psychology.

Extended Summary

Obijectives or purposes

The purpose of the present research is to show the associations of character strengths witlt-satisfa
tion with school, academic sefffficacy and academic performance. Seconttlyinvestgate which
character strengthsi-level students use to improve academic performance in schools. Thiadly, t
build on and extend previoussearch, so that the developmental aspect of cluéea strengths is
highlighted.

Perspective(s) or theoretl framework

The science and practice of positive psychology has great promise for education and seeaks to pr
mote healthy individuals and communities, for example children and schools. If Iscbaald teach

both the skillsof welkbeing and the skills afchievement, positive educatiomould occur (Seligman,
Ernst, Gillham, Reivick Linkins 2009). It is thought that through life experiences and our emviro
mental setting, strengths can b&haped (McCullough & Snyder, 2)@nd this encourages the idea
that character can be developedhd nurtured in schools. Similgr character strengths can help
young people tdhrive and are associated withe smooth transition to adulthood (Park & Peterson,
2009). Those characterrengths that help preertiary students to flourish serve as a key resource in
schools and can be useddevelop a model that may allothe prediction of academic success.

Methods, chniques, or modes of inquiry

A correlational design with a cresectional survey methodology was used. Hanple was 36 A
levelpsychology students aged 1§ years old from Watford Gmamar School for Boys, England. The
VIAYouthwas completed online and the BMSLSS and ASE pepaged surveys were completed
one single occasioduring a lesson. October and #@ssessment grades formed the academic-pe
formance data. Partiatorrelations, stepwise multiple regression analysis and discriminant function
analysis were used.

Data sources,\ddence, objects, or materials

Students completed the VIA Inventory of@tgths for Youth (VEXouth), the Brief Multidimensional
{0dzRSy GaQ [AFS {lFGAaTFTFOGAZ2Y { Ol & AcadénficSSeRffidaty2 y >
Scale(Jerusalem & Satow, 1999). Academic performance was operationalised using gradevpoint a
erages (GPA).

Results and/or substantiated conclusions or watsdor arguments/point of view

Patterns of partial correlations across school satisfaction, academieffieicy and academic pe
formance in psychology show that character strengths suchigse, Perseverance, $etgulation
Prudence and Lovef Learningappear to be the most value@verall, the regression analyses found
that the strongest predictors of school satisfaction were demce, Honesty, Hope and Self
Regulation. In terms of acadeenselfefficacy, Hope, Love of Leamg and Zest weréound to have
significant predictive value. In the case of academic perfosaaRairness was the stronggsedic-
tor. The findings from the discriminant function analysis were that Fairness, PexspeCteévity,
Social Intelligence, Judgement, Humour, Forgiveness, Beaug, &f Learning, Bravery, Hope,
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Teamwork,Humility, Gratitude, Kindness and Academic-§éfitacy formed a model to predichi
proved stulentacademic performance between October and April.

Scientific or scholarly sigicance of the study or work

From the perspective of positive psychology, the processes and predictors of flourishing ame beco
ing morefully understood in the context of societ$schools are uniquely placeareach out to teach
positive psychology and good character is seen as supporting the important positive adaptation pr
cess of childrerand adolescents in schools through positive education (Green, Oades, & Robinson,
2011). A awareness oftharacter strengths and how to use them when learning psychology has pos
tive implications for the mentahealth of our students and develogkeir mental health literacy.
These first findings on this topic in this age group may help teadmeunderstand psychologyust
dents fromthe broader perspective of positive psychology. This is helpful as it shows that gaed cha
ader in the contextof schools has important implications for the teaching of psychology. Learning
occurs not just within peple but among them, and character strengths can facilitdte process of
active learning.
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TUESDA®:00¢ 10:30
Symposium 3
Psychology Literacy in Actibn
OrganizerJacqui TaylorChair:Jacqui TaylgiRoom:SE 1.006/1.007

While many psychology educators are keen to embed psychological litetadyeir curricula, there

are few practical resources. This first talk from Taylor & Hulme will present case studies from their
FNESte @At ofS W 2YLISYRAdzZY 2F taeoOKz2ft23A0Ft |
case studies have been catgtped and the authors illustrate the variety of methods of learning,
teaching and assessment used to develop psychological literacy. The next three talks are extended
and updated versions of case studies from the compendium. The first talk from Chasander, &

Wiggins will highlight what social and group psychology can offer in terms of applicable knowledge

and the development of psychological literacy in students through the use of a group selectien exe

cise. Paper 3 from Pauli, Worrell & Raymdalker highlghts an approach where students work as

partners with academics and they cover pedagogies that influence student perceptions of their ps
chological literacy. Paper 4 from Rosenkranz, Dunn, Fielden, James &Warin proposes g-ovel a
proach to enhancig psychological literacythrough entrepreneurial learnind?aper 5 from Searight

uses ProblenrBased Learnintp teach critical analysis skills in a case study of gay conversion therapy;

this also includes an often overlooked component of psychological liteyaeynely, the ethicalm-

plications of applying psychological knowled&@mally, Geiss reflects on hgesychological literacy

should be understood for teaching pieS NIi A F NB LJA@ OK2f 238 |yR K2¢ b2f
system could be used to promote psychological thinking and reflective psychological attitudes.

1. Case studies to illustrate psychologiditeracy in action: Sharing acitivities to develop psyeh
logical literacy across the curriculum

Jacqui Tayld& Julie Hulme
'Bournemouth Universit§ “University of Keele

This talk introduces a set of case studies that were submitted to us followingests in psychology
conferences and publications, and through professional networks. The full versions of the achse stu
ies make up the first version of a Psychological Literacy Compendium of Practice that is available
online at http://eprints.bournemoth.ac.uk/22906/. The first part of this talk presents a brief gyno

sis of each case study and categorises case studies to allow those considering introducing psycholog
cal literacy activities to easily compare and contrast different approaches. Categmligde: when

the activity takes place in the curriculum; whether it is a core or elective unit, or optional activity, and
assessment strategies. In the second section, we evaluate each case study in terms of which of the
nine psychological attributes idéfied by McGovern et al (2010) each case study illustrates. This
information can be used to assist curriculum design and quality assurance procedures, and highlights
the need to define the attributes of psychological literacy that activities are desigmedidress.
Finally, we conclude with a discussion and some suggestions for future work and activities. This talk
aims to highlight practical ideas to develop psychological literacy and to encourage academics and
practitioners to use the Compendium to déwp activities to embed psychological literacy within the
Psychology curriculum.

Extended Summary

The aim of this talk is to share good practice and discuss with delegates their own activities lto deve
op and assess psychological literaByis talk introdices a set of case studies that were submitted to
us following requests in psychology conferences and publications, and through professional ne
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works.The case studies highlight the staff perspective (e.g. what worked well or could be improved),
evaluationsof student experience, and evaluations of performance and employability prospguws.
full versions of the case studies make up the first version of a Psychological Literacy Compendium of
Practice that is available online at www.psychologicalliteracy.ddiostrative details and photos
from selected case studies will be presented.

Summary tables will categorise case studies to allow educators considering introdsgaimpl@-
ical literacyactivities to easily compare and contrast different approaches. Categories include: when
the activity takes place in the curriculum; whether it is a core or elective unit, or optional activity,
whether it is developed across individual activities or agnebole cohorts and degreeand asses
ment strategiesPsychological Literacy lends itself more naturally to some areas in psychology than
others and the units where Psychological Literacy is covered in the Compendium reflect this. Five of
the 13 case stiies took place in occupational psychology or employability units and two in social
psychology; and one each in developmental and educational psychology and mental Geaéhric
units on experiential learning, psychological enquiry and psychology itydasetife also naturally
covered the topic. Interestingly, there were no submissions from biological or cognitive Afeas.
hough one case study reports a whaleurse approach and another involves two cohorts af st
dents, generally case studies highlighteésychological Literacy in a specific unit at one level. Bsych
logical Literacy coverage was mainly in the final year of undergraduate degrees, and the majority of
case studies were based on optional units or voluntary estraicular activities. This ggests that
students could proceed through a degree without exposure to Psychological Litzasey units.
Also, not all units covering Psychological Literacy activities were assessed. The level of assessment
varied and although some were novel (e.g. Reklucha), reflective pieces were the most usual form
of assessment methodl'eaching and learning activities also varied and included many interactive
techniques, such as: critique of psychology in the media; volunteering or work based learning; peer
mentoring and projectased learning. Also, we evaluated each case study in terms of which of the
nine psychological attributes (identified bfcGovern et al., 2010ach case study illustrates. This
information can be used to assist curriculum design and gua$isurance procedures, and highlights
the need to define the attributes of psychological literacy that activities are designed to address.

Finally, the talk will conclude with some suggestions for future work and activities. It is hoped that
after viewirg the talkacademics and practitioners will be encouraged to use the Compendium to
develop activities to embed psychological literacy within the Psychology curricAldditionally, we
will request new international case studies as the current Compendiahades only case studies
from the UK.

2. Forming groups: Enhancing psychological literacy through a group selection exercise
Eva Hammar Chiriabichael Rosander & Sally Wiggins
Linkdping University

Social and group psychology has much to offeterms of applicable knowledge and the devyelo

ment of psychological literacy in students. One area that is particularly suited for application is the
formation of groups: how we select group members, and how we understand how group roles can
impact on the #ectiveness of group work. In light of many university courses using group work as

part of teaching and learning activities, this is an ideal opportunity in which to apply psychological
1y26f SRAS (2 G(KS AGdRSYG4Q 2 s0fithé Be oNagroypeleciivg O G A O &
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exercise as part of a social/group psychology course at LinkOping University. The students are e
rolled in the psychologist programmea fiveyear educational programme that results in students
becoming licensed psycholsts ¢ which uses problentased learning (PBL) throughout its entirety.
PBL is a pedagogical approach that is based on prebtdwing, sellirected learning and group
interaction. The group selection exercise involves: a lecture, the ggselgetion exernse (in which
students must allocate themselves into groups & people on the basis of their existing knowledge

of group psychology theory), a whettass reflection and finally a focused reflection on the task in
their newly formed groups. This papeiilweport on each part of this task and will discuss how it
enables students to put their understanding of group psychological theory into practice.

Extended Summary

Objectives or purposes

The aim of the exercise is to help students to understand ir#ed intra group processes, as well as

the significance and consequences of group formation. This corresponds to the overall aim of the
group and social psychology courses throughout the psychologist programme where the students
use the group as both as abjective and a means. That is, they both examine and reflect on their
own group processes as well as using the group for learning academic knowledge throughout the
psychologist programme.

Perspedte(s) or theoretical framework

The group selection exesd is based on theories of group formation and group composition as well

as its consequences for academic outcome and social processes (Hammar Chriac, 2014; Wheelan,
1996). Group formation can be defined as principles and processes for dividing groupsgnebp
composition is the result of the forming process. The group formation can affect processes that occur
later on. Some aspects important to consider when forming a new group, besides the aim and task,
are, for example, group size, homogeneity ordregeneity regarding gender, ambition, ability {Gi

lies & Boyle, 2010; Takeda & Homberg 2014). In an educational context, the teacher usually allocates
students to groups, often without clarifying the reason behind the group composition.

Methods,technigles, or modes of inquiry
The group selection exercise comprises four parts:

a) A brief lecture on group composition, highlighting important aspects to be considered when
forming a group.

b) The students are given a few short but detailed rules, such avewai students in each group,
and that the selection cannot be based on chance. It is made clear that the task is a collective one
and that it is not complete until all (even absent) students have a new group. The teacher remains in
the classroom, but oglas an observer, taking notes on significant events and processes. Ifithe st
dents ask any questions the teacher only responds by referring to the rules. The students have a
deadline (approximately 2 hours) when they need to present the newly formed group

c) Once the new groups are formed, there is a whatdess reflection and discussion guided by the
G§SFOKSNXY ¢KS RA&AOdzaaAzy Oly 0S o0lFaSR 2y 20aSNDI (
riences of 'what happened'. The dual purpose is to ir'dhe whole group to make sure that the
students get a chance to defuse the situation before leaving the room, and to prepare for the coming
smaltgroup reflection. In their newlyormed groups, guided by a tutor, they reflect further on the
selection exetise.

RO ! F¥S¢ RIFIea fFGSNE F2NJ GKSANI FANRG t. [ Gdzi2 N
on group psychology and group formation to understand what happened during the exercise.
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Data sourcessvidence, objects, or materials
This presentation will focus on the application of psychological theory to a teaching and learning
exercise, and as such there is no data that has been collected and analysed.

Results and/or substantiated conclusions or warrants for arguments/point of view

No data has been collected, though the presentation will report on our reflections and experiences of
using this group selection exercise over many years. The opportunities for reflection helputhe st
dents to see the significance of group processes and tiogiseruences for the new groups and-st

dent cohort as a whole. Student reflections on the exercise show that it is an appreciated module
and that it can contribute to gaining a deeper understanding and knowledge and thereby enhancing
a0dzRSy i aQ liekedy diodyh LgbipGeldction exercise.

The purpose is not to get the best possible groups to work in, but to get a real group experience that
can help the students to understand important aspects of group psychology. The students often opt
out of the opportunity to create groups based on the best possible rigiten favour of a simple
structural criteria.

Scientific or scholarlyggiificance of the study or work

This case study provides an example of how group psychological theories can eafllylapplied

to a classroom situation, providing an opportunity for students to learn theory and practice together,
and to develop their psychological literacy that can then be used in their future professions.
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3. Studentsas-partners pedagogies influence student perceptions of their psychological literacy
Regina Pauli, Marci&/orrell &Brett RaymoneBarker
University of Roehampton

Perceived psychological literacy has been shown to develop as a function of studying psychology at
undergraduate level (Morris et al, 2013). The present study aimed to evaluate the efficaay of st
dents-aspartners (SaP) pedagogies in actively promoting the development of psychological literacy.
In study 1, a cross sectional sample of 300 undergraduate students across three years of istudy co
currently completed a selieport questionnaire. In studf, we adopted a cohort approach enabling

the assessment of longitudinal learning gain as a function of classroom exposure to SaP processes.
Results show that perceptions of partnership have a small, but measurable and statistically signif
cant, influence wer selfperceived psychological literacy outcomes; and this occurs without agy sp
cific regard to the understanding of partnership values which underlie these practices. These findings
are robust and largely replicate in the longitudinal sample in studgr@bedding pedagogicalafe

tures of partnership in taught modules can thus be shown to be an effective mechanism forimpro
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ing selfperceived psychological literacy. Implications for teaching and learning practice in higher
education include a need to edaie students in the potential benefits of SaP pedagogy.

Extended Summary

Objectives or purpose

Engaging students as partners can serve to enhance the learning experience in Higher Education and
is thought to be beneficial with regard to personal developme&mployability, and the development

of graduate attributes. However, evidence for the effectiveness of this claim in the UK is largely
based on anecdotal accounts and/or small scale studies focusing on student engagement &s an ou
come variable. The pugse of this study is therefore to evaluate the extent to which the acquisition

of selfperceived psychological literacy can be attributed to specific classroom pedagogies which
have previously been associated the development of psychological litéeagyraylor and Hulme,

2015).

Perspective(s) or theoretical framework

We aim to increase our understanding of the impact of partnership pedagogical approachesby defi
ing studentsaspartners (SaP) in terms of practical teaching and learning methodologibsy thin

G tdzSaz Fftft26Ay3a FT2N 6KS 02y OSLIi (2 0SS 2LISNIF GA2)
the philosophical principles. We understand studeaspartners pedagogies as modtbased
teaching and learning approaches which directly foomsenhancing learning experiences by inviting
students to reflect on, ca@onstruct and participate actively in their own learning as distinguished
from initiatives which involve students for the purposes of quality enhancement in general (e.g. as
student representatives or informal peer mentors) or to promote contbased learning outside of
accredited teaching such as studeiais(co-)producers (e.g. of research). These pedagogies are e
plicitly aimed at placing students in situations which develop teelfconfidence, ability to apply
knowledge, reflective practice and selfaluation skills, which are considered to be critical faasnd
tions for the develoment of psychological literacy.

Methods, techniques, or modes of inquiry

Psychology students acrosdl years of undergraduate study were recruited from two, pb392
London based universities to take part in a questionrbised study in two year cohorts. Study 1
reports crosssectional data from 300 participants, whereas Study 2 is a longitudindy gt 45)
comparing initial responses withake obtained one year later.

Data sources, evidence, objects, or materials

2SS RS@PSEt2LISR | YSIFadaNBF 2F aidzRSyGaQ LISNOSLIiAz2ya
modules (SaP Processes Scale), maasyperceptions of opportunities for collaboration, applidabi

ity to the real world, reflective engagement, personal control and active learning within their current
Y2Rdzf Sad 2SS |fa2 YSFadaNBR aidzRSyiaQ LIBINIOBKR ISR LI
graduate attributes, skills confiden@nd personal qualities associated with higher education, such

as integrity, critical thinking disposition interactional diversity, global citizenship, and self
determined academic motivation.

Results anddr substantiated conclusions

Results from both crossectional and longitudinal studies confirm that sgdfrceived psychological
literacy increases linearly during undergraduate study of psychology (p<.0005). The data fupther su
port the hypothesis thaexperience of studentaspartners classroom pedagogies have a small, but
significant effect on sefberceived psychological literacy accounting for 3% of the variance over and
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above the 20% of variance accounted for by personal qualities such adetthination, critical
thinking disposition and integrity.

Scientific or scholarly significance of the study or work

The findings present clear implications for teaching and learning practice with respect to the utility
of classroorrbased studentsaspartners approaches in developing sp#rceived psychological
literacy. We provide several recommendations for working towards greater partnership with st
dents, particularly in relation to assessments and experiential learning; and idenéfjues for
future research in this area.
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1. Enterprise challengem psychology: Enhancing psychological literacy through entrepreneurial
learning.

Patrick Rosenkranz, Alecia Dunn, Amy FielBiemvor James & Charlotte Warin
Newcastle University

Psychology as a discipline and profession is not readily associated vatisadommonly known as
entrepreneurship, the process of designing, launching and running new business ventures. However,
developing aspects of an entrepreneurial miset and attitude are pivotal for a fully psychologically
literate graduate: this mind deincludes the ability to draw upon resources such as psychological
knowledge and skills, and then use these to realize psychological ideas in the real world, i.¢: benefi
ing themselves, their community or society as a whole. Entrepreneurial learningsgescprovide an
opportunity for students in psychology to apply their growing knowledge to a real world setting, and
for enhancing and advancing their psychological literacy and employability. We created a teaching
FYR £ SEFNYAYy3I Y2RSAKIONE $YERS D yA yWOGHISINLINANISG A 2Y G A
charities and embedded these at various stages of the undergraduate degree progr&tudents

are presented with a brief, which constitutes the main task of the challenge and then work in groups
to develop their ideas. Tasks and brief are designed to representlifegproblems or issues and the
challenge for the students is to develop a product, service or initiative that addresses these issues. In
the process of developing the idea, studentsde€o consider practical, financial and ethicaheo
straints. The challenge culminates in a pitch given by the students to a panel of judges who evaluate
the feasibility, and creativity of the idea. In this talk we will present the rationale of these nhedie

and how embedding entrepreneurial processes in the psychology curriculum can aid thepdevelo
ment of psychological literacy.

Extended Summary

Objectives or purpose

Enterprise challenges are learning and teaching tools that ask students to devettgnarsing their
subject knowledge and skills. Students are presented with a brief, which constitutes the main task of
the challenge and then work in groups to develop their ideas. Tasks and brief are designectto repr
sent realglife problems or issues artie challenge for the students is to develop a product, service

or initiative that addresses these issues. In the process of developing the idea, students need to co
sider practical, financial and ethical constraints. The challenge culminates in aipéohby the st-

dents to a panel of judges who evaluate the feasibility, and creativity of the idea. The aim of these
challenges is to create and facilitate a learning environment that enables students to develop their
psychological literacy and graduate ployability.

Perspedwe(s) or theoretical framework

Our overall framework is the development of psychological literacy (Boneau, 1990; Mair, Taylor &

| dzf YSSE HnmMo0 o6& AYOSANIGAYT SYGNBLNBYSdz2NAREFE S|
2004) witin the psychology curriculum.
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Methods,techniques, or modes of inquiry

We have developed 2 different delivery modes for the enterprise challenges: for first year students,
the challenges are embedded within the module structure. For second and thardsyedents, the
challenges are voluntary and take place outside the normal timetabled course.

We have taken an action research approach to developing, refining and evaluating the emterpri
challenges (Norton, 2001).

Data sourcesgvidence, objects, anaterials

We have collected quantitative and qualitative evaluation data through both online anehpan
paper surveys after each event, Moreover, the pitches of the different challenges aretsjokb
and we will present examples tife video pitches ithe talk.

Results and/or substantiated conclusions or watsgor arguments/point of view

Students enjoyed working in teams and competing against each other by producing their pitch.
Moreover, applying psychological knowledge to relifie situations andneeds enhances thene
gagement with the subject matter and develops social awareness. Students are able to davelop e
trepreneurial skills that enhance their employability and career development in various sefimgs.

is relevant both for professional pshology pathways as well as other careers.

Scientific or scholarlyggiificance of the study or work

2S AY G2 RSY2yaidNlGS GKNRAZAK GKS WOYGSNEINRAS /
genders curious, autonomous, creative and psychologicadisatd graduates. As a model it has the

capacity to integrate discrete areas of learning, has-litakpplicability and generates tenable, civic

impact.
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2.ProblemBased Learning Addresses Multiple Componeot$sychological Literacy: The Case of
Gay Conversion Therapy

H. Russell Searight
Lake Superior State University

A key component of psychological literacy is the ability to critically reflect upon and apply psycholog
cal knowledge to both individual as wak social problems (Cranney, Botwod, & Morris, 20R&2%-

lem based learning (PBL), developed originally for medical education, addresses multiple- comp
nents of psychological literacy including critical thinking, prob$eiving skills, evaluating puliisd
scientific research, communicating research findings in a eledrcomprehensible manner ang-a
propriately applying psychological principles and empirical evidence to multiple social systems
(McGovern., et al. 2010) including indivals, families, communitiegs well as to regional andan

tional governmental policies. PBL cases may be focused on individual clinical situations, organizatio
al dynamics, and/or application of psychological knowledge to governmental pohty.preseta-

tion incluces an example PBL case in whigrents are requesting sexual orientation conversion
treatment, for their 15yearold daughter. Their request is supported with a published study (Spitzer,
2003) indicating that sexual orientation can be chandadaddition to requiring students to critically
evaluate the qualit and political use and misusé psychological research, this case also includes an
often overlooked component of psychological literacpamely, the ethical implications of applying
psychological knowledge (Murdoch, 2016). In keeping with Ipshagical literacy as important for an
educated citizenryQranney & Dan, 2011), the case addresshew methodologically suspecer
search can be miapplied to support questionable legislation apdblic policy. In addition to an
experiential PBL component, the presentation will include teaching points from the case as well as
outcome data.

Extended Summary

Objectives

At the conclusion of this presentation, participants should:1. Be able to atéctiie key elements of
problem -based learning as a pedagogical technique; 2. Be able to describe how piiodrbeah
learning can be used taddress a number of key components of psychological literacy; 3..Be able to
describe how students may apply knowtgdof research methodology to critically analyze d-pu
lished paper that has influenced law and public policy. 5. Be able to translate critical analgsis of r
search to address a clinical case; 6. Be able to describe an example of psychological litenacy as i
portant for a responsible, informed, citizenry

Perspective(s) or theoretical framework

Psychological literacy includes the ability to assess the quality of behavioral research applied to a
GNBI f AT Sé¢.Polileinifased ledrning s tec®inigdd that was developed at McMaster

School of Medicine in Ontario, Canada. Proponents of PBL state that students are much more likely

to acquire and retain information if it is presented and discussed in an applied context (Barrows,

1996). PBL is a efal tool for addressing psychological literacy and its emphasis on application of
F2NXIf LJAeOK2t23A01It 1y26fSRIS (2 202 REX BEf SX¥YH

Methods, techniques, or modes of inquiry

This is a classrootmasedpedagogical activity. PBL is an active learning technique typically conducted
with small groups of students (Searight & Searight, 2009).

Data sources, evidence, objects, or nizie

While there are prewritten PBL cases available, the author writes casdiseir own classroom use

that specifically address application of psychological literacy dimensions to multiple systems levels
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including individual, fanty, and communityas well and state and national policy. The cases are wri
ten such that informatioris provided and gathered by the students in a sequential manner simula
ing clinical reasoning but also requiring analyses ofcinglity of research evidencén the example
used in this presentation, the case is approximately ten pages long with eaelcpagrising several
paragraphs and including key information faaisionmaking and formulatingiuegionsthat can be
addressed through review of research evidence.

Results and/or substantiated conclusions or warrants for arguments/point of view

In addiion to addressing ethical issues in mental health practice, the case study highlights the value

of critical analysis of research findings as a key component of psychological literacy. The case demo
A0NI GS&a K2g NBaSI NOK FAY Rapgritdlar @lue/posiidh. Imithid p@f I ISR E
ular case illustration, students have detected a total of nine distinct problems with research suppor

ing corversion therapy as well dive ethical issues that the case presents.

Scientific or scholarly sign#iaceof the study or scholarly wor

The presentation illustrates how a probldpased learning case can address multiple components of
psychological literacy. These components include research methodology, ethics and professional
conduct, and the politicand public policy imlications of research findings.
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tertiary psychology education

Paul Georg Geiss
AlpenAdriaUniversitat Klagenfurt

Whereas German scholarship on psychological literacy (Bildung) is rare (Nolting 2012, Geiss 2016),
Bildung is firmly established as a goal of psychology teaching in grammar schools in Germany, Austria
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and Switzerland. Many curricula refer to Bildung asdiierall goal of general and vocational educ

tion and define how teaching subjects like psychology could contribute to help students to become
autonomous selfeflecting individuals and citizens who are able to take over responsibility in private,
professonal und public affairs (Bildungsplan Hamburg, 2010, 9; Lehrplan PUP 2ai108); f®ahme-
lehrplan 1994, 87). The proposed paper wants to elaborate a concept of psychological literacy which
advances critical psychological thinking by combining subjectfgpskills and contents taught in
pre-tertiary psychology classes.

The papers theoretically refers to the integrative model of the mental system which Nolting & Paulus
proposed for the teaching and study of degree psychology (1985a, 1985b) and whicly Kudtia

recently adapted in order to back psychological literacy among a more general audience (2012). This
model was reviewed for degree studies in the latest editions (Nolting & Paulus 2015) and was also
recommended for the teaching of pttertiary psychdogy (Nolting 1987). In addition it is to be
AaK2gYyY K2g 2SAYSNIQa O2yOSLIi 2F O2YLISiSyé&ASa ow
tency-based curricula development in Germany, Switzerland and Austria strongly, can be interpreted

from the perspectiveof psychology education aiming at spreading psychological literacy as visible

and nonvisible learning outcome in prertiary psychology teaching (Geiss 2016a, 2016b).

The paper is based on a review of the theoretical contributions of Nolting & Paulugvamert. It
also examines the possibility of spreading psychology literacy by referring to curricula documents and
personal experience.

If psychological thinking and reflective psychological attitudes are to be basically conveyed in pre
tertiary psycholgy classes, this materiality will hageconsiderable impacts on curriculum deyelo

ment. Instead of overloading curricula with content (BPS 2016, 19) and assessing mainly memory
skills at exams (Green 2007), courses will have to be designed which u$esdibbds of psychot

gy as working methods in classroom and which promote psychological thinking with the help of every
day case examples. Also the choice of topics and materials will not merely aim at introdueing st
dents to single fields of psychologicasearch, but content choice will be more selective to promote
psychological literacy of future se#flected and committed citizens.

In the panel Noltings integrative model of mental process will be presented to a broader audience. In
this way aleading German approach to psychology education can be discussed and evaluated for
curriculum development in other European countries.

Extended Summary

Objectives

In higher education psychological literacy has been established as a key concept for Hieg e
learning of psychology. For this reason scholars have argued to link this concept to gradubte attri
utes like employability and global citizenship and to indicate ways how psychological literacy can be
promoted in undergraduate psychology currigMair, Taylor & Hulme 2013). Psychological literacy
has also been proposed as a primary goal of undergraduate psychology, which could benedit indivi
uals in their personal, professional and civic lives (Murdoch 2016). This overall aim of undergraduate
studies comes up with the circumstance that a majority of undergraduate students are takiag intr
ductory psychology courses as an educational requirement or are finishing a first degree ingsychol
gy, without going on with the professional training of psylidgists (Norcross et. al. 2016; MairyTa

lor & Hulme 2013). Referring to this context and to the fact that an increasing number of students
have their only learning experience of psychology in-tpréary schools and colleges, Millers old
guestion of howto give psychology away gained new relevance and meaning (Miller 1969). The aim
of the proposed paper is to reflect how psychological literacy should it be understood for teaching
predd SNI AL NE LJAEOK2t 238 O6WFNIBAA HAMENE mebtdl ByStdm H A McC 0
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(1985a, 1985b, 2013)ould be used to promote psychological thinkimgd reflective psychological
attitudes.

Perspective(s) or theoretical framework

The concept of psychological literacy was originally established in psychology BoGeéu (1990),
whose equation of literacy with content knowledge was reviewed by MacGovern et al. (2010) on
adding also skills to the definition of psychological literacy, like to use scientific thinking, taking a
sceptic approach to problem solving orpdying psychological principles to personal, social or drgan
sational problems. In the following scholars debated whether and to which extent generic bnd su
ject specific skills and attitudes should be included to this concept (Murdock 2016, Cranney, Dunn
2011). This paper is theoretically based on the concemtsgthological literacy and thategrative

model of the mental system, which Nolting more recently also adapted in order to spread pgycholo
ical literacy among a more general audience (2012).

Methods, techniques, orades of inquiry

This paper is based on a review of literature onfamiary psychology education, examines thetsui
FoAfAle 27F b thé promgtinbapsycrdlByiedl liteFayNd prertiary psychology ed-
cation and dscribes ways to make use of it in classrooms.

Data sourcesgvidence, objects, or materials
The paper is both based on literature and source study and on practical experience with psycholog
classes at grammar schools.

Results and/or substantiatezbnclusions or warrants for arguments/point of view

If psychological thinkingnd reflective psychological attitudes are to be conveyed interéiary psy-

chology classes, this materiality will have a considerable impact on curriculum development. Instead

of overloading curricula with content (BPS 2016) and assessing mainly memory skills at exams (Green
2007), courses will have to be designed to use field methods of psychology as working methods in
classrooms (Geiss 2016). Also the choice of topics andrialatevill not merely aim at introducing

students to single fields of psychological research, but also confront them with psychologieally rel
Gryh ardGda GA2ya FyR LINRPOESYad b2f GAy3IQppott LILINB I O
such learning outmmes.

Scientific or scholarly significanakthe study or scholarly work
b2t GAy3Qa AyGdS3aANI GABS Y2RSt 2F (GKS YSyidlt aeadas
psychological literacy in piertiary psychology education of different natiomalrricula
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Psychological research has generated theoretically-fwathded and empirically investigated princ

ples of learning and teaching i.e. spaced learniviing to learn, multimodal learning, collaborative

learning, practice testing etc. The main premise is that teaching and learning can be improwed in d
verse applied settings when teachers consider the psychological evidence in designing lepsning o
portunities and when learners recognise them as supporting their own learning processes (Dunn et

al., 2013). The term eviden@el 8 SR (S OKAy 3 &adzYYlI NAT S&a (GKRh&a ARSI
ing strategies that have strong empirical evidence (derived fpmychological research) for being
STTFSOGADS Ay TFLOAtAGFGAYI aGdzRSYyd € SFENYyAy3IE 6/ N
should be in a privileged position to apply these principles of teaching and learning, because they
emerged from psycHogical research. Do we apply our own research results to our own teaching? To
what extent is the teaching of psychology evidethesed? These are key questions that motivated

us to propose this symposium. Contributions to the symposium demonstrate howiglgs which

have been proven to be effective are applied to the teaching of psychology, and what effect they
have on student learning. We hope that these examples will inspire interest in evithasee teab-

ing, in utilizing the huge reservoir of genkpainciples of instruction and learning for the teaching of
psychology, and in evaluating its effectiveness in methodologically sound research designk- Publis

ing research on teaching psychology will further support the professionalization of psychedalyy t

ing and will provide students with new opportunities to benefit from psychological learning research.

1. Assessing students' knowledge about learning and forgetting curves with a free production
technique: Measures and implications for the developmeuitlearning aids

Christine Blech & Robert Gaschler
FernUniversitat in Hagen

Learning curves are not only an integral issue for courses in introdupsychology, they are also of
high practical relevance to students. Knowing that the level of gimfty does not follow a linear
trend but is best displayed by a negatively accelerated curve should help learnfensntoealistic
expectations. Such expectations in turn may determine ged#ting and motivation. A papeand
pencit study investigated how westudents of psychology (N = 82Meainternalized the concepts of
learning and forgetting curves. We developed a vignésedassessment technique: drawing a
hypothetical learning or forgetting curve in an empty coordinatdesyswith time on the xaxs and
performance on the yaxis, the start point and endpoint being fixddifferent from multiple choice
testing, this method offers no further hints on what the time coursgimibe. Yet key aspects of free
production answers can be quantified in a wat would allow br automated feedback in online
teaching tools. For instance, learning which decelerates over timbama curve above the diagonal
while decelerated forgetting implies a curve below the diagonalil&tm group average, the drawn
learning curves mimicked inverted forgetting curves, analyses on the individual level dotean
poor consistency of knowledge. Students drawing a deceleratiogaimihg were not more likely to
also draw a deceleration in forgetting. Implications for futuranhing aids, e.g. online feedbasis-
tems are discussed.
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Extended Summary

Objectives

In order to describe and understand the process of skill acquigi@isnwell as its counterpart itog-

nition: forgetting) learning (and forgetting) curves can be cdesd as helpful tools witl longtra-

dition in psychology. Both types of curves are not only an integral issue for coursé®dudtory
psychology (Teigen, 2002). They are also of high practical relevtarstudents with respect tpre-

paring for examsr planning individual curricula. In the study at hand we aim to ingetia G dzZRSy (i & Q
knowledge about these curves.

Theoretical framework

In cognitive psychology, there has been consensus that individuaingacurves may follow diverse
trends such a initial lags, sudden onsets of a target behavior, and episodes of quite counsima
creases in performance (Gallistel, Balsam, & Fairhurst, 2004). In contrast, learning courseg-aggrega
ed over a whole population result in smooth rising curves with atieg accelerdon, which can be
mapped by a decelerating exponential functiongReling the absolute amount déarning, novices
experience large increases in performance while ipreft learners need more timand effort to
achieve equally large increas. Once a student is familiar with this law of fice heor she can
adopt it to plan learning sessions accordingly and to formista expectations. According Ains-
worth, Prain, and Tytler (2011) selénerated sketchesan support the acquisitionf appropriate
mental models in science. We apply this idea to dnawhe course of learning arfdrgetting curves.

Methods and techniques

¢2 aasSaa alddzRSyidaqQ {yz2sef Sr@Sweldevelogeil a vighettdy-A y 3 |y
nique (see als@lech & Gaschler, 2017). The participatitgdents were given a pape&and-pencil

booklet with empty coordinate system diagrams (see fedl) and short texts. For thedrning curve
GAIAYSGHGS GKS O2 @SN avorkdnydrougtt aylidt o100vocabidrigs vey daglz I NB
[...] Please draw what the course of practioe? dzft R LJ2 (i Sy (Saitirig il end®it§ wefe A 1 S @ €
stated in the task and thus fixed.férgetting curve vignette wasnplemented correspondingly. The

drawn curves were analgd with respect to the follong criteria: (a) Curvature: mean deviations

from the diagonal axigreater than zero indicated dn LILINR LINR I 6 S dzy RSNR G| YRAY 3
negative accelerabin (forgetting curves: revergeattern). (b) Another acceletian index determined

the ratio betweenlearning changes in the firsts. second half of the course. Also, (c) skip functions

and (d) lags for delayed onset were registered.

Data sources

Data was collected from N = 82 students at the FernUniversitaageri aged 20 t61. In spite of
the free response format quantitative analysis was possible by reading off the numera$ \fedom
the manually drawn curves and entering thémo MS Excel spreadsheets.

Results and conclusions

For both the learning anfbrgetting curves, instead of realizing the éézrating exponential trend, a
large proportion of students drew curves close to the diagonal axis (learning: 63.8% tifgrget
61.8%). Negative acceleration was found in roughly two thirds of the casesirilge86.7% forget-
ting: 63.1%). Skips functions (7.4%) and lags (3.6%) wereacabiyp rare, especially in tHearning
curve vignette. Overall, while on group average tinawn learning curves mimickenverted forge-
ting curves, analyses on the indivadueveldocumented poor consistency &howledge. Students
drawing a deceleration in learning wemet more likely to also draw @eceleration in forgetting.
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Scientific and practical relevance

The results at hand suggest that in introductory psychotbgye is ned to teach learning curves in
a more sustainable manner, possibly by enriching texkbemamples with more practicalpplia-
tions, interactive online demonstrations, or quizzes. For futapplied research, the vignettep-
proach can be translad into interactive online tools with instaatutomatic feedback. This woulik
grounded on (a) the mechanisms of generative learning (WittroBkp2active drawing instead of
viewing a fullblown graph promotes deeper learning), the prineiplof learnig through testing
(Rohrer & Pashler, 2010), and the motivating and correcting effects of feedback on learning.

Figure 1: Example of a learning curve vignette.
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