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. most cases, expert Jodgmant must be called .upon to determine the

el

-
.alT potential sources, and while trying to control for intellectua]

'must be answered within the context of the relatﬂonship psychoTogy

. - h g
v k -
“ . . * ~ ]
‘The Contributiofi .of Psychology to Canadian Higher_Edudation
. oy R ) , ‘ 5 " ‘ é
"What significant contributions has psychology nmde to Canadian " ;
'higher education’“ is really two questions The first is, l‘Irlhat . b : i
|

relevant psychological research has been done?“ and the second is, '

ik
*How important js §£? To answer the finst qﬂestion, the procedure

is relatively straightforward' the reviewer gathers 1nfonnat:on from -

biases, sorts it into meaningfu1 categories in order to descspbe it.
H

‘To answer the second question is more difficult. Importance can

be measuréd by the effect the research has had . or the potent1a1

effect, but proof of application is often dif?icult to trace. °'In

importance of- the research ‘T therefore ask thepreader to eva]uate

with.me the potent1a1 effect of the research]discussed in this

-

paper. for Canadian higher education . .

The first questioﬁc "What relevant research has oeen done?"

has to higher education When we study higher education, we usua11y

study administration and finance, or history and p1anning, the

]

public 1ife" of the institution (Trow. 1975). “Much ]ess frequent]y

do we,study the private 'Iife - #verything‘ relatéd to teaching
and 1earning - in the institution. A review of articles published‘

in the Canadian Journa1 of Higher Education suggests that psycho]ogy,
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'_as répresented by learning, 1nstruction, and evaTuation represents

.o

ten percent of the total contribution to our undérstand1ng of higher

¢
» . . -

.education (seg Figure 'I) . o : N
But that is'not to say that the contribution of psychology C
' is necessar11y smd1l or that 1ittle psychological research of (~
re1evance to higher education "has been accomp]ished. In fact, there
is an abundance of psycho]ogical research ayailable on higher

. education, in part because university students are a favored source

of subJects for psycho]ogical research. A weaith of knowledge about
un1vers1ty and college students exists, not only about how they
, learn, think, and\re;pond to. 1nstruction, but about their sensation

and perception, apd about cIin1ca1 persona1ity, and 50c1a1 factors.

A scan of 5 years of.articles in the Canadian Journal of Behavrﬁral
Science from 1975 toQ1980 produced'47 artic]es with the university

student as subject The Yeft-hand circie of Figure 1 shows, the '
categories into which these articles fell, with the categories .
based on the dominant factors in the.experiments. Although for-the ‘
purposes of this review paper 1 1{mited my attention to the categories

of 1earnin§ and instruction, cognition, and‘eva]uation, which inc1uded
JQ of the 47 artic]es, Figure 1 suggests an as-yet unuti]iied domain

g

of, know]edge about the students in our univprsities. . . ’
- ”

Not 0n1y havé'psychoiogists bf many stripes done research reievant
to higher edufations but there are many p1ainclnthes or neighbors of- /// .
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lpsychoiogists uho have nade contributions to Iearning. teaching, N

3 -\ e . . .

.
L)

- . ‘ . et 5
-

and eVaIuation in higher education Sone of these peopie are
socigjogists or philosophers byﬁday. and qthers would list them-
selves unde’r"the genéric title “educator,” but they ha?een
included in this review because of their wiilingness to cross/the
fuzzy boundary into instruction In addition to the Harris v’
bibiiography, the publications that were revsewed were Canadian
journais in psychology, _education, and higher education They
inciuded Canaqnan Psychol_§Y1fanadian Psychoiogicaf Rev1ew/

Canadian Psychoiogist. the Canadian Journai of Behavioral Science,

the Canadian Journal of Psychology; the Canadian Journai of Highér

Education. the Revue des sciences de 1° éducation and the Canadian

*

Journai of Education (see Appendix 1) The Journal of Higher Education

was reviewed from 1978- .80 (12 issues) but no articles pertaining to

‘ Canada or by Canadians were faund. To be inciuded intthe survey, :7,,

the researchers had to be uorking jn a Canadian settihg. and experi-
ntai subjects had to be students at & Capgadian institution of higher

education. The final seiection of‘researcz included over Iﬁo articies *
from these Journals, pius books .and mon%graphs pubiished between ’
1970 and 1980. | - S . )

The articles were grouped according to whether they dealt with
cognition and learning, instruction, student characteristics or the
organization-and operation of the' university ghom a psychological

viewpoint. Hithin each topic area, a further discrimination was

’
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made between whether the artic]es ﬁEre theories and experimental

[ 4

’ f1nd1ngs, onqmethods and measurements.* Th1s produted eight terrains

(see Tab]e 1) At the most microscopic 1eve1 were studies concerned

—_— w1th factors and processes of cogn1t10n and learning. MWethods at

A

this.level included the evaluation of learning and pechTmance.
.Ih the second category, instruction,.teaching goals and factors and
the interaction of instructien and cognition were focal topics.
Hethods at this level were concenned with the effects of different
teach1ng methods, the “training of teaching assistants, and the '
eva]uat1on of teaching At the third level, student characteristics
1nc1ud1ng achievement and deve]opment factors were prominent, and
'methods for selectihg and upgrading students were found At the ’
most globa] level, the organization and operation of the univers1ty,
Jthe principal t0p1cs were staff deve1opment and psychology in‘the
university. The methods at this level dealt with speeial programs
1n higher education, and evaluation in and of the university. The !

boundaries between the 1evels should be considered penneab1e° the

_ categorization allowed for an ordered search through the domain of

psycho]ogical contributions to . higher education, but was not fntended

to produce duchies within it. Moving from mo]ecular to molar frames

of reference, however, tracetl the multi-faceted retationship of

=

psychology to higher education.
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Table 1 ~ ' .
- # PR .
Areas of Psychological Contributions to Canadian Hi her Education
) - Research Finqings° . - Methods ' : ) )
.. n'=22 \ . l'l:9 ’
~Cognition Abstraction/Cancreteness/ Evaluation of Learning '
and A - Imager¥ . o arades :
Learn\ng ‘ CognitTve organ1fat1on Abilities
. Cognitive operations Kinds of evaluation
.nz9 . n=3 : .

Instruction Goals and competengies y Teaching.mgthods
Instruction and léarnifg  Evaluation of teachérg

_n:131 Y ' 5 —n..-:-7 .

Student . Social characteristics Selection methods
Characteristics  Student achievement Upgrading programs X
"9 - Moral development .
\ :
' . \ .. v sy
I'I:G ¢ n=12
Organization Staff development . Program evaluation

and Psychological services ifi  Programs

) the universfity : : : |
Operation . . ‘ : Research A
° . University reducation . J

-

n: number of articles found." ) -
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Cognition and Learning

-

Three themes recur in the literature on cognition and learning
in higher education. The first concerns modes or kinds of learning
materials and their effect on learning, the second, the organization ' o
of memory 8gd-cogn1t1ve structure, and the third, cognitive operations.
A considerable amount of research has been done by Canadian psycho-
—_— C logists on’the differential effects of concrete and abstract learning‘ . =
.materials (Humphreys & YUille, 1973; 0'Neill & Paivio, 1978 Runquist
- & Blackmore, 1973; Yarmey & Sayer, 1872). The research consistently
supports the greater effect of concrete materials or presentation _
on recall. For exanple, Humphreys and Yuille found that concreteness
increased the retrieval of nouns from memory, while in the Yarmey
and Sayer expériments, concrete dnawings of noun concepts done by
4 - students facilitated recall In conjunction with the question of |
concrete versus abstract materials, the effect of imagery has been
studied Although noun phrase concreteness produced greater reco-
- gnition and recall. verb imagery did not in a study by Yuille and .
Holyoak (1974) Subjects who were high in imagery ability produced
images and words: faster than those who were low in imagery ability
(Ernest & Paivio, 1971). Inmstructions to create a mental_{mage of
oo _ pairs of pictﬁres’or uords resulted in‘greater recall than did
instructions to repeat the stimuli (Yarmey & Barker, 1971). This
research suggests that the mode of learning materials affects learning,

a finding of some fmport in the pfanning of instruction. For example,
*‘. \

*
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in cience courses, there is a greater tendency to use concrete or
ﬁzimaginable concepts than in the sociai sciences {Donald, 1980) Learning
'¢ i %ould be facilitated by the use of concrete examples or by images. .
5 The organization of information and the~effects of a cognitive
structure are also reIevant to Tearning in higher educatjon.'* We
Know that a primary request students make of their professors is for
analysis and synthesis of the subject matter, and what,professors
"M want Qf'their students iS that same ability to organize information

in a meaningfsl way. One of the mdst important Yactors guiding

cognitive organization is the use of similarities “In one study, :l .
. - /- ' A .
Students who used similarity rather than difference as a~bas1s for lz .

_ understanding compIex concepts perce1VEd ‘the attributes of the concept
- ds being more closely related (Cochran,'1976). In another study,

} context was shown to have & generalizing effect on Jjudgment rather
{than to cause a meaning shift (Lamarche, 1972). Context was therefore

used as a basis for similarity thinking. Categorization has been

L J

shown to be ianuenced by a number of factors, the most important of
them being the centrality of an instance, that is, the degree '
semantic match between an example of a concept and the concept itseIf

* (Green & Cochran, 1978). The number of examples and the intensity or

. extremity of rating also influence categorigation These findings

only begin to lay bare the mental operations we use when we organize '.

]

* informatfon. ) - . )

- The effect of conceptual structure on students has also received.

~ . -
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'attention: Reasoning has Peea found to depend upon ‘generalization .
-.procedures. such as.usfng a hieracchy (set-sueset relatiens) or.

using 3ﬁduction or probabifft& reasoning (Refct. 1974). Courses in /

different d1sc1p11nes demand different kinds of cogn1tiv? stru%Lun1ng

because of the kinds of re]at1onsh1ps fbund betueen-maaor cﬁhcepts

in the course (Donald 1980). The kind of.conceptual structure

that a' student has affects the student’s willfngness to expose

h1mse1f or herself to d1screpant 1nfbrmation (Sandflands 1974) Thus. %

not only does the research prov1de ins1ght into the pOtential com— " '

.plexity of cognitive organizat1on but also the recognition that ¢
t cognitive structure affects student learning behavior.

3. A part1cu1ar case of cognitive organfzat1on resedrch in Canada
_centers on second Tanguage Iearning Bfllngua]s'/organ1zat1on .
patterns seem to be sfmilay in their two 1anguages aTthough Tanguage ‘
has a stronger effezt than semantic categor& (Taylor 1971).' Students
using their second language were affected by casual or formal speaking
situations; familfarity with their own second langaage directed their
ease and thus how positive their eyaluation was of the person to whom
they were speaking {Sega]o%ft;:'1976). In this_iastancei context - ,

and cognitive structure {interacted to'affect evaluative behavior. '

- ——
v

Cognitive operations or information processing form the third 7
theme in the research on cognition and learning. Instead of approaching
. o
cognition in terms of semantic _eontext or 1neges stored 1n the brain,

these researchers treat remembering or thinking as an operation in
& . . . - ’ '

’
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' whicii me.niorj consists of.- t'echniques for geﬁerating!or rei:reating

. eve—nts instead of 7th_e objegts or events t_hg,@ﬁss (Kblers, 1974).
_ Students not only remember.previous.]y read sen'tences semantically, : _
= they atso rétain detaiied information about pictoria'l.asper.ts o.f
T 'the sentences for lengthy. periods, s suggests that two kinds
. 7 of processing occur ‘when stud:nts learn. In an attempt to_ distin-;-
guish between tvo types of cognitive processing. simu]taneous or .

“holi sticaHy and spﬁ',t‘lai'l,y organized \feT\’sus suc,cessive. that 15,
temporai]_y organized (rote) ]eaming, Vernon.,Ryba and Lang (1978L
) anaiyzed university’ students abilities b_y muitip]e factor ana]ysis:
The_y found some slipport for rote or successive processing. but
found that rather, than a ge;era'l simul taneous processing factor,
there were several factors which described the students' abilities.
.The imp]icatiﬁi is that university students have\a set of abilities
.'or cognitive processes ~ ] _
“ﬁ@gitive procesies are affected by externa] fa€tors as well.

y
Hartsougﬁ (1975) found that,as{sociative but non-meaningful connectipns
between vords affected reca‘l'l which suggests that contigtﬂ’ty has

) an eff“ect on ‘suppositions of semantic re'latedness. It wou]d be "

particularly important to be awarer of this tendency to err, in programs
_grhere diagnostic/or subjective eva]uation procedure.s are taught.
_ _ Subl imina] stimul{ have klso been shown to _have an effect on the
. . 'learning of concepts when the sub‘iiminal st‘lmq‘li are symbolic but
not When perceptual (Lec]exc & Freibergs, 1971).. Both of “these

¥ N
A
L
[ ]
LI
/ .
' v
f \
|
|
v
-
e
1]
-
-
. ‘
)
-
v
]
. -
1
- ¥
R
’
s ___._.J_




» - . L = it 1]
e ’ ST ’ ’ pR .
. e o) .
L ' I} ! - ‘ L. 1
s * studies point to -the effect of interference or, context on cognitive
processes.’ cd‘ntext and node are important variabTes in learning )
: -
‘ -and instr.uction, and their interaction with cognitive structure
. v 1 - poses some, interesting questions for higher education. '
Eva]uation ofY Learning ; - ) . -
‘' * ot * . e 2l
+ . . ' Research.on the @valuation of learning in higher education is- '

concerned with .grades, studen/ﬁabi]‘ities. the- factors which affect
evaJuation and the effects of different kinds of evaluation. Recent
attention has been paid in many_Canadian universities to grading

systems and their meaning The change in the usagewf grades, from

a normal curve to a mastery paradigm. has resulted in the Toss of

the average "¢ and a demand for more explitit criteria of what an

"A" or a "B" represents. There has been a move to rationa]ize grading .
- syStems and to make' them more understandab'le across Canadd. SincF ,'

f,, Tay]or s (]977)(@ on different grading systems among Canadian .

universities cl cations have been made to “the grading systems
v, within and-'across severa‘l universit'ies. Hason (1978) suggested a“
R o mi‘thod of grading which takps into 'account the difficulty_ level of ) )
‘a particular test so that farks dan be assigned more consistently.
Work on grading procedures is of major practica] import in higher
education the assignment of grades is one of the most contentious
issues. Hithin the university. however, we need gr.c:ater'l sophisti-
- ~ cation in understanding vhat a grade means.

LT The measurement of- student abilities often consists of

L Jd
. +
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validations of standardized tests os Canadian,;tudents. The studies -*' o
. provide us with normative data on the Canadian'university student's .
. abi]ities. frd!uently\with a bui]t-in comparison to_the American - »
Y student The stUdy skil]s of a Cangdian university grdup have been -

A

tested in this manner (Thompson$hfeberg & Uh]emann, 1978), as has- . . .

a creativity sca1e (Taylor & F} 1979). This ?s an area which -

1 LR }

could provide us with a baseline for understanding the background ,: =

abilitids of our students, a sine qua non for determining how much

L |

has been learned and_how our students develop in the university.

Factors which affect the evatuation of 1earning include goals. v .

. - léarning conditions and different evaluation procedures. Do goals .o .
affect performance? University students responded to higher goal 3 '
f levels on some tasks (Bavelas & Lees, 1978). Providing goa'l 'leve'ls (\ - "
caused variations in the quality as well .as the quantity of responses: '
*  there appeared to be a trade-off between qua]ity and quantity. "In
a' study of, an undergraduate thesis-research course, the clarification
* of goals and‘of the evaluation procedure produced a better approxi-

mation of the conditions under which graduate work and research are

done (Furedy & Furedy, 1978). Students were expected to work within

Erresearch-publication paradigm. . Grades were used for each compenent
to provide academic significance. The simulation produced tension .
but placed responsibility for learning clearly on the student. Selfe .
evaluation was mare accurate where students ‘were given specific

guidelines or feedback on thefr perfornﬂﬁ%e'(Carr. 1977). The guide-

" 1ines also impnoved performance. ‘There has also been work dane on :
* ” . . !
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. .validation procedures td'ensure that self-evaluation has taken place

- according to instyuctions (Beﬂlerose, Bégin, Frenette & de Montigny,
1980} These relatigely}ﬁnnovative approaches fo evaluation offer
.

direction for the future théy delineate criteria for success, with
the understanding that evaluation procedures affect the amount and
kind of ] arning that w1ll take place, and they take account of the
format e role of evaluation in student ski1 develOpment Among
more tr ditional.modes of evaluating learning, third and fourth ‘

yéar Canadian universit; students considered that preparation for

an ip-olass examination or take home examinations provided them

L}
r

-

‘with better learning opportunities than preparatfon for writing a
paper, research proposal or annotated biblibgraphy, for presenting

a seminar, or for bi-weekly uizzes or oral examinations (Foth, 1975).

The evaluation of stude t-learning is an area where wide

differences in agprqacn‘occur n the university. While in some -

cornersfa battle rages"over the meaning of a grade, in others, making

P

) evaluation more meaningful and useful is focal. This is an area in

which university policy and the meaning of an education require
L]

greater considerationt. . : . .
" Instruction ~ ’ - p
Far more methods exist than th findings on instruction

. in higher education The, findings, however, are of considerable
scope. Two papers dealt with the goals and competencies of ‘teaching
‘at a general level. Morin (1926) reflected on the goals of university

™ ae -.
.
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teaching and concluded that, a humanfstic approach is a, prerequisite S
for the university teacher, but that the most important’ qua]ity of a"' . N
professor is knowledge or competence n the discipline ,}n\tre other : ~

. paper, focussing on teaching competenicies was seen as a way of ‘
rationalizing the teaching act and integrating theory and practice.” - oo
The author called for an analysis of teacher roles as well as an- . . 4”
understanding of values and the use of rigorous evaluation procedures ] K
(Magsino. 1979) A]though the article addressed the context of teacher.
education, its suggestions have considerable applicability in the Ce

s »

uhiversity setting generally. . ' L. h'

& -
] In'a survey of over one thousand Canadian university graduates Y '_
from 1958, 1963, and 1968 Sheffield (1974) sought the Characteristics - - ,
of effective teaching by asking the graduates to comment on.the . - . 'i
characteristics. qualities, methods and procedures which identified
. the professors they named excellent teachers. From these an overall- .
pattern was produced and comparisons were made between universities,
discipiines: aﬁd course levels. The characteristics closely matched
findings-from other Eng]ish-language countries and confirmed a general _
fist of good teaching characteristigs. Those most frequently : . ‘.
mentioned were: subject mastery;/ﬁell-prepared lectures; subjeJt
. related to 1ife; students’ questions encouragedi and enthusiasm'for, g
subjecty. ‘.
Research on teaching in &anadian universities yie]ded findings . A

about factors affecting teaching. Sullivan (1974, 1975) pointed out . -




teachipg resegrch. He found that the&e atl had majdr effects on - g .
learning, outcomes When tﬂo kinds of 1nstruction were used to teach
problem-so1gjng skills, it was found that the different methods, . LT
provision of rules or dembnstration, had different effects on
sgecific skills (Berg & Stone,’ 1978) Students were able to.profit .
more from being given rules than by a demonstration of problem- g ,
iso1v1ng behaviors 1n pyoblem definitﬁon, but the demonstration . ':
' s more eﬁfgctive in fac111tating the generatibn of a1ternat1ves
and in choice behavior. In-a study of creativdty, students uho
were provided with a 11st of a1tErnatives pngduced higher scores, ' ;‘
hovever, a grouping of the a1ternat1ves had no effect (Riverin-
Simard, 1977). The effect of 1nstruct10n on cognitive structure .’ S
has been studied by Traub and Hamb1eton (1974) and is the subject .
. of my curﬁbnt research Traub and Hambleton measured how closely

and after a course. nd that fnstruction produted a more

highly organized anc ognitive structure than existed before-

structures were more,consistent with the professor s also were higher '
achfevers in the course. The 1mportqnt varfables which affect -
teaching outcomes have just begun to be de!ineated
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Teaw Methods \ /

A variety of *teaching methods have ‘been written about. Many

are concerned with forms of 1nd1v1duaHzed 1nstruction ond severa'l .
pertai’n to professional. training, particularly 1n educatfon. How
to 1mprove lecturi ng is dealt with by Furedy (1979) who discusses’

the’ organizational and presentatfion aspedts of the method as well
’ \

as ways of systematica'lly improving lectures. Within the realm of -

" indi[‘lduahzed 1nstruction, audfovisual and computer assisted ,
. 1nstruct10n in medidine have been compared perSOnaHzed 1nsbruc fon '
1

- yas reviewed and a course ﬂ:’ug‘nt by tearning contract was described

'(Gagne, D’Ivemois,‘ Parent & Marquis, 1976; CastongUay-Leblanc, 1977;

. Deners, 1978). Goldschmid and Goldschmid (1572),~Shore (1975) and

H

. Donald (1577) explored the components of tndividualized 1nstruct1on ‘

with the aim of aiding the professor to persona'lize learning in the ~
‘universitys— ‘ ‘
Self-instruction with frequent ‘feedback has proven"successful )
in t@e practical training .of teachers (I;I'l'ard, 1977). The integration
of theory and practdce in teacher treining has been discuts"sed .an)i '

.methods for accomplishing this integration have been tesged (Allen,
>

- '--1976 Cant‘ln & Cheng-Wil}iams, 1978; Clifton & Cdvert, 1977) In

Al

.response to studies which showed a dec'line in se'lf—con;:ept due to
Student teaching experiences, Gregory and Allen (1978) explored the
éffelts of a teaching practicum and found that although self-coricept

-, vt - . n
declined at first, it later recovered with longer coﬂntinuo'is teaching

.
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A experience under\conditions which provided a2 high level of supp¢rt. "
Hore formai education was ‘found to be felated t sﬁpdent teachers
,having enlarged’ perspectives, i.e., being more broadminded (Emerson,

T

1977). Hhat is of particular interest about research on the"éduca- ~ .
3
tion of teachers is that the i5sues contended with, such as self-
fnftruction or the integration of theory and practice, are core, \

issués in 1ifelong 1earning which arefrare]y brodched elsewhere in

.
L]

“higher education.
Several divergent topics in un-iversit)"'instruction are )ynrthy\
of note. One concerns thé attehpt to define affective teaching '
. objectives such as students' attitudes and vaiues to be gained
(Gingras, 1975). Another concerns the Rsychology of teaching in a
particular discip]ine, music (Pedersen, 1977). A third ppses the X

dilemma of Canadian content in ghe cu]tura]ly sensitive area of . \7

social psychology (Sadava, 19781‘_~‘9ch'of these artiC]es provides }

insight on less central but sti]] saiient factors to be considered 4 .
.“ W%

in higher education instruction. .
‘ A series of artic]es has centered on the training of teaching
assistants in Canadian universities. A survey of teaching assistant \\\

“~

programs across Canada shows a variety of methods being used ‘Harx,

- E1lis & Martin, 1979). A training program based on the compohents
of effective teaching resulted in better teaching attitudes and

»

better student attitudes, perceptions, and achievement (Martin, Marx,
Hasell & E1lis, 1978;.Marx, Martin, E1lis & Hasell, 1978). ..The move ;




to economize 1n higher education may make programs 1ike this of
high practical significance since, teaching assistants may increasingly -

be called upon to aid overburdened faculty oo

4
Y1

Evaluation of Teaching vt

.
»

An entire issue of the Canadian Jounnal of Higher Education and

a CAUT monograph havé[been devoted to the evaluation of teaching.
The monograph, 1f Teachi_g is important . . the evaluation of

instruction in higher education (Knapper et al., l977), covers teaching

evaluation from definition to the design of student rating-question-

-

naires. Components of the evaluation of teaching, including student

leéarning, self-assessment and administrative evaluation as well .

*as discussions of univsrsity goals and‘academic functions, provide .

a frémework for viewing the'evaluation,of teaching. A particularly
useful chapter for the university professor’or departmentfcontemplating_
teaching evaluation”is that of Nadeau, who reviews. the variables .
affecting the valiBity of student ratings. . The issue of the Canadian L.

Journal of Higher Education is devoted more to méthods of evaluation . ,f* ' N

although two artigles by Geis (l979) and Pascal and Davey (1979) d
with the purpose and politics of evaluation. Parent (1979) discusses\

the role of a university pedagogical service in course hvaluation,, :: ﬁm:l ,/,
. Cranton{(1979) describes the system developed at McGill University, e
'am{:.

evaluation. The journal also includes a bibliography of the evaluatibn .

of - instruction (Davey, 1979).’ _ ‘ . 1i

eswell and Good (1979) portray a case study of a departmental




-

r

x

_ Research on the evaluation_of teaching has been far-reaching in
Canada, although relatively littie has-been published in Canadian ~
journals. Leibu (1976} provides us With a sensitive analysis of
the context in which the quality of university teaching is evaluated
Scales for assessing teaching and designs for validating teacher
rating forms have been studied by Canadian researchers (Das, Frost
& Barnowe, 1979; Leventha'l 1975). “A series of publigations by '«
Leventhal , Perry and Abrami dea1 with factors affecting student
ratings, and Murray (1@79) has reviewed the ressarch in this area, .
a considerable portion of which he'is ncsponsible for. Ina reriew
of research on coi]ege teaching, Knapper (1980) draws attention to
the wide body of research on-student ratings done in Canada. This
covers-work on the reliability ofﬁteacher rating forms and their
validity, comparisons of ratingsfhy students and peers, the reiation
of ratings to measures of learning, and factors affecting the
validity of ratings such as student expectations and the instructor S
teaching reputation. This is probably.the most intensively covered
area of instructional research. ‘She principal findings are that
different ratings on the same professpr are highly correlated whether
differént\forms are used or ratings are taken at differept times of

the year or over successive years (Murgay, 1972). The correlation

between student and peer eva1uations is less clear as it is between

‘ratings and course achievement. Stqdents who choose their instructor

on the basis of teaching_reputation rate the instructor higher

~

L
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(Leventhal, Abrami & Perry,11976). . {
Adjunct to the teaching evaluation process is work associated

with the improvement of teaching. Studies by Donald (1978) and by

Foster and ﬂglson (1980) point to the felt need anong university . \

]

L professors to 1mg§ove “their instructional procedures and the .
r - 3

evaluation of student 'Ieaming The variety) of approaches to ins~

_tructional improvement across Canada were documented by Donald and .
p »

Shore (1976) in thefr Annotated index to pedagogical serviees in

Capadian colleges and universities. These approaches'%ncludéd.

evaluation and course improvement consultations, workshops, publi-
cations, and further research in the area. Those methods which ' .
were given highest priority in the Foster and Nelson survey were

(\-’//) workshops on teaching techniques with outside consu1tants and speai\x\, '

the provision of more team teaching opportunities

~

Student Characteristics ' ‘ ' .

Research findings about university-student characteristics

concerned questions of the social and personality characteristics of

university students, studént achievement, and moral development. The

social and personality characterdstics studied included national -

jdentity, student drug use, the effect of physical attraétiveness.

on expectations, the meaning '0f pornographic stimuli and sexism in -
' the university: & hodgepoge of personal attributes, but no less ' -

interesting in. terms of the 119httheartieles shed on the Canadian .

university pOpulation. Canadian students,at the Uniuersity of )
. i L. . 3




Saskatchewan identified strongly both with the country as-a whole
. } " and with the Prairies (Horse, 1977) Contact with foreigners,
travel within £anada, "and exposure to Canadian symbois made them
more conscious of being eanadi\hs; Student drug use, 2 topic of
- ‘high salience during the ‘early seventies, yas found to be associated )
with Jower eapectations of academic recognition tSadava, 1971].
’ - Drug users, showed higher expectations for personai independence,‘
more positive attitudes toward drug use, greater tolerance of use .
and greater social support ‘for. use (Sadava, 1973). " tudent teachers . .
o rated their pupiis as more able if they were physically attractive
. (CIifton & Baksh, 1978)“ Students applying for graduate studies
< in psychology did hot appear to receive retommendations which
were sex-biased (Henderson, Briere & Hartsough, 1980). Far mor'e,

Jetters were written by male professors, ‘however, and women professors

2 ——
.

vrote ionger Jetters which included more references 1o personaiity . .
attributes and to goal orientation, suggesting an advocacy effect.
College males rated pornographic waterials negativeiy, that is, as
bad, unpleasant, and harmful, but also as active, hot, and stimuiating ¢
' (Hare, Brown, Amoroso Piikey'& Pruesse, 1972) This scattered set
v of findings about student characteristics suggests that although
~ gtudents have been the subjects for much é;perimentation in psychology, .

¥
.

*

" their characteristics have not been studied in any systematic way.
U'Student achjgvement has received no more comprehensive study. ,

Learned heiplessness. in which students become apathetic or less able .

."_..—‘ ’ %24




“%

because they fai1 to achieve after working hard, has been investigated

by Perry, Leventhal, Abrami and Deekins (1978) and by Sergent and

Lambeft’(1979) Although Perry et al. did not get conc]usive .

findings, Sergent and Lambert found,tha+ unc0ntr011ab1]1ty of the
situation was not a necessary or sufficient ZOndition for‘producing

helplessness buf that failure or learned incompetegce is a better

way of describing the phenomenon. Students who were more depressed
tended to attribute failure to more personal, stable, and global
causes, and where failure was attributed to the lack of an important

/\ »
ability, the greater was the depressive effect following failure

(Zemore & Johanser, 1980). .

The development of mora1 behaV1or and judgment has been the
fdcds of several researchers. @lthough cogn1t1ve factors“ﬁave been
demonstrated to parallel moral thinking; Percival (]979)'qqestinned
if different forms of motivation or incentives ngy]d a1so affett

-

behavior. University students at different levels of moral develop-

. ment responded to the predicted intentives for task perfoﬁnanqe.'

The results suggest giving greater attention to untivational_factors )
L~ . -
when mora) devefopment is investigated. In a study of the relation-

ship between levels of moral judgment” maturity and Tocus bf control,

L .

it was found that advanced morat reasoning was relédted to the .
perception of having control over matters (Connolly & McCatrey,'19783.
Male students tended to perceive themselves as having more control

socio-politically, while female stndents tended to perceive themselves

s . - .
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as having more control globally. When students were given informa- ,l‘ .

tion about research into bystander helping in emergency situations,
\ they responded faster to an actual emergency situation (Rayko, 1977).-
Students“ﬁho were alone were_.faSter and more likely to intervene than

students 1n the é’ampany of a non- responding companion Students' L
mral reasoning was also founx to be related to the tendency to-
support student activism in the university (Quarter, 1974). Students
- with principled (advanced) reasoning were more iikeiy to be anti-:
.. 'authoritarian and students with conventionai moral reasoning were
- ‘more Tikely to. react against the student movement. These studies ¢
suggest that different incentives, knowledge, and a .sense of control
affect students"moral behavior, and that studént.activism and

. . * 4
advanced moral reasoning are connecteds

14

"In summary, research on studf!ﬁt—?ﬁaﬁjcterist‘ics appears to
be disjointed and spotty, although that on moral deve]opment appears
more coherent. Student attributes and achievement variables merit
greater and more consistent study. Can we,suppose anything about
the outcomes of a university ‘education if we do not understand the

-~

nature of our’ students? -

hl

- —
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Hethods of Student Selection and Prepa aratfon® -

Some methodseof studeqt selection and preparation deserve ,
attention An investigation of s'( x different selection criteria
for admission to university: open admissions; interview, teacher

.recommendation; Grade 13-academic achievement: -SACU tests, and :
) * " . r

- -
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traditional ddnission based.on interim Grade 13 resu]ts showed
- that Grada\ ]3 marks SGKCU scores, teacher recommendations and
persona'lity test resu]ts corre]ated with final first year GPA

. standings (Ponock Bowman, Gendreau P Gendreau. 1975). ,More ' e ‘
students ‘who- were interviewed decided to attend the university. 1

|

\

and open Edmissions students who &id not have satisfactory Grade.13

resu]ts p

t

rformed in Tine with other; groups Results from the - ‘
N Tests of Genera] Educational Deve]opment for non-high school |
\\ graduates have been found to be gooq;predictgrs of success in .
v colleges and universit.ies (Ayers 1980). Nadeau (T97? “found, ?
however, thatf adnissions criteria.did not differentially affect \
};raduation or perseverance in the education professién. This kind -
'6f result was a]s%ound by’ Toukmanian (19?8) géd‘rnssion variables
were esséentially ineffective 1n predicting student teaching perfor-
,/ mance. The best s1n91e predictor of academic performance was the .
pre- education GPA. A biographica-l inventory was tested .and shown *
to have predictive vatidity, particu'lar'ly on the basis of the  GPA ‘:_
Nd%n but also of a;femic and practice-teaching performance. ‘
In an attempt to determine whether selected personality and cognitive
complexity sca]es could be used to predict the academic stabﬂity
of university students, CorfieId d Ogston (1973) compared the
scores of over 1000 2] rst-year university students with their progress
o through the first year. Students who remained in university tended

w
50 be somewhat more introverted and felt more comfortable in a.

hamtel
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. structured situ;\t_ion than those who did not remai;wtudents who
l changed faculty appeared to feel more comfortable in unstructutred
. situations than those who did not change. The studies on studeft
seflection cr\\te\t;,ia suggest thenqossibi’l‘ity.ojf successful open  gn ' . i
dmissions policies but aiso point out that grades are the best .
predictors of student success. The academic stability study and
. , * the findings son student activism and moral deve’lopment paint a .
somewhat‘surprising picture ‘'of the university student personality.
Is the typteal university student an introverted, achievement- N
ou . oriented individual operating with conventional moral reasoning?
) Two upgrading programs appear to have been of benefit to _
"selected groups bf students, one in-Newfoundland which followed .
students who needed' sorne remedia’l he’lp over five semesters (Suilivan ‘
& Wilson, 1980). and the other a remedial tutoring and learning
ski’l’ls program vwhich enab’led Canadian Indians to achieve academic N
success (Ha’Hcer, 1977) - Where specific study skill sessions vere
integrated into the course work, students demonstrated performance
superior to those who received tutoring or assistance on a haphazard
basis. These Studies suggest that given thewmportunity. students . ’ . t

can benefit from remedia'l and stu}v ski’l‘ls programs in the.,university.

University Drganization and ngration o LT
At the most globa'l leve] of psycho’logica’l contributions to ‘

-

higher education are 7 deve’lopment programs and psychological

. . ’ '
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services in the university. Staff development:prggrams are often
heavily oriented tonard instructional development but their, scape
extends to professfonal and organizational development. Good (l97§)
points out the triangujar relationship in the university between
orientation to 5cholarship in the distipljne, the institotional

or societal demands. and student or teaching-operation’\\\He calls

for procedures in the un1versity that will allow careful thoice to.
oe made in academic management even though we ope ate according to

a paradigm of disperse responsibility. Ina stud;EZ} the'objectives‘
and problems of staff development®n Western Camadian colleges,
Konrad (1973) found that in-service training, largely devoted to
instructional improvement and professional development, were the

major objectives, with or1entat1on procedures and organizational

development playing minor roles. The problems noted by respondents

most frequently concerned the designing and availability of suitablg

programs, staff attitudes which are sometimes change-resistant and

defensive, and fiséa) and time constraints. Staff development programs.

have been slow to develop because they are not an institutional’
prjprity, but with the increasing need to rejuvenate an existing'
staff, more emphasfs on staff developmentecoqu be predicted The

€
Ontarfo Universities Program for instruct1onal development was an

example of the attempt to supply funds to facilitate staff developmerit.

L4

During the l9§D-8l academic year at McGill we began a series of

‘seminars'on hlgher education. Further'attempts to clarify the context

-

- a
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of higher education and to make it more meaningful to faculty by
dealing uith faculty-based educational concerns appears ‘to be a
usefy]. di’rection for faculgy development. '

Psychology has e specific contributions to the university
conmunity‘ Fsychologists have traditiona]ly been involved with
remedia] and clinica.l services in the university, but in an attempt
at pre\_fentibp’, the psycho-_-social "goals of one institution wdre

stydied and then psychologists took on facilitative "out-reach"

1] . " . -
roles withifl the university (Waxer & White, 1973). The psychologists

acted as Consultants in the planning of the.academic and social

life of individual college§ within York University. The community
psycho]ogy approach to the university wa's not only found to facili-
tate administrative p01icy-making but also proved valuable in intro-
ducing university students to a way of thinking about their living
and work:ing environment that they could carry out to the community
at large (ﬂaier, 1974).. Psychologists also provide us with models
for unive{\sity.programs inftheir"literature. Studies describing.

Tadmissiéns criteria, goals and currjculum, and orientation and resources

. for program; have been docurnented for schoo'i psycho‘logy (Paananen &
Janzen._,]980). and for a graduate training program in the psychology
of sensory deficits (Lambert & West, 1979) The procedures and
critenia,of program planning could proye o be valuable models for

- the university community to utflize. ' '
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Program Evaluation-, - . ' ' ' / ' .
The major methods at this global level of universi€§—urgani- i\\

" zatfon and operation are primarily those uf program eyaluation.

- The lfterature covers "four aspects the nature of eualuation; the
evaluation of particu]ar proyrams. the evaluatfon of research; and o
fina]ly. the eva]uatiun of universfty education itself. Thé ) \
necessity for recognizing values in evaluating and for attending .
to role relationships ave two thenes pursued by Toh-(1976). He co
appraises the socio-po]itics of evaluation and suggests tactics \

for the_ greater uti]ization of evaluation rESults Approaches to T g A '
accountabi]ity are reviewed in the contfxt of professional service .
delivéry by Sinc]air (1980)s Her analysis of how to assure quality
through the se‘t’ting of standards could be usefu'l'l_y app'lied in -
{nstitutions of.higher education generally. Particylar, programs

that have been reviewed fnclude Quebeg's T&1&-université (Riverin-

Simard & Roberge-Brassard, 1977; Riverin-Simard, 1978), and post-

secondary educatfon in a prison (Duguid, 1980). The summarized

eva]uations §f tne ?é]é-uniyersi;é program provide both descriptive .

tnformatjon about tne population served and recommendationg;fbr the

operation of such a program. The British COlumbia penitentiary program

is unique in its attempt to facflitate cognitive and moral developnent.

and to translate cognitive/moral growth into changed behavior. Bdth
of these programs provide examples for {nnovative approaches’to '

higher education. - — .
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- Psychology serves as an example in another aspect of evaluatiqn

[ 1

'in higher education. In a series of articles on the quality of _

Canadian psycholégy departments, citation rates, journat publica-
tions, graduates placed on other staffs, educational lewal of the
faculty. and staff size have been examined (Buss, l976 Endler, 1977;
Endler. 1979; Schaeffer & Sutyma, 1979). Schaeffer and Sulyma were
able to distinguish two groups Of measures, one for "real quality,”
in terms of. citations. graduates ptaced and educational Tevel of
faculty This group of measures showed 2 high degree of internal
consistency _The other group appeared to measure "visibility.“ {ndexed
by publications,’ staff size, and percentage of Americans on staff.
The various methods were assessed in terms of their stability. face
vatidity, objectivity. "and corruptibility, with citations rece(ying
the highest evaluation Psychologists have also studied Canadian .
‘social psychology ‘texts by citations analysis Qferlman. 1979). The
me thods used in these specific evaluations could prove useful in the
assembly of program evaluation deyices for higher education.

Evaluation of university education or experience has{'or the'
most part been spoken of*in undertohls. Although questfons of the | &
value of a,university education have been raised generally in Canada
as elSewhere, the issue has t been studied by Canadian psychologfsts ,
except in two instanceés. Annjncisive survey of students' motives -
for attending university and satisfaction with the experience was
completed by 14,000 studentq at Concordia University'(ﬂaccoun &

. ! - i
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_Breslaw, 1979). The researchers found that the greatest pmportion' %
of students (44%) indicated that career preparation was the most '

-9

important reason for attending university, although a sizeable

proportion (34%) cons idered intellectua] deve‘lopment the most important -
ceason. The criteria for eva]uati%n of the universjty experience
were quaTity of teaching, opportunityto meet oth S, qua'lity of - .
course content, general university atmosphere, inte lectua‘i qua'lity '
of other'students, course availability, and.quality of administration.
O'Ider students, ﬁart-tinie students, and foreign students éave the . z E

university higher ratings than the majority group of young, Canadian ) /
fu]]-time students did Overal’l ratings showed that the university

experience on the average was much as expected, with the greatest . )
hvariance occurring in ratings o_f course availabi'li’ty, quality of
-‘adniinistration, and university atmosphere. J
. In a survey of attitudes of psycho'logy students in' six Canadian -
universities to/ward theic university education, Yarmey (1974) found

that students were more disposed to consider the purpose of the univer-

sity .to be the advancement of learning than as a base for obtaining ' .
Mealth power or other outcomes. Students tended to as:knowledge tha‘t
university experiences cont,ribute to their quality of 1ife, but were
not certain that human.usefuiness is the prime criterion on which -
_social support of university'education shoul'ld be based.. "yiey also '
agreed that the cost or economic benefit of university, learning cannot  j » -

/ .
be really measured. These studies suggest ‘directions that could be




taken to more fully understand ‘the meaning of. a university education
and factors affecting the evaluation of the university. The literature..

on eva]uation in the university provides hints rather than Jmajor

directions. It would appear that program evaluation is as yet

b, ]
.gestating, although some promising genes “have been noticed
Analysis and Prognosis - .

' * i . . §
. What does this review of research tell us? The published

L)
o

psychological research showed a multitude and diversity of contri-
butfons to'higheg;education Psycho]og§ is currently a very f]&id

and in ways non-cohesive discipline, and this was apparent in the .

*

+Jiterature. One would find refatively few cross-citations in the
research reviewed. We must also recognize that 1ittle psychological
L research recognizes a national boundanj. Canadian research repre- -«
sents a small portién of that done on the university student, on
teaching and learning, and particularly on evaluation . Greater
potential ‘cohesion uould be observed §f psythological contributions ) .
N : to hi;ﬁji’sgucation were examined fn the larger cqntext of Horth
America. Moreover, much of the research wog]d prove relevant ang
predictive in the Canadian mi]ieu. The research which was reviewed,
- however. fe'l'l readily into categories. Two-thirds of the cited

research has been done in the areas of %ognition and learning or

instruction, uith the greatest emphasis on teaching methods and the

/\ﬁluatﬂm of teaching.
. Research in cognition and learning focuses on Qﬂg:s of learning
& 3
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research in this area.

[ d
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and on the actual processes of learmng and thinking. Hithin psycho-
logy, verbal learning has been a major area of research for the past

twenty years while cognitive science ha ecently gained precedence.

‘Research in these areds is significant for what it could do 'to

improve the learning process in the university. Unfortunately it
hasto date had little impact because it operates counter to the
prevailing university belief that lgarning. if at all a problem, is
2 problem for some students, and not for professors. We could
predict that universities will move to a posttion of greater concern
about students' learning needs in the future. Some funding agencies, v

such as the Quebec Ministry of Education, are actively supporting .

Much needs to be done, however, to provide .

not only a coherent body of knowledge, but even baseline descriptive

information about learning processes in higher education. Most of ‘
" the work with concrete and abstract learning has not been appﬂied
to knowledge as it is found in university programs. There are few
opportunities taken in the university to study what learning actua]ly
occurs in a course or even what background knowledge students bring

.

to a course. Furthermore, becauiz knowledge structures are peculiar

not only to 2 disr:ip'line but to the individual professor, a great

deal of carefu1, specific research must be done to provide answers

'~.r -

to the core questions of .what and how aniversity studentd learn.
The fva‘luatioln of learning in the unive'rsity is in.an equally
undeveloped state.

»
.

Although grades and the effects of different

rFoe




kinds of evaluation have received somg attention, the actua] evalua-
tion of learning has not been rationalized because learping goals
and standards have not been set, except in a few accredited professional
programs where this is a requirement. If the work on knowiedge .
R structures in specific discipIines develops, however, it shouid
///rovide a base for the evaluation of 1 rning. And if this takes
’ place and standards can be agreed upo many of’the»problems of
grading should be resolved. There is another significant question
i concerning the evaIuation of learning and that is the purpose or
use made of the evaiuation “ Most students have learned by the ~ .
/ time they reach. university that grades, the extrinsic rewards of
learning, have greater iMportance or effect than the knowledge itself. ° {\
He have seen that goals affect Iearnzng and that students prefer
bxaminations which provide "them with better Iearning opportunities.
At the same time, university policy tends to deal with grading -
systems, which are sunmative, admini5trative“procedures rather than ‘
formative and learning-oriented procedures. If Tearning is what

universities are abodt, then the formative or instructive aspects of

- g

——

» evaluation should have brecedence L _ )
Teaching is an ar,j which is c;loser than learning is to the .

prevaiiing ethos in the university, although it has a secondary rank .

to research; and the bu]k of the pSychoIogicaI research related to

higher educatfon has been done in thjs area. Most instructional .

research is related to methods, as could be expected since instruction.

- -
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is a process, and the research is more cohesive than in other terrains.
The most signifiCant findings lie in the characteristics of effective
teaching detected by Sheffie]d , Xnowing that Camadian univérsity . N
graduates appreciate mastery of subject matter, weil pﬂLpared lec~
“tures and other criteria is highly useful. information in eva]uating ‘
.and improving teaching THE_E?FZEE'of different teaching methods on
student learning is a reiatiyéﬁy untouched but potentia]iy significant
area for research One fultr area of potentia] import has ‘been
spearheaded in facu]ties-of education: {innovative approaches to

sel f-instruction and the integration of theory and practice provide
new perspectives on education as a lifelong occurrence and suggest

the skills.that néed to be developed. The evaluation of_teachino

has been most written about, primarily on the use of_teacher rating
forms. and we can appreciate the knowledge that student ratings of
teachers are high]y reiiabie. Convincing professors of their
uti]ity is not as easily done: it is not infrequent that psychoiogicai
findings have a minimal socio-political impact. Universities do,

however, appear to be mouing i{n the direction of measuring and re-

warding excellence in teachinq. Attention to a broader set of °

evaluatign methods and to the developmental cansequences of teaching
evaTuations are directions in which psychoiogicai research should be
headinﬁ. Making teaching evaluation more useful to individual pro-

fessors and.to departments for instructional improvement and curriculum

" development is also a trend. - .
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Research on student characteristics nasiculied from a variety

‘ of sources and shows minima] interre]ation. The articies point rather
] to the expanse of research which could be donewto tell us more about
our students. If students COTEIai" of aliehation it is not sﬁrprising
given that we know so little about them. The learped helplessness

or iearned incompetence research appears promising, and the research
on moral behavior has social significance. 1 found myself asking
where in the university a bgse could be found to prqyide for more
c&teren? and systematic study of the university population. Learning‘
_ centers or student services come to mind as.potential sites, but in
spite of the obvious significance to a psychoiogist of "knowing

. one s students,"” I doubt if research of this kind would be a suffi-
ciently high priority in any given university. The studies on methods
of student selection and preparation give hope, however, that atten-

tion’ is being paid to some student groups and how to accommodate them

in the university. _ '
! psychological contributions to the organization and operation
of the university are Speciéic rather than glooa]. One could suppose
that psychologists would have studied the organization of the univer-
' sity but it may be that-the university is too qiverse or anarchic to
. be enmnined as a social institution. The contributions that psychology
has made, however, are real and clearly useful. Staff development\\
. has.been supported to some extent in Canadian universities and cauid

~ be expected to increase as the professoriate stabilfzes. The

o




innovative use of psychologists as consultants-in the planning of
the aCademic and social 1ife of one university provides an example
of a signiiicant practical contribution of psychology to higher
education. . . F. ’,- o=

. ' Program evaluation Is the last area of psychologic;i contri-

' Eution to the university. The universities have been slow to adopt
the values of accountability and infbrmation-based decision-making
that underiie the process of program evaluation, perhaps because
in the university these values are considered to be inherent rather
than open steps to be taken, or because a university considers
jtself to be the final arhiter rather than a social organizatipn
which must display good government. How to do program evaluat;ion
has received 1ittle attention to date, althouéh certain;;njversities

1ike the University of Alberta have instituted a program evaluation

system and more univers ties\are recognizing the demand for it.

The delineation of impcltant criteria for university eva{pation is
not yet in print, nor are equitable and just procednres.‘fgertainly .
this would be a contribution of major significance that is yet to .

" be made. . - . - °

Overall, the review of psychological contributions to-higher |
education in Canada gives us a set of factors which could affect |
higher education rather than a set’of effects. -We have some krowledge

—inthe-areas of cognition and learning and in ‘the evaiuatinn:of ‘

learning, but much more to do to make it applicable in the university
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..setting. The area of.university 1nstruct;on is better studjed, and

could be fruitfully dféseminated Student characteristics are vinn
tually undocumented in the Titerature in any‘systematic fashion,

.though the research suggests a varfety of factors which merit study.
Resednch on the organfzation of the university and on program

evaluation ptﬁvides hints of-steps to be taken. A1l of the:}esearch
reported shows potential significance, but “the degree of 1mpact‘is
guestionab-ie, except in particulamrcases where psychologists have ‘

acted as academic planning tonsu1tants$f‘The greatest gaps occur fn

¥

* To answer the questions, "What-Tieeds to be done?" and "What -

the ordered or systematic pursuit of a defined research area: the

work on student ratings of’teaching {s an exception to this.

could be done?" 1 would respond by setting up an institute for

research_on higher education which would prouéde a setting for organized

and continued study of three areas. The first would be centered on

the problems of student learning and the nature of learning and know-

. ledge. The second ugy]d be orfented to the fuller developoenf'of
faculty ahd students within the context of a learning community. _The

- third area would. be the organization of the university, witn’specia?*k
empha§is upon how decisfons are made and what criteria and information
aré used fn makjng them. The upiversity s founded on the axiom of
rationality and ought o be able to.operate accordingly, without o
damage to academtc freedom and with far’ greater socio-poiitical strength

as a result./In an.era of cqpstraints and questioning, the university
-+ ’ P

needs to know itself.

*
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ﬁ « The procedural code for doing the research wouid include‘the
following suggestions.® First, the, fesearch should have relevance
to the professor. It should be acce'ptab'le to faculty in terms of

r‘ym}nizing the profgssor s perspective which }s often disciphne

or context based. “The research should be portrayed so that the . o § °
potentoial cor’mers of ‘the reséarch findings, the professors, can‘ —- -
understand and use it and so that they perceayé it to be meaningful. 7 .g.
. Findings should make a minimal time demand on &the professor in ord%r o
to gain approva’l, results must therefore be succinct. Finally the*
benefits should outw@igh the costs. ,This is part1cularly so in the
- area of pr%gram evaluation, which tends to be t1nged with darker ] R b T
reactions, but -the final effect of any research in education will

depend upbn not on'ly predicted codt’ effect.weness but real advantage.
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197M-1974
: 1978

1971-1980
" 1975-1979

.1976+1980
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AppenYlix I

Journals Reviewed
- ~

Canahian,P§}chologist
Canadian Psychological Review
Canadian Psychology

- Canadiap Journal of gghavioral-

Science

-
-

Canadian Jourhal of Psychology

Canadian Journal of Higher Educgtion

#

Revue des Sciences de,1'Education

Canadian Journal of Education

- 31 issues
Ve .

38 issues

4

" 21 issues
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24 issues
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13 issues
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