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Abstract

Certain course features, such as engaging delivery, can benefit student learning. This essay presents one
student’s opinion of what made for an effective introductory psychology course. The student provides his
perspective on various features of the recently completed psychology course and how those elements
supported his learning. The elements he identified included various ongoing knowledge checks, test reviews,
tests, in-class engagement, personalized touchpoints, scaffolding, and student feedback. For each, the course
instructor explains the pedagogical underpinnings of her choices. Faculty may find a student’s perspective on
courses valuable as they consider their pedagogical decisions in terms of course design and delivery.
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Introduction

Instructors want to deliver effective, engaging courses to students, and most think that they are doing a good
job. Instructors certainly believe that the courses they create are those they would enjoy attending as a
student! But are the courses we (as faculty) develop actually effective from a student’s point of view, and, if so,
which course components contribute to that perception? What do students like, and what helps them learn?
To help answer that question, a recent student (the first author) identifies the features of an introductory
psychology course that he considered to be most effective and how they contributed to the efficacy of the
course. After each of his points, the second author (the course instructor) provides the underlying rationale
and empirical evidence used to support why that pedagogical decision was made during course design. The
course features included in this discussion are various ongoing knowledge checks (e.g., quizzes), closed-book
tests, test reviews, personalized touchpoints, in-class engagement, scaffolding, and student feedback.

Note: Jaipaul Udaipaul is currently a student at Ontario Tech University.
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Course Features
Ongoing Knowledge Checks

Because multiple distinct components were based on very similar pedagogical principles, we grouped them
here under a single heading. These include the Revel platform that accompanies the Pearson textbook used,
Immediate Feedback Assessment Technique (IF-AT) scratch cards, and in-class polling cards. Each will be
described and then an explanation of the underlying rationale will be provided for this group of ongoing
knowledge checks, making distinctions among the specific activities where appropriate.

Textbook Quizzing (Revel)

As a student in this class, I was required to read the textbook for each chapter, which included embedded mini
quizzes within the online Revel textbook platform. These appeared as I was reading the ebook. In most other
classes, a professor assigns certain chapters of the textbook as required reading, and I would not always read
them, yet I still managed to get high marks in those classes. Because these short quizzes also counted towards
our overall grade in this class, students who normally would not read the textbook chapters assigned, such as
me, absolutely had to read each chapter to move through the chapters and quizzes to receive a decent grade.
This requirement also provided another opportunity to review course material, whether before or after class. I
found that the quizzes taken while reading helped to reinforce the topics introduced for upcoming tests and
supplemented the notes taken during class.

IF-AT Scratch Cards

In class, there were numerous no-stakes opportunities for us students to test our knowledge. In one case,
which we did weekly, the activity even had a reward system that encouraged me to review my notes and the
lecture slides before class. The most prominent tests of knowledge were the scratch card reviews where, at the
beginning of every class, the professor would hand out multiple-choice scratch cards to be done
collaboratively with a group or partner. The Immediate Feedback Assessment Technique (IF-AT) card is a
cross between a scantron form and a scratch-off lottery ticket and can be purchased from CognaLearn
(https://www.cognalearn.com/ifat). To answer each of the 10 multiple-choice questions, students scratch off
the correct box (rather than fill it in as on a scantron). A correct answer was indicated by a star. If the
incorrect box was selected (i.e., scratched), students could try again and earn partial credit for that question.
The questions were on concepts learned in the previous week’s class and whichever group had the highest
score would win their choice of a prize from a top-secret bag of swag, trinkets, and candy. While this may
seem childish, it worked for me, and I found myself becoming increasingly competitive in order to get the
chance to select a prize. I also observed that my classmates were of the same mind as they were excited over
the opportunity to win a toy or some candy.

In-Class Polling Cards

The professor also gave students polling cards (index cards of different colors) as another interactive part of
the class. For this exercise, students were regularly shown multiple choice questions on the slides to check
their understanding and ensure that we understood key concepts before building on that knowledge or
moving on to another topic. This allowed us to demonstrate our understanding of the concept thus far and
monitor our own learning. The polling cards were also another way of ensuring that the students were
engaged and listening to the lessons in order to be prepared for the questions given.
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Pedagogical Rationale

All of these knowledge checks make use of retrieval, which I chose intentionally as the instructor. Retrieval
has been shown to be an important principle that underlies learning and memory (Adesope et al., 2017;
Karpicke, 2016), particularly when retrieval is spaced, to allow for some forgetting, which strengthens the
memory trace (Kang, 2016; Norby, 2015; Richards & Frankland, 2017). To this end, the Pearson textbook
chosen for this course is accessed through the Revel platform, which forces students to answer three multiple-
choice questions after each section in the textbook and then presents a final quiz at the end of the chapter.
This format provided students with multiple opportunities for retrieval and, in particular, forced them to
somewhat space their retrieval. Similarly, students used polling cards in the classroom to indicate their
responses to multiple choice quiz-like questions embedded in the class at various points to check
understanding. Both of these activities (polling and textbook) structured the learning to make use of retrieval
practice and spaced rehearsal.

In addition, the IF-AT scratch cards were used to review the material from the previous week’s class,
providing additional opportunities for retrieval practice and spacing. An additional benefit of the IF-AT
activity is that it also made use of collaboration, immediate feedback, positive reinforcement, and
gamification. The motivational aspect of the activity comes from positive reinforcement with the prize for the
winner as well as the gamified competition element (Huang et al., 2020; Kennette & Beechler, 2019). Students
also collaborated and discussed the answers to select the correct one, which helps to clarify their own
understanding of the concepts and increases retention (Hoogerheide et al., 2016; Rajaram & Pereira-Pasarin,
2007; Sekeres et al., 2016). Peers are uniquely positioned to explain content because their cognitive networks
are more similar to each other than the expert teacher (Bowman et al., 2013). The immediate feedback
received on the IF-AT (the star indicating the correct answer or the lack of a star indicating an error) also
reduces the risk of encoding an incorrect answer (Dihoff et al., 2004). One final benefit of the IF-AT cards is
that they tap into some of the same principles that underlie gamification, which has been shown to be
motivating (Matsumoto, 2016). Interested readers can find a more in-depth analysis of the benefits of the IF-
AT tool in Kennette and McGuckin (2018).

Timed, Closed-Book Tests

This class was the only one during the semester with tests that were not open-book and a restricted time limit.
I expected that the time limit would affect my performance as a student because in high school I found myself
needing more time on tests. But when I completed these tests, I found that I usually had close to 20 minutes
left out of the 50 minutes given. The test not being open-book had a larger effect on my study habits as this
forced me to review my notes multiple times until I was sure I understood the concepts introduced in class. I
also found that the quality of the notes I was taking improved, with my notes becoming much more
comprehensive to the point where I would not have needed to consult the textbook or slideshows if T had
forgotten a concept. The perceived shorter time limit also created what I felt to be a productive kind of stress
within me, where I was more motivated to study as a result.

Pedagogical Rationale

Providing enough time for students to complete tests is important in optimizing performance. According to
the Yerkes-Dodson Law, too little time can lead to additional stress, which reduces students’ optimal
performance (Nickerson, 2021), and too much time could potentially lead to issues of academic integrity
(Goldberg, 2021; Munoz & Mackay, 2019). McKeachie (2002) proposes that 1 minute per question is sufficient
and balances these needs. Indeed, Brothen (2012) has shown that students use between 24 and 45 seconds
per question, which aligns with McKeachie’s recommendations as well as principles of universal design for
learning (UDL), which aims to remove barriers to student learning (CAST, 2018). This approach to testing
also encouraged students to develop good study skills, ensure comprehension, and engage in metacognitive
reflection as they prepared for their test, thinking about how they will be tested and knowing how best to
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prepare for that particular assessment. Metacognition (and perhaps more specifically the goal-setting,
planning, and self-monitoring aspects of metacognition) is an important skill for future success and is more
likely to result in a successful job search (Kanar & Bouckenooghe, 2021). Providing limited time for
assessments can also evoke a game-like element (like a “beat the clock” game), which can also be motivating
to some students (Huang et al., 2020).

Test Review

The professor provided a comprehensive test review handout the week before the test, which had topics that I
found were almost guaranteed to appear on the test. If I could complete the test review without consulting my
notes, I felt as if I had prepared sufficiently for the test. When I studied, I made sure to focus more of my
attention on any review concepts that I did not know the answer to. This method significantly reduced the
test-related anxiety that I felt and allowed me to feel less stressed on the day of the test.

Pedagogical Rationale

Because the content of the review did not simply require rote memorization (e.g., of definitions), students
were forced to elaborate on the material, making connections to what they already knew, which should result
in increased retention (Weinstein et al., 2018). For example, if the test asks a student to explain why someone
with one eye would still be able to perceive depth, even though they lack binocular disparity, students would
have to know about the sense of sight and binocular disparity as well as multiple other perceptual factors that
contribute to depth perception. The benefits of elaboration like this are in addition to the benefits of retrieval
discussed earlier. Feeling adequately prepared will also help to maximize student performance on the test
(refer back to the discussion of the Yerkes-Dodson Law in Nickerson, 2021). One final aspect of the test review
was that the material was not provided in chronological order, grouped by chapter. Instead, the content from
multiple chapters was interleaved. Interleaving the content within the test review has been shown to improve
learning (Rohrer et al., 2015; Weinstein et al., 2018). Retrieval practice and self-testing (for which at least
some students used this review) have also been shown to improve memory (Roediger & Karpicke, 2006), so it
is hoped that students will retain this information well into the future.

In-Class Engagement

The most significant part of the course that helped me achieve the grade I received was the multiple
interactive activities and experiments that the professor used to demonstrate concepts being learned in class.
An example of this would be when we were learning about the facial-feedback hypothesis. We replicated an
experiment done in 1988 by Strack et al. wherein we held a popsicle stick between our lips in the first section
and between our teeth in the second section in order to see how we reacted to a series of psychology-related
comics. The point of the exercise was to demonstrate how our perception is influenced by our facial muscle
activity. Overall, our results aligned with the hypothesis, with many students laughing in the series of comics
when the popsicle stick was held in our teeth (forcing our faces into a smile) and rating them as funnier. This
kind of interactive learning, I felt, primarily demonstrated that what we were learning in class related to our
actual realities and were not just scenarios in a textbook.

Pedagogical Rationale

Active learning, in which students are not simply passive consumers of the information shared by their
professor, has been shown to increase retention (Pérez-Sabater et al., 2011). To tap into this benefit, students
actively engaged with the course material as part of the weekly class, including replicating experiments and
experiencing psychological phenomena for themselves. This engagement helps to break up the lecture and
makes the class more exciting for students, which should increase their motivation to learn, specifically by
providing multiple means of engagement, which aligns with this principle of universal design for learning
(CAST, 2018). Engaging different areas of the brain while presenting the same content in multiple ways (e.g.,
the professor describing it in class and students replicating the experiment for themselves) should also lead to
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more stable learning by providing multiple retrieval cues for that content, in line with the dual coding
approach (Bui & McDaniel, 2015; Weinstein et al., 2018).

Personalized Touchpoints

After each test, the professor would send a personalized email, depending on the mark one achieved on the
test. The emails I got acknowledged how well I did on the test. These acknowledgments made it feel that the
professor was invested in the outcome of her teaching in terms of student learning and also that she was
available to the students if they needed help to improve their learning (I know that some of my peers who
earned lower scores received tips on how to improve to do better on future tests as well as information about
campus resources that might help). For me, the emails also served as a form of ongoing encouragement
because I was receiving personalized feedback from my instructor, and this further helped me to estimate
whether I did well on an assessment or needed help understanding the concepts being assessed.

Pedagogical Rationale

Receiving positive feedback from an instructor is motivating and empowering to students, improves both
academic and psychological outcomes, promotes a growth mindset, and increases social and teacher presence
(Ani, 2019; CAST, 2018; Christian et al., 2020; Deci et al., 1999; Fried et al., 2015; Garrison & Akyol, 2013;
Garrison et al., 2001; Kennette & Myatt, 2018; Rowe, 2011; Yan et al., 2011). It acts much like a positive
reinforcer and encourages students to continue to engage in these positive behaviors (e.g., studying for tests
or putting effort into assignments) in order to continue to receive this praise (Deci et al., 1999; Hancock,
2002; Hodgman, 2015). It also provides an additional opportunity for instructors to build a personal
relationship with each student and increase student-instructor rapport, showing that the instructor actually
cares about students’ success; this connection has been shown to increase student success, confidence,
perceived learning, and engagement (Gray & DiLoreto, 2016; Jones et al., 2021; Micari & Pazos, 2012; Vogt,
2008). In fact, many students reply to these personalized messages from the instructor, which provides an
additional touchpoint and opportunity for dialogue outside the confines of the classroom. In some cases,
students could also use this feedback to self-check their own metacognitive awareness (in addition to their
reflection on the actual grade they received).

Although these personalized touchpoints may seem like a time-consuming component of the course,
especially in courses with high enrolment (though still well worth the effort, in my opinion), most learning
management systems (LMS) should allow for at least some level of automation (e.g., multi-select students
with similar grades to send the same email or automate the process based on some rules or release conditions
that you set up in your LMS). There is also text-expanding software (e.g., Phrase Express) that instructors can
use to reduce some of this time and effort.

Scaffolding

The professor would also do something in class known as scaffolding learning, wherein a small activity was
completed within the class and served as practice for a larger assessment or as a way to help develop or build
the skills we would need for a future task. In one particular case, the professor provided a worksheet where,
with a partner, we had to identify several examples of inborn (nature) causes and learned/environmental
(nurture) causes for serial killers. We were able to discuss with our partner to identify potential causes and
determine whether each of these was nature or nurture and why that would be the case. This worksheet
helped prepare us for our first assignment, where we had to choose from a list of topics such as obesity,
substance abuse, intelligence, eating disorders, musical ability, athleticism, etc., and find empirical evidence
that supported both nature and nurture as a potential underlying cause of the phenomenon. Then, we chose
one position and provided an explanation of our evidence in a short essay where we argued for that side and
explained why it was more convincing in explaining the cause of the chosen topic. This kind of slow buildup to
a major assignment was something I found especially helpful as it allowed for an understanding of the concept
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of nature versus nurture on a smaller scale and helped me develop my understanding related to the distinction
before jumping into researching it at the level required for an academic essay.

Pedagogical Rationale

Scaffolding activities provide structure to assist learners in making progress toward their learning goals, as
they are unlikely to be able to do so independently without the help of this scaffold (Belland, 2014). Providing
students with some scaffolding in the classroom, then, is a way to help learners move through what Vygotsky
(1978) terms the Zone of Proximal Development. In this way, providing opportunities for students to practice
and develop their skills together before being asked to demonstrate them in a formal assessment can help
students feel more confident and more successful in their learning (Doo et al., 2020). In addition, these
scaffolding activities can provide students with additional opportunities to practice their durable skills (also
known as soft skills or transferable skills) such as critical thinking, communication, and problem-solving
(Government of Canada, 2022).

Student Feedback

The professors in a few of my classes, including this one, initiated something called a stop-start-continue
activity, where students filled out a form with at least one thing they believed the professor should stop doing,
start doing, and continue doing. This form allowed students to provide the instructor with constructive
feedback part way through the semester and to have input into the manner in which we learned and what we
believed our professor could do to better support our learning. I found that there was not much that the
professor for the course could start or stop doing because it was already a great course, but many of my
classmates agreed with me that the in-class experiments were really helpful to our learning and would be
something we wanted to see continued throughout the semester. So it was nice that we could let our professor
know that. After receiving the “graded” stop-start-continue activities (with some personalized feedback based
on what we had identified) we knew that the professor had read and acknowledged our perspective. I felt
heard and that I had some control over my learning in the course. For example, following this feedback,
additional experiments were incorporated into our learning and, as such, I felt that there was an aspect of
control that was greatly appreciated by me and my peers in how lessons were delivered.

Pedagogical Rationale

Some of the factors that increase motivation include control, choice, and some ownership of the learning
process (CAST, 2018; Christian et al., 2020; Pink, 2011). From the perspective of UDL, giving students some
control over their learning, or at least providing an opportunity for them to provide feedback about it, should
increase student engagement (CAST, 2018). In addition to the motivational aspect, all students should have a
voice and feel valued and heard, especially from the lens of equity, diversity, and inclusion (EDI), ensuring
that the more marginalized and/or more introverted students all have the space to be heard (Lin et al., 2023;
Sue, 2010). Asking students to provide this feedback also presented another opportunity to build or develop
individual relationships with students by giving feedback and/or explaining the pedagogical underpinnings of
some of the design choices in the course. Feedback was even used to clarify some student misunderstandings
or issues (e.g., if a student wrote, “I wish there was a test review to help me study,” I was able to respond with
the location of the test review on the LMS and/or a prompt for them to email me if they couldn’t find it or
would prefer it in a different format than the one provided).

Caveats and Conclusions

We have presented several examples of what made this particular psychology course a good learning
experience for one student. This list should not be considered exhaustive or used blindly to make changes to
curriculum or course delivery. This is the opinion of a single student, and, although many of these elements
are brought up regularly when I solicit student feedback during mid-semester reflection, may not be
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appropriate for every course, cohort, or student. However, this discussion can be a starting point for
instructors to reflect and/or critically evaluate their own practice. It may also spur some research on the
scholarship of teaching and learning, specifically as it relates to student perceptions of these elements as they
relate to their own learning.

The goals of instructors should, however, be to structure courses in a way that aligns with the cognitive
principles discussed here (e.g., retrieval practice, positive communication/rapport, etc), and will be effective
for a variety of learners. The course in question was delivered fully in person. Some of these specific elements
could be adapted to an online environment (or in some cases, like the textbook questions, already were
online), but that is not to say that they will work as well or be enjoyed as much. Offering students some choice
and agency in their learning (e.g., choosing the delivery mode or how they want to engage with the course
material and/or demonstrate their learning) remains the best approach whenever possible. This
recommendation is in line with the principles of UDL, which endeavors to remove the various barriers to
student learning (CAST, 2018).

The features identified here are one student’s perspective on what made for an effective introductory
psychology course. Although there is empirical evidence to support these pedagogical choices, the items
identified may not be perceived as effective for every student; doing so would require a more formal and
empirical investigation and a homogeneous student population. This list does, however, provide a good
starting point for instructor self-reflection about their own courses and the decisions that continue to be made
about delivery, content, format, and approaches to learning.

Journal of Educational Research and Practice 503



Udaipaul and Kennette, 2023

References

Adesope, O. O., Trevisan, D. A., & Sundararajan, N. (2017). Rethinking the use of tests: A meta-analysis of
practice testing. Review of Educational Research, 87(3), 659—701.
https://doi.org/10.3102/0034654316689306

Ani, A. (2019). Positive feedback improves students’ psychological and physical learning outcomes. Indonesian
Journal of Educational Studies, 22(2), 134—143. https://ojs.unm.ac.id/Insani/article/view/11776 /6924

Belland, B. R. (2014). Scaffolding: Definition, current debates, and future directions. In J. Spector, E., Merrill,
J., Elen, & M., Bishop (Eds.), Handbook of Research on Educational Communications and
Technology (pp. 505—519). Springer. https://doi.org/10.1007/978-1-4614-3185-5_39

Bowman, M., Frame, D. L., & Kennette, L. N. (2013). Enhancing teaching and learning: How cognitive
research can help. Journal on Excellence in College Teaching, 24(3), 7—28.
http://celt.muohio.edu/ject/issue.php?v=24&n=3

Brothen, T. (2012). Time limits on tests: Updating the 1-minute rule. Teaching of Psychology, 39(4), 288—
292.

Bui, D. C., & McDaniel, M. A. (2015). Enhancing learning during lecture note-taking using outlines and
illustrative diagrams. Journal of Applied Research in Memory and Cognition, 4(2), 129—135.
https://doi.org/10.1016/j.jarmac.2015.03.002

CAST (2018). Universal Design for Learning Guidelines version 2.2. http://udlguidelines.cast.org

Christian, R., Kennette, L. N., Bosomworth, M., & Hawkins, S. (2020). What does it mean to empower
students to OWN their learning? Transformative dialogues: Teaching and Learning Journal, 13(3),
30—309. https://td.journals.psu.edu/td/article/view/459

Deci, E. L., Koestner, R., & Ryan, R. M. (1999). A meta-analytic review of experiments examining the effects of
extrinsic rewards on intrinsic motivation. Psychological Bulletin, 125(6), 627—668.
https://doi.org/10.1037/0033-2909.125.6.627

Dihoff, R. E., Brosvic, G. M., Epstein, M. L., & Cook, M. J. (2004). Provision of feedback during preparation
for academic testing: Learning is enhanced by immediate but not delayed feedback. The Psychological
Record, 54(2), 207—231. https://doi.org/10.1007/bf03395471

Doo, M., Bonk, C., & Heo, H. (2020). A meta-analysis of scaffolding effects in online learning in higher
education. International Review of Research in Open and Distributed Learning, 21(3), 60—80.
https://doi.org/10.19173/irrodl.v21i3.4638

Fried, L., Mansfield, C., & Dobozy, E. (2015). Teacher emotion research: Introducing a conceptual model to
guide future research. Issues in Educational Research, 25(4), 415—441.
http://www.iier.org.au/iier25/fried.html

Garrison, D. R., & Akyol, Z. (2013). The community of inquiry theoretical framework. In M. G. Moore (Ed.),
Handbook of distance education (3rd ed.), 3, 104—120. https://doi.org/10.4324/9780203803738

Garrison, D. R., Anderson, T., & Archer, W. (2001). Critical thinking, cognitive presence, and computer
conferencing in distance education. American Journal of Distance Education, 15(1), 7—23.
https://doi.org/10.1080/08923640109527071

Goldberg, D. (2021). Programming in a pandemic: Attaining academic integrity in online coding courses.
Communications of the Association for Information Systems, 48, 47—54.
https://doi.org/10.17705/1CAIS.04807

Government of Canada. (2022, January 28). Skills for Success.
https://www.canada.ca/en/services/jobs/training/initiatives/skills-success.html

Journal of Educational Research and Practice 504


https://doi.org/10.3102/0034654316689306
https://doi.org/10.26858/ijes.v22i2.11776
https://ojs.unm.ac.id/Insani/article/view/11776/6924
https://doi.org/10.1007/978-1-4614-3185-5_39
http://celt.muohio.edu/ject/issue.php?v=24&n=3
http://celt.muohio.edu/ject/issue.php?v=24&n=3
http://celt.muohio.edu/ject/issue.php?v=24&n=3
https://doi.org/10.1016/j.jarmac.2015.03.002
https://doi.org/10.1016/j.jarmac.2015.03.002
https://doi.org/10.1016/j.jarmac.2015.03.002
http://udlguidelines.cast.org/
https://td.journals.psu.edu/td/article/view/459
https://td.journals.psu.edu/td/article/view/459
https://doi.org/10.1037/0033-2909.125.6.627
https://doi.org/10.1037/0033-2909.125.6.627
https://doi.org/10.1037/0033-2909.125.6.627
https://doi.org/10.1007/bf03395471
https://doi.org/10.19173/irrodl.v21i3.4638
http://www.iier.org.au/iier25/fried.html
http://www.iier.org.au/iier25/fried.html
http://www.iier.org.au/iier25/fried.html
https://doi.org/10.4324/9780203803738
https://doi.org/10.1080/08923640109527071
https://doi.org/10.17705/1CAIS.04807
https://doi.org/10.17705/1CAIS.04807
https://doi.org/10.17705/1CAIS.04807
https://www.canada.ca/en/services/jobs/training/initiatives/skills-success.html
https://www.canada.ca/en/services/jobs/training/initiatives/skills-success.html
https://www.canada.ca/en/services/jobs/training/initiatives/skills-success.html

Udaipaul and Kennette, 2023

Gray, J. A., & DiLoreto, M. (2016). The effects of student engagement, student satisfaction, and perceived
learning in online learning environments. International Journal of Educational Leadership
Preparation, 11(1). https://eric.ed.gov/?id=EJ1103654

Hancock, D. R. (2002). Influencing graduate students’ classroom achievement, homework habits and
motivation to learn with verbal praise. Educational Research, 44(1), 83—95.
https://doi.org/10.1080/00131880110107379

Hodgman, M. R. (2015). Student praise in the modern classroom: The use of praise notes as a productive
motivational tool. Journal of Education and Training, 2(1), 41—47.
http://dx.doi.org/10.5296/jet.v2i1.6142

Hoogerheide, V., Deijkers, L., Loyens, S. M., Heijltjes, A., & van Gog, T. (2016). Gaining from explaining:
Learning improves from explaining to fictitious others on video, not from writing to them.
Contemporary Educational Psychology, 44-45, 95—106.
https://doi.org/10.1016/j.cedpsych.2016.02.005

Huang, R., Ritzhaupt, A. D., Sommer, M., Zhu, J., Stephen, A., Valle, N., Hampton, J., & Li, J. (2020). The
impact of gamification in educational settings on student learning outcomes: A meta-analysis.
Educational Technology Research and Development, 68, 1875—1901.
https://www.doi.org/10.1007/s11423-020-09807-z

Jones, B. D., Krost, K., & Jones, M. W. (2021). Relationships between students’ course perceptions, effort, and
achievement in an online course. Computers and Education Open, 2, 100051.
https://doi.org/10.1016/j.cae0.2021.100051

Kanar, A. M., & Bouckenooghe, D. (2021). Prompting metacognition during a job search: Evidence from a
randomized controlled trial with university job seekers. Applied Psychology, 70(3), 955—985.
https://doi.org/10.1111/apps.12255

Kang, S. H. (2016). Spaced repetition promotes efficient and effective learning: Policy implications for
instruction. Policy Insights From the Behavioral and Brain Sciences, 3(1), 12—19.
https://doi.org/10.1177/2372732215624708

Karpicke, J. D. (2016). A powerful way to improve learning and memory. APA Psychological Science Agenda,
30(6).

Kennette, L. N., & Beechler, M. P. (2019). Gamifying the classroom: Tips from the trenches. Transformative
Dialogues: Teaching and Learning Journal, 12(2).
https://www.kpu.ca/sites/default/files/Transformative%20Dialogues/TD.12.2_ Kennette&Beechler
Gamifying_the_ Classroom.pdf

Kennette, L. N., & McGuckin, D. (2018). Using the Immediate Feedback Assessment Technique for non-
assessments: Student perceptions and performance. Psychology Teaching Review, 24(2), 64—69.
https://eric.ed.gov/?id=EJ1196468

Kennette, L. N., & Myatt, B. (2018). How the post-secondary classroom can benefit from positive psychology
principles. Psychology Teaching Review (Special Issue: Wellbeing), 24(1), 63—66.
https://eric.ed.gov/?id=EJ1180351

Lin, P. S., Kennette, L. N., & Van Havermaet, L. R. (2023). Encouraging White allyship in anti-racism by
decentring Whiteness. Learning and Teaching in the Social Sciences, 16(1), 31-54.
https://doi.org/10.3167/latiss.2023.160103

Matsumoto, T. (2016). Motivation strategy using gamification. Creative Education, 7(10), 1480—1485.
http://dx.doi.org/10.4236/ce.2016.710153

McKeachie, W. J. (2002). Teaching tips (11th ed.). Houghton Mifflin Company.

Journal of Educational Research and Practice 505


https://eric.ed.gov/?id=EJ1103654
https://eric.ed.gov/?id=EJ1103654
https://doi.org/10.1080/00131880110107379
http://dx.doi.org/10.5296/jet.v2i1.6142
https://doi.org/10.1016/j.%20cedpsych.2016.02.005
https://doi.org/10.1016/j.cedpsych.2016.02.005
https://www.doi.org/10.1007/s11423-020-09807-z
https://doi.org/10.1016/j.caeo.2021.100051
https://doi.org/10.1016/j.caeo.2021.100051
https://doi.org/10.1016/j.caeo.2021.100051
https://doi.org/10.1111/apps.12255
https://doi.org/10.1111/apps.12255
https://doi.org/10.1111/apps.12255
https://doi.org/10.1177/2372732215624708
https://doi.org/10.1177/2372732215624708
https://doi.org/10.1177/2372732215624708
https://www.apa.org/science/about/psa/2016/06/learning-memory
https://www.kpu.ca/sites/default/files/Transformative%20Dialogues/TD.12.2_Kennette&Beechler_Gamifying_the_Classroom.pdf
https://www.kpu.ca/sites/default/files/Transformative%20Dialogues/TD.12.2_Kennette&Beechler_Gamifying_the_Classroom.pdf
https://www.kpu.ca/sites/default/files/Transformative%20Dialogues/TD.12.2_Kennette&Beechler_Gamifying_the_Classroom.pdf
https://www.kpu.ca/sites/default/files/Transformative%20Dialogues/TD.12.2_Kennette&Beechler_Gamifying_the_Classroom.pdf
https://eric.ed.gov/?id=EJ1196468
https://eric.ed.gov/?id=EJ1196468
https://eric.ed.gov/?id=EJ1196468
https://eric.ed.gov/?id=EJ1180351
https://eric.ed.gov/?id=EJ1180351
https://eric.ed.gov/?id=EJ1180351
https://doi.org/10.3167/latiss.2023.160103
http://dx.doi.org/10.4236/ce.2016.710153
http://dx.doi.org/10.4236/ce.2016.710153
http://dx.doi.org/10.4236/ce.2016.710153

Udaipaul and Kennette, 2023

Micari, M., & Pazos, P. (2012). Connecting to the professor: Impact of the student—faculty relationship in a
highly challenging course. College Teaching, 60(2), 41—47.

https://doi.org/10.1080/87567555.2011.627576

Munoz, A., & Mackay, J. (2019). An online testing design choice typology towards cheating threat

minimisation. Journal of University Teaching & Learning Practice 16(3), 1-16
https://ro.uow.edu.au/jutlp/vol16/iss3/5

Nickerson, C. (2021, November 15). The Yerkes-Dodson Law and Performance. Simply Psychology.
https://www.simplypsychology.org/what-is-the-yerkes-dodson-law.html

Norby, S. (2015). Why forget? On the adaptive value of memory loss. Perspectives on Psychological Science,
10(5), 551—578. https://doi.org/10.1177/1745691615596787

Pérez-Sabater, C., Montero-Fleta, B., Pérez-Sabater, M., & Rising, B. (2011). Active learning to improve long-

term knowledge retention. In Proceedings of the XII Simposio Internacional de Comunicacién Social
(Pp- 75-79).

https://www.academia.edu/1969321/Active_Learning_to_improve_long_term_knowledge_retention
Pink, D. H. (2011). Drive: The surprising truth about what motivates us. Penguin.

Rajaram, S., & Pereira-Pasarin, L. P. (2007). Collaboration can improve individual recognition memory:

Evidence from immediate and delayed tests. Psychonomic Bulletin & Review, 14(1), 95—100.
https://doi.org/10.3758/BF03194034

Richards, B. A., & Frankland, P. W. (2017). The persistence and transience of memory. Neuron, 94(6), 1071—
1084. https://doi.org/10.1016/j.neuron.2017.04.037

Roediger, H. L., & Karpicke, J. D. (2006). The power of testing memory: Basic research and implications for
educational practice. Perspectives on Psychological Science, 1, 181—210.
https://doi.org/10.1111/j.1745-6916.2006.00012.X

Rohrer, D., Dedrick, R. F., & Stershic, S. (2015). Interleaved practice improves mathematics learning. Journal
of Educational Psychology, 107(3), 900—908. https://psycnet.apa.org/buy/2014-44133-001

Rowe, A. (2011). The personal dimension in teaching: Why students value feedback. International Journal of
Educational Management, 25(4), 343—360. https://doi.org/10.1108/09513541111136630

Sekeres, M. J., Bonasia, K., St-Laurent, M., Pishdadian, S., Winocur, G., Grady, C., & Moscovitch, M. (2016).

Recovering and preventing loss of detailed memory: Differential rates of forgetting for detail types in
episodic memory. Learning & Memory, 23(2), 72—82.
http://learnmem.cshlp.org/content/23/2/72.full.pdf+html
Strack, F., Martin, L. L., & Stepper, S. (1988). Inhibiting and facilitating conditions of the human smile: A
nonobtrusive test of the facial feedback hypothesis. Journal of Personality and Social Psychology,
54(5), 768—777. https://doi.org/10.1037/0022-3514.54.5.768

Sue, D. W. (2010). Microaggressions in everyday life: Race, gender, and sexual orientation. John Wiley &
Sons.

Vogt, C. M. (2008). Faculty as a critical juncture in student retention and performance in engineering

programs. Journal of Engineering Education, 97(1), 27—36. https://doi.org/10.1002/j.2168-
9830.2008.tb00951.x

Vygotsky, L. (1978). Mind in society: The development of higher mental process. Harvard University Press.

Weinstein, Y., Sumeracki, M., & Caviglioli, O. (2018). Understanding how we learn: A visual guide.
Routledge.

Journal of Educational Research and Practice

506


https://doi.org/10.1080/87567555.2011.627576
https://doi.org/10.1080/87567555.2011.627576
https://doi.org/10.1080/87567555.2011.627576
https://ro.uow.edu.au/jutlp/vol16/iss3/5
https://ro.uow.edu.au/jutlp/vol16/iss3/5
https://ro.uow.edu.au/jutlp/vol16/iss3/5
https://www.simplypsychology.org/what-is-the-yerkes-dodson-law.html
https://doi.org/10.1177/1745691615596787
https://doi.org/10.1177/1745691615596787
https://www.academia.edu/1969321/Active_Learning_to_improve_long_term_knowledge_retention
https://psycnet.apa.org/doi/10.3758/BF03194034
https://doi.org/10.1016/j.neuron.2017.04.037
https://doi.org/10.1016/j.neuron.2017.04.037
https://doi.org/10.1111/j.1745%E2%80%936916.2006.00012
https://doi.org/10.1111/j.1745-6916.2006.00012.x
https://psycnet.apa.org/buy/2014-44133-001
https://psycnet.apa.org/buy/2014-44133-001
https://doi.org/10.1108/09513541111136630
https://doi.org/10.1108/09513541111136630
http://learnmem.cshlp.org/content/23/2/72.full.pdf+html
http://learnmem.cshlp.org/content/23/2/72.full.pdf+html
http://learnmem.cshlp.org/content/23/2/72.full.pdf+html
https://doi.org/10.1037/0022-3514.54.5.768
https://doi.org/10.1002/j.2168-9830.2008.tb00951.x
https://doi.org/10.1002/j.2168-9830.2008.tb00951.x
https://doi.org/10.1002/j.2168-9830.2008.tb00951.x

Udaipaul and Kennette, 2023

Yan, E. M., Evans, I. M., & Harvey, S. T. (2011). Observing emotional interactions between teachers and
students in elementary school classrooms. Journal of Research in Childhood Education, 25(1), 82—
97. http://dx.doi.org/10.1080/02568543.2011.533115

/\ The Journal of Educational Research and Practice is a peer-
\/ reviewed journal that provides a forum for studies and dialogue
v about developments and change in the field of education and

learning. The journal includes research and related content that
examine current relevant educational issues and processes. The aim is to provide readers with knowledge and
with strategies to use that knowledge in educational or learning environments. JERAP focuses on education at
all levels and in any setting, and includes peer-reviewed research reports, commentaries, book reviews,
interviews of prominent individuals, and reports about educational practice. The journal is sponsored by The
Richard W. Riley College of Education and Human Sciences at Walden University, and publication in JERAP
is always free to authors and readers.

Journal of Educational Research and Practice 507


http://dx.doi.org/10.1080/02568543.2011.533115
http://dx.doi.org/10.1080/02568543.2011.533115
https://scholarworks.waldenu.edu/jerap/
https://www.waldenu.edu/

