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ABSTRACT
The purpose of this research was to examine involvement in study
within the framework of the approach to learning literature. Although not
discussed in detail, involvement has been related to a deep approach to
learning (Ramsden, 1984).
Specific interest focused on students’ perceptions of the concept of

involvement; the relation between involvement, approach to learning and

educational orientation (Taylor et al., 1980); the relationship between

involvement in study and learning outcome and finally, the reasons why
students become involved and factors affecting change over time.

The research methodology used was consistent with the view -
originally developed by Marton and Saljo (1976a) - that learning can be
effectively studied by focusing on student perception of the learning
process. Consistent with Marton's methods of research, the data was drawn
from interviews (with 58 university students). Additional data was supplied
by open ended questions and Entwistle and Ramsden's approach to study

inventory.

Students produced a range of involvement definitions that emphasised

activity but also incorporated feelings about what is studied. However,

the experience of involvement is course-specific and it was demonstrated
that students direct different levels of involvement to different courses.
An investigation of factors that affect students’ concept of involvement,
revealed that approach to learning was important in determining the type of
involvement activity students engage in (‘basic’ or ‘more than required’) and

the level of involvement activity (full, limited, none). A vocational
educational orientation was not incompatible with the development of
involvement provided this was combined with interest in subject matter.
Commerce students provided an interesting example of this point in that

they typically possessed a strong vocational educational orientation
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towards their Commerce courses but directed their interest (and in many
cases their full involvement) to courses outside the Commerce faculty.
Analysis of the data indicated that female students were more likely to
become fully involved in their study than did their male colleagues.
However, the pattern of results was complicated by degree and approach to
learning. It was suggested that the sex differences may be due to the fact
that females were more likely to combine interest and vocational interests
in their choice of courses. The resuits indicated that a relationship did
exist between the quality of the involvement activity and the quality of the
learning outcome.

The open ended responses indicated that students possess one of
three involvement intentions (positive, neutral or negative). This finding
was confirmed in the interviews and a number of relationships were
proposed that combined intention and contextual factors to determine a
particular involvement outcome (involvement or non-involvement). It was
further demonstrated that context is particularly important in influencing
involvement. In most cases students’ intention was changed by their
positive or negative perception of the course context. Thus involvement
developed from a combination of personal (e.g. existing interest) and
contextual factors (e.g. staff attitude and presentation skills, relevance of
course content and form of assessment). These factors were aiso
significant in affecting involvement change.

Regardiess of approach to learning, an involved student wants to
learn. Through this commitment, persistence in study is more likely to
occur. The involvement activities themselves will be largely determined by
approach and thus the quality of the outcome is related to approach. The
thesis concludes with discussion of the implications of these results for
policy, teaching and course development.
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CHAPTER 1

LITERATURE REYIEW
FACTORS AFFECTING APPROACH TO LEARNING

INTRODUCTION

In the last twenty years researchers within the cognitive tradition
have given respectability to a concern with internal mental processes.
Craik and Lockhart (1972) demonstrated the existence of separate memory
structures, each performing a different function. Information processing
theorists such as Lindsay and Norman (1972) suggested ways in which
material might be organised within memory. Ausubel too has been
influential with his concept of meaningful learning as the integration of
new material into an individually unique cognitive framework (Ausubel,
1968)1. Although cognitive theorists have tended to focus on structures?,
they played a key role in moving educational thinking away from a
conception of the learner as a mechanistic being who reacts to
environmental stimuli, or acts to restore a state of equilibrium (Parlett,
1973). The learner is regarded as purposive in his/her actions.

Glaser (1976), while concerned with strUctures, conceived of the
learner as a participant in the learning process, a crucial part of which is
the interpretation of context. He envisaged learning and memory as an
integrative process in which there is an active, constructive interaction
with events that are encountered in the world. Structures of knowledge
stored in memory continually evolve as an individual learns and the nature
of these structures affects the way in which new information is acquired.
Individuals build up different conceptual structures as a result of their
different experiences, and hence they can be expected to bring their

knowlege to bear upon new learning in different ways.



Using concepts described by information processing theory (e.g. short
and long term memory), Gagne (1985) was particularly interested in the
processing that took place when material was stored and subsequently
retrieved for use in various learning tasks. It appears that strategies used
during initial processing play a significant role in affecting the structure of
stored material (Gomulicki, 1956). Gomulicki demonstrated that in fact the
reconstruction actually took place not at the point of recall as Bartlett
(1932) had suggested but during initial encoding3:

More recently, research interest has focused specifically on learning
processes. Human memory is not limited by storage capacity but rather the
ability or awareness to utilize executive functions thus giving an important
place to critical thinking, meaningful problem solving (Sprague, 1984), and
procedural and conceptual knowlege (Stewart, 1982).

Much of the memory research was performed in the laboratory using

material isolated from its educational context (e.g Bower and Clark4, 1969;

Taversky and Kahneman, 1973). However, both Glaser and Ausubel were

interested in meaningful learning. This interest in meaningfulness is

continued in more recent research into student learning which is more likely
to be located in the ‘real world’ (Entwistie and Ramsden, 1983; Richardson,
1983) than in the laboratory.

Research focusing on student learning at the tertiary level has moved
from a concern with the development of teaching methods (e.g Beard et al.,,
1978) and attempts to find the ‘ideal’ student (e.g. R. Heath, 1978), to an
interest in exploring approaches to learning based on an acceptance that

students approach study tasks in a number of ways (Wankowski and Cox,

1973; Entwistle et al.,, 1979a). There has also been a departure from

attempts to find factors that predict student performance, such as
personality or motivation (e.g. Entwistle and Wilson, 1970), to the

processing and structuring skills that lie behind learning (Lawless, 1979).



Learners are individuals who bring with them a unique collection of
previous learning and skills as well as attitudes to learning. They actively
interact with material to produce a unique outcome.  Research energy is
now increasingly devoted to identifying the factors that influence student
perception and gaining a more complex understanding of the relationship
between a student’s approach to study and the quality of the outcome
(Marton and Saljo, 1976a; Ramsden, 1985). Learning is more than the
acquisition of bodies of information, it is an organising activity engaged in
by individuals who have a particular intention (Svensson, 1984). Ramsden
(1985) argued that the quality of the activity is determined by students’
perception of the learning context and the learning demands as well as by
personal learning skills. The effectiveness of these skills will depend on
the student’'s own abilities, experience and the appropriateness of the skills
for a particular task. Concern is therefore not so much with course
material or its presentation, but on how the student deals with the material
in the light of a perception of course demands (Svensson, 1977). Thus the
quality of what is learned largely depends on the activity of the learner.

The purpose of this chapter is to examine the literature directed at
aspects of students’ approaches to learning and in particular to examine the
personal and contextual factors that influence that approach. The
discussion proceeds as follows: Firstly an examination of the Swedish
research that has demonstrated the existence of a relationship between
processing and the quality of learning outcome. Secondly, the discussion is
directed at the nature of study orientation and approach to learning and the
metacognitive strategies that seem to underlie the effectiveness of study
strategies. Thirdly, the personal factors of educational orientation (reason
for study) and concept of learning are discussed in some detail. The fourth
element in the review is an examination of possible change in study

orientation associated with inteliectual development. The final section of



this chapter looks at learning context and its influence on student approach
to learning.

QUALITY OF THE LEARNING PROCESS AND OUTCOME
Mention has already been made of the increasing emphasis on quality
as opposed to quantity of learning. Learning quality includes the level of
ouvtcome achieved by a student as the result of learning and the level of
processing used to reach that outcome (Marton and Saljo, 1976b). This
section of the literature review examines the nature of learning outcome

and processing, their measurement and the relation between process and
outcome.

OUTCOME OF LEARNING

The view that an effective learner is one who is able to reproduce
large amounts of detailed information is common (Dahigren, 1984). For
example, television programmes like ‘Mastermind’ are based on the
assumption that the ability of the contestants is a direct reflection of the
amount they can recall. Despite this commonly held conception of learning,
the qualitative outcome of learning has been acknowledged for many years
(Bartlett, 1932, Dewey, 1963). As Bartlett demonstrated, students differed
not only in the amount they could remember but also in the nature or quality
of that recall.

In what is now a classic piece of research, Marton and Saljo (1976a)
examined qualitative differences in learning process and outcome. Using a
second order or phenomenographical® research approach (Marton and
Svensson, 1979; Marton, 1981), Marton and his collegues at Gothenburg have
attempted to investigate learning from the learner's own perspective. Thus
‘in this perspective the world as experienced by him becomes visible’
(Marton and Svensson, 1979 p. 472). In one study, forty university students

were asked to read a newspaper article on reform of higher education®.



Students acted as paid volunteers, and each worked individually. Marton and
Saljo asked each person ‘to read one or more passages of prose within
suggested time limits' (p. 4)7. At the end of this time, students were asked
to recall the contents of the text and produce a brief summary of the
article.  After rigorous analysis of the responses8, Marton identified four
qualitatively different levels of outcome which were described ‘in terms of
the content of the learning material’ (p. 8).

Marton and Saljo use the term ‘outcome space’ to describe the range
of outcomes that result from learning a particular task®. It is important to
emphasise that the outcome space for one task is unique to that task. Table

1.1 provides a useful summary of the general aspects of the levels.

Table 1.1 Four categories of deep and surface processing
Category of processing Level of understanding

Deep active Understands author’'s meaning and shows
how argument is supported by evidence.

Deep passive Mentions the main argument, but does not
: relate evidence to conclusion.

surface active Describes the main points made without
integrating them into an argument.

Surface passive Mentions a few isolated points or examples.
From Entwistle, 1981 p. 85

Before examining the relation between outcome and processing that is
clearly demonstrated by the work of Marton and Saljo (1976b), the following

section is concerned with the nature and measurement of learning
processes.



LEARNING PROCESSES

Gagne (1985) argued that processing describes the processes or
strategies that are used by the learner to organise information in a
permanent form in memory. If the material is to be retrieved at a later date
and used to undertake higher level learning tasks such as problem- solving
(Gagne, 1985) application and evaluation (Bloom, 1956), it must be
integrated within the learner's existing framework. Processing then takes
place during the storage of information. However, following the work of
Marton (Marton and Saljo 1976b), processing actually begins at an earlier
point in time and includes the strategies students use when selecting what
they will learn.

According to writers such as Ausubel (1968), integration of material
into memory will take place much more readily if the material is
meaningful to the learner. High quality processing will occur when a
student uses learning strategies that both make material meaningful and
serve to integrate new material with that already in storage. Such

strategies include searching for underlying meaning, relating concepts to

~ those already learnt and the use of evidence; in short, strategies where the

learner actively organises the material. Low level strategies reflect a more
passive approach. This is not to say that the learner is idle as a great deal
of time and effort may be expended in attempting to rote learn a body of
information (Svensson, 1977). However, the learner is not actively engaged

with the material and concepts are seen as isolated units and unlikely to be

retained long term. Of course, as previously mentioned, a student's

intention - either understanding or memorisation - as well as their concept
of learning'® (Saljo, 1978) will also be important in determining the quality

of processing. As yet it is unclear how flexible students are in the use of

varfous levels of processing. Laurillard (1978) suggested that many

students implement strategies at various levels depending on their



objectives. After an extensive review of the literature, Richardson (1983)
concluded ‘the evidence thus suggests that there is some flexibility in
students’ approaches to learning, but that there are restrictions upon that
flexibility in the case of at least some learners’. (p. 326)!!.

RELATION BETWEEN PROCESSING AND OQUTCOME

Marton assumed that qualitative differences in outcome were related
to qualitatively different forms of processing. By asking students to
describe how they set about reading an academic article, Marton identified
two levels of processing (Marton and Saljo, 1976b). Deep processing
involves an intention to understand the author's meaning and to explain
evidence in relation to the conclusion with reference to previous knowledge
and experience. However, if a student attempts to memorise discrete facts
or ideas, and perceives the task in isolation he/she is processing
information at a surface level. Learners who adopt a surface approach
perceive the text in horizontal terms. In other words they do not observe
variations in depth between the topic and its underlying meaning. Further
research has led to the subdivision of deep and surface approaches to
include active and passive characteristics (refer Table 1.1). Clear evidence
of a link between process and outcome was demonstrated by Marton and
Saljo (1976b). Corroborative results have been produced by later research at
Gothenborg (e.g. Svensson, 1977) and independent work (e.g. Watkins, 1983a).
Marton and Saljo (1976b) demonstrated a relationship between level

of processing and outcome but continued to keep activity separate from its
result. Svensson (1977) was more interested in the organisational aspects
of learning and in fact suggested that organisation is a crucial factor in
determining learning skill. Svensson's own observations led him to conclude
that a student’s skill and knowledge were so closely linked that it would be
useful to conceive of them as one and adopted the terms atomistic and

holistic to describe surface and deep processes and outcome respectively.



In his later work Marton (Marton and Saljo, 1984), while recognising the
distinction between process and outcome, used the term ‘approach’ which
was seen as more accurately reflecting the integration of intention and
strategy and served to distance their work from information processing
theory!2.

Amongst Marton and his collegues there appears to be some
uncertainty about the relation between the deep approach and understanding
as an outcome of learning. Reference is made by Svensson (1977) to levels
of understanding. = He suggested that "a holistic learning process is..a
necessary prerequisite for the acquisition of a deep level of understanding’
(p. 242). However, Marton and Saljo (1984) asserted that they ‘'are not
arguing that the deep/holistic approach is always ‘best” only that it is the
best, indeed the only way fo wndersiand learning materials’. (p. 46). Is
learning that resuits from a surface approach low level understanding or not
understanding at all?

Pask (1976) was also interested in understanding as an important
qualitative outcome of learning. He identified different styles of learning
adopted by students seeking understanding'3. Pask argued that understanding
can only be achieved when the learner combines the global strategy of what
he called holist learning and the more detailed serialist strategy. The
effective application of these two strategies seems likely to result in long
term storage - a criterion of meaningful learning for both Pask (1976) and
Gagné (1985). Understanding resulting from integration seems more likely
to be the product of deep processing with surface processing leading to rote
learning. It is important to note however, that Pask's holist strategy does
not incorporate the learner's intention as is the case with the holist
approach of Svensson (1977). A further point characterising Svensson's
definition is the suggestion that the learner may also attempt to relate the

material to ‘a wider context’ (p. 238). For Pask the holist strategy is not



sufficient to obtain a full understanding. ‘Holists take a broad view in

which they ‘learn, remember, and recapitulate as a whole: formaily, in
terms of "high order relations”. (Pask and Scott, 1972 p. 218). To reach a
complete understanding the learner should combine this holist strategy with
serialist learning in a versatile way.

To confuse matters further, Brumby (1982) also uses ‘holist’ to
describe one component of cognitive style'4. The student is aware of the
various components of a problem but integrates them to form a whole -
placing them in the surrounding context. Although Brumby is referring to
students’ perception of problems, she suggests both Pask and Svensson's
concepts of holist relate to her own. In the broad sense of referring to an
overall perception of particular material this is true but Svensson goes
beyond perception to clearly link intention, strategy and outcome while
Pask’s concept of holism is defined specifically as a learning strategy.

A student who seeks underlying meaning, whether this is described
as a deep/holistic approach (Marton and Saljo, 1984) or versatile learning,
combining Pask’s holist and serialist strategies, is more likely to gain an
understanding of the key ideas than one who focuses on superficial aspects. -

However, understanding as described above is a cognitive phenomenon.
Humanists like Carl Rogers stress the importance of personal meaning in
any attempt to achieve understanding. Rogers (1969) emphasises the
importance of meaningful learning. This concept parallels the deep approach
of Marton, however it also embodies an emotional element. The learner is
excited, stimulated and assumes responsibility for his/her own learning.
Similarly Ford (1979) argued that deep processing may reflect learning at a

cognitive level with no affective involvement. [t is significant that

Ramsden (1985) has described two types of deep approach, ‘one representing

an emphasis on personal meaning and another on previous knowledge (p. 56),
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Despite the confusion of terminology the existence of deep and
surface approaches has been confirmed in studies using a range of
methodologies (e.g Thomas and Bain, 1982; Entwistle and Ramsden, 1983;
Watkins, 1983a). It is important to take note of Ramsden's (1985) warning
against oversimplifying one’'s conception of student learning by reducing it
to a deep-surface distinction.

An important contribution of the Gothenburg research has been the
demonstration of a direct relation between processing and outcome quality.
How students learn clearly affects the depth of their understanding. What

is not so clear is whether the deep approach is the only way one can reach
understanding.

ORIENTATION AND APPROACH TO LEARNING

Entwistle (1981) has argued that one can legitimately be concerned
with consistency of, as well as variability in students' intellectual
processes. The Gothenburg work stressed the importance of variability,
while Entwistle’s own research has focussed on the development of a
technique for measuring stable orientations to study'S. This section
examines the concepts of study orientation, learning style and approach to
learning!6.

As part of a continuing attempt to measure motivation for, attitudes
to and methods of studying (Entwistle and Wilson, 1977), Entwistle et al.
(1979a) incorporated the deep and surface approaches of Marton (Marton and
Saljo, 1976b) and styles and strategies of learning identified by Pask
(1976) into the Approach to Study Inventory (ASI). The ASI has undergone
considerable development since that time!? and comprises a 64 item
questionnaire with 16 subscales. Its purpose is to identify a student's

general orientation to study rather than their response to a specific
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learning situation'8.  Recent forms of the ASI (Entwistle and Ramsden,

1983; Ramsden, 1984) have identified four orientations to study (Table 1.2).

Table 1.2 Categories in the approaches to studying inventory

Meaning orientation

Deep approach Looks for meaning; interacts actively;
links with real life.

Examines evidence critically and uses it
cautiously.

Actively relates new information to
previous knowledge.

Intrinsic motivation Interested in learning for its own sake.

Use of evidence

Relating ideas

Reproducing orientation

Surface approach Relies on rote learning; conscious of

exam demands.

Syllabus-boundness Prefers to restrict learning to defined
syllabus and specified tasks.

Anxiously aware of assessment
requirements; lacking in self
confidence.

Not prepared to look for relationships
between ideas; fact bound.

Fear of failure
Improvidence

Strategic orientation
Strategic approach Actively seeks information about

assessment requirements; tries to
impress staff.
Extrinsic motivation Qualifications as main source of

motivation for learning.
Achievement motivation Competitive and self-confident;

motivated by hope for success.

Non-academic orientation
Disorganised study methods Organises time ineffectively, fails to

plan ahead, not prompt in submitting
work.

Negative attitudes Little involvement in work set; cynical
and disenchanted about higher
education.

Over-readiness to generalize and jump to
conclusions without evidence.

Globetrotting



Table 1.2 continued
Styles of learning

Comprehension learning Holist strategies preferred; uses

illustrations, anecdotes, analogies
and intuition to build up overall
picture.

Serialist strategies preferred;
concentrates on details and logical
analysis.

Operation learning

Ramsden (1984) p. 159
The meaning and reproducing orientations incorporate the dimensions

deep and surface approach respectively. During the development of the

inventory, (Entwistle et al., 1979a) approach and orientation were

distinguished on the following grounds:

1. Deep and surface approaches were content specific while the study

orientations were relatively permanent. However, in the same paper

Entwistle et al. acknowledged that the approach to study subscales assume
‘that students will exhibit sufficient consistency in intention and process
across broadly similar academic tasks to justify measuring it (approaches
to study) as a dimension’ (p. 367) (brackets mine)19.

2. The meaning orientation 'involves tendencies towards superficiality, i.e.

towards the pathology of globetrotting.’ (Entwistle et al., 1979a p. 375).

The deep approach contains no such suggestion20.  However subsequent

research using a version of the AS| with separate dimensions for Pask's
learning pathologies?! (e.g. Watkins, 1982a; Entwistle and Ramsden, 1983)
has suggested that while comprehension learning appears to be consistently
related to the meaning orientation, the role of globetrotting is unclear.
Entwistle and Ramsden found that it loaded on a disorganised and dilatory

factor (non academic) which led them to argue that style and strategy were
justifiably included in the ASI as separate dimensions.

the ASI, Watkins (1982a) produced a

In his analysis of

factor with loadings on both



globetrotting and improvidehce as well as the surface approach,
disorganised methods, negative attitudes and fear of failure.

Both Entwistle and Ramsden (1983) and Watkins (1982a) identified

differences by university faculty in operation and comprehension learning
scores. Students in the faculties of Arts and Social Science tended to score
higher on comprehension learning, while Science students obtained higher
operation learning scores. Globetrotting was more common in the Arts
departments although the difference was not significant and Entwistle and
Ramsden (1983) were unable to conclude that ‘learning pathologies are a
function of the type of discipline studied’ (p.183). Thus it seems that some
students (ie. in Arts faculties) may combine a comprehension learning style
with a tendency to globetrot, but this is not common to all individuals.
3. In addition to the dimension ‘surface approach’, the reproducing
orientation also incorporates an operation learning subscale, operation
learning being a style defined in terms of a focus on detail and factual
evidence in a search for understanding (Pask, 1976). The surface approach
places emphasis on an intention to memorise the information and a
concentration on the surface features of a text. In later work, Pask's
pathology of improvidence has been shown to consistently load on a
reproducing factor (Watkins, 1982a; Entwistle and Ramsden, 1983).
However, Watkins found that operation learning defined its own factor,
leading him to suggest that the reproducing orientation may in fact reflect
two components - surface/confusion and surface/operation.

During the development of the ASI, the dimension ‘deep approach’
came to refer specifically to 'the intention to understand and an active,
critical approach to learning’ (Entwistle and Ramsden, 1983, p. 41) and the
subscales ‘relating ideas’ and ‘use of evidence’ were added to the inventory.
Both were seen as important in determining a deep level of outcome and

loaded on the meaning orientation. Further work on student reading |
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behaviour revealed two types of deep approach. In the first the student
sought personal meaning and in the second, previous learning was used to

develop understanding (Entwistle and Ramsden, 1983). Deep processing

therefore can be more than the implementation of deep level strategies
(Ford, 1979) as some students who adopt this approach use it in a search for
personal meaning.
Entwistle et al. (1979a) distinguished between learning strategy and
style. 'Strategy is a description of the way a student chooses to tackle a
specific learning task in the light of its perceived demands, and style is a
broader characterisation of a student's preferred way of tackling learning
tasks generally’. (p. 368). In the British work, use of the concept style is
restricted to Pask's use of the term2?2 (Ramsden, 1985). Both style and
strategy are incorporated into the study orientations described above.
Learning style is used in a wider context in American literature with
emphasis on perception and information processing. This has given rise to
some confusion with the concept of cognitive style (Messick, 1968).

Further research (Entwistle and Ramsden, 1983, Laurillard, 1984)
suggested that Pask's operation and comprehension learning styles are
closely associated with personality traits. For example, students with high
comprehension scores tended 'to have high scores on a group of personality
traits which relate to interest in ideas, but they also tend to be more ready
to express impulses and admit feelings of anxiety and inadequacy’
(Entwistle and Ramsden, 1983 p. 77).

Laurillard (1984) clarified the relationship between Pask's styles of
learning and deep and surface approaches by making a distinction between
learning at a global and local level. In the former, the student directs

his/her attention to the inter-relation betwecen elements and between the

elements and the whole. At a local level the student is concerned with

individual detail with no reference to theory. Laurillard argued that
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comprehension and operation learning can take place at either level so that
a student operating at the local level for comprehension learning makes
descriptions of concepts but does not ‘attempt to integrate concepts or
establish relations between them'. (p. 140). She pointed out that while
deep/holist and surface/atomist approaches do not separate procedures and
descriptions as Pask does, there is ‘a tentative correspondence between
deep/holist approaches and both comprehension and operation learning at
the global level, and between surface/atomistic. approaches and both
comprehension and operation learning at the local level’ (p. 141)

Support for the assumption that students do have relatively enduring
orientations to study has come from the research of Thomas and Bain
(1982). Using a seven-item test of deep and surface strategies, the authors
pointed to consistency across types of assessment (objective tests and an
essay). They suggested that their first year teacher trainees were using the
deep and surface approaches stylistically rather than strategically.
However as Thomas and Bain commented ‘the course lecturer intended the
multiple choice items to be sensitive to higher order learning' (p.257). The
wording of the items appeared to reveal more of a difference about
appropriate strategies of learning in mathematics and psychology than to
demonstrate conclusively that students consistently adopt a deep or surface
approach. The students used in the study were inexperienced and may have
lacked the metacognitive awareness23 to adapt their strategies to suit
course demands24. The call made by the authors for a study with 'a longer
time frame and a greater cross-section of post-secondary students’ (p. 257)
is clearly justified.

Biggs (1978, 1979) independently demonstrated the existence of
three second order factors, very similar to those obtained by Entwistle
(Ramsden and Entwistle, 1981). Biggs based his work on the assumption

that ‘performance is then presumed to be affected by personality and
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environmental factors via the study process complex’ (Biggs, 1978 p. 266).
These ‘presage factors influence the student’'s motives which are ‘likely to
determine the strategies the student uses and hence his performance’ (p.
267)

Using the Study Process Questionnaire2s (SPQ), Biggs identified three
independent motive-strategy dimensions.

1. Utilising; to obtain qualification with the minimum effort (later termed
surface approach?6).

2. Internalising; aimed at actualising interests (later termed deep
approach).

3. Achieving; publicly manifesting one's excellence.

He suggested that motive and study strategy were relatively stable
characteristics, stemming from the basic personality genotype and a set of
academic values (perception of university in the means end system). In a
later paper Biggs (1982) wrote, ‘A student will be motivated to perform (or
not to perform) in a certain way at a certain level, given his prior learning,
his ability, his perception of specific course and task demands, and the
importance he attaches to success or failure’ ( p.35). The factors affecting
motivation are largely context specific and suggest an adaptive student.
According to Biggs (1985), individuals differ in the development of their
metacognitive awareness which affects their sensitivity to contextual
demands. He suggested that the deep and achieving approaches are
associated with an awareness of current level of understanding. However
the achieving approach, when combined with poor motivation and low ability
may be used in an unconscious way. The surface approach, although clearly
appropriate in a situation that demands the learning of detail, is more likely

to result from ‘habit or of despair’ (p. 202) rather than metacognitive
awareness27.
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Although not directly concerned with establishing a relationship
between study motive and strategy, Nicholls (Nicholls et al, 1985)
described three personal goals held by high school students. These closely
resemble the approaches Biggs identified in university students. Nicholls’
ego/social orientation is similar to the achieving approach in that the
student seeks to display his/her ability to others. Secondly, in avoidance
of work, the object is to obtain high marks with little effort or avoid work.
In this case, parallels are obvious between this goal and Biggs' surface
approach. The student does no more work than required by the course
(Biggs, 1978). Both Nicholls' goals suggest that learning in terms of
mastery or understanding is not an important objective. In contrast, Biggs'
deep approach is similar to Nicholls' concept of task orientation where the
object is to work hard and understand the content.

Whilst there has been general support for the existence of Biggs'
dimensions there is still some doubt as to their exact nature and
composition (e.g. Watkins, 1982b; O'Neil and Child, 1984), particularly
whether a match/mismatch of the motive and strategy affects academic
performance. Watkins and Hattie (1981) while supporting the structure of
Biggs SPQ for Australian students, are doubtful about its applicability to
Filipino students which raises questions about the generalisability of these
results to other cultures28.

Recently Biggs (1988) has argued that deep and surface approaches
‘describe ways in which students engage in the task itself, while the
achieving strategy describes the ways in which students organise the
temporal and spatial contexts surrounding the task' (p. 129). With this
distinction in mind Biggs' identified two additional approaches that are
derived from the basic approaches of surface, deep and achieving. The first
combines an achievement motive with the reproductive surface strategy

(surface-achieving approach). Students believe high marks will result from

rote but organised learning. In contrast, the deep-achieving approach
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combines intrinsic motivation and a desire to gain high marks through which
the student seeks meaning in an organised and strategic way.

Biggs (1988) argued that the quality of student learning may be
improved by adopting instructional practices that will discourage a surface
approach, focus on the development of a deep approach and encourage an
achieving approach in students.  According to Biggs, a deep-achieving
approach is associated with meaning and good grades. ‘An achieving

approach... is more directed towards context than content; it generalises
across tasks more easily’ (p.134). However, contradictory results come
from Nicholls (1984) work on ego and task orientation2? which found that a
focus on grades in a competitive situation is incompatible with interest and
a concern with mastery of the task in its own right3°,

Although  American researchers have tended to use different
terminology,3! in general terms their results do suggest that students are
consistent in their general way of learning. Schmeck (1983) developed a
similar inventory to the one devised by Entwistle and his colleagues,
although its origins lie with information processing theory. Schmeck based
much of his thinking on the work of Chickering (1976; 1981) who suggested
that students need to be versatile in their learning strategies and alternate
between integration, the construction of the whole and differentiation
involving perception of interacting parts. Much of this work is based on the
research into cognitive styles.

Schmeck distinguished ‘learning style’ from cognitive style, viewing
the former as more specifically referring to learning and defining it ‘as a
predisposition to display a particular pattern of information processing
activities’ (p. 234-5). It is important to note the similarity between
Schmeck's general definition of learning style and Entwistle's concept of
orientation to learning as both reflect a general predisposition to study in a

particular way. Schmeck (1983) expressed the difference between style and
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strategy thus '..a learning style is a predisposition on the part of some
students to adopt a particular learning strategy regardless of the specific
demands of the learning task’ (p. 233). He identified four main dimensions
of human learning based on behaviourally oriented statements which have
obvious parallels with the orientations outlined by Entwistle, however the
methodology for obtaining them was somewhat different. Schmeck's
original pool of 121 statements were prepared with the purpose of
reflecting current theory in the area of learning and memory (Schmeck et
al.,, 1977). These ideas were expressed behaviourally in such a way as to be
meaningful to the experience of university students. Factor analysis yielded
four factors

1. Deep processing. Initially called synthesis/analysis (Schmeck et al,
1977), it assesses a student’s ability to structure information and also re-
organise it. Schmeck (1983) distinguished his concept of deep processing
from that of Marton, specifically referring to ‘an information process of
verbal classification’ (p247). He did not include any assumptions about a
student’s intention as did Marton’s (Marton and Saljo, 1976b) and according
to Schmeck, a student who obtains a low score on his deep processing
dimension will not necessarily be focussing on factual material. Memory of
facts comes about through the employment of strategies described by the
Fact Retention scale. Schmeck, however, did not envisage a failure to
engage in deep processing as necessarily leading to retention of detail at
the expense of meaning. Furthermore, he clearly differentiated structuring
of knowledge and personalisation. The latter is embodied in his scale of
elaborative processing. Conceptual understanding may resuit without any
personalisation of knowledge. The same point was also made by Ford
(1979)
2. Elaborative processing. Emphasis is placed on an active attempt to

relate new and old information thus making it personally meaningful.
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Entwistle incorporated facets of these two factors

orientation as did Marton in the deep approach. However, Schmeck perceived
the organisation of material as separate from the ability to integrate

material into one's existing cognitive framework. He argued that

e/aboration can invelve ([he processing or more
concrete gssociations, or eéxamples, [from (he
persons actusl experience without any change in
depth or processing  I/n our system, eélaboration
IS 3n exercise in applying information to onés
own lire or person3lising 1f, whereas deep
processing 1s 3 moré ‘scademic”  exercisé in

verbal classirication and catégorical comparison’
(Schmeck, 1983 p. 248). )

3. Fact retention. This scale is similar to the operation learning style of

Pask (Pask and Scott, 1972) in that students store details and facts. This
strategy can be implemented independently of other information processing
strategies a student may use. According to Schmeck, a student may focus on
fact retention in addition to deep processing. While such a strategy may
reflect versatile learning it is important to consider the student's intention
as it is intention that will determine whether the student looks for surface
detail or more general meaning.

4. Methodological study described adherence to established study methods.
Schmeck suggested that students with a high methodological study score
have high achievement motivation but are not able to engage in deep or
elaborative processing. Of the four dimensions this was the only one to be
inversely related to academic performance. Such an approach suggests a
student with a low level of metacognitive awareness, unable to adapt to
changing demands, and is very similar to the surface-achieving approach
described by Biggs (1985).

Schmeck's scales are concerned with strategies of processing. They

do not have the same links between attitude or motivation as those of

in the meaning
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Entwistle (Entwistle and Ramsden, 1983) or between the role of intention
(Marton and Saljo, 1984).

Learning style has also been interpreted as particular student
preferences for particular course presentation. Gregorc (1979) suggested
that individuals’ behaviour provided information on ‘how their minds related
to the world and therefore how they learn’ (p.19). Data was collected using
interviews and observation of the ‘way students and adults accumulated and
reacted to facts, principles, attitudes and skills' (p. 20). A basic
subdivision emerged between the use of concrete and abstract experience

each with random or sequential preference. Gregorc suggested that

learners each exhibit elements of all four patterns but have certain "inborn’
predispositions to one or the other. Each combination represents stylistic
preferences by students for particular types of presentation, for example,

‘concrete sequential’ represents a preference for a structured setting, step-

by-step presentation and hands on experience. Students may indeed have

particular preferences but there is little indication of what actually
happens to the quality of learning when there is a mismatch between style
and mode of presentation®2  Gregorc indicated that the styles are
modifiable in circumstances where the learner reacts to the demands of the

task, however, the newly acquired mode of responding will never be as

fluent as the original. Apparently individuals are limited by their style.

However, the theoretical basis for these principles is unclear with littie

direct evidence provided to support his claims.

Fuhrman and Jacobs (1984) developed the Learning Interactions Inventory
through which they identified three learning styles; dependent,
collaborative and independent. According to the authors, individuals will
use any one of the three depending upon contextual factors but have
preferences based on personality characteristics. This idea is similar in

many ways to that suggested by Entwistle and Ramsden (1983), particularly
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in the emphasis on the intervening influence of context. A point of
departure is Fuhrman and Jacobs' suggestion that students move from
dependent to independent styles with age.

Quite clearly students adopt a number of different approaches to their
studies. Despite the multitude of terms and methodologies clear evidence
exists for what will be called a deep approach to studying, where the
student sets out to achieve understanding by actively manipulating
information and/or seeks personal meaning. A second approach is basically
reproductive, stressing a narrow focus on information and possibly rote
learning strategies. Underlying these approaches are more general and
stable orientations to learning (Ramsden, 1984) and although they have been
‘found to be associated with characteristic forms of motivation and
attitudes to studying..study orientations, however, are not assumed to be
unchanging characteristics of students’. (p. 158). A key factor in the
European and Australian research and one that is given little emphasis in
the United States, is the role of intention. To understand students’ approach
to study more completely it is important to acknowledge the role of a
student's reasons for study (Marton and Saljo, 1976a,b; Biggs, 1979;
Entwistle and Ramsden, 1983). Significantly Entwistle and Ramsden (1983)
use intention as a focus to suggest that 'the intrinsic (internal) or extrinsic
(external) functions of educational experiences seems to be the broadest
way of conceptualising differences in learning’ (p. 196)

Reasons why students adopt different approaches is still unclear,
although some link between motive and strategy and possibly personality
seems likely to exist. Perhaps it is too simplistic to assume that a goal
oriented model will totally explain underlying factors affecting study
strategies (Rockhill, 1982). With this cautionary word in mind the

following section examines the relation between students' approach to
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study and their more general educational orientation to university study (i.e.

reasons for undertaking study).

EDUCATIONAL ORIENTATION

Intention has been shown to be an integral part of a student's
approach to study. Up to this point “intention’ has related specifically to an
intention to study in a particular way (e.g. to memorise or extract meaning
from a text). However, a body of literature exists that examines reasons for
study in a broader sense.

Elizabeth Taylor and her colleagues (Taylor et al., 1980; Gibbs et al,,
1984) were interested in students' reasons for attending university
expressed specifically as educational orientation. This concept includes ‘all
those attitudes and aims that express the students' individual relationship
with a course and the university’ (p. 3). A basic assumption is that students
are actively engaged with their study (Gibbs et al, 1984). Educational
orientation is not a student trait (like motivation) but rather expresses the
‘quality of the relationship between the student and the course’ (p. 3).
Orientation varies along dimensions of quality and quantity because
students want diffefent things from a course and attach importance to
different aspects of that course, thus it cannot be assumed that students
enrolling for the same programme have similar educational orientations and
therefore similar expectations.

Elizabeth Taylor built on her earlier work at the University of Sussex
with her colleagues at the Open University. They interviewed first year
students enrolled in the Social Science Foundation Course. Comparisons
were made with those studying more traditional courses (Morgan et al,

1980) on their aims, expectations and attitudes to university. Analysis of
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the results identified four educational orientations, although in reality
student orientations were often combined in a complex way.

1. Vocational orientation. The first orientation was particularly common
among University of Surrey students enrolled in a Hotel and Catering
Administration course (clearly not an unexpected result given its vocational
direction). With the vocational orientation Taylor identified intrinsic and
extrinsic dimensions33. In the former the student perceived the course as
being relevant to a future career. It was part of necessary training and
therefore the student was prepared to work hard on a relevant topic or task.
Extrinsically, the student was working towards a qualification. The course
was a means of entry into a career rather than provision of training for the
future and so content had little relevance.

2. Academic orientation. The identified goals concerned academic study.
Intrinsic academic orientation represented an interest in a subject for its
own sake. Gibbs et al. (1984) likened this to a syllabus-free method of
study in which the student wishes to study material that is outside the
required syllabus. The extrinsic dimension related to a concern with
educational progression, with the subject itself being of little interest and
viewed by the student as providing the means to move up the academic
ladder. This orientation is typically associated with signs of syllabus-
boundness. Students with such a purpose often continued with a subject
where they had previously experienced success (Gibbs et al., 1984).

3. Personal orientation. This form of orientation was more commonly
observed amongst the mature aged students, leading Taylor et al. (1980) to
comment: ‘It may be that personal orientation is a feature of mature
students rather than just O.U. students’ (p. 21). Expressed intrinsically it
reflected a desire for self-improvement (broadening). Extrinsically,
personally oriented students were more concerned with demonstrating proof

of their capability. As with the other extrinsically orientated students,
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little concern was given to course content but rather to indications of
ability such as grades.

4. Social orientation. The social orientation was found only in conjunction
with the other three orientations and displayed extrinsically. One purpose
of university was to provide the opportunity to have a good time. The
student welcomed the expected freedom of university life and intended to
participate in sporting and social activities.

Three important points emerge from Taylor's research. The first is
that students within one course are likely to have a range of orientations
which will affect their perception of course demands and the quality of
their interaction with course content. Secondly, the results indicate that
study strategies are influenced by a range of concerns that can be described
as non-cognitive (e.g. concern over future employment or a desire to make
new friends)3. The third finding and a significant one in terms of this
thesis, is that Taylor and her colleagues (Gibbs et al., 1984) demonstrated
links between a student’s educational orientation and Entwistle's concept of
approach to learning. Using case studies, Gibbs and his colleagues argued
that ‘concepts of educational orientation, conceptions of learning and
approach to studying enable us to build up a picture of Sally Brown's world
as a learner’ (p. 186).

Table 1.3 shows the dynamic interaction between the concepts. For
example, changes in Sally's conception of learning (‘from new knowledge of
different objects to understanding..broadening your outlook’ p. 186) are
reflected in a more consistent use of a deep approach.

Earlier research at the Open University (Morgan et al., 1980)
demonstrated a relationship between the personal orientations of
broadening and compensation and the meaning and reproducing study
approaches. Such a relationship suggests that students’ experience of

learning reflects a relatively stable combination of personal factors. The

25



26

case studies used by Gibbs et al. demonstrated change over time, indicating
that approach to study is sensitive to changes in conception of learning and

educational orientation - a point that will be developed below.

Table 1.3 Sally Brown: a case study

Educational orientation Personal intrinsic - seif-development

(before the course) gain confidence: Secondary personal
extrinsic - proof of capability.

Conception of learning Learning as gaining new knowledge

(before the course) - Saljo's level 1.

Approaches to studying Surface approach - appeared to be

(during the course) attempting a more active approach.

Educational orientation Personal intrinsic - perceptions of

(end of course) gains seen as changing her approach
to life.

Conception of learning Learning as "being critical and

(end of course) relating ideas to one’s own

experience” Saljo’'s level 3.

Gibbs et al.,, 1984 p. 186 ‘

An interest in persistence at university led Savicki et al. (1970) to
examine students’ role orientations. These orientations are based on
behaviour preferences. Each person is described using a profile of eight
orientations:

1. Vocational orientation. The student expresses a concern for acquiring
skills and knowledge that will be relevant for future employment or provide
the qualification necessary to gain entry to a particular career. This
orientation combines the intrinsic and extrinsic elements of the vocational

educational orientation suggested by Taylor et al. (1980).



2. Intrumental orientation. This relates to participation in extra-curricular

activities either as a leader, organiser or worker and reflects the student’'s
orientation to the institutional structure.

3. Intellectual orientation. The student is interested in art and/or ideas
outside the formal course context. Savicki et al. refer to interests in
philosophy, art or social issues.

4. Consummatory collegiate orientation. The student is interested in the

extra-curricular activities mentioned above but in the role of observer
rather than participant. Thus the student is a consumer rather than
initiator.
3. Social development. The student is concerned with learning about people,
learning to get along with others and helping them.
6. Ritualistic orientation. University plays a minor role in the student's life
with home being the focus of attention. The student tends to be tied to a
relationship with his/her parents without defining personal goals. Savicki
et al. describe this as a ‘passive, conforming orientation’ (p. S60).
7. Academic. The student is interested in the knowledge acquired within
the course and with exams and grades. .
8. Greek or Fraternity/Sorority orientation. This final orientation reflects
an orientation towards the socialising that is a feature of fraternity and
sorority culture.

The importance of this study appears to lie largely with the
acceptance that students combined clusters of characteristics according to
their interests and goals. Savicki et al. went on to demonstrate that a link
existed between goal orientations, performance and persistence at
university.  There is considerable similarity with some of these
orientations and those mentioned by Taylor et al. (1980).

Clearly a
vocational orientation is particularly significant given its importance to
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students. Savicki actually found that it was this orientation that was most
often related to continuing study.

Significant differences do exist between the work of Taylor and
Savicki; the most obvious being the American study's emphasis on social
activities. Another interesting difference between the studies is Savicki's
distinction between interest in course activity and material outside the
syllabus. However, the ideas mentioned fall into a 'Humanities Arts’ (p. 560)
area which seems to impose an restrictive limit on the range of personal
interests3S. Furthermore the interest in course material is linked to a

concern with examinations and grades. No provision is made for the student
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who is interested in course material for its own sake (e.g. intrinsic

academic educational orientation).

Vocational goals may not always have positive effects on attitude to
learning. Nicholls (Nicholls et al., 1985) demonstrated that a high school
student’s goals were related to their views on the purpose of schooling and
more significantly, beliefs about the causes of academic success (pleasing

the teacher or attempting to understanding) and satisfaction with learning.
Nicholls comments:

The view that school should emphasize the gaining or
status and wealth was associated with beliers (that
success rollows a commitment to beating others and
teacher raith in ones ability. Beliefs that school
should  roster responsibility, unaerstanaing, and
achievement motivation, on the other hand were Jlinked
to beliefs in the erficacy or erfort, interest, attempts
to unaderstand rather than memorise, and cooperative
work. (p 6) and ‘the position that education should
increase ones status and income was the most likely
to be associaled with academic alienation and the
least likely (o be accompanied by commitment (to

learning, satisraction with Jlearning in school, and
plans to attend college. (p.7)



Apparently if vocational orientation reflects a desire to obtain a well-paid
and/or high status job, the quality of learning may be diminished as is level
of motivation for continued learning. It is interesting to speculate why the
goal of increasing one’s status and income was negatively correlated with

plans to attend college (as measured on a likert scale "I will definitely go to

college after | graduate from high school®).

goal of money and status. Such students are likely to be classified as

having a vocational extrinsic educational orientation (Taylor et al., 1980).
Broad educational orientations can be identified in both university

and high school. Evidence has been presented which suggests that a

student’s reason for study may be related to their academic performance,

attitudes to learning and general approach to learning.

CONCEPT OF LEARNING AND UNDERSTANDING

Saljo's research has established the concept of learning as being
strongly related to approach to study. Saljo (1978) moved beyond a concern
with describing individual study habits, or differences between individuals
in terms of overt behaviour, by suggesting that a student's concept of what
learning is, will largely determine the level of processing and type of
strategies employed for learning. When students were asked ‘What do you
actually mean by learning’, responses tended to fall into one of five
categories (Table 1.4). While not seen as developmental stages as such, the
five concepts do represent increasing levels of awareness of the active

nature of learning36. The first three stages are summarised by Saljo (1978)

as taking learning for granted. In other words, learning is envisaged as

something that occurs apart from and in spite of the activities of the
learner. Learning is quantitative, and occurs when an amount of knowledege

moves &7 masse from the external source, usually text or teacher, into the

Presumably students would
enrol at university if they believed it provided the means to attain their
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memory store of the individual. The key element seems to be that the
student uses rote learning strategies and does not act on the information in
any way to make it personally meaningful. A main concern would be with
how much time is spent, number of pages of notes taken or amount read. At
the more sophisticated levels (four and five), learning has become a valid
topic for reflection and in Saljo's terms has become ‘thematised'
Alternative strategies are evaluated in terms of time available and task
demands. It is here that the student becomes aware of the importance of
context in determining approach. Thematised learning suggests a well-

developed sense of metalearning and is consistent with Biggs' (1985) work
on this topic.

Table 1.4 Concepts of learning
Learning was seen as:

1. ..aquantitative increase in knowledge.
2. ..memorising.

3. ..the acquisition of facts, methods, etc. which can be retained and
used when necessary
4. ..the abstraction of meaning.
5. ..an interpretative process aimed at understanding reality.
from Marton and Saljo (1984 p. 52)

The key point is that learners perceive learning in terms of their
activity or lack of it. There is some evidence to suggest that a student's
approach to learning reflects individual concepts of learning and knowlege
(Hounsell, 1984; van Rossum and Schenk, 1984). Van Rossum and Schenk
used first year psychology students to demonstrate that a student's
concept of learning was associated with quality of processing (deep and

surface) and the resulting outcome. Twenty-five of the thirty- five

students who used surface strategies when reading, held level 1 or 2

conceptions of learning. Conversely, twenty-three of the ‘deep processing’
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students had concepts of learning categorised as level 4 or S. In a study
designed to examine students’ concepts of learning and good teaching, van
Rossum and Dei jkers (1984) again identified the five concepts. However, in
the course of their analysis, they found that some students seemed to have
an emotional commitment to learning which reflected learning as a process
through which one moves towards self- realisation. They termed this sixth
concept ‘self actualisation’.

Marton and Saljo (1984) discussed the relation between concept and
approach to learning, pointing out that the first and second concepts of
learning represent the ‘what' learning is and the ‘how’ to achieve that form
of learning respectively. Concepts 4 and S operate in the same way with
acquisition and utilisation of facts acting as an intermediate level. This
last point represents a slight shift in thinking. Previously, Saljo (1978)
suggested that the dividing line separated levels three and four (as
discussed above).

In a later study using second and first year Arts students, van Rossum
et al. (1985) made the point that they considered concept of learning to
change in a developmental way. In an extension of their earlier work, van
Rossum and his colleagues found support for five levels; however, they went
further concluding that concept of learning was only one example of a
pattern of beliefs about learning and teaching. For example, the same
authors identified five categories of concepts of understanding. Students
were asked ‘'what do you mean by understanding a text, insight into the
subject matter'? (p. 621)

The first concept of understanding was illustrated by a belief that no
problems or unknowns remain and so it can be passed to someone else. The
second related understanding to doing well in exams with a suggestion that
insight represented a further degree of intuition. Thirdly, understanding
reflected application of acquired knowledge. In the fourth concept,
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understanding was ‘seen as tracking down what the meaning of a text is,
what the author intends; insight concerns the forming of interrelationships
within and between the subjects and, through this, getting an overall
picture of the subject matter’ (p. 632). The fifth and final concept
illustrates an ability to personalise the material. Understanding and insight
are both part of active learning. Table 1.5 illustrates the interaction of the
concept investigated by van Rossum et al. (1985 p. 639). This study
provides confirmation of the association between all aspects of learning,
teaching and assessment.

As the van Rossum study was not a longitudinal one, it was not able
to demonstrate change within individuals and therefore did not chart the
transition of one student from novice to expert. The question still remains
as to the nature of this developmental process and the form it takes in
different students. For example, is there any interaction with approach to
learning?

From the work on concept of learning it seems likely that students
who are aware of their role in determining the quality of learning are better
able to adapt to the demands of the task in a strategic way. Unfortunately
individuals who see themselves as passive recipients of bodies of
knowledge are likely to respond using surface strategies even when these
are inappropriate to the demands of the task. Gibbs (1981) has
acknowledged this problem by taking account of a student's
conceptualisation of learning demands before attempting to improve a

student's study strategies. Such an approach demonstrates the importance
of examining an individual's interpretation.

CHANGE OVER TIME
The discussion so far has focused on a number of personal factors

that appear to be influential in determining a student’s approach to learning.
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It is clear that approach and indeed the more enduring orientation to study
are not fixed. The purpose of the following section is to examine the
literature that is directed at intellectual development and more
specifically, changes in students’ orientations to study.

INTELLECTUAL DEVELOPMENT

Much of the research in this area has examined the personal and
social development of university students (e.g. Feldman and Newcomb, 1969;
Astin, 1977). Relatively little attention has been directed specifically
towards intellectual development defined here as an individual's increasing
ability to make use of a range of complex learning strategies.

In addition to devetoping specialist knowledge and skills, university
education also aims to encourage critical and independent thinking (Percy
and Salter, 1976; Sprague, 1984; Hawke, 1988). Increased demands for
accountability (Watkins and Hattie, 1985) have meant that universities
must be able to demonstrate that graduating students actually develop these
processing skills. Perry's work has been significant in this field (Perry,
1981). In an intensive interview study over a period of four years37 Perry
suggested that students move through nine stages of intellectual and moral
development. Transition from dualism to relativism is by no means
automatic and movement from stage to stage is painful, causing the student
intense anxiety and uncertainty. It can be encouraged by a combination of
teacher understanding and challenge.

Perry's scheme has been linked to concept of learning (Saljo, 1978).
More recently the similarity is closer following van Rossum's (van Rossum
et al, 1985) suggestion that concept of learning may be developmental.
However, Perry and Saljo differ on their views on impetus for change.
According to Saljo, change is a function of experience invoiving an
interaction between the individual and the context while Perry (1970)
suggested that change occurs as the result of an internal drive.
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Saljo (1978) noted three steps in the developing awareness of the
learner.

1. A student becomes aware of the influence of context in learning and
develops a strategic approach. This may relate to Biggs' (1985) comments
about differences in situational awareness (see p. 42)

2. A student comes to differentiate between ‘learning for life’ and ‘learning
in school'.

3. Learning is differentiated from understanding where rote learning is
contrasted with meaningful learning.

Saljo puts forward the idea that learners gradually become more aware of
learning as a valid subject for reflection, but does not give details about
patterns of change observed in individual learners.

Schmeck (1983) has suggested that Perry's dualism and concept of
relativism and commitment are related to a surface and deep approach of
learning respectively. If students do develop in the direction suggested by
Perry, there should be a progression from surface to deep learning
strategies. According to Schmeck this may be due to developmental level
imposing some kind of limit on the level of processing the student can
master. Unfortunately, horizontal dec/ages present problems for Perry's
framework (Wilson, 1981) and it appears that factors such as content and
context must be considered to enable explanation of subject area and even
task differences much in the way the SOLO taxonomy does (Collis and Biggs,
1979).

Terenzini et al. (1984) attempted to identify institutional factors
that directly affected the development of academic skills such as obtaining
factual knowledge, critical and analytical thinking, learning how to learn
and problem-solving. In general, the pattern of reported growth was stable
over three years although individual students described unique patterns of

development (some reported rapid changes during the first year and others
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could be labelled ‘late bloomers’). While course involvement3® was
significant in influencing skill development across all years, some factors
were more significant in one or other year of study. For example, the
amount of time spent interacting with staff was more important in the
second and third years39.

A major preblem facing developmental research is the difficulty of
attributing development to the effects of the institution rather than the
normal process of development. Studies like that of Terenzini et al. (1984)

have attempted to overcome this problem by specifically focussing on
institutional characteristics.

ORIENTATION TO STUDY

A possible association between intellectual development and changes
in orientation to study was suggested by Schmeck (1983). However, little
longitudinal research has been directed at identifying changes in orientation
and thus patterns of change are still unclear.

Watkins and Hattie (1985) followed one cohort of students from their
first to third year of study, reinforcing psychometric methods with
interview data which investigated the factors that influenced student
approach to learning and the effect on the quality of learning outcome. In
common with Schmeck and Grove (1979) and Sprague (1984) they predicted
movement from surface to deep strategies. Some of Watkins' earlier
research (e.g. Watkins, 1982a) pointed to inadequately developed learning
strategies in younger students. Using the ASI, Watkins and Hattie (1985)
found that students’ dimension scores did change over time but not in the

expected direction. Deep learning scores decreased while surface learning
scores increased. The changes were largely independent of age, faculty or
gender. Interviews with third year students suggested greater feelings of
disillusionment and cynicism "about the value of tertiary study’' (p. 137) and

increased scores on negative attitudes to study. This latter finding was
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supported by the earlier work of Wieneke (1979); as Watkins said - not very
encouraging findings4o!

In an earlier study, Watkins (1984) noted contrasting patterns of
change in students who tended to use deep and surface approaches to
learning. Most of the students in the sample reported that learning at
school and university was different. However, students who commonly used
a deep approach referred to qualitative changes (changes in the way
students learnt and how they thought about what they were learning). In
contrast, a surface approach was associated with references to quantitative
change (amount of effort expended). With the exception of Science students,
a similar pattern of change was reported by the majority of the second year
students following their transition from first to second year study4!. In
addition to changes in strategy, students also referred to a perceived need
to become more independent in their learning. Individuals who usually used
a deep approach (predominantly those in the Arts faculty) were aware of the

need to develop their own views although students did express some caution
for example:

n English you can express opinions but you must
vack them up so 1t has made me cautious. /
question my own opinions. [ve been marked down
for abstract opinions so | reel opinions are
moulded at Unir rather than being cultivated
English tends to say ‘There is a derinite response
and there are no more whereas in History /| don't

ree/ crammed in so much’ (Younger arts male in
watkins, 1984 p. 47)

Biggs (1982) did not find significant change in motivation over three
years' study at university. However, as the study was cross-sectional, lack
of significant difference between students in their first second and third
year of study may have been a function of the student groups. Biggs in fact

expressed doubt that change would be in the surface-deep direction unless

37



accompanied by increased cue awareness resulting in a perceived need to
change. Support for the role of metacognition is given by Biggs' subsequent
work (Biggs, 1985; 1988).

LEARNING CONTEXT

In the previous section it was argued that students possess a
preferred general orientation to study that is associated with enduring
traits such as learning style, personality and motivation. A considerable
body of research literature exists that suggests that students are aware (to
varying degrees) of contextual demands and adopt an approach to study that
they percesve to be most appropriate (Svensson, 1977; Laurillard, 1984;
Biggs, 1985; Ramsden, 1985). For example, Ramsden (1985) argued that
contextual factors not only directly influence the employment of a
particular strategy but are also associated with orientation changes. This
section examines these issues in more depth.

Much of the contextual research originated from the theoretical
perspective of Karl Lewin (1936). According to Lewin, one cannot derive
laws of behaviour without consideration of the situation in which the
person operates. An individual's environment does not serve ‘merely to
facilitiate or inhibit tendencies which are established once and for all in
the nature of the person’ (Lewin, 1936, p. 12). Lewin argued that behaviour
is the result of an interaction between environmental elements and the
person and called for clear statements about this interaction. Further he
commented that the influence of either component is likely to be greater or
lesser for different ‘psychological events' (p. 12)42,

To what extent do factors in the context of a course affect a
student’s actual learning strategy? Ramsden (1979, 1981, 1982) has devoted
considerable attention to this question, defining course context as ‘the

teaching, course organisation, subject areas, and assessment methods of
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university departments’ (Ramsden, 1979 p. 412). It is also the 'location of a
specific task within the background knowledge and interests of the student’
(Ramsden, 1979 p. 420). Unlike the British students studied by Ramsden,
New Zealand students enrolled in general degree courses, are likely to
experience a wider range of departmental contexts than their British
counterparts who tend to study within one department (Wilson, 1981;
Ramsden, 1985)43. Potentially at least they will need to make a greater
number of adjustments to varying demands.

Ramsden (1979) used the Course Perceptions Questionnaire in
combination with student interviews to investigate the degree to which
students’ approach to study was influenced by departmental context. The
second year students used in the study constantly related contextual
variables to the approach they took to learning and the level (deep or
surface) at which a specific task was tackled. (Entwistle and Ramsden,
1983). The departments chosen represented a range of disciplines (arts,
Social Science, Physical Science, Applied Science and Independent Studies.)
Unfortunately students from the less 'scientific’ Social Sciences (e.g.
Sociology and Anthropology) were not included nor were those from
Biological Science. | |

Ramsden's study pointed to contextual differences between university
departments which suggests that students tend to adopt different
strategies to suit the perceived contextual demands of each department,

including factors such as teaching style, subject matter and type of

assessment (Table 1.6). Significantly departments appear to create

particular contexts that can encourage different learning orientations
(Entwistle and Ramsden, 1983). It is significant to note that context
directly influences the general orientation to study and the specific
approach used in individual tasks (Ramsden, 1985). In arts subjects a deep

approach was consistent with interest and personal meaning while in
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science departments previous knowledge was more significant. Entwistle

and Ramsden (1983) concluded that students with different styles of

learning are attracted to different subject areas. Biggs (1985) found that a

student’'s general orientation becomes more pronounced at the end of three

years of study.

Table 1.6 Dimensions of learning environments derived from Course
Perceptions Questionnaire

Openness to students
Social Climate
Formal teaching methods

Clear goals and standards

Wworkload

Vocational relevance
Good teaching

Freedom in learning

Friendly staff attitudes and preparedness
to adapt to students needs

Frequency and quality of academic and
social relationships between students

Formality or informality of teaching and
learning (e.g.lectures vs individual study)

Extent to which standards expected of
students are clear and unambiguous

Pressure placed on students in terms of

demands of the syllabus and assessment
tasks

Perceived relevance of courses to
students’ careeers

Well prepared, helpful committed
teachers

Amount of discretion possessed by

students in choosing and organising
academic work

From Ramsden, 1979 and Entwistle and Ramsden, 1983

Laurillard (1979; 1984), investigated the approaches taken by science

students to several of their normal academic tasks.

She concluded that

‘approach derives from their intention - why they are doing it and what they
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expect to get out of it' (p. 134). Intention itself reflects a combination of
personal and course related factors such as form of assessment, perception
of the marker's requirements and previous experience. It was therefore
unlikely that students would consistently have the same intention when
studying in different situations44. Laurillard's work is important in that it
demonstrates variability between tasks.

Further evidence of the role of context comes from the work of Brew
and McCormick (1979) who used an illuminative research method% to
evaluate an Open University course that had been implemented in a
university Electrical Engineering department. While students’ ability to
implement effective strategies was a significant factor in determining
learning outcome, Brew and McCormick (1979) concluded that the course
material itself had a direct effect on student strategy. For example, the
Open University used ‘a closely argued text which spells out particular
relationships and assumes a particular sturcture to be learned (p. 437).
This made it difficult for students who wished to use a deep active
approach. Student C expressed the problem as follows:

"..besides it's very rigid .. When you read through a unit you more or less
stop at a level and you don't go any further until you reach the next unit. You
don't really develop the way you want to develop it’ (p. 437).

Brew and McCormack argued that student's style of learning did not
inevitably result in a particular kind of learning as task restrictions limited
the kind of strategy that could be used effectively.

Barrett and Wieneke (1979) identified an intrinsic interest
perspective along with the much more common instrumental view displayed
by adaptation to assessment requirements. They noted that these
perspectives paralleled the deep and surface approaches of Marton and Saljo
although the specifically avoided reference to processing as their data was

not sensitive to such activity. Barrett and Weineke demonstrated that while



students commonly enrolled in the course with one or other of the
perspectives, in some cases context was a significant factor in perspective
change46- The study is an interesting one in that it demonstrates once again
the interaction between personal characteristics, such as cognition, and
motivation and contextual factors. It appears that the level of the strategy

used to undertake a particular task depends largely on the influence of
perceived contextual demands.

More recently Biggs (1985) demonstrated that personal and
situational variables differentially affect learning approaches. He argued
that students who tend to use surface approaches are more likely to be
influenced by context than those who use deep or achieving approaches.

Motives are considered as being prior lo strategies,
and as springing in part [from the indiviaual's
personality structure and in part from situational
pressures. Strategies are eénvisaged as arising out of
motivational states In accordance with  lask
aemands...Deep approach has the closest Jinks with
personality ractors.. Achieving approach 1s SsSlightly

further [from the personological and closer to the

situational..Surface agpproach Is the most susceptible
to situational pressure’ (p. 202).

From Biggs' data it appears that the interaction of personal (e.g.'

metacogntive awareness) and contextual factors operate differently

depending on a student’s approach to study.

Support for Biggs' findings comes from Fransson (1977) who noted
that students who felt threatened by a situation were more likely to adopt a
surface approach. Fransson's research demonstrates the importance of
taking account of students' perceptions of course attributes (e.g. interest)
as opposed to the expectations of the researcher. Fransson (1977)
acknowledged the inaccuracy of his own estimation of the degree of interest
particular students would have in reading an article on the examination

system of the Institute of Education. Some Sociology students rated as



likely to have little intrinsic interest in the paper were in fact interested
in such material. On the other hand, some of the supposedly intrinsically
interested group (Education students) did not feel this way.

The greater significance of context in the surface approach explains
why it is easier to create a surface approach than a deep one. Marton and
Saljo (1976b) interspersed surface and deep level questions in the text and
found that students reading surface level questions (factual questions)
consistently adopted a surface approach whether or not they routinely used
this level of learning. Inserted deep level questions gave inconsistent
results. One group of students ‘technified learning by trying to fulfil only
the most explicit demand - the recalling and summarising the text in one or
two sentences’ (p. 121). The second group used the questions as an
indication of what would be tested and adjusted their learning approach
accordingly (not always successfully).

Ramsden (1985) concluded that ‘both styles of learning and
approaches to learning are intimately related to the assessment and
teaching context’ (p. 59). He suggested that learning context operates at
four levels.

1. Learning task. If the student perceives the task to be of interest and
relevance they will be more likely to adopt a deep approach. Similarly, a
task that requires memorisation and/or extrinsic motivation will result in a
surface approach (Watkins, 1984).

2. The lecturer or tutor. The characteristics of the teacher (e.g. positive
attitudes, enthusiasm and ‘good’ teaching practices) will have an effect on
students’ approaches to study.

3. Department or course. Ramsden (1985) pointed out that departments or
courses usually influence approach in a negative way. Assessment that
demands reproductive answers, heavy workload, and few opportunities for
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independent work encourages students to adopt a surface approach
(Entwistle and Ramsden, 1983).

4. Institutional. Work by Biggs (1982) and Taylor et al. (1980) has
suggested that students at different institutions may have different value
systems and reasons for study. For example, the mature aged students in
Taylor’'s study were more likely to be personally oriented than the younger
students at Sussex University.

Results obtained by Becker et al. (1968) pointed to the dominating
effect of the university environment in shaping particular goals and values.
Although Becker's work was more concerned with the whole university
environment than the influence of courses or individual tasks, it
demonstrated the influence of context on a more general orientation to
learning. They found that student learning was largely determined by the
grade point average students wished to obtain, noting that grades had
become the predominent currency in the reward system of the institution.
To achieve the desired grade, students conformed to the often hidden
curriculum47 (Snyder, 1971) which may run contrary to that set out by staff
in statements of course objectives. It would be unfair to state that Becker
and his colleages assumed that all students were totally preoccupied with
grades and in fact some students did have other concerns although pursuit of
these goals was generally in addition to the pursuit of grades. Two
alternative perspectives were identified: the professional perspective,
where students were willing to put effort into activites that were
perceived to be useful in later life, and the liberal arts perspective in which
some of the ‘brighter’ students saw university as the opportunity to broaden
their outlook and undertake interesting courses. These perspectives seem
to include features similar to the educational orientations of Taylor et al.
(1980). The point made by Becker and his colleagues was that students

were not initiators of their actions but responded to the perceived reward



system offered by university staff. While this view is not consistent with
the perspective presented here of the learner as an active participant and
director of learning activity, Becker's work does highlight the influence
contextual factors have on general orientation to study.

The authors of early American studies such as that by Becker et al.
(1968) tended to make generalised statements about the way in which
students actually set about learning without making distinctions between
types of students or various departments. Miller and Parlett (1974)
suggested that not all students are equally effective at picking up these
messages, some, the ‘cue deaf' are not even aware that such hidden
messages exist, attributing success to hard work alone. The ‘cue aware'
realise the existence of cues but do not set out to ‘play the game’ in a
conscious way. According to Miller and Parlett it is the cue seekers who
actively seek out staff and latch on to subtle clues given in class. Some
students then are likely to be more aware of the ‘hidden curriculum’. Do
factors such as orientation to learning (Entwistle et al., 1979), educational
orientation (Taylor et al., 1980) and study motivation (Biggs, 1978)
influence the nature of perception that students form of their context? It
may be possible that an interaction exists between level of awareness of
the hidden curriculum (Snyder, 1968), metacognitive awareness (Biggs,
1985) and the contextual demands. |If this were indeed so, it would
highlight still further the importance of taking account of student
perception in research design.

Wilson (1981) rejected earlier studies that suggested a linear
relationship existed ‘between entry characteristics and academic
performance’ 46 (p. 20), and incorporated the academic environment into his
view of the learning process. The important point seems to be that
students will perceive the demands of a course in different ways perhaps

depending on the degree of cue awareness and factors such as general
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orientation to learning and goals and concept of learning. Extending the
point made by Ramsden that cue-seeking students behaved differently in
different departments, one could suggest that such personal dimensions
influence actual perception of demands and thus the actual strategy used.
Context may intervene into an already complex interaction between goals,
orientation and awareness to determine approach. Whether or not the
student actually engages in deep level learning will ultimately depend on an
interaction of the personal factors discussed above.

It has been argued that not only does context directly affect the
particular strategy a student will use in any one situation but it also acts in
a more all-embracing way to influence a student’'s general orientation.

Ramsden's detailed analysis of the learning context identified a
number of factors (Table 1.6) all of which are influential in shaping the

learning approaches of students. With these factors in mind it is therefore
necessary to examine each in more detail.
STAFF

Student perception of the attitudes, teaching methods of the lecturer
and relationships between staff and students are key contextual variables
affecting student response according to Ramsden. Students see
characteristics such as teacher enthusiasm and commitment as affecting
their learning ‘above all, students value an environment in which their
teachers make genuine efforts to help them learn’ (Ramsden, 1979 p. 425).

Apart from personal factors in teaching style49, other areas of
importance are likely to be perceived teacher expectations (i.e. standard and
nature of work expected). It does appear that the way material is presented

in lectures is important in determining the kind of learning activities

students subsequently engage in. Particularly important is a lecturer's

ability to present material at the student's own level - providing clear links

with the student’s existing framework - if meaningful learning to take
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place. Hodgson (1984) used stimulated recall in an effort to discover what

students were doing and thinking and more particularly the reasons behind
this. Some students were more influenced by the actual presentation than
others. These ‘vicarious' students either gained stimulation from the
lecturer's own interest and enthusiasm or related to an experience the
lecturer described. Two other groups of students perceived the material in
terms of their own concerns. The first thought of the material in extrinsic
terms with no indication of any creation of personal meaning. Lecture
material was relevant either as being useful for assessment or just because
the lecturer has written it on the blackboard. The second group of students
did engage with the material in a personal way, fitting it into their own
experience or interests. Of particular significance was Hodgson's finding
that the way in which students made material relevant affected their level
of processing. Furthermore, an interaction appeared to exist between
relevance, personal factors such as general (educational) orientation, and
previous knowledge and course context.

Brew and McCormick (1979) distinguished two principal forms of
lecture presentation, the ‘iceberg’ form in which only a proportion of the
whole is revealed with the expectation that students will follow up for
themselves and the ‘whole story’ which is complete in itself. Students and
lecturers did not always agree on the form of lectures. This was most
obvious where lecturers thought they were presenting the ‘tip of the
iceberg’ in lectures and some students saw it as the whole thing. Other
factors of significance might be the size and form of the reading list, and
the style of the text book which may or may not lend itself to efficient
study strategies.

Ramsden found that approach to learning was also influenced by the

degree of structure in a course, and the emphasis given to teacher-directed
as opposed to independent learning.
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Staff attitudes, presentation and course organisation do appear to
affect quality of learning. However, the data presented here suggests that
a student’s own approach to learning will have some influence on the degree
to which staff influence their learning. As Hodgson demonstrated no matter
how lively and relevant the lecture presentation may be, some students will

not make the content personaily meaningful and in some cases will miss the
point completely.

ASSESSMENT

Assessment is aiso a key element in the learning context and as
Becker et al. (1968) and others since have demonstrated (e.g. Elton and
Lauriliard, 1979; Crooks, 1988) it often plays the major role in determining
the learning strategies students will uses9,

Assessment itself refers to the assessment programme (internal
assessment or final exam), the task itself (essay, multichoice test, limited
time exam etc) and the degree of flexibility available to students in terms
of question choice and components and weighting given (e.g three essays
and practical work all worth 25%) as well as the way work is marked in
terms of criteria and consistency. When all these factors are taken into
consideration, students are faced with a range of options and possible
responses.

The influence of assessment on level of processing may be
particularly marked in extrinsically motivated students (Fransson, 1977;
Ford, 1980). Ford argued that certain learning strategies and orientations to
learning lead to a ‘relative preoccupation with short term factors' at the
expense of a 'lack of internalisation and subsequent interest in the task’
(p.152). The impact of the assessment can be demonstrated in that it often
measures what the students ¢v do rather than can do. In a later paper, Ford
(1981) takes this statement a step further by writing: 'a principal

determinant of the type and quality of a student’s learning may be the way



in which the work is assessed (p. 372), particularly for the more
extrinsically motivated students. Although Ford makes his comments in the
context of a review paper, his views have been supported by the research
work of Fransson (1977) discussed above.

Miller and Parlett (1974) on the other hand, did not find any evidence
to suggest that extrinsically motivated students were more likely to cue
seek; apparently some of the students actually ‘played the examination
game’ more in courses in which they were especially interested. Awareness
of the hidden curriculum may be more closely associated to concept of
learning, metacognitive skills or as Miller and Parlett suggest, intellectual
development (Perry, 1970). The link between cue-seeking and interest is
rather unexpected and suggests that the links between intrinsic motivation
and assessment need further investigation.

The way work is marked also seems to have an impact on learning
strategies. Ford (1981) briefly mentions work done by Deardon, who found
that changing the way laboratory books were marked brought about changes
in learning behaviour that could not be induced from alternative teaching
methods. Unfortunately, it is not clear whether the changes made were in
terms of rewarding understanding rather than rote learning or weighting of
marks or nature of feedback although Ford's argument suggests the former.
More specifically, Watkins (1982a) found that assessment by essay
encouraged students to adopt a deep level approach to study.

One possible explanation for the suggested relationship between form
of assessment and level of processing, may relate to organisation of
material in memory. Anticipated demands are likely to affect the way
material is stored. It is the strategy employed to organise material for
storage that is likely to determine the quality of processing and the form of
stored information. Therefore, the anticipation of a certain form of

assessment and marking will influence the student’s approach to study.
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The timing and nature of feedback is also likely to affect future
learning, however with the exception of Entwistle (1981) few researchers
have given this factor any detailed considerationS!. Gagne (1985)
emphasised the importance of informative feedback with the assumption
that students are then able to modify their performance.

WORKLOAD

Workload appears as a significant contextual factor influencing the

quality of learning (Ramsden, 1979) (Table 1.6). A heavy workload does
seem to be associated with a surface approach to learning although it would
appear that this is in combination with a failure on the part of departments
to allow students freedom of choice in content and teaching method
(Ramsden, 1984). Not surprisingly, wWatkins (1981) found that at least for
science students whose course commitments included 1aboratory sessions, a
heavy workload limited the time they were able to spend on study. The
range of outside responsiblities of mature aged students appeared to limit
both the quantity and quality of study. Younger students also have a range of
commitments (family, work and/or social) Conversely Watkins (1984) found
that students were more likely to adopt a deep approach to learning if they
were allowed time to think about a topicsS2.

The interpretation of ‘heavy workload' appears to imply that students
perceived the demands to be stressful; a point that would be consistent
with Fransson's (1977) finding that a surface approach was more likely to
occur if students were anxious. However the definition of ‘heavy load is
likely to differ between individuals. An individual's enthusiasm may lead
him/her to far exceed the workload expectations of the staff member
running the course (Watson and Willis, 1984). There is also likely to be an
interaction between course work and other responsibilities.  Svensson
(1977) argued that time spent will be preceived differently depending on
approach to learning. Students using a surface approach are more likely to
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find learning ‘boring, irrelevant’ (p. 242) given the long hours necessary to
memorise course material. Novak (1977) also suggested that rote learning
was ineffective and that students using such a strategy would' need to re-
learn the material which clearly increases student workload.

Considerable research energy has been devoted to documenting the
amount of time students spend on their study. These studies are notable
chiefly because they highlight the differences between students (e.g. Hunter,
1979; Paxton, 1976). A study by Clift and Thomas (1973) detailed the
factors that contributed to perceived workload problems such as clashes in
the due dates for assignments.

The important question to examine here is the effect workload has on
student attitudes and quality of learning. In an assessment of commerce
facuity workload at the University of Canterbury, McKay (1983) found little
association between workload and course satisfaction. Other factors such
as frustration (from too many topics and excessive coverage), boring
content and two-hour lectures were more likely to contribute to low
satisfaction (Watkins, 1982a)

SUBJECT. MATTER

The conscious adoption of distinct learning strategies for work from
different departments may also be related to subject matter differences.
Biggs (1976) pointed to the possibility that certain strategies suit subjects
in the Arts faculty more than Science and vice versa. However, Biggs only
used students from English and Chemistry departments to support his claim
and a more complex picture might emerge if one were to add subjects from a
wider range of departments. Hajal (1972) distinguishes formal from
descriptive knowledge. Formal knowledge is contained in subjects such as
Mathematics and Chinese where the accumulation of knowledge is
progressive. Descriptive knowledge is found in subjects such as History

where it is possible to move from topic to topic with similar levels of
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ability. Because of the complex nature of subject matter at university, such
a distinction may be overly simplistic, aithough it does point to the
possibility that students studying different subjects or enrolled in
different facuities might need to employ different strategies to cope with
the demands of various forms of knowledge in addition to a strategic
response to specific eentextual demands such as assessment.

Ramsden (1984) focused on students’ perception of different kinds of
learning arising from different subject areas. The most noticeable
difference was that between Arts and Science subjects. In Science,
learning tasks ‘are typically described as hierarchical, logical, heterogenous
and rule and procedure governed (p. 156). There seemed to be agreement
amongst students that Arts subjects provided more opportunities for self-
direction, required interpretation and were not as difficult as Science
subjects as students were better able to ‘fudge’ areas where they did not
fully understand. These differences parallel operation and comprehension
learning (Pask and Scott, 1972). Like Pask, Ramsden made the important
point that efficient learners must make appropriate use of both styles.

One of Ramsden’s most interesting findings was that deep and surface
approaches were expressed differently in different disciplines. The
standard description of the deep approach as an attempt to manipulate and
integrate information fitted the Arts area, but, in science, deep processing
began with a concern for detail. For Science students the surface approach
represents an overconcern with techniques and scientific method. Arts or
Social Science students with a surface approach do not integrate details or
are superficial in their analysis of their reading. However, as mentioned
above a wider range of disciplines needs to be investigated before one can

say that certain approaches to study are commonly found in Arts or Science
subjects.
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CONSOLIDATION OF PRIOR KNOWLEDGE

The degree to which material presented in courses links with
information already stored by the student, thus affecting the quality of
learning is compatible with any theory of active learning in which the
emphasis falls on prior knowledge as a framework for the integration of
new material. (e.g. Ausubel, 1968). If deep processing is to take place, the
student must be able to form meaningful relationships between new and
existing concepts and principles. Sheen (1974) makes this point when
referring to reading strategies. He states that when reading is used as a
‘tool to acquire knowledge, it is relatively ineffective unless it is
accompanied by thinking. Thinking is of a critical nature and the reader at
the same time ‘uses his accumulated experience and knowiege to understand

what he encounters for the first time' (p. 16).

The influence of prior knowlege on understanding was demonstrated
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by Voss et al. (1983) who found that whilst novice political scientists could

understand discrete items of information, they were not able to cope with
large bodies of complex material. On the other hand, experts were able to
achieve understanding at a high level of abstraction by using qualitatively
different methods to solve a problem.

This point appears to be a key factor in the distinction between
novices and experts in a range of fields (McGaw, 1984). In a review of the
literature, Ford (1981) argued that prior knowledge must exist in storage at
a similar level of complexity to the new material if it is to aid
understanding. This principle is incorporated by Ausubel (1968) into the
concept of advance organisers.

A link appears to exist between a student’s prior knowledge and level
of processing. Collis and Biggs (1979) see a certain level of background
knowledge as essential if the student is to operate at the extended abstact

level of their SOLO Taxonomy. Given the hierarchical nature of knowledge



in the science field it is not surprising that Ramsden (1979) found that
background knowledge had more impact on the level of processing of Physics
students than those in the History or English departments.

PEERS

Ramsden (1979, 1981, 1982) does not discuss peers as a significant
influence on learning approach. Whilst acknowledging the influence of staff
in defining a particular learning context the role of peers should not be
ignored.

Some learning programmes have successfully incorporated peer
tutoring (Goldschmid and Goldschmid, 1976; Rudduck, 1978; Smith et al.
1986) and are based on the assumption that the depth of student learning
increases when students are required to teach material to others or engage
in leaderless discussion. Smith et al. (1986) used senior students as tutors.
The first year students reported that the student tutors developed a
‘facilitative’ climate and perhaps because of their close links with the
material in terms of having experienced it shortly before, were more
understanding and gave their students opportunites to express themselves.
According to Fransson (1977) these conditions should have enouraged deep
level processing. Benware and Deci (1984) found that students instructed
to learn from an article in order to teach the content to another student, had
higher conceptual understanding scores than students who had been
instructed to learn for an examination (form of examination was not made
clear). However, the two groups did not differ on rote learning score. This
provides further evidence to suggest that a link exists between depth of
processing and teaching the material to someone eise. The work of Benware
and Deci tends to suggest that it is not the act of teaching that makes the
material more meaningful, but the intention of the student when learning.

There is some evidence to suggest that the influence of peers is
greater in areas of university life away from the cognitive sphere.
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Certainly, anecdotal material gathered by Wilson (1966) suggested that
students themselves attributed changes in personality development, world
view and personal philosophy to peer influence. Tinto (1975) has suggested
that fellow students play a key role in the integration of the student into
university life and similar findings have been produced by studies
describing groupings of students be they sub-cultures, as claimed by Clark
and Trow (1966), or types of student (Feldman and Newcomb, 1969).

More specifically Parlett and King (1971) were able to demonstrate
that identification with other members of class in conjunction with the
enthusiasm of the lecturer, influenced the amount of work done in the
course and the attitudes to learning. This improvement seems to have come
largely from students feeling more relaxed with their colleagues and less
afraid of showing their ignorance by asking questions.

Apparently, interaction with peers both within and outside a course is
likely to affect a student's attitude and response to university as a whole
and perhaps learning behaviour within a course. This can occur at an
academic level, either informally or formally as discusion about content or
assessment requirements.  Alternatively, peers may give each other
emotional support directed at alleviating the' pressure of course or social
demands.

In conclusion, the main points from this section are firstly that the
departmental' context plays a significant role in creating a climate
conducive to deep or surface approaches. Secondly student approaches to

study do not arise as passive responses to personal traits but as the resuilt
of a dynamic interaction with all the components of the learning
environment (e.g. Fransson, 1977; Laurillard, 1978; Ramsden and Entwistle,
1981) and metacognitive awareness (Biggs, 1985). Because the way a
student learns is not fixed, teachers do have to take some responsibility for
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the environment they help to create and therefore the quality of learning
that results.

CONCLUSION

The major focus of this chapter has been the interaction between
personal factors such as educational orientation and concept of learning and
those in the learning context (e.g. assessment requirements, workload and
teachers). In general terms this interaction contributes to a student’s
perception of course demands which affects both their general orientation
to study and the more specific approach.

The relationship between these pérsonal and contextual factors is
ongoing, reflecting changes in student objectives and attitudes as well as in
the contextual elements. This is well represented by Entwistle (1981) who
included a feedback loop in his model of factors influencing the learning
process in recognition of the fact that while the model ‘implies a certain
consistency...the model emphasises the way experiences from the particular
task may alter the learner’s characteristics’ (p. 248).

The view of student learning described above has developed out of
research that is primarly interested in the learner's perception of actual
learning tasks and experiences. The work of Biggs is significant here as he
has not only provided further evidence for the existence of approaches to
learning but he has also argued that students apply different levels of
metacognitive awareness to their learning. Biggs (1985) has shown that
students adopting a surface approach are more likely to be influenced by
contextual factors than those using a deep approach.

A major contribution of the approach to study literature has been to
emphasise the importance of understanding as a learning outcome. Marton
and Saljo (1976a;b) demonstrated that not only is it possible to identify

qualitative differences in learning outcome but one can show that the
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quality of the processing is directly related to the quality of the outcome.
However, further work in Sweden (Saljo, 1978) and in Holland (van Rossum
et al, 1985) has indicated that terms like ‘learning’ and ‘understanding’ are
not fixed. Students form personal concepts of these terms which may be a
function of intellectual development and metacognitive awareness.

It appears that learners arrive in any learning situation with a range
of previous experiences, intentions, and concepts of learning. These affect
their perception of the learning context (e.g. a person who sees learning as
the acquisition of a body of facts will view the role of lectures differently
to someone who sees learning as the active creation of meaning). The
interaction of these factors influences students' general orientation to
learning and their specific approach. It is important to note that approach
is not solely concerned with cognitive input. As argued by Ford (1979) and
later by Entwistle and Ramsden (1983) and Schmeck (1983) the deep
approach can be applied on two levels. The first is cognitive, but the second
involves a search for personal meaning which according to Ford has
important implications for the development of positive attitudes to
continued learning.

The implications for course design and teaching prattice are
considerable. In the first place it is clearly established that it is too
simplistic to talk about ‘good’ and ‘bad’ learners. The effectiveness of
particular learning strategies is determined by factors such as prior
knowledge, learning skills and metacognitive awareness. Ability to match
approach to demand is likely to have positive resuits in terms of academic
achievement. Teachers also need to be aware that students do not all have
the same intentions (i.e. to gain high grades). Students are able to give
general reasons for their enrolment at university (educational orientation)
and it is also likely that specific reasons for studying particular courses
vary from course to course and individual to individual.
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A concept that has been briefly mentioned in relation to an
orientation to meaning, positive attitudes to learning and a positive
perception of the learning context is involvement in study (Ramsden, 1984).
The following chapter examines the literature on involvement in order to
develop the current rather poorly developed link between involvement and
approach to study.

NOTES

I. For a discussion of the contribution of cognitive psychology to the
understanding of learning see Shuell (1986)

2. The structural aspect of memory refers to the hierarchical

organisation of storage sites such as short term and long term memory
(Norman, 1976).

3. In an early study, Bartlett (1932) was able to demonstrate that

learners actively reconstructed narrative that they had been asked to
memorise. However, Bartlett's results appear to have been an artifact
of the unusual nature of the story he used (Zangwill, 1956) and the use
of repeated recall tests (Kay, 1955). Kay found that reconstruction
was significant in the recall of material that has ‘all too obviously
been lost’ (p. 95). However for material remembered over a short time
period ‘it was necessary to give more weight to the interactive

processes which have taken place on the initial perception of the
material’ (p. 96).

4. Bower and Clark (1969) investigated the effectiveness of chaining

(constructing a narrative around significant words) on subsequent
recall. Students were presented with 10 unrelated nouns and were
either instructed to learn them (control) or given instructions on the
chaining technique before commencing their memorisation. The
researchers recorded length of study time as well as number of words
recalled over lengthening time periods.

S. The term ‘phenomenographical’ research was adopted by Marton to

describe an approach that attempted to gain an understanding of
learning from the perspective of the learner. This ‘second order’
perspective made use of description and interpretation rather than the
prediction and control of the 'first order’ or traditional methods of
research. Marton's research methods are discussed in more detail in
Chapter 3.
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10.

1.

Marton and Saljo (1976a) describe the article as follows ‘The
newspaper article was 1,400 words long and included three tables. The
article was mainly a critique of the approaching curriculum reform in
the Swedish universities (UKAS), which aimed at bringing studies more
into line with those at the polytechnic institutes through the
introduction of set combinations of subjects and stricter regulations
as regards duration of studies (termination in the case of
unsatisfactory examination results). The reason for the reform, as
explained by the authorities, was that the examination pass rate at the
universities was considerably lower than that achieved at the
polytechnic institutes. The author of the article, had, after examining
the underlying statistics, divided university students into
subcategories and was thereby able to show that, even though the pass
rate was very low for certain categories of students, for other
categories it was as high as, if not higher than, that achieved by
technical students. The author argued that the blanket approach of the
university reform, which would affect all equally, was misguided. |If
the pass rate was to be raised (and this was not considered self
evident by the author) selective measures should be taken by
concentrating on those groups that did have a low pass rate’. (p. 8)

Dahlgren (1984) describes replications of the original research that
have allowed students to work at their own pace.

For a detailed description of Marton and Saljo's analysis of interviews
refer to pages 129 and 148.

Other attempts; e.g. Bloom's Taxonomy (Bloom, 1956) and the SOLO
Taxonomy of Biggs and Collis (Collis and Biggs, 1979) to measure the
quality of learning outcome have, according to Dahigren (1984) not been
sensitive to ‘differences in outcome which are bound up with the
specific content of a particular learning task’ (p. 29).

Concept of learning is discussed in detail on page 29.

According to Saljo, (1978) students for whom learning has become
‘thematised’ are able to rationally consider the demands of various
tasks and select the most appropriate strategy. Unfortunately, some
students are restricted to the use of surface level processing. It is
interesting to note that this limited approach is not attributed to low

ability but rather the influence of contextual factors such as
assessment (Marton and Saljo, 1976b).

12. Marton and Saljo do not give details to explain their theoretical

position. It may reflect their particular interest in an individual's
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unique learning and their concentration on specific outcome space,

rather than an attempt to identify general principles of cognitive
functioning.

13. Pask (1976) described two relatively permanent styles of learning:
comprehension and operation learning. A task specific learning

strategy was associated with each style (holist and serialist
respectively).

14. Brumby is guilty of over-generalisation. Not only does she fail to
distinguish between cognitive style, approach and strategy but she also
gives scant attention to the differences between Witkin's concept of
field independence (Witkin, 1950), the atomist approach of Svensson
and Pask's operation learning. Brumby uses these various styles and
approaches as illustrative examples of a perception style where the
student ‘immediately breaks a problem or task into its component
parts, and studies them step by step as discrete entities, in isolation
from each other and from their surroundings’ (p. 244). Brumby's second
stylistic dimension relates to integration with existing knowledge.
Here she distinguishes between a memorising approach and active
integration. Ausubel's rote learning, Marton's surface processing and
the operation learning of Pask illustrate memorisation while
meaningful learning, deep processing and comprehension learning
define integration. She does not discuss how Pask's strategies of
holistic and serialist learning can be examples of one 'style’ while his
own styles of comprehension and operation learning are subsumed into
the second. A similar problem exists for the atomist/holist distinction
of Svensson and Marton's deep and surface approaches.

135. Orientations to study refiects a student's ‘general tendencies to adopt

particular approaches (deep or surface) to learning’ (Ramsden, 1984 p.
158).

16. Entwistle originally used the term ‘approach to study' (Entwistle and
Ramsden, 1983). More recently ‘approach to learning' has been widely
adopted (e.g. Marton et al., 1984; Ramsden, 1985).

17. The development of the ASI has seen the removal of dimensions such as
sociability and openness (Entwistle et al, 1979) and the clarification
of the role of extrinsic motivation (Ramsden, 1984). Initially extrinsic
motivation was associated with the reproducing orientation. Research
by Entwistle and others (e.g. Watkins, 1982a; Willis and Clift, 1983)
has pointed to a closer relation with achievement motivation and to the
existence of a disorganised/negative factor (Watkins, 1982a).
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19.

20.

21.

22.

23.
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Orientation is not unchanging. Students may change their orientation
as the resuit of changing conceptions of learning or contextual
conditions (see p. 38 for a discussion of the influence of context).

More recently, Ramsden (1985) has repeated the earlier claim that
approach combines a student's intention and learning process as
directed at a learning task. Orientation is more general and reflects a
general tendncy to ‘approach learning in a particular way' (p. 57)

It is interesting to note that subsequent factor analysis of the ASI
indicated that globetrotting is associated with a disorganised factor
(Ramsden and Entwistle, 1981; Entwistle and Ramsden, 1983). In the
1983 analysis the meaning orientation 'showed a strong stylistic
component (comprehension learning). However, meaning orientation, as
opposed to reproducing orientation contained no element of pathology in
its loading'(p. 48). In fact the strongest loading factors on the meaning
orientation were deep approach (0.70) and intrinsic motivation (0.72).

Pask (1976) argued that the learning strategies of students expressed a
bias in favour of a comprehension or operation learning style. These
styles reflected a tendency of an individual to focus on the ‘overall
picture of the subject matter’ (comprehension learning) or to ‘pick up
rules, methods and details’ (operation learning) (Pask, 1976 p. 133).
Ideally a student draws from both styles in a versatile manner to
achieve a complete understanding. Over-reliance on comprehension
learning results in the pathology of globetrotting where the student is
preoccupied with generalities. Alternatively a failure to ‘see the wood
for the trees’ indicates the pathology of improvidence.

Cognitive style is usually taken to mean 'typical modes of perceiving,
remembering, thinking and problem solving inferred from consistencies
in manner or form of cognition as distinct from content of cognition or
level of skill displayed in the cognitive performance’ (Messick, 1979 p.
287). Although some writers (e.g. Brumby, 1982) have equated
cognitive and learning style. Learning style at least as identified by
Pask relates to styles of learning adopted to reach understanding,
rather than differences in perception (e.g. Witkin, 1950). A major
difference between cognitive and learning style is that the former is
viewed as a bipolar trait, with the latter expressing tendencies and
preferences directed towards learning. One's style does not determine
the strategies used, rather learning style reflects a predisposition to
adopt particular strategies (Entwistle, 1981). Cognitive style however
describes a pattern of perception.

Metacognition refers to ‘the higher-level (superordinate, executive)
processes of learners' (Shuell, 1986, p. 415).



24,

25.

26.

21,

28.

29.

The work of Marton and Saljo (1984) does indicate that students who

make use of a deep approach possess some awareness of contextual
demands and adjust their strategies accordingly.

Biggs developed the Study Process Questionnaire for use with tertiary

students and the Learning Process Questionnaire (LPQ) for second
school students.

The utilising and internalising dimensions were renamed deep and
surface approaches in recognition of the currency of these terms in the
literature (Biggs, 1985). However Biggs stressed the enduring nature
of approach. ‘Individuals are predisposed by their personality to adopt
one approach in preference to another, while certain situations
encourage or inhibit particular approaches’ (p. 187).

It should be stresed that metacognition is a process rather than an end
state (Biggs, 1988). Biggs (1985) used the term metalearning when
applying metacognitive principles to the field of student learning.
Metalearning refers specifically to ‘'students’ awareness of their
motives and control over their strategy selection’ (p. 192). He argued
that metalearning can be observed when students match motive and
strategy to produce an effective outcome. For example the surface-
achieving students are unlikely to obtain high marks by using
reproductive strategies (unless the task specifically requires
memorisation of factual material). In this example, Biggs is making
the assumption that the assessment requires some form of
understanding.  Although not using the terms metacognition or
metalearning, other reserchers (e.q. Miller and Parlett, 1974;
Laurillard, 1979; Gibbs, 1981; Jones, 1981) have demonstrated that
students form different perceptions of their learning environment.

Maehr (1974) argued for a framework that allows for the study of
cultural influences on achievement motivation. He suggested that 'the
achievement motivation that is not found among the so-called

culturally disadvantaged may not have been found because it was not
sought in the right places’ (p. 894).

For more detail on Nicholls' work see Nicholls, J. Conceptions of ability
and achievement. InR. Ames and C. Ames (Eds). Research on motivation

in education. Vol 1. Student motivation. Orlando: Academic Press,
1984.

30. The competitive element could be removed by use of criterion

referenced assessment (Glaser, 1963).
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34

35.

36.

37.

38.

39.

For example, Nicholls’ (Nicholls et al, 1985) use of the term
orientation to describe responses to situations where students feel
most successful (e.g. | feel most successful if | get out of work -
avoidance of work). Reference to learning style rather than orientation
is common in American research (e.g. Gregorc, 1979; Kolb, 1981;
Schmeck, 1983). |t should be noted however that orientation reflects
intention in the work originating in Europe and Australia.

Attempts have been made to relate teaching style to learning style.
Results are mixed although there is some suggestion that students
show lower levels of achievement when there is a marked mismatch
between their own style of learning and the style of teaching adopted
by the teacher (Entwistle, 1981). However, failure to produce clear

findings may be the result of complex interactions of variables
(Cronbach, 1975).

With the exception of the social educational orientation, each
possessed an intrinsic and extrinsic dimension. Intrinsic orientation
reflected a focus on the course material while in an extrinsic

orientation, content was irrelevant to the student in the achievement
of their learning goals.

The role of non-cognitive factors in influencing the success, failure

and style of learning of university students has been demonstrated by
Wankowski and Cox (1973).

Savicki et al. do not provide information as to students’ major subject

areas, describing students as selected members of the Class of 1969 at
Massachusetts University.

van Rossum et al (1985) argue that the five levels do represent
developmental change.

The development of the Perry’'s scheme was based on lengthy
interviews carried out with seventeen students entering Harvard and
Radcliffe colleges in 1954. These students were followed over four
years. Subsequent research using larger numbers of students confirmed

Perry’s earlier findings. Details of the complex scheme can be found in
Perry (1970).

Terenzini's concept of course involvement is discussed in detail in
Chapter 2.

These results are contrary to those of Thielens (1977), who claimed

that students are unlikely to attribute gains in their learning to the
efforts of staff.
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It is important to note that deep and surface approaches are value free.

Their worth relates to the compatability between strategy and task
demands.

Only 40% of science students reported changes in approach to study
from first to second year.

An example of this interaction is illustrated by Lewin (1935) who
describes a child playing with a doll. The child is attracted to the doll
(possessing positive valence in Lewin's terms). If the attraction is
strong enough relative to other psychological forces present at the
time, the child will play with the doll. The strength of the attraction
will vary from child to child and situation to situation.

The research of Ramsden (Ramsden and Entwistle, 1983) and Biggs
(1978) has indicated that approaches to study have different
interpretations in different disciplines. Using interview data,
Entwistle and Ramsden argued that ‘it is clear that what goes to make
up a deep or surface approach in one discipline is not the same as in
another discipline. Moreover while the meaning of the deep-surface
approach in one discipline is fundamentally the same in different

subject areas, there are important variations in emphasis’ (p. 142). See
also discussion on subject matter p. S1.

Laurillard's statement indicates significant variability in intention and
represents a contrasting perspective to that stated by Entwistle et al.
(1979) 'In attempting to measure approaches, however, there is an
assumption that students will exhibit sufficient consistency in
/ntention and process across broadly similar academic tasks to

justify measuring it as a dimension' (Entwistle et al., 1979 p. 367)
(emphasis mine).

The prime objective of illuminative research is to ‘throw light’ upon
what is actually happening in the teaching/learning environment.
Conceived by Parlett (Parlett and Dearden, 1977) as a technique for
programme evaluation, it combines a number of methodologies (e.g.
participant observation, questionnare, interview). Such an approach
draws on the work of Webb et al. (1966) who suggested that research
designs -that incorporated different methods and a range of data
sources would produce more reliable results than studies based on one
method or information base. This combined approach was termed
‘triangulation’ (Webb et al., 1966; Cohen and Manion, 1980).

Barrett and Weineke (1979) conducted an evaluation of a one hundred
level arts course at the University of New South Wales. Of particular
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concern to the staff running the course was a decline in lecture
attendance by the students. The researchers adopted an illuminative
methodology to understand why this was happening.

Hidden curriculum describes the covert message communicated in an
educational setting (e.g. Apple, 1979). In higher education, Snyder
(1967) used the term to describe the distinction students made
between the formal requirements of a course as stated by staff and the
actual requirements necessary for students to gain personal goals
(Snyder assumed the main objective was high grades).

Entry characteristics include family background (i.e. socio-economic
status) and demographic characteristics (e.g. size of high school
(Feldman and Newcomb, 1969).

Barrow (1984) discussed the problem of attempting to classify
teachers as direct or indirect in style. He pointed to a confusion
between directness and teacher warmth in earlier research and the
difficulty of coding behaviours that characterise each style. Barrow
does assume that ‘Students taught by an indirect style should, by and
large, show more signs of involvement and opinion-giving and should
feel that their ideas are worth having' (p. 172). An important feature
of the current study is that the findings relating to teaching style are
based on student perception rather than the observational studies

referred to by Barrow. See also Entwistle (1981) for a discussion of
teaching styles.

For an extensive discussion of the literature on the relationship
between evaluation and study learning see Crooks (1988).

In an interesting critique of E. L. Thorndike's laws of learning
(McKeachie, 1974) discusses a range of contradictory evidence on the
role of feedback. He concludes with the following remark. ‘It is fitting
that | learned from E. L. Thorndike’s grandson, Robert M. Thorndike what
| regard as the best generalisation we can currently make. He suggests
that knowledge of results eventuates in improved performance when
the learner is motivated, when the knowledge of results is informative

and when the learner knows or is told what to do to correct his errors’
(p. 10)

The importance of thinking time is developed by the extensive
literature on reflection, details of which can be found in Boud et al.
(1985), and Brookfield, (1987) and Viskovich (1988).

65



CHAPTER 2

LITERATURE REYIEW
INVOLYEMENT

INTRODUCTION

Although not central in educational writing, the importance of
involvement in learning has been acknowleged by a number of writers (e.g.
Beakley and Chilton, 1972; Powell, 1979; Stephen, 1981; Astin, 1984).
Unfortunately its value as an educational concept has been limited by the
range of meanings it has been given. Definitions suggest a complex concept
that has been variously defined as "the amount of physical and psychological
energy that the student devotes to the academic experience' (Astin, 1984 p.
297); 'engaging in the activities of a course programme with thoroughness
and seriousness; feelings, motives, purposes;- and self-direction or a
capacity for commitment and checking where the study is leading, as a
personal undertaking (Adams, 1979 p. S511). Adams' definition of
involvement is a comprehensive one and significantly derived from research.
Other researchers have made extensive use of the term! (e.g. Fisher et al,
1980; Kerwin, 1981; Terenzini et al.,, 1982; 1984) but have failed to provide
clear statements of meaning as illustrated by Terenzini's statement. 'The
student who is more integrated into (or "involved” in) the academic and
social life of an institution is more likely to grow in a number of ways than
is the student who is less integrated or involved' (Terenzini et al., 1982 p.
89). Similarly, Fisher et al. made casual use of the word, including
involvement as one synonym for engagement with no further elaboration.

‘The student’s engagement (involvement, on-task behaviour, attending)' (p.
14).
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To date, involvement has played a supporting role in much of the
learning research where it is mentioned (e.g. Calder and Staw, 1975;
Entwistle, 1981; Nicholls, 1984). In the course of this discussion | will
examine the nature of involvement and argue that involvement is a unique
concept in its own right, and essential if students are to be able to relate
what they learn to their own lives. |

This chapter aims to establish involvement as a concept in its own
right and one that can usefully be integrated into the work that has been
done on approach to learning. To achieve this, the discussion will examine
the nature of involvement as it appears in the literature; discuss the
similarities and differences between involvement and motivation; establish
that a relation exists between involvement and the quality of learning. The

chapter concludes with a presentation of the aims of the present study.

THE NATURE OF INVOLVEMENT

Involvement occurs in sociological (Goffman, 1957; Borgatta and
Cottrell, 1955) as well as educational psychology literature (Astin, 1984;
Terenzini et al., 1982; Fisher et al., 1980). As such it appears in contexts
which range from group interaction (Goffman, 1957) to definitions of
ability (Nicholls, 1984). Few studies have chosen to focus specifically on
involvement, the work of Miller (1977)2 and Astin (1984) being notable
exceptions. Because the nature of this concept has not received the
attention it arguably deserves, it is not really surprising that the meaning
of involvement is somewhat unclear.

This section of the literature review sets out to rectify that
omission with the objective of setting up a definition that can be justified
in the literature and compared with learners’ own perceptions of
involvement. It proceeds as follows: Firstly there is a discussion of forms

of involvement. Secondly the nature of involvement is examined through its
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measurement; in other words, how have researchers set out to measure
involvement and what does this tell us about the nature of the concept
itself? The remaining sections are devoted to a discussion of certain
emphases given to definitions of involvement. These are: involvement as

behaviour, involvement as energy and finally involvement as personal
commitment.

FORMS OF INVOLVEMENT

Astin (1984) argued that there are six forms of student involvement
(place of residence, athletic involvement, involvement in student
government, participation in an honours programme3, student faculty
interaction and academic involvement). These forms relate more to the
total university experience than specifically to academic or intellectual
activity and reflect Astin’'s interest in personality development rather than
learning.

The six forms of involvement fit neatly into two more general
categories. The first might be termed institutional involvement and
includes place of residence, athletic involvement and participation in
student politics. This category reflects the students’ integration into the
life of the univérsity (Tinto, 1975). The remaining three forms have more
obvious connections with learning and could be subsumed under the heading
intellectual involvement.  Participation in an honours programme is an
important element in a student’s intellectual experience. The second form
of involvement to be included in the intellectual involvement category is
Astin’s own more narrowly defined academic involvement. He referred to a
range of study related activities such as the number of hours spent
studying, level of interest and study habits. The implications of these
examples for his definition of involvement will be discussed below. Suffice
it to say, the nature of academic involvement is multidimensional,

combining as it does involvement as time, degree of interest and quality of
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study strategies. Student-faculty interaction4 also represents an aspect of
a student's intellectual experience. Unfortunately Astin saw this in terms of
frequency of contact. Despite asserting that ‘frequent interaction with
faculty is more strongly related to satisfaction with college than any other
type of involvement, or, indeed any other student or institutional
characteristic’ (p. 304), Astin did not make any comment about the range of
formal and informal, in and out of class interactions that take place
between students and staff.

It appears that students can be involved in a range of university
situations and activities. However, description of these activities does not
tell us anything about the nature of involvement. Clearly, a student who is
involved in an athletic programme will display a different set of behaviours
to the student who is involved in study. Is the nature of involvement
different in the situations he describes? Astin's own definition suggests
that it is not. According to Astin, ’‘student involvement refers to the
quantity and quality of the physical and psychological energy that students
invest in the college experience’. (p. 307). Involvement is defined as energys
that the student directs to self selected activities. One can. conclude that
although the focus of involvement 'changes, involvement itself does not.

To return to forms of involvement, Terenzini et al (1982; 1984) made
a distinction between classroom and social involvement. Their research
explored the relationship between student development (personality and
academic) and various institutional factors. In a modified version of Tinto's
integration theory®, Terenzini et al. (1984) argued that the more a student
is integrated into the academic and social life of the university the more
likely he/she will develop (both academically and personally). A significant
part of the research programme involved the development of a range of
quantitative measures of student academic skill development, institutional

integration and social and classroom involvement. It is interesting to note
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that despite the fact that Tenenzini equated involvement with integration:
the classroom and social involvement scales were only subsets of the
scales used to measure the 'various dimensions of social and academic
integration'(Terenzini, 1982, p. 93)7. These two types of involvement were
identified using principal components analysis of ten ‘involvement items'
The authors developed a 4 point scale (almost never to almost always). One
can only gain an idea of the nature of social and classroom involvement by
examining the items in the inventory as Terenzini does not define

involvement explicitly8. Items are given below:

Classroom involvement

1. Enjoyed classes

2. Learned something new in classes

3. Learned from out of class assignments

4. Found interesting courses

S. Expressed views in class

Social involvement

1. Felt at home here

2. Met students who were interesting

3. Attended quad/dorm parties

4. Did things with other students

5. Found interesting things to do on campus
The overall theme to emerge from the social items is one of integration into
the social life of the university. Like Astin's forms of involvement it
represents another situation towards which students may direct their
energy. The nature of classroom involvement is not as clear, presenting a
view of involvement as a mixture of experiences (items 1 and 4), learning

outcomes (items 2 and 3) and classroom participation or interaction (item
5).
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Involvement can be observed in a variety of contexts. The studies
mentioned above give some clue as to the nature of academic involvement
itself. For example Astin stressed the direction of energy towards
behaviour. Terenzini et al. suggested that classroom involvement embodies
elements of experience, interaction and outcome. The following sections

examine key elements in various ‘definitions’ of involvement as it relates to
learning.

MEASUREMENT OF INVOLVEMENT

One gains considerable insight into researchers' perceptions of a
concept by examining techniques of measurement. Of interest here is not
the measurement techniques themselives (e.g. quantitative vs qualitative)
but rather, what they tell us about the researchers’ views of the nature of
involvement. This section firstly discusses measurement of involvement as
a qualitative or quantitative concept and secondly examines the importance

given to the measurement of variables generated by learners as opposed to
those developed by the researcher.

Involvement as quantity or quality

Fisher et al. (1980) measured students’ involvement in terms of time
on task. In a large study entitled the ‘Beginning Teacher Evaluation Study’,
Fisher et al (1980) focussed directly on the relation between time and the
academic achievement of seven-year-old children (as measured by multiple
choice achievement tests in Maths and Reading). They suggested that a key
element determining achievement is not the amount of time allocated by the
teacher for an activity but rather the amount of time the student spends in
active engagement. Fisher's concept of active engagement is synonymous
with attention, involvement, and time on task. According to Fisher et al., an
attentive student is one who is ‘actively involved in the task at hand,
probably with some enthusiasm’ (p. 23).  This tautological argument states

that an involved student is one who is involved in the task at hand!
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Measurement of involvement was done using observers who recorded the
amount of time students engaged in on-task activity. This form of
measurement clearly indicates a quantitative and behavioural view of
involvement (i.e. the more time spent on-task the more invoived a student
is).

Although they did refer to certain classroom activities (e.g. group
work) that seemed to encourage students to spend time on the task, Fisher
et al. did not comment upon the possibility that involvement is qualitatively
different in group work than during individual study. Measurement of time
on task would not reveal such qualitative differences. Furthermore, work by
Alton-Lee (1984) suggests that observers may be inaccurate in their
assessment of time on task. A difference can exist between what the
observer thinks the child is doing and the reality. A child may appear to be
actively engaged in the "approved’ task but in fact be learning misunderstood
concepts or planning after school activities. Alton-Lee demonstrated that
the apparently off task activity of rubbing out was positively related to the
amount learnt. A child observed to be gazing out of the window may in fact
be relating course material to some personal experience. In short, one needs
to consider the quality of intellectual activity rather than the amount of
time a student appears to be ‘on task’. It is interesting that Fisher et al.
raise this point themselves when they state that a ‘learning child’ (one who
obtains high scores on the achievement test) not only spends long periods of
time on task, but also knows how to learn. The child spends ‘a lot of time
practising and reviewing skills' (p.23). One can argue that it is not the
amount of time that is important here but the quality of the learner's
metacognitive skills that are more closely related to achievement. If one is
to understand the nature of involvement it is essential to uncover what

students do when they are involved rather than quantifying the time spent.
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Terenzini et al. (1982) were interested in the frequency of social and
classroom involvement. Students were asked to assess how often they
enjoyed classes, attended ‘dorm. parties' etc. Although still quantitative,
Terenzini saw level of involvement in terms of how often students engaged
in involvement activities rather than the amount of time spent on each
(Fisher et al, 1980). Apparently Terenzini did not consider the possibility
that the range of behaviours mentioned were in any way qualitatively
different. Neither Fisher nor Terenzini explored involvement in terms of
depth of feeling.

Despite an assertion that involvement has a qualitative dimension,
Astin emphasised the measurement of involvement as a quantitative concept
(hours spent studying). Even his qualitative example of review and
comprehension of reading assignments versus day-dreams is quantitative in
the sense that it refers to the use of a considerable amount of mental
energy (directed to the task) in the first example versus none in the second.
The effect of involvement on student personality development is discussed
with the clear view that involvement relates to hours spent. For example,
Astin suggested that a high level of academic involvement will have a
detrimental effect on the breadth of student experience. The assumption
here is that academic involvement necessarily means that long hours will be
spent in study. The student will therefore have less opportunity to interact
with his/her peers. However, students can be involved and engage in deep
level processes without spending long hours of study devoted to one topic
(Pace, 1982). Even studying itself can be undertaken in cooperative groups.
In which case involvement would not be at the expense of other activities or
study in other subjects. The problem with these perceptions of involvement
is that they suggest that a student is involved if they put time into learning
or engage frequently in ‘involvement’ activities. Is there more to being

involved than spending time on learning?
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Although not specifically mentioning involvement, the work of Pace (1982)
provided useful insights into the concept. Astin compared energy with
effort and it was effort that interested Pace. He stressed the importance of
measuring quality as well as quantity of effort. Pace made an important
distinction between effort in terms of time spent and the quality of the
activity. For example, discussion with others is at a higher level of quality
than taking notes. Unfortunately this example does overlook the range of
notetaking/making activities. For example, superficial discussion of a
factual point appears to be at a lower level in terms of quality of effort
than actively making notes (i.e. integrating ideas and linking new
information with previous learning). Pace was able to show that quality of
effort is a better predictor of academic achievement than time on task. The
emphasis on quality of effort is a signif icant advance on the predominantly
quantitative view of expended energy expressed by Astin.

It is interesting to note that these studies have all measured
involvement as a behaviour. Even Astin who defined involvement as energy
gave little attention to investigating the nature of the energy itself.
Researcher and learner generated perceptions of involvement

The assumption that the learner takes an active part in the process of
learning lies at the heart of much of the involvement-related research.
Astin made his view quite clear. ‘The theory of involvement..emphasises
active participation of the student in the learning process’ (p 301). It is
interesting to note that Astin and others (e.g. Newell, 1984) placed the
responsibility for encouraging involvement with the institution. Astin
argued that ‘a particular curriculum, to achieve the effects intended, must
elicit sufficient student effort and investment of energy to bring about the
desired learning and development’ (p. 301). In short, if it creates a climate?
that encourages involvement, students will inevitably become involved.

Clearly, a range of contextual factors are important in creating a favourable
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climate for the development of students’ involvement (developed below).
However one must not overlook personal factors such a student's
educational orientation (Taylor et al, 1980) and interest (Ford, 1979). It
can be argued that involvement is the result of the interaction between
personal and contextual factors.

In line with such a view it is important to consider student
perceptions of involvement and the factors that affect it. Some studies
have included the measurement of student perceptions in their methodology.

Terenzini et al (1982) asked students to rate the frequency of their
involvement. However the researchers established the parameters of a
definition of involvement in their classroom and social involvement scale.
The same study also asked students to estimate their growth in four areas
(personal growth, academic processes, academic content and future
preparation). A more open approach was taken by Miller (1977) who allowed
students (and staff), the freedom to provide their own definitions of
involvement in response to an open ended question. The range of responses
covered feelings and experiences as well as activities. Pace (1982) based
his work on students’ own reports of the nature of their effort.

If involvement is an important factor in determining the quality of
student experience and learning it is important that the students’ own views
on the nature of involvement, factors that encourage or discourage
involvement and its benefits are taken into account. The argument
presented above is consistent with the distinction made between first and
second order research perspectives (Marton, 1981).

INVOLVEMENT AS BEHAVIOUR

Involvement as behaviour has been a major focus in the literature.
This section examines the relative importance of behaviour and feelings in
the nature of involvement.
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Astin acknowledged that involvement does have an ‘internal’
component. He saw this as part of an individual's motivation (a point which
will be debated below) and devotes the remainder of his paper to a
discussion of the behavioural components of involvement. Astin's interest
‘is not so much what the individual thinks or feels, but what the individual
does, how he or she behaves, that defines and identifies involvement’. (p.
298). It is interesting that his examples of academic involvement are not
limited to observable behaviour. In addition to number of hours spent
studying and good study habits'0, Astin included degree of interest which is
certainly internal. Further one can argue that number of hours spent
studying is @ measure of involvement not involvement activity itself. Study
habits are certainly behaviours but the term ‘good’ is confusing. One
assumes Astin meant ‘good’ in the sense that the study habits are effective
in gaining high marks (which may indicate amount of learning). ‘Good
suggests a judgement of worth that seems inappropriate in this context.
Study habits are more or less effective depending on the student's objective.

A behavioural approach to involvement is useful from an educational
point of view. Staff are easily able to measure their students' level of
involvement, modifying their teaching if the level appears too low.
However, this raises the problem of what are we to measure? Is it the time
a student spends on a task or the kind of activities a student engages in, or
the learner's degree of personal commitment?'! Is it possible to say that if
a student engages in a particular behaviour he/she is inevitably invoived?

Is involvement not more to do with the strength of commitment a student

possesses (Ford, 1979)7 | argue here that a focus on the behavioural

component of involvement is not sufficient. To gauge the level and nature of

involvement one must also look at a student’s feelings about what he/she is
doing.
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Miller (1977) began his study with the assumption that involvement
takes ‘many forms’ (p.55). His examples of these many forms (i.e. listening
to lectures, completing set exercises or participating in class discussions)
suggest that he perceived involvement in terms of activity. The sample of
academic staff at Australian National University who responded to Miller's
questionnaire similarly defined involvement as learning behaviour with the
most predominent view being active participation in class discussion.
However staff also referred to ‘inner’ responses such as desire to learn,

commitment and feelings as well as involvement as outcome (marks). Miller
gives the following examples:

Student Involvement 1S the stuagent's reeling or
personal responsibrlity ror its own sake’

Student sense of commitment to the subject ror
Its own sake’

A following through of problems not merely
meeting rormal requirements

(Miller, 1977 p. 57)
Miller asked students to ‘list five most important ways that they had

been involved in learning in the present unit’ (p. 58). They were not asked to

give definitions. However, he used this data to conclude that students

tended to perceive involvement in terms of activites (e.g. attending classes,
doing reading and talking to staff and students). This emphasis is not really
surprising given that the wording of the question directed students towards
activity. A few individuals did distinguish between personal and academic

involvement (similar to Terenzini's social and classroom involvement).

Apparently, staff and students have different views about

involvement. Students emphasise activity - mostly doing amounts of course

work rather than indepth study. Staff add some sense of personal

commitment to learning activities. The qualitative gap between staff and

students appears to close when students consider ways of increasing



involvement. A number of students mentioned discussion (Miller, 1977)
which indicates a level of active participation and possible commitment to
one’s ideas.

Miller's findings indicate that any definition of involvement must
make allowance for a wide range of personal interpretation. Although
presenting no evidence to support this view, Miller suggested that individual
differences such as personality have a role to play in determining an
individual’s definition of involvement. Furthermore he also demonstrated
the existence of subject area differences. For example, students in the Law
Faculty were more likely to see involvement in terms of doing set reading
than did History or Multi-disciplinary Arts students. On the other hand, the
Multidisciplinary Arts students emphasised discussion with staff and
students to a greater extent than the students in other subject groups.

Adams (1979) summarised Miller's results and pointed to a
distinction between involvement a&ct/ons, and ree/ings or interests.
Adams built upon Miller's definitions and described them in terms of
categories of involvement and associated values such as interesting vs
boring, happiness and joy vs anxiety and fear. Adams' study focused largely
on the four categories (Table 2.1). They cover a range of learning activities,
feelings and experiences.

Behavioural aspects of involvement make up the majority of the
category subsets. The accountable category refers to things that students
seem to be expected to do (i.e. they are held accountable). One must ask
however, held accountable to whom and to what standard? Unfortunately
distinctions are not made between course work that is a basic requirement
for passing and that perceived to be more than required. This is a particular
problem in the ‘reading for course programme’ subset. Adams separated
interaction from other course related activities and placed interactive

activity in a category of its own. As with the accountable category the
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focus is on behaviour rather than feelings. Although a distinction is made
between in-class discussion, and discussion that takes place out-of-class
between students or between students and staff, Adams categorises the out
of-class discussion as informal. Terenzini et al. (1984) looked at out-of
class contact between staff and students in more depth and suggested that
students and staff could interact formally as well as informally in this
context. The researchers based their analysis on interactions lasting longer
than ten minutes. Terenzini et al. differentiated interactions 'dealing with
academic purposes’ (p. 625) such as discussing course work and obtaining
advice on academic programmes from those that had a non-academic
purpose. These included discussion of personal problems or informal
socialisation. Terenzini was able to show that frequency of academic out-
of-class contact was positively related to academic skill development (e.g
ability to work independently and mastery of content).

Adams’ (1979) ‘decision-making’ category of involvement included
course-related decision-making such as choice in mode of assessment and
participation in committees. This subset related more to extra-curricular
activity and is closer to Terenzini's concept of social involvement. The key
element here is that students control the direction of their learning
experience as reflected in their active participation.

The ‘experiential’ category is the most problematic. Its purpose is to
describe a range of course related feelings and experiences. Clearly
enjoyment and admiration for the subject are feelings, while educational,
interdisciplinary and career experience are also appropriately categorised.
However, Adams included independent learning such as ‘own reading’ and
'self direction in learning in the ‘experiential’ category. These would be
more appropriately assigned to a subset in a category covering learning
activities although a des/re to engage in self directed learning certainly

represents student feeling. Commitment is experiential but its association
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with ‘investment time/effort’ suggests that Adams sees commitment in

behavioural terms. Adams also classified coping stategies as experiential.

An individual's ability to cope with the demands of university may reflect

Table 2.1 Activities/aspects of course perceived as crucial to the definition

of 'involvement’

Accountable 0 (a) Attendance at lectures.
performance 0 (b) Attendance at tutorials, practicals, etc.
(contract) 1 Fulfilling required/recommended course

1

LS LR SN O b

Interaction 6

o~

Experiential 9

11

12

13

Decision-making 14
15
16

activities (general)

Fulfilling recommended course activities
(specific):

(a) lectures;

(b) tutorials;

(c) other pracs.

Reading for course programme.

Wwriting papers, projects; assessed papers.
Exams and tests (pro factor vs con factor).

Structure/course plan prepared/directed
by teacher.

Tutorials/pracs, interaction (a) participant;
(b) even silent.
Informal interaction outside classes

Informal interaction outside classes
(students)

Enjoyment, admiration for subject.
Commitment/investment time effort; own
reading.

Self-direction in learning, other self-
responsibility.

Breadth of educational experience (including
extra-curricular), interdisciplinary
experience, including career experience.
Strategies for coping; toward rival course

claims; workload; assessment distortion/
dissimulation.

Committee participation

Course-plan development (choice in)
Modes of assessment (choice in)

(Adams, 1979 p. 509)



emotional characteristics. However, strategies themselves seem more
aptly defined as learning activities. ‘Experiential’ is a broad category
covering affect as well as cognitive experiences (e.g. breadth of educational
experience). With this in mind, further research is needed to distinguish
internal aspects of involvement from what students actually do.

Adams does suggest a definition of involvement. |t attempts to

combine all the categories into one broad statement.

Engaging in the activities of coursée programme with
thoroughness and seriousness, reelings, motives,
purposes, and selr direction or capacity ror
commitment and checking where stuay Is leading, as a
personal undertaking' (p.511)

The central element in Adams' definition is the view that an involved
student is one who participates in course work in a way that reflects some
serious commitment to study. Significantly, involvement does not represent
any one activity or qualitatively distinct group of activities. The key idea
here is not the nature of the activity but the frame of mind in which it is
undertaken. This seems to lie at the heart of a definition of involvement. It
can be argued that a student’s perception of the nature of involvement will
play a significant role in the selection of involvement activities. Clearly,
to make effective use of a particular activity the student must possess the
necessary level of study skill competence.

The suggestion that involvement has behavioural and affective
aspects was put up by Adams (1979). Other writers have made a similar
point (Goffman, 1957; Fisher et al, 1980; Terenzini et al, 1982). For
example Fisher et al. stated ‘there is some indication that high attention
(involvement) is usually the result of interest and enthusiasm. However,
one needs to examine whether feelings are part of the definition or an
important component in the development of involvement. It certainly
seems likely that positive feelings about a course will encourage a student

to become involved (as Fisher's quote suggests), just as the experience of
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involvement may result in the student enjoying the course even more. Thus,
affect can be a reason for and a result of involvement. Involvement, in the
sense that it represents personal commitment, is a combination of affect

and behaviour (Rogers, 1969), thus the two elements are mutually

supportive.
INVOLVEMENT AS ENERGY

The predominant description of involvement in behavioural terms is
related to the view that involvement reflects the direction of energy!'2. The
purpose of this section is to establish that involvement as the investment
of energy is too restricted. The argument that involvement represents the
investment of energy has been proposed most clearly by Astin (1984) who
claimed that this energy can be both psychological or physical and that the
energy can be invested in various objects (general or specific). The degree
of involvement is determined by the amount of energy expended by the
student. Astin suggested that involvement has qualitative and quantitative
features. However he referred here to the qualitative or quantitative
measurement of behaviour not the nature of energy itself. In other words
behaviour can be measured quantitatively. in terms of hours spent, number of
books read or qualitatively in terms of the degree to which the student
attempts to understand underlying meaning. Thus, energy can be either more
or less as the student invests an amount of energy into a range of learning
activities.

Is it possible to describe energy in qualitative terms (i.e. different
types of energy)? Borgatta and Cottrell (1955) identified two forms of
energy that initially, at least, seem to be qualitatively different. They
emphasised the importance of involvement as a factor determining the
quality and effectiveness of social groups. Using artificially created groups
of three, the authors identified seven component variables that could be

used for group classification. Two of these variables represented different
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forms of involvement. The first was termed ‘involvement activity’,
manifesting itself in high levels of emotional energy. Group members
expressed opinions with displays of affect and emotion without tension.
The second factor was termed discussional involvement and represented
high levels of intellectual activity by group members (i.e. discussion and
debate). Closer examination reveals that emotional and intellectual energy
are actually defined in behavioural terms. It is the nature of behaviour that
distinguishes emotional from intellectual energy (i.e. examples of
‘emotionally toned opinion” and displays of ‘solidarity’ (p. 672) as opposed to
intellectual discussion).

Goffman (1957, 1961) also perceived involvement as energy in the
sense that involvement varies in its level of intensity. When observed at its
most intense, involvement is totally engrossing and essential if individuals
are to avoid alienation from social interaction. Although Goffman measured
involvement in behavioural terms (i.e. degree to which group members share
a common focus of attention and exhibited socially approved involvement

behaviour) he also linked involvement with inner experience referring to the

‘organismic psychobiological nature of Sspontaneous
Involvement...when an indiviaual becomes engaged in an
activity, whether shared or not, it is possible rfor him
to become caught up by it, carried away by It
engrossed in it - to be, as we say, spontaneously
involved in it. He rinds it psychologically unnecessary
to refrain from dwelling on it and psychologically
unnecessary to awell on anything else. A visual and
cognitive engrossment occurs '(Goffman, 1961 p. 38).

In his earlier paper Goffman (1957) made it clear that intense involvement
required that the individual be emotionally committed to the task at hand.
It was not sufficient to be going through the motions in a behavioural sense
while emotionally committed to something else. The role of affect in

determining the intensity of involvement was made even clearer in a paper
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by Sarbin (1954). Sarbin argued that different degrees of involvement
reflected

an intensity daimension.. At the low eéengd or (he
aimension would be the kind of interaction which
occurs with little arrect and with /ittie erfort. The
role of the customer in today's supérmarkét involves
only minimal participation - the saying of a rew
wordas, plus a rew movements involved in the exchange
of money. Contrast this role with the intensity

involved in enacting the role of the mother with a sick
chila'(p. 233)

Sarbin also referred explicitly to the qualitative nature of
involvement by suggesting that involvement was qualitatively different at
different levels of intensity. He actually identified seven levels of
intensity; the Towest of which is demonstrated by the supermarket shopper
who is able to carry out this role while adopting other roles (e.g. that of
mother). The most extreme level of intensity is illustrated by involvement

In a role that may have irreversible consequences (i.e assuming the role of a

dying person as in a case of voodoo or death wish).  Energy itself varies

in terms of its amount and as such is a quantitative concept but as
demonstrated by Sarbin, an integral part of involvement is emotional.
Although the social interactionists referred to here (Goffman, Sarbin and
Borgatta and Cottrell) directed their attention to interpersonal interaction,
involvement as personal input, combining cognitive and affective elements
Can be directed to the area of student learning. Moreover, in his analysis of
involvement, Goffman provided a useful link between an intense reaction
(i.e. energy) and a particular focus of attention. Thus, Goffman's work is
important as it demonstrated that involvement could be seen as the

direction of intense energy towards a particular object which is also
relevant for the learning context.
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In this section it has been agued that energy itself is a quantitative
concept and may be directed into activities that can be measured
quantitatively or qualitatively. Energy remains the same and it is the
quality of behaviour that changes. While energy is used to define
involvement it is likely that it will be measured in behavioural terms.
However, energy may also be viewed in terms of emotional intensity which
suggests that involvement is more than cognitive input. This point is
discussed below.

INVOLVEMENT AS PERSONAL COMMITMENT

Involvement is the active expression of commitment. According to
Rogers (1969), ‘commitment is a total organismic direction involving not
only the conscious mind but the whole direction of the organism as well’ (p.
273). At its extreme level of intensity, involvement may represent compiete
self absorbtion. Goffman (1957) made a similar point when he suggested
that the involved person ‘becomes an integral part of the situation, lodged in
it and exposed to it, infusing himself into the encounter’ (p. 38). Thus, the
individual is totally committed at a personal level.

Rogers distinguished between rote and experiential learning. The
latter is inner directed, combining cognition and affect. The fundamental
difference between rote and experiential learning lies in the degree of
meaningfulness it has for the learner. Rogers touched on a significant point,
namel-y the distinction between learning as an activity that gives meaning
to content, and learning with a sense of personal commitment to what one is
doing. The former is similar to Marton's deep approach. The importance of
learning as commitment is developed by Ford (1979) who argued that deep
strategies are not enough to achieve a sense of personal meaning and
lifelong commitment to learning!3. The activities of analysis, synthesis and
evaluation practised during a course need to be combined with personal

acceptance and valuing of information'4 if significant long term learning is
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to take place. Ford (1980) pointed to the fact that acceptance and valuing
seem tautological as ‘students tend not to value information they do not
accept, or if they do, tend to value what they accept’ (p. 66). Significantly
Ford went on to suggest 'that accepting and valuing may perhaps best be
considered as indicators of a common construct - ‘commitment’ - but
relating to different stages in a learning task’. If students are to become
involved they need to see the relevance of what they are learning - not just
as this relates to extrinsic goals but to themselves as people.

According to Perry (1981), student commitment to ideas is a
significant step in intellectual development and marks the transition to
position 6 (Commitment forseen) and above. In this context commitment is
defined as ‘an internal disposition through which one apprehends the
possibility of orienting oneself and investing one's care in an uncertain and
relativistic world' (p. 94). A combination of awareness of one's ideological
stance and the relativity of knowledge is also expressed in level five of
students’ concept of learning (Saljo, 1978; Gibbs et al., 1982). Van Rossum
and Deijkers (1984) extended the original five concepts of learning
described by Saljo, by noting that some responses ‘expressed other than
purely cognitive attitude..in these answers the emotions, the intuition, the
person of the subject seem to play a more important part than in any of the
other response categories’ (p. 223). However, in the Perry and van Rossum
and Deijkers research the students studied Humanities and Social Sciences.
Entwistle (1981) argued that a student may be more likely to be ‘brought
face to face in his academic studies with the fundamental dilemmas of
humanity’ (p. 75) than an undergraduate Science student is likely to be. Thus
the generation of ‘emotional conflict’ and the challenging of ‘personal
values' may be more common in Humanity and Social Science subjects.

Wwith this point in mind, students may express commitment in
personal and/or academic terms; what is important is that the committed
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student personally values (Ford, 1979) what he or she is learning.
Involvement is more than just energy - it is the energy that is generated
from a sense of commitment which can be directed into a range of
behaviours and reflects an integration of affect and cognition (Adams, 1979;
Ford, 1979).

Klinger (1977) made an important connection between commitment
and behavior. According to Klinger, behaviour is directed to achieving a
wide range of goals (e.g. 'to win a trophy, obtain a contract..improve a
relationship with a close friend p. 36-37). He argues that humans (and
higher animals have an inner

process that 1s speciric to the goal and that continues
to operate until the goal is achieved or abanaoned.
without such an innér process, peéople would Stop
striving for the goal as soon as they were out of
sensory touch with it and things associated with it.
They would be almost as easily sidetracked as a
mosquito. The inner-goal related process keeps them
alerted to new possibilities ror achieving their goal’
(p. 36)

The onset of this inner process is termed commitment. Although not
explicitly using the term involvement in this context, Klinger argued that
once an individual becomes committed to a goal (as opposed to an
incentive!S), the person is likely to engage in behaviour to seek the goal.
Once engaged in this process the person is more ‘inclined to notice cues that
bear on it, to remember them , to think about them' (p. 305). It is
interesting to note the similarity of these behaviours with the involvement
activities mentioned above.
SUMMARY

To summarise, involvement is defined in this thesis as a
commitment expressed through active engagement with the task

/tse/r In this definition it is commitment that is the necessary but not



sufficient element. An involved student must express his/her commitment
in active terms. As Astin (1984) and Miller (1977) make clear, a key aspect
of involvement is activity. A valid concern is the translation of feelings
into actions by involved students. The focus of attention is the task itself
rather than specific learning goals such as demonstrating competence. No
reference is made to students’ goals or motives. It seems likely that
involvement as defined here is consistent with intrinsic motivation,
however there may be situations where extrinsic motives do allow
involvement to develop (Biggs and Telfer, 1987).

The definition stated above does not refer to specific involvement
behaviours in the way that Miller (1977) does. It is the student who chooses
his/her learning behaviours. This is based on an individual interpretation of
commitment. There may be some relation between study orientation or
concept of learning and the level of activities an involved student chooses.
The result of involvement in terms of learning outcome will depend on the
quality of activity used. For example, involved students who employ a deep
approach are likely to gain a deeper understanding of course material
(Marton and Saljo, 1984) as well as Ford's personal meaningfulness.
Students who implement involvement activities that are consistent with

assessment demands are likely to find that involvement is positively
related to academic performance.

INVOLVEMENT AND MOTIVATION
The previous section examined a range of research and discussion
directed at involvement. Involvement has been likened to integration

(Terenzini et al., 1984), effort, time on task (Astin, 1984) and attention

(Fisher et al, 1980). In the course of the argument a definition of

involvement was proposed which integrates affect and behaviour.
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At first sight, involvement as defined here has much in common with
motivation in that both concepts are concerned with factors that determine
the direction of learning behaviour. Astin was aware of the similarity and
noted that:

‘the construct of student invelvement in certain
respects resembles a more common construct in
psychology: motivation. | péersonally prerer the term
Involvement, however, beéecause it implies more than
Just a psychological state; It connotes the behavioural
manirestation of that state. /nvolvement, in other
words, 1s more susceptible to direct observation and
measurement than is the moré abstract psychological
construct of motivation. Moreover, involvement seems
to be a more userul construct Fror eaucational
practitioners. “How do you motivate students?” is
probably a more difficult question to answer z‘ﬁan "How
do you get stuadents involved?"(p. 301)

While | would certainly agree that involvement is a more useful
educational construct than motivation, Astin's comments need clarification.
In the quotation, Astin defined involvement in behavioural terms. However,
in the same paper Astin suggested that the concept has an internal aspect
that relates to feelings. For example, his synonyms for involvement
included "take a fancy to and show enthusiasm for’ (p. 298) and although both
are expressed as verbs they incorporate affective elements. On the one
hand Astin is suggesting that motivation refers to internal, affective
reactions while involvement is behavioural; on the other he presents a view
of involvement that combines affect and behaviour'®s. Certainly as
involvement is defined here, emotion and behaviour are an integral part of
the concept of involvement.

Astin’'s definition of motivation is not consistent with that proposed
by Deci (1980) who viewed motivation as behaviour; defining intrinsic
motivation as ‘behaviours which a person engages in to feel competent and

self determining’ (p. 6). Deci's position suggests a link between feelings and
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behaviour. A similar point is made by ‘Ames and Ames (1985) who indicate
that a relationship may exist between cognition and affect (see also Parlett
and Dearden, 1977). Thus one cannot distinguish motivation from
involvement by stating that the former is concerned with emotion and the
latter with behaviour (or vice versa).

To separate involvement from motivation one must first identify the
essential elements of motivation and distinguish these from involvement
(as defined above). Unfortunately motivation is at least as poorly defined as
involvement. Entwistle et al. (1974) complained that motivation has been
used as a ‘conceptual charlady widely used for sweeping up variance in
academic attainment’ (p. 379). In Wilson's (1972) view, the confusion
between motivational concepts such as extrinsic and intrinsic suggest that
‘it is better not to use jargon-terms like ‘extrinsic’ and "intrinsic’, but to
use ordinary English sentences of the form 'He wants to learn X because...
followed by as full and precise an account as we can give' (p. 101).

Peters (1958) criticised the confusion between a goal directed view

of motivation and the causal factors underlying motives. He believed that

“much human behaviour could adequately be accounted for using goals or

reasons for action!'?. He emphasised the active and rational nature of human
behaviour. This stance has been further developed by more recent cognitive
theorists'8. Based on an assumption that humans behave rationally,
cognitive theorists view belief as the source of a person's action.
Differences do exist between theorists on issues such as the role of a need
for achievement (Covington and Omelich, 1979), the importance of self
determination (de Charms, 1984) or the nature of rationality (Nicholls,
1984; Weiner, 1979; 1983). However, an overview of the cognitive position
reveals that goals such as achieving understanding (Weiner, 1979) or
demonstrating competence (Dweck and Elliott, 1983; Nicholls, 1983) are a

key feature of the position. An individual's goal directly affects their
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learning behaviour. Thus in Peters' terms, goals provide the reason for
action.

Associated with attempts to reach one's goal are a range of affective
behaviours, such as satisfaction and enjoyment (Dweck, 1985). Peters was
critical of what he perceived to be a confusion between reasons for action
and their underlying causes. However, the combination of affect, cognition
and behaviour is a feature of much of the attribution research (e.g. Harter
and Connell, 1984).

Nicholls (1979; 1984) and researchers like Dweck (Dweck and Elliott,
1983) have refined the role of individual goals as a source of motivation.
Nicholls" work has been largely concerned with achievement related
behaviour. His own theoretical position is based on the premise that all
learners wish to demonstrate competence. Nicholls suggested that learners
do not share the same definition of ability. On one hand competence may be
demonstrated by comparing one's ability favourably with others, or
alternatively achieved by gaining mastery. Nicholls used this argument to
provide a useful integration of much of the conflicting motivational
research. Incompatible resuits (e.g. Atkinson and Raynor, 1974; Weiner,
1979) are largely the result of researchers’ differing conceptions of
ability. For example, Nicholls, (1984) argued that Atkinson's principles of
motivation were based on the assumption that ability equalied effort
(undifferentiated). On the other hand Weiner's work is consistent with the
view that ability is capacity and is 'inferred from effort and performance’ (p
41).

Not only are goals important in seeking opportunites to demonstrate
competence they are also significant in intrinsic and extrinsic motivation
(Entwistle, 1984). Wilson (1972) pointed to overlap and confusion between
intrinsic and extrinsic goals. It has certainly been the case that

persistence or re-engagement in a task without clear extrinsic reward is
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assumed to reflect intrinsic motives (e.g Calder and Staw, 1975; Condry,
1977) with no account being taken of a student's affective response to a
task (e.g such as intrinsic interest). In Wilson's view it is too simplistic to
make a distinction between internal intrinsic motives and motives that lie
outside the individual (such as receipt of marks). He suggested that
intrinsic motivation has two elements. On the one hand an inner need for
self esteem (similar to Deci, 1980) and on the other, a personal interest in
the content.

To sum up, motivation research (from a cognitive perspective) is
largely directed at describing individual goals and identifying a range of
attributions, beliefs, expectations and affective responses (e.g. guilt) that
are associated with these goals.

A range of goals with relevance for the quality of learning have been
proposed in the literature.

1. Demonstration of mastery to self - associated with interest

2. Intrinsic interest in the content - engrossed in the material!9

3. Demonstration of superior ability - termed ego involvement by Nicholls
(1984).

4. Desire to please significant other (e.g. teacher, parent) suggested by
Harter and Connell (1984) and termed 'social solidarity’ by Maehr (1984).

S. Desire to obtain extrinsic reward (e.g. Biggs and Teifer, 1987).

The discussion so far has drawn attention to the apparent similarity
between involvement, with its stated relationship between feelings, and
behaviour and motivation. This similarity is particularly marked for
intrinsic motivation which reflects a concern with learning as a goal in its
own right. The following section examines intrinsic motivation in some
detail. |

Intrinsic motivation has been the focus of considerable research
interest (e.g. Condry and Chambers, 1978; Deci, 1980; Dweck, 1985). In an
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influential paper, White (1959) argued that the concept of a need to cope
with environmental demands provided a more realistic account for
behaviours such as exploration and curiosity than the earlier homeostatic
drive theories had done (e.g. Hull). However, perceptions of intrinsic
motivation differ. Researchers place differing degrees of emphasis on the
role of White's suggested need. For example, Deci (1980) suggested that
intrinsic motivation reflects the need for self determination and
competence. By ‘conquering challenges or reducing incongruity’” (p. 61) the
individual achieves a sense of satisfaction resulting from feelings of self
determination and competence. On the other hand, Dweck and Elliott (1983)
stressed the importance of the goal of mastery as providing the direction
for intrinsically motivated behaviour.

Entwistle (1984) identified two elements in intrinsic motivation:

1. Learning because of interest and perceived relevance; a definition that
has much in common with Nicholls (1979) concept of task involvement.

2. Learning to be successful; Entwistle's second element embodies a hope
for success.

Only the first element is consistent with Peters’ (1958) view of intrinsic
motivation as being directed atlearning for its own sake.

Hope for success and fear of failure are two motives suggested by
Atkinson (Atkinson and Raynor, 1974) which comprise need for achievement.
However, both "fear of failure’ and 'hope for success’ may be consistent with
Nicholls differentiated view of ability. Students with a ‘low perceived
ability will only expect to succeed on normatively easy tasks' (p. 49). at
least in this case the student can avoid demonstrating his/her incompetence
(fear of failure). A student who has a high perceived ability will expect to

succeed and will seek out tasks where there is a moderate chance of
success (hope for success).
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Entwistle (1981; 1984) made specific mention of competence
motivation ‘which describes the way achievement enhances future
performance’ (Entwistle, 1981 p. 193). Confusion with intrinsic motivation
arises here as both forms of motivation share a common goal(i.e. success).
Presumably competence motivation relates more to success as measured
normatively, thus reflecting a differentiated view of ability (Nicholls,
1984). According to Entwistle intrinsic motivation is more concerned with
mastery or understanding.

In his discussion of motivation, Entwistle appears to be attempting to
combine needs and goals. On the one hand he identifies intrinsic and
extrinsic goals and on the other includes two motives associated with a
need for achievement. The position of competence motivation is unclear but
seems to reflect a need as 'the positive orientation towards learning
created by the repeated experience of successful learning activities’
(Entwistle, 1984 p. 7) suggests that a sense of competence provides some
stimulus to learn.

Furthermore, Entwistle (1981) suggests some kind of hierarchical
relation exists between needs and goals.; ‘'where neither of these forms of
motivation (hope for success and fear of failure) is dominant, the approach
to learning may be explained in terms of the relative strengths of extrinsic
and intrinsic motivation’ (p. 197). The problem here is that intrinsic
motivation appears to combine need and goal. As Entwistle (1984) clearly
states, ‘intrinsic motivation takes two forms, one in which learning is
explained by interest and perceived relevance, and another generally
described as achievement motivation’ (i.e. hope for success - is one motive
of need for achievement) (p. 7).

In his description of motivation, Entwistle does not discuss Nicholls’
goal of demonstrating competence to others. The competence motivation

identified by Entwistle is more closely related to Nicholls view of
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perception of ability where the experience of learning contributes to
individuals’ view of their own competence.

Extrinsic goals are also an important motivator (Biggs and Teifer,
1987). According to Entwistle (1984) extrinsic motivation reflects a desire
to attain external (to learning itself) goals such as high marks. Harter and
Connell (1984) combine a desire to please the teacher to this, while Biggs
and Telfer (1987) term is social motivation .

Learning, albeit qualitatively and quantitatively different under each
goal condition, is obviously taking place in all the examples outlined above.
Key motivation questions concern clarification of the students’ goals,
demonstration of why these goals are important and the effect they have on
the process of learning.

The following three points illustrate why questions concerning
involvement are somewhat different in terms of their focus.

1. Involvement is not defined in terms of behavioural goals, although its
presence may, as Biggs and Telfer (1987) suggest lead to re-definition of
one's goal. According to Biggs and Telfer, other forms of motivation,
particularly instrumental (i.e. extrinsic) in the form of positive
réinforcemént, may encourage a student to become involved which in turn
changes the focus of the motivation to intrinsic. Involvement increases as
the learner becomes more intrinsically motivated. Biggs and Telfer defined
involvement as a focus of attention and althoughhe did not explicitly state
it, Biggs suggested that a student is involved if they are recoding material
out of interest.  As the student becomes more involved, recoding takes
place. Apparently the student moves from a surface to deep approach. The
authors argue that involvement is necessary if a student is to become
intrinsically motivated. However, it is not clear why a student should move
towards recoding if not already intrinsically motivated (i.e. interested in

the task itself). One possible explanation is to satisfy assessment demands.
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Biggs and Telfer suggest that positive reinforcement may encourage
students to increase their invoilvement. The literature on the relation
between extrinsic and intrinsic motivation is still unclear as to the effect
extrinsic motivation has on level of interest (e.g. Bates, 1979). However,
the general view seems to be that extrinsic motivation is in conflict with
intrinsic motivation particularly if the task is perceived as interesting in
itself (Calder and Staw, 1975; Ryan et al., 1985). This seems to be because
of the learner's focus. In the extrinsic situation the student is focusing on
the goal (e.g. receiving praise) and under intrinsic conditions, the focus is on
the task itself. However, in cases where the task is uninteresting or the
reward relates to task performance, it can be argued (from an attribution
perspective) that some learners gain a sense of satisfaction from the
experience of positive reinforcement. The positive feelings may lead to the
development of interest in the task itself.

Thus one can be involved without having an intrinsic reason for
studying. Involvement as a commitment'to actively participate in a task
may be consistent with a range of internal and external goals. Involvement
refers to an individual's commitment to engage with content that is
significant to them and to learn in an active way; it does not necessarily
relate to a particular goal. Conversely, a learner may have an intrinsic
motive but not be involved. This situation may arise if the contextual
conditions (such as anxiety-provoking assessment demands) preclude the
development of personal commitment and prevent the application of active
participation.

2. Involvement reflects a response to a particular set of personal and
contextual circumstances, while motivation reflects a set of enduring
personal characteristics or traits (Atkinson and Raynor, 1974; Taylor et al.,
1980; Maehr, 1984) similar to those of personality dimensions.

Motivational behaviour in any one situation may be influenced by the degree
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of challenge present in a situation (McKeachie et al.,, 1986). Challenge is
just one of five student-centred dimensions20 suggested by Harter (cited by
McKeachie et al.,, 1986) and all reflect enduring personal preferences. ‘Each
dimension can be conceptualised as a continuum along which individuals can
vary. The challenge dimension refers to the individual's preference for
challenging tasks or easy tasks' (McKeachie et al, 1986 p. 53).

To a large extent, motivation reflects internal traits such as a
personal need for competence or self determination (Deci, 1980), personal
goals (Nicholls, 1984), the value a person ascribes to these goals and/or
perceptions of ability (Dweck, 1985). As Dweck argued ‘it is not the
particular events themselves that affect intrinsic motivation, but the
events in the context of learning versus performance goals, with the same
event potentially having opposite effects in the two goals' (p. 294). The
enduring nature of motivation is expressed clearly by Entwistle (1984) who
claimed that,

‘These rorms orf motivation (e.g. extrinsic, intrinsic)
are describing /earning in terms of (raits which are
the habitual rorms of satisraction derived by difrerent
people from their experiénces of learning (over a
period of time)..some anxious people seem to go
through their education, driven more by a rear of
failure than by a hope ror success'(p. 7).

3. Involvement is directed towards a specific task rather than the
achievement of a general feeling of mastery or competence as is motivation
(e.g. Deci, 1980). Although the role of context is increasingly emphasised in
motivational research (e.g. Nicholls, 1984). Nicholls suggested that ‘'we do
use different conceptions of ability in different situations' (p. 41). This
argument provides justification for Nicholls' two conceptions of ability
however the adoption of a particular goal (e.g. differentiated) determines a
person's reaction to the context rather than interaction with it.

Furthermore, Nicholls' concept of task orientation reflects a definition of



ability that applies across a range of learning tasks. Similarly, although
Deci (1980) certainly argued that individuals have a need to seek challenge,
this is generalised across tasks. As argued above by Entwistle (1984)
learning experiences are significant in the development of motivation but
this refers to a more general experience of success or failure rather than
the response to the demands of a particular task. Involvement activity is
focused on one task and may reflect specific interest or the challenge
provided by that situation. '

Writers such as Parlett and Dearden (1977), and Wilson (1972), have
argued that motivation is such a wide term and as such has lost its meaning.
It is therefore more appropriate to look more closely at concepts like
involvement that concern a specific response to personal and contextual
factors. Involvement questions are concerned with individual perceptions
and contextual influences on the learning process of involved and non-
involved students.

INVOLVEMENT AND LEARNING OUTCOME

The belief that involvement should be encouraged is a common theme
in the Titerature. The influence of learning on involvement has been seen
directly (i.e. the more involved a student is, the more they will learn Astin,
1984; Fisher et al,, 1980) or indirectly by suggesting that involvement
increases motivation which encourages students to engage in a range of
learning activities (Beakley and Chilton, 1972; Biggs and Telfer, 1987). The
exception to this is Terenzini's (Terenzini et al., 1982) work which views
learning outcome as an integral part of classroom involvement.

This section discusses the learning outcomes that have been
associated with student involvement. The outcomes can be categorised
broadly as product (quantitative or qualitative) and process. In other words
the whafand how of learning.
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INVOLVEMENT AND LEARNING AS PRODUCT

Fisher et al. (1980) demonstrated that time on task (involvement)
was positively related to achievement test scores in Reading and Maths.
The longer students were observed to pay attention to a task, the more they
recalled. However, it is interesting to note that high-scoring students
(termed 'learning students’ by Fisher) also engaged in evaluation of their
own léarning processes vand level of prior learning which suggests that such
awareness may also contribute to amount learnt. Pace (1982) certainly
found that quality of effort was a better predictor of academic performance
than time on task. Unfortunately, Pace did not discuss the form of
assessment used to measure academic achievement. It is necessary to know
whether the assessment used in a particular study measures amount or
quality of learning. It is only then that it is possible to consider whether
involvement is positively related to quantity or quality of learning.

Astin suggested that "the amount of student learning and personal
development associated with any educational program is directly
proportional to the quality and quantity of student involvement in that
program'’. (p. 298). In other words, students will learn more if they spend
more time studying andlmake use of active learning strategies. Although not
explicitly stated, students would be likely to produce high marks in tests
that measure the amount of learning. However, if one examines the
argument in more detail it appears that form of involvement (e.g. athletic,
academic) plays an important role in determining the level of academic or
personal development that occurs from involvement. For example, in Astin's
view students who are heavily involved in an honours programme may
develop relationships with faculty but be isolated from their peers.

Furthermore, Astin makes the point that ‘excessive’ involvement2!
may be counter-productive, resulting in students who are workaholics or
obsessive-compulsives. What Astin really says is that moderate amounts of



involvement directed towards a range of university activities will result in
positive academic and personal development, thus, more is not necessarily
better. Astin related involvement to amount of learning but is involvement
related to depth of learning also?

Astin (1984) himself suggests that it may be. An active learner who
reviews and comprehends reading assignments seems more likely to
understand the ideas in that assignment than one who day-dreams. Miller
(1977) makes a similar point. Beakley and Chilton (1972) produced evidence
that supports this suggestion. In a paper entitled ' /avo/vement increases
motivation to /earn, they attempted to increase the motivation for
learning of first year Engineering students. This was to be achieved by
involving the students in realistic projects that they would find both
‘instructive and enjoyable’ (p. 876). Beakley and Chilton hoped that by
encouraging students to become more actively involved, they would not only
achieve better and longer term retention of factual material, but also gain a
better understanding of important engineering concepts. Unfortunately,
their results were provisional and only related to test marks. Students in
the ‘involved class obtained scores 15% higher than students in more
traditional classes. However, although students appeared to en joy the new
programme (95% preferred that method of teaching) there is no indication

that they were actually more involved than the students in the traditional
lecture class.

»

In a wide ranging study, Terenzini et al. (1982) examined the effect a
range of institutional factors had on student performance as measured by
grade point average. While the best predictor of first year GPA was
previous school achievement and academic aptitude, the level of social and
classroom involvement was a significant contributing factor. Of slightly
less importance (but still significant) was frequency of staff and student

interaction (academic or career discussion). Terenzini clearly viewed
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frequent experience of mastery of course content both in and out of class as
an integral part of the definition of involvement itself ( refer items 2 and 3
in classroom involvement scale given on p. 70). The wording of these items
makes it impossible to say whether the learning outcome is quantitative or
qualitative.

Miller's (1977) main concern was with definitions of involvement;
however, he did suggest that active participation is more likely to result in
meaningful learning. From this study there is a suggestion that involvement
has a beneficial effect on learning quality.

Unfortunately, the authors discussed here are not talking about the
same concept. Involvement, to Fisher and his colleagues, means time, Astin
views involvement in terms of an amount of energy, the key aspect of which
is behaviour. Terenzini, on the other hand included learning outcome as an
item in his classroom involvement scale and Miller described a range of
definitions which included activity as well as personal commitment.
INVOLVEMENT AND LEARNING PROCESS

Consistent with the view that involved learners are active
participants in their learning is the view that involvement facilitates the
development of academic skills. The important point to note is that the
skills associated with involvement appear to be examples of the deep
approach to learning. One may assume that the deep approaches will assist
students to reach a deep level of learning outcome. One does need to ask
whether all involved students engage in such high quality processing.

In addition to their interest in academic performance, Terenzini and
his colleagues (Terenzini et al, 1984) examined the relationship between
involvement and academic process?2. In general the best predictor of
academic skill development was classroom involvement and high school
achievement. Frequency, and to a lesser extent, nature of contact with

staff, was of significance particularly in the third year of study. A
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relationship was also noted between the Academic content scale and
classroom involvement. This finding is not unexpected given that two out of
the five items contributing to classroom involvement were concerned with
the degree to which the student felt they had learnt something in and out of
class. Academic content and these items seem to be directed at content
mastery. The authors concluded

Tt would appear that the quality or Sstudents’
classroom expériences may have a positive influence,
not only on the extrinsic reward of academic
achievement, but alse on moreé Iintrinsic ouvtcomes such
as general intellectual growth and competence. There
/s some modest evidence to suggest that level or
classroom involvement may also be positively
associated with perceived personal growth (p. 106-107).

John Powell (1979) expressed concern at the failure of incoming
students to adapt to the demands of higher education. Due to a combination
of lack of individual preparation, unrealistic expectations and institutional
factors such as large classes, many students restricted themselves to

‘surviving the system’ rather than engaging in 'the disciplined exploration of
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the world of ideas’ (p116). In suggesting solutions for this perceived

problem, Powell argued that it is crucial to help students ‘to discover where
their true interests lie and to foster the development of some semblance of
genuine academic involvement'. (p116). He suggested that the development
of academic involvement will lead to an improvement in students
experience of university and in the quality of learning. Powell is not alone
in this view. Other writers have called for course programmes that
encourage student involvement (e.g. Beakiey and Chilton, 1972; Steinaker
and Bell, 1979; Stephen, 1981; Brandes and Ginnis, 1986).

Newell (1984) commented on a National Education Institute report23
which calls for attempts to increase student involvement at university with

the aim of restoring the integrity of the bachelors' degree programme,



which according to the report, has been overwhelmed by an emphasis on
vocational training to the exclusion of liberal education. The authors were
committed to the view that students focus too early on a narrow
occupational path with little opportunity to examine issues that affect
themselves and society as a whole. The subject matter is of less
importance. Involvement comes from courses that are both stimulating and
have high but clearly stated expectations. The outcomes of involvement
(defined in terms of engaged interest and participation) are 'a quest for
knowledge, reflection about the nature of themselves and society and
‘motivation to go beyond required assignments’ (p. 8) and a commitment to
lifelong learning. Involvement is seen as expended effort but also as the
processing of course material to a degree where it becomes personally
meaningful. The responsibility for the development of involvement is placed
with the university teachers. The authors of the report call on them to
provide more detailed feedback and spend more time in discussion with
individual students. Calls for increased involvement are based on the

assumption that if one institutes organisational change and improves the

communication between teachers and students, involvement will naturally

follow. Students will become interested in their studies and seek resources
beyond those demanded by assessment requirements. Such a view, while
laudatory in that it accepts the role that academic staff play in creating a
fertile climate for involved study, does not acknowledge the importance of
students’ own orientations to study and perceived study goals as factors
that may also determine involvement. The criticisms of vocational courses
are inconsistent with the statement that subject matter is unimportant. If,
as they state,involvement develops under stimulating conditions it should
be possible to design vocational courses to fit this requirement. It seems

more likely that it is the students’ vocational educational orientation that
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limits their involvement rather than vocational courses per se (Nicholls et
al., 1985).
OTHER OUTCOMES

The benefits of involvement for various aspects of learning have been
discussed above. Several researchers have suggested other outcomes may
result from involvement in study.

Ford (1979) moves beyond the statement that personal commitment
encourages a deep approach. In his view an even more significant outcome
is ‘continuing motivation, attitude, and belief formation and change,
personal valuing of learning experiences, and the development of value
systems and personal commitment’. (p. 148) The relation between
involvement and continuing motivation is one that is also made by Newell
(1984).

Several authors have suggested that involvement has a direct effect
on the level of motivation (Biggs and Telfer, 1987; Beakley and Chilton,
1972). According to Biggs and Telfer, a high level of involvement in study

as demonstrated by ‘recoding’ (p. 116) will result in increases in intrinsic
motivation.

LACK OF INVOLVEMENT

Given that involvement is associated with a range of positive
experiences and outcomes it is not really surprising that lack of
involvement is seen as undesirable. According to Covington (1984) student
under-achievement can be related to a lack of involvement and inactivity.
Goffman (1957) suggested that non-involvement can result in boredom and
at worst total alientation. These are outcomes which obviously have
serious implications for students’ learning experiences.

A range of outcomes have been discussed. Comparisons between the
various studies are difficult given the range of definitions of involvement.

A finding by Miller (1977) gives insight into the confusion between
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definition and outcome. He identified involvement activities which ranged
in quality from attending lectures to indepth study. He noted that the
activities students believed to be part of a definition of involvement were
influenced by the objectives and demands of their lecturers. Miller
concluded that if lecturers encouraged students to work at deeper levels of
learning they would be more likely to get high quality outcomes. It may be
that the outcomes expressed in a range of research studies is largely an
artifact of the range of definitions used and inevitably the form of
measurement used. '

There is certainly considerable evidence to suggest that time on task
is positively related to achievement ( Carroll, 1963; Bloom, 1976; Fisher et
al., 1980; Gagné, 1985). However, one needs to consider whether time on
task is an adequate definition of involvement. It has been argued above that
it is not. One can therefore consider the possibility that there is a range of
learning outcomes that may be associated with a broader definition of
involvement that considers the students’ commitment to the task as well as
the actual learning activity implemented.

The main point to consider is whether involvement, either defined in
behavioural terms, or as personal commitment or interest improves both the
experience, and quality and quantity of learning. There is some evidence
that it does. However, further investigation is needed. Research is also
needed to examine the relation between individual definition and outcome.

INVOLVEMENT AND LEARNING CLIMATE
The work of Terenzini et al. (1984) suggests that one can talk about
a climate of learning that encourages and supports student involvement.
Ramsden has established the importance of a student's perception of
learning context on their approach to learning and it is interesting to note

that Ramsden found that students were more likely to be involved in their
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study when studying in departments that were rated highly on factors such

as 'good teaching' and ‘freedom in learning. He commented that

vepartments appear to provide contéexts within which
students rind it easier to develop an interest in the
subject matter and wuse gpproaches aimed at
understanding... students daiffer greatly in what they
want to achieve from their stuaying /1 they want to
make the academic content personally meaningrul
these departments wil] racilitate such development'
(Ramsden, 1984 p. 161)

This statement is important because it suggests that context of learning
combines with personal factors to produce a particular approach to learning.
Personal input has been recognised as an element in classroom climate (e.g.
Walberg and Anderson, 1968) and it is therefore proposed that a combination
of contextual factors (such as those mentioned by Ramsden), and personal
characteristics, contribute to a particular learning climate that may exert a
positive or negative effect on student involvement. To conclude, the
following section proposes some contextual and personal factors that may
contribute to learning climate as it affects involvement. Obviously there is
likely to be considerable interaction between these variables.

PROPOSED CONTEXTUAL AND PERSONAL FACTORS

1. Contextual factors

a. Organisation of classes to facilitate:

i. Non threatening discussion

ii. Maximum time on content - minimum time on adminstrative matters

ii1. Opportunity for everyone to speak

b. Smaller classes

C. Flexibility within course prescriptions to cater for individual learning
styles. |

d. Lecturer goals which place importance on the development of student
interest and enthusiasm.



e. Opportunity for students to discuss ideas with staff
f. Relevant material. This is likely to directly affect the value a student
places on the content.

As mentioned above, involvement is closely associated with
emotional elements. How one feels about a course will directly affect
commitment (i.e. whether the student wantsto become involved). Thus, one
can identify affect as an element that may create a favourable or
unfavourable climate for the development of involvement.

2. pPersonal factors

Personal factors contributing to the learning climate include

a. personal interest possessed by the student.

b. positive affect towards the course or subject matter.

Cc. availability of deep strategies which are more likely to make learning
enjoyable (Svensson, 1976).

CONCLUSION

As discussed above, a range of writers and researchers have argued
that involvement (at a moderate level) should be encouraged in university
students. Unfortunately few have given detailed consideration to the nature
of involvement itself. Astin (1984) and Terenzini et al. (1982; 1984)
describe a number of involvement forms; however, these can be subsumed
into two major involvement categories: institutional and academic
involvement. Academic involvement provides the focus of this thesis. In
the course of this chapter it has been argued that while involvement has
been variously defined as time on task, integration, behaviour and energy,
studies that have directed their attention to student and teacher
perceptions of involvement have defined involvement in a way that combines
affect and behaviour. An integration of Carl Rogers’ views on learning and

the work of Social Interactionists such as Goffman with the involvement
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research described above, resulted in the following definition of
involvement: Commitment expressed through active engagement
with the task itselr, Although Miller (1976) and Adams (1979) discussed
specific involvement activities, it was argued here that personal factors
such as a student's approach to learning would determine the range of
involvement activites selected. Clearly a student with a predominantly
surface approach may select qualitatively different activities to those
adopted by an individual using a deep approach. Furthermore, commitment
itself may be strictly academic or include a personal dimension. According
to Ford (1979) personal commitment is associated with positive attitudes
to lifelong learning and long term retention. Thus involvement reflects a
frame of mind that is directed towards a particular learning task rather
than the activities themselves.

Despite some possible confusion with the concept of motivation,
involvement is distinct because it is not goal-specific, but is a specific
response to a set of personal and contextual factors, it is task specific and
more directly influenced by contextual changes than the more enduring trait
of motivation.

From the arguments presented above, involvement was shown to be a
key variable in determining high quality learning. Furthermore, involvement
activity appears to have much in common with deep processing. One might
argue that students can implement a deep approach to learning while
uninvoived. However, according to Ford (1979) , involvement is essential if
these students are to develop a sense of personal meaning.

With these points in mind the final section of the present chapter
sets out the aims of the research project.



AIMS AND OUTCOMES

The research discussed above has demonstrated that for a variety of
personal and contextual reasons, students respond to the demands of
university in different ways. Entwistle (1981) argued that situations
affect students differently rather than the more simple assertion that
situations affect students. This statement can be extended to suggest that
individual students perce/vesituations differently. It is the nature of the
perception rather than the actual context itself that determines the
approach a student will employ and thus the quality of the resulting
outcome (Svensson, 1977).

Such an argument clearly views the learner as an active participant.
The learner's style and concept of learning as well as emotions and
interests are likely to contribute to the nature of input that person puts
into learning activities. A factor that combines these affective and
behavioural elements is involvement.

Students give different definitions of involvement (Miller, 1977;
Adams,1979). While students tended to focus on involvement in terms of
time and effort such definitions vary in quality and quantity. Furthermore,
students studying in different subject areas tended to emphasise different
aspects of involvement (Adams, 1979).

A major focus of this study is to examine student perceptions of
involvement and determine whether differences are related to personal
factors such as orientation to study and educational orientation. The
definition given above integrates commitment with active involvement
behaviour. It is logical to suggest that commitment and active learning are
consistent with a deep approach to learning (Ramsden, 1985).  However,
some students may perceive involvement in different terms. The
behavioural aspect of involvement may reflect a student's approach. As

Biggs (1988) showed, a student using a surface achieving approach,
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implements rote learning strategies in an organised way. In this example an
involved student may enthusiastically engage in reading large quantities of
information, taking detailed, descriptive notes but at a surface level.
Involvement behaviour may also reflect contextual factors, thus a student
with a heavy workload will have limited time available for involvement. In
other words involvement behaviour may differ between students and within
a student in differing contexts. Given the role of perception in affecting
student learning activities it is necessary to systematically examine the
nature of involvement as it is perceived by students.

A central assumption of this thesis is that involvement has a direct
effect on the quality of learning. A number of writers have suggested that
depth of understanding and cognitive skill acquisition are greatly aided by
student involvement (e.g. Powell, 1979; Astin; 1984; Terenzini et al, 1984).
This assumes of course that all involved students will engage in deep
learning. However, an intention to understand may not be realised in
practice as the result of either inadequate prior learning or failure to
effectively implement deep processing strategies. A relationship may
therefore exist between the quality of a student’'s involvement behaviour
“and the quality and quantity of learning.

A further area of interest was to determine why students become
involved, why others either fail to become involved or reduce their
commitment to a course and what factors sustain involvement over time.
The latter objective suggests a dynamic learning process reflecting
changes in goals as well as intellectual development and concept of
learning. Ramsden (198Shas demonstrated that while study orientation
is relatively permanent, it is not static. Changes in orientation reflect
perceptions of changing contextual demands. Student involvement may also

change over time. The study is a longitudinal one to allow examination of
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changes in factors which seem to be important in the development of

student involvement.

The aims of this study are as follows:

1. To clarify the nature of involvement in learning as perceived by students.

2. To discover whether a student's definition of invoivement is related to
their orientation to study (Entwistle and Ramsden, 1983) or educational
orientation (Taylor et al., 1980).

To achieve this objective it will first be necessary to:

a. identify students’ educational orientation.

b. identify students’ general approach to study as measured on the approach
to study inventory.

The results of this study will be compared with those obtained by other
researchers in the area.

3. To determine whether involvement is perceived by students to affect the
quality and/or quantity of their learning outcome, and to examine how
involvement acts to improve quality and quantity of learning.

4. To identify the personal and contextual factors that students perceive to
be influential for involvement development and change.

S. To examine the implications of these results for teaching practice and
course design.

NOTES

1. Both Kerwin and Terenzini developed scales designed to measure
involvement. Their respective meaning of the term can only be inferred
from the individual scale items. Kerwin's student involvement scale
comprised questions relating to the degree to which an instructor
created a climate that encouraged students to feel valued and required
their participation in course development. Terenzini et al. (1982)
developed social and classroom involvement scales, these are
discussed in detail on p. 70.

2. Miller's work is discussed in detail on p. 76.
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Astin does not clarify what he means by 'honors programs’ which is
unfortunate given the wide variety of programmes offered worldwide.
His comments about these students ('students who participate in
honors programs gain substantially in interpersonal self-esteem,
intellectual self-esteem and artistic interests’ p. 303) suggest that
Astin’s honors students are invited to participate in such a programme
which may account for their enhanced self-esteem.

According to Astin (1984), student-faculty interaction refers to
discussion that takes place between students and academic staff.

Astin’'s concept of energy is based on that suggested by Freud where
through catharsis, psychological energy is invested in outside objects
or people.

Tinto (1975) suggested that a range of pre-college traits (e.g. high
school achievement and parents’ education) lead to varying levels of
goal and institutional commitment. A student’s level of integration is
the product of the interaction between the student's commitment and
elements in the academic and social institutional environment.

Terenzini et al. (1984) included the following variables in their
measure of academic integration:

(1) faculty relations scale, (2) faculty concern for student development
and teaching scale, (3) frequency of contact with faculty for academic
purposes (4) the classroom involvement scale. Social integration
included (1) peer relations scale (2) frequency of contact with faculty
for non-academic purposes (3) amount of time spent in organised
extra-curricular activities.(4) social involvement scale.

The closest Terenzini et al. (1982) come to a definition of involvement
is in the following statement: °If the college experience influences
positively the personal and academic growth of a student, then the
student who is more integrated into (or “/avo/ved” in) the academic
and social life of an institution is more likely to grow in a number of
ways than is the student who is less /ntegrated or involved: (p. 89)
(emphasis mine).

The ‘vaguely termed phenonemon “classroom climate“(Bidwell, 1973 p.
435) is largely based on the theory that a classroom operates as a
social system (Getzels, 1969) and combines structural and affective
elements that influence cognitive and affective learning. Attempts
have been made to develop inventories that will reliably measure
climate (e.g. Withall, 1949; Anderson, 1970) and include dimensions
such as goal direction, satisfaction and formality. Parallels can be
seen between this work and that of Ramsden's (1984) work on learning
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context which tends to focus on the structural aspects of climate as
defined by walberg and Anderson (1968). On an institutional level (at
school and university) interest has also been directed at a more general
environment (Getzels, 1969) or school ethos (e.g. Rutter et al, 1979)
that reflects collective values or commonly held values. As with
classroom climate, ethos also has an effect on the behaviour of those
within the institution.

The degree to which good study habits are observable is debatable
particularly given Biggs' (1988) recent work on the role of
metacognition in effective study skills.

See p. 85 for a discussion of commitment.

Involvement as the direction of energy has much in common with
Maehr's theory of personal investment (Maehr, 1984). According to
Maehr, personal investment is the direction of resources (i.e. time,
talent and energy) to a situation that has meaning to the individual. A
situation is deemed to have meaning if it is consistent with beliefs
about the self and/or is relevant to personal goals (e.g. attainment
extrinsic rewards) and is a realistic activity for that person (e.g.
acceptable within peer group). Personal investment relates more
specifically to Rogers (1969) description of cognitive learning as
Maehr does not include personal valuing of information - an affective
aspect - in his discussion. Meaning and valuing are both important to
the view of involvement given here.

In line with the cognitive emphasis in his description of personal
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investment, Maehr (1976; 1984) argued that ‘viewing a task as

interesting in its own right or as an opportunity to enhance one's
competence will likely eventuate in continuing motivation. Doing a
task to please others or to earn a grade is not likely to foster a love of
learning for its own sake’ ( Maehr, 1984 p. 130). Mention is not made of
personal meaningfulness.

Ford (1980) examined the benefit or value that students felt they had
gained from their essays. Valuing was categorised (by Ford) into
intrinsic and extrinsic valuing. In the former, the ‘value derived
related principally to the specific subject content of the essay’' (p. 66).
It is important to note that the student referred to personal benefits
and well as intellectual insights.  Extrinsic valuing ‘included
statements..not relating to the subject content of the essay and/or
uncertain, little or no value derived' (p. 66).

According to Klinger, ‘people are organised around pursuing and
enjoying objects, events, and experiences that are emotionally
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compelling for them, which | shall call incentives’ (p. 4). Such
incentives may not actively be sought although once these are
identified as goals, behaviour is then directed at attaining them. It
should be made clear that Klinger does not believe that this process is
necessarily a conscious one.

In addition to inconsistencies in the affect-behaviour distinction
between motivation and involvement, Astin does not say why
motivating students is more difficult that getting them invoived. As
defined by Astin, involvement is certainly easier to measure and
observe than motivation. The relative ease of actually developing
student involvement over motivation is not supported by his arguments.

Wilson (1972) argued that Peters, while providing a valuable
contribution to the discussion of motivation, presented some
misleading arguments. Specifically this relates to Peters'rejection of
causal theories of motivation. Wilson argued that ‘people can have
motives without our wanting or needing to inquire about them' (p. 94).

See Ames R. and Ames C. (Eds) Research on Motivation in education. Vol
\. Student motivation Academic Press, Orlando, 1984 for a detailed
discussion of the cognitive position.

The first and second goals have been combined by both Nicholls (1984)
and Maehr (1984) as task orientation and task goals respectively. Both
writers stress the importance of the learner's focus on the learning
task rather than an external goal or person.

The five dimensions suggested by Harter are as follows: challenge,
curiosity, mastery, independent judgment, and internal evaluative
criteria.

Astin's examples of ‘excessive involvement' appears to reflect
involvement as a commitment of time (i.e. the workaholic, the
academic grind). In other words, a student who devotes all their time
to academic study.

Items included in Academic Processes scale covered ability to evaluate
ideas, material and methods critically; ability to think analytically;
ability to formulate creative/original ideas/solutions; ability to learn
how to learn; ability to learn on my own.

Items included in Academic Content covered mastery of fundamental
principles, generalisations or theories, factual knowledge
(terminology, methods, trends); exposure to a variety of new
intellectual areas. (Terenzini et al., 1982 p. 91-92).
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23. Study group on the conditions of excellence in American Higher
education. /nvo/vement in Learning: Kealising the potential or
American higher egqucation National Institute of Education, 1984
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CHAPTER 3

METHODOLOGY

The methodology chapter is divided into two main sections. The first

describes the pilot study and the second gives details of the methodology

used in the main study.

PILOT STUDY

The pilot study was designed with three purposes in mind. The first
was to establish whether any relationship existed between involvement and
the approach to study dimensions (Ramsden and Entwistle, 1981; Entwistle
and Ramsden, 1983). Secondly to determine the practicality of gathering
data on general approaches to study. The third purpose was to trial the
Approach to Study Inventory to establish its suitability in the New Zealand
secondary school context.

SAMPLE

Seventh form students from two Wellington state secondary schools
took part in the pilot study.  Sixty seventh formers attended a co-
educational school and a further fifty five students attended a single sex
boys school.

STRUCTURE OF THE QUESTIONNAIRE .

Because of timetabling considerations within each school, time
available with the Seventh form groups was limited to approximately 45
minutes. Within this time students were required not only to complete the
questionnaire but spend time in discussion with the researcher.

The structure of the pilot study questionnaire was determined by this
time limit. As its principal purpose was to examine the relationship if any,
between involvement and the approach to study questions, it was decided to
reduce the length of the Approach to Study Inventory (ASI) by dividing it

into four parts. Each section comprised guestions measuring one of the
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four study dimensions from the ASI (meaning, reproducing, achieving, and

styles and pathologies). The bulk of the remaining 28 questions were
designed to measure involvement.

Fifteen questions were written to reflect the categories of
involvement as defined by Adams (1979) - accountable, interaction,
experiential, decision-making.  In addition there were two questions
designed to measure educational orientation. Five questions were directed
at Saljo's (1978) concept of learning (based on ‘taken for granted
perspectives)!. A further four concerned strategic awareness and one
question was designed to measure globetrotting (Pask, 1976). The wording
of this question directly dealt with the problem of integrating ideas from a
number of different sources, an aspect that was not dealt with sufficiently
inthe ASI.  One further question concerned students ability to relate new
ideas to those already known (for further details see Appendix A). Four
versions of the pilot study questionnaire were used as illustrated in Table
3. 1.

The four versions of the questionnaire were distributed equally
between the 115 students. Unfortunately one achieving questionnaire was
returned in an unusable condition thus reducing the sample size for that
group to 27. AIll questionnaires were completed in school time with the
researcher present. Once the forms had been completed a brief discussion
took place on the suitability of the question wording and ability of students
to generalise about their study strategies.

ANALYSIS

Analysis  focused principally on the relationship between
involvement questions and the ASI dimensions. This was done using
correlational methods, the most useful of which was a fortran programme -
‘nearest neighbours’ - designed to look at patterns of association between
questions. For each item the 10 questions with the highest and the 10 with

the lowest correlations were given. The purpose of this was to build a
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network of relationships between individual questions, for example,

question A may correlate most highly with question B (0.45), however
question B actually correlates most highly with question C (0.53). Question
C also correlates with D (0.49) but D's highest correlation is with B (0.50).
This pattern makes Question B the centre of a network as shown in Figure
3

Table 3.1 Forms of Pilot Questionnaire

Forms of pilot question numbers
questionnaire 1-28 29 - 43/44
1 Involvement, concept of learning meaning
strategic awareness, educational approach
orientation, globetrotting, relating
ideas.
2 ’ - reproducing
approach
3 ’ achieving
approach
4 ) styles and

pathologies

Figure 3.1 Example of nearest neighbours interaction

QA
/ 0.45
QB ac
0.53
0.50 0.49
QD

Correlation was also used to look at association between the

involvement questions themselves (Figure 3.3).
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Relationship of involvement and ASI questions

The ‘nearest neighbours’ analysis demonstrated a relationship
between involvement and the ASI meaning dimension. Figure 3.2 reveals a
clustering of questions relating to class discussion and active participation
and those relating to wide reading and absorbtion in course content (Adams
categories of experiential and interaction) with questions from the ASI
measuring deep processing and relating ideas. One question designed to
measure decision making is associated with deep processing and
experiential involvement.

The relationship between the involvement questions themselves was
further clarified by the analysis of all responses to questions 1-28 (n=114).
Nearest neighbours analysis of the involvement questions revealed a cluster
around question 20 ( ‘When / am /learning something new [ try to
relate it to what [ alreagy know?). This question concerned the
integration of new material with existing knowledge (deep approach).
Interactive involvement featured most clearly, particularly the association
between questions concerned with participation in discussion (Figure 3.3).

A similar but even stronger pattern emerged from analysis of the
students completing the involvement and styles and strategies questions. A
rather complex network appeared. In this case there were two central
points. The deep approach question (Q20) again emerged as a central focus
along with an involvement question (Q17 '/ /Jike to take an active part
In class discussions’.)  Apart from one question directed at
comprehension learning and another towards operation learning, the
remaining questions further emphasised the links between involvement
(interactive and experiential), strategic awareness and deep approach as
well as one question designed to measure personal educational orientation
(Figure 3.4).



Figure 3.2 Nearest neighbours analysis - meaning/involvement

13 | enjoy the chance to discuss e 29 | usually set out to understand
a topic I'm interested in with thoroughly the meaning of what
a teacher or school friend (I i) | am asked to read (D)
' 53
17 1 like to take an active part
in discussions (I i)
i 26 | would welcome the chance to become 147
involved in decision making about the

12 Often | get so totaily absorbed in
what | am reading or working on
| find | have not left enough time
to compiete what | had planned to
do(le)

way classes are taught at university.

(1 d) 4%
52

20 When I'm learning somsthing new
| try to relate it to what | already
16 | usually become more absorbed in know (D r)

my work the more | do. (I )
| e
32 | generally put a lot of effort into
trying to understand things which
initially seem difficuit (D) 15 During the last few years | have

read a lot of books covering
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Figure 3.3 Nearest neighbours analysis- Involvement (n=114)
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Figure 3.4 Nearest neighbours analysis - Involvement/Styles and strategies
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While involvement, at least as measured by the pilot questions

appeared to have strongest links with the meaning dimension there did seem
to be some association with strategic approach and achieving motivation.
However these questions did not link directly with involvement but through
personal orientation and deep approach (Figure 3.5). It was also noted from
nearest neighbours analysis of the achieving dimension questionnaire that a
separate cluster of disorganisation and negative attitudes emerged
although the correlations were lower and in some cases just below the cut
off point of 0.40 (Figure 3.6). No involvement questions featured in this
cluster, indicating low correlations between achieving and involvement
questions.

The questions in the reproducing dimension clustered together with
links to the low level concept of learning questions in the first section of
the questionnaire (Figure 3.7). Exceptions were an experiential involvement
question (Q22 ‘Az wuniversity [ iIntend to become really involved in
the topics that interest me’). |t may be that some students have good
intentions about their study at university. Some of these individuals may
currently adopt reproducing strategi‘es. One also has to ask questions about
their definition of involvement. = The second exception was intended to
measure strategic awareness (Q4 ‘When / am presented with a new
problem | spend some time thinking about how [ am going [o
tackle 7t) This question correlated with items measuring extrinsic
motivation suggesting an active, strategy directed at an external objective.
SELECTION OF QUESTIONS FOR MAIN STUDY (Q1)

With the above analysis in mind, questions that played a central role in
the nearest neighbours analysis were included in the first questionnaire of

the main study. (See Appendix A for asterixed questions).
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Figure 3.5 Nearest Neighbours analysis - Achieve/Involvement
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Figure 3.6 Nearest neighbours analysis - Achieving
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Figure 3.7 Nearest neighbours analysis - reproducing/involvement
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Changes of wording

Wording in the pilot questionnaire had also been changed slightly to
suit a New Zealand sample of seventh formers. The word "teachers’ replaced
‘lecturers’ and tenses were changed to be consistent with an intention to go
to university in the future.

As a result of discussion with students after the completion of the
Pilot Questionnaire two further changes were made. " Wnen studving the
subjects I like most / find | work very much harder ' was changed to
‘When studying the subjects [ like most [ find | put more errort
nto them:.: The courses [ plan to do at University will really
challenge me as a person ' became '/ hope the courses [ plan to do
at university will really stimulate me as a person.  After
discussion with the students it was felt that ‘stimulate better reflected
the intended meaning of the question.

Measurement of general approaches to learning

Students commented that they found it hard to generalise as to how
they usually went about study. Some had attempted to generalise as best
they could and others qualified their responses referring to work they had
just completed or were currently working on for a particular subject. Such
comments reinforced the view that the questionnaire should serve as
background data to be reinforced by open ended questions and interview
material as it seemed a possiblity that AS|I data could be open to

inconsistencies of response.

MAIN STUDY
INTRODUCTION

Traditionally researchers intererested in learning and associated
phenomena (e.g. motivation) adopted methods consistent with that used in
the general field of psychology. Methods were largely experimental and
conducted in controlled settings using materials bearing little relation to
those used in the classroom (e.g. Hall et al, 1988). In the learning field,
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experimenters sought to identify factors that would predict academic

success and generalisations were made about learning activity in an
attempt to establish general principles of learning and/or teaching (Child,
19835). Dissatisfaction with such research has been expressed for many
years. Writers such as Cronbach (1957), Clifford (1973) and Shuell (1980)
have expressed concern that educational research had been of little value to
practitioners. Suggestions for improvement have been made, for example
the aptitude-treatment interactions of Cronbach2, (1957) and by Nuttall
(Nuttall and Snook, 1973), who suggested that a three phase research
approach, combining description, correlation and experimentation would
produce results that had relevance in the classroom. Recent experimental
research is commonly conducted in a natural setting (often the classroom
itself) and addresses issues of educational concern (e.g. Clifford et al,
1988; Craske, 1988; Torgesen et al., 1988).

A compelling call for a redirection of the focus of educational
research came from Parlett and Hamilton (1972) who pointed to the
inadequacy of the traditional agricultural paradigm in use in natural and
physical science research. They argued that educational researchers should
move away from a concern with prediction and control, and develop research
methods that would enable them to interpret and describe educational
phenomena. One way to achieve this is an illuminative design. One ‘throws
light’ on an area of activity by using a combination of methods, selected to
best meet the requirements of the study. Such a muitifaceted approach
recognises the complexity (both in terms of differences between learners
and the interaction with contextual factors) of any learning situation. It
also accepts the central role learners assume in directing their own
learning.

Ference Marton's second order or phenomenographical approach to
research is directed at gaining an understanding of ‘peoples ideas about the

world (or their experience of it)(Marton, 1981 p. 178) and is consistent
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with the approach espoused by Parlett and Hamilton. In adopting the term

phenomenography, Marton is both acknowledging a link with phenomenology
and pointing to significant differences. Both are concerned with experience.
However, whereas phenomenology views perception as creating the essence
of reality (Colaizzi, 1973), phenomenography is concerned with the study of
individual's perceptions of reality. |

Marton's particular concern has been with students’ experience of
content, its context and awareness (Gibbs et al., 1982). Methods utilising
strict experimental control and mathematical models of analysis are not (on
their own) consistent with the second order perspective3. Marton (1981)
argued that 'if we think instead of the content of learning in terms of what
is in the students’ minds rather than of what is in the text book, it clearly
seems preferable that the content of learning should be described from a
second-order perspective’ (p. 182). Marton's own work4 has been
qualitative although other researchers in the area have combined qualitative
methodology with quantitative forms of analysis (e.g. Watkins, 1982a;
1983a; Entwistle and Ramsden, 1983). One feature that does characterise
this research is the extensive use of interviews (e.g. Marton and Saljo,
1976a; Ramsden, 1984; Watkins, 1984; , van Rossum et al, 1985). ‘

Earlier researchers have also been interested in students’ perceptions
of learning. For example, Perry (1970) and Becker et al. (1968) adopted
qualitative methods and took account of student perception in their research
designs, although in each case the questions were broad and covered a range
of personal as well as intellectual experience.

A change in focus does not mean a reduction in rigour. In fact the
analysis undertaken by Marton and his colleagues was both demanding of
time and thorough in its examination of the data. This rigorous analysis
involved comparison of interview transcripts to identify categories that
each reflected a certain core meaningd. Attention was paid to both the

comment itself and its relation to its context. Ultimately a number of
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. homogenous, hierarchically related categories emerged from the data.

Similar analysis has been used by Ramsden (Entwistle and Ramsden, 1983).

Recognition of the importance of what a student learns in addition to
how much can be recalled is widely accepted as a central focus of an
increasing body of learning research (e.g Collis and Biggs, 1979; Gibbs et al.,
1982; Entwistle and Ramsden, 1983; Biggs and Telfer, 1987)6.

Marton and Svensson (1979) expressed concern about what are seen as
valid results. The quantitative researcher assumes the nature of a
particular concept is already known and the results will be concerned with
how much of it may be found in any individual. Marton and Svensson argued
that categories of description can exist in their own right. This view is
based on the belief that by gaining an understanding of the ‘way students
conceptualised the world around them’ (p. 476) we will better understand
how students learn. A major focus of my own study is to identify the nature
of involvement and to do so in terms of wider learning experiences. Such an
outcome will not be achieved by testing experimental hypotheses but by
building up a picture of various conceptions of involvement and relating
these to learning experience and perceptions of context.

Despite the identification of quantitative methods with the first
order perspective and qualitative data with the second order perspective
this distinction is misleading. Quantitative methods have been successfully
combined within the second order perspective (e.g. Watkins, 1983a) to
produce a picture of general patterns of learning and more specific
contextual influences. However, Marton and Svensson (1979) pointed out
that factorial analysis of gquestionnaries may lead to generalisation about
individuals regardless of other information from that person. With this
point in mind the main function of the ASI in the present study was to
provide descriptive data of the students that could be used to subdivide

groups for further indepth qualitative investigation through interview.
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Numerical data from the inventory was also useful in an investigation of the

relationship between study orientation and involvement.

The following sections of this chapter describe the student sample
and provide details of aspects of design used in this study.
STUDENT SAMPLE
Seventh form students

To ensure that the university sample was as large as possible it was
necessary to select students who would be likely to move on to study at
Victoria University of Wellington (VUW). With this in mind the first sample
comprised students who had almost completed their seventh form year in
Wellington schools.

Because of limited time and resources, schools with seventh form
Classes of at least 40 students were selected. Of the eleven schools
approached, nine principals gave permission for their schools to participate.
Two of these schools were used for the pilot study and the other seven
included in the main study. The schools represented a wide geographical
distribution within the Wellington urban area and suburbs and reflected a
range of school types (Table 3.2). All seventh form students at school on
the day of the research were used in the study. The one exception being a
single-sex school where a number of pupils were competing in a cross
country run - these students completed the questionnaire the following day.
All questionnaires were completed in school time and students were given
as much time as they needed to finish the questions. The researcher was

available to answer any queries.
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Table 3.2 Description of seventh form sample

Type of school
single sex - Boys 2 schools

Girls 3 (1 of these was a private school)
Co-ed - 2
Gender
Seventh form students VUW students
completed Q1 completed Q2 (YR1)
n % n %
Female 108 472 40 513
Male 122 528 38 48.7

Students planning to attend university in 1983

n %
Yes 172 74.7
No 34 148
Unsure 24 10.4

Of these 230 students, 116 enrolled at Victoria University in 1983.
Students enrolled for intermediate studies (e.g. engineering) were omitted
from the sample as they were expected to leave VUW at the end of 1983 to
complete their professional studies elsewhere. A total of 106 students
were followed over the next two years. Seventy eight students returned
the second questionnaire (Q2)7 - a 73.5% response rate.

Second year university students

The sample comprised all students enrolled at VUW who had
completed a seventh form year during 1981 at one of the seven schools
mentioned above (n=107). Sixty six of these students completed the
shortened form of the Approach to Study Inventory (Q2) and were therefore
included in the main study (46.1% were female - a slightly smaller

percentage than included in the first year sample). The pattern of study

for the two groups is shown in table 3.3.
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Table 3.3 Pattern of study

Students
Eirst year Second year
1982 7th Form Year 1 VUW
1983 Year | VUW Year 2 VUW
1984 Year 2 VUW Year 3 VUW

DESIGN

The study contained five components. The first of these was the Pilot
study, the details of which have been outlined above. The remaining
elements are discussed below and are as follows: a longitudinal approach,
methods of data collection and instrumentation; the structural and
interacting variables included in the study and methods of analysis.
Longitudinal approach

Research by Perry (1970; 1981) is widely referred to as an example
of longitudinal research in the area of intellectual development (e.g. Wilson,
1981). However as mentioned above, his focus was broad and not directly
relevant to changes in the learning approaches of students. Indeed Watkins
and Hattie (1983) referred to the lack of longitudinal research on students’
intellectual development. This is particularly marked in research relating
to approach to study. One objective of this study was to examine changes in
students perceptions of involvement and particularly the factors that
encourage or limit student involvement. Time constraints did not permit
the study to continue through an individual's three and in some cases four
years of undergraduate study. To allow maximum coverage of students at
the various points of transition,two samples of students were used whose
study at university overlapped (see Table 3.3).

The first sample consisted of students who had nearly completed
their final secondary school year. Information on expectations and goals
was gathered before entry to university but at a stage when most of the

seventh form students would have considered university as an option and
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formed particular views about it as an institution for further study8. During

the course of the study the first group of students progressed from seventh
form to first year and into a second year of university study (Table 3.3).

The second sample was picked up during their second year and
followed to the end of their third and in most cases final year of study (see
Table 3.4 for the timeline of the study). This latter group was obviously
also able to look retrospectively back to their initial experience of
university. In addition such a sample gave extensive coverage of the second
year of study as well as including students who were in their final year.
The groups completing Q2 did not differ significantly on either school
performance (sixth form certificate and bursary mark) or academic
achievement at university.

Table 3.4 Timeline

Date
1982
October Pilot study Seventh form
Questionnaire 1 Seventh form
1983
June Questionnaire 2 Year | students
(7th formers enrolled at YUW)
Questionnaire 2 Year 2 students
(7th formers in 1981)
Aug-Sept Interview 1 All students
1984
July-Sept. Interview 2 All students
Deccmber Final course grades All students

Data collection and instrumentation
Data was collected from several sources (Table 3.5) and using a

number of different techniques (refer to Table 3.6).
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1. Questionnaires (Q1 and Q2)

Both questionnalres (see Appendix B) contained three sections,
background information, an inventory designed to measure orientation to
study and open ended questions.

Table 3.5 Data Sources - First (1) and Second year (2) students

1} Q2 Interview

ASI Open ASI  Open 1 2 Grades®
Learning
approach 1 172 172 1/2
Educational
orientation 1 172 1/2 1/2
Involvement
definition 1 2 172
Involvement
reasons 172 1/2 1/2
Involvement
benefits 172 172 172 172
Academic
performance 172

a. Approach to Study Inventory (Q1)

Following the Pilot Study, the ASI was Included to gather descriptive
data that could be expected to bear a relation to students’ quality of
learning, and educational orfentation. The inventory had already been
extensively developed and tested (Entwistle and Ramsden, 1983) and was
seen as a useful way of describing and categorising students, particularly
as the study orientations described by Entwistle and Ramsden appear to
have direct relevance to the quality of learning.

The Approach to Study Inventory used in Q1 was almost identical to
the one used by Ramsden and Entwistle (1981). As a result of the Pilot
Study several extra questions were Included as well as a section designed
to measure attitudes to involvement (Appendix B). Wording was altered
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where necessary to make it appropriate for a New Zealand seventh form

population.

Entwistle and Ramsden (1983) included four items in each subscale in
later versions of ASI. Item selection was done on the basis of the highest
correlations with the subscale total lheir calculations yielded
satisfactory levels of internal consistency (Cronbach alpha) on three of the
four domains (meaning orientation 16 items s =0.79; reproducing 16 items
»=0.73; achieving orientation 16 items > =0.70). The fourth domain (i.e.
styles and pathologies) was not expected to represent a single domain thus
explaining the lower internal consistency reliability coefficient (16 items

==0.5).
b. Short form inventory

Q2 (Appendix B) was designed as a short form of Q1. A short form
was used largely to ensure maximum return from students in the study. QI
had been completed under controlled conditions but as the university
students were being asked to complete Q2 in their own time competing
workload demands meant that a questionnaire as long as Q1 would not have
been returned by many students and would certainly increase the chance of a
biased sample towards highly motivated and well organised individuals.
Short form dimensions included deep and surface approaches, involvement,
achievment and extrinsic motivation. These were dimensions thought to be
significant in terms of distinguishing different groups of students. To
ensure maximum validity, Q2 comprised questions that correlated most
highly with the total dimension scores in Q1 (Appendix C). To reiterate
the point made above, results from both Q1 and Q2 were intended as
descriptive devices.

c. Open ended questions

The open ended questions in Q1 and Q2 enabled the students to include

information that they considered relevant to their own experience.

Questions covered reasons for university study, personal definitions of



13
involvement, reasons for or lack of involvement and the perceived benefits

of involvement. It was important not to limit students’ responses by the
use of ‘tick the box' format. As it happened a number of responses were
extremely detailed and included a range of issues. Detail of the analysis is
given below.

Students who were slow at returning Q2 were all followed up with
one phone call.
2. Interviews

Interviews were conducted in a semi-structured way, organised
around a set of key topics developed from the aims of the research. These
were as follows:

a. to identify student perceptions of involvement.

b. establish whether a relationship existed between involvement and
approach to learning and educational orientation.

c. todetermine the influence of involvement on the quality and quantity of
learning.

d. to identify personal and contextual factors that are influential in the
development and maintenance of involvement.

e. to examine the implications of the results for teaching practice and
course design. (see Chapter 8 for details).

This interview approach allowed sufficient scope for development of
topics mentionea by students as significant in terms of their own
experience. The interviews themselves centred around activities such as
lectures, tutorials and assignments which would have meaning to all those
involved. Responses were then further probed to examine the nature of
attitudes to learning and learning processes.

Selection for interview was done on the basis of orientation to study
score (ASI or Q2) and involvement comments. School leavers and second

year students were chosen randomly from the groups described below. A
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high score was taken to be those more than one standard deviation above the

mean.

School leavers
I. 10 students with high meaning orientation score (ASI)

2. 10 students with high reproducing orientation score (ASI)

3. 5 students indicating involvement in study (open ended questions
and involvement dimension score)

4. 5 students indicating non-involvement (open ended questions and
involvement dimension score)

Second year students

1. 10 students with high deep approach score (Q2)*

2. 10 students with high surface approach score (Q2)

3. S students indicating involvement in study (open ended questions
and involvement dimension score)

4. 5 students indicating non-involvement (open ended questions and
involvement dimension score)

*NB: Of this group 8 students completed the first interview. The total
interview sample was 58 students

The interviews took piace in the second semester of the year. For
the first interview this gave time for the results of Q2 to be analysed and
utilised in the selection of students. More importantly, the first year
students would have either completed a first semester course or be well
into a full-year subject. Second year students would have experienced some
months of 200 level study and would therefore have formed a basis for
comparison with first year courses. They would also be aware of course
demands and have some idea of their own academic progress.

The follow-up interview (Interview 2) took place at the same time of
the year for similar reasons, namely the development of experience. Other
influences like winter weather, assignment loadings, time to final exams

would be roughly comparable between the first and second interview.



a. Interview 1

The primary purpose of the first interview was to talk to students
about their experience of university, including academic progress, lectures,
tutorials and assessment, adjustments they had made, perceptions of the
concept ‘understanding’ and a follow-up to their earlier comments given in
the questionnaires on involvement in study. Questions probed student
perception of the role of staff and the demands made in terms of
assessment, workload and the students response to these in terms of their
effect on involvement (Appendix D).
b. Interview 2

In most cases the second interview was slightly shorter than the
first and involved a discussion of progress since interview one. Students
were asked about the changes they had made and noticed in courses of
differing levels, what they had gained from being at university, moves to
independence and its encouragement by staff, description of their ‘ideal
course’, as well as future plans. The main focus of the second meeting was
on changes experienced and the reasons for these changes and a development
of student response to different courses (Appendix D).
3. Academic performance

Senior school and university academic performance data was also
collected. This information served three purposes. The first was to gain an
indication of a student’s academic ability, secondly to verify the university
performance information given by students in the interviews. The third
purpose was to determine whether a relation existed between academic
performance and approach to learning and involvement.

Sixth form certificate grade and total bursary mark were recorded for
each of the students entering direct from school. The records were obtained
from the liaison officer of VUW who routinely checked them for accuracy.

The University academic records for the first year group covered
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performance for 1983 and 1984 with 1982 included for the second year

students.

Academic performance was described in terms of Grade Index based
on grades obtained. At VUW three possible grades can be allocated above a
basic 'C' pass level: A (75% and above) B1 (68%-74%) and B2 (60%-67%). For
the purposes of calculating the grade index these were worth 4, 3 and 2
respectively. A 'C’' pass or its equivalents (e.g aegrotat pass) was worth 1.
Unless the student had withdrawn from a course with permission (in which
case it was not included in the calculation of grade index), all other

outcomes were scored O.

3 grade score
Grade Index (Gl) =

Number of courses
A total Gl was calculated as well as Gl's from each year's results.
Variables .

The research was based around three variables (i.e. involvement,
approach to learning and educational orientation). These formed the
framework of the study. The shading and colour came from student
perception  of their learning experiences. This included the value of
university in both short and long term, the course and general university
climate'0. as well as the changes individual students made in response to
perceived course demands and individual goals.

1. Involvement

Investigation of the nature of involvement in the students own terms
formed the basis for examination of the role involvement played in the
quality of learning. The study focused on

a. student definitions of involvement.

D. reasons for becoming involved or not.



C. the benefits students perceived that they had gained from

involvement.
Information on these issues came from open ended questions and interview
data.
2. Approach to learning

This variable measured students’ usual way of tackling their study
and attitudes to academic work. The data was collected using the ASI with
additional probes in the interviews. Students were described individually
using dimension scores from the inventory. In addition data from the total
sample was factor analysed to examine the pattern of factors emerging
from this particular sample.
3. Educational orientation

This variable was based largely on the work done by Taylor et al.
(1980) and described students’ reasons for enrolling at university.
Information was gathered from open ended questions in both Q1 and Q2.
Methods of analysis

The following section gives details of the methods of analysis that
were used on each element of the design. The combination of methods is
presented in Table 3.6.

Table 3.6 Triangulation methods of analysis

Factor analysis  Regression Grid Interview
Learning Approach ¥ ~ y
Educ. Orientation i J
Involvement v J & J

Academic
performance v
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1. Approach to study inventory
a. Factor analysis
i Seventh form students

The data from the ASI was subjected to principal components
analysis (Tabachnick and Fidell, 1983). The factors were rotated to obtain a
meaningful interpretation of the data and consideration was given to
whether the rotation should be orthogonal or oblique. In the first instance,
varimax is appropriate because it maximises the variance of the loadings
for each factor, whereas oblique rotation (e.g. promax) takes account of
clusterings of variables where clusters themselves are correlated. One way
of deciding whether to use an orthogonal or oblique procedure is to inspect a
graphical representation of the unrotated loadings (presented in Appendix E).
The results have suggested that clustering of variables is sufficient for
orthogonal rotation. However as a matter of interest a promax rotation was
also done, producing virtually the same interpretation of factors (see
Appendix F). Therefore, the ASI was subjected to principal components
analysis under varimax rotation. Five factors had eigen values greater than
1.0, accounting for 59.8% of the variance. In addition, Cattell's scree test
was performed to determine ‘the percent of variance accounted for by each
of the factors in the solution’ (Tabachnick and Fidell, 1983 p. 408)(see
Appendix G for respective scree plots). Examination of alternative
solutions indicated that five factors did indeed best reflect the data.

As research interest focused on the relationship between involvement
and approach to learning as measured by the ASI, the dimension
"involvement’ was included in a further principal components analysis!!. As
with the previous analysis, five factors obtained eigen values greater that

1.0 accounting for 58.23% of the variance.
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11 Students intending to enrol at university

To determine if differences existed in the pattern of response
between the total seventh form sample and those intending to study at
university, analysis was conducted on the inventories completed by students
who indicated that they were definitely enrolling at university the
following year. Using principal component analysis using varimax rotation,
four factors had eigen values greater than 1.0.

b. Multiple regression

Multiple regression was conducted to determine whether grade index
could be predicted by either school performance variables (bursary mark or
sixth form certificate grade) or the Q2 dimensions of the ASI.  This
technique was seen as useful as it allowed the assessment of 'the
relationship between one dependent variable (in this case grade index) and
several independent variables’ (i.e. bursary mark, sixth form certificate, and
scores on the dimensions of involvement, deep approach, surface appraoch,
extrinsic and achievement motivation) (Tabachnick and Fidell, 1983 p. 87).
Separate analyses were conducted for first and second year students using
the maximum R- square improvement method (SAS, 1982)

2. Open ended questions

In answer to the open ended questions, students frequently gave
responses that touched on a range of different issues. As the points raised
were not necessarily distinguished in terms of importance it was
important to develop a system of coding that recorded the detail of each
answer. For example, one student's reason for wishing to attend

university (educational orientation) fell into five separate categories.

" - meet people, agiant want to join the workforce Jjust yet (or
dole queue or whatever the case may be) hopes of a better job,
mum and dad woulad kill me if /| dian't (well not quite that
aramatic but the igea wouldn't thrill them) a chance to better
myselr intellectually:



Another example illustrates an educational orientation response by a
student whose comments were coded in three of the academic category

subsets as well as the vocational category.

- o rurther my eaucation (academic), get a uaegree (BCA)
(vocational), obtain practical experience in computing (academic), fo
rollow any subjects that interests me'(academic).

With this requirement in mind the researcher developed a coding grid
for each question (see Appendix H). Answers were coded at two levels.
a. The general category used by the students in their answers.
b. The detailed points were placed in a relevant subset of each main
category.
This method of coding made it possible to record a response that covered
several categories and a range of subsets within the categories.
| The first step in category development involved reading all the
responses given to a particular question. This gave an overview of the
issues raised. In the case of the questions dealing with educational
orientation and the definition of involvement, previous research suggested
possible categories (Taylor et al., 1980 and Adams, 1979 respectively).
While the work of Taylor (Taylor et al.,, 1980) and Adams (1979) provided a
useful starting point for the analysis of these two questions, the data itself
determined the categories and subsets that were used in the final form of
the grid. The coding of the responses dealing with reasons for, or lack of
involvement and benefits of involvement derived completely from the data.
To ensure reliability of coding the researcher worked with two
judges. Each worked independently from a description of each category and
subset (see Appendix | for details of coding instructions used by judges).
Any coding problems were discussed when they arose. For example in the
involvement definition question the subset ‘participation’ was added. Each

judge completed a separate coding grid and these were later collated. Any
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areas of disagreement that appeared at this point involved examination of
the original response and discussion between the judges until agreement
was reached.

Initially the data was analysed in two ways:

a. A calculation of the percentage of students giving responses in any one
category.

b. The emphasis students placed on the various subsets was simply
calculated by giving the percentage of students in any subset in relation to
the total number of responses in that category as illustrated in the
following example. Sixty one first year students indicated vocational
orientation in their answer (vocational + in Table 5.13). Ten of these
students referred to a specific career. Each response was therefore coded
in the subset ‘specific career’ within the vocational category. When this is
presented as a percentage it is clear that 16.4% of vocationally oriented
first year students have a specific career in mind.

To give an indication of the relfability of such data an estimate of
error was calculated for each group of students. Calculations were based on
the following formula: |

Sp = 100 x ¥ PQ/n

This formula (Fergusson, 1981) gives the 68% confidence interval for a split
of students into two categories, namely the proportion who gave a
particular response (P) and the proportion who did not (Q). Rather than
calculate the figure separately for each entry in each table of results - the
data does not require this degree of precision - a global value based on
P=0.5 and Q=0.5, was calculated for each group of students as a whole. The
obtained figure provides a ‘'maximum’ or ‘upper band of error for the
individual entries.

Details of the analysis for each guestion is presented in the following
chapters.
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3. Interviews

Analysis of the interview transcripts was conducted with two basic
principles in mind. The first reflected the aims of the study and the second
was Dbased on the belief that students should be able to speak for
themselves (second order perspective). As far as possible analysis was
designed to avoid comments being categorised using predetermined
researcher originated coding. Rather, the wording of the questions was
intended to probe student perception. It was felt that techniques of
analysis such as the networks used by Bliss (Bliss et al, 1983) were
unnecessarily abstract and structured and would mask the students’
explanations of their own experiences.

Analysis was a lengthy process involving numerous re-reading of each
typed transcript by the researcher and two judges!2. Key statements
relating to students perception of learning and their experiences of study
were marked. The judges recorded student references to the use of deep
and/or surface approaches and perceptions of involvement (see Appendix |
for judges coding instructions). Organisation of these key statements took
place on three levels. |
a. Responses given to particular topics (e.g. tutorials, involvement,
understanding). Most students had responded in some way to the questions
that formed the basic framework of the interviews.

b. The second level of analysis was more thematic. Comments were
examined in terms of their relationship to common themes that emerged
from the data itself (e.g. the importance of .approach in determining
involvement and an apparent distinction between personal and vocational
relevance). While a theme represented a generalised perception of various
aspects of study it was not necessary that students agreed with one
another. The structure of the interview schedule meant that some topics
were raised with all students. Other issues were raised by the students

themselves at various points during the interview which suggested some
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perceptions and attitudes were characteristic of one group of students (e.g.

passivity to study of students who typically adopted a surface approach).
Certain aspects of university life are important to most students
(regardless of approach to study) in terms of shaping their involvement (e.g
a positive attitude of staff). The themes were seen to reflect these
concerns.
c. Responses relating to change over time. Comparisons between comments
made in the first and second interview were relevant here as were those
comments specifically addressed to change (e.g. move to independence). At
this point it was particularly important to obtain an overview for each
individual in terms of the comments made in the first and second
interviews. To achieve this objective, a summary of key points made in both
interviews was prepared.

Each of the following chapters presents an integration of
questionnaire and interview results as they relate to one of the five aims of
the study.

NOTES
1. In this perspective learning is not a subject for reflection, rather it
is ‘essentially reproductive memory activity where the task of the
learner is perceived as that of getting all the facts into your head
(Saljo, 1978 p. 5). '

2. More recently Cronbach (1975) has suggested that the interactions
are more complex than earlier suggested. Although proud of being
part of a scientific tradition, he questioned the value of a search for
generalisations. Cronbach commented that ‘the goal of our work (as
psychologists).. is not to amass generalisations atop which a
theoretical tower can someday be erected. The special task of the
social scientist in each generation is to pin down the contemporary
facts. Beyond that, he shares with the humanistic scholar and the
artist in the effort to gain insight into contemporary relationships,
and to realign the cultures view of (people) with present realities’ (p.
126).

3. Marton and Svensson (1981) made the point that the first and second
research perspective are complementary. However each has different
concerns and therefore different research methods.
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Marton's first order perspective is based on the researcher’s view of
the world and a desire to predict learning related behaviour.
Examples of such research include searches for factors related to
student success (e.g. Wankowski and Cox, 1973) or dropout (Astin,
1975).

A key feature of Marton's method is that categories emerged from the
data and were not predetermined by the researcher. Student
responses were ‘grouped into a number of categories, according to the
basic underlying structure expressed (Dahigren, 1984 p. 25). The
process of analysis involves examination of student comments in
order to identify the underlying meaning of statements made
‘irrespective of what words or examples they may use’ (p. 26). Marton
and Saljo (1984) describe the process in very concrete terms.
‘Sorting the quotes into piles, trying to extract a core meaning
common to all the quotes in a certain pile, examining the borderline
cases and eventually making explicit the criterial attributes defining
each group not the least in contrast to the other groups' (p. 55).

The importance of quality of learning is not universally acknowledged
as of greater importance than the quantity of learning. For example
Kiewra et al. (1988) measured the effectiveness of note taking
structures on test performance scores.

With increasing emphasis on accountablity based on student
achievement the pendulum may swing back to a predominant concern
with how much students learn (Nuttall, 1988). Forms of assessment
need to be used that can given an accurate indication of student
understanding in addition to mastery of content.

Q2 comprised open ended questions and a short form of the Approach
to Study Inventory. See page 135 for details.

The University Liaison Officer had visited each school earlier in the
year to discuss university study as an option for students.

As used here °‘grades’ includes measures of school performance
(bursary marks and sixth form certificate grade) as well as grades
obtained at university.

Refer to Chapter 2 p. 112 (note 9) for a discussion of the distinction
between course and general university climate

Involvement showed a similar pattern of loading when included in
analysis using students intending to enrol at university.
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12. The analysis conducted here is at least as rigorous as that carried out
by workers in the field (e.g. Watkins, 1983a; van Rossum and Schenk,

1984) who typically use one additional judge.



CHAPTER 4

THE NATURE OF INYOLYEMENT

The following four chapters present an examination of results and
discussion relating to the aims of the study. This chapter sets out to
clarify the nature of involvement as perceived by students. (aim 1 p.111).
Material is included from the open ended question ‘'What does being involved

in a course mean to you?' and both interviews. -

OPEN ENDED QUESTIONS
CATEGORY ANALYSIS
Students were asked 'What does being involved in a course mean to

you?" The focus of interest was directed specifically at involvement in

study rather than university life as a whole.

Two groups of data are presented here. They are:

1. seventh form students who indicated they definitely intended to enrol at
university the following year.

2. second year students at VUW who completed Q2.

Three categories of response were identified: ‘experiential, ‘activity and
‘outcome. These are discussed in detail below.

During the preliminary reading of the responses, the categories
suggested by Adams (1979) were considered for use in the coding grid.
Adams distinguished between ‘actions and feelings or interest’ (p. 509)
Preliminary examination of student responses indicated that students did
indeed distinguish between feelings, such as interest or enjoyment and
involvement activities such as reading or attending lectures. However,
detailed examination of the affective comments indicated that some

students referred to feelings that /ed fo involvement and affective
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responses that resuv/ted from involvement. After discussion between the
judges and further reflection, these affective responses were combined to
form the category ‘Experiential’. The data as presented made it too
unreliable to attempt such fine distinctions. Some students made a clear
distinction between feelings that /e¢ fo involvement or were the resu/t
of being involved but many combined the two - commenting on an affective
response that was part of their total involvement experience. More precise
measurement is needed to make an accurate analysis of this aspect of
involvement.

In Chapter 2 it was argued that Adams' experiential category was
extremely broad. As defined here ‘Experiential’ includes definitions of
involvement that described affective responses such as enjoyment, feelings
of interest or a desire to learn. The term ‘experiential’ avoids the
psychological connotations of a term such as attitude. A response that
referred in any way to a learning activity (i.e. doing something) was coded
as a subset of Activity. Thus definitions that referred to interaction were
coded in the interaction subset of Activity since it was seen as one example
of a range of activities students engaged in when involved rather than
representing a category on its own (Adams, 1979). Self-direction in
learning was coded as Activity as was any reference to various coping
strategies. The most significant departure from Adams' work was a clear
emphasis on involvement as an outcome. It was clear that students
sometimes perceived involvement in terms of its results (either in terms of
better marks or improved understanding); Outcome thus comprised the third
category.

Involvement categories

The following section describes the categories and subsets in detail.
Quotes are used to clarify the differences between subsets that may appear
similar.
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Table 4.1 Categories and subsets of involvement definition

Category Subset

Experiential!

Activity deep processing
interaction

participation
academic work

Outcome deep
guantitative

1. Experiential.

This broad category was used to record definitions that related
involvement to experiences or feelings associated with study. It included
comments that related involvement to enjoyment, interest, intellectual
stimulation and satisfaction. Responses that talked about wanting to
understand or work independently or /ee//ng a sense of dedication were all
coded as experiential. The experiential category as defined here most
closely resembles Goffman's description of involvement (Goffman, 1957) in

that the student is emotionally as well as intellectually committed to what
they are doing.

2. Involvement activities.

This category included all those definitions that referred a range of
learning and study activities and reflects Astin's (1984) concept of
academic involvement.

a. Deep processing. The student clearly indicated that some form of deep
processing (Marton and Saljo, 1976a) was associated with involvement
activity. Examples included thinking, active listening, or relating ideas. A
Clear distinction was made when coding responses that referred to

processing and those that talked about a deep level of outcome (coded as
deep outcome)
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The following three quotes illustrate involvement as (1) deep processing
activity, (2) a combination of deep processing activity and outcome and (3)
deep outcome.

\. l.trying to make critical appraisal of the work'

2. Usually involves a ot of time thinking about the topic from
aifferent angles so that | can explain the topic to myselr rather
than just know °it Jooks something like this and you plug in this
rormula’.

3. l.lo understand and notice significance of information given'
b. Interaction. This subset included all those definitions that clearly
stressed interaction between individuals (staff and/or students). Examples
included discussion, contributing and joining in.

c. Participation. This subset was added during final coding. The judges felt
that some students were giving the response ‘participation’ without making
it clear whether they meant discussion with others or doing the course
work. An additional subset was created which included all comments that
referred to participation or active participation without further
elaboration. In the opinion of the judges this response was given
automatically by some seventh form students. The judges felt that little
consideration have been given to the implications or meaning of active
participation.

d. Academic work. Students frequently referred to a range of study
activities. Adams (1979) included these in her ‘accountable performance’
category. However, Adams’ subsets, while distinguishing between activities
such as reading and writing did not separate students who saw involvement
in terms of doing the required work from those who did more than required.
While both definitions describe involvement in gquantitative terms (i.e. doing

a certain amount of work) it seemed more important to include this
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distinction in the analysis than to refer specifically to a range of study
activities.

i, basic activities. Responses covered attending lectures, assignment
preparation and spending time on study. In this case involvement was
perceived as carrying out the basic requirements in a conscientious way
(e.g. going to tutorials regularly).

11. doing more than required. To be coded thus the student must specifically
state that if involved they would put in more time and/or effort than
required just to pass the course.

3. Outcome.

It was clear from the definitions given that a number of students
defined involvement in terms of its outcome - in other words, as the result
of being involved in a course.

a. Deep level. Students made it clear that their learning was at a deep
level. Examples included gaining understanding and applying ideas.
b. Quantitative. An outcome perceived in terms of the grades obtained or
increases in the amount of information retained.
RESULTS

Three points emerged from the analysis. Firstly, students perceived
involvement as a combination of three elements (categories):. involvement
as experience, activity and outcome. Secondly, these three categories
were all used by first and second year students, although relative emphases
differed (see Table 4.2). Thirdly students’ definitions frequently reflected
an interaction between categories.

Table 4.2 presents the definitions given by seventh form students
(Q1), and second year university students (Q2) in the following forms:

1. The percentage of students who gave responses in the various categories

or combinations thereof.
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2. Percentages of students who included one of the three categories in their
response (either alone or in combination).

Details of subset information are given in Table 4.3.

Table 4.2 Definitions of involvement - Categories

7th Form YR2
n % N %

Experiential 36 18.9 S 8.2
Activity 61 32.1 21 344
Outcome 20 10.5 | 1.6
Experiential/Activity 34 17.9 21 344
Experiential/Outcome 15 7.9 2 3.3
Activity/Outcome 15 7.9 7 115
Experiential/Activity/

Outcome 9 47 4 6.5
TOTAL 190 61

Max error % 3.6 6.4
Experiential+ 2 94 495 32 o925
Activity+ 119 62.6 ST 86.9
Outcome+ 59 910 14 23.0
More than | category 73 38.4 34 59.7

Table 4.3 Definitions of involvement - Subsets (calculated on total
number in category) 3

n % n %
Experiential 94 49 5% 32 52.5%
Activity
Deep 11 92 8 15.1
Interaction 24 18.5 19 35.8
Participation 29 223 1 1.9
Basic 72 55.4 19 35.8
More than required 23 17.7 32 60.3
Outcome
Deep 13 20.3 8 57.1
Quantitative 48 78.7 6

429

*Calculated as % of total sample

When one examines the overall pattern of results in Table 4.2, one can
see that almost one third of the students in this study defined involvement

solely in terms of activity with a particularly high percentage of second



year students (34.4%) doing so. Clearly involvement is viewed in terms of
observable behaviour by a significant number of students, a finding that is
consistent with Astin's (1984) perception of involvement. In other words
how one spends one's time is an important element in involvement as argued
by Miller (1977). The current study makes the important distinction
between basic requirements and involvement as undertaking additional
study (Table 4.3). It is interesting to note that over half the seventh
formers whose responses fell into the ‘activity’ category, perceived
involvement in terms of performing basic course work and/or regular
attendance (35.8% for second year students). Students who linked
involvement and basic activities generally referred to personal diligence.
For example a student may attend all the lectures and tutorials and
complete background reading in a course where they were involved, while in
a 'non involved' course even these basic activities4 would not be completed.
The second year students (60.3%) focused more specifically on engaging in
more work than required. Most of these individuals perceived this extra
input in quantitative terms (e.g. extra reading).

Second year students placed more emphasis on involvement as
interaction than did their seventh form counterparts. More detailed analysis
of the data suggests that interaction refers principally to discussion within
the course, a finding that is not consistent with Terenzini's (Terenzini et
al., 1982) emphasis on social out-of-class interaction. However, the focus
of the present study is more specifically on involvement in study which may
explain the difference in emphasis.

The findings outlined above are consistent with Astin (1984) who
emphasised involvement as behaviour. However, unlike Astin, the students
in this study placed considerable stress on the experiential aspect of

involvement. In fact half of them made such a reference.
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As discussed in the previous chapter there is some confusion as to
the role of experience which may (in some cases) more properly be a reason
for, or outcome of involvement activity. However, the question asked
students to state what involvement meant to them and the inclusion of
experience in the response suggests that affective experience is an integral
part of students’ perception of involvement. As Adams (1979) found,
students do distinguish between feelings and behaviour when defining
involvement but each forms an integral part of their definition.

An unexpected finding in this study was the perception of involvement
as an outcome. The category was less significant than the other two, with
students tending to combine it with either activity or experience. It is
clear from the subset details (Table 43) that seventh form students
perceived outcome largely in terms of quantity. Examples included better
marks, or increases in amount retained. The greater emphasis given by
seventh form students to quantitative outcome may be a function of their
experience of school based learning and the fact that the last three years of
their schooling had been directed towards preparation for external
examinations (School Certificate, University Entrance and
Bursary/Scholarsnip). Second year students did place greater emphasis on
deep level outcomes - a finding that is consistent with their comments on
deep level activities (Marton and Saljo, 1976b). However numbers are
small, making conclusions difficult to draw. One could argue that
interactiond where students express their own ideas or interpretations, and
develop a sense of personal meaning, also reflects a deep approach. This
subset was also more frequently mentioned by second year students which
indicates the importance of providing opportunities for discussion if
students are to engage in involvement activity.

The differences in perceptions of involvement between seventh form

students and those in their second year at university suggests that these



are the result of differing learning experiences. The relatively
unstructured programme of university may provide opportunities for
engaging in additional study, and the explicit role of tutorials as a vehicle
for promoting discussion and interaction between students may be reflected
in students’ definitions of involvement.

INTERVIEWS

In the first interview, students were reminded of their questionnaire
definition and asked if they wished to revise their earlier comments. In
fact only six studentsé made substantial changes. Two (both with high
scores on the deep approach) expanded their definition to include an
experiential aspect and another two individuals removed experience. One
student stated that enjoyment was not significant in her current perception
of involvement, while another remarked that liking a course was not
essential for involvement. However this student clearly indicated an
emotional element in his actual experience of involvement in Psychology
(7m doing Social and Individual and parts of that | really love
It...l really got into that it was really neat). A fifth student
changed her earlier ‘basic activity' definition to one that explicitly referred
to the importance of doing extra work, and the sixth no longer felt that
‘mixing with other students’ was important.

After reading the complete transcripts it was clear that students
who saw themselves as involved in one or more courses spoke in an
animated and enthusiastic way about their studies. They spent longer
discussing their learning experiences and described these in more detail
than did non-involved students. The distinction is best illustrated by the
following quotations from Sarah (an involved student) and Nigel ‘who was
not involved in any course.
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Sarah expanded her original definition of do/ng more than just the bare

minimum to pass the course’ to one of,

Really enjoying the course. [ don't think [ could become Involved
n something unless [/ did ree/ a /ot for it. just getting as much
out of it as possible, really pushing yourselr to the limit to learn
/'t and rfind out and éenjoy’

The example used to illustrate this sense of involvement was a modern
poetry course she had completed in the first year. It had been suggested by

Sarah's academic adviser and was not selected through personal choice.

7 hate poelry and | went in there thinking Ugh! and now | Jove it
and /'ve bought thousands of books this year and spent Jots of
money. It was the only course where | think | have actually been
to all the lectures and ail the tuts ror and it wasn't because /
was scared [ was going to rail, it was just that / loved it - really
enjoyed it..! started keeping & scrap book of poems (that /
particularly liked, writing them down just parts and quotes and
things like that so /'ve still got that and / still continue doing
that'

Nigel had originally given a ‘basic’ definition of involvement. 'Aftending
classes and tutorials and assignments efc. In practice 7 don't
really get involved in courses or anything’'. The reason being that his
priorities lay with the pursuit of outside interests.
LEVELS OF INVOLVEMENT

Students’ description of involvement experiences suggested that a
distinction between involved and non-involved individuals was too
simplistic and a further level of involvement was identified (i.e. limited
involvement).  The comments made by Sarah and Nigel illustrate full
involvement and non involvement respectively. The three levels are
described in more detail below.
Limited involvement

Limited involvement in this context is taken to mean the bare

minimum in terms of effort; patchy and inconsistent input with little or no
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evidence of enthusiasm or personal commitment and thus refiects less
involvement in terms of time and/or effort, and involvement of low quality
as illustrated in the following examples:

For Grant, involvement was originally defined as ‘participating
actively in any course’. In the first interview he defined active
participation in'basic’ terms preparing ror tuts and then making an
effort to participate in tutorial/s. Grant's limited involvement was
reflected in his response to the question ‘would you say you come into that
category. ‘Yes just.

Gary experienced limited involvement in Economics.

/ts quite a long course and /'ve been in and out and with so many
dirrerent (topics /'ve enjoyed some more lhan olhers, some (lhat
/'ve taken in, some /| haven't:

Full involvement

Full involvement combined interests or feelings about the course,
such as enthusiasm or enjoyment, a high level of input (e.g. time, effort or
quality of activity), personal contact with staff or other students and/or
participation in extra-curricular course related activities.
Ruth was fully involved in French. ' / am involved in the Frehc/) club. 7/
am secretary of it this year: One of her other classes at just over
/00" and therefore made social contact 7 wee bit harder..but / aid ao
a lot of extra reading for that because some of the works were
Just so interesting.
Beth was very enthusiastic about the course and the lecturer whom she

described as follows:

He's the best, he Is really wonaerrul because he makes his
lectures really interesting because he Is So obviously
enthusiastic about the whole thing - he transfers that and he also
gives you the opportunity to really research what you are
Interested in'.



No involvement

At this level the students indicated that they were not involved in a
course as illustrated by Nigel (above).

As Table 4.4 shows, the majority of the interviewed students gave
clear indications of full involvement in at least one course with very few
not involved in any course. It must be noted that level of involvement does
not reflect personal characteristics but rather a specific reaction to a
course. The tendency to label students as fully involved' arises from a
consideration of their general definitions of involvement. However,
examination of the interview transcripts clearly showed that no student
was fully involved in all courses. The experience of involvement was
course-specific rather than generalised as the quotations from Sarah's
interview indicate. Table 4.4 gives the number of students who reached
particular levels of involvement in one or more courses, it does not give the
number of ‘fully involved' students. The eight non involved students were
not involved in any course.

Table 4.4 Level of involvement (n=58)

| None Limited Full
No.of students | 8 " 39
THEMES

Analysis of the interview transcripts revealed five themes that can
be said to characterise student perception of involvement. They are as
follows:

1. Involvement as experience, activity and outcome.
Involvement as a perception of course requirements.
Involvement as depth of approach.

Involvement as personal or academic.

T I TN

Involvement in the subject matter.
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These themes supported and extended the open ended results and are
discussed below.

Because of the integrated nature of the comments made by students,

the themes were often embedded within one remark. To avoid loss of
meaning this section begins with a series of fllustrative quotations with

brief comments as to relevant theme. Discussion of the five themes
follows.

Emma agreed with her original definition of getting interested in the
topic, undgerstanaing and enjoying It aeing research work purely ror
Interest. She commented that she felt like this about Geog 204.  Desinitely

really loved It, ! can easily (be) very involved in that and the same with both
the classics!

This 1s a definition that included activity (which may be classified as deep),
outcome and strong experiential elements.

Stephen defined involvement as

More than Just going to the lectures and doing the assignments. 1t's rinding

the course really interesting and wanting to rind out as much as possivle
about the aspects or it that interest you.

Reference is made to doing more work than required (quantitative), the
importance of interest and experiential involvement.

Jane had initially defined involvement in terms of class attendance. In the
first interview her view was slightly different.

The definition made an
important distinction between involvement in the course and the subject.

Psychology provided the example.

1 was quite enjoying the text but | wasn't going to /lectures and / was even
missing a couple of 1abs..so you are not réally involved in the course but you
are involved in the subject../ think 1 am réally involved with Law [ haven't

missed a lecture. /t’s my most imporiant subject../ do stuay every night and
|

/ stuay Law Tirst to make sure | get that out or the way because It doesnt
\ matter It 1 1ail the others but 1t matters Ir / rarl Law!
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For Jane involvement meant fulfilling the basic attendance requirements
and completion of work set. It is interesting to note the distinction
between a sense of involvement in the subject matter which is not
demonstrated in the response to the course as an institutional entity. Jane
found Law to be the most enjoyable course. The indication of fear of failure
relates to Jane's failure of the mid course test and some anxiety over the
Socratic method of questioning used in the lectures. These factors
combined to make success in Law a challenge for Jane (in the event she did
not pass and repeated the course the following year with improved results
and even greater enjoyment),

Mahdur had initially included enjoyment in her definition of involvement
along with learning and understanding. Four months into her degree,
understanding was still important but not so enjoyment.

1 still  believe that Involvement means learning and
unaerstanding what you are aoing, you can't just do your work like
a parrot but when it comes to enjoying |/ find that some of them /
don't enjoy but / still try to enjoy what is going on.

For Mahdur the experiential aspect of involvement was less important as
she now placed her emphasis on understanding as an important outcome of
involvement.

Celia defined involvement as ' saving an active interest in the subject,
enquiring about it, working for it as hard as you can and trying to
get as much enjoyment out of it:

Celia combined aspects of a deep and surface approach in addition to
experiential characteristics.

Sally found that involvement resulted in

much more creative essays if I'm interested in it otherwise it's
the topic I'm going to talk on today and then you get a conclusion
and that's just repeating the introduction and saying and so | have
proved that'
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This provides a clear statement of a deep level outcome.

Ben had given a ‘basic’ definition of involvement in his Q1 response.

Going to tutorials, lectures,  handing in essays in but aiso
pursuing the subject that you are interested in in the manner you

want fo’. In interview one handing in essays was not "terribly important'.

Involvement now meant

going to lectures and concentrating../r [ really concentratée on
what hes saying then my notes are so much better and my
understanding so much betler..doing essays before (the lectures
rather than arterwards..tutorials putting your erfort into that:

This quote is significant in that a basic definition is given but it also
suggests that Ben seeks understanding. Ben's comment suggests that
students may demonstrate a deep approach in combination with a
description of involvement as engaging in basic activities. This distinction
is discussed in more detail below (p. 169).

Rachael amplified her original definition.

1 §till think to me it means having morée of a personal contact
with the department or the people in the department and also /
think you can get a lot more involved in anything if you have 3
choice rather than.. rorced to do something:

Reference is made to personal contact and the importance of independent

choice?.
Julia used the term 'full’ involvement to describe her response to English.

my attituge to English 1s quite positive and so my involvement In
£English | think is rairly rull. [/ do participate and discuss and so
on. For the other courses '/ don't really go through the books that
/'m required to go through in an much detail as / should..! do for

English though:
Julia gives a basic definition combining experiential and active aspects.
Max defined involvement as going beyond that basic learning

techniqgues and exploring the course personally’.
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This is a definition that views involvement as going beyond basic
requirements with personal input.

Beth mentioned doing course work in addition to 7ee/ing interested and
satisried with a coursé programme.  Getting to know rellow
students and tutors and stimulating rurther stuady'.

Here reference is made to interaction on an academic and possibly social
level.

The general atmosphere at the architecture school had encouraged Roger to

become involved. This tied in with his original definition of involvement as

participating In social and academic occurences within the
course and within the group of people involved in that course.
Feeling part of what's happening.

His experience changed during the course of his second year at university

(first year at architecture school).

7 dian't like to be involved at varsily much, | like to come in
from Lower Hutt and do my work and go home and forget about It
That's what / thought 1'd do this year but you've got to spend quite
a it or time up here. [/t gets to be quite run arter a while.

A clear indication of social involvement with other students is given here.
Peter agreed with his earlier definition of getting at least B passes
and also voluntary further reading’ and added that

"/ would like to meet more or the lecturers casually..! would
like to get to know some of them because (/) could rollow up a
topic or something somebody else was doing..if [ve got
something that really interests me then it seems like its all
worthwhile'

In addition to quantitative outcome and enaging in additional reading,

interaction with academic staff outside class was an important element in

Peter's involvement.



The following themes emerged from the interview after repeated
reading and discussion. The themes should not be seen as independent, as
each interacts with the other, however for the sake of clarity they are
discussed separately.

Involvement as experience, activity and outcome.

Interview data supported the distinction made between the
experiential, active and outcome related aspects of involvement.

Involvement as a positive feeling towards one's course or its subject
matter was expressed by 31 students (53.4%), a similar emphasis to that
given in the open ended resuits (Table 4.2). The natural extension of such
positive feelings was to engage in a range of learning activities. These
findings give further support to Adams’ (1979) identification of feelings as
an important element in students’ perception of involvement.

A large number of students (n=39, 78% of involved students) talked
about what they did when involved in terms of mental or physical activity.
The qualitative differences between the various activities is discussed
below. The results do illustrate the importance of distinguishing between
required reading and additional background study (i.e. basic or more than
required). This distinction was not made by Adams (1979) who only
referred to reading for course programme’ (p. S09).

Adams also identified interaction as a key element in students’
perception of involvement and by allocating it a separate category she
distinguished it from other forms of learning activity (e.g. reading).
Similarly, Terenzini et al. (1982; 1984) measured interaction but kept the
dimension separate from their classroom and social involvement scales8. In
the present study it has been argued that a distinction between involvement
activity and interaction is artificial as interaction is one example of
students‘learning behaviour. With this in mind interaction was included in

the ‘activity category of the coding grid. Of the students who referred to
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interaction (n=34, 68%) fourteen limited this to in-class interaction,
eleven referred only to out-of-class discussion and a further five mentioned
interaction on academic matters both in and out of class. Only four
students mentioned social relations as an important aspect of their
involvement definition. In fact only one student referred to her
participation in course related extra-curricular activities (i.e. French Club).

In the interviews first year students gave greater emphasis to
interaction than than they did in the open ended questions. In fact 71.4% of
this group mentioned interaction in the interview - considerably more than
the 40.8% of students who mentioned interaction and participation in the
open ended questionnaire. This finding suggests that once at university,
involvement through discussion increases in importance. It appears that
effective in-class discussion between tutor and students is particularly
important in encouraging involvement. However, the provision of
~ opportunities for out-of-class interaction between students and between
students and staff must not be overlooked. Peter made it clear that his
limited involvement was in fact largely due to a lack of just such occasions.
As his comments on page 165 indicate.

The results of this study indicate that students perceive interaction
(principally on academic matters but also social exchange) to be an integral
part of their experience of involvement activity.

Students gave further support to the role of outcome as part of their
perception of involvement. [t was interesting that interviewed first year
students placed more emphasis (41.4%) on deep outcomes (e.g. integration of
ideas, development of personal meaning and the application of learning to

the ‘real world’) than they did in the questionnaire responses (20.3%)9. This
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increased emphasis may again illustrate a change in perception of
involvement from school to university study.
Involvement as a perception of course requirements

In the questionnaire data, a clear distinction emerged between
involvement as:
1. regular attendance and completion of course work - in other words
completion of basic requirements.
2. engaging in more work than actually required to pass.
These findings were reinforced in the interviews with 26 students referring
to involvement in terms of fulfilling basic requirements and a further 22
defining involvement in terms of doing more than required'?. In three cases
it was not possible to determine the response category.

It is important to note that most students who gave basic definitions
did make it clear that the activities were carried out with thoroughness and
some commitment. The difference between basic and more than required is
reminiscent of Hudson's (1968) concepts of syllabus freedom and syllabus
boundness. Students who go beyond the basic reqirements of the course, for
example engaging in additional reading are unlikely to feel constrained by
the syliabus and its assessment requirements. It is interesting that
involvement enables some students to follow such a path.
Involvement as depth of approach

The interview data developed and strengthened the links between
involvement and a deep approach that were suggested by the open ended
analysis. When students talked in more depth about their perceptions of
involvement it became clear that a relationship did exist between these two
concepts. This was illustrated by student comments on the outcome of
involvement through references to understanding and improvements in the
quality of work (e.g. creativity of essays) and to a lesser extent, by learning
activities that required deep processing.
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A simple distinction between ‘basic’ academic activities as
quantitative and 'more than required’ academic work as qualitative was not
possible. Significantly qualitative differences appeared within both types
of activity.

1. Basic. Some involved students (n=11) adopted a deep approach while
carrying out basic course requirements (e.g. thinking about what was said in
lectures, engaging in discussion in tutorials) while others referred to the
amount of basic work undertaken in gquantitative terms (e.g. pages read,
number of lectures or tutorials attended) (n=15).

2. More than required. Similarly those carrying out extra activities made
similar qualitative distinctions. At the deep level a clear indication was
given of an attempt to understand the material and or make it personaily
meaningful (n=11). While a further 11 students perceived doing more than
required in terms of additional time or effort!!.

The relation between student perceptions of involvement and a deep
approach was further demonstrated by links between involvement
experience and personal commitment, for example learning for yourself
rather than for assessment requirements.

Involvement as personal or academic

Miller (1977) distinguished between academic and personal
involvement. In his paper academic involvement referred to involvement of
a student with the subject matter while the latter term related to social
interaction. As the above discussion has demonstrated, interaction was
certainly an element in student definitions of involvement but in the
present study very few students (n=2) referred to social interaction with
students or staff at a level separate from discussion of course-related
material. However the students in this study perceived personal and
academic involvement in different terms. This perception is consistent with

learning as engaging with the material at a cognitive level (i.e. academic) on

169



170

one hand, and on the other an attempt to make course content personally
meaningful (personal).

The following quotes illustrate the difference between personal and
academic learning.

Mahdur 7 st//7  believe involvement  means learning  and
understanding what you are doing’. (academic)

Henry ‘7hey really want to get iInto it. Learn a&all about the
subject..just sometimes thinking about a Chemistry problem’.
(academic)

Ann /F you don't enjoy It you end up being a bit detached from it
Doing what's required and / rind that in subjects | don't enjoy so
much | don't get so involved in’(personal)

Gail /7 / like the subject..! will go the rurther step and try and do
more with IL.its the satisfaction of relating it to reality and
perhaps thinking of how markels and how [Firms and how
consumers and that relate..! try to get away from the theory and
actually look and see for the reality of it. (personal)

The role of personal involvement in the development of understanding
is discussed by Ramsden (1985) and by Ford (1979). The latter also argues
that personal meaning is essential for lifelong learning. This distinction
indicated that for at least some students involvement is more than learning
at a ‘'deep active’ level (Entwistle, 1981).  Cognitive activity is
supplemented by attempts to seek meaning. The role of personal meaning
and commitment is consistent with my own definition of involvement.
Course vs subject involvement

Involvement in the subject matter but not the course was explicitly
referred to by four students. In this theme, involvement is directed at the
subject matter in a field of study. Inone case the text was interesting, as
was the subject matter of the course but positive feelings were not

encouraged by the work as taught. Students really wanted to get actively



involved but course factors (e.g presentation, workload, assignments)
prevented this.

For example, Clare commented. 7/ts /n the text book It could be
(interesting), we had a muiti-choice test and stuadying for that was
guite Interesting and thats why | wanted to do the course, it
really disappointed.

Emma made a similar remark about the same course. 7 fAink the content
could be interesting but [ don't think it's very well presented..in
lectures It's all very disjointed..no overall picture.

CONCLUSION
The interview themes give further support to the results of the open
ended analysis which demonstrated that students perceive involvement in
quantitatively and qualitatively different ways. The main findings of this
chapter are as follows: |
1. Involvement was perceived by students as a combination of activity,
experience and outcome. For many students, invoivement is associated with
some positive feelings (these may not be expressed directly in the
definition of involvement but rather in their involvement experience!2). The
enthusiasm that illustrated full involvement further demonstrates the role
of affect. Involvement behaviour is exhibited in a range of ways - most of
which are time consuming. Thus Miller's (1977) claim that students
generally view involvement in terms of time spent seems correct. However
the present study was also able to distinguish between time spent on basic
requirements and time spent on extra study.
2. Involvement activity is perceived as either performing basic
requirements or engaging in more work than required. It was particularly
interesting that this distinction was further delineated on a qualitative

level.  Apparently some students view involvement as carrying out
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quantities of basic activity (e.g. they go to all the lectures and read all the
relevant chapters of a text). However there are other individuals who
engage in the same activities but do so in qualitatively different ways.
These students give consideration to what is being discussed in lectures and
attempt to evaluate what they read in the text book. A similar quantitative
and qualitative distinction is apparent for those students who describe
involvement activity in terms of doing ‘more than required'.

3. An important element in students’ perception of involvement was course-
related interaction as opposed to broader social exchange. However, the
wording of the question asked students to focus on involvement in study so
this finding is not unexpected. Adams (1979) included interaction in her
list of involvement categories but did not include interaction in her
definition.  The results of this study suggest that interaction should be
included if one is to attempt to list all the key involvement activities.
Terenzini's (Terenzini et al., 1982) separation of classroom and social
involvement from interaction is not supported as the students in this study
clearly saw interaction as part of the involvement experience.

4. Despite students’ attempts to produce a general definition of
involvement (as they were asked to do in the open ended question) it was
Clear from the interview transcripts that involvement is a course specific
response. Students made clear distinctions between courses in terms of
their level of involvement. Their specific responses were mediated by a
combination of personal and course related factors. These are discussed in
detail in Chapter 7.

S. The emergence of levels of involvement from the data was interesting
and suggests that a difference exists between students’ generalised
definitions and their actual experience. The three levels of involvement

were course specific and reflected qualitative and quantitative differences.
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Adams’ (1979) definition of involvement was a comprehensive if
rather lengthy one.

Engaging In the activities of coursé programme with
thoroughness and Seriousneéss, reelings, motives,
PUIMPOSES, and selr direction or capacity or
commitment and checking where study is learning, as a
personal undertaking. (p.511).

In general terms this study gives support to this definition as many of its
features have reality for students. However motives and purposes relate
more specifically to reasons for involvement rather than being part of its
nature (a distinction that Adams actually makes in her paper). Furthermore,
students, while as a group identifying many of these aspects in a collective
definition, give widely differing definitions as individuals. Some of these
perceptions refer for example, to personal commitment and self-direction
while others comment on regular lecture attendance and completion of
tutorial readings.

As a definition, involvement as a commitment expressed through
active engagement with the task as proposed in this thesis has validity for
a number of students. Even students who might interpret active engagement
as completing a tutorial reading before attending the appropriate tutorial,
see involvement in terms of some commitment (in terms of thoroughness).
Not all involved students expressed this commitment as a personal response
however. |t appears that involvement and the deep approach can be
expressed with or without personz/ commitment.

Thus the concept of involvement (as perceived by students) is
variable and this variability may result from the interaction of range of
course-related and personal factors. This question will be examined in the

following chapter.
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NOTES

The category ‘experiential did not have any subsets (see description
given below).

The category + data describes the percentage of students including a
particular category in their response. For example experiental+
includes definitions of involvement that referred only to experience as
well as those that included experience with one or more other
categories. This is calculated as a percentage of the total number of
students in that group. To continue with the same example, 49.5% of
all seventh form students made some reference to involvement as
experience.

The percentages do not total 100 because the grid used for open ended
question analysis was based on the assumption that students could
include comments from several subsets in any one category.

These activities can be seen to be basic in terms of lecturer
expectations, although it can be argued that attendance at lectures in
a course where assessment is based totally on written assignments,
lecture attendance is optional.

In the coding grid, interaction and deep level activities were separate
subsets in the "Activity’ category

A total of 58 students were interviewed.

The importance of seif-direction as a factor in the development of
involvement is discussed in Chapter 7.

The following item was included in the classroom involvement scale
‘expressed views in class' (Terenzini et al., 1982).

The percentage of students referring to deep level outcomes as an
aspect of involvement experience did not differ markedly between the
open ended question (57.1%) and the interview (62.1%).

One student (Philip) indicated that ideally involvement meant doing
more than required but in practice he carried out basic activities.
This student was therefore included in both the 'basic’ and ‘more than
required subsets. The eight non-involved students were not included
in this analysis.
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12.

Two students gave multiple responses. Philip gave a quantitative
response in the ‘basic’ and ‘'more than required’ subsets and another
student (Ralph) gave a qualitative and quantitative ‘more than required
response. Three responses were unclear.

It is possible to distinguish between students definition of
involvement which may reflect their view of an abstract concept and
their actual experience of being involved in a course or range of

courses. The experience may of course differ between courses while
the definition is unchanged.
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CHAPTER 5

INYOLYEMENT, APPROACH TO LEARNING, EDUCATIONAL
ORIENTATION AND SEX DIFFERENCES

In the previous chapter it was shown that students gave a range of
definitions for involvement that differed in terms of quantity and quality.
The purpose of this chapter is to determine whether a student's definition
and actual experience! of involvement is related to students' general
approach to learning, their educational orientation (reason for attending

university) or sex2 (aim2p. 111).

APPROACH TO LEARNING
All seventh form students completed the Approach to Study Inventory
(Entwistle and Ramsden, 1983) in order to provide background information
on approach to learning and to enable students to be selected for interview
on the basis of either a high meaning or high reproducing score3. Additional
questions were added to the inventory in Q1 and Q2 which were designed to
give an indication of a student's general level of involvement4 The
following section compares the results of the ASI analysis to those
obtained in overseas research using university students (Watkins, 1982a,
Entwistle and Ramsden, 1983).
ANALY3IS OF APPROACH TO STUDY INVENTORY
In general these results (Table 5.1) of the principal components
analysis support those obtained by Ramsden and Entwistle and indeed much
of the research done in this area (e.g Thomas and Bain, 1982; Watkins,
1982a). The deep and surface approaches are clearly seen in factors | and I1.
Factor | describes the former, loading on the dimensions ‘use of evidence’,

‘relating ideas,” ‘intrinsic motivation’, and ‘deep processing’ as well as a
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‘strategic approach’. This pattern suggests a student who is aware of the
demands of the task but is also interested in the material and wishes to
gain an understanding of it. Factor [l supports the findings of Entwistle
(Entwistle and Ramsden, 1983) in that a clear surface approach emerged.
This is in contrast to the surface/confusion factor of Watkins (1982a)
which had significant loadings on surface approach dimensions such as ‘fear
of failure’, as well as 'disorganised study methods’, 'negative attitudes’ and
both learning pathologies.

Table 5.1 Approach to learning - Seventh form students (n=230)

DIMENSIONS FACTORS
I I 11 Y V

Surface processing .63

Syllabus bound , 33 39 e
Extrinsic motivation I 1) .70

Fear of failure .66

Use of evidence .78

Relating ideas 12

Deep processing .78

Intrinsic motivation 21 =99

Negative attitudes 82

Achievement motivation .78
Strategic approach .50 33 =92
Disorganised .48 .90
Globetrotting .69
Improvidence 72

Comprehension learning .39 67
Operation learning A2

Eigen values 293 2.39 1.71 1.52 1.40

Factor | Deep approach

Factor Il Surface approach

Factor 1ll Negative attitudes

Factor IV Achieving approach

Factor V Disorganised and Superficial

In the present study, ‘disorganised study methods’ and ‘negative
attitudes’ loaded on factor [1l. Factors |V and V give support to the two-

way split of the achieving approach indicated by Entwistle and Ramsden
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(1983). However, while factor V closely resembles their disorganised and
dilatory approach with loadings on ‘globetrotting, ‘disorganised study
methods’, and ‘comprehension learning there is a notable difference from
Entwistie and Ramsden’'s pattern of results on factor IV. The expected
loading of extrinsic motivation on the surface approach (factor I1) did not
occur, rather it appeared on factor |V in conjunction with achievement
motivation. This finding supports that of Watkins (1982a) and the later
research of Entwistle and Ramsden (Ramsden, 1984).

In contrast to the results of Watkin's study, the achieving factor
obtained here suggests a student with strong extrinsic goals who uses a
range of strategies to achieve the best marks with some indication that
he/she works within the requirements of the syllabus. These results and
those obtained by Watkins at Australian National University do partly
question the strength of the relationship between motive and strategy, at
least between extrinsic motivation and the surface approach.

‘Extrinsic motivation’ also loads on factor [II which is strongly
defined by negative attitudes. This factor was not identified by other
research. Apparently a group of seventh form students possessed negative
attitudes to study and a lack of interest in their courses. The work that
they did undertake was limited to the confines of the syllabus and
performed for extrinsic reasons. Further analysis suggested that these
students did not attend university (see discussion below).

The data indicates that extrinsic motivation exerts a compiex
influence on study patterns. On one hand, it is associated with an approach
that could be seen as detrimental to effective study (factor I11) and on the
other it is associated with a potentially more successful strategic approach
(factor |V) associated with a desire for high levels of performance.

The division of the dimension of syllabus boundness across a range of

factors suggests a diffuse influence. This finding has not been particularly
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marked in other studies using university students and may reflect the
somewhat formal programmes run in some seventh forms where the syllabus
is directed towards external examination requirements.
Students intending to enrol at university

Further analysis of the dimension scores using only those students
definitely intending to enrol at university, revealed some interesting
results (Table 5.2).

Table 5.2 Approach to learning - Students intending to enrol at
university (n=172)

DIMENSIONS FACTORS
| I 11 v

Surface processing 61

Syllabus bound 52 .38
Extrinsic motivation : 31 1
Fear of failure 68

Use of evidence 13

Relating ideas .68

Deep processing 74

Intrinsic motivation 56 -.38

Negative attitudes .68
Achievement motivation 73
Strategic approach 42 -.34 .40
Disorganised .64
Globetrotting .65
Improvidence 70

Comprehension learning 29 37

Operation learning 74

Eigen values 250 2.30 2.06 1.57

Factor | Deep approach

Factor || Surface approach

Factor 111 Negative and disorganised
Factor |V Achieving approach

The results were almost identical to those of Ramsden and Entwistle
(1983), the exception being the loading of ‘extrinsic motivation’ on the

achieving and negative attitudes approaches as before. The most significant
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finding was that ‘negative attitudes to study’ no longer defines a separate
factor. Table 5.2 shows that while ‘negative attitudes’ still loads on Factor
I1l, it is combined with ‘disorganised study methods’ and ‘globetrotting'.
This factor now reflects a combination of disorganisation and negative
attitudes to study. A finding which suggests that it is those students either
uncommitted to university study or definitely opposed to it who display
these characteristics. New Zealand seventh form students intending to go
to university in the near future appear to be a similar group to the first year

university students of other studies.

Table 5.3 Involvement included as a dimension - Seventh form students
(n=230)

FACTORS

I I [ v )
Deep processing 76
Relating ideas 70
Use of evidence .76
Intrinsic motivation 57 s 5
Surface processing .62
Syllabus bound %
Fear of failure .66
Extrinsic motivation .40 67
Disorganised 47 1
Strategic approach 47
Negative attitudes .82
Achievement motivation 79
Comprehension learning .40 99
Globetrotting 69
Operation learning A2
Improvidence 72
Involvement R

Eigen values 2.8 24 1.7 1.5 1.4
58.23% of variance

Factor |  Deep approach and involvement
Factor Il  Surface approach

Factor 111 Negative attitudes

Factor IV Achieving approach

Factor V  Disorganised and superficial



Involvement as a dimension in ASI

The results presented in Table 5.3 indicate a relationship exists
between involvement as defined by the questions included in the ASI and the
other deep approach dimensions (see also Appendix J for correlations of ASI
dimensions including involvement). This finding suggests that students who
typically adopt a deep approach to learning aiso intend to become involved in
their studies.

Further support for a relationship between involvement and a deep
approach came from correlations between the Q2 dimensions (Table 5.4).
Both first and second year data produced a moderate correlation (0.49 and
0.41 respectively) between deep processing and involvement scores. It is
also interesting to note that extrinsic motivation and involvement scores
were negatively correlated (-0.36, -0.31). So that while further support is
given to the existence of a link between involvement and a deep approach, no
observable relation appears to exist between a deep approach and extrinsic
motivation (-0.15, -0.07), students who are involved seem unlikely to
indicate high levels of extrinsic motivation. The significance of this
finding is discussed below (p. 204)

Table 5.4 Relationships between Q2 dimensions - first year (n= 80) and
second year students (n=64)*

Surface Involve Extrinsic Achieve
Deep 02 (006) .49 (41) -15 (-07) -01 (-.09)
Surface -02 (04) 07 (26) .15 (.28)
Involve -36 (-.31) -.002(-.003)
Extrinsic 28 (.27)

* correlations for second year students given in brackets
OPEN ENDED RESULTS

Cross-tabulation was carried out to determine whether any patterns
emerged from the open ended data in terms of relationships between

response categories or between a category and factors such as grade index
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and ASI| dimension score. This analysis was purely exploratory. It had
been expected that some relationship may exist between involvement
definition (e.g. in terms of deep or surface activity) and stated involvement
outcomes (qualitative or quantitative). No such patterns emerged. This may
be due to the fact that students were asked to give a general definition of
involvement but their comments about benefits were usually specifically
related to particular courses. However second year students who indicated
involvement in some or all of their courses tended to obtain higher scores
on the deep approach dimension (Q2) than those who were not involved. It
was noted that involved students did tend to obtain lower surface scores
than non involved, however the difference was small (Table 5.5). This

pattern was not demonstrated in the first year data.

Table 5.5 Median score on deep and surface dimension (Q2) for first and
second year students with differing degrees of involvement.

deep surface

YR2 (n=66)

All/some involvement 17.0 9.0
No involvement 145 10.5
YR 1 (n=78)

All/some involvement 16.0 9.0
No involvement 16.0 9.0
INTERVIEWS

The approach to study inventory (Q1 and Q2) provided a useful means
for classifying students into the ‘deep’ and ‘surface’ interview groups and in
general, student comments supported their ASI dimension scores (Table 5.6).
However there were inconsistencies where a student's interview comments
indicated a deep approach to learning but they did not obtain high scores on
the deep approach dimensions in either Q1 or Q2.  This may have been
because the student’s experience had changed his/her attitudes to learning

since completing the ASI or a score measuring general approach to learning
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did not accurately reflect responses to individual courses.  If this latter
proposition is correct it would provide support for researchers like
Laurillard (1979) who have argued for the role of context in determining
approach.

Table 5.6 Match between ASI score and judges' categorisation as deep or
surface from interview transcriptss (n=38)

Approach (ASI) Approach to learning (interview)

Deep Surface Combination
Deep 11 0 6
Surface 3 15 3

Deep and Surface themes

The following themes emerged from the analysis of the interview
transcripts and distinguished students who adopted either deep or surface
approaches to learning. These themes develop the existing distinction
between deep and surface approaches6 in the sense that they support the
existence of the concepts, but introduce additional themes that can be used
to identify them.
1. Active vs Passive view of learning

Students classified by the judges as adopting a deep approach were
more likely to take an active part in their learning be it through joining
clubs, interacting with academic staff or using active study methods (Table
5.7). Furthermore these students were more likely to have made a conscious
decision to undertake a course of study. For example choosing Arts subjects
over Commerce because of personal interest. Jarvia expressed her active
approach as follows: 7 do some of the problems, if ]/ don't understand
oneé then / look in my book for referéence then !/ do some problems

until | unaerstand it
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Ruth had a general enthusiasm for learning. 7 rea/ly do like learning. [/
like learning about things that intérest me..it’s just such a
terriric opportunity to do it. She expressed an active approach to
learning. / think | could find something of interest in any

course../'ve never really done a course that | thought was bad.

Table 5.7 Active and passive students by approach to learning and level of
involvement (n=58)

Involvement
Full Limited None

Active

Deep approach 15 1 0
Surface approach S 1 0
Combination 6 2 1
Passive

Deep approach 3 0 1
Surface approach 7 6 S
Combination 3 | |

There was a tendency for some students with a surface approach to
lack personal control over why they were at university and how they went
about studying. A passive acceptance of personal and course inadequacies
was quite common. Another example of a passive approach was the study
strategies mentioned by some students. For example, taking lecture notes
as a means of avoiding boredom. Others knew that they could study more
effectively but lacked the energy or enthusiasm to change. Such
fundamental differences in attitude were expressed in most topics covered
in the interviews. For example Nigel had made no attempt to improve his
poor performance. 7/ lhink /'m going to rail a couple this year that's
Just aue to pressure [ think and me not coping with it - not even
trying to. Grant expressed his passive approach thus, 7m sort of
disinterested even though there is a test coming up' His note-

taking strategy was not undertaken as an active attempt to learn but rather
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to avoid boredom. 7 write down & lot because it keeps me from being
bored.
Bruce had not followed his own interests in coming to university but rather
taken a passive approach to his choice of studies. The stimulus to do a
Commerce degree had come from information given in the sixth form. Some
guy from university saia, “Right ir you want a good degree go for
a BCA In ACCY and INFO". That's where it started from.
2. Reliance on previous learning

The ability to make use of one’s existing knowledge, using it as a base
for further learning is seen by Svensson (1984) as an indication of deep
processing and essential for understanding. Students who adopted a surface
approach were more likely to restrict their learning to what they already
knew. Some of these students gained security and a belief that they were
intellectually quite able from such a strategy. Courses that presented new
material or developed new concepts from existing knowledge were seen as
difficult and accordingly disliked. On the other hand, individuals with a
deep approach preferred new material. For example, Sarah felt a sense of
satisfaction when the work was difficult or different from previous
experience. She was critical of students choosing subjects as easy options.

Her own view was that it was important to look at a course not just in
terms of

Enjoyment and interest’ but iso ‘stimulation..what you arée going
to get out or it too. You hear about people going for soft options
and you think 1’11 be good at it because /'ve done umpteen years of
Latin so |'l] breeze through this. What's the point really cos you
are not going to learn anything from it if it's just going to be a
rehash of what you already know:

Beth stated that she built new learning on existing knowledge.

Most of the English and History ones | really enjoyed because
they were subjects /d never come across before and so it was
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guite new and interesting and other onés where it was burlding on
previous qirrerent parts of it which 1'ad never looked at or thought
goout berore and dirrerent ways that particular people teach or
présent a certain topic.

Brent relied on his seventh form material.

n POLS [ still rely on my seventh form background a little bit to
help me in essays because it (POLS)/s a subject | hadn't done and
/'ve rfound that helped me a jot and / dian’t have to understand too
much .

Sue made the following comment of her first year Maths course.

1 quite enjoy it actually cos !/ can reel quite bright (laughs) may

not be but | reel.because /ve done It berorée | know what |/'m
aoing Just makes you reel good when you know what you are
aoing.

3. Awareness of learning processes

All the students had some views on their experience of learning. They
talked honestly about their experiences and perceptions of university. It
became apparent that students with a deep approach demonstrated a deeper
understanding of their own learning processes or at least were better able
to express their perceptions. They had already directed a degree of thought
towards their own learning. Furthermore students who adopted a deep
approach tended to talk at greater length and with more enthusiasm about
themselves and the courses they were doing.

It is possible to explain this difference in terms of their greater
ability (as measured by school performance) as shown in Table 5.8. More
able students may have better developed metacognitive skills and thus it is
the able students using a deep approach, who are aware and can express

their experience of learning.
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| Table 3.8 Interviewed students' academic performance (median scores) by
; approach to learning and level of involvement? (n=58)

Deep Surface Combined
Full involvement
Bursary mark 315 269 293
Sixth form 6.5 12.0 8.0
Grade index 2.4 1.5 1.45
Number of students 18 12 9
Limited involvement
Bursary mark 365 301 245
Sixth form 10 9.0 17
Grade index 2.1 1.9 1.1
Number of students 1 7 3
No involvement
Bursary 263 279 251
Sixth form 14.0 12.5 11.0
Grade index 1.5 1.9 0.8
Number of students | S 2

Given the higher level of school performance of students with a deep
approach it is not surprising to find correspondingly higher university
performance (Table 3.8). It cannot be concluded from this data that
involved students (except those combining a deep and surface approach) do
better at university than non-involved individuals who have adopted the
same approach. Rather, it seems that for surface students at least,
involvement appears to be associated with poor performance. Table 5.8
shows that despite a similar level of school performance, fully involved
students who adopt a surface approach obtained a lower grade index (1.5)
than their non-involved colleagues (1.9). One might speculate that this is
because students with a surface approach tend to display their involvement
in terms of time spent and thus they are disadvantaged because there is not
enough time left to spend on other work.



188

4. Quantitative perception of learning

This perception took two forms. The first reflected the belief that
knowledge existed as a quantity, an amount to be transferred from the
source to the learner, stored and either retained or forgotten. Such a
perception is described by Saljo as a concept of learning at level two
(Gibbs, Morgan and Taylor, 1982). The second perception was described by
students who believed that performance could be improved by doing more
work or spending more time at one’'s studies. Guy compared his study time
to that of his friends. Although he perceived he spent less time in study, he
passed whereas they did not, largely due to an attitude and approach to
exams. His friends seemed,

Brighter than me and they do a /ot morée work than me, |/ Know
that they do a lot more work than me../ seem to lift myselr just
before an exam..! think its an attitude | think you know your
limits you know whether you've got enough in your head before the
exam and it's just a case of all these racts might be riled away in
your head but they are not in order ana it's getting in the right
mental frame berore you get into the exam:

Jane believed that the difference between a ‘B’ and an 'A" grade was the
amount of reading done. 7 could have got a B’ just by regurgitation
(of lecture notes), but they give you an extra reading list and to get
g Bl or an A’/ would have had to do some extra reading.
5. Short term retention

Students with a surface approach tended to complain about short
term retention of course material. The effect of this was three fold. First,
it meant they had to do more work, as Brent complained. 7he books /'ve
read earlier in the year | don't remember that clearly - have to go
back and read them all again. Suggesting that in Ausubel's terms
material had been originally rote learnt and students had to engage in

overlearning or make it meaningful at a later date to ensure retention
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(Novak, 1977). Secondly poor retention often meant poor performance. For

example Grant commented.

1rI'm conceéntrating on rote learning it | orten dont get the
indepth meaning of it which makes It harder to try and réememober
it..l can explain it if / have an indepth knowledge but (if) / rote
learn it | qo forget some of it. [ can't go back and work out what
its about logically (when confronted with new material in an exam)'.

Lastly it precluded one getting an overall picture of the course. Ralph

expressed this point as follows:

‘With the rinal exam you can spend the time at the end and put it

gll together and get Something out orf it whereas with (his
internal asessement you might have three (ests next week and
whnat happens Ir you do the rirst third in that test and then you
Just forget about 1t and don't ever need to know It again..you
never get an overall picturé orf what hes lrying to get at.

It appears that short term retention may not only have a direct effect on
student performance but it also increases the amount of time that must be
spent in revision and makes it more difficult for students to gain an
overview of the structure of a course.

Involvement and approach to learning.

This section examines the relationship between reported involvement
and approach to learning as defined by the judges8.  The discussion focuses
on three points. The first two relate to an initial concern that a deep
approach and involvement were synonymous. The results of this analysis
show this not to be the case as:

1. not all students with a deep approach are involved in their study (Table
5.9)
2. over half the students with a surface approach perceive themselves to be

fully involved in their study (Table 5.9)
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Table 5.9 Involvement of students with deep and surface approach (all
groups)? (n=58)

Approach Involvement

to study Full involvement Limited No involvement
Deep 18 1 |
Surface 12 7 9
Combination 9 3 2

3. Approach to learning is an important factor when one examines the
nature of students’ involvement experience. As Table 5.9 shows, students
with a surface approach who indicated some involvement were more likely
to indicate that this involvement was limited.

Biggs (1985) argued that the learning environment is more likely to
affect the involvement of the surface group, and personal characteristics
such as interest will determine the involvement of deep students. This
proposition will be discussed in Chapter 7 in the light of the results of the
present study.

The findings presented above, lead one to conclude _that most students
are fully involved in at least one of their courses. The experience of this
involvement is likely to be full if that student utilises a deep approach. In
fact it seems likely from examining the transcripts of students who used a
combination of a deep and surface approach that a deep approach is likely to
be used in the courses where the student is involved.

In fairness to two students, (one not involved and the other with
limited involvement) it must be pointed that lack of full involvement was
not necessarily due to personal disinterest or apathy as both expressed a

desire to become more extensively involved.
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Bruce, for instance, had defined involvement as ‘being willing to formulate
my own ideas and opinions pertaining to a particular course’. In reality he

felt frustrated because pressure of assignments prevented involvement.

7 rind 1t totally detracts from anything / might /learn, all /'m
aoing s | pour one assignment out and /'ve got another one aue in
g couple of aays. /'m just an assignment processor.. / don't have
enough time for reading or résearching or anything like that../ve
got ideas running round in my head which 1s good but | sort of
aon't have a medium to express them, the assignments don't allow
for it and | keep them all trapped up inside me'

Peter wanted some social interaction with staff.

1 would like to meet more or the lecturers casually, there Is a
l1laths common room..which nobody goes to..its a pity | would like
to get to know some of them because [ could follow up a topic or
somelthing.

This illustrates the point that while a few (n=3) students in the non
involved sample stated that they were not involved in anything because they
had better things to do with their time, most were, or at least tried to be
involved in at least one course. Peter, a second year non-involved student is
the most obvious example. Similarly, there were students in the involved
group who either were not as involved as they would like to be or had tried
and become disillusioned (e.g. Simon and Ben). The involvement score on the
AS| is therefore misleading as it gives a general index of involvement
rather than being course specific.

Although no differences were found between involvement definition
and approach to learning in the cross-tabulation of the open ended
questionnaire responses, analysis of the interview transcripts showed that
students with a deep approach were more likely to experrence involvement
as 'more than required’ to pass the course than in the ‘basic’ sense. In
contrast the pattern was reversed for students using a surface approach.

In addition to the general categories of ‘more than required’ and ‘basic’,



Table 5.10 gives details of the number of students perceiving each category
in qualitative or quantitative terms. This distinction was discussed in
detail in the previous chapter. The results indicate that approach to
learning is not only associated with a perception of involvement as ‘'more
than required or ‘basic’ activity but more specifically reflects qualitative

differences in perception of these two categories.

Table 5.10 Approach to learning and perception of involvement in terms of
course requirements!o (n=50)

involvement
Basic More than required
Approach Quant. Qualit. Quant. Qualit.
Deep 0 6 3 8
Surface 12 2 4 0
Combination 3 3 2 4
CONCLUSION

The principal objective of this section has been to discuss the
relation between involvement and approach to learning. Factor analysis
suggested that as expected, involvement and a deep approach are related.
The nature of this relationship was further clarified by the interview data
which demonstrated that a deep approach and involvement are not identical
concepts. In the first place, not all students with a deep approach were
invoilved and secondly, students who adopted a surface approach clearly
indicated that they were involved in their study. What was interesting was
the different pattern of involvement experience between students with a
deep approach and those with a surface approach. Almost all the ‘'deep
approach’ students were fully involved in their study while only half of the
students using a surface approach fell into this category. Furthermore ‘deep

approach’ students were more likely to engage in qualitative involvement
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activities that were perceived as being more than required to pass the
course. This finding provides further evidence for the claim (Entwistle and
Ramsden, 1983) that students using a surface approach tend to restrict
their study to that prescribed by the syllabus (see also Table S.1). It is not
unexpected, given their definitions that the deep and surface approach are
associated with quantitative and qualitative learning activities
respectively. Indeed one of the themes to emerge from this study was a

focus on quantitative aspects of learning by students adopting a surface

approach.

EDUCATIONAL ORIENTATION

The following section examines the relationship between educational
orientation (Taylor et al.,, 1980) and involvement. The discussion will focus
first on the open ended analysis, and secondly on the results of the
investigation of students’ educational orientation before looking in detail at
a possible association with involvement. The chapter concludes with an
examination of the relationship between student involvement, university
faculty and sex differences.
OPEN ENDED QUESTIONS
Analysis

Preliminary analysis of the question 'Please give your reasons for
wanting to attend university’ was based on Taylor's (Taylor et al, 1980)
categories of vocational, academic, personal and social educational
orientation. In general, the categories accurately reflected the students'
responses. It would also have been possible to describe much of the data
using Taylor's intrinsic and extrinsic subgroups. However, these would have
provided too general a summary of the points made by the students. For
example, some students saw university as the path to a well-paid job,

others just wanted the qualification. Taylor would have categorised these
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as both 'vocational extrinsic’ as they indicate little interest in the course
content for its own sake. However, each differs in terms of the clarity and
nature of goal. Those responding ‘qualification’ appear to have given little
thought about the future direction of their lives as the qualification itself
is the goal. The former group want to gain a qualification which is the
means to their stated objective. Although the course is a means to an end
they may be more likely to respond to material that can be shown to be of
value in the workplace. Several of Taylor's categories were used in the
analysis, namely ‘continue education’, 'specific interest’ (extrinsic and
intrinsic academic orientation respectively) and ‘broadening’ (personal
intrinsic). New subsets were developed from the data itself in order to
complete the analysis (see Table 5.11).

Three further categories were included in the grid (in addition to
vocational, academic, personal and social). During the reading of the
responses it became clear that a small group of students gave reasons that
could not be coded using Taylor's categories. The first was termed 'time’
and covered students who perceived university as providing an opportunity
to decide on their life options. Those who indicated that they had no other
options were categorised as 'no better alternative’. The ‘family’ category
included students who enrolled at university because of family expectation
or pressure. There were no subsets for these additional categories. A
possible reason for the absence of these responses in Taylor's scheme may
be that the views expressed here seem more typically those of direct school

leavers rather than the mature students who formed the major group in
Taylor's work.
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Table S.11 Educational orientation categories and subsets

Category Subset

Vocational qualification
good/well-paid job
specific career
interesting/satisfying job

Academic continue education
content specific
skill development

Personal growth
personal experience
compensation

Social social objective
experience university

Time
No Better alternatives

Family

The following section gives a detailed description of each category
and subset. Quotations are used to illustrate fine coding distinctions.
1. Vocational .

Students who made any reference to university as leading to future
employment or providing them with a qualification. Four subsets were used:
a. Qualification. Students simply wanted a qualification. They made no
mention of its purpose.

b. Good/well-paid job. For this and the following two subsets the students
had a clear vocational objective. Good/well paid job was a general category
in the sense that students made no mention of a specific career. The degree
or education they hoped to obtain would improve general employment

prospects and/or lead to a well-paid job.



C. Specific career. The student mentioned a specific career (e.g. to become
an accountant or architect). A comment such as a better job in business
was too general for this category and coded as good/well-paid job.

d. Interesting/satisfying job. The student did not specify a particular
occupation but rather hoped that the degree would help him/her obtain a job
with these positive qualities.

2. Academic .

This category included all responses that referred to learning either
generally as in the case of the subset ‘continue education’, or more
specifically. For example, interest in individual courses or intellectual
skill development such as critical thinking.

a. Continue education. A number of students made this generalised
comment. As mentioned above (p. 194) this subset reflects Taylor's
extrinsic academic form of orientation. The student does not mention
specific course content and perceives university as the next step on the
learning 1adder. A student who suggested that they wanted to further their
education Zo obtain a good job or specific career was coded in the
appropriate vocational category subset.

b. Content specific. The key element here is that the student specifically
mentioned course content or had a particular area of interest. The content
specific subset is similar to Taylor's intrinsic academic where the course
content is of importance.

C. Skill development. This subset included comments that referred to
acquisition of certain academic skills (e.g. independent study skills). One
could argue that skill development is one example of ‘academic extrinsic’
because there is no direct concern with course content. However, it was
felt that a student who wished to develop certain intellectual skills would
have a different focus on learning than one who saw university as an

academic progression. Students of the former category are likely to be
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more active in their learning and more self-evaluative of their learning
strategies because they have clear educational objectives.
3. Personal .

Some students made reference to the contribution of university to
themselves. This was either in the form of stimulating personal growth,
providing personal experiences or the opportunity to test their ability.

a. Growth. This category embodied the idea of c/ange as it relates to
personal growth. For example the belief that university would provide an
opportunity to broaden the student's horizons. It is similar to Taylor's
category of broadening (personal intrinsic) in that it reflects a perception
that interaction with course content would produce personal change.

eq.  Extension as person. ‘To broaden my mind To gain
conriagence..’

D. Personal experience. Taylor et al. (1980) did not refer to this broad
subset . Some students saw university as an experience. They did not
suggest or indicate a desire to develop or change in any way. The responses
included in this subset covered affective and cognitive aspects of
experience. Students referred to their enjoyment of learning or the
experience of a sense of challenge or achievement.

eq. 7 /like it. 7/ enjoy learning. .a Selr gratirying exercise.

c. Compensation. A little-used category akin to Taylor's ‘personal
extrinsic’. University provided the opportunity for these students to test
themselves or demonstrate competence to others.

4. Social.

This category covered reasons that made reference to the social side
of university life.

a. Social objectives. Students wanted to meet a range of people and make
friends.
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b. Experience university. Some students referred to the spirit of university
life and their intention to join in a range of activities. This subset was
placed in the social category rather than personal experience subset to
represent student emphasis on involvement in social and sporting activities
rather than the desire for personal growth. Enjoyment of life outside
learning Was of importance here.

e.q. ...enjoy varsity lire. ‘To experience university lire.

5. Time.

A small number of students wanted time to reflect and decide on
their future options. Because of its emphasis on planning and reflection,
this category was not necessarily seen as representing negative views on
learning.

6. No better alternatives .

In contrast to "time’ this response did seem to reflect negative or
possibly neutral views towards learning.  The students who gave this
response had no clear reasons for attending university other than filling in
time and/or avoid getting a job.

7. Family.

A small number of students (n=5) wrote about the role of family
expectation in affecting their decision to attend university.
Results

Data on students’ educational orientation was gathered from open
ended responses to the question ‘please give your reasons for wanting to
attend university’. The results given here are based on three sets of data.

1. Seventh form students who indicated that they intended to enrol at
university the following year. This sample did not differ from the
orientation of the total seventh form group.

2. The Q2 responses of first year students (a subset of the seventh formers

who subsequently enrolled at VUW).
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3. The Q2 responses of the second year student group.

The majority of the responses could be described using Taylor's
educational orientation categories of vocational, academic, personal and
social, although additional categories and more detailed subsets were added
in this study. The pattern of results is similar to those found in the younger
students at Surrey University (Taylor et al,, 1980). Table S.12 shows that
over three quarters of the first and second year students expressed some
vocational orientation. The most frequently mentioned reason related to
obtaining a good job rather than directing study at a particular career. This
finding is not unexpected as almost all the students in this sample were
enrolled in general degree courses (Arts, Science and Commerce). Academic
reasons for enroiment were given by over half of the first and second year
university students, although this was generally in combination with other
orientations. A desire to continue learning or pursue a specific course was
mentioned by approximately half the students (the latter subset was only
mentioned by 42.9% of academically oriented first year students). Personal
and social educational orientations were uncommon. Numbers of students
responding to the additional orientation categories of ‘time’, ‘nothing else to
do’ and ‘family’ reasons were small although of sufficient size to justify
separate coding. ‘Family’ reasons was an important category for non
Europeans in the sample. Three out of the five students in this sample were
Asian (2 Chinese and 1 Cambodian student) and the fourth was Samoan
leading one to feniatively suggest that parental wishes may be an
important consideration for these students.

The most significant finding from the seventh form data is the large
percentage (45.3%) who gave vocation as their only orientation. It is also
worth noting that seventh form students placed less emphasis on academic

reasons - those that did include this orientation were likely to see this in
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terms of continuing their education rather than furthering specific
interests.

Table 5.12 Educational orientation - Categories

7th Form YR1 Q2 YR2 Q2

n % n % n %
Categories
Vocational(V) 78 45.3 18 228 21 333
Academic(A) 21 12.2 8 10.1 8 12.7
VA 38 22.1 23 29.1 15 23.8
VASocial(s) 4 2.3 5 6.3 4 6.3
Others 31 18.0 25 31.6 15 23.8
Total 172 79 63
Max error% 3.8 5.6 6.3
Vocational+ 141 819 61 77.2 49 77.8
Academic+ 75 43.6 49 62.0 34 54.0
Personal+ 17 19.8 8 10.1 12 19.0
Social+ 9 5.2 17 215 6 95
Time+ 3 1.7 10 12.6 3 47
Nothing else+ 44 23 4 5.1 3 47
Family+ 2 1.2 4 5.1 1 1.5
Number of orientations
One 102 593 28 35.4 29 46.0
Two 61 3955 36 45.6 24 38.1
Three 9 5.2 10 12.7 9 14.3
Four+ ' 0 0 S 6.3 1 1.5
Table 5.13 Educational orientation - Sub sets (calculated on total number in

category)

Vocational
Qualification 20 142 13 216 8 16.3
Good job 13 23.2 37 60.7 28 57.1
Specific job . 22.6 10 16.4 9 18.4
Academic
Continue educ 60 80.0 27 55.1 19 55.9
Specific course 24 320 21 429 20 58.8
Personal
Change S 294 k! K f b’ 6 50.0
Experience 10 58.8 6 2.0 P 583
Social
Social 8 88.9 12 70.6 4 66.7
Univ. life 5 29.9 4 235 2 KX,



The comparison between the first and second year university students
(Q2) is an interesting one. The first year students were less likely to be
solely vocationally oriented. Although an almost identical percentage of
students included vocational reasons in their answer, the difference seems
to be due to the fact that the first year students were more likely to
combine academic and vocational reasons. This accounts for a similar
percentage of students in the ‘vocational+ category with fewer YRI
students in the ‘vocational' category. This is in combination with more
vocational academically oriented and ‘academic+' first year students.

Multiple orientations were more commonly held by the university
students than the seventh form group, over half of whom gave single
category responses. This pattern is especially marked in the first year Q2
data. By the time students reach the second year of study, their objectives
may be more focused as more students give one orientation (46.0%) than
their first year colleagues (35.4%). This change in emphasis reflects the
increase in second year students who are solely vocationally oriented
(33.3% as opposed to 22.8% of YR1).

Subset analysis of the Q2 data (Table S5.13) revealed that the majority
of vocationally oriented students are more concerned with general
employment prospects or future financial reward than with a specific or
personally satisfying career. It is interesting that students seem less
certain about specific career objectives when at university. Academically
oriented students emphasised continuing education. This pattern is marked
for the seventh form sample with 80.0% referring to furthering or
continuing their education. Second year students were more likely to refer
to specific interests (58.8%) than their younger colleagues (42.9%). Perhaps
second year students are more aware of specific areas of study once they
move from the generalised 100 level courses. Seventh form students may

only be vaguely aware of course content or the range of courses offered!!.
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The small numbers of students with the remaining orientations make it
difficult to go beyond comments about the category data.
Cross tablulation of open ended question data

Cross tabulation did not reveal any relationship between involvement
definition and educational orientation category. The only patterns to
emerge were those between educational orientation category and grade
index and dimension scores.  Table 5.14 shows the grade index and
dimension scores (‘extrinsic motivation’, ‘deep approach’ and ‘involvement’)
for students with a vocational/academic (VA), or academic (A) orientation
who specified a particular interest in a subject area and those with the
same orientations who saw university as the opportunity to further their
education (VAc and Ac).

Table 5.14 Median grade index and dimension scores for first and second
year students with vocational/academic and academic

orientation
YRI1 YR2
VAC VA AC A VAc VA AC A
Gl 1.7 1.9 15 19 1.6 25 1.4 25
Extrinsicmot. 40 5.0 50 40 70 3.0 6.0 25
Deep learning 135 170 16.0 150 135 210 140 16.0
Involvement 160 190 170 200 185 21.0 19.0 20.0

The data illustrates the difference in Grade Index (Gl) of those
expressing some interest in the course material (VA and A) and those who
just want to further their education (VA cont and A cont). The trend is the
same for both first and second year students with Gl lower when the
academic orientation reflects a concern with academic progression rather
than expressed interest. Similarly extrinsic motivation is higher for the
second year ‘continuing education’ group. Those with an interest in content

appear to score higher on both involvement and deep learning.
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This finding gives further support to a relation between (a) intrinsic
motivation as measured by interest in content and (b) involvement,
demonstrated by correlations between the dimensions of involvement and
intrinsic motivation in the ASI (Appendix J).
INTERVIEWS

The interview transcripts indicated that educational orientation was
related to student involvement. In the first interview all students were
asked why they had enrolled at university and it was clear that those who
expressed some academic educational orientation were more likely to be at
least partially involved in their courses.
Academic educational orientation

Fully involved students enjoyed learning for its own sake and
expected to find their courses stimulating and of personal interest. Their
outlook extended beyond completing the course and obtaining a number of
credits and they (particularly second year students) enjoyed courses that
were challenging and criticised those that were not or other students who

just did the minimum required. Clare explained her choice of degree as
follows:

1t was really because | enjoyed the subjects, but not really any
Job..you see /'m not too good at the BCA line. [ couldn't possibly
ago that and so [ did what interested me - £nglish. | was told
Sociology could be quite helpful for the jobs:

Helen expressed a similar view. /ve come to the conclusion that my
BA isn't really going to be much good to get a job so what /'m
going to do is to do it out of interest and broaden my knowlege.

It was interesting to note that 76.9% (n=30) of the fully involved students
included an academic educational orientation in their Q2 open ended

question response.
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Vocational educational orientation

The degree students enrolled for tended to determine the importance
of vocational reasons (Commerce students placing greater emphasis on
vocational relevance than those students studying for an Arts degree
regardless of their approach to learning). However, of those individuals
with a vocational educational orientation, involved students tended to be
more interested in the course content for its own sake than those who were
not involved. Twelve students who gave a vocational/academic educational
orientation were fully involved, whereas only two individuals with an
orientation that /nc/uded vocation and exc/uded academic reasons were
fully involved. It was interesting to note that five of the eight non-involved
students were in this latter group.

A further point was the distinction students made between the
courses students were doing for vocational reasons and those in which they
had an interest. Involvement was more common in the latter as illustrated
by Tom (a Commerce student) who thought that his Commerce degree would

be useful, largely because of the combination of courses he intended to do.

The two marketing courses, International  Marketing  and
flarketing /Management are really useru’/ in the real world and
marketing i1s the one thing that has grown because evéryoné has
got to sell everything and Economics 1s a really good founaation
for the whole sort of macro system so it should be really helprul’.

However Tom would have liked to,

Major in International Relations, but there's really no point In
that..rinding a job is prétty hard and although you might enjoy it
you might as well get some good degree behind you and then go
and enjoy yourselr ir that's possible, that's what /'m aoing a BCA
towards, / do enjoy Economics but sometimes would like to be
doing other things / really enjoy../f | was doing History probably
get into it g lot more.
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Although fully involved students were concerned about their future
careers (n=29), they commonly combined this with an academic orientation
(n=20). For a number of students in these samples, academic concerns
outweighed the vocational. For example, Rachael had become more aware of
work skills.

7/ dont reel as ir /'ve got very much lo ofrer as rar as work
skills go. /'ve gol the skills but nothing aerinite. [ keep thinking
Ir | drd a BCA | would have something direct (y) vocational..!
have had second thoughts..no | aon't regret it because /| do enjoy
aoing Géerman and French.

Involved students enrolled in vocational courses tended not to see these
purely in terms of a means to an end, rather they had some intrinsic interest
in the field of study (e.g. business or industrial relations). It was
noticeable however that vocational considerations assumed greater
importance as students neared the end of their degree programmes (refer
Chapter 7 p. 277). Sandré initially enrolled at university to further her
education, however in the second interview she had ‘changed my cdegree
to BCA mainly because | relt that BA wasn't going to give me
much to choose from’ (vocationally). Interest was still a consideration
in her choice of major subject. 7 wish / had started off doing a BCA
in Business Adminstration, that's the only other one (other than her
actual major of Political Science) #4at interests me:
Educational orientation and approach to learning

Educational orientation was a key factor in determining students’
attitudes to learning and the quality of their learning activity. An interest
in the subject or an enjoyment of learning for its own sake was often
related to a deep approach to learning and/or involvement in study (see
‘Commerce students’ p. 206). In some cases, students who had enrolled at
university for extrinsic or vocational reasons, and therefore tended to do

the bare minimum of study in most of their core courses had enrolled in an
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area of study of particular interest. In these cases the quality of learning,
in terms of both processing and outcome was improved as John's comments

illustrate.

1 picked up an Architecture course this hall and the atmospheéere
Is so difrerent (from commerce). /s Just [fantastic..its so
Interesting and the attitude of the students and the lecturer too
cos hes interested in it Everyone gets invelved you don't mind
aoing the work..you really want to get stuck in.We have site
visits for Arch ..we've been to the Australian Chancery and the
Berhampore [lats but you go and have a look then you write your
essay arter that, which is much more run than reading the essay
guestion:

John compared his short term retehtion of Economics material to that in
Architecture. "For £CON /7] say that got that over now [ can rorget
it all, roll on the next subject..(for Architecture) / thought / don't
want to lose what /'ve learnt | want to learn more'

Support for the existence of a relation between educational
orientation and approach to sfudy comes from the open ended questions.
While there was little difference in the numbers of students with a deep or
surface approach who reported a vocational educational orientation (alone),
overall 82.9% of students with a surface approach included vocational
reasons in their response but only 64.3% of students with a deep approach
did so. These results suggest that a surface approach is consistent with a
vocational educational orientation. On the other hand, students with a deep
approach are more likely to give academic reasons as at least partly
responsible for their enrolment at university.

Commerce students

Subject area differences were mentioned above. During the analysis
of the interview transcripts it became clear that a major factor in
Commerce (BCA) students’ low level of involvement in their Commerce

courses (only three students stated that they were fully involved in a
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Commerce course) was the result of vocational educational orientation
where students had little (if any interest) in the field and perceived the
degree in terms of its marketability.

Eighteen of the twenty Commerce students, expressed clear extrinsic
vocational educational orientation (Taylor et al., 1980). Students saw their
university study leading to a qualification which was sought after by the
business community and would ultimately result in money and advancement.
For example Bruce commented, ne Commerce side or it doesn't
Interest me too much - more of a meal ticket than anything.

Conformity was another reason for enrolling in the popular Commerce

programme as Guy said,

1ve got the interest which | can expand on arter /'ve got rid or
the practical sige.youve gol a degree in Anthropolegy or
Archeology (his area of interest)..and people think he's a bit of 3
wierao, he's aoing something a bt out of the norm, he's not in the
main stréeam:

Sixteen of these students made clear distinctions between courses of
personal interest and those that were necessary to attain vocational
objectives. Thirteen were studying ‘interest’ courses outside the Commerce
faculty (e.g. History, Architecture and English). The ‘interest’ courses were
perceived in more positive terms than ‘vocational' courses (particularly
those in the Commerce core). Of the seven students who were only enrolled
in Commerce papers, six expressed interest in another area of study,
comparing it favourably with the compulsory core subjects. Two individuals
had consciously limited their study in these areas because of lack of
marketability. Rob felt that the Commerce core courses were painful, but
what use is a degree which you do the subjects that interest you.
/ mean you come out with nothing.

An important distinction between Commerce students and those ‘in

other faculties (79% of the latter expressed some vocational orientation)
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was that the former did not enrol in courses that combined interest and
career aspirations. They tended to compartmentalise courses into
vocational and therefore ‘relevant’ on one hand and interest and therefore
‘hobby” on the other.

When one looks at the involvement of these students (Table 5.15) one
can see that almost half of the Commerce students are either not involved
or involved in a limited way. A further seven of those who are categorised
as fully involved display this level of commitment to their particular
interest subjects as John's comments have illustrated. Arts and Science
students are more likely to experience full involvement.

Table 5.15 Involvement by faculty and approach to learning (n=58)
Deep approach

Faculty Full Limited None
BSc 6 0 1
BA 9 0 0
BA/BSc 1 0 0
BCA* 2 1 0

*neither student was involved in a Commerce course

Surface approach

BSc 3 2 1
BA 1 1 1
BCA* 6 e 1
LLB 1 0 I
Arch 1 0 1

*two fully involved students and one with limited involvement directed
their involvement to courses outside the Commerce faculty.

Combination

BSc 3 0 0
BA 3 1 0
BCA* 3 | 2
LLB 0 | 0

* All three fully involved students and one with limited involvement were
not involved in any Commerce courses.



SEX DIFFERENCES

Although an exploration of sex differences forms a significant part of
educational research (e.g. Matlin, 1987), such differences have not been
examined in any depth In either the approach to learning literature!2 or the
work on involvement (e.g. Miller, 1977; Adams, 1979; Astin, 1984). The
early Swedish research was based almost totally on female subjects
(Marton and Saljo, 1976b; Dahigren, 1977) with no comment made about the
possibility of differences between male and female students (Entwistle and
Ramsden, 1983; Marton et al., 1984). However, when one examines the data
presented above more closely in terms of gender (Table 5.16), it can be seen
that not only are fewer female students enrolled in the Commerce Faculty
(15.3%) than males (50.0%) but that the majority of females (across all
faculties) are fully involved (80.8%). Furthermore,42.3% of females in the
interview sample adopted a deep approach while only 28.1% of males did so.
In fact, half of the female students were enrolled for BA degrees and of this
group 84.6% were fully involved in their studies.

It is too simple to ascribe higher involvement to Arts Faculty
students since while this is true for female students, the pattern does not
hold for males (one of the three male BA students indicated full
involvement). Similarly, while only 50.0% of the male BCA students were
fully involved; three of the four female Commerce students were fully
involved in one or more BCA courses. In contrast, seven of the eight fully
involved male Commerce students directed their involvement to courses
outside thelr Faculty. These results indicate that a complex interaction
exists between sex, degree, approach to learning and level of involvement,
The results presented here are exploratory and further research 1s needed to
clarify the nature of such a relationship.



Table 5.16 Involvement by sex, university faculty (degree) and approach to
learning (n=58)

FEMALE STUDENTS (n=26)
Deep Surface Combined
Degree F L NI F L NI F L NI

BA 8
BCA 0
BSc 3
LLB 0
TOTAL 11
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MALE STUDENTS (n=32)
Deep Surface Combined

Degree F L NI

'n
g
Z
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=

BA 1 o0 oflo 1 ofo 1 o0
BCA 2 1 0|4 4 1|2 1
BSC 3 0 1|2 1 o2 o0 o0
LLB o o oo o 10 0 O
BSc/BA 1 0 0|0 0 ©O0]|O0 0 O
Arch o o o1 o 1]0 0 O
TOTAL 7 1 117 6 3|4 2
CONCLUSION

The major focus of this chapter has been the examination of the
relation between invoivement, approach to study (Entwistle and Ramsden,
1983) and educational orientation (Taylor et al,, 1980). To establish the
validity of such concepts in a New Zealand context comparisons were made
between
1. the results of the approach to study inventory obtained from wellington
students and those presented in overseas research based on university
students (Watkins, 1982a; Entwistle and Ramsden, 1983).

2. the educational orientations of New Zealand secondary students intending
to enrol at university and those produced by Taylor et al. using British
university students.
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APPROACH TO LEARNING

Principal components analysis revealed a marked similarity between
the results of Entwistle and Ramsden (1983) and the seventh form students
who intended to study at university. The deep and surface approach factors
emerged although extrinsic motivation loaded on both the achieving factor
and a negative and disorganised factor, a finding that has more recently
been incorporated into the work of Ramsden (1984). Of some significance
was the finding that a factor defined by a strong loading on ‘'negative
attitudes’ emerged from the analysis of the total seventh form sample.
This group of students included those who did not intend to study at
university or were unsure of their plans and it was suggested that the
attitudes of these students contributed to such a factor. Further support
for the validity of the deep and surface approaches was given by the
considerable agreement between ASI score and the judges' perception of a
student’s general approach to learning as given in the interviews.
APPROACH TO LEARNING AND INVOLVEMENT

From these results it does appear that involvement and approach to
learning are related. Firstly, the involvement dimension loaded on the deep
approach dimension of the ASI analysis (r=0.49), and secondly, second year
students who indicated involvement tended to obtain higher scores on the
deep approach dimension than did those who were not involved in any course.
Interview analysis provided support for the view that involvement and a
deep approach, while related, are not synonymous. Although eighteen of the
twenty students adopting a deep approach were fully invoived, almost half
of the students using a surface approach also indicated full involvement.
Thus it is possible to be fully involved whilst adopting a surface approach.
Approach to learning may be related to students' perception of involvement
activity as more detailed analysis of definitions of involvement indicated

that students were more likely to experience involvement as doing ‘more
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than required' if they adopted a deep approach. In contrast a perception of
involvement as performing basic activities was more common amongst
‘surface’ students. To take this point one step further, students using a deep
approach were more likely to view the ‘basic’ and ‘more than required
categories in qualitative terms, while a quantitative view was expressed by
a majority of students using a surface approach. It appears that students
who adopt different approaches to learning perceive involvement in
qualitatively different ways.
EDUCATIONAL ORIENTATION

In general terms the educational orientation categories present in
this data were similar to those developed by Taylor et al. (1980) although
the pattern of results was different. For example the seventh form students
were more likely to be vocationally orientated than those interviewed by
Taylor and her colleagues. However three new categories of orientation
were added. These appeared to reflect a pattern of response more typical of
school leavers than the mature students that formed a major part of
Taylor's work.
EDUCATIONAL ORIENTATION AND INVOLVEMENT |

The open ended results did not indicate a clear relation between
educational orientation and involvement although there was a suggestion
that students with a clear interest in the course material obtained higher
scores on the involvement dimension score (as well as a higher grade index
and deep approach score). The interviews gave clearer demonstration for
the existence of arelation between involvement and educational orientation.
Students with an academic orientation were more likely to be involved in
their studies than those with a strong vocational orientation. The key
factor appears to be interest. Students with an interest in their studies are

more likely to be fully involved as demonstrated by the number of
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vocationally oriented Commerce students who restricted their involvement
to courses where they had a personal interest.
SEX DIFFERENCES

Exploratory results suggested that gender is an important factor that
must be considered when one examines the relationship between the factors
discussed here. It was demonstrated that the majority of female students
in this sample were fully involved in at least one course regardiess of the
approach to study adopted. For male students there appears to be a more
complex interaction between faculty and level of involvement.

These results have demonstrated that the relationship between
approach, educational orientation, gender and involvement is complex and it
is impossible to attribute causation to any one factor. What does seem to
occur is that educational orientation and approach to learning create a
climate for the development of invoivement which (as will be discussed in

the following chapter) has a beneficial influence on the quality of learning.

NOTES

1. The distinction between definition and experience of involvement is an
important one. Experience reflects students’ descriptions of what they
actually do when involved and reflects the reality rather than the ideal
which may be described in the definition. Twenty students indicated
that their experience of involvement was different from their view as
presented in their definition of involvement. All but six of these
students still agreed with their initial definition.

2. Sex differences were not initially identified as an important factor in
the exploration of involvement in study. However, analysis of the data
revealed that in fact marked differences appeared between male and
female students involvement experience. Sex differences are therefore
included in the discussion of factors affecting involvement.

3. Second year students were selected on the basis of high deep or surface
scores obtained in the short form of the inventory (Q2).
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The ASI involvement score measured general involvement rather than
involvement that was specific to a particular course or subject area.
In other words, students were asked to make general statements about
their intentions and experiences of involvement (e.g. ‘Even if I'm not
actively participating in a class discussion, | always try to think
critically about what is being discussed ‘At university, | intend to
become really involved in the topics that interest me’)

The results are taken from students who gained high scores on deep
and surface approaches in the ASI and were thus included in the ‘deep’
and 'surface’ interview groups. The twenty students from the involved
and un-involved interview groups are not included in Table 5.6 because
they were selected for interview on the basis of comments on
involvement rather than deep or surface approach score.

In a discussion of the development of the concept approach to learning
Ramsden (1983) argued that the meaning of ‘deep’ and 'surface’ has
been broadened. The surface approach has become identified with an
external concern on the student’'s part with assessment tasks and their
requirements, implying a process of learning in which alien material
is impressed on the memory for a limited period with the specific
intention of satisfying assessment demands. In contrast, the deep
approach is internal - the student is concerned with the content and
structure of the task and on integrating its meaning with his or her
previous knowledge, personal experience, and interests’ (p. 54). In the
light of the results of this study, however, a concern with the demands
of assessment (as demonstrated by cue awareness and active cue
seeking) was not confined to students using a surface approach
although students using a surface approach were more likely to be
exclusively concerned with learning for assessment.

Firm conclusion are difficult to draw given the small sample size.

The researcher and two independent judges were used to ensure the
validity of interview themes.

While all the students in the involved interview groups indicated some
involvement, a further six of the ‘non-involved' students indicated that
they were actually involved in at least one course.

The eight ‘'non involved' students are not included in Table 5.10. The
table includes two students who gave multiple responses, one of whom
gave a quantitative and qualitative response in the ‘more than required’
category and the other gave quantitative responses in both categories.



11. The questionnnaire (Q1) was completed before the relevant university
calendars had been published.

12. Watkins and Hattie (1981; 1985) did include gender as a variable in
their investigation of factors affecting students' approach to learning.
In the former study Watkins demonstrated that female students scored
higher on the pragmatism, neuroticism and dependence scales of Biggs
(1976) Study Behaviour Questionnaire than males. They concluded that
young male students were In greater need of study skills counselling
than were their female colleagues.
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CHAPTER ©

THE EFFECT OF INYOLYEMENT ON LEARNING

Does involvement affect the quality and quantity of learning? If so,
how is this effect mediated? This chapter examines the evidence from
student perception of involvement outcomes and explores the relation
between involvement and measures of academic performance to answer
these questions. The chapter is divided into five parts; the first details the
analysis of the open ended question directed at student perceptions of the
benefits of involvement. The second section focuses directly on the effect
students perceive involvement to have on learning outcomes and the effect
student involvement has on academic achievement. In the third part of the
chapter, consideration is given to involvement as a disadvantage for
learning.  Fourthly the implications of non involvement for students’
learning experience are discussed. The chapter concludes with a proposal of

how the relationship between involvement and learning may be explained.

OPEN ENDED QUESTIONS
Students were asked 'If you have been 'involved' in a course, in what
ways have you benefited from the experience? The question was
intentionally broad and permitted inclusion of non-cognitive outcomes.
Responses fell into three categories (personal, academic and interactive)

and are listed in Table 6.1.
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Table 6.1 Categories and subsets of benefits of involvement

Categories Subsets
Personal positive affect
growth
increased interest
Academic qualitative
quantitative
skills
Interactive discussion
staff
social
CATEGORIES
1. 'Personal .

Students listed a range of personal benefits. This category related to
the development of positive feelings, a perception of personal growth or
increases in personal interest!.

a. Positive affect. As the result of involvement individuals felt more
positively about themselves or the course. Examples included feelings of
enjoyment, self satisfaction or a sense of achievement.

b. Personal growth/development. Involvement resulted in a perception of -
self improvement, for example, increases in confidence, self awareness, a
broader outlook or improved self-discipline.

c. Interest/motivation increased. The experience of involvement had
increased a student’s level of interest or motivation for that course or
subject area.

2. Academic. This category related to benefits in learning

a. Qualitative outcome. Clear evidence was given of some deep level
learning outcome. For example, students were better able to relate
material, were able to think or appreciate other points of view or identify

points of personal relevance.



b. Quantitative outcome. The student described quantitative benefits such
as better marks, passing the course, better retention or increases in the
amount of knowledge. Students who gave the response ‘learning’ were coded
as quantitative unless clear reference was made to deep learning.
C. Skills. Some students believed that involvement had improved their
study skills. They found it easier to study, worked harder or developed
particular skills. Responses were included in this category if they referred
to the processing of information.
3. Interactive . For some students interaction was part of their definition
of involvement (refer Chapter 4) while for others, increased interaction
between staff and/or peers was an involvement outcome. This category
included formal and informal contact between staff and students. However,
no student in this sample mentioned informal contacts with staff.
a. Discussion. Involvement had given students greater opportunity to share
their ideas with others.
b. Staff. In this subset, students specifically mentioned interaction with
staff, usually on a one-to-one basis.
€. Social. Students referred to increased social contact. They had made
more friends in courses where they were involved.

Additional information sources used were cross-tabulation betweeen
category response and grade index, multiple regression analysis using grade
index (dependent variable), school performance and short form ASI

dimension scores (independent variables) and interview transcripts.

INVOLVEMENT AND LEARNING
The following section discusses student perceptions of the benefits
of involvement on learning (qualitative and quantitative). It begins with an
examination of the results of the open ended questionnaire responses before
looking in detail at interview material.
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OPEN ENDED RESPONSES

The number of students responding to this question was greater than
those giving reasons for involvement which suggests that even students who
have had limited experience of involvement may have views on its value.

Academic outcomes were stressed by first year students who divided
their responses equally between qualitative and quantitative academic
benefits (Table 6.2). Second year students were more likely to combine
personal and academic outcomes, stressing the quantitative benefits with
some mention of skill development. An unexpected finding was the
frequency with which the more experienced second year students identified
quantitative benefits2. This finding leads one to suggest that involvement
activities are increasingly directed towards the improvement of grades
and/or amount retained. While this does not preclude the development of
personal meaning and understanding it does reflect students’ immediate
concerns.

Personal outcomes were most frequently combined with academic
outcomes. Within this category, positive affect was significant for both
groups of students, with first year students also commenting on personal
growth. This latter finding is not unexpected given that this group are
coping with a new set of personal and study expectations, quite different
from those they experienced at school. One would expect the student to
undergo some personal changes to deal with such demands. Apparently these
changes are recognised in courses where students feel a sense of
involvement. Few students felt that involvement had actually increased
their interest suggesting that rather than helping students to become more
interested as suggested by Biggs and Telfer (1987), involvement is
stimulated by interest that may exist before enroiment in a course or be
developed by the course itself- a point that is discussed in the following

chapter with reference to the findings on reasons for involvement.
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Table 6.2 Benefits of involvement

YR1 YR2

Categories n % n %
Personal 4 6.9 9 16.1
Academic 27 46.6 14 25.0
Interactive 6 10.3 ] 1.8
Personal/Academic 12 20.7 24 429
Other 9 15.5 8 14.2
Total S8 56

Personal+ 23 39.7 38 67.9
Academic+ 44 75.9 46 82.1
Interaction+ 15 259 9 16.1
Max error % 6.5 6.6

Subsets (calculated on total number in category)

Personal

Positive affect 14 60.9 26 68.4
Growth 11 478 11 28.9
Increased interest 3 13.0 S 13.2
Academic

Qualitative 23 52.3 17 37.0
Quantitative 25 56.8 29 63.0
Skills G 205 6 13.0
Interactive

Discussion 8 S3.3 S 55.5
Staff 4 26.7 0 0
Social 8 53.3 S 55.5

The emphasis on surface (quantitative) outcomes was unexpected.
However, on reflection the tendency for students to define involvement in
terms of time spent rather than level of input may partly explain the
results. These results may also indicate that students more readily view
learning in quantitative and tangible terms. Furthermore grades are an
important criterion of progress at university as Becker et al. (1968)
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demonstrated. The second year students in this sample may be more aware
of this 'hidden curriculum’.

Increased interaction was not a significant benefit for the second
year students, although this category was mentioned by one quarter of the
first year students. It is important to note that 35.8% of the second year
students identified interaction as part of their definition of involvement
(Table 4.3 p. 155). This suggests that for a number of second year students,
involvement means interaction while for first year students it is more
likely to be the procuct of involvement. For both groups of students
involvement tended to increase interaction between other students in a
class or social context rather than with staff. The pattern of results may
reflect the different experiences of first and second year students. Tutorial
discussion is new to first year students and perhaps involvement gives them
the confidence to participate. Three first year and six second year students
specifically mentioned that increased confidence had resulted from their
involvement. For example, in the interview Beth reflected on her first year

experience.

1 think ['m more conridgent dealing with other people. /
remember in the rirst year rfor most people it was really quite
hard in tutorials - actually spesk out in a group that's quite
mportant.

INTERVIEWS

' In the interviews, students placed considerable emphasis on the
qualitative benefits of involvement (67.4%). This may reflect a change of
emphasis although it is probably due to the method of selection of students
for interview (high ASI scores on deep and surface approaches). As Table
6.3 shows, students adopting a deep approach all perceived involvement to
result in qualitative benefits whilst those using a surface approach
focused almost entirely on quantitative outcomes. Students with high

scores on these approaches are concentrated in the interview sample. A



further contributing factor to the high percentage of students giving
qualitative responses may also be attributed to the fact that ten of the
twelve students combining approaches gave such a response. It may aiso be
the case that in the interview students were given time to reflect on their
learning in more depth than might have been the case when they completed
the open ended gquestions. The emphasis on gquantitative learning in Q2 is
also likely to be a function of the timing of the questionnaire as students
completed Q2 in the week before mid-year examinations.

Table 6.3 Involvement outcomes by approach to learning (n=50)

Approach to learning

Outcomes Deep Surface Combined
(n=19) (n=19)* (n=12)%
Qualitative
academic 17 2 9
personal 1 0 2
Quantitative 1 14 4
No response 0 4 0

* Note: In some cases students gave more than one response.

A range of qualitative benefits were noted by the interviewed
students, all of which were either personal or academic (see Table 6.3).
These are discussed below.

Qualitative benefits
1. Academic

Academic outcomes included improved understanding and more
effective processing strategies. Academic benefits were clearly important
outcomes of involvement as Table 6.3 shows.
a. Understanding

Six students specifically referred to understanding with a further

14 students relating involvement to integration, and the formation of

222



223

relations between ideas and concepts as well as identification of meaning
both in a cognitive and personal sense. These reflect a deep approach and
according to Marton and Saljo (1984) contribute to understanding and are
therefore included in this section of the discussion. For example, John

linked his long term learning and understanding of Architecture with its
relevance.

LS Just more real you can go out there and look at a house and
say, ‘well that's a grotty piece of architecture” /t's just more
relevant you know cos it's all around you. just looking at the
aesign 1ts much morée  unaerstandable, it Just  means
more..everything you learn is going to stay in your head.

As an outcome of involvement, understanding was important.
However, the work of van Rossum et al. (1985) has demonstrated that not all
students berceive understanding in the same terms. In the present study,
students may state that understanding resulted from involvement but
actually mean that more information was retained for future use as John's
comments illustrate.

To examine this possibility understanding as an outcome was
analysed in terms of the conceptual scale developed by van Rossum et al.
(1985). Van Rossum and his colleagues demonstrated that students’ concept
of understanding is related to their perception of learning and teaching.
Thus in the present study, two students may identify understanding as a
benefit of involvement but on closer examination they actually possess
qualitatively different concepts of understanding. With this in mind,
students were asked ‘what does understanding mean to you?" Analysis of
the responses supported the five levels identified by van Rossum et al
(1985)3. The categories are listed below and each is illustrated by
quotations taken from this study.

i. Student 'knows' the content. Here the student does not perceive

understanding as an active process but the sudden realisation that they do
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not have any difficulties with the content and it exists clearly in their
mind.

Roger 7 suddenly get a grasp of what they are trying to say.

John ‘You can say well | know it..everything you learn is going (to
stay in your head'

ii. Learning for later reproduction. In this case the student understands
what has been learnt when they can make use of the information in an
examination or other form of assessment. Fred commented 7 suyppose it's
marks in tests’ Prue's comments are given on page 227 and illustrate a
view of understanding in terms of marks. She distinguished this from the
value of learning.

iii. Understanding as knowing what the material is about and expressing
this to others. The student has grasped the main thread of an argument and
can express this in their own words to other students or in an assignment.
Comments that indicated a sense that the student could see the relevance of
the material were also included in this category if the student made it clear
that this was not an interactive process. In other words the material as
presented seemed relevant to the outside world but the student had made no
attempt to transform this into concepts that have some personal meaning.
George 7 can understand it in the context monopoly or opén market
IT [ can understand what's happening..! can see these evident In
the outside world.

Marie 7 can explain It to them:

iv. ldentification of meaning and formation of relationships between
concepts. The student engages actively with the material by not only being
aware of the main points in one lecture or one text and explaining them to
somebody else (concept 3) but by being able to also form inter-connections
between ideas both within and between courses so that overall themes

emerge.
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Sarah /n my Greek mythology lecture [/ had this morning Or — said
this 1s a very dirficult idea../ think [ understood what he was
trying to say, my lecture notes made sensée and / can put two and
two together'.

Julia 7o know what the point of view somebody s trying to put
across and to be able to think about that and to work out what is
good and what 1s bad about 1t and be able péerhaps to bring that
and iaeas rrom other people together into an essay or Into Some
sort of central i1dea

v. The student engages with the material by interpreting it in a personal
way and as a result both the student’s knowledge and the material undergo

qualitative change.

Beth Having gained a basic knowledge of the topic and then sort of
given the opportunity to be able to think and express your 10e3s
agbout 1t | think i1t's just the transition rfrom being given the
/nformation and then being able to express It in.terms of your
own experience’.

Andrew ‘(In) Ancient History everyboady gives their own opinion
goout what few materials they have - leaves you a LIt of scope
for your own conjectures’.

As Table 6.4 shows, students who were fully involved and using a
deep approach to learning were more likely to perceive understanding in
active terms (concept 4 or 5). The results indicate that conceptions one,
two, or three were given by students adopting a surface approach whether or
not they were involved. A relationship has been demonstrated between
concept of understanding and approach to learning which appears to be
independent of level of involvement. This finding is consistent with the
view proposed here that involvement is interpreted in qualitatively
different ways depending on approach to learning; it also supports
Svensson's (1977) reference to levels of understanding. It appears that
students using a deep approach perceive understanding in terms of personal

meaning whilst those adopting surface learning approaches view both
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learning and understanding in quantitative terms. One therefore needs
to qualify Marton and Saljo's (1984) comments. Rather than understanding
being the ‘only way to understand learning materials’ (Marton and Saljo,
1984 p. 46), a deep approach is more likely to contribute to personal and/or
cognitively deep levels of understanding. So these results have shown that
when students refer to understanding as an outcome of their involvement, it
is necessary to look further and examine their concept of understanding

before drawing conclusions about the quality of student learning.

Table 6.4 Concept of understanding, approach to learning and level of
involvement (n=58)

Full invblvement

Concept of Approach to learning

understanding Deep Surface Combined
1 0 S 1
2 0 2 0
3 S 4 6
4 6 | 2
5 7 0 0

Limited involvement

Concept of

understanding
1 0 2 0
2 0 2 0
3 1 2 2
4 0 0 1
S 0 1 0

No involvement

Concept of

understanding
1 0 1 1
2 | 2 |
3 0 0 0
4 0 1 0
S 0 1 0
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b. Improvements in processing strategies

In the open ended question 15 students noted that involvement led to
improvements in the quality of processing. In the interviews, six students
(all fully involved) made a specific link between involvement and processing
strategies. For example, Oscar remarked, 7/'ve /mproved my knowledge
or the rieid | think, also improved my approach to problems...more
rigorous in my approach fto them. A more critical approach was
described by Beth who said, 7 fh/nk /ve cut away all the excess. [|'m
morée able to look at a topic and decide what the issues are and
then to deal with them quite well:

These results indicate that in both the interview and open ended
questionnaire responses, the benefit of involvement is seen principally in
terms of learning outcome rather than the acquisition of skills. This
supports the view that the process of involvement itself encourages the use
of active processing skills which result in the described outcomes.

2. Personal

In the interviews only three students ref erred to personal f eelings as
one result of involvement. For example Jane believed that as a resuit of
involvement she enjoved the subject more’

For Prue the benefit of involvement extended beyond grades and into her life.

BOTY was really worth It because arter /'d completed it / relt a
réal sense or achievement, really proud of it..! suppose you judge
/t (understanding) by what marks you get but the actual value of
learning 18.1f you can walk though the Botanica! Gardens and look
at the difrerent trees and know what they all are and it gives me

enjoyment because it's something that will stay with me Ffor
ever:

Prue's comments are interesting because of the relation that she
makes between personal feelings of pride and achievement (as a result of
being involved in a course) and learning that has some enduring personal

value. A point that is consistent with Ford's (1979) work in which he links
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long-term learning to personal valuing of information. For these students
an integral part of the benefits of involvement are positive feelings about
learning. However, for the other fully involved students personal feelings
of interest and enjoyment were part of their experience of involvement
rather than an outcome as such.

This raises the possibility that involvement operates in a cyclical
way. In other words, the more you are involved the more positive you feel
towards your learning which leads to a desire to become more involved.

James described it thus,

1T you pass in the exams and you are rairly happy with the work

then you are enjoying it. [ rind you tend to work harder. [/ts an
incremental thing, you probably find that the people who are doing
the best really enjoy the work and réeally work hard and are more
than willing to go to extra lengths and go to the library and work
1t all through:

James illustrates the point that positive feelings are part of one's
experience and these encourage students to engage in involvement
activities.
Quantitative benefits

Reponses to the open ended question indicated that students did
believe that involvement resulted in improved amounts of learning (Table
6.2). In the interviews, students like Prue clearly perceived involvement to
result in good grades but significantly she gave a qualitative academic
learning outcome greater emphasis. However, some (n=9) students
perceived the benefits to be purely quantitative as illustrated by Peter
getting at least B passes’.
It is interesting that feelings are still important, as Hamish states, 7/ /m
Interested in something 111 enjoy it and I'll do well at it and if
/'m not intérested it's one hell of an errort to do well at it’



A focus on quantitative outcomes appears to be a function of approach
to learning as 14/19 interviewed students typically used a surface approach
and only one ‘deep’ approach student made any reference to quantitative
benefits .

INVOLVEMENT AND GRADE INDEX

 The results so far have examined the relationship between students’
perceptions of involvement and their perceived learning outcomes. It has
been demonstrated that students do perceive that involvement improves the
quality and/or quantity of their learning. What relation exists between
involvement and a student’'s actual performance? To answer this question,
further analysis was conducted to determine whether student involvement
(as described in the questionnaire or reflected in an involvement dimension
score) was related to academic performance as measured by grade index
(GI).

The relation between involvement (as described in the questionnaire)
and grade index was examined using cross-tabulations and multiple
regression analysis. Cross-tabulations were carried out using category
responses to the open ended questions on definition and benefits of
involvement.  No patterns emerged from this analysis, however more
interesting results are demonstrated in Table 6.5 which shows the
difference in grade index of students who gave ‘basic’ definitions of
involvement and those who saw involvement as 'more than required. The
trend is the same for first and second year students and shows that
students who define involvement as ‘more than required tend to gain a
higher grade index than those who see involvement as fulfilling basic
requirements.
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Table 6.5 Involvement definition and grade index (median)

Definition ' YR1 n YR2 n
Basic 150 72 1.20 19
More than required 1.95 23 1.45 32

In addition, students who perceived the benefits of involvement in
gualitative terms gained a higher grade index that those who referred to
quantitative benefits in their response (Table 6.6). These results are not
unexpected given the earlier finding that students with a deep approach are
more likely to define involvement as being ‘more than required’.

Table 6.6 Benefit of involvement and grade index (median)

Benefit l YRI1 n YR2 n
Academic qualitative 2.00 23 2.25 17
Academic quantitative 1.25 25 1.60 29

There appears to be some benefit (in terms of improved grades) for
going beyond the basic reguirements of the course. Engaging in extra
reading, or general intellectual activity is rewarded by staff. Students who
believe that their involvement has resulted in deep level learning also
appear to be gaining higher grades than their colleagues who have mastered
quantities of information. However, one needs to be cautious when
interpreting these results as success (particularly in science) may require a
combination of knowledge and understanding (Biggs, 1976). So although

Jason argued that understanding is essential for success in mathematics,

‘When 1t comes Lo the crunch I1t's your understanding, the more he
better. You can rote learn as much as you like and 1t won't help,
especially in Maths. You'll be taught these (hings in Maths and
you may éven do all the problems which you arée given every week
ana know how o do them at the end of the week - comeé to the end
of the year exam you are plonked wilth this gquestion which you
have never seen berore. they'/] (lecturers) fake it one step further
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than they taught you, so you réally think about 1t - Its not just
Stick In the numbers'

Henry made the point that in Chemistry wnderstanding is just not
enough any more. Youve got to have both (factual material and
understanding of the principles) now, I7 you haven't got the
unaerstanding you can't make it, IT you don't know enough about
the subject.you can't make it. This point suggests that for science,
at least, success in terms of grades results from mastery of factual content
as well as understanding and supports the findings of Ramsden (Entwistle
and Ramsden, 1983) and Biggs (1976) who found that subject area
differences were important in determining the relative importance of
factual information in gaining deep levels of understanding.

Involvement dimension score was included in a regression analysis,
conducted to determine whether school performance or ASI dimension
scores (Q2) played a role in the prediction of university performance as
measured by total grade index4. Separate analysis was carried out on first
and second year students. It is important to note that the regression
analysis was carried out on the Q2 inventory data and therefore represented
generalised responses. On the other hand, student comments were course-
specific and thus the results discussed in the following section parallel
those reported above.

1. First year students

AS| dimension scores played a limited role in the prediction of
academic performance (Table 6.7). The only dimension score to act as a
significant predictor was the surface approach (negative). An interesting
finding was the degree to which school performance (sixth and seventh
form) predicted university grade index. This result is consistent with New
Zealand research at Victoria (Clift et al,, 1984) and Canterbury Universities
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(Educational Research and Advisory Unit, 1985), and that conducted
elsewhere (e.g. Entwistle and Wilson, 1977; Biggs, 1978; Watkins, 1983c)s.
2. Second year students

A similar pattern of results (regarding school performance) was
found in the second year data (Table 6.8). In addition, grade index was also
predicted by a high involvement as measured on Q2 which suggests that for
second year students academic achievement is likely to be improved if the
student is involved and does not display high levels of surface learning.

Based on the open ended data it appears that students who see
involvement as going beyond basic requirements tend to gain higher marks
than those proposing a ‘basic’ definition. The demonstrated relationship
between involvement and a deep approach makes it difficult to attribute a
causal effect to involvement. [t does appear from the open ended responses
that a combination of a deep approach to learning with activities that go
beyond the requirements of the course is associated with good performance.
The regression analysis does provide limited support for the role of
involvement as a predictor of academic performance at university, however

the principal factor is clearly school achievement.

INVOLVEMENT AS A DISADVANTAGE

The outcome of involvement was not always positive. It caused
students (n=4) problems in the sense that involvement activity took up time
that needed to be spent on other course work. This may reflect a perception
of involvement in terms of hours spent. For example, Clare remarked 7f/s
Just a matter of time. VYou reel as though it's a pity you coulan't
be aoing only History and spending the amount of time you spend
on 42 credits: The comments suggest that Clare may be receptive to
Parlett and King's (1971) concept of concentrated study where a student is

able to become totally emersed in one subject for a number of weeks.
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Table 6.7 Maximum R-square improvement for total Grade Index (first year students)®

Bursary Sixth form Surface

multipler 0.58 0655 0676
ras J3.63 4296 4576
probab. >F ~.0001 001 .05

The results indicate no significant increase in prediction after ENTRY, F6 and SURF were included.

Involve

0.679

Extrinsic Deep Achieve
0682 0683 0684
46.24 4664 46.7 46.79

Table 6.8 Maximum R-square improvement for total Grade index (second year students)

Bursary Sixth form Surface

multipler 0.629 0673 0.707
ras% 39.6 45,3 499
probab. > F 0003 .005 049

Invalve

0.736
°4.1
02

Extrinsic Deep Achieve

0.739 0.740 0.742
54.6 4.9 95.0

The results indicate no significant improvement after ENTRY, INV, F6 and EXT were included.
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Tom had made a conscious decision not to become involved.

7 don't ring | have time ror much éxtra work beécause [ get too
invoelved In It../ just want to do the rest orf my work. Some gets
so interésting but /'m arraid to start aoing it because if / do /
know | get too involved and /! get tons of books out (of) the library
and start reading it all up, takes me about g week and / don’t do
anything élse:

Ruth was clearly over-involved in terms of her time commitment to the
French Club.

7 now have a workload of nipeteen hours a week..that woulan't
have been so bad except that this year [ am president of the
Fréench Club and | was in the French play../ve had to take on
myselr to cook ror the French meal so /'ve just had so /ittle sleep
- Just a zombie at the moment.havent really started my major
assignment..took down a stupid exhibition..! have this strange
kind of compulsion to do things./ reel / should get involved and
have to put a lot of efrort’

These results give some support for Astin's (1984) expression of
concern regarding over-involvement. Both Astin and the students discussed
in this section viewed involvement as a commitment of time and thus high
levels of involvement result in overwork, poor performance and in some
extreme cases, exhaustion.

NON INVOLVEMENT

This chapter has focused on students experiences of involvement,
and the comments discussed above are (in the main) positive. In fact few
students were fully involved in all courses. The interview sample did
contain eight students who were categorised as not involved in any course.
The following section is included because it highlights the distinction
between outcomes typical of involvement and those that can be related to
non-involvement. Three themes emerged from an analysis of the interview
transcripts of these students. Firstly, a desire to be engaged in some other

activity away from Victoria University. Secondly, expression of negative
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feelings about university study and lastly views on future involvement.
They characterise comments made by other students who were not involved
in a particular course.
Desire to be engaged in other activities

Six of the eight non-involved students made it clear that they would
rather be studying or employed elsewhere. For example Celia had already
applied for a job> with New Zealand television and Stephen was only
concerned with being accepted by Medical School. Bruce was happier
working as a house painter.

"/ paintea all auring the holiaays. [ was a painter | réally enjoyed
that. | worked eight months including the part time work and /
was still enjoying it by the time / rinished my contract so maybe
! ought to become a painter'.

Negative feelings about study

Negative feelings were expressed by all the non-involved students.

For example, Nigel said.

1F | stopped now [/ don't think it would be that much value olher
than the social thing..! think theres a very thin line 3s (o
whether this has been worthwhile and that's basicslly because
/'ve passed..

For Hamish the negative feelings were intense. 7 hate /it, / Joathe
It..It's completely aimless.  [t's boring There Is a completely
negative reeling at the school../ts a total wash-out:
Future/past involvement

Only one student (Harry) indicated that he had either never been
involved or did not want to become involved. This student restricted his
learning to examinable material, aiming for a pass mark rather than high
grades.

ASs long as the sturr they are doing 1s really relevant to the
exam...! think 1ts alright. /n Com. Law we lalked about some
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really interesting things that actually come up in the exams so it
was quite good, went along and had a listen’,

It is interesting to note that Harry, whilst not involved, does identify some
interesting course work. In the second interview he reinforced these earlier
comments. 7m sure / could do it if /| wanted to but it takes 50
much more work [ aon't think it's worth It and getting a 6 doesn't
really mean much more than getting & C. Of those who wanted to
increase their involvement Celia and Laura wanted increased contact with
academic staff. Bruce was keen to become involved but felt contrained by
the pressure and nature of assessment (see quote p. 191). Nigel was not
involved inLaw. 7 don't get involved in courses or anything’'. This he
attributed to 7 /ot or pressure on you to pass’ ldeally Anthropology
held a possibility for involvement. 7 think / could be quite interested
in the Anthropology Ir | kept doing it but | never put that much
errort into it basically because | don't reel / need to. Stephen was
starting to develop a specific interest. #mbryology I'm Finding quite
Interesting’. Both Sandra and Hamish had attempted to become involved in

earlier courses but felt contrained by negative contextual factors.

CONCLUSION

The results discussed above have demonstrated that students identify
a range of benefits that result from involvement. Significantly academic
benefits are identified by a majority of students. The interview data
indicated that a student's approach to learning was a key factor in
determining whether students perceived the benefits in qualitative or
quantitative terms. The emphasis on gquantitative outcome by students
using a surface approach may be due to the number of individuals who see
involvement in terms of time spent. This view is consistent with

definitions proposed by both Fisher et al. (1980) and Astin (1984).
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The precise role of personal feelings is still unclear. However it
appears that as part of the involvement experience, students enjoy their
study and may develop a sense of achievement and satisfaction. Non-
involvement is more likely to result in negative experiences and possibly
alien ation as suggested by Goffman (1957) and a second year student

(Oscar) in this study who made the following point.

‘Where | have not become involved Is with lecturers who do not
seem to prepare their material adequately and who treat tutorial
sessions as formal, lecturing-siyle times. This only serves (Lo
heighten the sense of alienation:

Some evidence was presented (in the cross tabulation and regression
analysis) that demonstrated.a link between involvement and good grades,
however students do not see this as the principal payoff which related more
to improved understanding. Given the high level of cue awareness expressed
by both involved and non-involved students, a combination of involvement
and cue awareness may be significant in terms of academic success. No
student abandoned the syllabus and became totally involved as all were still
aware of lecturers’ requirements. A combination of doing more than the
basic requirements and a level of cue awareness seems likely to be
positively related to good academic performance.

Terenzini et al. (1984) argued that classroom involvement was
related to personal growth. However, this was not a significant outcome for
many students in the present study although some did feel more confident as
aresult of involvement. Involvement appears to have academic benefits and
although personal reactions are important to students, these are study-
related and (according to students) unrelated to general personal
development.

The results presented here do not support the position of Biggs and

Telfer (1987) who suggested that involvement was a key element in the



development of intrinsic motivation. While interest was significant in the
development and maintenance of involvement, students did not see increases
in interest as an important outcome.

How does involvement act to improve the quality and quantity of
learning? It appears from these results that involved students feel positive
about what they are doing and want to put effort? into their studies and as a
result they learn more and/or gain a better understanding of the field of

study.

NOTES

1. Given that involvement as personal experience was included by
students in their definitions and in comments on the benefits of
involvement, the possibility of tautology was not overlooked. The
following quotes illustrate that one benefit of involvement is the
experience of involvement itself. In other words, a student feels good
about what he/she is studying (definition) and through this experience
learning becomes more enjoyable (benefit).

‘Enjoying the course - being prepared to do a little extra work for it’
(definition). 'I think if you make the extra effort in the course - you
make it easier for yourseif. You begin to enjoy the course more and
understand the course material better' (benefit).

‘Enjoying the lectures and tutorial discussions and feeling the essays
are worth putting extra effort into’ (definition). 'Received good marks
and felt satisfied. Have had a chance to think and have been credited
and complimented on my own ideas’ (benefit). These quotes have been
reproduced in full to illustrate firstly the relation between definition
and benefit discussed above and also to point to the fact that they are
typical of the range of points raised by students. For each of these
students’ positive affect is but one element of their perceptions.
Nevertheless one needs to be cautious when interpreting these results.
They clearly show that personal feelings are an integral part of the
involvement experience and the data provided by the open ended
questions makes it difficult to precisely identify whether feelings are
causal, part of the experience itself or one benefit of involvement. The
interview data provides some insights into this question (see p. 221).

2. It was expected that the second year students would be engaging in
more specialised study of topics of interest. Involvement would assist
students in gaining an understanding of the material.

238



Van Rossum et al. (1985) focused specifically on the relation between
insight and understanding. The paper gives only a brief description of
each conception making the parameters difficult to identify.

Total grade index correlated at over 0.9 with the grade index for
individual years.
First year students total Gl and 1983 GI = 0.93
total Gl and 1984 Gl = 0.91
Second year students total Gl and 1982 Gl = 0.92
total Gl and 1983 Gl = 0.92
total Gl and 1984 Gl = 0.89

Biggs (1978) and Entwistle and Wilson (1977) and Watkins (1983c) all
found that the degree to which school performance predicted academic
performance at university was related to a student's faculty. For
example, Entwistle found that ‘A" level results were a poor predictor
for Social Science student’s performance (the correlation being 0.11).

Multiple R analysis was based only on those subjects for whom scores
for each variable were available. For the first year sample four
observations were missing (i.e. n=74) and two observations were
omitted from the second year analysis (i.e. n=64).

Effort is interpreted by some students as reqular attendance or for
students who have adoped a deep approach to learning it was likely to
mean doing more than is basically required to pass.
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CHAPTER 7

FACTORS AFFECTING INYOLYEMENT DEYELOPMENT AND
CHANGE

This chapter discusses the reasons students gave for their
involvement or non-involvement in academic study. It also examines the
factors that students identify as important in influencing changes in the
amount or nature of involvement. The data used in this discussion is taken
from the open ended question ‘'why or why have you not become ‘involved’ in
any of your courses?’ in Q2, and from the interview transcripts. The chapter
begins with a detailed description of the analysis of the open ended
question. This is followed by an examination of the reasons given by
students for involvement and non-involvement in study. At this point the
results are integrated and used to propose a set of relationships between a
student’'s intention to become involved, course-related factors and the
involvement outcome. To conclude the discussion focuses on involvement

change.

OPEN ENDED QUESTIONS

ANALYSIS

The question ‘'why/why have you not become ‘involved' in any of your
courses’, was designed to elicit reasons for both involvement and non-
involvement. The responses to this question were categorised as reasons
for involvement or reasons for non-involvement. The analysis of each is
discussed below.
Reasons for involvement

Preliminary analysis used two categories (course-related and

achievement of objectives). Further examination of the data made it clear
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that personal reasons for involvement represented a distinct third category
(Table 7.1). Students assumed responsibility for their own learning by
acknowledging the role their existing feelings and interests played in
determining their level of involvement. Final analysis was based on the

three categories (‘personal’, ‘course’ and ‘objectives’).

Table 7.1 Categories and subsets of reasons for involvement and lack of

involvement.

Reasons for involvement Reasons for lack of involvement
Category Subset Category Subset
Personal positive affect Personal negative affect

cognitive input lack of interest
lack of effort
workload
core/credits
lack confidence
other interests

Course positive affect Course course content

cognitive stimulation staff

social class size

staff class structure

major subject assessment

course organisation

Objectives  quantitative
qualitative
personal

1. Personal .

This category related to a student’s interests or feelings about the
area of study or learning itself. The ‘personal’ category related to
statements clearly indicating that the initiative for involvement belonged
to the student. The student referred to an existing interest in the general
subject area (rather than the specific material presented in the course) or

indicated that they had been responsible for their own involvement rather
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than responding to course factors such as teaching style or course

structure.

For example _.whether | myselr comeé across something that really
nterests me:

1 am very interested in human aevelopment

Because | wanted to learn MNaori.

a. Positive affect. The student stated that they experienced a sense of
pleasure when learning about a particular subject area (e.g. Geography). The
development of involvement was attributed to these positive feelings.

b. Cognitive input. This subset referred to a student's intellectual input
into the course. Reference was made to a long-term interest or to a desire
to study a particular subject.

2. Course related.

Clear indication was given by the student that it was the course that
provided the stimulus for involvement rather than existing personal
feelings, interest or input by the student. In the course-related category,
students referred specifically to a particular course (e.g. Architecture 172)

rather than the general subject matter such as Architecture or Linguistics.

For example

..d course that Js Interesting and you enjoy encourages
involvement.

1ve become involved In some courses because they hold my

attention ang create interest '
1r 1t appeals to me’.

a. Positive affect. Students made specific reference to the development of
positive feelings as a result of their study. These feelings contributed to
the development of involvement.

b. Cognitive stimulation. Students found the cowrse to be intellectually

stimulating, understandable or that it dealt with topics the student found

interesting.



c. Social. The social climate of the course (including lecturers and
students) was perceived as friendly and warm.

d. Staff. Staff actively encouraged involvement through their positive
attitudes, effective presentation or offers of assistance.

e. Major subject. Students became involved in the course because it was
their major subject. This subset was used once. The student gave no other
reason for involvement other than Zoology and Botany were major subjects.
f. Course organisation. The organisation of the course encouraged students
to become involved. Examples included provision for tutorial discussion and
small classes.

3. Objectives .

The category ‘objectives’ described statements which indicated that
involvement was viewed by the student as a means of achieving a particular
goal. To be included in this category the student must describe some future
objective. The category provides further demonstration of the role of
involvement in achieving objectives as argued by Klinger (1977).

For example ‘
7 have become involved because It Is the only means of achieving

the ultimate goal of obtaining good results for my degree:
‘To gain confidence’

a. Quantitative. Involvement assisted the student to achieve quantitative
objectives such as passing a course or getting high marks.

b. Qualitative. The student indicated that they wished to reach a deep level
of learning such as understanding theoretical principles. To achieve this
goal,involvement was necessary.

C. Personal growth. Students wanted to achieve certain personal goals such
as increased confidence. The point to note here is that involvement enabled

the student to improve themselves or gain something of personal value.

243



Reasons for non-involvement

It is interesting to note that a higher percentage of second year
students gave reasons for non-involvement (79.6%) than did their first year
colleagues (59.1%). The former group were also less likely to give reasons
for involvement although the difference was small (459% and 52.9%
respectively!). This result suggests that the more experienced students
are more familiar with non-involvement than those just entering university.
The responses to this question fell clearly into personal and course related
factors2 (Table 7.1).

1. Personal .

Students frequently placed the responsibility for their lack of
involvement with themselves. The course itself was not blamed as the
following quotes illustrate.

Personal reasons

7'm not really interested in my BCA core subjects’

1 wasn't that interested in the course at the beginning.

1 don't always have the time:

a. Negative affect. Students had negative feelings about the course or study
in general. For example they disliked the subject area or did not enjoy
learning.

b. Lack of interest. Students stated a lack of interest in the area of study.
No comment was made about the specific content of a course .

C. Lack of effort. Individuals did not want to make the effort to become
involved.

d.  Workload. The information presented here described students'
perceptions of their workload demands. With this in mind, workload was
included in the ‘personal’ category. As Svensson (1976) and others (e.g.

Novak, 1977) have argued, workload (in terms of hours spent) is partly a

function of a student's approach to learning. One should not ignore the very

244



245

real demands that courses impose on students in terms of assignments and
tests. Clearly such demands are course-related. However, the data
collected in this study did not record details of course assessment
requirements.
e. Core course/6 credits. The student felt no desire to become involved as
his/her courses were either part of a compulsory core programme or just
added six credits to the total needed for a degree. In either case the student
was unlikely to feel any sense of enthusiasm or interest in the subject
matter. This subset was identified as personal because it represented the
individual's own view (i.e. the only reason for taking that course was for the
credits or because it was compulsory).
f. Lack confidence. Some students lacked the confidence to become
involved.
g. Other interests. Students did not become involved because they had other
activities that took precedence over studying (e.g. sport).
2. Course-related.

A particular aspect of the course discouraged involvement. For
example,

.not In Germ 211 which | gave up, because wasn't interested in
what we were aoing.

Because the lectures were not stimulating and at the wrong time
of aay (too late) Because the rirst halr or the course were
moaules that | could not bring myselr to do. | dislike such rigid
pre-programmed ' rorms of teaching.

a. Course content. Responses were coded as course content when it was
clear that lack of involvement was due to the student's reaction to the
nature of the course content rather than a personal attitude to, or lack of
interest in the subject matter (e.g. course content was boring).

b. Staff. This subset included a wide range of responses that referred to

negative input by tutors and/or lecturers. Examples included poor lecturing,



or lack of interest by the staff member. Comments about assessment and
marking are dealt with below.
c. Class size. Invariably responses coded in this subset referred to large
classes which made it difficult for the student to become involved.
d. Class structure. This subset described various forms of class
organisation. Usually this referred to overly formal tutorial structure or
lack of opportunity for discussion.
e. Assessment. Students commented on assessment practices that either
directly interfered with involvement or led to the development of a feeling
that they did not want to become involved, for example poor (i.e.
inconsistent or unfair) marking procedures.
RESULTS
Reasons for involvement

In contrast to the muiti-category responses to the previous open
ended questions (see Chapters 4, S and 6), students tended to perceive
either course, personal or the achievement of objectives as significant
reasons in determining their involvement (Table 7.2). First and second year
students placed equal emphasis on course factors (41%). Personal reasons
and objectives were of equivalent importance but less significant than
course factors. Examination of the Personal+ and Course+ data reveals that
second year students were more likely to include personal reasons in their
answer than their first year colleagues. The pattern is reversed for the
course related factors.

within the personal category, involvement was most likely to result
from cognitive input (e.g. interest in the subject area). Cognitive
stimulation from the courses was a significant course-related factor
(especially for YR 2 students 81.3%). The involvement of first year students
was also influenced by the positive attitudes or presentation of staff

(27.6%). Nearly one third (32%) of the sample included objectives in their
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answer. These objectives tended to be quantitative (e.q. passing the course)
rather than qualitative or personal. From this data it appears that existing
interest or interest stimulated by the course is the most important factor
in the development of involvement.

-Table 7.2 Reasons for involvement

YR1 YR2

n % n %
Categories
Personal 8 17.4 6 19.3
Course 19 41.3 13 419
Objectives 9 19.6 6 19.4
Personal/Course 4 8.7 2 6.4
Course/Objective 6 13.0 2 6.4
Others 0 0 B 6.4
Total 46 31
Personal+ 12 26.1 10 32.2
Course+ 29 63.0 16 51.6
Objectives+ b5 326 10 323
Max error % 7.3 8.9
Subsets (calculated on total number in category)
Personal
Positive affect 2 25.0 3 30.0
Cognitive input 9 75.0 7 70.0
Course
Positive affect 5 17.2 2 125
Cognitive stimulation 17 58.6 13 81.3
Social 5 17.2 0 0
Staff 8 27.6 4 25.0
Major 2 6.8 1 6.2
Course organisation - 13.8 0 0
Objectives
Quantitative 8 93.3 6 60.0
Qualitative 3 20.0 3 30.0
Personal objectives - 26.7 1 10.0



Reasons for lack of involvement

More than half the first and second year students gave personal
reasons for non-involvement (Table 7.3). First year students referred
mainly to negative affect, lack of interest or effort and perceived workload.
Year two students limited their comments to lack of interest or workload

with some reference to their negative reaction to compulsory courses.
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Interestingly second year students were slightly more likely to blame non-

involvement on a combination of personal and course factors, suggesting
that the more 'experienced’ students are more aware of the interaction of
factors affecting their experience.

Table 7.3 Lack of involvement

YR1 YR2
n % n %

Categories

Personal 23 54.8 24 S51.1
Course 13 31.0 14 29.8
Personal/Course 6 143 9 19.1
Total 42 47

Personal+ 29 69.0 33 70.2
Course+ 19 45.2 23 48.9
Max error % ' : 7.7 7.3

Subsets (% calculated on total number in category)
Personal

Negative affect 6 20.7 S 15.1
Lack of interest 7 24.1 13 39.4
Lack of effort 6 20.7 4 12.1
workload 8 276 15 45.4
Core course/credits 3 10.3 8 242
Lack confidence 1 3.4 1 3.0
Other interests 4 13.8 > 9.1
Course

Course content 14 73.7 16 69.6
Staff 4 21.1 7 30.4
Class size 0 0 ) 8.7
Class structure 2 105 1 43
Assessment 2 105 0 0
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Subset analysis revealed that of the course-related factors, content
was significant for both groups, with second year students seemingly more
influenced by negative teaching and/or staff attitudes.

Discussion of reasons for and lack of involvement

Despite minor variations, the first and second year students in this
study show a similar pattern of results. Course factors are important in
stimulating involvement but when considering lack of involvement, students
tend to blame themselves. Clearly interest is an important factor in the
development of involvement. This may either be an existing interest in the
field of learning or more specifically developed from the course content
which is perceived as being interesting. Lack of interest featured
predominantly in reasons for lack of involvement suggesting that positive
and negative aspects of the same factors can operate to encourage or inhibit
involvement.

First and second year students tended to give either personal or
course related reasons with few individuals combining the two. One might
conclude that students have a clear-cut view about reasons for involvement
or its absence. The responses as given here do not suggest that they
commonly see involvement as developing from a combination of personal and
course-related factors.

Based on the assumption that students have a particular intention (as

regards involvement) when they enrol in a coursed a set of relations
between course and personal factors are suggested (see Figure 7.1 for
diagramatic representation of these relationships).
1. Students intend to become involved in a course (Positive personal
intention P+). Their intention reflects existing interest, or a perception
that involvement will help them obtain certain goals (e.g. understanding or
better marks).



2. Students enrol in a course with neutral intentions concerning
involvement (Neutral intention N). No particular interest exists but neither
do any negative attitudes. An illustration is the student who enrols in a
course because it is scheduled at a convenient time (e.g. after work)
3. The student is actively negative to the course (Negative personal
intention P-). The intention is not to become involved. For example this
may be because the course is compulsory and they have no interest in the
field, or the student wishes to put time and energy into sporting activities.
The positive and negative intentions reflect the personal reasons
given by the students for involvement and lack of involvement respectively.
‘Once a student begins to study the course, the intention may be realised or
it may change. At this point course-related factors become important in
influencing the student’'s involvement. The diagram (Fig 7.1) illustrates the
relationship between personal intention, course context and the various
involvement outcomes. Based on open ended comments eight possible
relationships are proposed. |
1. The student brings a strong positive intention to become involved and
does so with little or no reference to context. (P+)
2. As above, the student brings a positive intention. [nvolvement results
from a combination of this and a positively perceived4 course context (P+
C+).
3. The student initfally has a neutral intention as regards involvement.
S/he becomes involved as a result of a positive context (N C+).
4. Despite an intention not to become involved the student is influenced by
a positive context (P- C+).
5. In this relationship the student's positive intention is changed as a
result of a negative context and he/she does not become involved (P+ C-).
6. A student with a neutral intention experiences a negative context and 1s

not involved (N C-).
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Figure 7.1 The development of involvement: interaction of personal and course-related factors
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7. A negative personal intention and context combine resulting in no
involvement (P- C-).

8. Lack of involvement results from a strong personal intention not to do so
(P-).

Students with a very strong intention to become involved will be less
likely to be influenced by negative course context and perhaps be more
likely to perceive their context positively. Those with a neutral stance may
become involved if they perceive the course context as positive. Individuals
with a very strong negative intention towards involvement will be unlikely
to become involved no matter how positive the context may be. The
argument can be illustrated as follows: A student arrives at the first
lecture of a course filled with enthusiasm and interest for the subject. She
is keen to become exposed to a range of ideas. However the course contains
over 350 students and is poorly presented by the lecturer. Her tutor does
not take the time to get to know the students and marks the assignments in
an inconsistent way. To make matters worse the student feels overloaded
with work. The intention to become involved may remain but this student's
involvement activity is likely to be reduced by the negative course context.
Further discussion of these relationships with reference to the interviews

follows in the next section.

INTERVIEWS
REASONS FOR INVOLVEMENT AND NON INVOLVEMENT
In the interviews, students (involved and not involved) talked
extensively about the reasons for their involvement or lack of it. The most
notable features of this material are the variations between courses and the
finding that reason given was not influenced by approach to study.
Generalisations about involvement are difficult to make given the strong

influence course context has on student response.
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As with the open ended data, the reasons given for involvement and
non-involvement operate in reverse (e.g. interest and lack of interest) and
are therefore combined in the following discussion. Student interest was
the most frequently mentioned reason for involvement but other factors
included positive affect and a range of course-related factors such as staff
attitude, nature of assessment, provision for self-direction, relevance of
subject material and class size. These are discussed below in terms of
their effect on the development of involvement. It is important to note that
in the interviews students did perceive there to be an interaction between
course and personal factors. This is in contrast to the separation of these
factors in the open ended question and demonstrates the importance of
discussing involvement and related issues in depth with studentss.

Table 7.4 Reasons for involvement by level of involvement and approach

to learning?
Full Involvement
Reasons for Approach to learning
involvement

Deep Surface Combination

personal 2 1
course 2 4 3
personal/course 14 7 )

Limited involvement
Reasons for

involvement

personal 0 0 0
course 0 3 2
personal/course 1 4 |
Total 19 19 12

Table 7.4 shows that fully involved students regardless of their

approach to study, were more likely to perceive involvement to result from
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a combination of personal and course-related factors. However, the pattern
was more marked for fully involved students using a deep approach. There
is tentative support® for Biggs' (1985) argument that 'surface' students are
more likely to be affected by contextual factors than those using a deep
approach. In the present study 31.5% of ‘surface’ students indicated that
involvement was solely the result of course factors whereas 10.5% of
students using a deep approach did so. A small number of students indicated
that personal factors were the only reason for involvement (n=4). It is
interesting to note that all these students were fully involved in their
studies.
Personal reasons
1. Interest.

Of all the personal factors mentioned, interest was by far the most
influential in determining student involvement (n=37).

Ruth combined interest and positive affect.

..was the best course /'ve ever done. It was really really good /
enjoyed it absolutely. /t was the one [ got the A, but that's
what /'ve chosen to major in and so | was really pleased that it
turned out to be as gqood as that.. just was so interesting, reading
agbout all these things 1'd been interested in ror years and years
and years. It was really good.

Simon not only did more work when interested but he also was more likely
to engage in some deep level processing. 7/ you are interested in
something you don't mind reading over the page or something or
thinking - see ir / can work that one out.
For Philip even limited involvement was absent when he l1acked interest
1 Suppose the ones | am interested /| lry and do the reading -
prepare the tuts but ones I'm not - a waste or time really’

From the comments made in interviews and open ended questions it

appears that intrinsic motivation (as demonstrated by interest) is
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important in stimulating involvement. However, intrinsic motivation is not
the only reason why students become involved in their study, as the
following results show.

2. Positive affect

For some students (n=3) involvement developed from the positive
feelings they had about what they were doing. As lan said, 7ts Jjust &
general reeling of neatness, the subject i1s really good. 0On the
other hand 7 don't get involved because [/ don't like it’'(Maths).

Rita commented '/ think (in) GEOG /'ve participated rully. [ actually
enjoy GEOG more than Economics...! think Ir you enjoy a thing you
Just love getting into it and learning.

3. Workload.

Workload is defined as a personal factor in acknowledgement of the
variation between individuals in terms of what they consider to be
acceptable or overly heavy workioad. Svensson (1977) suggested that
perceptions of workload were influenced by a student's approach; so that
students using a deep approach found the work interesting and therefore
were prepared to spend more time than a student learning by rote. Students
also differ in the actual amount of time they spend on one assignment as
illustrated by Brent and Dennis. Both students were studying the-same
Accounting course and referred to the time taken to complete weekly
assignments. Dennis commented even though only one page long you
can spend about three or rour hours doing them because you've got
to chase through 311 his notes and see what he's done and try and
work It all out. Brent complained of the heavy workload in this course.
‘We seem (o have done about 3 years work alreaay, worklosd is
oretly heavy.they lake most of my Iriends about 5 or 6 hours to
do each assignment.  Clearly Dennis is likely to have more time

available to work on other things?.
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As a specific reason for the presence or absence of involvement
workload was mentioned by three students in the interviews. Clare felt her
involvement was constrained by workload 7 found / just don't have time
to do anything well really..they don't give eénough time to sit back
and think. it's always pressure.

Sally's comments illustrate the difficulty of memorising large quantities of

information.

'm a bit concerned about doing too much extra réaaing cos /77
end up with voluminous noltes which [ can't really get through and
enda up probably getting a bit confused wheréeas if | keep to what
they've given us its g bit more straight rorward, cos you can only
remember a céertain amount in exams'

As Novak (1977) argued, a reproductive approach is not effective when large
quantities of information are involved nor is it as satisfying as a deep
approach (Svensson, 1977).

In contrast Hamish initially attributed lack of involvement to his light load,

although things had been different in the first year.

1 really got into that and ..really did lots of work, this year /'ve
gone down to 36 credits that's the maximum we are allowed to do
and its been quite a let down ror me. /'ve round that about half or
lhe course Is very wishy washy, the other halr | can get my teeth
Into ke Physics and /Maths.people complain about the workload
but as far as /'m concerned it's not the only reason |'m getting
really tired and run aown is the ract that !'m not at all interésted
and in order to make myselr do something the only way / can do it
IS by making surée /'m under pressure.

However, elaboration by Hamish actually suggests that lack of involvement
is due to lack of interest rather than workload!o .

4. Own responsibility

This factor was not given by students as a reason for involvement but
rather illustrates the role of the individual in the development of

involvement (n=4).
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For example Julia commented.

7 think 1t has got to comeé Irom mé but where youve got a
situation where you've gol a tutor who you éenjoy being there and
who does direct it well This can be aaged stimulus but rfor me it
has to come from me rirst.

Anita also emphasised personal factors in addition to a small contribution

by the lecturer.

it would have to be partly the subject itselr whether it gppeals
to you or not - not sure about the lecturer because to a certain
extent his Jlectures aren't all that good they are understandsble
because they rollow a very Jlogical pattern:

lan had been interested in psychology before enrolment (he came up to
discuss psychology with the researcher after completing Q1). His comments
illustrate the interaction between personal factors and course context - in
this case the dynamism of the lecturer. 7/ real/ly like personality
theory and individual and social psych. [ really got Into that it
was really neat..Prof— was the really avnamic one and he really
developed an interest.

The interview results reinforce the findings of the open ended
question analysis which demonstrated the key role of interest in the
development of involvement or non-involvement. The minor role of positive
affect as a reason for involvement suggests that feelings about a course are
in fact part of a student's actual experience of involvement (or non-
involvement) and do not contribute significantly to its development.

Course reasons

The interview data demonstrated that for the majority of students
(58%), context and personal factors were in fact related. For example
involvement was the result of increased interest in the subject, aroused in

the first place by the enthusiasm of the lecturer.
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1. Staff attitude and presentation

Of the many contextual factors mentioned, staff and their attitudes
to their subject and to students was the most frequent (n=35).
a. Lecturers
For Oscar, involvement was the result of feeling that his views were valued
by staff.

Some Starr have a very clear daistinction between peoplée on their
leve! and students.you are students and you are here (o
learn..you don't count until you can put those little Jletters arter
your name, but other starf are receptive (o what you say and it
makes all the dirrerénce’

Emma responded positively to one lecturer.

He Just makes all the lectures so interesting even the most
boring things be manages to bring to lire. You can réally tell he
puts a lot or work Iinto what he's doing and !/ notice morée when /
write essays ror this course |/ always put a lot more réséarch and
time and thought into the essays | write:

John made an interesting comparison between a course where he was not

involved and another to which he was strongly committed.

The lecturers are terrible..they can't use their voice even to get
the point, they start off reading a sermon and that's why people
loose interest so quickly..l've picked up an Architecture course
this halr and the atmosphere s so dirferent. /ts Just
fantastic..its so interesting and the attitude of the students and
the lecturer too cos he's interested in it. Everyone gets involved
you don't mind aoing the work..you réally want to get stuck in.

In the following year John commented on the lecturers outside the
Commerce faculty.

You find those subjects (Architecture and Russian Literature) the
lecturers are more Interéesting people and they make it more
interesting cos my Architecture lecturer he was a laugh, they are
prépared to stick their neck(s) out and criticise.
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The role of lecturers in the development of involvement appears to be to
make the students more interested in their course and its content. This is
achieved by demonstrating personal interest in and enthusiasm for what
they are teaching as well as respecting students’ ideas.

b. Tutors

Rita described her Geography tutor in positive terms.

hes Jovely. and he sort or took a very casual aspect in the
veginning of the year so you automatically relaxed and thought
well it won't matter if / don't say anything..cos he'll understand.

For Clare the tutor's personality was crucial in creating a relaxed climate in
the tutorial group. She's much younger and she seems much more
rriendly ana relaxed (as compared to other tutors) ang / round it
easier to talk, yes it's so dependent on the tutors personality. /
think that openness is really important'

In contrast James commented ‘she Aad me kind of scared because /
aian't reel / could do anything right, | even tried quite hard.

Rachel enjoyed tutorials as they 'give you the chance to give an opinion
rather than just taking something from the lecturer’. She contrasted ‘good’

and 'not so good' tutors.

1 find some tutors are a lot better than others..the ones | had
last year were really good - et you really express your opinion.
/T you were wrong you weren't told that's not it Some are more
dogmatic than others. |/ think that puts you off if you are told you
are wrong:.

In terms of encouraging involvement, the role of tutors is to create a
climate where students feel able (even if they don't - in Rita's case) to
participate in discussion.
2. Course content

Although not as important as staff in the development or absence of

involvement, aspects of course content were mentioned by a number of
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students (n=16). One aspect of ‘course content’ related specifically to
relevance and the other included more general comments referring to the
boring or interesting nature of material covered in students’ courses.

Students referred to the importance of relevance in increasing their
involvement (n=7). A distinction was made between relevance in terms of
use for a future career and personal relevance. This related more to the
reason a student was studying a course (i.e. vocational or general study)
rather than approach to study.

Rob's comments about his Industrial Relations course illustrate work

related relevance.

The course had been my saviour..it's much better, | can pick up 3
newspaper and relate to what you have learnt, to what they are
saying and create your own opinion. Organisational behaviour you
are Just looking at the difrerent systems and sort of theory. /t'7]
never help you really.

Although relating the work to his own life Guy's main focus of attention was

on his future career.

You see how all these managers react and you do assignments in
preparation for tutorials about industrial relations problems. You
Imagine yourselr as the manager which is what we did for our
major report and you made recommendations as you arée a
consultant to a manager saying what you reckon is wrong and how
to rix it and gives you a good reeling to pretend that you are in an
influencing srtuation.

Paul gave personal relevance as a reason for his involvement comparing one

course unfavourably with another.

'm doing Geography of the Pacific Basin. | took it because /
/ived in the Paciric rfor a while and we've only just started
getting on to the South Pacific which s relevant to me and that's
the only part /'ve found interesting..Fconomics doesnt relate at
all. | rind | keep asking myselr what's the use or that, that's why
! don’t bother copying i1t down'
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Students also commented on their perceptions of course content. For
some it was boring or simplistic and acted to reduce existing interest in the
field For example, Clare commented. 7/ fook It because | was
nterested in IL..it's too easy, too simplistic. I/t could be really
/nteresting’. \anremarked. / was Just bored with the subject.

Jane found the content had a positive effect on her involvement. 7 77nd
history interesting. There's always focal peints you can focus on
like who was a king over a certain period. Ben was even more
positive. ‘Totally dirrerent - /'ve never done anything like that
before so that was interesting../t was also good that it wasn't
Just looking ror theory behind..

3. Class size/impersonality

It was not unexpected to learn that students (n=7) found that large
classes hindered their involvement while small classes encouraged them to
become more involved.

James compared his History classes to those in the Commerce faculty. 7¢s
quite a close-knit 1ittle group almost down to First name basis,
there’s only about 30-40 of us. Its quite a different approach
from the BCA subjects

Jack felt alientated by the impersonality of the staff youv are just a
number..sort of like a Sstock car you get bunted and pushed
around.

Julia compared her university experience unfavourably with that in school.

With Geography and English and Biology (school), the classes were
quite small and involvement was very, very easy It dian't worry
me at all in terms of planning and in terms of discussing..héere
JOO students in a lecture 1’11 never think of discussing.
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4. Nature of assessment

Six students referred to assessment as affecting their involvement.
In general, assessment tended to reduce involvement as Clare remarked.
7 think [ thought 1t would be a more stimulating place than It Is.

It seems well and truly oriented (o marks and grades and the
exam .

Similarly Beth was critical of the influence of assessment on the quality of
her learning.

7've round exams are very [imiting because you might cover a
whale lot of things in the course.but when it comes to the exams
you've learnt whatever you can and then you just have only say 45
minutes or something to write whatever.! Find that really
rutile..most [fully internally assessed (courses) aré much more
concerned with not so much the topic but just sort of giving you
the experience or Jooking into what you want to and helping you to
aevelop your interests.

On the other hand Oscar felt constrained by internal assessment.

7 don't reel that internal assessment - total internal assessment
where everything does count no matter what happens is totally a
good Jearning tool because [/ think you've got to be able to make
mistakes..to  learn and there is a disincentive to try or

experiment when you know thalt work has to count towards the
graade at the end or the year.

Involvement is consistent with a situation where students can make
mistakes without it affecting their grades or feeling that assessment
dominates and directs their learning.

One negative aspect of assessment (in terms of its effect on involvement)
was a perception by three students that marking was inconsistent. Jack

illustrates this point as follows:

My marks have been lower than they should have been. | got 415
for the last one (Economics essay) which was prétty
unfortunate..especially as my Iriend does FCON as well and we
went through what had to be written..we dian't write them word
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rfor word but his wasn't too airrerent rrom mine and he's got a
airrerent tutor. He got 70 ror his and [/ got 471 ror mine. [ was a
ort ypset so | went and saw the course coordinator aboul it and he
said he dian't want te interrere with my mark because..they (take
the average orf each tutorial and align them..that doesn't allow
ror my tutor marking me very badly in rélation to the rest of the
tutorial’

5. Other students
For a few students (n=2), peers were more significant in the

development of involvement than were staff. For example Tessa felt that

‘/In a way your cl/ass mates help you more..than the actual
lecturers because being able to compare yourselr with other
people or how you are getting along and coping with the same
things:

Fiona believed that the attitudes of other students were one element in

determining whether a course was good or not.

‘Well rfor a start youve got to enjoy the works (literature) that you
are aoing, It you arée aoing a course where you don't actually like
the set works then you arée bound to rind it more boring and also /
think If the lecturer doesn't gppear to like them (laughs), /1 you've
got an energetic tutor and people who bother to go to tutorials
It’s going to be a good course'

6. Provision for self direction/depth

Clearly this factor is related to students’ own style of working. Its
inclusion as a course-related factor reflects the emphasis students placed
on the course for providing stimulating content and scope for independent
study (n=3). Involvement appeared to be more likely to develop in a
situation where students were given scope to develop their own interests
and engage in indepth study. For example Prue had been disappointed in her
English course, remarking that four lectures on an author @oesnt allow

you to get into sufricient depth that it needs to really get the
vest out or It
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James was involved in his History course, chosen because of interest in

comparison with his vocational Commerce programme.

1 would say History Is much more aimed at learning Sturr
/ndivigually rather than BCA certainly have to conform rairly
strongly..! rind it hard to go out and do anything original (in BCA)
you can only go and look up a certain number of text books and
only crunching numbers or juggling a few conceplts..! suppose you
could extend that to History that you are still going over the
same old racts (laughs) but there the reading matter is so wide and
varied and everyoneé can made a dirrerent interpretation you can
put your own amount or input into it

Sandra made an interesting distinction between courses where she wanted
to be self-directed and those where a structured approach was the preferred
mode of study. In courses that interested her, Sandra wanted them to ‘/e¢
You choose your own topic - essay lopics, discussion topics and
also what you would like the lecturer to lecture on. She went on to

make the following comparison.

They actually Jet you choose our own topic - essay toprc,
arscussion topics and also what you would like the lecturer to
lecture on and | found | prefer that to the more structured
courses. | think only because |'m more interested in that sres /
don't think /'d want to go off and do ACCY or anything like that'

Stephen said. 7 quite like doing my own thing. They don't tell you
exactly what to look up or anything and ror the essays you just
pick a topic that interested you during the year and do your own
research on that:

In the present study, students clearly perceive self direction as a
reason to become involved rather than as part of a definition of involvement
as suggested by Adams (1979). However Adams does relate self-direction
to the experiential aspects of involvement which is consistent with the

findings presented here. |t appears that opportunities for independent
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learning may contribute to a learning climate that is conducive to the
development of involvement.
7. Performance

A feeling of achievement was important in the development of
involvement for one student. For Grant involvement was related to
whether [ am enjoying the subject at the time. whether | think
/'m aoing any good in It:

8. Additional reasons for lack of involvement

While degree structure and competition between students were
infrequently mentioned as specifically limiting involvement, they were
mentioned in more general terms by the commerce students as
detrimentally affecting their general learning experience.

Peter's comments illustrate the restriction imposed by degree
requirements. His involvement in Maths was limited by that subject's non
inclusion in the Commerce programme. ( | couldn't) ‘do BCA in Maths so
I'm taking INFO to stage three..stuck with all these things [ don't
want to do..7t’s a pain but I'm stuck with that ror lire - can't
choose everything:

Roger found competition between students a constraining factor,

1ast year since the competition was so high you dian't really
speak to other people. You dian't want to give anything away
unless they were your quite good Iriends. In this third term
people are starting to be a lot more open with other people and
tell them what their ideas are which is really good.

Relationship between intention, perception of context and
involvement

The interview material provided support for the relationships
proposed in Figure 7.1, although the role of context was given greater
emphasis in the sense that few students (n=3) were able to sustain their

involvement within a negative context and only one student ascribed lack of
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involvement to a negative personal intention in isolation from the influence
of the course context.

Students illustrated all the conditions specified above (Figure 7.1)
although the majority of involved individuals combined existing interest
with positive contextual factors. It is important here to consider the
possibility that students with a strong interest in the subject are more
likely to perceive the context as positive (e.g. finding the lecturer
interesting). In contrast, students with a negative intention may form
negative perceptions of the same context. To satisfactorily examine this
point, further examination of involved and non-involved students enrolled in
the same course would be needed. Interview results indicated the existence
of an additional category in which a combination of a positive intention and
negative course factors resulted in the development of involvement in
addition to the outcome proposed above (i.e. no involvement) (Figure 7.2).

It should be noted that the concept of involvement as used here, is
based on student perception of involvement in a course and includes limited
and full involvement. Furthermore the diagram describes the situation on a
course by course basis. For example, for any student, involvement could
result from different combinations of personal and contextual factors in
each course they study!!.

The identification of a context as positive or negative was mostly
clear cut. However some students (n=6) described elements of context that
were both positive and negative. As the following quotes indicate students
perceived one element as more important than the others. This element
acted to direct the development of involvement.

In one course Jason became involved despite the fact that the lecturer was
not a very interesting lecturer..! dont really mind Ir the
/ecturer is really boring - put up with that as long as the

material itselr is OK
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Anita commented. 7¢ would have to be the subject itselr whether it
gppeals to you or not - not sure about the lecturer because to a
certain extent his lectures arent all that good.

Each of the elements is discussed below and identified with quotes from the
interviews.

1. Positive intention and involvement (P+) (n=7)

In this case the student does not make any reference to contextual
factors. Involvement arises completely from the student's desire to become
involved as illustrated by Tessa and Ruth.

Tessa believed that her involvement was due more to the ract that it
usually captures my interest therefore | prefer to actually do a
proper job not only sort of halr errort towards understanding:

Ruth had a general enthusiasm for learning.

1 really do like learning | like Jléarning about things that
interest me../t's Just such a terriric opportunity to do it../ think
/ could rind something of interest in any course../ve never réeally
aone a course that /! thought was bad'

2. Positive intention and positive context and involvement (P+
C+) (n=31)

The students perceived their involvement to have developed from a
combination of personal and positive course factors. It seems likely that
the student will become fully involved in this situation.

Beth 7ee/ing interested and satisried with a course programme.

Rachel had chosen Arts subjects because she found them ‘nteresting and
relevant../ do it (learning) for interest: For Rachel involvement was
directly affected by her perception of the context. The following quote
illustrates two of the suggested relationships (i.e. P+ C+ and P+ C- resulting

in no involvement).
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‘The material we did in English | really enjoyved immensly.. the
course was so well organised and because the lecturers weré so
helprul too..! also think you get a lot more involved in anything Ir
you have a choice rather than you are forced to do something.
Mt take the Fréench Department with their assessment you are
Just given certain preces of work and they bear no relevance..to
the subjects - the themes. | think 1t really msakes you reel 3 big
gistance. You don’t reel involved at 3/l You just churn it out for
them - get your marks and that's it. [/ don’t think that's very good
ror morale:

3. Positive intention - negative context and involvement (P+ C-)
(n=3)

This relationship is an interesting one and not predicted by the open
ended question responses. In this case a student becomes involved despite
negative course factors. However, if the negative factors include workload

the student’s involvement may be limited.

Beth 77 some of the courses it's a bit harder to get to know olher
people If you only have one tutorial a week and you don't see them
apart rrom that...(lecturers) haven't been  particularly
enthusiastic..found the actual topics quite interésting.

Oscar enrolled in his courses through interest. His involvement in

Economics was demonstrated inspite of a negative course context.

‘5o0me (Economics) /ecturers come in  disorganised Their
presentation is muadly. They don't get through what they intend
to get through. .\ think when you look through the prospectus at
courses to take. next year you aré very intérested in who s taking
the course..it 15 3s important, in some c3ses moreé important than
the actual subject material..] think there is an indifrerénce by
many starf. | don’t think in 3/ cases & conscious Indirrerence
rather pressure or work'

The interview results have suggested that two separate involvement
outcomes are possible from the same combination of personal and
contextual variables (i. e. P+ C-). In the case outlined above, the strength of
personal intention to become involved appears to be sufficient to overcome

the influence of a negative context.
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Figure 7.2 The development of involvement: interaction of personal and course related factors - findings from
interview data

1.| Intention to become

involved
Positive context Become involved (P+, P+ C+, C+, P- C+,
b P+ C-)
\\
2.|Neutral intention s
Negative context Not involved|(P+ C-, C-, P- C-)

3. |Intention not to
become involved

additional relationship =——=—=>
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4. Neutral intention - positive context and involvement (N C+)
(n=17)

The student enrols in a course with a neutral attitude to the subject.
It may be a required course, or it may be scheduled at a convenient time.
As the result of the course context the student becomes involved.

George did not posess an particular interest for Economics or Business

Administration. His involvement

gepenas a /ot on the different courses. / fFind (involvement in)
BUAD is contributing through the group discussion..the tutorials
are quite helprul.  You reel you are working together with others
to reach a certain goal.ECON at times it's very interesting /

find in 101 | quite enjoy parts of It. Quite intéresting cos It
relates somehow

James was also neutral in his intention towards involvement. FCON pure
maths [ actually round-quite interesting..a 0OIt of a surprise:

5. Negative intention - positive context and involvement (P- C+)
(n=2)

The student does not want to become involved in the course but
despite this view becomes involved as the result of the course. It may be
that limited rather than full involvement is likely in this case although

Sarah (see guote) was certainly fully involved.

1 hate poelry and | went in there thinking Ugh, and now [ love
It..a big factor Is the enthusiasm of the person taking it. [/ think
It has a tremendous amount to do with your eénjoyment of the
COUSE. That moaern poetry./ told one of my [1riends..it's
marvellous you've gol to do il..5he has gol_ as her tutor and he's
lecturing a /ot more. /| had one lecture with him and /! just about
went to sleep and she just loathes the course. She said /
obviously enjoyed it so much and she thought it must be better
than he's making It out to be:
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6. Positive intention - negative context and no involvement (P+
C-) (n=17)

Unfortunately, despite a desire to become involved as expressed by

personal factors such as interest or enjoyment of the subject, negative
perception of the context had resulted in no involvement (e.g. Rachel's
comments above).
Bruce clearly felt frustrated by this situation '/'ve got ideas running
round in my heaa which is good but | sort or don't have a medium
to express them, the assignments don't allow ror it and | keep
them all trapped up inside me:

Jason had decided not to progress in a course largely because of class size.

1 was thinking orf going into Physics quite deeply but ror some
reason /ast year Physics put me off entirely even though / got an
A" in it.since the courses werée very full and large you wouldn't
get the personal attention’

7. Neutral intention - negative context and no involvement (N C-)
(n=24)

In contrast to a previous example the student does not percieve the
course in positive terms and is therefore not involved.
Stephen’'s neutral intention can be expressed thus, 7 wou/ant say /'m
enjoying what I'm aoing .../ like university, [/ don't really want to
work . Lack of involvement resulted from poor lecturing %e just reads it
out ror the whole term, Jjust about nobody took any notes or
anything and hasn't read it up.

8. Negative intention - negative context and no involvement (P-
C-) (n=6)

Non-involvement was the result of the combined effect of a negative
intention and perceived negative course context.

Hamish expressed this combination of factors as follows:
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‘At the moment Im Just not really interested in architecture..really It
5. eems meaningless sturr..as rar as /'m concerned / never had an incredible
amount of imagination, /'ve got noneé lert now, its been totally demolished.

9. Negative intention and no involvement (P-) (n=1)

This relationship of factors was suggested above, however only one of
the interview students perceived their non-involvement to be totally due to
a negative intention. It was interesting to note that none of the non-
involved students fell into this category. In all these cases, non-
involvement was due to either negative course factors or a combination of
personél and course factors which further emphasises the role of staff in
the development of student involvement.

Fred was compelled to study a Maths course in order to complete a
degree in Geophysics. Mathematics was an area where he perceived he
possessed little aptitude and no interest (his repeated failure of this course
forced him to change the emphasis of his degree).

Maths doesn't appeal to me. | dian't put any work into it!

A modified version of the diagrarﬁ of relationships between personal
and contextual factors is presented in Figure 7.2 which takes account of the
interview results. Comments relating to the development of involvement
have demonstrated the importance of emphasising that the relationships
reflect academic involvement at one point in time as changes in personal
intention and/or context may influence level and nature of involvement at
any future time and across a range of courses. The results clearly indicate
the important role perception of context plays in the development of student
involvement. Few students stated that involvement developed either solely
from personal commitment or in spite of a negative context. However
personal factors should not be ignored as two students became involved as
the result of a positive context despite a negative personal intention.
Involvement 1s more likely to develop if students feel positive about what
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they are studying and want to become involved and they perceive the context
as positive. There is no evidence from this data to suggest that students
with a positive intention are more likely to describe a context in positive
terms'2. What is demonstrated is that few students enter a course with a
clearly negative intention.
Maintenance and change

This section is concerned with the identification of personal and
contextual factors that are influential in involvement changes and provides
an exploration of the relationship between involvement and more general
changes in student learning experience.

Twenty seven students identified a range of personal and contextual
factors as significant in involvement change. They are similar to those
mentioned above; however, in this case students perceived them to be
crucial in change although clearly there is considerable overlap between
factors that affect initial development and change.

1. Staff changes

Not only were staff crucial in the development of involvement but
according to seven students, they also played a role in involvement changes.
Prue compared two tutors.

‘The tutor we had in the rirst halr or the year, she would Sit
there and do all the taiking and tell us what she thought about It
! think [ must have spoken in tutorials about once but we've gol a
aifrerent tutor this half or the year  The (tutorials are /ess
structured  You might come away with /ess notes but you spend
more time talking.

2. Changes in relevance
In five cases reduction or increases in perceived relevance were
important factors in changes in involvement. For example, Ann reduced her

involvement.



7m not enjoying so much any moré..the way they are préesenting
It now 15 S/ightly dirrerent, i1t's more theory..it seemed relevant
vecause we knew what lhey were-/ike we were aoing James Smith
and O/IC and it helped a /ot there and analysing small businesses
and !/ know they were real’

Ann's comments illustrate again the relation between personal factors and
those in the course as her enjoyment is reduced by increases in the amount
of theory in the course.
3. Changes in perceived workload

Four students believed that the time they had available for
involvement had been reduced by the increases in the amount of work
required. Only one individual (Helen) described a decrease in perceived load.
1 was terrible last year. [ had so much else to do, dian't read so
!/ diant say anything in tutorials expect what | thought was quite
appropriate which | maage up. That dian’t work very well’
4. Content changes and requirements

For some students (n=4) involvement became perceived as essential.

For example Prue described changes in the requirements of her courses.

You've got to know the work at a more in depth Jevel it reguires
more.  You don't Just learn It and know It you've got to make
conclusions from it..in stage one - just learn it off and parrot it
out but (at 200 level) you have to rorm your own ideas about
things. Z00L isn't as aavanced as that, its still moré or /ess rote
learning which is a bit more boring:

9. Familiarity with other students

Once the feeling of isolation had worn off some students (n=4) were

likely to want to become involved. Initially Sally

‘was quite disillusioned when | First started - sort of golden
dreams of university. Realising It was a concretée mass with
normal people in it but once you get to know pegple and get into
some of the subjects - like /'ve really enjoyed Fnglish just a real

Joy in it sometimes. | Jook at all these books and | think Oh how
wonaerrul’’
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A similar point was expressed by Prue.

'm enjoying It much moré this year, weé have very small c/ases
rfor stage Z..and there's more personal approach. weve got (lo
Kknow the lecturers and the teaching starr a lot better - / hated
university /3ast year but this year / dign't like it much erther but
as /'ve gone on even my attituages are changing to it or agapling.

A key factor affecting this student's changes in attitude is a reduction in
class size which contributed to a more personal class climate.
6. Increased specialisation or focus

The generalised approach taken in many first year courses was not
always conducive to the development of involvement. Four students
responded with increased involvement once they began to study more
specialised course material.
Emma described the distinction. ' /¢'s (EDUC 100) a// theories they give
you one thing and then another thing and come away not really
knowing anything../t's (CLASSICS 200) work in more depth really./
can easily get involved in the C/assics.
7. Self-direction

A factor that seemed important in involvement change (n=3) was

changes to level of self-direction. For Rajiv

the reason I'm doing it (1ab work) /s because / want to pass the
course..in  the [irst half (of the vyear) ¢he conirast was
enormous...they Just said ir you want to muck around go ahead ree/
rree ao the experiment Ir you've got time just play around with
the laser..sprinkle chalk aust in the beam and see what the beam
looks like. This second halr (year course) do that, once you've done
that don't muck around:. In the eariier course he had been able to
ask questions how come Jt works this way or why does [his
particle give off so many different rays. | think | learnt more

that way'

8. Attitude changes
Following completion of the core/required courses two students

noticed a difference in student attitude. Ann expressed this point as
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follows. ¥Everyvboay seems more ntént on working.. it's what we
want to do rather than what we have to do..it makes a dirrerence
n the attitude really the way they (students) react to lectures:
9. Course length

Initial enthusiasm dimmed if the course did not live up to initial
expectations and/or was seen as unnecessarily long as illustrated by Lucy.
1ve found I'm getting a bit disappointed with the AS/A (course) 7t
Started orr very interesting and things dragged out now:.
10. Different outcome sought

Two students had changed their personal objectives making
involvement necessary if they were to be achieved.

Tessa commented that 1ast year

7 woulan't ook at anything beyond what was Just enough to get
through and this year with the subjects |/'m doing a bit more and
actually making sure [ understand it berore | try to do any
work...it usually..captures my interéest therefore | prefer (o
agctually do a proper Jjob not Ssort of halr effort towards
understanding it 1/ like to understand the whole thing.

For those students who noted changes in their involvement, the role
of context is of key importance. The nature of content in terms of its
relevance or specialisation was mentioned, as was the role of staff in
creating or destroying a climate suitable for involvement. It is interesting
to note that for some students, increased opportunities for self-directed
learning were of significance. Contrasting this with the effect increases in
perceived workload appears to have, involvement appears likely to florish in
a situation where students are given time to reflect on their learning and
pursue personal interests.

Changes in approach and attitude to learning
In the second interview, students were asked to comment on changes

they had experienced both in terms of their approach to learning and



personal attitudes to university study. Significant points of change were
identified and recorded for each student. The following discussion relates
these changes to students’ level of involvement and approach to learning.

As can be seen from Table 7.5, individual students often recorded
more than one significant area of change (e.g. a move to independent study
and increased vocational orientation). Numbers in each cell are small and
therefore this data should be viewed as exploratory. Nevertheless some
interesting patterns of response can be seen. Students who demonstrated
full involvement appear more likely to comment on moves to increased
independence - regardless of their approach to learning. If one focuses on
students adopting a predominantly surface approach one can see that the
proportion of students who continue to display a passive approach is greater
for those who are not involved. This suggests that students who become
involved are more Tikely to move to a more active approach to learning. On a
more pessimistic note, a trend emerged which indicates that the enthusiasm
of the fully involved ‘deep approach’ students may reduce during their course
of study. Eight of these individuals made a least one negative comment.
Themes which emerged include: increased disillusionment with university
study and/or a desire to leave, increased concern with grades and
competition between students and increased levels of extrinsic motivation.
Such extrinsic concerns are not unexpected given that students are
beéoming more aware of the necessity to make career plans - a concern that
may be tinged with anxiety for students completing more general arts
degrees in a shrinking job market. It is unfortuntate that such changes
appear to be in conjunction with no evidence of movement to a deep

approach, increased interest or enjoyment of learning.
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Table 7.5 Changes in learning experience, level of involvement and approach
to learning.
Approach to learning
Deep Surface Combined
Level of involvement
F L N F L N F L N
No change
passive - - - )
extrinsic motiv.
not yet independent
Change
move to deep 1.
more independent
more interested
specific focus
more enjoyment
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more passive
less interested
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CONCLUSION
A range of factors are influential in the development of involvement,
the most important of which is interest which may exist before a student
enrols in a course or be stimulated by the course context. For a student to
become fully invoived (with a few exceptions), the course context is crucial
as interest may wither without the support of teachers and provision of
appropriate types of tasks (e.g. self-directed). Thus involvement is the

responsibility of both staff and students.



A number of relationships were proposed which demonstrate that
each student combines personal and course factors in a unique way. From
this data it is difficult to determine whether students with a positive
intention are more likely to perceive their context more positively than
might someone with a negative involvement intention because there was no
evidence to illuminate the question. A point of interest was the finding that
the combination of a positive intention and negative course context could
lead to very different involvement outcomes (i.e. involvement or non-
involvement). It is the relative strength of personal and course factors
seems significant here.

Change in involvement (either increases or decreases) are similarly
influenced by a range of contextual factors such as changes in course
relevance, staff changes and differences in opportunity for self-directed
learning. Personal factors were of less significance although changes in
personal goals were important for some students as a reason for
involvement change. These results have demonstrated that the development
and maintenance of involvement appears to be consistent with a learning
Climate where the learner brings a positive intention to the course and
encounters a context that they perce/ve to be conducive to the
development of involvement. However, for those students with a neutral
involvement intention, a postive context is often sufficient to resuit in
academic involvement.

When students were asked to comment on general changes in approach
and experience of university, it was possible to identify a number of
individuals who moved from a position where they enjoyed studying to one
of increased disillusionment and/or extrinsic motivation. These
preliminary findings support those gained by Watkins (1985) who found that
contrary to expectations, students did not move to a deeper approach during

their university study. It seems clear that if students are to be encouraged
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to employ deep approaches to learning, assessment requirements must
reflect such an approach. This applies to all students regardless of
approach as illustrated by the high level of cue awareness observed in all
students and moves to extrinsic motivation expressed by those with a deep

approach.

NOTES

1. The percentages do not total 100 as the calculation includes students
who gave reasons for involvement &7¢ non-involvement.

2. The category ‘objectives’ did not emerge from the data. While some
students perceived that involvement would assist them in achieving
particular objectives, reasons given for non involvement did not have
such associations and reflected a response to a particular course
rather than a planned strategy.

3. Based on student comments (in the questionnaire and interview) this
referred to whether they wanted to become involved or not. The
reasons given for involvement (or its absence) underlie this intention
(e.g. a student may be very interested in English Language and therefore
want to become involved in the study of that subject).

4.  Perception of course context is subjective and made by each student as
a personal reaction to factors such as teaching style and assessment
requirements. ;

5. Involvement is defined in active terms and although some students
possessed a neutral intention, involvement as a learning activity was
either present (in varying levels) or it was absent.

6. The open ended questions provided a forum for a student to respond
quickly; giving the most important reason for involvement or non
involvement. The questionnaire was unfortunately timed to coincide
with preparation for mid-year exams which may have resulted in hasty
responses. The interview provided an opportunity for reflection and
elaboration.

7. The eight non-involved students are excluded from this analysis.

8. The conclusions are tentative given the small sample size.
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9. This assumes of course that students spend equivalent amounts of time
on their study.

10. The comments made by Hamish were coded as 'lack of interest’ rather
than ‘'workload'.

11. The figures given in this section should be seen as guidelines only. The
data presented here is based on the courses discussed in the interview
and does not include everything studied but rather the range of
relationships mentioned. Further research is needed to investigate the

relative importance of each.

12. This conclusion is tentative until more detailed analysis is carried out
on students studying the same course.

13. Ten students had to be omitted from this analysis as they were not
available for the second interview. =~ Seven of these students
transferred to another university or dropped out between the first and
second interview, two could not be contacted and one refused to

participate in a further interview.
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CHAPTER &8

CONCLUSIONS AND IMPLICATIONS FOR TEACHING AND
'COURSE DESIGN

The final chapter of this thesis has four objectives. The first is to
discuss the main findings of the research and the second is to use these
results to examine the implications for university policy, teaching and
course design. The final two sections of the chapter highlight areas for
further research and identify problems that need to be overcome if such

research is to be successful.

DISCUSSION OF THE FINDINGS

The discussion presented in the previous four chapters has focused
specifically on the aims of the study as stated in Chapter 2. The purpose of
this section is not to repeat this work but to draw out significant and
interesting findings from the results presented earlier. This section
discusses the results as they relate to the following questions:

1. What does "involvement in study’ mean to university students?

2. Who becomes involved in study?

3. Why do students become involved in study?

4. Why is involvement important for learning?

Each of the above four questions will now be examined

1. WHAT DOES INVOLVEMENT |IN STUDY MEAN TO UNIVERSITY
STUDENTS?

It became clear from the analysis of the interview transcripts that
students’ experience of involvement is course-specific (p. 161). A student
may demonstrate varying levels of involvement across the range of courses
they study in the course of a degree programme. Thus it is important to

distinguish between a general definition of involvement in study (i.e. as



given by students in Q1 and/or Q2) and their involvement experience in
individual courses.

As a generalised concept, involvement is defined in qualitatively and
quantitatively different ways. An analysis of the open ended questions
revealed that involvement was primarily perceived in terms of activity; as
either performing basic activities with thoroughness or engaging in learning
activities that were seen as ‘more than required to pass' the course (p. 154).
What was particularly interesting was that both types of activity are
associated with a sense of commitment. The discussion in Chapter 2 (p. 85)
suggested that commitment can be expressed principally as a sense of
personal valuing of what is learnt (Ford, 1979). It may also be possible that
commitment represents intellectual engagement with content - the
important point being that the material is important to that person and
involvement acts to direct learning in a uniquely appropriate way to that
person’s needs.

A range of involvement activities were identified by students (p.
152). It was interesting that the second year students placed considerable
emphasis on course-related interaction and on engaging in activities
perceived to be ‘'more than required to pass the course. Seventh form
students focused on involvement as fulfilling basic requirements. The
structured school day may provide an explanation for this difference.

A perception by students of involvement as learning activity is
certainly consistent with much of the involvement research (e.g. Miller,
1977, Astin, 1984; Terenzini et al, 1984) particularly as the focus was
more on involvement as time spent rather than depth of learning activity!.
However, this study gave support to Adams, (1979) who argued that
involvement combines activity and affect. It appears from the results of
this study that involvement reflects positive feelings and a desire to learn

in an active way? as well as activity itself. As suggested by Adams,
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involvement is defined by the student's frame of mind rather than specific
involvement activities. In other words, students ‘want to' engage in
involvement activities.

Involvement as the achievement of a learning objective was an
aspect of a general definition of involvement given by some students in this
study. This category was not mentioned by Adams (1979), although
objectives were included in Terenzini's (Terenzini et al., 1982) scale of
classroom involvement. However, Terenzini refers to ‘learning in general
terms and does not distinguish between learning quantity or quality. In the
present study, one third of the seventh formers included involvement
outcome in their definition with over three-quarters (78.7%) of these
students referring to a quantitative outcome (e.g. improved grades). In
contrast, only 23% of the second year students made any reference to
involvement as an objective. Over half of these students made reference to
deep outcomes. This pattern of results may be due to the different nature of
school and university study - and more particularly due to the fact that the
seventh form students completed the questionnaire (Q1) shortly before
preparing for their end-of- year examinations.

It would therefore appear that if one is to propose a definition of
academic. involvement in study it must incoporate all three elements
(activity, affect and objectives). Although Adams' (1979) definition was
comprehensive in an attempt to define all aspects of involvement, it
confused reasons for involvement with a basic perception of the concept and
did not allow for a range of involvement activities3 (e.g. the distinction
between involvement activities as basic or more than required). The
definition of involvement proposed in Chapter 2 as commitment
expressed through active eéngagement with the task, allows for the
inclusion of a wide range of qualitatively different learning activities. It

also combines affect and activity in the sense that commitment reflects an

284



affective and/or cognitive desire to learn in a particular way. Such a
definition does not exclude the view that involvement can be directed at
certain objectives. However, while it is possible to identify a definition
that captures the essence of involvement one must not overlook the
diversity of definitions produced by students.

The interview transcripts provided a valuable insight into students’
experience of involvement. This data confirmed the relation between affect
and activity discussed above, but even more significantly, provided evidence
for the existence of three levels of invblvement: full, limited and no
involvement. Each level is defined by the degree of positive affect and the
amount and quality of effort expended by the student when involved4.

1. Full involvement. Fully involved students expressed a sense of strong
personal commitment to the course as illustrated by positive feelings
directed to their study, a high level of effort (either qualitative or
quantitative) and some interaction with teachers and/or learners.

2. Limited involvement. The student made clear that some effort had been
expended but this was minimal and included little or no personal
commitment to the course and its content. An example of this is a student
who perceived that he 'just’ fulfilled his ‘basic’ criteria for involvement.

3. No involvement. Non-involved students clearly stated that they did not
perceive themselves to be involved in a course.

These categories are not absolute in the sense that they reflect a
student's perception of involvement. Regular attendance at lectures may
be viewed by one student as limited involvement, but by another (who
perceived involvement to be discussing ideas with staff after class) as
non-involvement. Such a distinction demonstrates the importance of
considering involvement experience in the light of individual definitions and

stressing the role of personal commitment as a feature of full involvement.
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It must be emphasised that these levels are not generalised but reflect a
response to particular courses.
2. WHO BECOMES INVOLVED IN STUDY?

It has been demonstrated above that involvement is not a unitary
concept. It was therefore important to examine to what extent involvement
definition and experience related to factors such as approach to learning and
educational orientation (reason for attending university)s. In other words
who becomes involved in study and at what level? The results of this study
do indicate that approach to learning influences both involvement activity
(‘basic’ or ‘more than required’) and level of involvement (full, limited or no
involvement)s,

Firstly, students using a surface approach tended to express
involvement through ‘basic’ learning activities. These were often described
in quantitative terms such as attending all the lectures or completing all
the required reading. In contrast, students adopting a deep approach defined
and experienced involvement as engaging in activities that were not only
‘more than required but were also gqua/itatively different to those
described by the former group of learners. Such a finding leads one to
conclude that the respective outcome of such qualitatively different
involvement activities will also differ.

Secondly, students were more likely to be fully involved in at least
one course if they used a deep approach than did those with a surface
approach to learning. However, one should not take this finding to indicate
that a deep approach and involvement are synonymous as not all students
who used a deep approach were fully involved in all courses and half of the
students using a surface approach indicated full involvement in at least one
course. From these results it is possible to conclude that a student's

approach to learning plays an important role in influencing the type and
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quality of involvement activity undertaken and to some extent affects the
level of involvement itself.

The results of principal components analysis certainly indicated that
a relationship did exist between a deep approach and involvement,
supporting Entwistlie (1981) and Ramsden (1984) who have argued that
involvement in study may in fact be a feature of a deep approach. The
results of this study have also shown that approach to learning determines
the nature of involvement activity and experience. It does not determine
involvement definition.

Given the high percentage of students in all faculties who were
vocationally oriented ( over 75%)7 it was interesting to explore the relation
between involvement and educational orientation. Support for such a
relationship emerged from the interview transcripts.

It became clear that students, who made some reference to academic
orientation (either alone or in combination with a vocational orientation)
were more likely to be fully involved than those studying courses where
their only orientation was exclusively vocational. Involvement is not
incompatible with a vocational orientation as demonstrated by involved
students who were able to combine personal and career interests. A key
factor in the development of involvement appears to be the existence of
interest in the subject matter of the course8. A focus on extrinsic goals has
been demonstrated to be inconsistent with task involved learning (Nicholls
et al., 1985).

Commerce students (many of whom were solely extrinsically
vocationally oriented) were involved in courses outside that faculty®. These
additional courses were studied for interest and demonstrated quite
different involvement experiences (i.e. full involvement was more likely to
develop). Interest was not the only contributing factor to the involvement

of these Commerce students as the role of a positive climate in the ‘non-
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commerce’ courses was also an important factor in the development of
involvement. = The role of a positive course climate is discussed below.
Gender

Sex differences in approach to learning have not been explored in
depth by researchers working in the approach to learning area (e.g. Marton et
al., 1984). Wwatkins and Hattie (1981; 1985) did suggest that female
students demonstrated patterns of study that suggested they were less in
need of study skills counselling than their male colleagues. Although gender
was not included as a factor in the design of this study (refer to comments
on future research p. 301), exploratory analysis of the interview data
revealed that sex differences appear to be related to student involvement.
As the results on p. 210 show, the majority of female students (n=21,
80.8%) were fully involved in at least one course, whereas only 56.3% of the
males described a similar level of involvement. However, the relationship
is not a simple one as while one can conclude that female students are more
likely to be involved in study than their male colleagues, the interaction
with factors such as faculty and approach to learning must not be
overlooked. A factor in the low level of involvement of male students may
be partly due to the high percentage who are enrolled in the Commerce
faculty (50% males vs 15.4% females). In addition, female students were
also more likely to adopt a deep approach to learning - a factor that has
already been associated with full involvement.

These results suggest that female students tend to enrol in courses
that either combine interest and vocational concerns (in the case of the
female Commerce students) or reflect interest alone. In contrast male
students are more likely to enrol in degree programmes where there is little
personal interest or commitment, perhaps because they are more
preoccupied with future financial concerns. Support for such a proposition

also comes from comments made by female students acknowledging that as

288



their courses did not have a clear vocational focus it was therefore
important to get something out of the course for themselves - an objective
consistent with full involvement. These findings give further support to
the importance of interest for the development of involvement.

3. WHY DO STUDENTS BECOME INVOLVED IN STUDY?

A central part of this thesis was an investigation of factors that are
perceived by students to be instrumental in the development of involvement.
The open ended questions and interviews indicated that involvement ( and
non-involvement) develops from a combination of personal and course-
related factors. It was proposed in Chapter 7 that students possess a
particular intention with regard to becoming involved in a course'0. The
interviews provided evidence for the existence of three intentions:
positive, negative and neutral. For the majority of students, intention did
not automatically result in involvement activity!!. The resulting outcome
(i.e. involvement or non-involvement) was related to the students’ perception
of a range of contextual factors as well as the initial intention. With some
exceptions, a negative context was sufficient to ‘suppress’ a positive
intention or reinforce a negative or neutral intention with the result that
the student stated that they were not involved in that course. A positive
context encouraged those students with a positive or neutral intention to
actually become involved.

Ramsden (1984) has already conducted considerable research into
determining a range of contextual factors that combine to influence a
student's approach to learning. The work of this thesis found that some of
the factors identified by Ramsden appear to be influential in the
development of involvement!2. Ramsden (1985) suggested that one could
identify levels of context (i.e. task, lecturer, course/department and
institution). Contextual factors that were significant in the development of

involvement were mostly at the lecturer and course levels. It was
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interesting to note that departmental characteristics were infrequently
mentioned.

Academic staff were the most significant contextual element
influencing involvement development and change (p. 258). Their effect was
mediated through presentation and attitude. Students were more likely to
become involved in a course if the lecturer communicated enthusiasm for
the subject to the students in a clear manner which as Hodgson (1984)
demonstrated may lead to the development of interest in the subject matter.
Lecturers with these positive qualities contributed to students’ positive
feelings about what they were studying and to the development of interest.
For many students, tutorials provided the only opportunity to interact with
students in an informal setting!3. If the situation was indeed informal and
non-judgemental students tended to become more involved than in a more
formal setting. To the students in this study, the content of a tutorial
appeared of secondary importance to the personality and teaching style of
the tutor'4. Although some students related better to younger tutors, the
data suggests that it is the personal qualities of the tutor rather than the
age that contribute to a positive tutorial climate (p. 259). In general it was
important for students to feel valued and not treated impersonally within a
course, department or faculty.

Other important contextual factors included form of assessment, the
nature of course content and class size. Students differed in their response
to internal assessment and final examinations. The theme to emerge was
that assessment should be directed towards learning and not be dominated
by a concern for grades (p. 262). To achieve such an objective, students
believed that assessment should allow students to learn through their
mistakes in a non-threatening situation and be structured in such a way as
to allow time for reflection - an important factor in the development of a

deep approach to learning (Watkins, 1984; Crooks, 1988). An integral part
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of fair assessment is the standard of marking. Involvement was more likely
to result in a situation where the marking was consistent and based on
clearly stated criteria!>.  Course content contributed to involvement in
two ways (see p. 259). Firstly, it acted simply to reduce or increase
student interest in the subject area and secondly, involvement was
influenced by the degree of perceived relevance of the content - either
personally or vocationally. Although Hodgson (1984) distinguished between
personal and extrinsic relevance, she made no mention of vocational
relevance although vocational relevance of courses is referred to by
Ramsden (1984). This category is important as it neither reflects
assessment concerns (extrinsic) nor the student's attempt to relate the
material to their own lives in @ more general sense (personal). It appears
that the students in the present study, examine course content for specific
personal and/or vocational relevance. Establishing vocational relevance
may be an effective way that academic staff can use to develop the
interest of students who may otherwise remain uninvolved.

Although class size was not included in Ramsden's Course Perceptions
Questionnaire, the students in the present study perceived that large
classes contributed to a course climate that discouraged the development
of involvement (p. 261). As mentioned above involvement is likely to
develop when students feel relaxed and confident enough to participate. In
contrast a large class contributes to students’ feelings of impersonality and
alien ation,

The relationship between context and approach to learning has been
discussed in detail by Ramsden (e.g. Entwistle and Ramsden, 1983; Ramsden,
1984). From the results of this study, it appears that a climate conducive
to the development of involvement combines many of the factors discussed
by Ramsden. For the students in this study, the single most important

element of a course climate is the staff - both lecturers and tutors. The
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effect is both indirect and direct. Staff directly affect involvement by
their attitude to students and teaching style. In contrast, non-involvement
was attributed directly to poor presentation and indifference by staff as
well as an authoritarian style of tutorial presentation. It was interesting
to note that these New Zealand students tended to describe contact with
staff within the context of their course contact time. This is in contrast
with the emphasis placed on out-of-class contact by Terenzini et al. (1984)
in their definition of involvement. Indirectly,, staff act to increase or
decrease interest in the content they teach.

There was some evidence to suggest that the involvement of ‘surface’
students was more likely to be affected by perceived context than students’
adopting a deep approach (Biggs, 1985)16.

These results indicate that student involvement is more likely in a
context that is not only perceived to be interesting and relevant (either
vocationally or personally) but aiso helps to make the student feel a sense
of being part of the course and department. In addition, competition
between students is minimised with opportunities to reflect on one's
learning rather than taking part in a continuous search for grades.

Existing subject interest or interest that is aroused by the course
context were important personal factors in the development of involvement.
There was no evidence to support Biggs and Telfer's claim that intrinsic
motivation (interest) increases as the result of involvement. Students
perceived interest to be a reason for involvement and thus it appears from
the results of the present study that intrinsic motivation acts to stimulate
involvement!?.  Involvement is further distinguished from intrinsic
motivation by the finding that involvement is indeed course-specific as the
role of course context is a crucial element in the development of
involvement.  In addition, involvement (at least at a limited level) IS
possible without clear intrinsic goals!'s.



A similar interaction between personal and contextual factors
emerges when one examines the reasons given by students for involvement
change. Here context was particularly important in influencing change.
Staff and course content were again given greatest emphasis (p. 273).
Personal factors do intrude into the context as the longitudinal data shows.
With specific reference to involvement, it was found that for a few
students (n=2) involvement changed as the result of different personal
goals. At amore general level, exploratory data analysis suggested that the
enthusiasm of fully involved students may reduce during their study at
university as demonstrated by increased disillusionment, a concern with
grades and competition between students as well as increased levels of
extrinsic motivation!9,

4. WHY IS INVOLVEMENT IMPORTANT FOR LEARNING?

A central assumption of this thesis has been that involvement has a
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direct effect on the quality of learning. The following section discusses

the effect involvement has on both the quality and quantity of learning and
examines how this takes place.

As one might expect from a concept that is both defined and
1mplementéd in a range of different ways, students attribute a range of
personal and academic benefits to their involvement experience. Both the
open ended questions and interviews demonstrated that academic outcomes
were of major importance?0. These outcomes were both qualitative and
quantitative and found to be related to approach to study. In the interviews
it was found that all but two of the students using a deep approach, clearly
indicated that involvement in study was related to a deep level outcome (e.g.
high levels of understanding and integration of ideas2!). It was interesting
to note that only one student using a deep approach attributed a quantitative
outcome to her involvement. Such a finding is consistent with results
reported earlier which demonstrated that students with a deep approach
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tended to define and implement involvement in a way that was consistent
with their approach to learning. As demonstrated by researchers such as
Marton and Saljo (1976a) approach and outcome are clearly related.

Consistent with the view that involvement can be interpreted as
participating actively in learning it was not surprising to find that some
students found that involvement had led to an improvement in their
processing skills. For example, students mentioned a more rigorous and
critical approach to problems.

The emphasis placed on academic as opposed to personal outcomes
suggests that affect is perceived by students to relate to their definition
and experience of involvement rather than to its results. A focus on
academic outcomes of involvement probably reflects students’ educational
orientations. The majority of the students in this study gave vocational and
or academic reasons for wishing to attend university. Few expressed a
concern with personal development22, [t seems likely that students
directed their involvement activity towards the achievement of academic
rather than personal goals.

While quantitative outcomes were of little importance to students

adopting a deep approach, those with a predominantly surface approach
placed their emphasis on quantitative outcomes as expressed in terms of
marks or passing a course (p. 221). Cross-tabulation and multiple
regression analysis provided Timitéd support tor ‘the existence 0t a relation
between dimension scores of involvement and grade index. This finding can
be explained by the fact that such measures are attempts to quantify
géneral involvement. As the interviews so clearly show, involvement is
course specific (in some cases topic specific) and therefore outcome
relates to specific course outcomes. Further detailed analysis is needed to
clarify this question.
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Involvement was perceived by many students to be a positive feature of
their learning experience in the sense that they tended to en joy learning more and
believed that involvement had contributed to academic benefits. Indeed its
absence was associated with negative attitudes and a sense of alienation
(Goffman, 1957). However for some students, attempts were made softo become
involved (p. 233). Such attempts were consistent with a perception of
involvement in terms of time spent and thus time available to spend studying for
other courses was reduced. For students to express involvement as hours spent
studying or engaged in other‘course-related (or university-related) activities, high
levels of involvement may result in exhaustion and possibly a decline in academic
performance as suggested by Astin (1984).

One of the important contributions involvement makes to learning is to
make the experience of learning an enjoyable one for students. Regardless of
approach to learning, students want to learn. Through this commitment,
persistence in study is more likely to occur. Even a student adopting a surface
approach may continue studying long after they might otherwise have given up
(Svensson, 1977). Deep levels of understanding may not result, but enough
information is retained to satisfy assessment requirementsz3.

CONCLUSION

This study has demonstrated that while involvement definition is not
determined by factors such as approach to study, educational orientation and
gender, approach is significant in affecting students' involvement experience. The
effect is mediated through students' choice of involvement activity. Furthermore,
as demonstrated by this and other studies, the quality of the activity has a direct
effect on the quality of the learning outcome. Involvement may reflect a personal
valuing of course content as claimed by Ford (1979) or it may be demonstrated by
persistence. Thus the principal contribution involvement makes to learning is to
provide students with the energy and enthusiasm to want to learn. This sense of




commitment while often displayed by students with a deep approach to
learning is not necessarily determined by approach.

The role of course context provides further illustration of the course
specific nature of involvement and may relate to Biggs' (1985) finding that
deep approach was more commonly demonstrated in a student's favourite
subject so that a deep approach was deployed only where the student is
intrinsically motivated. There was some evidence (provided by the
Commerce students and those employing a combined approach to learning)
that this also applies to involvement.

IMPLICATIONS FOR UNIVERSITY POLICY AND PRACTICE
POLICY

It universities are interested in improving the quality of student
learning, these findings have a number of important policy implications for
individual departments and faculties as well as the university as a whole.
This section will examine the implications of the present findings for the
following areas: learning climate, degree structure, staff development and
academic advice.
1. Learning climate

The results have demonstrated that a number of contextual factors
contribute to the development of a climate conducive to the development
and maintenance of academic involvement. The key features of this climate
relate to elements that contribute to a relaxed (non-stressful) atmosphere
and include class size. Large, impersonal lectures do not contribute to a
positive involvement climate unless the course provides additional
opportunities for informal discussion in tutorial groups.  Victoria
University continues to face a crisis of resources, a contributing factor
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being increasing student numbers combined with restricted resources such
as staffing and space. The negative effect class size and impersonality has
on the development of involvement suggests that the continuation of this
crisis will have a further deleterious effect on the quality of student
learning through lower levels of involvement. The policy implications
affect both the provision of sufficient numbers of well trained (see section
on staff deviopment below) tutors and the availability of suitable rooms to
hold such classes.
2. Degree structure

While the strong vocational educational orientation expressed by the
Commerce students contributes to their focus on ‘marketable’ courses, the
finding that a significant number of the Commerce students in this study
described areas of interest outside the Commerce core24 suggests that the
learning experience of these students would be improved if they were given
greater scope to include a wider range of courses in their degree
programme25. This option would allow those students who wish, to become
fully involved in at least some of their university courses and as a result
develop the positive attitudes and academic benefits associated with such
an experience.
3. Staff development

The importance of institutional commitment to staff development
particularly as it affects teaching, is supported by these results. The
quality of teaching in terms of stimulating student interest and conveying
ideas clearly in a lecture format are crucial for the development of
involvement (p. 258). The continued use of evaluations as a vehicle for
students to provide feedback to staff may serve to develop staff awareness
of student interests. It is important that staff in general are aware of the
importance of academic involvement and, more particularly, ways to

encourage its initial development and continued maintenance.



A further productive use of staff development concerns the training
of tutors in small group technigues. These techniques should be consistent
with a policy in which tutorials are seen as opportunities for student
participation rather than as a vehicle for tutor input.

Inconsistencies on the application of marking criteria and a failure to
communicate these to students26 (p. 262) suggests that clearer policy on
this matter should be developed by the university as a whole. Large courses
that employ large numbers of markers need the resources to ensure that
these individuals are both informed of standard marking criteria and trained
to apply them. Furthermore, course coordinators need the resources to
ensure that thorough moderation is made of the marks given to students and
that provision is made for re-marking where necessary.

4. Academic advice

One contributing factor to student dissatisfaction with their courses
or degree programme as a whole was the inadequate or inaccurate academic
advice given to some students??. If students are to become involved in their
learning they need to feel that what they are doing is worthwhile in terms
of personal and/or vocational objectives and that any compulsory courses
taken are absolutely necessary. However, the use of academic advisers may
not assist student planning in departments where its climate is formal and
impersonal, as academic advice is more likely to be accepted in a situation
where the student feels at ease. This point provides further argument for
the importance of adequate staffing levels to meet any increases in student
numbers and provision of opportunities for students to discuss their work
with staff. Akey element here is that students must believe that staff are
interested in them as individuals and learners.

TEACHING/COURSE DEVELOPMENT
Clearly the previous section has already highlighted a number of

features that directly affect teaching and course development. This section
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examines the findings as they relate to the activities of individual members
of staff in their attempts to provide a climate that is conducive to the
development of academic involvement. [t is important to recognise that a
commitment to become involved originates from the student. Writers such
as Newell (1984) and to some extent Astin (1984) place the responsibilty
for involvement aimost exclusively with the institution and individual staff
- members. The present study found that in very few cases (n=9) do students
enter a course with a negative intention. The figures presented here
indicate that many students want to become involved or feel neutral
towards the possibility of becoming involved (p. 267). Unfortunately in 17
cases?8 a positive intention to become involved was not realised because of
a negatively perceived context and in a further 24 cases, context
contributed to students with a neutral intention not becoming involved.
These results show that context plays a very important role in the
development and maintenance of involvement. With this point in mind,
academic staff need to think seriously about the creation of a positive
climate that will encourage involvement.

To encourage involvement staff must consider both their style of
presentation and the content itself. Obviously teaching styles vary (e.g.
Bennett, 1976; Entwistle, 1981). One theme to emerge from the results of
this study (and from others e.g. Ramsden, 1984) is the importance of staff
interest in and enthusiasm for their subject (pages 258 and 270). Apart
from the obvious importance of attempting to make lectures lively and
stimulating for students, staff should be encouraged to share their research
interests with undergraduate as well as graduate students29. In addition to
providing the opportunity for lecturers to discuss work they find
interesting, discussion of staff research interests is likely to contribute to
a climate that is conducive to open discussion and active participation by

students. In a large class it is clearly unrealistic to expect that lecturers
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will get to know many of the students. In this situation the role of the
tutor is of key importance. S/he should learn students’ names (even if it
means using name tags as one student in this study described) and operate
the tutorial in a way that is informal and supportive for students (p. 259;
273). Such an approach draws heavily on the work of Rogers (1968) who
stressed the importance of respect and honesty between students and
teachers if meaningful learning is to take place. The role of the tutor in
encouraging students to get to know each other is also important as the
creation of a concept of ‘class spirit’ may assist students to share ideas
with their peers.

The nature of content is an element that may be addressed by those
designing a course. In making the material relevant to students,
consideration must be given to the degree to which content can be made
personally and vocationally relevant. In the case of a vocational course it is
appropriate to consider the latter as a way of stimulating student interest.
Furthermore, this study has pointed to the importance of effective
communication between lecturer and students as regards course objectives .
A clear. overview of the themes of the course is Tikely to help those
students identify key concepts. In addition, clarification of the nature of
the course (i.e. specialised or a broad approach to the subject) as well as
statements about the lecturers’ expectations of students will remove a
number of sources of misunderstanding and possible resentment.

It is too simplistic to suggest that such modifications will lead to
the full involvement of all students given the range of learning approaches
and educational orientations they are likely to bring to the course. One
element that did encourage the involvement of some students who aiready
had a positive involvement intention was the provision of opportunities for
self-directed learning®®.  The results of this study do not suggest that

students envisage a role in course design and planning. This may be because



of lack of interest or time or to a failure to recognise such participation as
a realistic possibility. If the latter case is true then students need to be
encouraged to take part in course planning.

A further element that might be addressed by course designers is the
form of assessment used. In terms of encouraging involvement, assessment
is best used as a learning tool rather than as a ranking or labelling device.
If assessment is to facilitate learning it must be timed to allow for
feedback to be given and restricted so that the student does not become

overburdened with assignments (p. 191).

AREAS FOR FUTURE RESEARCH

The study has served to clarify the nature of involvement as
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perceived by students and demonstrated a relation between involvement and-

a range of academic benefits (qualitative and quantitative). It became clear
during the course of the research programme that contextual factors are
important in determining students’ involvement experience. It was also
clear that the experience of these students was described on a course by
course basis. The current study selected students for interview on the
basis of their approach to learning or general involvement. To further
explore the relation between personal and course factors in the development
of involvement it is necessary to focus on involvement in particular
courses. The students enrolled in the Commerce faculty provide an
interesting focus of such research. In the first place, they study a common
core making comparison between individuals easier and secondly these
students demonstrated an interesting contrast between interest and
vocational courses with correspondingly different patterns of involvement.
A second area of further research lies in the exploration of sex
differences. The results of this study provide some evidence that female

students differ from their male colleagues in terms of educational



orientation and involvement. With the exception of the work done by
Watkins and Hattie (1981;1985) gender differences have been overlooked in
the approach to study literature. The exploratory findings of the present
study have suggested that a complex interaction exists between sex,
approach to learning, involvement and educational orientation. More
extensive research is needed to confirm these exploratory findings, and if
established, to examine the reasons for such gender differences in acadamic
involvement. _

The design of this study made it impossible to consider the role
ethnic differences might play in determining student involvement. Certainly
watkins (undated) demonstrated that the approaches to learning adopted by
Filipino secondary school students do not conform to that proposed for
students of European origin (e.g. Entwistie and Ramsden, 1983, Biggs, 1985).
Given the limited number of Polynesian (n=1), Indian (n=4) and Asian (n=4)
students in the interview sample3! it is impossible to draw any firm
conclusions as to the approach to learning and involvement experience of
these students. However, the open ended questions and interviews did
indicate the greater importance of parental expectations for these students.
Given the intention of New Zealand universities to encourage greater
numbers of Maori and Polynesian students as part of their bicultural policy
as well as recent government initiatives to encourage greater numbers of
Asian students, it is important to identify not only their approaches to
learning but also perceptions of learning climates likely to encourage
involvement.

A further group of students that was omitted from this thesis was
the expanding population of mature students32. There has been considerable
research done on their reasons for study (e.g. Taylor et al., 1980, MacDonald,
1983), experience and success at university (e.g. Smith et al., 1983) as well
as on their approach to learning (Watkins, 1984). Watkins' findings have
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indicated that mature students are more likely to choose their own methods
of study. Samers (1982) provided evidence to suggest that mature students
showed differences in cognitive style from those typical of younger
students (i.e. mature students were more field independent). Thus although
mature students can be seen to differ significantly from direct-entry
students (e.g. Lawler, 1980), the mature student group is a diverse one (Hore
and West, 1980) and further research is needed to identify patterns of
involvement in this group.

This study has focussed almost exclusively on academic involvement.
It was suggested in Chapter 2 that this was only one aspect of involvement
at the tertiary level - the other aspect being institutional involvement. As
part of the development of the concept of ‘involvement’, research is needed
to clarify the nature of the relationship between academic and institutional
involvement. For example, is Astin (1984) correct when he argues that high

levels of institutional involvement limit a student’s academic involvement?

PROBLEMS

Given the importance of context in the development and maintenance
of involvement it was unfortunate that the data did not permit detailed
examination of individual courses. By selecting the students on the basis of
their approach to learning, a wide range of courses was included in the
study. Most of these courses were located in three faculties (Arts, Science
and Commerce). This did not allow for comparisons to be made of students'
perceptions of course climate or to examine in objective terms such course
demands as workload and assessment.

Data on gctfua/ workload demands was not collected.  Thus,
responses referring to workload were categorised as ‘personal’ since they
reflected individual perception. This coding of workload may have produced

some distortion in weighting of the course/personal analysis. To clarify
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this matter, objective measures of course workload are required. However,
‘such data is time-consuming to collect and often unreliable (Clift and
' Thomas, 1973)

| A further problem concerns the generalised measure of involvement
and approach to learning as produced by the ASI and interview analysis. A
- more directed approach to individual courses would have allowed more
precise measurement of involvement in both quantitiative and qualitative

terms.

CONCLUDING REMARKS

This thesis has highlighted the role of involvement in learning and
demonstrated that involvement is an important concept in its own right and
one that merits consideration in future research into student learning
experiences. Through an exploration of the concept of involvement the
results have demonstrated that students are active participants in their
learning. They bring a unique collection of personal attributes and
expectations to university which will determine their perception of the
learning context within which they operate.

In the process of the research, further illustration has been given of
the importance of examining concepts such as learning and involvement
through the eyes of students. It has also provided further evidence of the
value of exploring student learning through the use of interview techniques.

Ultimately the validity of this study and its analysis of academic
involvement rests on whether students are able to identify themselves in
the material presented here. Rockhill (1982) aptly described the goal of the
qualitative researcher thus: ‘The goal of the researcher is to enter the
defining processes of individuals in order to understand and explain their

common sense truths, or interpretations of events, as they occur in their



‘everyday experiences’ (p. 10). The research reported here has attempted to

“achieve this objective.

10.

NOTES

A small number of seventh form and second year students referred to
deep level activities (9.2% and 15.1% respectively).

Half of the students in this study made some reference to involvement
as a feeling associated with study (e.g. enjoyment and satisfaction).

‘Active’ in these terms is defined as ‘doing something’ in a way that
may not necessarily reflect a deep approach to learning. For example,
a student may attend lectures regularly or read the chapters of the
text book. They may also attempt to integrate new material with
previous learning or look critically at the information presented in
lectures or written material. The activities referred to by Adams
more specifically relate involvement activity to a deep approach.
Miller (1977) was even more specific in his description of involvement
behaviour.

See Chapter 4 page 159 for a discussion of levels of involvement.

These factors are not personal traits or characteristics (Taylor et al,,
1980; Entwistle et al, 1979) and one must therefore avoid labelling
students as ‘fully involved' just as one cannot refer to a 'deep’ or
‘surface’ student (Ramsden, 1985). In the context of this study a
student was deemed to be fully involved if they described
characteristics of full involvement in at least one course.

These results are given in detail in Chapter 5.
Refer to Table 5.12 and 5.13 page 200

This conclusion is supported by the data relating to personal reasons
for involvement (see pages 241, 246 and 254)

Only four of the 20 Commerce students were fully involved in a
Commerce course. |t was particularly interesting that 13 of these
students were enrolled in an ‘interest’ course outside the Commerce
faculty (p. 207).

See page 249 for a discussion of student intention as it relates to
involvement.
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Only eight students were unaffected by context. Seven of these
expressed a clear positive intention and became involved in study. One
student failed to become involved as the result of a negative intention
(see p. 265 for a detailed discussion of these findings).

Involvement was affected by the dimensions included in Ramsden's
(1984) Course Perceptions Questionnaire (i.e. good teaching, freedom
in learning, openness to students, workload (included in this study as a
personal factor: see pages 244 and 245), social climate, formality of
teaching methods, standards of assessment and vocational relevance
of content.

Most first and second year courses at VUW are large and thus much of
the teaching is conducted in a large lecture room holding up to 330
students.

Refer to discussion on teaching styles on page 65 (note 49).

See p. 262 for a discussion of the relation between assessment and
involvement.

Almost one third of the students adopting a surface approach indicated
that context was solely responsible for their-involvement while only
10% of those using a deep approach did so.

Messick (1979) distinguishes between preference and interest by
arguing that "a preference is to engage in one activity as opposed to
another, whereas an interest induces us to seek out particular ob jects
and activities (p. 282). The present study has provided support for
Messick's view of interest in that it provides one important reason for
involvement activity

See page 204.
See page 277.

More than three-quarters of the first and second year students believed
that involvement was associated with an academic outcome.

See page 225.

For information on personal educational orientation refer to Table 5.12
p. 200.
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The data on page 187 (Table 5.8) suggests that fully involved students
using a surface approach in fact gain a lower total grade index than
non-involved students using the same approach. It would seem then
that involvement is not related to improved performance for students
adopting a surface approach to learning. However, it should be noted
that the figures referred to above reflect academic performance
across all courses. As the interviews demonstrated , level of
involvement is not consistent across courses and thus a global
measure of academic performance may not give an accurate indication
of the relationship between level of involvement, approach to study
and achievement. (e.g. John who said, ' Architecture (fully involved) /
suppose /'l be looking rfor a better mark, It's not the easrest
6 credits you can do, there is a lot to learn..! suppose it'd be
nice to know [ got a B] for ARCH, that means | know a rair
bit about ARCH whereas | don't care if | know anything about
POLS or not.. . ECON /7] say that's got that over now / can
forget It a//. (John was not involved in Politics or Economics -
both were core BCA courses).

Only four Commerce students were fully involved in a Commerce
course. Seven directed their 7v// involvement to courses outside the
Faculty.

To satisfy the BCA course requirements a minimum of 60 course
credits must be taken from the BCA schedule of courses. This leaves a
further 48 credit points that may come from courses in other
faculties. A typical BCA core programme might include:

Economics 100 level (12 credits), Computing 100 level (6 credits),
Maths 100 level (6 credits), Accountancy 100, 200 and 300 level (24
credits), Commercial Law 100 and 200 level (12 credits).

A number of students (n=21) in this study were cue aware (Miller and
Parlett, 1974). Clear statement of assessment requirements were
seen as important (e.q. 7 got really worried..! dian't know what
the heck they wanted, so /| went and saw Prof— and listened
to him and more or less wrote it off that and got a B/°)

Five students believed that they had either been given bad advice
during enrolment (e.g. mistakenly informed that a Maths course was a
prerequisite for later study in the Commerce Facuity) or not given
advice when the student was unaware of course options (e.g. not
informed of the value of including a course to make the resulting
degree stronger). Even allowing for the fact that some individuals
misunderstood advice, these examples do emphasise the importance of
providing unambiguous and uniform information to all students.
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31.

32.

The term ‘cases’ does not refer to number of individuals or courses. It
refers to the number of involvement relationships referred to by a
student (see page 280 note 11).

A small number of students (n=4) wanted staff to discuss their
research interests.

The results provided some evidence that an important factor in the
development of involvement was provision of opportunities to engage
in individual research (pages 263 and 275). It was also interesting to
note that fully involved students were likely to refer to a move to
independent learning (p.277), suggesting that these students are
responsive to this form of learning and perceive it to be a feature of
their university study.

Students were not asked to provide information on their ethnic
identification in either questionnaire. This omission is unfortunate as
ethnic differences are salient to current educational concerns.

Mature students have been variously defined. For example, over 25
years (Smith et al., 1983); a person over 23 years engaged in an
organised learning programme (MacDonald, 1983); at VUW anyone over
20 yrs and 9 months can enter the university without gaining
University Entrance.
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APPENDIX

Questionnalire -~ pilot

P

(=3
(+59=]

Student Uunber c

Scheel

We would like you to indicate whether you agrce or disagrce with each of the

statements listed below.

rleas: circle the number beside cach statement which best conforms with your

view or behaviour.

(¥Y) means definitely agree

(xx) means definitely disagree

N O W

definite answer

If you accidentally circle two numbers to a question or leave a question out
we will have difficulty using any of your data, so please take carc and check
your answers. If you find that you have circled two numbers to a question

A\V means agree with reservations

() means disagrec with reservations

indicate clearly the one you intend to give as your answer.

1.¥vhen I am studying I set myself tarcgets
(e.g. to read so many pages, to finish
the chapter) and keep going until I get
there.

2. I tend tc choose subjects with a lot of
factual content rather than theoretical
kinds of subjects.

3.¥1 normally have a good idea of how well I
have done in an essay or test,

4. vhen I am presented with a new problem I
spend some time thinking about how I am
going to tackle it.

5.4 I try to give extra time to a subject I am
not so good at.

6.4 When I am studying I am always aware of the
passage of time and how long I should be
spending on each topic.

7% The courses I plan to do at University will
really challenge me as a person.

8. Sometimes it pays off to learn things by rote,
other times I like to go really deeply into
a topic.

9.% 1 often have trouble remembering material
I think I have learnt really well.

10.# Teachers shouldn t expect students to spend

~ significant amounts of time studying material

everyone knows won't be examined.

4

(?) is only to be used if the item doesn't apply to
you or if you find it is impossible to give a

v/

xX

<=

11.% T qenerally take for granted that what I |

hear from tcachers or read in books is
correct.

12.sOften I get so totally absorbed in what I

am reading or working on, I find I have: not
left enough time to complete what I had
planned to do.

13.4¥ 1 ¢njoy the chance to discuss a topic I'm

really interested in with a teacher or
school friend.

14. % Learning is just a chore.

15 During the last few years I have read a lot

of books covering widely differing topics.

16 ~ I usually become more absorbed in my work

the more I do.

17. ¥ 1 like to take an active part in discussions

18.4 I can gct good marks in a subject even if I'm

not reczlly interested in it.

19.# If I don't do as well as I'd hoped I often blame

myself for not trying hard enough.

20:% When I‘m learning something new I try to relate

it to what I already know.

21.# When studying the subjects I like most I find

I work very much harder.

22.% At university I intend to become really involved

23.

24.

in the topics that interest me.

I find that if I read more than one or two books
on a topic I get reaally confused and find it hard
to bring my thoughts togcther.

I seem to ke able to become intercsted in most of
the work we do.

25.% Even if I'm not actively participating in a class

discussion I always try to think critically about
what is being discussed.

26..¢ I would welcome the chance to become involved in

27.

decision making about the way classes are taught
at university.

I don't have any definite reasons for going to
university. I'm just trying it out to see if
it's for me.

28..k At university I think that students should have

some choice as to how they are asscssed
(e.g. one end of course exam, throughout the year)

-

KX

"~

(8]
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30.

31.

32.

33.

34.

35,

36.

37.

38.

39.

40.

41.

42.

43.

-g=

I have chosen my course at University
mainly to give me a chance of a really
good job afterwards

I like to be told precisely what to do in
essays, projects, etc.

The continual pressure of work - essays,
projects, deadlines and competition - often
makes me tense and depressed

The teachers seem to delight in making the
simple truth unnecessarily complicated

I usually don't have time to think about
the implications of what I have read

My main reason for wanting to go to
University is that it will help me to get
a better job

I prefer courses to be clearly structured
and highly organised

A poor first answer in an exam makes me
panic
When I'm reading I try to memorise

irportant facts which may come in useful
later

I chose this course more from the way it
fits in with career plans than from my own
interests

I suppose I am more interested in the
qualifications I'll get than in the courses
I plan to take at University

Often I find I have to read things without
having a chance to really understand them

I find I have to concentrate on memorising
a geod deal of what we have to learn

The best way for me to understand what
technical terms mean is to remember the
text-book definition

I tend to read very little beyond what's
required for completing essays, projects,
etc.

Having to speak in class is quite an
ordeal for me

%
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DIX

aprroach to ctudj

ALFF

vontoxy

-

BACKGROUND INFORMATION

Name (please print) . 1-3

Degree course at VUW 10-11

Lz Please give your reasons for wanting to attend university.

2. What adjustments have you had to make to university study?

3. What does being 'involved' in a course mean to you?

4. Why/why not have you become 'involved' in any of your courses?

5. If you have been 'involved' in a course, in what ways have you
benefited from the experience?

APPROACHES TO STUDYING

I would like you to indicate whether you agree or disagree with
each of the statements listed below.

Please circle the number beside each statement which best conforms
with your view or behaviour. ,

(VYY) means definitely agree
(¥) means agree with reservations

a
u
w«H\Smn:m&mmnmx&NEmwmxmmmﬁﬁnwmo:m
0 (xx) means definitely disagree

2

(?) 1is only to be used if the item doesn't apply to
you or if you find it is impossible to give a
definite answer.

If you accidentally cirele two numbers to a question or leave a question
out, we will have difficulty using any of your data, so please take care
and check your answers. If you find that you have cireles two numbers
to a question, indicate clearly the one you intend to give as your
answer.

oV oz xx

~

5 I certainly want to pass the next set

of exams, but it doesn't really matter

if I only just scrape through. 4 3 1 0 2 2

/Pf I generally take for granted that what
I hear from teachers or read in books
is correct. 4 3 1 0 2

13

3. I spend a good deal of my spare time
in finding out more about interesting
topics which have been discussed in
classes. 4 3 1 o 2

14

4. I think it is important to look at
problems rationally and logically

without making intuitive jumps. 4 3 1 0 2 14

5 Puzzles or problems fascinate me,
particularly when I have to work
through the material to reach a
logical conclusion. 4 3 2 0 2

16

6. I find I have to concentrate on
memorising a good deal of what we

have to learn. 4 3 1 0 2 ad
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¥ 10.

1l.

14.

16.

I often get criticised for introducing
irrelevant material into my essays or
class discussions.

Often I find myself wondering whether
the work I am doing here is really
worthwhile.

I find that studying academic topics
can often be really exciting.

I find I tend to remember things best
if I concentrate on the order in which
the teacher presented them.

My main reason for going to University
is so that I can learn more about the
subjects which really interest me.

often I get so totally absorbed in what
I am reading or working on I find I
have not left enough time to complete
what I had planned to do.

When I'm learning something new I try
to relate it to what I already know.

I suppose I am more interested in the
qualifications I'll get than in the
courses I plan to take at University.

Often when I'm reading books, the
ideas produce vivid images which
sometimes take on a life of their own.

When I am doing an essay, project,
etc., I try to bear in mind exactly
what the particular teacher seems to
want. -

I hate admitting defeat, even in
trivial matters.

I prefer courses to be clearly
structured and highly organised.

I enjoy the chance to discuss a topic
I'm really interested in with a
teacher or school friend.

%4

-~

18

19

20

21

22

23

24

25

26

27

28

29

30

- 20.

21.

23.

24,

27.

28.

29.

30.

32

I find it better to start straight
away with the details of a new topic
and build up an overall picture that way.

I have chosen my university courses more
from the way they fit in with career
plans than from my own interests.

I can get good marks in a subject even
if I'm not really interested in it.

I like to play around with ideas of my
own even if they don't get me very far.

The teachers sometimes give indications
of what is likely to come up in exams,
so I look out for what may be hints.

When I'm tackling a new topic, I often
ask myself questions about it which the
new information should answer.

During the last few years I have read a
lot of books covering widely differing
topics.

I tend to read very little beyond what's
required for completing essays, projects,
etc.

Often I find I have to read things
without having a chance to really
understand them. :

I need to read around a subject widely
before I'm ready to put my ideas down
on paper.

In trying to understand new ideas, I
often try to relate them to real life
situations to which they might apply.

If I don't do as well as I'd hoped, I
often blame myself for not trying hard
enough.

In trying to understand new topics, I
often explain them to myself in ways
that other people don't seem to
follow.

4

31

32

33

34

35

36

37

39

40

41

42

43




33.

313

N 34,

35.

37.

38.

40.

43.

Distractions make it difficult for me
to do much effective work in the
evenings.

I find some academic topics so
interesting, I should like to continue
with them. F

I prefer to follow well tried approaches
to problems rather than anything too
adventurous.

When studying the subjects I like
most, I find I put more effort into
them.

Although I generally remember facts
and details, I find it difficult to fit

them together into an overall picture.

The teacher seems to want me to be more

adventurous in making use of my own ideas.

One way or another I manage to get hold
of the books I need for studying.

I generally put a lot of effort into
trying to understand things which
initially seem difficult.

At university, I think that students
should have some choice as to how
they are assessed (e.g., one end-of-
course exam, throughout the year).

Even if I'm not actively
participating in a class discussion,
I always try to think critically
about what is being discussed.

A poor first answer in an exam makes
me panic.

I am usually cautious in drawing
conclusions unless they are well
supported by evidence.

I would welcome the chance to become
involved in decision making about the
way classes are taught at university.

%4

44

45

46

47

48

49

50

51

52

53

54

55

56

\A

\

..,T.m.

49.

50.

5L.

52.

&M 53.

54.
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At university, I intend to become
really involved in the topics that
interest me.

I usually become more absorbed in my
work the more I do. B

I seem to be a bit too ready to jump
to conclusions without waiting for
all the evidence.

It's important to me to do things
better than my friends, if I
possibly can.

I find it helpful to 'map out' a new
topic for myself by seeing how ideas
fit together.

In trying to understand a puzzling

idea, I let my imagination wander freely
to begin with, even if I don't seem to
be much nearer a solution.

When I'm reading an article or book, I
generally examine the evidence carefully
to decide whether the conclusion is
justified.

Continuing my education is something
that is just happening to me, rather
than something I really want for myself.

The best way for me to understand what
technical terms mean is to remember the
text-book definition.

Learning is just a chore.

I often find myself questioning things
that I read or hear on TV or Radio.

I like to work out several alternative
ways of interpreting evidence or
findings.

When I'm reading, I try to memorise
important facts which may come in
useful later.

/W
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60

61

62

63

64

65

66

67

68

69




34

72.

/Y
I find it difficult to 'switch tracks'
when working on a problem; I prefer
to follow each line of thought as far
as it will go. 4

I'm rather slow at starting work in
the evenings. 4

I like to take an active part in
discussions. 4

My main reason for wanting to go to
University is that it will help me to
get a better job. 4.

Sometimes it pays off to learn things
by rote, other times I like to go
really deeply into a topic. 4

I usually set out to understand
thoroughly the meaning of what I am
asked to read. 4

Teachers shouldn't expect students to

spend significant amounts of time

studying material everyone knows won't

be examined. 4

I often have trouble remembering
material I think I have learnt really
well. 4

Although I have a fairly good general
idea of many things, my knowledge of
the details is rather weak. 4

I find it difficult to organise my
study time effectively. 4

When I am studying, I am always aware
of the passage of time and how long I
should be spending on each topic. 4

I hope the courses I plan to do at
university will really stimulate me as
a person. 4

The teachers seem to delight in making
the simple truth unnecessarily
complicated. 4

I try to relate ideas in one topic to
those in others, whenever possible. 4

Having to speak in class is quite an
ordeal for me. 4

-y

70

71

72

73

74

75

76

77

78

M

74.

75.

76.

I generally prefer to tackle each
part of a topic or problem in order,
working out one at a time.

I have chosen my courses at university
mainly to give me a chance of a really
good job afterwards.

Ideas in my subjects often set me off on
long chains of thought of my ownj only
tenuously related to what I was reading.

I try to give extra time to a subject I
am not so good at.

1f conditions aren't right for me to
study, I generally manage to do
something to change them.

When I am presented with a new problem,
I spend some time thinking about how I
am going to tackle it.

I normally have a good idea of how well
I have done in an essay or test.

I usually don't have time to think about
the implications of what I have read.

The continual pressure of work - essays,
projects, deadlines, and competition -
often makes me tense and depressed.

I like to be told precisely what to do
in essays, projects, etc.

I enjoy competition: I find it
stimulating.

When I am studying, I set myself targets
(e.g., to read so many pages, to finish
the chapter) and keep going until I get
there.

86. My habit of putting off work leaves me
with far too much to do at the end of
the year.

' 87. It's important to me to do really well
in my courses at university.
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Approach to study inventory (¢

I would like you to indicate whether you agree or disagree with each of the

APPROACHES TO STUDYING

statements listed below.

Please cirele the number beside each statement which best conforms with your

view or behaviour.

If you accidentally circle two numbers to a question or leave a question out,
we will have difficulty using any of your data, so please take care and check
If you find that you have circled two numbers to a question,
indicate clearly the one you intend to give as your answer.

your answers.

1.

a4 (/Y) means definitely agree
(¥)  means agree with reservations
(xz) means disagree with reservations

(zx) means definitely disagree

N O = w

I enjoy the chance to discuss a topic
I'm really interested in with a
teacher/lecturer or school-friend.

I often have trouble remembering material
I think I have learnt really well.

I try to relate ideas in one topic to .
those in others, whenever possible.

When I'm doing a subject, I try to bear
in mind exactly what that particular
teacher/lecturer seems to want.

When I'm reading an article or piece from
a book, I generally examine the evidence
carefully to decide whether the
conclusion is justified.

At University, I intend to become really
involved in the topics that interest me.

I spend a good deal of my spare time in
finding out more about interesting topics
which have been discussed in classes.

I usually set out to understand thoroughly
the meaning of what I am asked to read.

1 find I have to concentrate on memorising
a good deal of what we have to learn.

%4

(?)  is only to be used if the item does not apply to you or if you
find it is impossible to give a definite answer.

v/

12

13

14

15

16

17

18

19

20
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APPROACHES TO STUDYING (continued)

10.

1.

12,

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

When I'm tackling a new topic, I often ask
myself questions about it which the new
information should answer.

My main reason for being in University is
so that I can learn more about the subjects
which really interest me.

I find it helpful to 'map out' a new topic
for myself by seeing how ideas fit together

Even if I'm not actively participating in
a classroom/tutorial discussion, I always

try to think critically about what is
being discussed.

In trying to understand new ideas, I
often try to relate them to real life
situations to which they might apply.

Having to speak in tutorials is quite
an ordeal for me.

I chose my present course mainly to
give me a chance of a really good job
afterwards.

Although I generally remember facts and
details, I find it difficult to fit them
together into an overall picture.

I like to be told precisely what to do
in essays or other assignments.

I chose this course more from the way it
fits in with career plans than from my
own interests.

I enjoy competition: I find it
stimulating.

It's important to me to do really well
in my courses at University

I hope the courses I plan to do at
University will really stimulate me as
a person.

I like to take an active part in
discussions.
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First year students - Victoria University of Wellington (n=101)

APPENDIX C

Correlations between Q1 and Q2 Dimensions

DEEP 2 | SURFACE |INVOLVE 2| EXT.M 2 | ACH.M 2
SURF -.038 ST .08 -.05 .24
SYLB —olie .06 | -.25 .118 | -0.05
EXT 067 .133| -0.34 .56 0.18
FF =24 .18 | -.016 =088 |=077
“EVID .42 .10 .29 -.09 [-.12
REL 21 10 .33 —.09 |-.06
DEEP .39 .07 .39 -.23  |-.003
INT.M .48 ~ 3 .40 -.35 i-.zz
NEG =.13 22 | -.41 .39 | .03
ACH. M 22 oL .03 .24 .28
STRAT .19 =001 | .15 -.15 | .03
DISORG | -.23 23 | —. 28 .23 i-.oos
GIOBE  |-.06 02 [ =.05 0.5 |0.12
IMP .05 .30 .21 .004 .27
COMP .57 -.0006| .12 -.14  -.26
OPERAT  |-.12 0,31 | -.16 .21 .25
INVOL .30 0.04 | 0.45 -.14 .14
{
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APPENDIX D

INTERY IEW TOPICS (1)

How are things going so far?

what subjects are you doing this year?

Has university lived up to your expectations? Have they changed?
Organisation of lectures

Taking notes - presentation

Tutorials - organisation - value of discussion
Assignments, essays, process of writing
Involvement - agreement with earlier definition?
Feeling of involvement in courses. Eeasons?
Understanding - what do you mean?

INTERWIEW TOPICS (2)

what courses are your taking this year?

How are they going? what is good/bad about them?

Are you happy with your performance overall?

Reason for unhappy feelings - solution?

Has this led to any changes in study habits/attitudes to university?
what do you think you are going ta get out of being here?

Is it what you wanted? - reasons for discrepancies

what have you gained so far?

what factors have hindered or helped? e.g. staff, personal, academic.
Have you stuck closely to your original course plan - same major
why/'why not?
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APPENDIX E
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APPENDIX F

Approach to learning - Seventh form students (n=230)

Promax Rotation
DIMENSIONS

Surface processing
Syllabus bound
Extrinsic motivation
Fear of failure

Use of evidence
Relating ideas

Deep processing
Intrinsic motivation
Negative attitudes
Achievement motivation
Strategic approach
Disorganised
Globetrotting
Improvidence
Comprehension learning
Operation learning

Eigen values

76
7D
.80
.59

b

.38

277

FACTORS
I I
67
o7 44
.38
64
-.63
81
.56
12
1
2.56 219

v
35
40
69

77
39

1.63

319

54
69

66

1.50
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APPENDIX |

CODING INSTRUCTIONS FOR OPEN ENDED QUESTIONS

These notes were provided to judges at the start of the coding process.
Some categories and subsets were modified in the light of discussion
between the three judges. Refer to Chapters 4, 5, 6 and 7 for the final
categories and subsets.

1. Educational orientation

VOCATIONAL

1. Qualification - a qualification, want a degree. No mention given of
purpose.

2. Qualification for a good/well paid job - idea of good prospects,
preparation for a career, no specific job mentioned.

3. Qualification for specific career - must name a specific career (e.g.
medicine, meteorology).

4. Qualification for interesting/satisfying job - looking for these
qualities in job.

*Note student who puts ‘further education for good job' or ‘specific
career’ code in vocational section.

ACADEMIC

1. Continue education - Taylor's extrinsic academic, not content specific
- increase knowledge, broaden knowledge, continue learning, further
education. Answer conveys idea of next step.

2. Content specific - Taylor's intrinsic academic. The content of the
course is important. Study in a particular area of interest.

3. Skill development - student wants to develop intellectual skills like
independent study, critical thinking.

- PERSONAL : _

1. “Broadening - embodies idea of change, related to personal growth,
exapanding horizons.

2. Personal experience - includes both affective and cognitive, want to
enjoy the course, enjoy learning, experience challenge or sense of
achievement.

3. Compensation - test ability of self or to others (see Taylor et al.,
1980).

SOCIAL

1. Social objective - meet people, make new friends

2. Experience university - spirit of university life, university activities.
TIME

Not necessarily negative - time to decide on options, reflect

NO BETTER ALTERNATIVE

Fill in time, didn't want a job, negative approach.

FAMILY

Family tradition, expectations.

222
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2. Meaning of involvement

EXPERIENTIAL

Similar to Adams. Experiences and attitudes associated with the course.
What they felt during or as a result of the course. Finding the course -
enjoyable, interesting, stimulating, engrossing, personally satisfying.
definition suggests student feels sense of dedication, feeling of personal
commitment, wants to understand, wants to do it for self.

ACTIVITY

Defined as what students g¢ when involved.

1. Deep processing activities - thinking, active listening, relating ideas,
anything that they do that indicates deep processing activity - note
separation from outcome of processing (e.g. understanding)

2. Interaction - responses indicating some sense of interaction, taking
active part in activities, discussions. Different from deep processing as
this indicates doing something with others.

(subsequent separation of active participation as separate subset)

3. Academic work

Basic - attending, assignment preparation, reading, writing, studying,
working hard, listening (passive), spending time, participate fully.

More than required - individual research, reading MTR, writing MTR,
learning MTR, finding out MTR.

To fit into ‘'more than required’, needs to specifically mention that they
would do more than the basic requirement in terms of time and/or effort.
OUTCOME '

1. Depth - understanding, apply ideas

2. Quantitative- improved grades, learn more - an amount of information
has been acquired.

*Note: when students put something like learning, try to get idea from
other responses as to depth vs quantity.

3. Reasons for involvement

Subsequently revised to add category ‘personal’

COURSE RELATED

1. Positive affect - feel good about the course, enjoy it.

2. Academic experience - related to the academic experience i.e. the
course was interesting, stimulating, understandable.

3. Social - course and students/lecturer friendly, warm

4. Staff - positive attitudes, assistance, presentation good.

5. Major subject

6. Course organisation - encouraged involvement

OBJECTIVES

Relates to involvement helping them achieve particular objectives

1. Quantitative - passing, getting good marks

2. Qualitative - helping them understand, gain theoretical principles

3. Personal objectives - wanted to be more confident, more informed -
idea of self improvement - get something out for themselves.



4. Lack of involvement

PERSONAL

1. Negative affect - dislike course, don't enjoy - feelings about what
they are doing.

Lack of interest

Lack of effort - can't be bothered, don't try

Workload - too much work, not enough time

Core coure/ credits - prerequisite course or doing it for credits

Lack confidence

. Other interests - better things to do, other activities, sport.

COURSE

1. Course content - content is boring, specifically mention the content
rather than personal lack of interest.

2. Staff - wide range of responses - poor lecturing, not interested in
teaching ( comments on marking covered in assessment subset).

3. Class size - classes too big.

4. Class structure - way the class is organised does not encourage
involvement.

5. Assessment - interferes with involvement or bad, inconsistent
marking.

NOU L UN

5. Benefits of involvement

The results of being involved

PERSONAL

1. Positive affect - self satisfaction, enjoyment, sense of achievement.
2. Personal growth/development - confidence, self awareness, broader
outlook, self discipline.

3. Interest/motivation increased

ACADEMIC

1. Deep outcome - able to relate material, better understanding, able to
think, other points of view appreciated, theoretical background.

2. Surface outcome - good marks, pass, increase in amount of knowledge,
learning (unless obviously deep), better retention.

3. Skills - easier to study, work harder, skill development.

INTERACTION

1. Discussion - share ideas with others (students or family).

2. Staff - specifically mention staff discussions.

3. Social - social contact, more friends.



APPENDIX J

SEVENTH FORM STUDENTS (n=230) CORRELATION OF Q1 DIMENSIONS

EVID

SURF | SYLB |EXT.M| FF REL, | DEEP |INT.M [ NEG | ACH.M | STRAT | DISORG | GLOBE| IMP | COMP |OPERAT | INVOL
SURF 36 | .13 | .32 |-.05 |-.00l0.01 |-.07 |0.27]| 0.09 | 0.18 | 0.16 | 0.40| .35| 0.00 0.30 | -0.06
SYLB 24 |0.27 |-0.11l0.03|-0.08 |- 0.16]0.26| 0.13 | 0.10 | 0.23 | 0.15| .31[-0.11| 0.24 | -0.17
EXT 03 |-0.07|-0.®|-0.11 |-0.22l0.18] 0.27 | 0.03 | 0.08 | 0-16 [F0.01[-0.1 | 0.06 | -0.06
FF 0.07(0.12| 0.11 0.0410.09 |-0.07 0.02 (e 4 | 0.17 .32| 0.08 0.35 -0.08
EVID 39 0.49 | 0.36|-0.01] 0.10 | 0.18 |-0.11 |-0.12| 0.07| 0.23 | 0.08 | 0.28
REL 0.47 | 0.34]0.07| 0.11 [ 0.34 [-0.15 |-0.02| .19] 0.19 | 0.20 | 0.27
DEEP 0.44]0.19]| 0.16 | 0.43 [-0.23 |-0.12| 0.08| 0.23 | 0.13 | 0.31
INT.M 0.29]| 0.22 | 0.26 |-0.26 |-0.10]0.09| 0.17 | 0.08 | 0.44
NEG [0.18 |-0.15 | 0.35 | 0.24 | 0.14[-0.04 | 0.05 | -0.08
ACH. M 0.23 |-0.09 | 0.06 | 0.04|-0.1 | 0.05 | 0.19
STRAT —33 |-0.14 [0.11| 0.07 | 0.13 | 0.18
DISORG ] 30| .13| .12 05 | -.16
GLOBE "1 .25/ 0.16 | 0.14 | -0.08
IMP 0.10 .42 | -.06
COMP B Z0.03 | 0.16
OPERAT -0.05
iNnvoL




APPENDIX J

First year students - Victoria University of Wellington (n=101)

BURS| SFC| GI |83 |84 |DEEP | SURF| INV |EXT.M | ACH.M
BURS = -.72| .61 .63 .46| .04 | -.10( -.02/ -.08 =.08
SFC - |--62 .62/ -49| .00¢ .05/ 0.06| -.05 0.19
GI - .91 .88/ -.04 | -.27| -.06| -.13 = 12
GI83 -1 -59/-.008 -.28| 0.14] -.16 0.16
GI84 - |=.12 | -.12( -.16| -.09 =12
DEEP - .01 «31 .12 =03
SURF = -.09 .11 =16,
INVO = | =-.35 0.02
EXT.M = .30
ACH.M -

Second year students - Victoria University of Wellington (n=66)

BURS | SFC | GI |82 83 |84 DEEP | SURF | INV |(EXT.M |ACH.M
BURS - -.66( .71 .63|.71 | .53 —.007'—310 0.04 |.002 .09
SFC = |=-72{=.74]-.62|=.66 |-.09| 0.11[-.18 -0.001| -.18
GI - |+921.92 [ .89 .03 | .18 =33 [-.28 0.13

T G182 - |76 | .77 .04 -.06 .20 |-.16 0.2

GI83 = .72 0®| -24 «29 |=.29 01
GIg4 - .14 | =27 39 |-36 07
DEEP = 06 38 |-08 -08
SURF = 03 26 27
INV - |=.30 -.04
EXT.M = .28
ACH.M =
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