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Much publicity has been given to expenditure
cuts in higher education becatise the natural
inference is that the quality of the teaching
will siiffer. However, we shoild be inore

___Based on five-year SSRC rescurch
programme, this book provides an in-depth

analysis of stadents’ lcarning methods; It
cxamines the extent to which these retlect

the effects of teaching und assessiment; as

well as the individual personalitics of the
students themselves. Interviews with the
students provide a greater insight into the

wiy they tackle everyday academic tasks such
the rescarch is that several different methods—
experiments. senii-structiired interviews,

aid Statistical analyscs of survey data — are
ised to exaniine the probleiis of student

techniques is a clearer insigh* into the
process of student learning which has vital
inplicitions for teachers and students dlike.
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FOREWORD

by William G. Perry Jr.
Professor of Education, Emeritus,
Harvard University

.. The authors of thiis book invite you to accompany
them in the Sedfch for an understanding of how

college students learn. Fifty years have proved
that this understanding will be compléx and hard t

find. Yet the goal is worthy of such heroic

strategies of search and subtle tactics of
divination as this book reports. I share these

authors' conviction that success in this search may
enhance the quality of our civilization through the
improvement of advanced teaching. N

__ __Professors of Arts and Sciences on both sides

of the Atlantic long shared a conviction that all

the arts are subject to intellectual analysis - all
the arts but one: that of teachirg in higher

education:. This art was held sacred to the indi-
vidual. = The good lecturer was one who krnew his

subject and gave a clear exposition of it enlivened

by his own personal style. Though many a con-
scientious lecturer wondered how SO0 many students
managed not to learn what he explained so clearly,

he had little to comfort him but the thought that
students differ _in their aptitude. For shaping his

teaching, he had few resources to call upon beyond
his own experiences of having been taught.

. The recent economic necessity to attract

students and 'retain' them - especially competitive
in the United States -~ has forced thé issues into
the open. It is now legitimate to concede that
some college teaching may be susceptibie of improve-
ment - even perhaps one's own. There has followed
a wave of 'Faculty Development brograms';, the .
assumption being that the way to improve teaching is
to get in there and improve it.  Much university
teaching has been so impoverished that. even _ these

direct methods have brought some results and won the
gratitude of teachers who had worried in secret.

Loy



O

ERIC

Aruitoxt provided by Eic:

FOREWORD

hints' have commonly focused solely on the
tcacher's. presentation: The students have then
boen alliowed to evaluate the results with_scales
trat ask 'Are the lectures well organized?'
Rarely does the evaluation form ask the

student 'Did this course give you an opportunity to.
organize your thoughts about the subject?' The very

form of the eévaludtion itself therefore confirms_

the students in a Lockcan assumption about education
in which their responsibility is to be passive re-
cipients of the teacher's art. such teachers'

arts as clarity, organization_and illustration are
indeed open to analysis and improvement in_their

own right with only implicit reference to students.

But I was once on the staff of a war—-time course in

celestial navigation in which every improvement in
the lucidity of our exposition, beyond a certain

point, was accompanied by a deterioration in most
students' capacity to solve navigational problems.
When we cleverly .pretended befuddlement at critical
moments and asked the students to bail .us out, the
result gave. us confidence that it would be safe to
go to sea with tiiem. L
The present authors assume boldly that the sole
purpose of teaching is to facilitate ledrning.

They assume that learning, well organized or not, is

done by the student. _ They State opernly their hope
that once we Understand. more. about how _different
students learn, weé can help them to Iearn better.
But who are 'we'?  ‘'Study-counsellors' or
‘educationists' like myself?  The authors trust, as

I do, that as professors of Arts and Sciences come
to understand more about students' ways of learning,
they will the better assist the fearning; in short,
they will teach better. _ __ _ .

 We are back to a prior question. Do we not
know how students learn, or should Iearn, already?
We once thought so. __ In 1942 I composed a manual -
of 'Effective Study Methods' for freshmen in a small
coliege: Years later I discovered that my great-
grandfather had composed in 1842 an_identical
manual for students in an academy in his parish.

His language differed from mine in being quaint, but

otherwise the harndbocks were identical from their
emphasis on principle to the inclusion of a ruled
calendar on the back for the studencs' convenien.
in designing a schedule of their fime. . It is a_
commentary on the slow growth of knowledge in the

field that both of these manuals were ahead of their

own day - my ancestor's because he was original;

it
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mine because I had at hand a decade of a movement
called 'Guided Study' or 'Supervised Study':

What _was radical in both manials was that each con-
tained one small concession to the realities of . .
Student experience: we both acknowlsdged that life
seldom conformed to the bounidaries of a rigid
schedule, making the schedule a source of such over-
whelming guilt that moral survival required its

consignment to the waste-basket. = We each suggested;

instead, that the student keep a. log-book of reality

and we offered fictitious and only slightly idealized
examples of how such schedules-in-the-past-tense
might read.. o - - e
Apart from this small comfort, our manuals were
probably as useful, useless; and disruptive, as any

others. In the forties and fifties researchers made

the stunning discovery that the explication of
'principles and procedures of effective study' was

largely redundant: most students knew them in
advarice; they simply did not follow therm: Such a
negative finding of mere research was of course not
enough to stop established practitioners of study-
coaching like myself.  Some students seemed to
benefit from our efforts’ S .
But we could not qguiet our curicsity: _ In

what ways did these 'some' students differ from other

’

students? Did other students learn best in ways othe
than those outlined in our catechism of principles?
These simple, fateful gquestions then multiplied, burst
the boundaries of the field and went questing in .all
directions at once. _Relevant variables revealed
themselves. to researchers in individual differences

in personality, motivation, styles of perception and

cognition; and manners of 'information processing’,

all qualitative differences well-nigh dissolving

the global notion of 'aptitude': - 3
- These variations of mind and temperament obser-

vablé in_individual learners were found to interact
(as the folklore had always known) with the character

of the several disciplines: qualitative vs: quanti-
tative, concrete vs. abstract, analytic vs. synthetic,
ambiguous vs:. unambiguous, hierarchical vs. con-
tiguous and so on.  Viewed as characteristics of
the several discipiines; however, these variables

proved to be unstable. _ Not only did they vary

from department to department and course to course
within a discipline but they varied, as the students
well knew, with the way a given coursz was taught.
The search now entered the social and institutional
context in which the learning was carried on.. Here.

differences appeared in level of performance demanded ;-

L
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procedures of assossment;  ti<edness and flexibility
in the duideiines for action, degrees and quality
of porsonal attention in the relation of teacher
and learner. These variables; in turn, were found_

to reflect assumptions about the natiure of knowledge-

ability defining the context of a classroom or
institution. Here the search has led into realms
of epistemology and the sociology of knowledge. -
It is into the matrix of these variations of
learners, subjects and contexts that the present . . .
authors take you.  That they work successfully with
all three kinds of variables at once is enoughto _

put them at the forefront of the field; but their
trail opens fresh vistas through their creative

synthesis of disparate methods of inquiry. o

First of all they have _combined both quanti-
tative and gqualitative modes.of. inquiry. . They
modestly claim only to have 'alternated' these modes ;
bit you will probably feel that they have made a

productive synthesis through interweaving of quanti-
tacive analysis of queg;ibhﬁa;;QSVWithr;herquaiitative
assessment of interviews.. {The latter assessments,

contributed by the Cothenburg researchers; had been
subjected to strict quantifiable discipline. I

would urgée you to accord these data a status of ___
'objectivity' of their own quite comparable to that
of fdctor analysis of questionnaires. _ This is a

claim the authors are almost, but not quite; ready

to make) .. L

In their assessment of social contexts; _also,

the authors have built on the phenomenclogical foun-
dations of the Gothenburg group_by focusing ©n

students' perceptiocns ~rather.than on the observations
of outside researchers in which relevance has so long

been sacrificed to the assumption of objectivity. .
lere, too the range in differernt students! perceptions

of the same _context has led back fruitfully to
individual differerices.

In keeping with these ficdes of inquiry the.

duthors have subordinated the conventional input-
output model of research to focus on the delineation

of process. . The old preoccupation with students’' .

Ultimate performance following different methods of

instruction has too often obscired the rich variety
of the intervening learning behaviours and the _ .
influence on these behaviours. of. the lecarner's antici-

pation of the very means by which perfornance will be
assessed. : T L
‘The authors synthesize these modes of inguiry _ .

and foci of attention _in_a wayv that provides heuristic
powes beyond the sum of the parts. I shall nct

10
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ventare to siiuiiirize tiie steps of their search or . .
their findings. You may find it helpful, however, if
I raise certain questions that will doubtless risc
of themselves a5 you read. By having them in mind
in_advance; you may_ be prepared to dappreciate from
the oatset the challenges theé authors have faced

and the skill they have broiught to their tasks.

First of all, about nomenclature. It is ;
inevitable in sSo complex a field, drawing on research
findings suddenly emerging. in diverse sources, that
terms and concepts should be unstable.  Consider
SUch teris &S 'cognitive style', ‘perceptual style',
‘learning style'; 'lLearning strategies', 'approach',
‘orientation', 'study pattern', 'learning skill!,
'learning process','strategic approach' cr simply
'way'. I find little consSensus among researchers
about the conceptual referents of such terms or

about the relationships among them: ~ The authors
of this book cannot be ifiiine to these difficulties.

Indeed you may_ find their struggles.to keep any
one of these terms in one place as illuminating as
their frequent successes. -
_...._Let_us suppose now that the agthors succeed in
keeping such terms as 'Medning orientation', 'deep
approach', 'surface orientation', 'holistic approach'

etc. in stable reference to distinguishable processes
characterizing the ways differcnt students learn.

If we then assume that such learner-characteristics
(singly or in constellations) tend to remain gtable
over time in individuals we will find it appropriate
to_speak of different 'types' of studernts: The
preponderance of research on 'learning styles' to date
can be taken to justify the assumption of stability

of a large number of learner traits. These findings
provide the foundations of a number of typologies
classifying learners by various constellations of
traits posited as stable over time. This_evidence

conimiends us to think in terms of types of students;

each_type characterized by abiding preferernces for

proceeding in a certain way in address to learning

tasks, even though these tasks may differ; Indeed
some recent studies have reported that when college
students specidlize in subject-matter congruent with
their preferred styles, they intensify their pre-
ference and narrow their variability in response to
differing tasks. .

_We now face a. serious dilemma: If we accept

the evidence for stability, we should simply add the
new findings about learner types to our historic

efforts to identify students' strengths and steer

them toward the specialties most congenial to them.

11
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We could do no wiore. o o

"~ On the other hand the authors.of Lhis book
explicitly state their hope that the understandings
of research into students' styles will help us to
teach students to learn the better how to learn.

Presumably, since all. students must learn in More
than a single discipline, they should learn to_vary
theixr learning strategies in keeping with the nature
of various tasks: liow . can we support such a hope?
Are we to imagine that learner 'type'; though stable,
is not, somehow, immutable? ~ Or are we to suppose

that stability and flexibility occur at different
levels and that we can help students develop - o
variations within their preferred learning mode With-
out violating its integrity? ] o

~ The authors of this book did not intend to .
address this dilemma directly. . They live with the
question as a tension_pervading the field, and they
offer their advances.as contributions toward a later
rosolution. As reader, however; you may find your=
self pondering the issue. I want therefore to share
some questions about the assumptions that create the
guestiomn: L . .
- First, a small technical concern regarding the
measures from which the finding of ‘stability' _of

‘type' or istyle' derives. _ How much time is the
respondent allowed on each test? A _leading

researcher recently told me "The differences in the

means of the types in our populaticn were small and
we could only get them if we put the students under
heavy time pressure, stop-watch and ati": Could it
be that, denied the opportunity to survey the nature
of the tasks, the students are. artifically limited
to some most frequently used 'best bet' approach?

If so, the test may in fact. reveal a student's 'bé&st
bet' way of learning, but it cannot demonstrate that
this way remains invariant when the student percelves
differences in tasks. Such a bias of measurement
may be compounded when analysis is timited to students
scoring at the extremes of a trait dimension: _May

not flexibility of style be greatest in the students
scoring nearer the mean? You will be grateful to
theé authors for letting you know fust how they de-
signed each inguiry.
Orn a broader scale,

o, most striking is the_

authors' inclusion in their opening chapter of des-
criptions_of the intellectual development of students
in the cobllege years. " One of these descriptions
starts with tripartite typology on a dimension of
impulsivity and rationality. It then traces the

convergence over time of students at the extremes

{1
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toward the balunced jdeal type at the mean. The
second description of development traces the way

students evolve more complex forms of thought to

accommodate their perception of increased complexity,

uncertainty_and ambiguity. In this evolution the
and_their expectations of teachers: Both of
these descriptions were derivéd frem longitudinal

studies of relatively small samples extending over

years, : :
The authors point out that their own undertaking;
remarkable for its scope and depth; provides reither
funds nor time for longitudinal research. Yet they.
were sO dgenerous as_to give space to these descriptions

of student development; leaving it to the reader to
speculate on the relevance of such developmental
issues_to _conceptualizations of student types: Asg

the author of one of these descriptions of development,
I Join them in hoping that you will indeed speculate:

One question is unavoidable: "Could a certain con-

stellation of ledrner-characteristics represent less
an enduring student-type and more a moment of
evolution_in a student's notion of what learning is
all about?" e )

____ You will of course find more issues to ponder
than those I am sketching: What fascinates me is
the way they all seem to converge at each marker .

the authors establish in their quest: I end with
one example. S o .
._.__In_their search for traits distinguishing. 'deep'
learners and 'surface' learners, the authors discovered
a type of studentswho seemed to be game-players.
These seemed concerned first of all with out-guessing
the ultimate assessmernit, and they pumped their .
instructors in the service of this goal: The point
of it all seemed to be,; for theni, the score. The
authors named this type 'strategic'. I confess a.
reservation regarding this use of the term to label

an address.to social context gdince the authors aiso

use it in its usual sense to refer to approaches to
learning in address to subject matter: In any case,

their first overall analysis showed that students
evincing this 'strategic approach' were among the
‘surface' learners.. Characteristically, the authors

did not stop with this sensible observation but con-

tinued to test it with the interplay of factor analysis
and ratings of interviews. This analysis differentiated
a sizable minority of the 'strategic’ group who emerged

as deep learners. o . : -
This fine discrinination involves the very

.13
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FOREWORD

foundations of education. _ could it be that by
paying careful attention to what a good tedcher has

on his mind some students can learn_to read and learn
with deep comprehension? As teachers, this is our
only hope. . ____ - o
- We have.been hoping it for centuries: We_ know
from our daily experience with 'some' students that
the hope is well founded.  These authors bring us_
to the very brink of the scientific confirmation of
the hope with modern research tools. But they are

doing far more than confirming what we feel we know

already. They are delineating the ways those 'some'’

students learn and how they learn to learn. . So
dlso, then; for those '‘other' students. Only from

such delineations we can hope to expand 'some’
students _to. 'most’'. __ ___ . , . .
___ students sometimes speak for themselves about
this motion. _In the later chapters of this book
the authors guote from students' interviews. . In
thess, Some studerits report the excitement of
vaaiization’ - the discovery that learning can be )
Moré than memorization; even meaningful. we can.feel
how near the duthors have come to the goal of their
search. - . . o . . ;
‘They do not pretend to have found_ it.  Indeed,
we may feel that they have been so dedicated in their
care for precise delineation of each clue in the
search that they have been reluctant to stand back,
s we can, to see how close they may have come to
the place where all the pieces will fall together.
Such modesty is appropriate to the difficulties;
the ultimate synthesis must include identification
of: those strategies or Styles of learning so inte-
gral to persons that to learn other ways would be __
inefficient or violating; those styles or strategies
which seem. readily learnable; those aspects _of
development that provide or_accompany such readiness;

those instruments which best reveal these variables;

and finally, those conditions of institutional and
tedching context = as the various students perceive

them - that best facilitate the students' learning
and their learning how _to_learn.

 _When We thank these authors for advancing us so
far in. this search, they will I am sure reiterate
their heavy debt to other researchers in Britain;
Swoden,; Switzerland and North America. __They offer
this book as an invitation to international colla-
boration in the search.

Watertown, Massachusetts

March 1983
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foundatibﬁs of cducation. _ Could it be that by
paying careful attention to what a good teacher has

on his mind some students can learn to read and learn
with deep comprehension? As teachers, this is our
only hope. . .
We have been hoping it for centurles, We  know
from our daily experiernce with 'some' students that
the hope is well founded. These authors bring us
to the very prink of the scientific confirmation of
the hope with modern research tools. But they are
doing far more than confirming what we feel we know
already. They are delineating the ways _those 'some '
students learn and how they learn to liearn. . So____

also, then, for those 'other' students. Only from

such delineations we can hope to expand 'some’
students to. 'most’.

__ Students sometimes speak for themselves about
this motion. In the later chapters of this book

tHe aduthors guote from students' _interviews. - 1In
thess, Some studerits report the excitement of
vaaiization' - the discovery that learming can be ___ .
morc than memorization, even meaningful. we can.feel
how near the duthors have come to the goal of their
search.

They do not preténd to.  have found_it.. Indeed,
we may feel that they have been soO dedicated in their
care for precise detineation of each clue in the
search that they have been retuctant to stand back,
is we can, to see how close they may have come. to
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the ultimate synthesis must include identification
of: those stratedies or gtyies of learning so inte-
gral to persons that to learn other ways would be
inefficient or violating;  those styles or strategies
which seem. readily learnable, those aspects of _
developnient that provide or accompany such readiness;

those instruments which. best reveal these variables;

and finatly, those conditions of institutional and_
teaching context -~ 4s. the various students perceive

them - that best fac111taté the students' learning

ihid their Iearning how _to_learn.
When we thank these authors for advanc1ng ¥s so

far in this search, they will I am sure reiterate
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foundations of education. _ could it be that by

paying careful attention to what a good_ teacher has

on his mind some students can learn to read and learr
with deep comprehension? As teachers, this is our
only hope. . ____ . - L
) We have been hoping it for centuries. We_know
from our daily experience with ‘some' students that
the hope is well founded.  These authors bring us_
to thHe very brink of the scientific confirmation of
the hope with modern research tools. But they are
doing far more than confirming what we feel we know
already. They are delineating the ways those 'some
students learn and how they learn to learn. . So
also, then, for those ‘other' students: only from

such delineations we can hope to expand 'some

students _to. 'most'. __ __ , ) .
~ students sometimes speak for themselves about
this motion.  In the later chapters of this book
the authors guote from students' interviews:. In

thess, some students report the excitement of
veaiization' - the discovery that learming can be __
moré than memorization; even meaningful. — We can . fe
how near the authors have come to the goal of their
search. ] , L -
rhey do not pretend to. have found it.  Indeed,
we may feel that they have been so dedicated in thei
care for precise deiineation of each clue in the
search that they Have been reluctant to stand back,
4s we can, to see how close they may have come. to
the place where all the pieces will fall together.
Such modesty i§ appropriadte to the difficulties
the ultimate synthesis must include identification
oFf: those stratedies or styles of learning so inte-
gral to persons that to learn other ways would be _
inefficient or violating; those styles or strategie
which seem. readily ledrnable;j those aspects of _
development that provide or_accomparny such readiness
those instrumerts which best reveal these variables;

and finally, those conditions of institutional and
teaching context = as the various stidents perceive

them — that best facilitate the students' learningd
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Chapter One

STUDENT LEARNING IN ITS CONTEXT

ngher education is a lalge and expen51ve under—
taking. Its effects are felt by all of us.

There are currently over half a million full-time
students in the British system of education which

builds on, and goes beyond; sixth-form. studies. and

their equxvalent., A sizeable proportion of the
country's wealth flows into the sixty-seven

universities and _polytechnics which dominate this
sector. Many of the students who graduate from

these_institutions will eventually occupy some of

the most powerful and prestigious positions in ocur
soc1ety. Whatever contractions the system may face

in the 1980s; no-one would wish to. argue that an
understandlng of what goes on in higher education
is unimportant.

that, as recently as twenty years ago, there was

hardly any research into higher education_in
Britain: Writing in 1972, the editors of a
symposium of articles on research in this field
could say that

a. decade ago, the unlver51t1es and colleges of

did research_on_almost every topic but them-

selves ... If they were aware of the heed for _

a better understandlng both of fundamental
principles in_teaghing and learning and of
human.relationships._in the guadrangle, they

did singularly little about it. Ten years

ago a book. of this kind would _necessarily. have
been very thin: (Butcher and Rudd, 1972).

_Research. into hIgher education has Since
established itself in this country, as the founding

18
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ese_institutions will eventually occupy some of

e most powerful and prestigious positions in cur

ciety. Whatever contractions the system may face
the 1980s; no-one would wish to. argue that an

dérstandlng of what goes on in higher education
unimportant.

It comes as someth:ng of a surprlse to reallse
at, as recently as twenty years ago, there was
rdly any research into higher education_in
Itain: Writing in 1972, the editors of a
mposium of articles on research in this field
uld say that

a déCédé ago; thé dﬁiVéfsities and colleges of

did research_on_almost every topic but them-
selves ... If they were aware of the hsed for
a better uriderstanding both of fundamental
principles in_teaching and learning and. of
human.relationships._in the guadrangle, they

did singularly little about it. Ten years

ago a book of this kind would _necessarily. have
been very thin: (Butcher and Rudd, 1972).

Research. into hIgher education has since
:ablished itself in this country, as the founding

15
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the university environment interact subtly and con-
tinuously, and a proper anderstanding. of student
learning needs to take both things into account:
THis book contains the findings of the largest
programme of research into student learning ever .
carried out_in. Britain; in a_form which we hopeé will

be accessible to students, lecturers, and all who
have an interest in higher education. We hope it

will be seen partly as a contribution towards a_

changing emphasis in research into higher education.
our focus is on the process of student learning it-
self, and on the way it is infIuenced. for better or

worse by the environment in which it takes place.
THe approach derives much.of its impetus_ from the
seminal work of a group of researchers. at Gothenburg

University in Sweden, whose research will be des-

cribed in the next Chapter: Qualitative methods,
such as semi-structured interviews, dre ocne of the
Hallmarks of this perspective. More traditional
quantitative techrnigues can, as we shall. see; also

be incorporated without losing Sight of the main
Strengths of the approach; indeed; they can _enrich
it. This perspective cuts across disciplimes: .in-
sights from sociology and anthropology complement
psychological viewpcints. The interest is not so
moch in the conventional ocutcomes of higher edu-
cation - degree performance and numbers of students
as a proportion_of_ resources invested - as _in what
learning means to.the students. _ This kind of re-

search examines different conceptions of subject=—

matter and differences in how students tackle learn-
ing tasks, and looks at _how these differences arise
and how they are related to the level of understand-
ing reached.. How do students approach every day
academic tasks like reading, problem solving, and

assessment? Why do they seem to prefer very -
differesnt approaches? How do students' ways of
learning in different subjects differ? How is their
tearning influenced by personal preferences and the
tasks @nd teaching they encounter? Which ways of

faction? _ . o
_ Many of these guestions starxt from. the point of

view of the student, rather than that of the teacher
ot researcher. - We shall. argue that they offer an
understanding of the reality of student Iearning
which other perspectives cannot.  The answers to
these issues also have .some far-reaching practical
implications. _ Many of -the findings of this re-
search have immediate relevance to_lecturers who

Wwish to improve their teaching, and for students who
4
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want to improve how_they study. There are also
iwportant implicaticns for iinCreasiig tlie efficiency
of Iearning in the costly business of higher
education.
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Chapter Two

'MENT AND APPROACHES TO STUDYING

INTELLECTURL DEVELODMENT

Joseph Rowntree Memorial Trust. The main purpose_
of that six-year study, which began in 1968, was to
examine the objectives. of lecturers in higher _

education in relation to students' academic perfor-
mance . The research on students divided into two
parts. Orie was a longitudinal survey designed to

identify student attributes which might predict
their subsequent degree performances.___The other .
was an interview study intended to explore students'’

rsasons for _entering higher education and their ex-
periences of it. The _experience gained in this__

study substantially influenced the planning.of the
rew resesarch programme. . On the one hand, it _had
shown the importance of trying €o marry qualitative

and quantitative methods of educational research.

On the other, it had shown.clearly.the limitations
of the input-output model in thinking about higher
education. .Relatively stable psychological
chardcteéristics of students proved to be only weakly

related to levels of academic performance. It be-
came clear that greater attention would have to be
placed on study processes and oOn the context,; or

academic environment, within which students learn.

‘These two directions of research have been

developed out of quite separate sets of literature..
In presenting this report; therefore; the_conre *ual

basis for the research is alsc presented separately.
Tn this chapter the literature relating to intellec-
tual developmerit and approaches to Studying is dis-
cussed; while research into the academic context of
learriing in higher education is introduced in
chapter 7. - o o
The studies which have influenced the work of

the programme are presented largely in historical
5
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order, although ut lcast one of these studies was
not in fact 'discovered' until guite recentiy:
LECTURERS ' EXPROTATTONS*

Part of the previous work at Lancaster was con-
cerned With lecturers' aims and objectives and with
students’' expeariences of higher education.
Lecturers in various academic departments were asked
guesctions about what they expectzd from 'goocd'
students and what they saw as the characteristics of

weaker students.  Although there were; of course;
great differences in the specific comments of

Tecturers in cirrrasting departments, there. was an
important common thread running through most of the
replies. While Knowledge and technical skills were
expected, students_had to be able to_ use thesze
effectively - to combine and interrelate ideas.
Short extracts from the comments of three of the
lecturers provide an impression of what, in one way
or another, most lecturers were defianding.

An English lecturer, for example,said:

"I would be expecting a kind of alertness and

openness - that may sound very general. Alert
to what? . Alert tc all the signs of interest
or significance in passages of literature: We

try to develop their evaluative skills ... to
develop the sense of what is the fiis. hand
piece of writing and what is paorely derivative.
-. the prime moral cutcoiie of a literature

course (3hould be the) ability to enter into
different individual and social conditions ...
to be able o realise what it is like to be
somebody else; so that we can properly interact
with other people and not always expect them to
be mutations of oneself or of one's own
culture. "*x*

* |

This section, and parts of other sections; have
been taken from Entwistle (1981) Strles of
Learning and Tedching, published by Wiley, which
contains_fuller descriptions of previous re-
search; together with discussions of its psycho-—
.. logical bases. 0 7T
** These interviews were carried out by Keith Percy
and. have_been reported in more detail elsewherc
(Entwistle and Percy, 1971; 1974) .

. 24
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A history lecturer saw the need for using evi-

dence effectively, again combined wiith a form of

social awareness.

"History, typically, does involve the assembly
of evidence, coming tc conclusions about cer-
tain problems ::: (you tend) to consider (an
idea) from all angles with a critical eye.. .
Basicazlly if you're treating it non-academically
you tend merely to accept it.and. then to file
it ... (but) then there's going to be no pro-
gress or change: Things are not going to move
if you merely accept. Yoi've got to scruti-
ntze what you're doing (to see) if the thing
caniiot be done better:"

Iri the science departments there was, of course,
more cemplaisis on knowledge of facts, but.even so
thicre was also a recognition that factual infor-
mation, in itself, is a rapidly diminishing asset.
‘Knowledge' has to be reinterpreted to irnclude

"technigués of analysis, rather than knowledge
of facts; knowledge of technigues tor fincing
facts, rather than the facts themselves."

The unifying theme both in the interviews and in the
genera. literature on the aims of university edu-

cation is_ that of ‘critical thinking', or as Ashby
has described it - 'post—comventional thinking'.

acceptance of orthodoxy to creative dissent
over. the values and standards of society...
(In higher education).there must be oppor- ..
tunities for the intellect to be stretched to
its capacity, the critical faculty sharpened to
the point where it can change ideas" (Ashby;
1973, pages 147-9).

What evidence is there that students do develop to-

wards the inteliectual goal described by lecturers?
RELATIVISTIC REASONING AND THE "REASONABLE
ADVENTURER"

Two Bmerican interview studies shed light on

this guestion. William Perry (1970} interviewed .
students once in_each of their four years at Harvard

or Radcliffe. Through all the transcripts of the
interviews there seemed to run a dimension
8
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ﬂc:crIbIng tho Progress btudents maderfrom dualistic

thinking to "contextual r-lativistic reasoning".

Initially some students. expcected simple 'black and
white' explanadtions in both their courses and their
everyday life. Their. experience of higher ediucation

was Lii_conflics wich tHis '..,AL«C\,\.\_L\_.LCE, x..nC_x found

lnconclu51ve evldence, alternatlve theorles, and

values and can be a traumatic shock for some
students:
Perry was able to identify nine positions. along

the dimension of intellectual and ethical develop-
ment: Independent judges checked his categori-
zations. _ lis summary of the nine positions is

given below.

Position 1: The student sees the worid in polar

terms of _we-right-good vs. other—wrong bad.  Right
Answers for ecverything exist in the Absolute; known
to Authority whose role is to mediate (teach) them.
Knowledge and goodness are perceived as quantitative
accretions of discrete rightnesses to be collected
by hard work and obedience (paradigm: a spelling
test) .

Position 2: The student percelvesrdlver51ty of

opinion, and uncertainty, and accounts.  for. them as
unwarranted confusion in pooriy quallfled Authorities
Or as mere exercises set by Authority 'so we can
learn to find The Answer for ourselves'.

ﬁdsitibﬁ4$7 The student accepts diversity and un-
certainty as legitimate but still temporary in areas
where Authorlty 'Hasn't found thé Answer yet'.  He

suppdses Authorlty grades him in these areas on . -

'good expression' but remains puzzled as to standards.

Position 4:  (a)  The student perceives legitimate
uncertainty (and therefore diversity of opinion) to
be extensive and raises it to the status of an un-

structured epistemological realm of its own in which
‘anyone has a right to his own opinion', a realm _
which he sets over against Authority's realm where.

rlght—wrong st:Ii prevaIIs, or (b) the student dlS—

as a special case of ‘what They want' within
Authorlty 3 realm.

Position 5: The student perceives all knowledge

el
<
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and valuos (including .utliority's) as contextual
and relativistic and subordinates dualistic right-

wrong functions to the status of a special case; 1n
context.

Position 6: "Thé student apprehiends the necessity

SF orienting himself in a relativistic world through
some forii of personal Commitment (as distinct from
unguestioned or unconsidered commitrient to simple
belief in certainty):

Position 7: The student makes an initial Commit-
ment in some area.

Position 8: The ctudent experiences the implications
of Commitment, and explores the subjective and sty-
listic issues of responsibility.

Position 9: The student experiences the affirmation
Of jdentity among multiple responsibilities and
rcalizes Commitment as an ongoing, unfolding; S
activity through which he expresses his life style."
(Perry, 1970, pages 9 - 10).

pPerry (1978) provides a humorous interpretation
of his carefully articulated scheme, in terms of

four 'discoverie. of the obvious'.

"When we first come into this world, it is ob-
vious that there are authorities and_that they
know what they are doing, or at least so_ it .

seems. They tell us what to do and what not

to do, and so they know what they are doing.
That is_discovery 1l.

Discovery 2 is that they do not know what

they are doing after all. And since they do_ _
not seem to know what they are doing and do not
have all the answers; we think, 'Hurray: = As
soon as I can get out from. under their tyranny

I'm free; and any opinion is as good as any
other, mine incliuoded:.' . : _ L
Discovery 3 is that when I get out from

under their tyranny I walk smack_into a plate

glass wall and find that I am still subject to
a tyranny, not of they but of fact. And in

that tyranny of reality I discover _that, al-

though there are a lot of differences of

opinion among reasonable peoplé, not every

opinion is as good as any other; including some_

which I have that are no good at alil. and then

I have to get to work and start thinking about
10
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all these things ... .

___ _Then I make one more discovery, another
obvious one, that I &anm faced with the challenge
of affirming myself and my life as a person.
Given so many differences of opinion among
rcasonable people, differences which reason
alone cannot resolve; I see. that I can never be
sure I am making the 'right' décisions in life.
And yet I must decide. Oh; I have been told
never to make a wrong descision lest I regret it

ail my Iife, bit noW I see I have no protection
against regret, Unless I am going to weasel

out of really Iiving, I must choose what I be=

lieve in and oWwn the consequences; and never
know what lay down the roads I did not take.
I have._discovered ... What it means to commit. ¥
{(pages267-8) .

. Perry is stressing how_students move. from the
simplistic acceptance of facts presernted by author-

ity;, through a periocd of confusion about the nature
of Knowledge and belief, to a recognition that wa

need to establish a personal philosophy of life
which is built out Of our own interpretation of
relevant evidence; but which recognizes, and is
tolerant of; other people's alternative, even con-
flicting, interpretations of ‘reality'.

A very similar dimension of intellectual devel-
opment emerged from Roy Heath's (1964) interviews at
Princeton. . But he defined it in terms of an ideal
type - the 'reasonable adventurer' - and. three dis-
tinctive personality types 'the mon-committer', 'tha
hustler'; and 'the pluriger'. The_contrasting per-
sonalities moved along different paths towards the
intellectual pinnacle already scaled by the reason-
able adventurer: These_ personalities were limited
both in their personal relationships and in their
thinking. _For example,; the non-committer is over-—

cautious, while the plunger's "thoughts zip.from one

idea to another without apparent connection". The
reasonable adventurer mMandges to integrate these

apparently contradictory attributes showing

"the combination of two méntal attitudes: the

curious and the critical. They do not occur
simultaneously but in alternation.  (The .
reasonable adventurer) at times is a 'believer'
but at other times he is a 'skeptic'. The less

effective personalities may show tendencies to-
ward one attitude or the other. but may not ex-

perience the full reach of either". (page 31)
;2;, 11
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~ In a momcnt we Shall meet again this description
of thinking which brings together competing. tenden-—_

cies to create a Wwhole which is more than the sam of

parts.

PHEMATIZATION AND CUE CONSCIOUSNESS

One limitation in both Heath's and Perry's.
resedrch is the lack of any systematic_exploration
of the ways in which their more intellectually mature
students approach everyday learning tasks. The
quéstions asked are general; both Perry and Heath
Wwere interested in a whole rarige cf students' ex-

periences, both personal and academic. ,In,QcﬁF?§SE
a series of studies, carried out mainly at Gothen-_

barg University in Sweden, has examined coriceptions

of learning and the way students tackle an_academic
task of central importarce in higher education -
reading an academic article. __The first two investi-
gations deiionstrate a connection between approaches
to learning and inteélléctual development.

" " saljo (1979) conducted interviews with adults

who had diffcring lengths of formal education. He
wis interested in their conceptions of learning. -

One of the main characteristics of people who_had
either had an extended education,; or had taken up
studying again in _adulthood; was the recognition

that there are different types of learning appropriate
for different sorts c¢¥ tasks. For the majority of

unsophisticated learners in the sample, learning was

"taken for granted' as involving. rote memorization.
For those who had experience of higher education,
learning had become thematized.

"Learning is something that can be explicitly
talked about and discussed and can be the object
of conscious planning and analysis. In learn~
ing, these people realize that there are, for
instance, alternative strategies. or approaches
which may be useful or_ suitable in various
situations depending on; for example, time
available, interest, demands of teachers and
anticipated tests."” (page 446).

. the main distinctions drawn by these more

sophisticated Iearners; besides the importance of con-

text on the approach adopted, were between learning

for real life and learning in School or between

learning and understanding.. : L
The 'awareness' that these learners show about

12
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tho bLlL(Llun of dpp!oplldLL strategles is slmllar
to _the 'cue-consciousness' described. by Miller and
PaLlLtt (1974) in relation to students’ prepdaration
for exaninations.

be QerCLpthC and receptive to 'cues' sent out
by staff - things 1ike picking up hints about
exam topics, noticing which aspects of the
subject the staff favoured; noticing whether
thoy were making a good impression in a
tutorial and so on" (page 52).

"ona group of students talked about thc need to

The art1f1c1a11Ly of the examination situation,
and its effects on learning strategies; is seemn. .
clcarly by one of the students interviewed in this
study.

"what is the purpose of the ‘examination game?

It becomes purposeless except for you; because

you know you want to get a certain class of

degrcee - w1th1n,the system, but as far as

assimiXating knowledge. properiy is ccncerned

it just doesn't work because if you play the
game properly you're choosing all the time, and
not getting an overview because you kriow there
will be a certain guestion you have to answer"

{page 61). \
______'The authors of the study identified two more
groups of students: The "cue-deaf" were less

sophisticated strategists, not believing that the

impression made on staff couid affect their results
and not plcklng Uup hints. The cue seekers" were

out of their way to make a favourable 1mpress10n on
their lecturers and to buttonhole staff about the

exam guestions. Miller and Parlett argue that the
three groups of students mirror Perry's three main
stages of intellectual development (dualistic, rela-
thlatlc,,personai commitment to relativistic
reasoning) .

READING ACADEMIC ARTICLES
_ _The main series of. Investigaticns at Gothenburg,
led by Ference Marton, has looked in detail at one

of the main types of learning demanded of students -
reading, and upgerstandlng,racademlc articles.
Marton cr1t1c1ses prev1ous research on prose 1earn-

. 13
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suleoiic of tearuing. thow many facts and ideas have
boen remocimbered), that gualitative aspects of
students' understanding of what they have read have .
buen ighiored, in spite of the pionecring_ research of
Bartlett (1932). The prose passages have also been
Lrivizit trm content; short or_artificially contrived
ko fdcilitite experimental control. Marton exam-—_

ines students' approachcés to redding relatively long
(1500 words) passages from. actual academic articles.
These passayes are chosen to be intelligible without
prior technical knowledge of the subject areas, and
tv contain a tight logical _argument_based on the use
of detailed supportive evidence. students are
invited, individually, to read the article _at their
own pacg, and in the way they do normally while
studying; but they are told that questions about it
will be asked afterwards. .When students have____ _
finished reading, they are interviewed to discover
whiit tlicy have learned and how they approached the
task. . o
During the interview, the students are first
asked a yeneral question of the. form, "Well now,
perhaps you can tell me about what you've been . .
redding" . students are encouraged, through neutral
questioning, to elaborate what _they have remembered.
They.are then asked more specific guestions about
sections of the text, followed ky another general
question, with probes, to discover how they had
interpreted the instruction to read the article,what
théir interntion was in approaching the task (what _
they expected to get from the article), and how the
gcxperinierital situation had affected them (whether
they were anxious, for example). Finally; in some
of the studies, questions were asked about their
normal approach to studying. o S

— The interviews were tape-recorded and trans-
cribed. Anatysis of the. lengthy transcripts was
difficult and time-consuming:. The interviews were
initially read through as a whole and then responses
to Separdte questions were examined carefully. . _In
a sense the approach to _analysis is similar to the
development of 'grounded theory' (Glaser and Strauss,
1967). _ No explicit theoreticatl framework_is. imposed
on the data. The respornises are exanined looking for
inportant consistencies within each transcript_on_its
own, then pattérns of response recurring across.the.
interviews are identified (Svensson, 1976).  Finally,
explanatory constructs are hypothetized to. facilitate
anderstanding of the students' approaches to learning
4iid levels of ocutcome (what they remembered) .

This method of analysis puts an enormous

14
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by the data without imposing preconceived inter—
pretations. It is, of course, crucial to check
that similar constructs are identified by _indepen-
dent  judges. It is extremely unlikely, fdced with
« relatively unstructured set of free responses;that
different judges will identify identical explanatory
constructs. - In this reSedrch, however, there was a
High level of agréement on the categories which were
chosen to describe both the tevels of outcome and
the approaches to learning (Svensson, 1977).
__ _There is also great difficuilty in communicating
the_ findings.of this type of research. In most
andlyses of interview transcripts, the main cate-
gories which best describe recurring types of answer
are reported with choice quoteées to illustrate them

responsibility i tlie roscarch worker to be guided

(as in Perry's study). what Marton and his
colleagues have dQore is to eXtend the process of

qualitdtive andlysis much further.  students' . .
comments are examined more intensively to consider
the Implications of consistencies and variabilities
within an individual transcript; as well as between
transcripts. The categories within each explanatory
construct that emerges are then delimited - the
boundary of meaning surrounding each category is ex-
plored in terms of the differing emphases or aspects

mentioned by individual students. _The quotations
included are thus very carefully selected to provide

a definition of the various_ categories within each
explanatory construct: The iInstances used to de-

response categories (Marton, 1975). Of course,
when it comes to publishing findings from such. . .

studies; there is rarely sufficient space available
to make fully clear the detailed way in which cate-
gories are delimited; and there is a danger that the
results will be .treated as little more than impress-
ionistic. In fact this form of qualitative anaty-
sis now has its own checks and balances; its own o
systematic procedures, to produce findings which have

their own_rigour and their own form of scientific
objectivity. R - L
Pollowing this analytic procedure Marton and
his colleagues were able to describe.important
regularities.both in the qualitatively different
outcomes of learning (what students were able to re-
call about the articles) and in their approaches to



O

ERIC

Aruitoxt provided by Eic:

intelloctudal Development and Approaches to Studying

LEVELS OF UNDERSTANDING

, The problemn w;thrgateqorizinq the outcome of
ledrning Is that it necessarily depends on the
particular article read. - _But as long as_the ar-

ticte is appropriatcly difficult and presents a
clear darguiient supported by evidence, it is possible
to use a genoral clissificatory.scheme for des- _ _
cribing differences in the levels of Understanding
rcached by students in these experiments. It is
usually possible to identify four types of response
(ransson, 1977; Saljs, 1975).

A.  Conclusion-orientated, detailed

. The student Summarizes the author's main argu-
ment, shows how evidence is used to support the

arqumont, and explains the thoughts and reflections
tscd to reach personal understanding of that argu-
ment .

B. Conctusion-orientated, mentioning

Again. there is_an adéquate summary of the main
argument, but the use. of evidence or personal ex-,
perience to support that drgument is not made clear.

C. DééCriptionﬁ detailed

 The student gives an adequate list of the main
points presented in the article, but fails to show
how these are developed into an argument.

b. Description, mentioning

A few isoclated points are made; some relevant,

others irrelevant. At the bottom end of this cate-

gory an impression of confusion and misunderstanding
is given by the student's comments.

When students talked about their approach to,
and process of; reading thé article, again a._simple
distinction occurred: _Ssome. students_adopted a deep

approach. They started with the_intention of under-
standing the meaning of the article, interacted
actively with the author's arguments {relating them

to previous knowledge and their own experience) and

tried to see to what extent the author's conclusions
were justified by the evidence presented. Other __
stiudchts cocomed to rely almost exclusively on.a sur-

face approachk. Their intent was to memorize the
16
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‘WELS OF UNDERGTANDING

The problen with categorizing the outcome of
warning is that it necessarily depends on the
irticular article read. _ But as long as the ar-
-cte is appropriately difficult and presents & .. .
.edr aryuiient supported by evidence, it is possibl
5 use a goneral classificatory.scheme for des- _ _
-ibing differences in the levels of understanding

sached by students in these experiments._ = It is
sually possible to identify four types of response
‘ruansson, 1977; S&aljo, 1975).

conclusion-orientated, detailed

. The student summarizes the author's main argu-
arit; shows how evidence is used to support the

rqument, and explains the thoughts and reflections
scd to reach personal understanding of that argu-
xnt.

Conctasion-orientated, mentiening

Again there is_an adéquate summary of the main
rgiiient, but thic ose. of evidence or personal ex-,
erience to support that argument iIs not made clear.

. pescription, detailed

. The student gives an adequate list of the main
oints presented in the article; but fails to show
ow these are developed into an argument.

. Description, mentioning

A few isolated points are made; some relevant,

+thers trrelevant. At the bottom end of this cate-
ory an impression of confusion and misunderstanding
s given by the student's comments.

‘When students talked about their approach to,
ind process of; reading the article, again a_simple
listinction occurred: _Some. students_adopted a deep
ipproach. They Started with the.intention of under-
ifanaing the meaning of the_article, interacted
\ctively with the author's arguments trelating them
5 previous knowledge and their own experience) and
:ried to see to what extent the author's conclusions
jere justified by the evidence presented, Other
studentz coomed to rely almost exclusively on.a sur-

‘ace approack. Their intent was to memorize the

16
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A deep approach is thug, at least in this small
siiiple; clearly retated to a deep level of under-
standing. _ Marton also foind thdt the deep approach
wis associated with better recall of detail, par-
ticuldrly after a five week interval.. .= Svensson
(1977) has argued that this relationship should be
tlisught of mot simply as statistically significant,
but as to Some extent inevitable., . While it is
Dossiblc for a student adopting & deep approach
to fail to reach a deep level of understanding
through lack of previous khnowledge or lack of .
attention or effort, it is impossible for a student
adopting a surface approach ever to reach a deep. .
Bvel of understanding, as long as he persists with

that approach: If deep understanding depends on
being able to relate evidence and conclusion, a

student's approach must necessarily have included

this activity if deep understanding has been
reached.

FACTORS AFFECTING THE APPROACH TO STUDYING

The next step in the Gothenburg studies was to
eéxdmine tHe link between a student's approach to
learning in the experiment and the normal approach

to studying; based on the_final question in the
interview.  Svensson (1977) was able to detect
deep and surface approaches to normal_ studying and
to compare these both with the experiment. and with
the examination performance of the students at the
end of their first year. Table 2.2 shows _that _
there were close relationships in both these. ways.
23 out of 30 students were categorized as taking
the same approach in the experiment_ and in normal
studying. Of the students classified as being
deep.in. both, 90 per cent had passed in all their
examinations, while only 23 per cent of the doubly
isurface' students had this level of success.

18

(W}
i




O

ERIC

Aruitoxt provided by Eic:

Intellectual Development and Approaches to Studying

Table 2.2 KELATIONSHID BETWEEN APPROACHES TO LEARNING
AND STUDYING, AND EXAMINATION PERFORMANCE
(FROM SVENSSON; 1977)

Copiitive Approdch Examination
soL ¢ Appr Performance .
Total

Experiment  Normal Studies Passed . Somc
All Failure

Surface Surface
Deep Deep
Deep Surface
Surface Deep

=Dy O,
O =0,
[

Svensson went on to show that students adopt-

ihgra,qgep approach also tended to spend longer in.

studying. = Again this relationship is alimost inevi-
table. Studerits who study their subjects deeply

are likely to find the material more interesting and
easier to understand. Long hours of work become no
hardship then. Students who adopt a surface
approach are concentrating on an inappropriate =
technique of learning - rotée memorization. It takes
a long time to cover books in this way, and it is a
tedious and unrewarding activity: ‘Thus, eventually,
studernts who persist with the surface approach are.

likely to do less and less work and eventually fail
thelr examinations.  Sverisson (1977) reported the
results of one examination in which 9 out of 11

students adopting a deep approach to normal studying
also did three or more hours' independent work a. day.
All 9 passed the examination. _ Nineteenstudents
adopted a sorface approach and 8 of them, even in

the first year, admitted to working less. than three
hours a day. All 8 failed the examination.
. In another study S&1j6 was interested in

whether students' approaches to studying were affect-
ed by the type_ of questions they were given in tests
(Marton and saljo, 1976b). He used two comparable
groups of students and three separate passages of
prose. The students were asked to read each of

these passages, and after each passage they were
asked a series of questions: After each of the
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first two passiyes ong group was given questions
designed to encourage a degp approach - attention to
the underlying meaning: The other group was given
specific factual questions, intended to induce.a

sui face approach. After the third passage both
groups of students were given the same set of
Gquestions containing both 'deep’' and 'surface’
questions. S&1j6 found that students in the
‘surface' group who had initially adopted a deep
approach tended to have shifted to a surface
approach by the time they read the third passage.
Although there was an effect on students im the

'deep' group, most of the students who_had initially

adopted a surface approach apparently found it

difficult to move fully to a deep approach.

Instéad they adopted what 8dljd called a 'deep
technified' approach. These studernits Wwere content
Wwith summarizing the author's argument Wwithout
oxamining it actively or in detail. _ S&ljd's con-
ciusion that it is much easier to induce a surface
approach than a deep.one could be impcrtant. We
shall refer back to it in subseguernt chapters.

.~ Another of Marton's colleagues examined the
tevel of understanding of basic concepts reached_by
first-year studemnts of economics. Dahlgren_ (1978,
Dahlgren and Marton, 1978) paid particular attention
to the naive concepts; such as that of 'price’,
which students had at the beginning of the course
and to the technical meanings they should have
understood by the. end. The layman's idea of price,
for example, can be expressed as what an article is
worth - what its value is. _ This implies that
'price' is a fixed attribute.. The economist's con-
cept of price brings in the idea of supply and.
demand. The price of an article depends not just
on the production costs and raw materials, but also
on. its popularity in relation to its availability.

Dahlgren was able to.show that although the results

of a_first-year examination implied that students
should have developed an understanding of the tech-

nical meaning of such basic concepts; in fact:

"Tf a more thorough understanding is reguired
in order to answWwer a guestiomn, the number of
acceptable answers is very low ... In many
cases ... it appeared _that only a minority of
students had apprehended basic concepts in
economics in. the way intended by_teachers and

text-book authors. Complex problems seem to
be solved by application of memorized algo-

rithmie procedares .:: In order to cope with

37

20



O

ERIC

Aruitoxt provided by Eic:

Intellectual Development and Approachds to Studying

overwheliiing curricula, the sStudents probably

have to abandon their ambitions to understand B
what they read about and instead direct efforts
towdrds passing the examinations ..: (which re-—

flect) the view that knowledge is a quantity,

and that the higher the level of the education-
al system, the more piecesﬁof,knowlédqeVshouldr
be taught per time unit" {Dahlgren, 1978, pages
I; 11, 12).

.. .. Putting together Sdl1j8's findings and .
Dahlyren's comments we see that the type of question
given in a test can induce a surface approach to
studying and that the factual overburdening of
syllabuses and examinations may be reésporisible for
the low levcl of understanding exhibited by students
when preventéd from reproducing answers by well-
rchearsed methods. o

: In many of the reports produced by the Gothen-
bury _research group there is a repeated emphasis

o _the. importance of both content and context in
affecting a Student's approach to learning. ThHus

it is not possible to characterize a student as
'deep’; only dn dipproach to a particular academic
task., _ The effect of content and context is shown
elegantly in the last of these studiés. Fransson

(1977) examined how_levels of interest. and anxiety
affected students' approaches tos learning. Level
of Interest was controlled by selecting an_article
concerning examination procedures in the education
department: One group of students were in that
department; another group, from a differant depart-
nent, were expected to have much less interest in
the article: TWo situations, or contexts for.
learning, were created. _ In one condition studerits
were told that after reading the article, one
student would be chosen_to explain out loud what He

had learnt. The.explanation would be tape-recorded

for sobsequent detdiled analysis. A large tape-._
recorder placed in a prominent position reinforced
what was intended to be an anxiety-provoking
situation. In the contrasting situation; attempts
were made to create a relaxed friendly atmosphere.
It was clear from the results that both interest

and anxiety did affect the students' approaches to
lecarning; but not in a simple way. It was not so
much that anxiety-provoking situations induced a

surface approach to learning, but that students who

felt the situation to be threatening, whether that

was intended or not, were more. 1ikely to adopt a
surface approach. Lack of interest or perceived

21
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rolovance also tondod to evoke this mechanical rote=
learning approach: T7hus where a student feels

threatened, or undér pressure to respond to examin-

ation demands or syllabuses which have Iittle per-
sonal relevdnce, it is less likely that a deep
approach will be adopted.

HOLIST AND SERIALIST STRATEGIES OF LEARNING

~ pask and his colleagues have carried out
several series of expérifments in trying. to discover
important differences between students in their
learning strategies. Marton deliberately left his
instructionsabout reading the article vague. The
studerts had to decide.for themselves _whether

reading. for understanding or rote memorization would
be the best way of answering the subseqguent _
questions_about the article. Through this_ ambigu-

ity it was possible to demonstrate the contrasting
approaches to learning that students considered
appropriate for this academic task: _ In most of
Pask's experiments; however, the students are _
required to reach a deep itevel of understanding, and
Pask is interested in the strategies they use in try-
ing to carry out this instruction. ___ o

 In the first series of experiments reported by
pask (Pask and Scott; 1972) he asked students to try
to establish for themselves.the principles of classi-
fication underlying the division of two Imaginary
species of Martian animals. - the Clobbits and the

Gandlemullers - into a series of sub~-species. _ In
the first experiments; information about Clobbits
was provided in the form of 50 cards. _ These were
placed face down in ten columns (each column. .
representing & separate subspecies) . _ The five rows
contained separate categories of information about
the ten subspecies {e.g. habitat, physical charac-
teristics, drawings of animals; etc.). _ Students
could also write their own information cards if they
found this helipfui:. _

Students were asked to turn over the cards to _

obtain the Infoirmation they wanted. They were told

to turn the cards over._omne at a time and _to give a
reason for the particular card they had chosen.
Each reason amounted to a hypothesis about the

nature of the classification system which the ]
information on. the card was expected to test.. A
record was kept of the order in which the cards were
used and also of the hypothesis given at. each step.
Finally students were required to "teachback' to the
experimenter what they had learned about these
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Martian animals. S L
. Pask discovered interésting differences both in
the types of hypothesis used by students and in the
ways in which they explained the classification
SChiemes.  Some students concentrated. on. a step-by-
step strategy in which they used siniple hypotheses
about; say, a single property of the animals

"Do Gandlemullers have sprongs?"

This strategy was described as serialist, indi-=
cating the linear progression from one hypothesis to
the next. _ Other students used more complex hypo-
theses which comb’ned several pProperties simul-

"Are there more kinds of Gandlers with mounds
{dorsal or cranial) than Plongers?"

This strategy was described as holist; (not to be
confused with Svensson's differant use of the same
term); which indicates a niore global approach to.
problem solving.  Pask alsc _identified an addition-
al type of holist; the redundant holist, who depen-
ded on individualistic ways of discriminating

between the sub-species:
"The ones that were discovered first are gentle; the

other kinds, the aggressive beusts that were found later,
well they are the ones with less mounds: "

The important aspect of the redundant holist is that
imaginary descriptive terms are used: In the above

example; there was nothing in thé information given

to the student to suggest either an order of dis-

covery or 'temperamental' &tfferences between the
sub-species. What seems to happen is that the
redundant holist personalizes learning: The order
of discovery is probably the order in which he

turned up the cards, while an impression of gentle-
ness or aggressiveness was perhaps created by the

drawings: In the end the redundant holists under-
Stood the principles of classification just as well

as_the holists or serialists,; but they relied on
personal (redundant) 'props' to aid that under-—
standing. o o
- When students were asked to 'teach back' what
they had learned, very similar differences were
found between the two main types. The serialists

described the principles of classification in a
23
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straightforward fogical manner keéeping to the bare

essentials. For example:

"zo0logists have classified the Gandlemuller on

the basis of physical characteristics. The

three main types are Gandlers, Plongers and
Gandleplongers. Gandlers have no sprongs.
Plongers have two sprongs.  Gandleplongers
Have orne sSprong: There are four subspecies of
Gandler: M1, M2, Bl and B2. The M's_have one
pody, the B's have two bodies. _ The Ml and Bl
have a single cranial mound: The M2 and B2
have a dcuble cranial mound ..."etc.

. In contrast a redundant holist set arout the

description in a very different way:
"I wani Lo tell you about a funny Martian_anmi-
mal which has been recently discovered and
classified by scientists condocting surveys.
They are funny sluglike things with various
protruberances: ThHese animals are called _
Gandlemullers, becausSe they churn about. in the
swafips near the Equator and Gandle is the
Martian for Sswanpmud, hence the swampmudmiller

(Muller is German for miller). These things

churn through the mud eating it by some curious
process which means they eat and excrete at the
same time:"

Oonly after a great deal of redundant elabora-
tion does this holist describe the essential pro-
perties of the various sub-species, and even then.
they are presented 1n.an idiosyncratic _order. It
is perhaps unfair to describe the hoiist as illogi-
cal: it may be that the order follows a different
set_of rules. There may well be understandable

principles in his oxdering of the information: if so;
they seem to be more like. those used by novelists or
journalists than by scientists. The holist starts
with what seems to be the most interesting or
striking point and includes.a good deal of human or
personal interest.__ _The holist thrives on_anecdote;
illustration,.and analogy; while the serialist uses
these sparingly, if at all.

] In later series of experiments ?ask”ggd his
colleagues have been able to extend the descriptions

of holists and serialists. For example, holists.
tend to lock forther ahead when asked to work their
way through a hierarchy of sub-topics towards an_
understanding of the topic as a whole (Pask, 1I976b) -

43

24



O

ERIC

Aruitoxt provided by Eic:

Intellectual Development and Approaches to Studying

They also have a wide focus of attention; bringing

together several sub-topics, right from the start
{Robertson, 1977).  Where students are given a
choice between a serias of abstract topics and an

exactly parallel series of topics which are drawn
from the 'real world'; serialists work their way

step-by-step through eithei the abstract topics or
the real world topics, bringing them together only
when_forced to do sc to achieve overall understand-
ing of the main topic.  The holists in contrast
move from real world to abstract and back again;
examining the_analogies between the two sets of
topics as well. In_the end both groups of students
can_reach the same. level of understanding, but their
ways of reaching.that understanding are very differ-
ent. The serialists apparently put much more
emphasis on the separate topics and the logical

seguences connecting them, forming an overaill. :
picture of what is being tearned only rather late in
the process: The holists try to build up that.
overall picture, as_a guide to learning; right from
the start and see where the details fit into that
picture miich later on.

PATHOLOGIES COF LEARNING

Pask (1976a) has developed what he calls a con-

versational theory of léarning which describes how a
student works his way towards a full understanding
of a topic by questioning, or tiying out his ideas
on, either a teacher or an 'alter-ego'; another. part

of the mind which monitors and interacts with the

learning process. Pask argues_that a_ full under-
standing occurs only when the student can.azxplain
the topic by reconstracting it; and can also demon-_
strate that understanding by applying the principles
learned to an entirely new situation. The theory
also indicates that appropriate analogies are as

important a part of understanding a fteach-back' as
the recognition of the Ilogical steps and processes
throagh which an understanding of the topic is built

up. Pask argues that the two major pathologies
commonly found in Yearning are the failure to ex-

amine the logical structure or the evidence in _
sufficient detail; and the:r failure to make use of
appropriate analogies. The link between the holist

and serialist strategies and learning pathologiss;

at least within Pask's theory, should now become
clear. S e L
.......The holist strategy involves looking at the -
whole area being learred, taking a bioad perspective

25
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seeking interconnection with o her topics and making
use of personal,and,idiggyhggat}cranalcgi65; . The

examination of the logical structure and of the
supporting evidence comes later when nnderstanding .
is demanded, but left to himself the holist is like-
ly to put off what he may see as the more boring
parts of learning._ Heath describes his category of
'slunger' in similar terms:

"His thoughts zip_ from _one_idea to ancther

without apparent connection; ... character-
istically (he) fails to clothe his ideas in a
framework that would make sense_to others ...

fie may beg permission to go ahead with a pro-
ject ... only to lose interest later, particu-

larly if hard uninteresting work looms ...

pask describes as globetrotting the tendency of
the holist to make inappropriate or. vacuous analo-__
gies: This pathology might_ also take the form of an
ovér-readiness to generalize from insufficient evi-
dence _to form hasty, personal judgements.

The serialist falls into the opposite trap.
fle fails to mdke use of valid and important_ analo-
gies and may not build up for hiuself any overall
map to see how the various elements of the topic

interrelate and how the topic fits into the subject
area in _general. Pask calls this pathology
improvidence.

STYLES OF LEARNING

The strategies of learning described so far
might be no more than reactions to a single task
(the Clobbits) or to a particular piece of _apparatus
which controls learning in _a_somewhat atypical way.
Pask accepts that his early experiments did arti-

ficially accentuate differences between students;
but he argues that.the holist and_serialist 3
strategies are manifestations of important under-_

lying differences in the way people think and tackle._
problems. He argues that some. students are disposed
to act ‘like holists' whenever they are given that .
opportunity; whereas others behave 'like serialists'.
The general tenderncy to adopt a.particular strategy
is referred to as a learning style. The ‘holist
like' style is called comprehension learning which
involves 'building descriptions of what is Known'.
The 'serialist like' style is called operation
learning, which is 'the facet of the learning pro-

Sess concerned with mastering procedural details'.
26
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Pask (personal communication) has likened these two

aspects of thinking to the way an architect designs

a building. He has to build up. the overail plan

(description building) and also to work out the
detailed processes, and the logistics of those pro-
cesses, (operation and procedure buIldIng) whereby

the plan can be converted into an actual building.

Any weakness either in the plan, or in the des-
cription of that pian; will prevent the building

being satlsfactorlly completed (understanding being

reached) .
Students who show sufficient consistent blas in

their learning strategles to be described as ‘'com-
prehension learners' or opérétlon learners' are

likely to show equally consistent pathologies of

learning. But there are other students who are
readily able to adapt their learning strategy to the
requirements of the particular task; emphasizing.
either comprehension learnlng Oor operation learning

as appropriate, and using both in tandem wherever

p0551ble. Pask describes these students as having
a 'versatile' style of lezrning.

"A student who is versatile is not prohe to
vacuous globetrottlng,r ‘he does indeed build up
descriptions of what may be. known by a rich use
of analogical reasoning, but subjects the
hypotheses to test and operationally verifies
the validity of an analogy and the limits of

its applicability" (Pask et al., 1977, page 68).

o Pask's descrlptxon seems to echo Heath s 1deal
type - the reasonable adventurer., Versatility is
alsc descriptively related to_"cue-consciocusrsss"
(Miller and Parlett, 1994) and to "thematization" in
learning.

MATCHING STYLES OF LEARNING AND TEACHING

Perhaps one of the most 1mportant of Pask's ex-

pérlméﬁts was his investigation of the effects of

matching and mismatching learning materials with
students’' learning strategies. On the basis_of the
Clobbit experiment students were identified as

having adopted holist or serialist strategies. Pask

then asked the stiiderits to work through a set of

programmed learning materials and_take a test to
discover how much they had learred. There were two
versions of this material. One_version was.

de51gned to suit the\bomprehen51on learner, being

rich in analogy and illustration. The cther was

27
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prosefited in a logical; step-by-step sequence with-
out ‘enrichment’. Students were assigned either to

5 matched or a mismatched condition {holist with
holist material; holist with serialist material;
etc). The results were dramatic, although based on
siall samples; there was little overlap in the
scores of the matched and mismatched groups. . The
students in the. matched conditions weve dble to

answer most of the questions about what they had
learned; whereas the other students generally fell
below haif marks.. . . L

" pask's descriptions of styles and pathologies _
of iearning seem to overlap, in places, with Marton's
ideas about deep and surface approaches to learning.

It was the intriguing possibilities raised by these
apparent connections which provided some of the

initial impetiis for our own research programme. _But
our approach was deliberately different. Our main

conicern was to use. both quantitative and gualitative
methods of collecting and analysing data,; as. a pro-—.
gression from the earlier research at Lancaster, and
to explore the effects of natural contextual differ-
ences - differences between academic departments =
ini their effects on approaches to learning.

"~ rThis chapter has described the work of both
Martomn and Pask in detail as_it is their concepts

which fori tlie main theoretical basis for our_own
work, and a full understanding of those concepts
seems to be an essential prereguisite to the des-

cription of our research design and findings which
follows.

28
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Chaptér Three

THE PROGRAMME OF RESEARCH

of research was to extend; conceptuaIIy and empiri-
cally, the work cf Marton and Pask described in the
previous chapter, in relation. to the previous re-
Starch on students Carried out at Lancaster. There

The main purpose_in carrying out this programme

1: The measurement of approaches to and styles
of studying, using an inventory.
2. The._ eprcratIoﬁ of the cognltlve SklllS,

cognitive styles, and personality characteristics

underlying_different approaches to studying.

3. The externsion of Marton's wWork on readlng
academic articles, using a gquestionnaire.
- 4. _ The identification, by guestionnaire, of

students' perceptions of the academic 'climate' of

departments.
5.. The use of 1nterv1ews to 1nvestigate

students' strategies in carrying out partlcular types

of academic task: ]
6. An 1nvestigat10n of how contrasting

academic contexts appear to affect the approaches to
studying adopted by students in those departiiernts.

social_ science students. = Pask had used. lengthy
experrmentai Tearning tasks, again restricted to
small opportunity samples. The intention in this

research programme was to._obtain firmer evidernce of
the existence of contrasting learning styles or

approaches _to studying from a wider range of dis-
ciplines,; and to explore the extent to which these
approaches represented,relatlvely stable character-

istics of students; rooted in their abilities and

persorality, or in contrast were specific reactions
29
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to the nature of pailicular academic tasks or learn-
ing contexts. o
Methodologically there was da deliberate attempt
tc capitalise on the strengths of different
approaches to research. ThHus interviews with_
studerits were used both as a source of items for the
development of inventories and questionnaires, and
48 the raw data for gualitative analyses. Data
[ruin inventorios were exposed to repeated, complex
statistical analyses to explore the nature of the
relationships both botween the various dimensions of
approaches to studying, and between approaches to
studying and students' perceptions of academic

departments. The patterns of relationships emerging
from these quantitative analyses were reassessed _in
the light of students' comments in the intervieuws,
and new items or sub-scales were then produced for
fiic inventories. Over a period of four years it

wis tlius possible _to make substantial advances in
understanding students' approaches to learning and
to produce carefully constructed instruments for
further résedrch or evaluation studies in higher
education. o : . .
The general work on the programme can be des-

cribed in three phases. In the first phase there
Wasrgxplcratoryﬁwgrk,on,fi?éfﬁggn;s.r A question-

naire variant of Marton's interview procedure on
reading academic articles_was given to.three.

separate samples. Results from two pilot studies
enabled improvements to be embodied in a question-

naire given to 248 first-year students. Secondly;

a pilot Vversion of an Invemtory to identify dis-
tinctive approaches to studying was developed from

an existing Lancaster inventory supplemented with
items suggested by the ideas of Perry; Merton and
Pask. Thirdly; exploratory interviews. were held in
which sStudents were asked to describe their approaches
to specific academic tasks, and more generally to__
discuss their experiences of studying and their per-
ceptions of the courses and the teaching they had

encountered.. Fourthly, interviews with staff were
carried out to explore the possibility of defining

i ncademic climate' through lecturers' perceptions of
the departments in which they worked. This last
approach was not pursued, as a_focus on_students'
perzeptions seemed to be more fruitful with the
limited tine and resources available.  Thus the
final activity in this phase of the programme was
the development from the interview data of a

questionnaire to. assess guantitatively students'

narceptions of their ccurses and their main
30
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dcademic _department. o o
: In the sccond phacec of the programme, the inven-
tory of approaches to studying and the course per-

ceptions questionnaire were given to 767 first-year
students: Mmalyses of these data led to final

research versions of the inventory and questionnaire
being produced. From students' resporises to the

inventory it was possible to identify a group of 60
students with extreme scores on approaches to L
studying who agreed to spend some ten hours, spread

over a period of over a year, taking tests of con-
vergent and divergent thinking, cognitive and
learning styles, dnd personality, and also taking
part in a learning experiment invoiving the reading
of three short _articles: The main round of inter-—_
views with students from six contrasting departments
was also carried out during this phase. -
The final phase of the programme involved quali-

tative analysis_of the interview data; which proved
a formidable task:. Statistical analyses were also

carried out on the test scores of the 60 volunteers:
Finally there was a major survey of 66 university
and._polytechnic departients throughout Britain.

2208 _students completed the approaches to studying

inventory. and the course perceptions questionnaire,
from which it Was possible, in conjunction with. the
interview data; to assess the effects of acadefiic
departments on students' approaches to learning.
_____Details of each of these areas of research are
presented in the following chapters. First there
is a report on identifying distinctive approaches to
studying_through. the development of the inventory.
Chapter 5 describes the extent to which it was
possible to find underlying differemnces in ability;
cognitive style or personality between students with
contrasting scores on_the inventory. In. Chapter 6
results of a series of learning experiments are pre-
sented in which stidentS were asked to read academic

articles, recall what they had learned; and comment
on their reading and learning strategies.
Chapter 7 begins_ the exploration into the.
effects of academic context or environmernt on How
students learn, with a descripticn of the course

perceptions questionnaire.  Chapter 8 is a report
on students! experiences of learning and studying

in higher education, while Chapter 9 presents the
results of bringing together the approaches to
studying Inventory with tHe coutrSe perceptions
questionnaire. _ The final chapter is an attempt to

take stock of the progress made during the programme
in trying to understand how students learn. It
_ 31
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The Programme of Research

also presents indications of the practical utility
of the research in relation to teaching and learning
in higher education.

o
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IDENTIFYING DISTINCTIVE APPROACHES TO STUDYING*

EARLIER RESEARCH AT LANCASTER

L in eartier research at Lancaster (Entw1stle and
WllSOn,7197O' Entwistle and Entwistle, 1970;.

Entwistle; Thompson and Wilson,; 1974: Entwistle
and Wilson, 1977) a series of inventories had been

developed, initially for the specific purpose of pre-
dicting suobsequent levels of academic performance.
In the main study an inventory with two scales was

used - motivation and study methods: 1087 first-
year studernts from seven English universities com-

pleted these scales and correlations with subsequent

degree class were calculated. The highest corre-
latlbh”;eported was 0.39 (study methods in engineer-
ing), but overall levels were around 0.20. . Although

these values seem low, it must be remenbered that
they are about the same as correlations between A’
levels and degree class. ,

One of the versions of the 1nventory contained

items indicative of extraversion and neuroticism

(Eysenck 1970) . - In hIgher éducatlon it has been

areas_tend to be more successful than. extraverts, ,
but an.interssting study by Wilson, (1969; EntwWistle

and Wilson, 1977) showed that extraverts who had

high scores on motivation and study methods were
equally successful as introvert§ With comparable
scores. However few extraverts;,; compared with in-

troverts; had high motivation or good study methods -

* Much of the work on the first two versions of the

son) __Later versions were developed_in associatiomn.
with Sarah Morison (nde Burkinshaw), Dai Hounsell and
Patrick Thomas.
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lience the overall rclationship between introversion
and degree class. Although this earlier work was
not designed to examine study processes, neverthe-
less it d4id indicatec that students of differing_
personality typés might approach studying. in con-
crasting. ways. This possibility was explored
further by the use of cluster analysis, which __
identifies students with sirilar profiles of scores:

] This method was used to define groups of _
successful students who seemed to have followed
different paths to success. _ Three successful

groups and one which was _unsuccessful were described
(Entwistle and Wilson, 1977). The first. group.was

outstandingly successful and was apparently fiotivated

by ambition or ‘hope for success' (Atkinson and
Feather; 1966).
ncluster 1 contained students with high 'Af

tevel grades. who were satisfied with their

courses. These students had not had a particu-
larly active social or sporting life, nor had
they concentrated on developing aesthetic
interésts ... They were highly motivated and had
good study methods.  In personality they were
emotionally stable and.had high scores on
theoretical and econoiiic values, linked with a
tendency. towards toughminded conservatism.
This combination of characteristics suggests a

rather cold and ruthless individual, governed

by rationality and spurred on by competition to
repeated demonstrations of iritellectual mastery.

~_ The second group was in many ways the opposite

of the first, yet students still obtained fairly

good degree results.
"The main defining features ... were high scores
o1 nenroticism and syllabus-boundness, and_low
scores on both extraversion,; (study methods);

and motivation. Their self-ratings were uni-
fornly negative. They.saw themselves as .
neither likeable nor self-confident. They had

no active social life and few aesthetic

interests; (they worked long hours) ... It is

tempting to see_ these_students as motivated by
‘fear of fatlure' (Birney; Burdick, and Teevan,
1969) ... The possibility that neurotic _intro-
verts with low mctivation and poor study methods
might (still) be almost as successful as highly
motivated students was noted in a preliminary

analysis of the interview data. (Entwistle,

5i
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Thompson, and Wilson, 1974)" (e¢p. cit, page 130).

The third group of students wahd also success-

ful. It contained mainly arts and jiumanities
students with high aesthetic and Iow economic
values who espoused radical ideals. They were

highly motivated, had good study methods, worked

long hours, but were distinctly syllabius-free in
their attitudes to studying. B

___The final group contained.the least successful
students: This group had active social or sporting
interests combinéd with very low motivation, poor
study methods, and_few hours spent studying. Sone,
but by no means all of the students, came to

university with poor 'a' level grades and had Iow
scores on a verbal .aptitude test. = _

- Another way of drawing attention to differing
attitudes to studying was to use factor analyses to
identify groups of items which were closely inter-
related. _ In this way the initial two dimensions.
of motivation and studyv methods were broken down into
five sub-scales which paralleled the cluster analyses,
but produced twc factors associated with poor degrae
resuits: The five factors were labelled competitive

and efficient, fear of failure, syllabus-free,

cynical and disenchanted; and disorganized and
dilatory.  The four most distinctive items from each
factor are shown in Table 4.1, and these items formed
the first part of the pool of itens used to develop
the 'Approaches to Studying Inventory' for this

research programme.

DEVELOPMENT OF PILOT INVENTORIES

The purpose in developing _a new_inventory was
not to_improve levels of prediction of academic
success; . it was instead an attempt to understand
students' approaches to learning. In particular,.

the intention was to measure, and to investigate the

inter~relationships between, the explanatory con-—

cepts_identified by Marton. and Pask. Thus
additional items were written which Wweté based on
Marton's descriptions of 'deep’ and 'surface' pro-
cessing and on Pask's indications of the varying

learning strategies used by 'holists' and 'serialists'.

In addition the ideas_of Miller and Parlett (1974) on
'cue consciousness', _as modified by Ramsden (1979)
into a more general dimension of 'strategic
approach to assessment', created an additional set of
items. : o

Ag the interviews with students progressed
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(see Chapter 38) Vuddxtxonal items were suggésted
tventually a pool of 120 items was used in the first

pilot inventory. nlpha factor analysis with
rotation to obligue simple structure (Nie et al;

1975) was used to identify groups of 1temsfwb;ch777
were con51stently linked together. The ftems. .were

the constructs found in the 11terature. It was soon
clear that the 'deep approach to studylnq and

‘organized; motivated study methods' were major

dlmenSlOna, and that d third factor brought together

boundness:

Table 4:t  STULENTS' ATTITULES TO STUDYING

DISORCANIZED AND DILATORY (Poor degree results)

My liabit of pateinmg off work leaves me with far too much to
do at the end of term.

1% rathice slow at starLLng work in the evening.

It's rather difficult for me to organise my study time: at

scliool chils was done for me.

[t is unusual for me to be late handlng in work (Dlsagree)

CYNICAL AND DISENCHANTED (Poor degree results)

[ cii't soe any rolevance to most of the work we do here.

There seems to be little point in follOWLng ap the references
we are given in lectures.

There are very few of the recommended text-books which are
vgally worch baying.

1 souctimes wish I had gone straight into work after school.

SYILLABUS-FREE (Above average degrce results)

I tend to learn more cffecrively by studying along my own lines
than through set work.

I am often Invoived in foiiéﬁiﬂé up my own ideas when I am

oftem 1 Ery to think of a better way of doing something than
is déscribed in a lecture ot book.

t shogtd prefer the set work to be less structured and organised.
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Tible 4.1 STUDENTS' ATTITUDES TO STUDYING €continued)

FEAR OF FATLURE (Above average degree results)

Wy lxlcnds alwaya scem to be able to d6 thlngs better than me.

I dou't often join in tutorial discussions: I prefer to
listen.

COMPETITIVE AND EFFICIENT (Véry good degree results)

i hltc udmlttlng defeat; even in trivial maccers:

At thlS stage it was possible to discuss our
factor analyses with John Biggs of Newcastle, o

Australia. He had been developing a Study Behaviour

Questionnaire (Biggs, 1976) which contained the ten
suk-scales shown belcw.

Academic dspirﬁtiéﬁ Pragmatlc, grade—orlentated
unlverSLty as means.

Academic imtcrest Intrinsically motlvatéd, study
as end.

overwhelmed by
demands of course work.

Academic neuroticism

Internalicy Sees 'truth' coming from within,

not (from) external authority:

Study skills and orgaiiisdtion WoTks ﬁonSLStently,rreVLews

regularly, schedules work.

Fact-rote strategy Centres on facts, details, rote
learns.
Dependence Rarely questlons lnstructors,

tests; needs support

Meaning Assimilation Reads w1de1y,rrelate9 to known,
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Test anxiety Very conceried about tests;

exams; fear of failure.

Upenness (Belicves) university (is) a.
place where values are question—
ed.

(Bigys; 1976; page 72).

The similtarity between these scales and several
of the dimensions described by our own inventory was
striking; even the wording of many of the items
was similar. Biggs indicated that his most recent
work strongly suggested the existerice of three main
factors - utilizing, internalizing, and achieving =
gdch of which contdined both a cognitive and a .
motivational component as follows. {Subsequently
described in Biggs, 1979):

Factor Cognitive Motivational

bcitizing Fact-rote strategy Extrinsic, fear of

o o , failure

Internalizing Meaning assimilation Intrinsic

Achieving Study skills and Need for achievement
organisation

The descriptions of these three factors were
similar to the ones emerging. from the pilot version
of our inventory. It was therefore decided to

bring the inventories even closer together by intro-

ducing additional items covering scales used by

Biggs, but not parelled in our inventory - intrinsic
motivation, extrinsic motivation; internality and___
openness. _The_second pilot inventory contained the
82 itenis from the first inventory most clearly

Biggs. . : ol
" table 4.2 1ists the fifteen sub-scales incloded

i this version of the inventory,_and the Ifoux

factors which emerged from the analysis.  Factor

analysis allows us to group variables together which

have elements of similarity in their inter-relation-
ships. _ Thus factors are ‘global’ dimensions
summarizing the individual scales which hang
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tnqofhcr most LiouLiy’ Thc mcanlng of & factor can
whlch have the hIghest factor loadlnqc on that factor.
A negative sign indicates that the direction has to

be reversed (for example; Factor I is associated
witli tlie reveisc of syllabus boundnezszs, which is
syllabus freedom) .

Table 4.2 FACTOR LUADINGS OF S$TUDY STRATEGY SCALES
Sub-scales 'S SN ¢ § S 2
Deep approach 62 33
Comprehension learning 73 L
Intrinsic mocivacion 54 47
Literaality 61
Openness 50
Surfacé approach 67
Operation learning 67
Extrinsic motivation 61 o
Fear of faillure . 36 =32
Syllabus bound =41 50
Scrategic approach . 41
Urganized study methods B 64
Achievement motivation 36 45
bisillusioned accitudes =55 o
Sociability 58

The second pllOt lnventory was _given to 767
first year (second term) students from nine. _.
departments in €wo universities. The disciplines

covered were english, history, psychology;. physics;

and engineering. PrInCIpai component factor
analyses, with rotation to oblique simple structure,

were used to_investigate the inter-relationships

between the sub-scaies: Four factors had eigen-
vadlues above unity and these explained 56% of the

overall variance in the correlational matrix.
Factor loadlngs are shown in Table 4.2.

The four factors can be discribed as follows:
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I DEEP APPROALH/LUMPRIHIN&ION LEAKRNING OR MEANING
ORIENTATION

this factor is very close to Biggs' 'internali-
zing' It carries the same emphasis on intrinsic

mULLVdLlOH Aind udctive search.for personal meaning;
but 1t cohlains its highest leoading on comprehension
learning: This factor may thus be considered to

contain a stylidstic comporent in addition to those
elements identified by Biggs.

1L  SURFACE APDROACH/OPERATION LEARNING OR REPRO-

DUCING ORIENTATION

This' shows a close similarity to ther'utlllzlng

factor: It showg liiylr Toadings on surface level _
approach _and also _on extrinsic motlvatloﬁ; syliabus-
poundriess and fear of failure. But again the high

luoading on operation learnlng could imply an
additional stylistic component.

III ORCANIZED STUDY METHODS AND ACHIEVING ORIENTKTEON

This is the 'achlevxng factor; with high

positive loadings _on_organized study methods and
dcliicvoment motivation; _and a high negative loading
on disillusioned attitudes. There are also signi-

ficant loadings on both deep approach and intrinsic

motivation without any hint of a stylistic component
in this casec.

v STABLE EXTRAVERSION

The final factor appears to be a combination of
the two most basic personality traits described by
Lysenck (1970) . A similar factor was reported.

earlier in WOrk on prlmary ‘school chwidren where

included (Entwistle and Bennett; 1973). It is
essentially stable extraversion.

This analysis appe.ired to support. ghgmclalm by

Biggs that three second-order. factors "seem to offer
a parsimonious_and_ theoretically coherent model for

conceptualiizing the. more important ways in which
students may feel about, and behave towards, their
atudy" (Bigas, 1979, p. 383).

As the subscales_ of lnternallty and opernriess

seemed to add little to the definition of the f.rst _
factor, they were dropped from subsequent versions of
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the inventory.  The isolated personality dimension

ot soc1ab111ty was. also droppéd In their place,

main explanatory concepts being. investigated: In
the third pilot version of the inventory a distinct=

ion was made within_approach to studying between. the

intention; the process, and the outcome. Also the
styles of ledarning, comprehénsion learning and

operation learning; both of which Pask considers to
be essential in reaching understdanding, wWere dis-
tinguished from their corresponding pathologies -.

globetrotting and improvidence: Holists are llkely
to exhibit both comprehension learning and globe-
trotting; serialists should score highly. on
operation lcurning and iniprovidernce-. But students

adopting a deep approach, although being able to use

both comprehension and operation learning in a ver-
satile manner, would not be expected to exhibit the
pathologics of learning.

One of the. problems. in developlng the lnventory
huas been that the main theoretical constructs

identified by Marton and Pask have been evolving
during. the life of the progranime, partly through

new publications by the originators, partly through

seminars at which the_ideas_have been discussed with
other researchers, and partly through the findings

from our own inventecries and interviews:  Phus. the
third pliot inventory had a short life. Shortly

dafter it had been used, an article based on the

pPrevious version of the lnventory was written
(EntW1§tle, Hariley, and Hounsell, 1979). In this

article_a _model of student learning was developed
which attempted to distinguish between deep/surface
approachies and comprehension/operation_ learning.

This model also distinguished two stages of both cori-
prehension and operation learning in the way shown
in Figure 4.1.

In the final research version of the lnventory
it was thus decided to restrict 'deep approach' to.
the intention to understand and an active, criticat
dpproach to _tearning, and to add as separate sub-

Inventory. Thése sub —-scales were labelled

'relating ideas' and 'use of evidence'.
FINAL RESEARCH VERSION OF THE INVENTORY

_ In dec:d:ng the items to be included in the
flnal research version of the inventory, all the.

previous inventories were reviewed to Identlfy items
41
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Figure 4.1 A YODEL OF STYLES AND APPROACHES TO LEARNING
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which had worked well at some stage within one or
other of the sub~scales now to be formeé.'.  Each

sub-scale, with the exception of surfacw ‘.proach
which had proved the most difficult to d. .ne, was
limiited to a maximum of four itéms to en.,ure a

manageable overall length on the _basis of. the high—
Ccst correlations between item and sub-scale total,

consistent with _retaining the conceptual definltlon

of the sub scales: = X tist of sub-scales and
defining itemg is shown in Tahle Al (Appendix)
together . w1th the coefficients of internat consis-
tcncy (Cronbach alpha) The coefficients for the

main domains were as follows:  meaning orientation
{16 items=< =0.79); reproducing orientation (186
items ©X=0.73); achieving orientation (16 items
=0,.70); _ styles and pathologies (16 items=(=0:59) ;
Although the levels of internal consistency are

rather low in some of the sub-scales; the reliability

estimates for three of the four domains are satisz-
tactory. And there is a good reason for the lower
reliability in the fourth domain. It is unlikely .

that stylcs. and pathoiogles can be viewed as a single
domain. The sub-scales could well be put together

in deferent ways. for dlfferent purposes. The total

lndlcate an extreme 'redundant holist' say; bu. it

may be more meaningful to use comprehension lcarning
and globetrotting together to indicate a holist

style; operation learning and improviderice togeéﬁéf
to Indicate & seridlist style; comprehension and
opération learning together to indicate versatility;

and. globetrotting and improvidence to indicate
pathologies of learning.

MAIN STUDY

The inventory was presented. to students .as part
of a questionnaire in three sections. The first

section asked for background Lnformatlon about

students were asked to assess their own academic
progress to date (How well do you think you are doing
so _far on this subject/course, compared with other.
students?). A similar approach to self-assessment

of mathematical aptitude proved successful in an

earlier study (Entwistle and Wilson; 1977),; with a

NN . E;é;
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correlation bLtWLL“ “clt—iuttng and objective tesg
score of +0,65. The scecvond scction contained thé
inventory of approaches to studying; while the final
scction was the Course Perceptions QHC§C1onhaIre, the
duvutupman of which is described in Chapter 7. A
letter describing the purpose of the investigation
was sent to 171 departments in 54 uUniversities and
polytochnics in England; wales; Scotland and Northern

Irecland. Ninety-five departnients 1grécd in prlnc1plc

to LOOpoaLL, and an adequatc proportion of completed

GuusLiviibdiids for aniaysio was ~veantually obtained
from 66 of them. _ _

Tho target populntlon was second-year under-
gggggg;cs (third-yedr in Scotland) taking honours
degyrecs in departments of English, history, economics,
psycliology, physics or engxneerlng The six dis-
ciplines were chosen to provide a range of spcc1aI—
fsms: five of them had been used previously in the

LnLulVLcwrgpud" {Ramsgden, 1979)

Completued questionnaires were obLalncd from

2208 students, an estimated response rate of 73 per
cent. {Rcturns from depdrtments showcd the ctlass
size; but it was not always possible to be sure
Uxactly how iiany of the cluss had received. the
qugstlonnalxc). ~ Students were asked to dive their
ndiies (to allow dcgrcc results to be obtained sub-
segquently) , but thcy returned the qucstlonnaxres to

thie investiyators in sealed envelopes, with a
guarantee that dcpartméntai staff would not sece.
their responses. The final sample contained 16
arts departments (491 students); 26 in the social
sciences (852), and 24 ir. the pure and apptied

sciences (865).

RELATIONSUIPS BETWEEN APPROACHES TO STUDYING AND
ACADEMIC PROGRESS
Although the current inventory was not designed
primarily to predict academic performance,. it iIs
still of interest to examine the relationships
between approaches to Studylng and academic progress.
In this study it was only possible to investigate

correlations between the inventory sub-scales and

the self-rating of dcddemic pProgress. in the second
year; but results using the second pilot inventory
Gre available in relation to formal first-year
assessment grades. It has dlso been possible to

compare our self-rating correlations with scmples

Of Austriuliaii firzt-yzar stuodents who had been
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given the rinal roscarch version of the lnventory *
Table 4.3 presents corrclations for the British and
Australian samples. ,

The correlations w1th the Br1c15h students
self-rating of academic progress by subject area,
Ln Table 4:3; showed consistent relationships in the
eXpected dllCCthﬂS ___The closest overall relation-
ships with academic progress were found with
organizod study methods and positive attitudes to

studyinyg, followed by _intrinsic motivation; deep :
apploach and syllabus-fresdom (changlng the nanies to
indicate the dircction of relaticnship).  Subjert

drea differences show academic progress in arts to be

more closely rclated positively to deep approach and

comprehension learning, and negatively to all the sub-

scales within the reproducing orientation and to
operdtion ledrning and improvidence.  In social
science, higher positive correlations are found with
relating ideas; Intrinsic motivation, and highér

negative correlations with disorganized study methods

and negative attitudes. _ Social scientists appear to
bo less hedvily pendlized for the pathologies' of
lecarning o",adopfxng a surface approach. _The.
relationships in.science follow the overall values
fairly closely with the exception of strategic

approach and disorganized study methods which show
closer relationships with progress, and operatlon _
learnlnq which scems tc be more of a benefit in the
sciences:

The Australlan samples showed lower levels of
correlation overall; which could be expiained either
by the objectivity of the indeX of academic perfor-
mance (thus avoiding the possible circularity in
comparing two sets of self- -ratings), or by the
difference between first and seCond-year students.
The pattern of relationships was,; however; very
similar, the ornly exceptions being that the
Australian scientists showed a negative relationship
with operation I@arning, and that 1mprov1dence was

more heavily penalized in sciences than in the arts.

A useful way of determining which sub-scales
predict academic progress most effectively is dis-

criminant function anaiysis. = In this statistical
technique; groups are formed on the basis of a
criterion (here academic performance). The

analysis then identifies a discriminant function

* We are grateful to Dav1d Watklns of the Australian

National University in Canberra for allow1ng us to
present his findings.
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which. shows which combination of the predictive
variables (sub-scales of the inventory) most clearly

differentiates between the different criterion
groups. ~ Using this technique on data from the
second pilot study (N= 767 first—-years with a
criterion of assessment grades), the differences be-
tween the contrasting achievement groups were
associated most closely with globetrotting, dis-
organized studying, extrinsic and intrinsic moti-
vation, and to a_lesser extent improvidence
(Entwistle, Hanley and Hounsell, 1979). S
In the main study (Ramsden and Entwistle; 1981);
two extreme groups were formed in terms of students
who sajid they were doing 'very well' in their courses
(N=58) and those who said they were performing .
'badly' (N=43). - The sub-scales which defined tHhHe
discriminant function most clearly were organized
study methods, positive attitudes to studying; a
Strategic approach, and (to a lesser extent) high

globetrotting.  This function places students
correctly i.a their achievement category in.90% of
instances .. Of course, this level of prediction is

likely to be an overestimate, due to the circularity
involved in using self-ratings of both progress and
approaches to studying.  TIn the pilot study, with
an _objective criterion but a first-year sample, the
tevel _of correct predictiocrn Wwas 83% in thé low group
and 75% in the high group.

RELATIONSHIPS BETWEEN APPROACHES T0 STUDYING

One of the main purposes of this part of the pro-
gramme was to investigate the inter—relationships
between the explanatory constructs measured by the
inventory: (The correlations between the sub-scales
cdn be found in Appendix Table A2) .  The inter-—
relationships between the sub-scales of the inventory
follow the patterns anticipated. . FEach of the. three
main domains showsfairly close inter-relationships
between the sub-scales. Even the fourth dimension,
Styles and pathologies; rhows a reasdonable consis-—
tency - five out of the six correlations are positive
in the holist direction. _ The only exception was

mentioned earlier. There is a positive relatiochn-—
ship between gidbétrﬁttiﬁgi and improvidence, indi-— ]
cating that_ these pathologies are more clcsely Iinked
with each other than with the stylistic component.
which would have produced a negative correlation.

Although it may be difficnit at first sight to
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understand how apparcitly opposite pathologies o
could be associated in this way, interview comments
from soma of the weaker students showed how this
might occur. For exaniplc. one student saids:
"I think it tends to be the Sase that I get
bogged down in detail. __I'm sure that's the
casa - I mean it explains why I'm so long—
winded about any _work that I do. I. really
duil't find it easy. to pick out the skeletal
argument and just be satisfied with that ... _
When T'm. reading to_find out about a particular
topic I tend to be a bit specific initially,
but I do find that I get misled very easily.
4ind as soon as. another area comes_up wWhich is
perhaps not Quite to do with the topic_... . _
but has interesting connections, then I go off
on tangents: very regularly I end up sort of
(laughs)miles away from where I origimally
started":

Meaning orientation_was consistently related
positively to the sub-scales of achieving orientation.
It was also related Stiongly to comprehension. learn-
ing (as in previous analyses), but_not to globe-
trotting, hence justifying the separation of style
from pathology in the inventory. _ Reproducing .
orierntation was positively related to serialist style
ani pathology and also to both disorganized study
methods and negative attitudes. __In this domain,
however, individual sub-scales behave less_ coherently.
For example; surface approach and fear of failure

show higher relationships with the pathologies of
learning, while surface approach and extrinsic moti-
vatiocii are positively related to both strategic
approach and acliievement motivationo. .. o
Factor analysis allows overall patterns of .
relationships to be seen more clearly. __ Thus, the
SPSS program was used to carry out primcipal factor
analyses, followed by rotation to obligue simple

structure. Four factors had eigenvalues greater
than one and they accounted for 55 per cent of ‘the

variance. . The factor loadings are shown in Table 4.:
~__ _7The first two factors were aimost identical to
those previously described as meaning orientation and

reproducing orientation: f&igain both factors showed
a strong stylistic componént. However, meaning
orientation,; as opposed to reproducing orientation,
contained no elenent of pathology in its loadings.
The previous third factor of achieving orientation
was divided into two. Factor III had its highest
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attitudes to studylng, a factor similar to that
which had emerged from the earlier inventory of

motivation and study methods (Entwistle; 1975):

This factor,which can be sSeen as a non-academic
orientation to studying, represents disorganised and
dilatory approaches to studying: Factor IV was
closer to the previous achieving orientation with
hlgh loadings on strategic approach _and both extrin-
sic and achievement motivations. There was also an

dppdrent readiness to_adopt _either deep or surface

approaches; which is consistent with a previous
finding (Entwistle; Hanley dnd Hounsell, 1979) that
students with an achieving orientation will seek
high grades; asxug meaningful or tote learning,
whiichever seenis to produce the best results.

Table 4:4 FACTOR ANALYSIS OF APPROACHES TO STUDYING SCALES

(N=2208)
. . Iactors
Variablas 1 i1 111 v

Acadaniic Porformance

School (-02) (-13) (-15\ (—07)

Higher Education 31 -26 -39 (19)

Approaches to Studying
(DX) beep Approach 70 (22)
(RI) lntér-rclating Ideas 65 o
(UE) Use of Evidence . 54 o (23)
(IM) Intrinsic Motivation 72 =25
(8A) Surface Approach 57 36 30
(5B) Syllabus~boundness -41 58 - (24)
(FF) Fear of Failure o 50 34
(EM) Extrinsic Motivatioii =25 38 53
(ST) Strategic Approach 29 _. 48
(DY) Disorganized. Stady Ma Eliods -25 50
(NX) Negative Attitudes to Studying =39 52 -
(AM) Achievement Motivation €24) 45
(L) (,ompn,uensxon L.._':i'r'n'i.h'p 55 (-24) 30
(GL) Globetrotting o 52
(OL) Operation Learning 62 o 44
(IP) Lmprovidence 68 24) 26
Beciiil poiits and niost loadings less than .25 omitted.
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Factor 111 (nun-deadenic oriefitdtion) shows -the
highost (nmegative) loading on self-rating of academic
Lroyréss. As expected, meaning orientation is
positively related to achievement, while the repro-
dicing vrientation shows.a negative relationship.
Surprisingly, the achieving orientation itself shows
only a slight association with the self-rating of
acadenic proyress. Howsver, all these relationships
will have to be re-examined subsequently, with a
niore satisfactory criterion of achievement {degree
class) .

FURTHER DEVELOPMENT WORK ON THE INVENTORY

. The publication of an article describing results
from the second pilot inventory (Entwistle; Hanley
and llounsell, 1979) credted considerable interest
4iiong othaer researchers working in this field. As
4 rosult the final research version.of the inventoxy
hias been used either in its original form or in a
$liyhtly amcnded form in studies at the Open .
University (lMorgan, Gibbs and Taylor, 1980);. at the
Austraiian National University (Watkins, 1982) and

is about to be Used in lolland and Belgium {van
Rossum, personal communication).

Iri the Open University study, meaning_orien-
tation emerged as clearly ds in our own analyses;.
but there was overlap between reproducing orientation,
achieving orientation and styles and pathologies.
The reproducing factor did not have significant
loadings on extrinsic motivation, _ _It_did have
loadings, not just on operation learning; but also
on the two pathologies, and _on disorganized studying
dnd negative attitudes.  The third factor linked
together extrinsic and achievement motivation; while
the fourth factor was not consistent in the two
samples used:

As a r

: sult of our own factor analyses .and

those from the Open University, it was decided to
carry oul d reassessment of our sub-scales, The
separation into sixteen sub-scales was designed to

keep each dimension conceptually distinct; _the

separation could not be justified on the basis of

empirical relationships.  The later fdactor dndlyses
nade it imperative to see to what extent the current
grouping of items, either within sub-scales or within
four domains; could still be justified empirically.
Thus dlpha factor analysis .was applied to data from _
the main study (N=2208) and 17 factors were extracted
(tc dllow for 16 factors and the freedom to
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rotate LLLdLUd by an uddlLlonal iactor) Also a
tfive-factor solution was produced to cxamine member—
ship of domains, and repeated for each of the six
disciplines separately. The 17 factor solution

produced._few identIfIabie,grOuplﬁgs of 1tems, 50
Table 4.5 sumniarises the factors from the 5 factor
bolutlons

and ldent;flablcrln _every discipline; being_ meanlng
orientation and. reproducing orientation. The
clarity of the interpretation was blurred somewhat

where a_separate_style factor was created. (history

and. physics) . Then the meaning orientation could
be better described as 'deep approach out of

interest’, while the reproducing orientation, W1th
operation ledrning remioved, Was more identifiable
with a surface, instrumental approach. Conceptually
1t was thlS dIstInctLOn which ‘had been expected

Loglcal controlled approach cioseiy retiant on
fact and detail, should not necessarily become a
surface 1nstrunental strategy. It was thus. re-
assuring to find some empiricai support for this
distinction.

, The third main factor again differed from the

achIeVIng orientation descrlbed prev10usly _Pre-

and negative attitudes were Iinked while achievement
motivation was associated thhf@gth strategic _
approach and extrinsic motivation. In. these analyses
the_first two held together in Host analyses, but

could be separated into distinct factors. . The

motivational sub-scales could alsoc be found as
distinct factors, but more typically they were

grouped in_the ways shown 1n Table 4 5. -An examin-
suggests that the 'non-academic' groupings contain
two componente - the rejection of academic._values.
and, in some students, an endorsement of alternative
goals - social, aesthetic or_ sporting. It may

thus be necessary to descrlbe motivation in terms

of four distinct sub-scales: achievement, extrinsic,

1ntr1n51c and_ social, Agalh in some analyses

academlc motlvatlon'; thé combinatlon of achieve-

related to strategic. approach. This combination
was commorily associated with elefierits of both deep
and surface approaches - thus descrlblng the

separate 'achieving orientation' found previously.
It thus seems that there are perhaps four
dlStlnCtlve orientations to studying which can be
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identified empirically from the inventory and that
these orientations dre associdted with characteér-

istic forms of motivation, as Biggs has suggested:

Oricicacioin Motivation

Meuitiiiy Oriciitition Intrinsic

(DA ¥ CL + RL + UE) )

Keprodicing Orientition Lxtrinsic and/or Fear

(SA + IP + FF + SB) »f Faitare (EM)

Acliicviiy Oricitation Achievement

(A 1M+ §T)

Non-Acadeic Orientation Low levels of intrinsic

(DA + NA + CL) combined witch high ex-
trinsic and/or social
motivation

_These orientations correlated witli academic progress
as shown in Table 4.6. Consistently the highest

values are shown with the non-academic and achieving
orientations: There is a subject area difference

showing meaning orientation to be more effective
and_reproducing orientation (and serialist style) to
be more heavily penadlized in art§ than science.

The holist style is unrelated to achievement in any
discipline; as is the serialist style in scierce and
gocial science.

resecrch vsrsion, work Has also been progressing.
with a much shorter inventory of 30 items. This
was devised initially. for use in a book (Entwistle,
1981) to illustrate the type of scales available.
For this purpose some of the. items were slightly
dltered._to make it appropridte for Sixth-formers

(16 -~ 18 year olds). _ The availability of this
version of the inventory has allowed a pilot study*
ta be carried out in one school with a small sample
of 51 pupils taking 'A' level (18 _+) examinations.
Table 4.7 shows the mean scores of pupils witH the
highest and lowest 'A' level performance on the
shortened scales.

in Coleraine for collecting these data.
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Identifying Distinctive Approaches to Studyirig
Table 4:7  MFAN SCORES OF ;buiLs JITH HICH OR LOW . "A' LEVEL

CRADES ON SHORT 'APPROACHES TO STUDYING'INVENTORY

Science Arts

Urientacton/scyte .

igh Low High Eow

(N=5) (7) (11) 8y
Moaiing Orientation  15.4 12.4  14.8 11.8
Reproducing Orientation 15.0 12.9 14.0 16.4
Achieving Orientacion I5.2 12.4 14.% 6.6
Holist Style 13.0 11.9 14.1 13:0
Serialisc Seyle 16.6  12.2  13.1 14.6

It was encouraging to find, even in this small

sample and using. a much_abbreviated invento- rooa
pattern of results similar to those found v:ll,
students. = Of particular interest was a._ suggestion

assoc1atedrw1th success in science and with poor
performance. in arts.:
1t is hoped that a schools version of the

published inventory will be produced and that in both
schools and higher educatlon, the results can be
used for diagnostic purposes. Linking this.

inventory to schemes for teaching study skills in

schools and in higher education, (for example,

Tabberer and Allman; 1981; Gibbs; 1981) it is anti-
cipated that studernts could be helped to develop
appropridate skills and to _become more conscious. in

using those skills strategically to improve their
levels of academic performance. Such implications
of the findings_of our research will be discussed

more fully in the final chapter.

that reproducxng orientation and improvidence are
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Chapter Five

PERSONALITY AND COGNITIVE STYLE IN STUDYING

(Written in collaboration with Sarah Morison)

By now we have been able to establish clearly
from the inventory data that students adopt distinc-
tive approaches to studying.- the most insistent
contrast being between meaning and reproducing
orientations. The question posed in this chapter

is whether these approaches can be interpreted in

terms of more fundamental psychological processes.
The initial review sections introduce theories_ and

psychological tests which were incorporated into the

study reported in the second half of the chapter.
LEVELS OF DROCESSING IN THE MEMORY

_ Martc: in:tially referred to deep level and
siurface lLevel processing; and the idea of different

levels of processing is already well established in

the psychological literature_on_human memory and
information processing. Models of human memory
have described generally three distinct types of
memory - a sensory register (which holds ircoming _
perceptions only briefly), a short-term memory  (STM
- which holds a limited amcunt of infoxmation for up
to about 20 seconds); and a long-term memory (LTM)
which itself can be divided into episodic (storing
episodes of experience) and semantic (storing and
relating concepts) .

Informaticy can be held in store for longer

periods by internal repetition (rehearsal) and if

repeated sufficiently often (overlearning) it will
become a permanent memory trace, presumably in

The early part of this chapter contains extracts from
Entwistle (198l), Styles of Learning and_Teaching.

More detailed descriptions_of the psychologicail
literature will be found there in Chapters 7, 9 and 1O.
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¢pisodic LIM.  This process is what would normally
be called rote memorization or surface level pro-
cessing; But much incomiing information is reasses-—

sed and categorized in STM before being passad to
semantic LTM. This process is what is involved
In deep level processing. .
... .1t comes initially as a contradiction of every-
day experience to hear that Wwe Have a memory which
is essentidlly unlimited in size and in which memories
remain almost indefinitety: The apparent paradox._
vanishes when we realize that the ideas which go in
may not necessarily come out. _Retrieval from memory
depends on the accuaracy of a ing process which
determines where the incoming information will be.
stored; and hence where it is expscted subsequently
to be found. e
.. The long-term memory has been compared to a
library; to sects.of pigeorn-holes and to a filing
systen (Broddbent, 1966). It contains what Lindsay
and Norman (1972) call a data base of concepts and
records of events tied together within inter=-connect-
ing systems.  Each individual has a unique concept-—
ual structure; although the Iinkages between concepts
(which constitute definitions) have enough in common
to allow cffective communication of ideas: Concepts
dare built up by repeated comparisons of incoming
perceptions or information with pre-existing concepts
or linkages between images (for exanple, the sight of
a dog and the sound of thé word 'dog'). If the
coding svstcm is to be effective and_recall easy,; it
is essertlisr that the data base should contain a
large ninber of clearly defined and weéll differenti-
ated concepts whici, nlsc carry a large number of -
connecting links with other corncepts, ideas Or events.
The ability to think drvergently or creatively wiii
presumably depend on ti:: extent to which the memory
has developed a multipiicity of unusual, but valid,
nterconnections. It will also depend.on the
avaliabirity of appropr.idte, perhaps leisurely,
searcu iwellidnisn. o cxplore fruitful combinations
of ideas.. S -

Another model of the memory has been developed

by Craik and Lockhart (197z). . They broke away from
the mechanistic, three-bcx model by proposing =
instead different levels of processing. Memory is

sc¢en_as_involving a "hierarchy of processing stages

where. ygreater 'depth' implies a gredter dégree of
semantic or cognitive 'analysis'".  Recall of. com-
plex material will also be enhanced by systematic )
elaboration at the safie level of processing (Craik
and Tulving, 1975).
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i laboration can be stcn as developing linkages
between tho new idéa dnd previous knowledge and
pergondl esperience. o S

It is thercfore possible to. recci~ider our two
miin stody orientations within thesa medels of the
muemory.  An orientation towards uncerstanding (deep

approach and compréhénsion learning) depends_on a

deep level of processing and elaboration. = Repro-
ducing (surface approach and operation learning) is_
more Iikely to involve overlearning by repetition at
4 shallgw level of processing with ~ittle use of
elaboration. S . o .
our research _strategy has involved translating
constructs derived from gualitative analyses of
students' rcported experiences of studying intc

specific items éfrtypical,study processes and atti-

tudes. We have then loocked for explanations of the.
elierging study orientations in terms of psychological
thoo—-ics. I« is, of course, more ~ommon to extra-
polate psychological theories into educational.con-
teéxts, in the expectation that basic psychological
processes will be utilized wherever tearning and . _
remembering arc being demanded. It is interesting,
and reassuring, to discover that this research
strategy converges on a description of stuadent
learning recognizably similar to our own.

~ From the University of Southern Illinois, Schmeck
and his colleagues have reported a series of studies
using an Inverntory of Learning Processes_ (see Schmeck,
in press, for an_extensive summary of this work).
Their approach has been to identify the processes
identified most cledrly in major theories of human
learning and then to produce items which describe
those processes in relation to the "environment and

activities of the typical college student”. Factor
analyses of these items have produced four main
dimensions describing distinct learning processes —_
deep processing, elaborative processing; fact reten-
tion and methodical study. 'Examination of the indi-
vidial items Shows conceptual overlap between these
dimensions. and our study orientations described in the

previous chapter. 'Orientation to understanding’
covers both deep and elaborative processing; but also
contains items relating to intention and intrinsic
motivation.  'Reproducing' is. made up partly of the
'fact retention' dimension, but is perhaps related
more strongly to. shallow processing (i.e. rote memor-

izihg,?rbééééé;i{lwrrhéVmethcdicai,study,dimension
cannot. be eguated with our 'achieving orientatiom!:.

Schmeck describes his scale as covering the activities
recommended by a ‘'how to study manual’. In our

* (But see Appendix, table Ad).
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inventory this arca would be covered in part by the
sub-scale of ‘'oryanised study methods'; but also by
'syllabus-boundness' which is within our 'repro-
ducing' domain. One major difference between. the
Schmeck inventory and our own. (and Biggs') is that
i1t does not contain either attitudinal or motivation-
dal items, which in our analyscs are found to be
most closely related to _academic achievement.
, The similarity in findings does however indicate
the utility of attempting to relate our orientations
to more fundamental psycholngical processes.  Our
analyses have tried to distinguish approaches (per-.

haps more markedly affected bv the learning coniext)
from styles (implying links with persistént indi-

vidual differences). The factor analyses. did not
allow this separation to be made clearly, but the
conceptual distinction can_be explored in relation

to the existing psychological titerature: A holis-

tic style; the wide-rarnging search for analogies and

interconncctions between ideas, could be seen.as a
new way of describing.a& more familiar term - 'diver=
gent thinking'. Similarly serialism might be

associuted with convergent thinking:
STYLES OF THINKING

Hudson (1966) popularized the distinction be-
tween convergent thinking (as measured by conventioh-
al tests of reasoning) and divergent thinking, which
is productive or imaginative rather than logical and
analytical. = Hudson used the simple 'Uses of
Objects!' test which asks for as many different uses
as possible for such everyday objects as a barr - or
a paperclip. _ Scores _depend on both the number of
responses produced and on their novelty or statisti-
cal rarity. , , , B

Hudson (1966) drew attention to the wide differ=

énces in performance on the Uses of Objects Test,;

even of sixth-formers who were ail highly intelligent.
The inability of some pupils to think of more than the
most obvious uses led Hudson to designate them as
‘convergers', while the superabundance of uses pro-
duced by other boys indicated that they could be
called 'divergers'. The tabel. given depernds on

which test score was hiGher - the verbal reasoning
test or the open-ended test.  Hudson illustrates how

wide the differences can be by quoting two extreme
responses. The boys had been_ asked to list_as many

uses as_they could think of for a barrel. . Both boys
were _highly intelligent, but one was a mathematician
and the other was an arts specialist.
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"Converger — Keeping wWwine in; playing football.

"Divergeér - For storing o1d. clothes, shoes,
tools, paper, etc. __For pickling onions in: _
For growing a yew-tree in. _For inverting and
sitting on._ __As a table. As firewood chopped

up - As a drain or sump_for rainwater. As a
sand pit. At a party for_games. For making
cider or boer in. As a play-pen for a small
child. As a rabbit hutch; inverted with a
door out of the side. On top of a pole as_a
dove-cote: Let into a wall as a night exit
for a dog or a cat. as_the base for a_large
lamp, As a vase for golden rod and. michaelmas

daisies; as an.ornament, especially if it is a
small one. With holes cut in the _top and sides,
either for growing wall-flowers and strawberries
in, ot for stacking pots; and kitchen utensils.

As a proper garbage can or wastepaper basket.
As z ladder to reach the top_ shelves of a high

bookcase. As a casing. for a_ home-made bomb.
Sawn in half, as a doll's crib. As a drum
As a large bird's nest" (Hudson, 1966, page 90~
9l1) .

. Hudson found that a majority of conversers
studied science, while divergers mainly specialized.
in the arts. He also suggested that these interests,

and the cognitive abilities associated with them, have
their roots in child-rearing practices. The type of
responses made by convergers led Hudscn to the con-

~lusion that these pupils were emotionally inhibited
and he speculated that this inability to express

emotion overtly stems from cool, overdemanding .. __.
mothers. pivergent thinking is clearly a coOmponent
of problem solving, but logical thinking is also
needed. A combination of imaginative _production and
dnalytic reasoning. — the alternation of the curious
and the critical which marked Heath's ‘Reasonable

Adventurer' - is often necessary. S
One Of the weaknesses of the Uses of Objects

test is that it accepts both plausible and implaus-—
ible uses: Raaneim (1974) has developed a 'cate-
gorizing' test which avoids this weakness by deman=
ding realistic alternatives. In titis test the names
of successive groups of three objects are presented.
In each group otne name is underiined and the task is_
to indicate in now many differerit ways the undarlined
object differs from both of the other ones., Raaheim
describes the tést as medsuring cognitive flexibility.
It seems to be a concept similar to that used by
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Bicri et al (196bL) - cognitive complexity - which.
olso demands flexible alternations of catcgorizations
but which is described by Bieri as a cognitive style.
Raaheim sees it as an ability.

The difference between dlvergent thlnklng and
convergent thinking is net just one of different

processes. There. seem to be, as Hudson hinted,
cmotiondl and attituUdinal componénts. de Bono

{1971) has used the term 'lateral thinking® to des-

Crlbt thc aitcrnative to Vertlcal ~analytic thinking.

Logl;al thinking often comes to the p01nt of dlgglng
deeper and deeper holes in quite the wrong place.

lie sugggggsrghat 'lateral thinking' is more 1ikely

to be effective - a scries of shallow, exploratory
holes prior tor'decp drilling'. Lateral thinking
seems to be closely allied to dIvergént thlnklng, and
de Bono sees it 4s being necessarily leisurely, often
having a dream-like quality where the emotions, as
well as the inteltlect, are givend free rein.

Crutchfield (1962) suggests that

"Onc source of original ideas lies in the ready

accessibility to the thinker of many rich apd
subtle (cmotional) attributes of the percepts
and concepts in his mental world and to the

metaphorical and analogical penumbras extending
out from their more exp11c1t literal and purely
loyical features. For it is partly through. a
sensitivity to suoch (emotional) and metaphori-
gal qudlities that new and *'fitting' combin-

ional nossibilities among the elements of a
probi;m Way uneXpectedly emerge" (page 124).

These strategies. of thinking can be reddlly des-
cribed in the terminology of the information pro-

cessing model. = Divergent thinking_is_a search
strategy which has a broad focus and allows

connections between ideas to be made, even when the
justifications for the associations are not obvious.:
The wide sweep of relevant information encompasses

both _semantic and episodic elements within. the LTM: .

The search_is Iikely to be reliaked, slow, broad, and
rnot limited to a specific location in the information
store. On the other hand convergent thinking will
tond to be narrowly focised, intense, fast and

limited to sgec1f1c,locat10na. This distinction

between broad; Ieisurely, inclugive rambles through
LTM, compared with narrow, fast, and limited forays;

parallels Pask's distinction between holists and
serialists, and seems to be at the root of the more
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from perceptual tasks - Matching Fami
(Ragan et al, 1964) and identifying Embe
(witkin, 1977). Figure 5.1 shows an item from one
of Kogan's MFF tests which consists of a standard

pPersonality and Cognitive Style in Studying
general, but ill=dufined, psychological term 'cog-
nitive style':

COGNITIVE STYLE

Cognitive styles, like personality traits; are

considered by moast psychologists to be fairly con-
sistent, and lasting, modes of functioning:

“"The stability and pervasiveness of cognitive
styles across diverse spheres of behaviour
suggest deeper roots in personality_structure
than might at first glance.be implied ... .
Cognitive stvles may entail generalized habits
of informaticr .:ocessing, to be sure, but they
develop in conzeiial ways around underlying
personality trends. Cognitive styles are thus
intimately inter-woven with affective; tempera-
mental; and motivational structures as part of
the total personality ..

Cognitive styles differ from_intellectual
abilities in a number of ways ... Ahbility dimen-
sions essentially refer to the content of cog-
nition or the guestion of what - what kind of_

information i§ being processed by what operation
in what form?

... Cognitive styles, in_contrast, bear on the
guestions of how -~ on the manrer in which =
behaviour occurs ... Abilities, furthermore; are
generally thought of as unipolar _{and) value
directional: having more of an ability is better
than having less. _Cognitive styles are (bi-
polar and) value differentiated: _each pole has
adaptive value ...

... {(depending) upon the nature
of the situation and upon_the cognitive reguire-_
ménts of the task in hang" (Messick; 1976, pages
6 - 9.

Two of the best known cognitive styles derive
liar Figures

ed Figures

drawing and six or eight variants, ome of which is

identical to. the standard,_ and_zll of which are

Similar. The respondent. is required to_ answer_as__
guickly as possible, but has toc make another attempt
after each incorrect response.  There is thus a
pressire to find the correct answer; but also to
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decide uich.y.  Kugan_(1976) _sees the situation as
bu;ldlng up mepgtlng anxicties towards correct, or
[ast, responses. The average tiwe to answer

(response latency) is measured and -lso the number

of errors: Two cognitive styles have been detected
with this test. Impulsive people succumb_repidly
to the neced to identify. the matching. fIgure. _they
choose hurrlcdly and niake more mistakes. Reflective
individuals treat the task more analytically and
cautionsly: they are more accurdte, but slower.

The second cognitive style has perhaps attract-
ed the ygreatest_attention. _An _item from an Embedded
Figures Test (EFT) is shown in Figure 5.2, Witkin

(1976; 1977) has rev1ewed the exten51ve llteratvre

ples ngurc The task is rather similar to the. .
Lhtldrcn s puzzie In which, _say, a 'hidden rabbit'

Some peop1c can. spot the embedded figure almost
immediately: tlicy dre not distracted by the
surroundings and are categorized as field-independent.
othcr people. spcnd muach Ionger even with the simple

itenis. Witkin argues that the different sccres on

this test dc not simply reflect perceptual skiills:

Like Pask he argues for the existence of underlying
styles of thinking. Witkin labels these styles_
articulated (fiecld- independent) und global (field-

dependent) , which seem, at first sight, to bear some

resemblance to Pask's descriptions of operation
Iearning and comprehension learning.
The_articulated, field-independent style in=-_ .

volves analysing and structuring incoming information; the
global, field-dependent mode of operation accepts

the totality of impressions. The problem of WltkIn s
description is that fisld- —dependernce is an in:
to impose structure. = If it is to be a style, a

rather more pcsitive «ife can onIy be 1hférred from
incidental chardcteristics such as tendencies to be

sociable and to have an interest in_ other people:
Field-dependernt students express thisg interest in
pecple by being draygftowalds courses_in the humani-
ties and social sciences; and opting out of coursas

in science and mdthematics.  Field- lnieggggggt
students, while found predominantly in science
facuities, are .still capable of suctcess in other areas

of study This fac111ty raises _the guestion of
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Figire 5.1 Example of an Item from a Matching
Familiar Figures Test

Figure 5.2 Example of an Item from an Eribedded
T'gures Test.
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ledrners. _ But _here we run up against lack of
tmplr;cal ev1denuc.,

interesting studles reported. by Wltkln _concern the
tecaching methods adopted by teachers of contrasting
cognitive style. It appears_that field-independent
teachers or lecturers impose a tighter and more
loglcal structure on teaching material than do

'global' teachers. They also prefer more formal .
approaches to teaching: Witkin argues that field-
dependcnt students need pre-structured information;
since they are less able to impose their own
andlytic frameworks. Hence field-dependent

students ought to be more successful with teachers
who navc an articaiaﬁed cognltlve ‘Style. To date

but there is a clear. 1nd1catxon that stuadents prefer
EO be taught by teachers of the same cognitive style.

There is thus a possible conflict here between the
APPLOJph students prefer and what is considered to
be niost effective in helping them to learn.
PERSONALLTY

Personality can be defined as "the dynamic
organization within the individual of those psycho-
physical systems that determine his characteristic

behaviour and thought" (Allport, 1963, page 28).
The term_ 'personality' is_tl:ts the broadest of all.

It can be taken to inciude cognitive abilities, bhiit
these are generally excluded. Styles of whatever

sort are certainly contained within this definition
and there are many indications in the literature

that distinctive behavioural or thinking styles are

a facet of personality:
The description of personallty,rand 1ts measure-

ment, has depended on the ident’fication. of what seem
to be relatively comsistent 'common trAits’

"Common traits are ... those aspects of p¢ .-
ality in respect to which most people withs . a
given culture can be profitably compared ...

The scientific evidence for the existence of a
trait always comes from demonstratlng by some

acceptable method thecon51stency in a person's
behaviour” (Aliport, 1963, page 343).

A useful common trait _must. show the. COHSIstency
of representative groups of 1nd1v1duals both over

time and between situations. _ A major problem is to
decide how much consxstency is requzred to provide
65
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coidonce ror the existence of a trait. Pcople's
behaviour, of ours;, 1s never entirely prcdlctublc
from one situation to another: _it shows both con-
sigtenoy and inconsistency. some psyghologlsts have
ased this fact to argue agalnst attempts to describe
personality in terms of traits; or cven against
trying to medsure it dt all. Labelling can be. seen
a8 limiting human potentialitices. Bronowski (1965)
His roundcd on thiese critics and asked them a serics

ot awkward guestions about human prcdlctablllﬁy

(If) a man dogs not want to be law- abidinag;
very well then, it is time to ask him the rude
buc scarchiing unbthn "Do you want to be law-
legs?” You refuse to be plcdlctable as amn.

n)ln; is, or an animal; _do_you aspire_ to be

unpredictable? And if so;, are you_ unpredict-
able to yourself, the actor, as well ds to me,

tie spectator? Do you base your claim to _be a
self on the proud assertion that your actions
are arbitrary? _ (Noj ... a self must have con-

gxstcncy, Its actIons tom01row must be recog—

yuétcrday (pagcs 13-15) .

The extent of such consistency is an emplrlcal

{juestion. 1f important traits can be measured, _and
if these are also found, on the whole, to b€ consis-
tently related to a variety of aspects of behaviour,
then tHeir ise in psychology is surely justifiable.
But which traits have proved most useful in des-—
cribing pérsonaixty°

 Juny (1938), from his clinical éxpériéﬁce,
identified what he considered to_be_ two funaamenta‘ly
different psychological types - people who viewed the

world in opposite ways - the extravert and the intrc-
vert: . The extravert; as the word implies, looks
outward. His behaviour is prédominantiy orlentated

towards events in the ocutside world ané his thinking

is dominated by the. search for objective ructs.
The introvert, on the contrary, looks inward: out-—

side events are,; of course, perceived but they tend
to be judged by personal values and. standards. The

introvert's thinking is influenced by, even obsessed
WIth,,personal interpretations and theories.  Jung
Gues dangers in both extreme ways or thinking:
"For as in the former case the purely empirical
hoaping together of facts paralyses thougnt and
smothers their meaning, so in_the latter case

lntrovcrtcd thiriking shows a dangerous tendency

o
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Lo coerce fucts Lito thie shape of its ikidge, or
by lgnqplng them altogether, te unfold its.
phantasy image in freedom" (pages 481-482) .

In Jung's theory the extraverted ard introverted
tendencies are both . present in @veéry pels Son.
WhthCVLr charactcr1§;;q”bcgomcs doitinant_.in a per-
son's behaviour and conscious thought, its. opposite
continucs to bao represented in the uUnconscious as
the shadow, and is thought to have a _continuing
cffect on the developmont of perscﬁallty

In writing about personality theories, Jung
pointed out that the choice of a particuolar type of
theory, or an cmnphasis within that theory, was in
part a rgflgctlon,of the theorists's own personality.

Thus Jung s theory, w1th Its description of extra-

tnlnklnq, perhaps reflects Jung's own admitted intro-

version. e was not mucii conce..ned with outside
wvents. In conLrggt”;yLPnck {1965) has provided
dLo(LlleOnS of extraverts and introverts which

stress differences in behav&eu%

"(Phie typical extravert is) soc1able, likes
parties, has many fricends, needs to have people

to talk to, and doas not like stadying by him-

self. He ves excitement, takes chances,
often stic: +ls neck out; acts on the spur of
the moment,; und is generally an impulsive
individual ... The typical introvert, on the

other hand; is a quiet ~etiring sort of pnerson,

introspective, fond of books rather than

people; he is reserved and distant except with

intimate friends..  He. tey@s to plan ahead,

"looks before he leaps", and distrusts the
impulse of the mom=2nt" (pages 59-60).

Eysenck and Cattell have both used personality
inventories and factor. analysis in the attempt to
determine which general traits are most useful in the

description of personality. Both of them were
students of Cyril Burt who had investigated aspects
of children's personality in 1915.  Burt (1965)
claimed to have originally identified a _general fac-—
tor of. emotxonailty, and later described two signifi-
cant bi-polar factors, one of which appears to have
been extraverslon/lntroversxon, while the other
described the contrast between optimistic and pessi-

mistic outlooks on life.

__ .. _Cattell. (1965) has jdentified sixteeen dlfferent
traics; but these overlap to sSome extent. A
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glmplivied doescription ol {hese traits reduces the
number Lo faiv .77¢n itely, citruversion, tender-
mindcdnusg, radic 1; and conscientiousness or
muldlr-On\LnLlunJl‘hz. Lysenci's research has con-
contrated on the first tao of these dimensions. He
li.ii lso dosceribed the se (ond two '~r1Ls, although
e Qrig‘nAlllrldanL icd the . iul attivades'
(Byscenck, 1970). Eyscnck's mos- nt_personality

inventories (Y ick and Lyscngh,,x!nﬂ) now alsc con-
tain a psychoticism scale (asocial or antisocidl
morality) and a. lie.scale whlch measures the tendency
tu -jlve conventiond respor At thlS descrlptlvc
level there is a yood agre 1 e tw

theories, Dbut L}SCnLk sces extraversion and what he

calls neuroticism (similar to generadl cmotlo‘allty\

as mouch.merae basic than the other descriptions of
personality.

l'ysenck assesses levels of cxtravchLOn and
tioddrot Lo gm though personality. inventories which are
built up trom a series of questions. Facli «;uesction

ts an index of one particular persogql;t—f;ra:gLignd
is vhousen only after it has been. proved. to Jdiscrim-
inate be en groups of pcople who dre knowii to
eihibit traverted or introverted patterns of i ,
beh.dvioutr.  Reswvondents dre dsked to reply 'yo cs' oy

‘no' Lo questions such as

Can you put your thoughts 1nto words qu1ckly’
Are you mogtly gquiet when you are with other
people?
Ara you an irritable person?
Are you troubled by. feelings of inferi . rity?
flave you cveér been late for an appointment or
work? . ) . o
Do 1 sometiries boast a Iitttle?

Answers; yés to the first question and 'no' to

the se _ riestion dre indications of axtraversion.
7he ne. . tv. .uest.ons suggest aspects cf neurotic-
isn, while t e final two items are port of a ‘lie”
scale designed ko Lect people wio Zre trying to
proscnt . themselves in a favourable 1. 1t.  Con-—_
siderable care and ingenuity goer inc the design.

of these personhL 'ty inventories, and the strength
of the various traits is determinei by the number
of responses given in the cxtravertrd' or ‘meurotic’
directions..  Although a percon's response_to any

individual itent may be affected bv he wording; or by
the ir mood at the time, their overail score on say

25 items remains fairly consistent over time, at
leas' among adults.

6é
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Aoconmuiderdabile pogearch litera ~as_built up
witlen reports personality in relati. poth to
siradents' acadenic performance and Lo clioice of -
subjuct dared (seve kBEntwistle and Wilson, 1977). It

Seoas o as Lr LntxovurLs tend. to be more succossful
Stucents, bai an Tndiddted in thchr 4, this is
p'ubtbl} attuibat able to better study habits. There
are, however; clear stIQIChCC” in personality
boowoen utudunLJ in difterent subject arcas and

these are presented diagrammaticoilly in Figure 5:3:

High
Hah 3 eves
mohivahion

quh
~optifude

Good
_ . Study methods

table -~ -
Connervistive ));Y/ HIGH

\, Hordworking

ACADEMIC PERFORMANCE N\, Introverted

SoiinbisIngg T o
-y!labus -bound \.. Tenderminded

\\// \— Religious volues
SCIENCE - N ARTS

Sociol volues

Theorencel

+alges

LLO!’\O.‘NC volues

Toughminded ~C
9 // VlOw )
ACADEMIC PERFORMBNCE

cx!roverve

Aesthetic volnes

Syllabus- free

ﬁodlcol
Politicol volues
Erﬁuhonolly unstoble
_Low o Low mohivotion

optitude e
A Levels

Not hardworking

Poor
study methods

Fiyure 5.3 Re umnshnp between students' characteristics
and level of academic performance (; \dapud from Entwmlu and Wilson, 1977,
page 148

The indication that cognl*Jve styles and_probably
learning styles also difier by faculty reinforced

the decision to include indices of personality in our
investigation of the more fundamer:cal psychological
traits which may underlie approaches =:id styles of

ledrning.
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il DESLUGN OF THE STUDY*

Tho rirst step was to identify groups of stu-
donts whe liad distinctively different orientations
to studying.  The second pilol ve iton of  the )
Approachoes Lo stadying Inveniory was used for this
PurLose . Proi the sdiiple or 767 first year
Gludents, 130 were sclected as luving the highest
or lowest dcores onh thie sub-scuales which most
ctoarly measured meaning orientation and  reproducing
oricitation. for. this purpose the combined scores
on deup approdch, plus comprehension learning were
ugoed: the Jichotomy con cach comliined measure pro-
duced four Jroups: o o

CPhe 130 soluctoed studernits were sent the third__
version of the inventory to complete and were invited
Lo take part in the test sossions. Seventy=-two_

G udents aoreod to participate and 60 finally came
Lo the iditidl interviews. In spite of repedted
reminders, no others came. The distribution of t'o
GO studonts between the four groups is shown belovi.

;““/1 Doep JComproticnsion
High oW
1
Hiph Stracegice ééﬁ:édaéiﬁg
Ny = 13 Ny = Ll
Low Meaning Unmotivated
| N, =15 N, = 21

~ The terms used to describe the groups were
chosen on the basis of the me.n scores on_the inven-
tory. 7y rmallest group {re¢oroducing) werc mainly
scientists wic showed a disapr . inting reluctance to
be involved in_ the study. THa targest group (un-.
motivated) were, paradoxically, very helpful and co-
opcritive, yet their malu characteristic _was_ low
seoras. on most of the sub-scales and subsequent tests.
The tests were given ia the order shown below

over a period of some 15 months. Payments were made

* This Study was carried out by Sarah Morison (niée

Burkinshaw)
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Lo every studenl who completad soms 7 liours of test-
ing; spreac over tic 6 sessions,

o L Metliod of
Session lest Administration
] Avproauu;s Lo S udylng Inventory Post
(Third Pilot Version)
2 fntérviews Individually
3 (a) Omuibus Personality. Iiiveditory Individually

(b) Matehin, Familiar Figures (MFF

5 Moray House Advanced Verba: | - - oo
Reasoning (bMA)

(a) Test of cacegsrizing (TC)

{b) Uses of Objects (U0) )

(c) Test of Ganrallsxnb and Sméll Froups
Absfractlng (TGA)

(d) Embedded Figures (EFT)

wi

6 Spy Ring History Test Microcompiter
Individually

ial interview was designed %o ~.ial- interest
and motivation:. It was essential the. svery student
completed the whole test battery, yet tize 9 amands on

the students were very heavy. By establisning a.
persmmal relationship w.th each student, b provid-

ing {(optionally) information aboit test scores and an

interpretation of them, by explaining. the retevarice

and importarice of the project, hy eéncouragement
throughout, and ev=ntual’y by offering a financial.
rewarld for complccion of the full set of tests, all
60 studentS were retained in the study tnroughout
a period of 12-15 montns.

Tile tescs used_are described below in sufflclent

detal;igo ensure that the meaning of each dimension

measured can be urderstood.  The tests _are . intro-

d'iced within five measurement areas or domains:
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pessonality, redasoning dbility, cognitive style,
cognitive flexibility and learning style.

PERSONALLTY

. The test chosen was the Omnibus Personality
Test (Hoist and Yonge, 1968); as it had been
spocifically desiygned for use with students and
contained sub-scores on 14 traits, several of _
which had, in the literature, been shown to be

relatod to choice of subject area, and seened also

likely to be related to differences in learning

style. The traits

N ‘ '
S R A T A
RIRRY: .

2

i
t
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measured are as follows:

high scorers show a preference for
ideas rather than practical action;
they have wide-rangiiiy -icademic
interests.

o N o - - -

have a logical, analytical and

eri~ical approach to problems;
an_interest in sciefice and
theoretical concerns and problems.
have wide interests and involve-
ment in literature; music;
painting, drchitectire, €tc.

§liow toloramce of ambiguity, .
enjoy novelty; adopt fizxible
approaches to problems.

distrust control and authority;
are tolcranc of other people's.
contrary views; prefer radical
liberal thinking.

reject conventionzl religiou:
betiefs and practices.

attending parties or social.
functions; arc happy to join in
discussions or talk in public.

dre ready €o =xpress their
feelings; have an active
imagination
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- GFe 1ot soclally alxunatcd or
personally disturbed, haang no

strong feelings of paranoia,
guiilt, or inadequacy.

Peosonal Iveogme Son

Anal s ol ~ do not seo._chemsclves as restlpss,
thsu, dn'lOUb, over~-sensitive,
or highly strung.

I A SIS - show friendly concerr for others;
are trustiﬁg Zia wdaicaliy  hHave an
interest it: the community and
social relatiorshins.

Praecl A0 e lond - have interests in practi al rhings;

value material possessions and
factb, have a tendency also to be
author’ arian and conservative in

outlook:

Mroond 5000 - have interests in science (not
aégtﬁttiﬁs); dre calm, emotionally

LnﬂquuaCLCS.

Clrpointe S - are attempting to make a good
mercssxon (fdklnb 'ood), are

soc;qlly conentional, content and

0;7§0ﬂa11ty scales contain items nu1tn q*mJlaL to
those contained in our Apgroa¢~ S to Studrinag

Inventory. There is;, in terms of cor . .
overtap betwicn, for exanple, deep ap: ot
thinking introversion and theoretica’ .
But the overlap is small enough to b o dzcent
the personality traits as distinci. . ae

measuryv <f theoretical introversion coi:n. _Jdes with

the _personality comn~+ruct, particularly as des:ribel
by Juag, and th~e V. _dity of the other personaiity

dimensions has also been carefully estabilished:
REFSONING ABILITY

The main test used was the Moray House Advanced
Test «f Verbal Reasoning (Godfrey Thomson Unit;_1971);
whi.ch _is a conventionat 'intelligerice’ test. It
provides a score in terms of an intelligence

Juotient with a mean of 100 for the population:
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o Inoaddi e pesto e venera lizing and _  __
Abstraciing ool D90d s used. A sct of three
words is prov - T+ prar alteorna ives are offecred

45 1 dederipe oo Y Wit the sotget wornds have in

Conmon .

For example: Cho. oty  Uynibathdy 1
voluntary work; Hu anii Generosily;
in some people

Iii edch i-em the .iistiocting alternative responses
contain a word of similar meaning but ar the same
tevel of generality, « particular_instance or
example, and a non-cegsential attribute. The items
are divided into concie¢ss and abstract terms, pro-
viding iepirate estimates of the abillty to abstract
and gencralize correctly.

COGNITIVE STYLES

rField-Independence

~ The Group Bmbadded Figures 7ast (described in
Witkin et al, 1977) produces a single score of
field-:ndepel (deiice which reprevents the total number
of simple figures correctly identified within the

coniplex figures (see Figuze 5:2)'. The simple .
figures are shown first, folloWwed on the next page
by the complex figures. The test is in_two parts

with nine items in eac and an overall time-limit of

“en minutes.

Rafisctiveness/Impulsivity

Messer, 1976): Two . scores were Gorived from this
test - the average time taken to make iie firs®

response (which indicates reflectiveness) ard :hs

totil number of incorrect choices made (inuccuracy).

Cogniitive Flexibility

The Uses of Obje.ts test was used to obtainm a
fieasurc of verbal fluency (total number of uses)
while the Categorizing Test provided an _indication
of flexability.  Both tests have been described
in an caxlier secton.
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Learning Style

Pask (1976b) has used the Spy Rlng Hlstory
rest to provide indices of comprehension 1earn1ng,

wppr :tion learning and versatility. The test is
1ythy and intetlectually demanding. Students
qrc preserited with detailed information abou:!: the

developme: 't of an lmdglnary spy rietwork Dpcratlng

" otween several countries over a veriod of three
years.  Students have to rote-learn lists and
interpret diagrams to work ount the comifiunicatioh
patterns and make predictions about future develop-

ments. Besides the three indices of Iearning
style; the test also provides d score on -knuwledde
of facts'.

~ _Becausc of the dcnandIng nature of this teqt
and the 1engtny admlnlSLratlon time, the test was

mounted on a PET microcomputer *. The _ computer

controlled the appearance of llStS and diagrams
and also cadloeulated the scores.

Students' reactions to this test were, on the

whole; unfavcurable: They found it difficult and

boring. Many students resented the demands made
for continuous rote learning,; and the results
indicated that few students had coped adequately
with these demands. Those who found the test
1nterest1ng were malnly studying science or
engineering.  Arts students seemed to find the

type of learning. required aiien; and were oSften
uncomfortable with using the PET.,” Even_the

students. _ It thus came as no surprlse that the
results made little sense. The scores jntended to
measure learnir-s. styles had_weak and. contradictory
relatIonshlps with supposedl:r equivalent dimensions
from the Approaches to Studying. Inventory In_ an
enpléfﬁtory factor anailysis Pask's test foriieg its
owr . fuctor with high positive loadings on all three

styles ond on_knowl:dge of facts. The cily.
significant loadir:e slsewiere vere o: veibal!
redsoning,; fiela ind pendenc=2, and accuracy. This

P
disappointing set of relationshions, whicli were
contrary.to the patterns denianded b) Pask’s own
descriptions of theé constructs; i2d the
be dropped from ti.s: me analynexn. Tt may be that )
our attempts to prese::t the test i a more attractive

* We are grateful to Gordon Fasik for making the com=
puter program available ai.d to rhil odor for adapting
it for use on the PET.
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way on tho miciocomputer interfered with the valia~
ity of the test which has been uscd cffectively by
Pask in its original form in several studics.

The microcomputer presentation may have misled o
Students into believing they had learned the material
more throoughly than ticey had, thus preventing them
responding to subsequent parts of thc test.

CHARACTEFISTICS OF STUDENTS WITH CONTRASTING
APPROACHLS

Tlie main cquestion being asked in thi o= JE
tlie rescdrch wds whether students adopti o
trasting approd.hes ti gtiadying showed egn. s.olent
differcnces in any of the more fundamental
psychological chiit rcteristics included in the
study . The =+ * -t analysis thus examined the
mean scores an jard deviations of the foor
contrasting ar . sing analyses of variance to
indicute whetl ‘.erences betweéen the cioups were
statistically .~ ~ilcant:. .With such small groups
there a.c¢ a lai. _ ..mber of insignificant . .
difforences: The results were thus treated only as

indicative and other cnalyses carried out. In
rerms of personality; the first indications were
inhat students high in meaning orientation hawv. _high
scores; ns expected, on thinking introversion.and
theoretical orientation; but also on complexity
{very marked) and to a Iesser extent on autonony,
aestheticism; and religious sc:pticism. The
strdtegic Group were characterized by high anxiety,
less personal intégration and a higher itevel of
impulse eoxpression.. The_reproducing &roup had
high Scores on practical outiook. ard masculinity,
combined with low scores on thirliing introversion;
theoretical orientation; complexity and autonomy.
The unmotivatéd group could only Le described as
anzesponsive and conventional. The remaining
tests showed no significant differences,_although
there was a fugcestion that high scores on meaning
orientation were associated with greater facilicy
in verbal wedsoring And verbal fluency.. “Students
with Figh scoigs on deep,/iomprehensior Izarning.
showesd @ cenaency rowards field dupendence which
nearly rcached statistical significance.



Personality and Cognitive ¢! - (i Studying
REGATEOMSHI PG BETWEGN APPROA sy AND D3YCHOLOGICAL
ATTRIBUTLES

The othe - main dndlYolb involved lcooking at

the correlates of deep/surface approaches and. com- .
prehension and ogeration lesirnin . The siatistically
significant corrnlations found with cach of theoae
variables ace shown in Table 5:1:

Thosd Siaple correldtions provide an initic !
indication of the extent to which there may be
personality corvetates of learnlng styles or

dapprodches to studying.  The im ﬂrqlon created
by ‘Table b1 is that, as prLdlLLCH, "vles, rather
than approdchiey, dre more closeli |gsnc1ated with
psycholoyicial attributes. Stude-ts with higi

scores on compreliension learning wond to have high
scores on a yroup of personality traits which relate
to interest in ideas; but they also tend to be more
ready to oxpress impulses dnd admit feelings of

Jwwiety and inadequacy. | Operation learners have.
1. opposite sct of personality atrributes asscs!atcesd
With iitere-. in proctical, non-theoretical areas.

They also sihiowed caution (reflectiveness) and had.
lower scorvs on thic abstract iterd of the generali-
zinyg test.

. .To m' it sense of the “otal set of inter-
rclationsth. Pl it is agdin necessary to cdrry out 4
factor ancliysis, but as there are 7 variables and

only 60 students this multivariats analysis has to
be tredtod s exploratory, ratner than definitive.
Given the swall sample,; care was taken to include
only thosc variakles which could credte factors
{at least_two _overlapping variables are necessary).
After a scriecs of exploratory analyses with
different {roips of varlables,rthc clearest set of
factors was produced by using principal component
factor analyses with rotatiorn to oblique simple

structure to the set of variables shown in Appnndlx

Table_3. Six iactors had eigen valuss above anii *:
,”ThF licters dre mdinly associated with the
different mecasurcment domains. Thus Factors. I and

II rcprcsLnL,men\yng orientation Lomblneu with
positive altituwe: to studying, ~while reproducing
orientation la,A;socwated with. strategic. achrievement
motivitions "he personality inventctry produces two
fact~rs, cne o. which brings togethar complexity,
autcnomy, anc impulse. exp.cession (L sptical
intellectudl dutonomy), while the other is dominated
by anxiety and : lazk of personal integration. Gt
the remainin; smaller factors one .zeis to describe
the ability to so:v< inteliectual and perceptuai
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SUZ s, whiloe tho llnll factor scems to describe the
abi 5 ot Hudswun's ‘diverger'.

. . 1o s, of course, particularly lntor’stlng to
look tor overlap between the final four factors and
scores. 01 the Approaches to Studying Ilhventory.
Thus PFactor 1L sujgests that fear ofF failure and
globotrotting, linked to disorganized surface
approaches to studying, are associated with general
feelings of unxiety, teénseness and inadec¢uacy.
Fransson (1977) has already shown that it is not so
much a thréaLLnlng learning situation which ;gguces
surface approaches to studying, as it is students'
perceptions of that _sitoation as anXiety provoking.
These findii.gs could be_takcn to indicate that it _
may be as much a student's underlying general anxiety

whiich induces surface learning as the particular

learning context experiencr:d. But the direction of
causality and the effec*s . ~ previous experience
cannot boe deteriiined fr\n (uLS Lype of analysis.
Factor 1v ~he ma. 'V rersonality grouping of
scepticat inte ax 1#Uhom0’ Its fairly strong
links also wit. = ee. class arnd deep comprehension

learnlnq ur_c:; ressseving; aithough the elewent of
Again it is clear that the general personality trait
is reftected ip ﬁpprﬁaches to =studying {an indication
of syllabus~frecdom) and in tests of thinking

(abstract generalizing and fiEYIbIII*y)- The”ablllty
O solve puzzles links only with complex;;y and tae
use of evidence. The 'divergers' of Factor VI show

readiness. to express their impulses (as Hudson
argued) , but their deep approach, linked as it is
with negative attitudes,; is not associated with

degree c¢lass. o

) __Additional analyses were also carried out o
identify correlates of high levels of academic
Perforidance- Overall it was clear that a deep

oriencation, combined with bot!l: intrinsic and
achievenent motivation, were the attrilkrites most
COHSLSthtly rclﬁLed to degree class._ However

ance amon< women. - o L o
. Drawing togethe: the evidence darived from this
part of the inguiry, it is possible to adargue that
“here are underlying personality traits associated
with the tendency to prefer comprehension or
operation styles of learnlng. It also appe&rs that
a deep orientation involves, at least to some
extent;, the abilities ko think botHh logicdally and
flexibly, combined with the personality character-—
istics described as sceptical intetil~ctizal anton mny.
o 79

" gg




O

ERIC

Aruitoxt provided by Eic:

Personality and Cognitive Style in Studying

In SplLL of u cortiin © lfCUITflLy through simitar
items, the argument for personality correlates of

styles of Iearnlng is still pressed based on. the
validity of the traits identified in the Omhibus
Personality Inventory.

The next section describes an experiment; carnla
out after the test sessions had been comipleted, in

which students were asked to read, and answer

questions on, three short articles. as part of tﬁlé
experiment students were also _asked_to read and _
comment on four essays. These essays were. Supposq 4

to have been written by students, although in fact

they had been specially written to exhibit extremeg

of serialism and holism. The toplc chosen was
'Alternative Sources of Energy', a title which was

expected to interest both arts and science student&
The essays were written to fi_. as closely as POSSlklﬂ
the stylistiec characteristics of holists and serial i
48 described by Pask and listed below:

gs s

Holise chiarictetristics Serialist charact:c1‘\;&&”1S
Comprehension Learning: Operation Learning:
Creates an overall picture Uses rules and proc%d“gkﬂﬂ
Assimilates ideas from. other §ubJCCts Gives details in. 1&§1ﬂ
Invents d05cr1pt10n schemes Keeps to One topic Gt
a time
Uses analobxcb
Has broad gcn;rall7at10ns as Proceeds in stepw15§
hypothcsgs manner oS
Relates ideas to evcryday ex- Gives SpeCIfLC hypokhpg
perlcnue
Looks for altornative approachés to
problems
Globetrotting: Tsprovidencss
Inappropriate links between ideas Insufficient expiazn\\h:ipr
of detdil
Vacuous 5ﬁaibgiéé Failure to use Comm%n
ptInClpIes

The instructions given to students were as follows:

"You are to imagine that you are the tutor o
responSIbIe for this course and are required to wr\tﬂ
evaluative comfients on these essays indicating what

u consider to be their stylistic strendgths and
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weaknesses and then to mark cach of them on a scate
on which '9' indicates an outstanding essay and 'l'
indicates one which is very poor indeed. On this

scale '5' is the mid-point which should be used to
indicate 'reasonably good': Your comments should

make clear your reasons for allocating the mark you
decide.  Please also say which essay is rnost

like one you might have written yourself and

which one you found casiest to read."

The swiple consistéd of 47 of the GO students

described in this chapter; divided as before into the
four categories - strategic (N = 10}, meaning (9),
reproducing (9), and unmotivated (19).  In marking
the essays; the four groups of students shoiwed clear,

and different, preferences for the four essays :
(Serialist 1, 2 and-Holist 1,2), and also different
marking standards which made comparisons difficult.

The 'unmotivated' ygroup,with low meaning and repro-
ducing scores, were least critical; awarding much

Migher marks without any clear preférence for holist

CQr serialist essays; they marked Serialist 2 highest

and Serialist 1 lowest: The reproducing group found
both holist cssays relatively unsatisfactory, and
yave their highest average mark most clearly to
Serialist 2 . The meaning group w.so preferred
Seridlist 2, but rated Holist 1 almost as highly. _
Finally the strategic group, with high meaning and
reproducing scores, were the most critical group .

..essays more favourably than the seridlist essays.
The marking pattern of the four groups is summarized

in Table 5.2 together with their indications of which
essay they found easiest to read and which was most
like their own style of writing. - o

. In this small-scale exploratory study it was not
expected to find clear-cut differences between the.

groups. _ It appears that one of the essays (Serialist
1) was too extreme in its style for most of the =
studerits, and another was generally thought to_ be the
best (Serialist 2). However, if the high rating for
Serialfst 2 is discounted, the tWwo groups with high

comprrhension Scores (groups 1 and 2) show. consistent
preferences for holist essays: The unmotivated
groap show in this analysis, as in earlier analyses,
no clear pattern. _ S -

: Some indication of students' redsons for
choosing one or other style of writing was found

among their comments on the essays: _For example, the
reproducing group indicdted their preferences for

the serialist essays by saying:
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"Very ygnnablz Sutie of the definitions, é.g.
Joule, are not strictly necessary but a_ clear and
suitably bricf account of the current dileiwiici: { 'ite

probing and detailed but avoids dangers of being ex-
cessively political or tochnotogxcai"' .
"Covers most aspects briefly but adequateély. Easy

to read. _ Calculations relevant and understandable.
Good beginning defining what energy is and present
nerds. Well organized and planned”.

The ccmments they made against the holist essays
included:

"Too vague, too many cliches. Uncritical:
Attempt shouid be made to lose flowery style and concen-
trate on simple sentences which_are lucid and precise".

"Clear concise style. Topical: . Too much on
background: Readdble and a lot of relevant points
made but could have gone into alternative technology

in more detailw.
Tho students who had high comprehension. learnlng

scemed to. have. enjoyed the relaxed, conversational
style of bcth holist essays:
__ _"BExcellernt. Included political analysis
Organlzed. ~Ipeczks with conviction and urgency;
Easy to read".

"Very interesting and lively essay taken from an
unusual and worthwhile perspective. Develops logically

and clearly. Last paragraph seems a bit out of joint".

The strateglc group generally dlsllked the

serialist style, but also recognized that the holist

style was light on _detail: o o
"Written as if to include x no. of facts. _One

fact after another; not enough general writing to
make it readable".

"Well structured, but certainly not to be read
for pleasure. Not a. style I Iike at. all":

"Narrow. Doesn't look at soc1al/env1ron@eg§al/
political problems. Too much mathematics leading to
arbitrary factual statemants: Dry to read, no per-
sondl conitent". S o

"Good style. Pleasant. emotive reading._. Would
be jood for getting the point across to a difficult
audlence. Could perhaps do with more detalls"

ferred sty]‘; of writing essays; . Although some of the
differerices iiegre may reflect little more than arts/
science divisions, other analyses have shown that

important differences in style and approach remain
everni within the distinct disciplines.
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Chapter Six

APPROACHES TO READING ACADEMIC ARTICLES

(Written in collaboration with Sarah Morison)

A QUESTIONNAIRE ON OUTCOME AND PROCESS

Marton s orlglnal experlments on how students

approached the task of reading academic articles
relied on intserviews to establish gualitative
differences in what had been learned (outcome oOf

learning) and what strategies students had used in

tackling this task (process of learning). He and
his colleagues had shown clearly a link between
intention, process, and outcome. Students who in-

tended to understand were likely to interact with

evidence and _argument; in relation to their previous
knowledge and experience, and soO come to a personal

understanding of the author's conclusion. __ Students

who were more concerned to answer correctly what they

article conmcentrated instead. on. gquestion—spotting. and
rote memorization and often finished with very little

grasp_of the author's argument or conclusions.

Marton's research methodoIogy is both time con-

suming and limiting in sample size. It could also
be argued that students are being forced to respond
to questions in an unfamiliar way. CerfaInIy in

making written, rather than oral; responses to
guestions. It was therefore decided to develop a

Britain, first-year students would be more used to

questionnaire variant of Marton's procedure, recog-
nising that what was gained in sample s:ze might be
lost in the lack of opportunity to prouiLc the levels
of understanding and approaches to learning.

The early parf of this Chapter is b§§gq on work
carried_out by Maureen Harley and Garth Ratcliffe
and . reported in a previous article {(Entwistle,
Hanley, and Ratcliffe; 1979) .
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The categories identificd in the questionnaire

might thus be expected to be loss clear-cut,; and the
relationships comnensurately wcakor: -

-The main problem in devVeloping this variant was
in rind‘ny o wording for the various questions on

outcome und process which ciiabled students to under-

stand what was required without also indicating what
type of angwe: was expected. Tt also proved ex-
tremely difficult to find a way of coding students'
responses which kept sufficiently close to Marton's
cdteyorics te make a convincing test of his findings
on the wider samplo: A further difficulty was in
findin¢ articles which were general. enociugh to be
understood by students in a particular faculty, but
demanding enouyh and detailed enough to present a
sufficient intecllectual chatlenge; o

After two pilot stidies 4 findl form of the
{uUestionnaire was produced and three articles were
selected as follows:

(1) Burt (°971) - The Mental Differences between
U Children (4800 words).

(2)  Pines (1976)~ A Child's Mind is Shaped before
- . ..-- . nKge 2 (3200 words). o
(3) nHoyle (1950) - The Expanding Universe (3800 words) .
.. This version of the quéstionnaire contained the

following qiestions designed to cover level of
understanding; previous knowledge, knowledge of
detuils coritdired in the article, and approach to
learning.

(1) General Understanding ‘'write down what you
have learned from the article. Imagine you
were going to describe what the article was
about to a friend who hadn't read it. What
would you say?’

(2} Attitude Statements (including an index of
previcus knowledge) . >
to this article and the ideas it contains by
underiining-one of EACH Of the three adjectives
or phrases.'

[ntereseing. _ Average Boring
[deas familiar to me Average Ideas unfamiliar €o e
Enjoyable Average Not enjoyable "

(3) Knowledge of Details 'Here are somie specific

gquestions on various aspects of the article.

Try to answer each guestion as fully as you can
. N E .
FR =N 85
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and where necessary explain. your answer.'
Examples of typical questions in this section
are:
'How are the stars formed?. .
What evidcrnce is there that the universe is ex-
panding?_
Witliin the "new cosmology"” what is the ex-
plandtion of the expanding universe?’

14) ALproach to Learning . 'Students tackle the task
of reading articles or books in many different
ways; and with different expectations of what
ig required of them and of what they. shouid be
getting out of their reading. _ How did ¥«

ackté thIs artIcIe’ Was thlS approach typlcal

normal studying?’

Procedure  Groups of students were 1nv1ted to take
pqrt in. the experiment.  The purpose of the study
Wwis explained in derneral terms, students were then
asked to read the article_as they would normally do
in prepardtion for, say, a tutorial: There was a.

generous time limit with no pressure to complete the
reading qulckly. Students could make notes,_ but_ _ _
could not use them subseguently. After reading the
article students were asked to complete a 'Uses of

Objects' test to avoid easy verbatim recall. They

were then asked to complete the questionnaire:

eeaigg Students wrote on average abomt 150 words

in response to_the first guestion.  This was

efféctzveiy a short essay and thus created familiar _
problemS in coding the level Of understandlng reached:

The choice 1is essentlally between impression marking

in relation to Marton's descriptions and a reliance
on specific marking criteria. Since these studies
were carried out Biggs and Collis (1982) have pub-_
lished a classification system for coding the quali=
tative outcomes of learning_(the SOLO_taxonoumy}, and
this has been used in studies. relating approach to .
outcome (Bigys, 1979; Schmeck and Phillips, in press).
In the absence of a classification scheme, simpler
approaches were adopted. In the first _study_the.
number of main points mentioned was used to identify

'high' and 'low' categories; but in the third study

a_ more. effectlre procedure 1nvolved 1mpre3516n mark-

The coder made dichotomous Judgements of the response
against the following gquestions.
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() Has_a-. attempt been wmade to integrate the
presentation of the main points and/or facts?
(i.e. has the student reinterpreted and re-

organised what has been read, rather than re-

o calling points in the order read from memory?)

(b) Have a 'sufficient' nomber of main points been
mentioned? {'sufficient' being defined so as
£o produce roughly a 50/50 distribution betwean

o categories). e -

(c) Has the author's message been understosd?

(d) Are details (e.g. numerical facts, specific
names) mentigned?

The sum of the first three codes was used as a

summary variable indicating general understanding.
The second guestion related to attitudes, and
students responded on the three-point scales shown

in the previous section. Question (3) contained 12
specific questions: These were divided into two.

groups for scoring: one group had questions about
nain points eéssential to an understanding of the
author's argument: the other gquestions concerned
incidental facts. Each question was scored on the
basis of two marks_for a full answer which was
correct, one mark for an incomplete or partially
correct answer. = The two groups .Gf marks were

summed separately to give totak for essential points
and incidental facts. -
. _The final question again creates great problems
in coding: . The initial approach was impression
coding into 'deep' or 'surface', but the last study
used a similar procedure to the first question,; where
the coder was asked to make dichotomous judgerienits
against_ a_series of gquestions, thHres of which were

indications of a deep approach and three which
suggested a surface approach.
(a) Was there a clear intention of trying to

B understand what the. author was saying?
(b) Was there an intention to integrate what was
being read with other parts of the article,
or with facts; or with previgus experience?

(c) was there an intention to try to reach own con-
clusion or make use of own personal experience?

(d) Was there an intention to nbtain facts or
information? o - L

(e) Did the cxperimental conditions appear to_have
affected performance (for exampte, time limit,

artificiality, conscioushness Of questions to
be answered, anxiety etc.)?

. +.104

87

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Approaches to Reading Academic Articles

(f) Was there an intention to memorise or try to
leadrii by rote?

of. Lhc sccond three ratings provided a 51m11ar71n61-
cition of a surface approach. A different coder

was used for cach article, but a sanmple of each set

of (uestionnaires was checked to_ensure that the

criteria werc being 1nterpreted consistently.
This version of the guestlonnalre was given to

248 flrsr—year students from various subject_areas
in two universities (N = 853), two colleges of

educatlon (82) 1nd first-year. 51xth -formers in a

The articles_proved to be ‘different both in._ .

dlfficulty level and ease of coding._ _ There_ could
thierefore be no conparison between the levels of
understanding reached in different articles: res-

ponses had to be analysed separately by article. _
Table 6.1 shows the mean scores of students in’ the
diffarent types of institution. _

__There arc some marked differences between the
university students and sixth-formers in the college
of further education: Note; for example; that while
on both the Burt and Hoyle articles the.sixth- formers

rite. themselves as. almost as familiar with the ideas

as the students, they show on.average. only 0.77
indications of a deep approach (out of a possrble

3), while the university students have 1.53 such
indications. The university students also have.

higher scores on ecach of the three measures of the
outcome of learning. .
The intercorrelations in Table 6.2 dre shown

separately for the Hoyle and Burt articles. __With

the Hoyle article, the pattern of relatiomships is as
expected; with general understanding showing a

substantial positive correlation with the deep.
approach to learning_ (0.45) and a negative relation-

sliip with the surface approach (-0.239). The Burt
article showed much wedker relationships; as did the
Pines_article (not reported).

To check on the. Justrxlcatlon for combining
codings within gquestion (1) and within question (4),

and to iook for further evidaence _ of connectlons

ponents analyses without 1terat10n were carrled out

with obligue rotation using the SPSS program (Nie et
al, 1975). Application of thHe criterion of eigen-
alues of unity was supported by scree plots to
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suggest_that tive factors should be extractod.
These factors udcecounted for 63% of the varianece, on
dverige. These five factor solutions were not al-

together satisfactory, as the components of general
understanding and approach to learning tcnded to be
associated togecther in rather different combinations
for the different articles. The connoction between

approach and level of understanding cdn, however, be
seen clearly in the threc-factor solution of the
responses to the Hoyle article (see Table 6.3).
Factor I combines the three indicators of general
understanding and both detailed knowledge variables
with the first two criteria for identifying the deép
approach. Factor III shows its high loading on .
memorization,; which i§ dSsociated with a tendency not
to look for meaning, and a failure to merition the

main points when asked for a summary. Factor II

shows a greater weighting on those variables relating
to [acts (with the rather important exception of

‘incidental facts').

Table 6.3  FACTOR LOADINGS FOR THE HOYLE ARTICLE

Factor Loadifigs

Coding Citegorics woading
I I1 11T

Genigral  Infesracion 61 =43
understanding Main points 52 21 ~54
Understanding. 64 N ~43
Factual details 27
Detiiled Essential points 73 48 ~24
knowledge Incidencal Faces 43
Previous o B
knowledge Familiaricy 32
peep Looking Eor meaning 26 =56
approdach Use of experience 37 30 ~51
Reldating facts and 40
conclusion
urface. Looking for information - 48
roach Situational anxiety -32 20
Memorization 68

& vy
o
ol

&

Decimal polnts and loadings below 0.20 omitted.
At least with the Hoyle article it was possible
' 91
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to démonstrate the predicted links. between the
approach to learning and both the level of under- .
standing reached and the extent of relevant knowleddge
rotained.  The Vilue of keeping each index of.
gither approach or outcome separate {(as opposed to
Marton's method of accepting any of three indicators
as sufficient to categorize as overall deep or .sur-
fice) was clear. in the fuller interpretation of the
relationships which became possible.

i Besides the quantitative analysis, it was also
possible to exdmine gudlitatively the comments made

by students about their approaches to learning. .In
many of the answers the distinction between ‘deep’
and 'surface' came through clearly, and in ways ]
which paralleled Marton's own examples of students'
comments (sce Marton & S313j8;. 1976a; p. 9). ,
Consider, for cxample, the following extracts

ih relotion to the coding instructions. _ What

approach has each of these students adopted?

Student A "WHilst reading the article;, I took _
grcat care in trying to understand what the author
wds getting at; looking out for arguments and facts
which backéd up the arguments ::: I found myself
continually relating the article to personal ex-
perience, and this facilitated my understanding of
it ... The fact of being asked guestions on it
afterwards made my attention more inteéense."

Student B "In reading the article I was looking
Sut mainly for facts_and examples. I read the_
article moré carefiully than I usually would; taking
fotes,; knowing that I was_to_answer guestions about
it. I thought the gu:stions would be about_ the
facts in the article . This did influence the way
I read: I tried to ramorize names and figures
quoted etc."”

Student C "I tried hard to concentrate - too hard,
therefore ny attenticn seemed to be on ‘concentration'
rather thkan reading, -hinking, interpreting, and
reiiefibering, something. that I find happening all the
time I'm reading text-buoks."

Studeat D "I read it in a_casual interested = __
manner, not being influenced by the fact that I was
to be gquestioned; mainly because I did not expect

the questionnaire to ask for any details from the
92 Tile
109
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article:  Conscjueiitly | redad it with impartial

interest - extracting the underlying meanlng but

letting facts and examples go unheeded."

dtmonstratc partlcular types of answer, many of the

replics followed Marton's examples so closely that

it seemed almost as if the students must have read
dbout his ideas before - but they had not.

. Using tarton's approach to coding (i:.e. aécept—
ing one 'symiptom' of the approach as a sufficient
indication), studz2nts A and D would be classified as.
having adoptcd a. 'decp approach, while B and C would

be coded as 'surface'.  Yet students A and D have

clearly adopted very different approaches: In each
of our studics there hds been a distinct group of

students who loock for meaning but do not. interact
with the article, relating facts to conclusion.
This Group has been labelled 'dcmp passive' to dis-

linguish it from the 'deep active' approdach shown by
btudcnt A. 77777777777777

adopted the aurfacc approach is. that both of them
recognised that their approach had been rather in-
cffective. A later guestion asked ‘Were you satis-
fied with your pecrformance (in answering the questions)?

to which student B replied: "I feel that ~some of my.

answers are. vague and need more dstail ::: I made the
mistake of trying to retain everythlng, rather than
just the important features." There is at least a

hint here of. the possible advantages of helping
students to become more consciously aware of their

approaches to studylng., The use of the questionnaire
proved fruitful, even though only one of the articles
seemed to be fully effective. It has provided

evidence which,; in conjunction with findings from the
approdaches to studying 1nventory _has helped to

elaborate the concept of 'approach to Yearning' as
originally outlined by Marton. More recent studies

at Gethenburg (Saljd, 1975; Fransson; 1977) have

Lndcpendcntly coanrmed the necessity to subd1v1de

passive stance has”been taken. = SH1j5 described a
'techuified' deep approadach in which the student .
locked for meaning without interacting with the detail

or the argument. . This approach has since besn
cquated with Pask's learning pathology of 'globe-~
trotting' or, in less extreme forms;_ an.over-reliance

on comprehension Iearning to the exclusion of operation

ledrning.
The possible connections between the différlnq

110
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categories of Pas ik aid Marton were p01nted up by thQ
factor analysis shown in Table 6.3. Taking the twa
sets of categorles together it sSeens 1Ikeiy that an
intention to approach learning initially in what

svensson. has c¢alled a_bholist (desp) or atomistic
(surface) way will reflect,in part, the character-
istic learning style of the individual.___Thus the__
connection between a deep approach and. comprehensioq
learning becomes inevitable. _ Similarly operation
learning; particularly where time or interest is
linited, is likely to become improvidenceé and so re-~

flect at least one component of the surface approach :

A holist strategy (in terms of the questIonnaIré res =
ponses) should be shown by an emphasis On integratidyg

and on_ the uge of personal experience; while a

seridlist strategy might be expected to show a greate;

reliance on main points and factual details. Up ta
a point,; tlic distinction mentioned earlier; between
factors 1T and II in the three-factor solution showh
in Table 6.3, contains this characteristic differ-
ehce in cmgha51S. This analysis continues the
pattern of results now familiar from previous
analyses: Tle empirical fIndIngs contain hints at.
ways of conceptudlizing learning styles, as distinct
from approachegs. to studying. But clear empirical
separation of these constructs is rarely possible. .
~_ In the study by Schmeck and phillips (in press)
relationships between levels of ouytcome (as measured
by the SOLO taxonomy) were related to scales from thg
Inventory of Learning Processes. They found that.

deep outcome correiated 0:.37 w1th 'déép processing
but only 0.12 with 'elaborative proce551ng Schmeck

comments that Marton's 'deep approach’ lncludes “the
Sedrch for personal meaning” which is a part of ela-
borative processing. But the separation in Table

6.2 betw&€en two distinct. types of deep approach re-
inforces our vieéew that there are contrasting styles

ir seeklng understanding - one in which personal i
meaning is emphasized, and one in which the._ evicernce

is related carefully to the conclusions.  In Schmeck

scheme, the first would be descrlbed _as. elaboratxve

to be close to 'fact retention’. But there is a _
major problem in accepting this equlvaience,, Exam-~
ination of the items within the 'fact retention'
scale (Schmeck, in press, Table 1) shows that the
two items having loadings of above 0.5 are:.
- "I do well on exams requlrlng much factual infor-
mation"

date°"
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These items, and indeed all but two of the items in
the_scale, are; explicitly or implicitly, self-ratings

of cutcome:  they do not strictly describe processes

at all. Indeed the nature of the items can be used

to explain the differential correlation with levels
of understanding.  The 'elaborative processing'
scale is truly a measure of process - every. item

describes a process, while 'deep processing' contains
an unfortunate mixture of process and outcome: _Two

of the items in this scale (both with loadings of
over 0.40) are self-ratings of academic performance
- "I do well on essay tests"

- "I get good grades on term papers"

Thus the higher correlation between 'deep pro-

cessing' and levels of outcome must, in part, be a

result of having self-ratinas of prior learning out-

comes_within the scaile: L
This criticism becomes_even more powerful where

Schmeck report that "the most successful college
students were deep, elaborative, fact retainers".
He comments that_his_inventory shows higher relation-

ships with academic achievement than some other scales
In_Chapter 4, we used

of learning processes.
students' szelf-ratings of their academic progress

(which would be based on essay grades and test marks)
as our eriterion. In relating proce:s to outcome it

is essential to keep. indices of process entirely

separate from criterion measures of attainment;
otherwise the circularity so produced interferes with
the_interpretation of how the various processes and
styles relate to outcome. Only by a combination of
conceptual and_factor. analysis in scale development

can such circularity be avoided.
ALTERING STUDENTS' APPROACHES TO LEARNING*
§41j5 (1975) reported an experiment in which

detailed factual guestions about an article appeared

to shift students towards a surface approach to sub-
sequent articles: He also showed that guestions

about overall meaning moved some students towards a
deep passive (technified) approach, without making o

an impact on the level of understanding reached.  1In

our guestionnaire variant of Marton's original experi-
ment we_had shown how .the content and level of diffi-

culty ©f an article affected the clarity with which

*The research reported in this section was carried
out by Sarah Morison.
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demggs;ratedliiﬁrlnally ‘Fransson (1977) had shown how
interest or perceived relevance affected the approach
to redding an article.

These findings suggested that we should extend

thé use of the questxonnaxre varlant of Marton s

who had taken the psychologlcal tests to carry out a
learning experiment in which both content and .
question-type were_varied. __The materials and

instructions were scnt to the 48 students (out of 60)
programme beyond what had originally been negotiated.
Edch student was sent threes _short articies; each
of just under 2000 words. __The first article was_a
shortened ver51on of extracts_from Hoyle s The Ex-
used successfully in the earlier
study. The second was based on ideas presented by
Geoffrey Ashe in his book camelot and the Vision of
Albion which described evidence linking the histori-

cal arthur with. an iron-age fort at South Cadbury.
The final article was a summary Of research on styles

of learning and thinking; intended to_have personal
relevance to the students as it mentioned some of the
tests they had taken during the previous year and

provxded the ratlonale for -our research programme.

ditions. One droup was given._ entlrely specific
questions on ideas or facts presented in the article.
The other group was given a general question asking

them to expiain ‘to a friend' what the article was
about. Both groups were asked after each article
to suggest implications stemming_ from what they had
read, and after the final article both types of
question were given to all the students.

Both groups were also asked to commant on their

approaches to reading and how the questions asked

had influenced their strategies in tackling the
second and third articies: They were also given a
set of self-ratings about each article to indicate

to what extent; on a five-point scale; they were

familiar with the ideas, found the articie interest-—

ing or difficult, were able to concentrate, felt

tired; found illustrations . useful; and could.

remefiber the main theme and the details: The
instructions to the students asked them to read each
article on a separate day- The instructions were

as follows., -
"Read thls artlcle carefully 1n your own tlme

for an examination. Take notes if you would do so
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normally, but you will not be aliowed to use them
afterwards. = when you have finished reading the

article put it back into the envelope together with
your notes and reseal it: Take a break of 20

minutes,; then open (the next) énvelope and answer
the questions in it, putting the questionmaires back
in the envelope_afterwards:" S

-. .. The general question was coded as before with
dichotomous codes (1;0) on five indices of outcotia
describing whether or not theé student had

(a) reinterpreted, reorganized or integrated

~_ material . . e
(b) mentiocrned an aboVe average number of main points
{c) understood the author's message

(d) used evidence appropriately

(e) used irrelevant facts

. An overall indication of a deep outcome was
obtained by calculating (a) + (b) + (c) + (d) - (e)
on a scale of -1 to 4 (although no one obtained a
score cf -1).

____.The answers to the specific questions were
scored right or wrong in two dgroups - essential

points and incidental facts, while the. 'implications’

question was coded on a four-point scale,
. Bpproaches to_reading the first article were
coded as before with three indices of deep, but in

this case with four criteria of a surface approach.

Criteria of a deep approach were .

* a clear intention to try to understand

* an intention to integrate separate parts.

* an_intention to reach own conciusion or to use

personal experience

A surface approach was indicated by
* being influenced by the anticipated form of the
questions to concentrate on either. (a) the

general themes; or (b) the details
* skimming through the article with likely guestions
in mind relying on memorization

The_questions about changes. in approach when
reading the second and third articles were coded in
ways which distinguished various reasons for an
altered strategy - in particular the types of
questions experienced, the different nature of the
article, greater or less interest or familiarity.

In this exploratory study only simple analyses

ééﬁid,réally be justified. Four main questions were

considered. Was there evidence that the. four groups

of students; as originally classified by the inventory
97
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of approaches tu studyiny, were categorlzed in

difforent way< in.this experiment? Did students
show consisteniy in the outcomes reéazhed for .ail
three art::.cles’> _ To _what. extent,dld the student

ment? How did students describe their reactions

to the different articles?

APPROACIHES AND OUTCOMES OF CONTRASTING GROUPS OF
STTIDENTS

of the four groups described in Chapter 5 - strategics
meaning, reproducing, and _unmotivated - in terms of

the percentage. of _occasions on which they had been._ _
codéd into each of the categories. The differences

are distinct and to a large extenl make good sense.

In terms of outcome, the _meaning-oriented . group
have the highest percentage of responses classified
as shOWIng reorganization or. personal reinterpre— __
tdtion of the materidl and the lowest percentage. of
irrelevant detail. The reproducing group contains
four times as many Instances of lrrelevant detail but
is also coded as having an 'above average' number of
main poxnts almost twice as frequently. _ These_ two
groups also differ markedly in the proportions of
students who provide a 'good answer' to the impli-
cations question:

In tcrms of approach, the 1nd1v1qual indices

differ in their discrimination between these groups.
The meaning orientated group have far_and away. the
hlghcst percentage of students classified has having

a cléar lnténtxon to Understand' and ‘an intention

experience’. While the reproducing group do have
the Highest percentage of each of the three indices
of a surface approach, the main difference is in the

tendency to try to extract specific facts by skimming.

AKlthough the strategic group aIso uses. thIs tactlc,

tHe samc extent op memorization: The straregic

group showed a very high success rate in understand-
ing the author'’s message, combined with very little

Use of irrelevant detail: Most correct answers to
specific gquestions were given by the meaning and the
strategic groups; while the fewest came_from_ the

réproducing group. The unmotivated group did
reasonably well on the general guestion, but were

remarkably unsuccessful in recalling incidental facts.
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EViDENCE oF CONSJ.S'I‘EN'CY OF OUTCOME AND APPROACH

general qdestlon, it was p0551b1e to discover on

how many occasions. students were put into the same
category for all three articles, thus providing
evidence about consistency of outoome. This
analysis could, of course, oniy be carried out for
the 24 students who werec given the general guestion

each time. There were five codings made for each
student end thus there were 120 occasions when three
identical codings could be made. =~ By chance a run
of three identical dichotomous codings would be

found on only 15 occasions. In reality three

identical codings were observed on 49 occasions and
4 other times the difference was only a single

'undecided' code. There is here considerable evi-

dence of consistency in the outcomes of reading
darticles, even under conditions dellberately arranged
to encourade change. = Nevertheless; it is possible
to point to the fact that dlffereﬁt ocutcomes are

found more freguéntly (56%) *.nan consistent ones,

and evidence of deliberate changes in approaches can
be found in the students’' open—ended responses.
Evidence of consistency was already implicit in
Taple 6:4 where.there was a good deal of. agreement
between the assignment to groups on the basis of

inventory scores and the codings made of the approach
and outcome in the learnlng experlment. ~The agree-

that the,lnventory was gIveﬁ a full twelve momnths
before the experiment Was carried out.
CORRELATIONAL ANALYSES TO IDENTIFY CONSISTENCY

Table 6.5 presents the correlation coefficients
between the codings made of outcone. The stability

of the values_presented is low due to the small _
sampie (N=23 for each group, orne. student had incom- _
plete data). It is clear that there are some marked

dlfferences between aLtlcles. Tne hlstorlcal

ships with the otbh~r two art;cles,ﬁwhlle the corre-

lations between. 'The Expanding. Universe' and.'Study
Styles' were {quite high and, with one exception
(implications), consistent. It seems that the

ImpllcatIOHS questxon proved unsatisfactory as

relation to the different types of article.
Table 6.6 shows the extent of consistency be-
twcen the various measures of outcome derived from
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N HlE_SAME CATECORIES OF

Table 6.5  CORRELATIONS BiiWikn
ERENT ARTTCLES

OUTCOME FOR DIFF

Expanding Universs Arthur's
*panding se Camelot

Categories B

Acthur's  Learning = Learning
Camelot Styles Styles

Lonerrd o uosrion

Personal Reinterpretation 11 20 -10
Main Poincs 03 65 39
Understsod -16 26 -08
Used Evidence 13 40 08
Irrelevaie DeEaAil 23 24 57

LEssential Poiiics <09 31 -13
Incidental Faces 21 37 38
Implicatiorns -20 -30 -26

(decimal paints omitted)

the 'Learning Styles' article; for which & total set

of variables is davailable for all 46 students with
complete data. = Given the uncertain nature of

impression marking, correlations between different
indices of deep cutcome would not_ ke expected to
risc_much above, say; 0:25 or 0.30. In the complete

ative correlations might

set of correlations some neg
be expected (for

e example between indices of a deep
outcome and both irréiévantrdg;ail"éédﬁigcidental

facts): 1In practice rather more negative corre-
latibhéfémerged,than,anticipatéd:

The highest positive correlations came between

Eh;gerbf”;heﬁgéépfdﬁECdme categories (main points,
understood and used evidence), as was hoped, but it
was not. expecied to find such high correiations be-

tween these categories and 'irrelevant decail’ ang.

'incidental facts': These latter correlations imply
that a majority of the students were relying on
operation learning in seesking understanding, and this
is confirmed by the negative correlations between

'‘Personal reinterpretation' and all of the other
categories with the eéxception Of 'understood’. This

pattern of correlations is in line with the tws
lol
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factors within decp approach and outcome reported
in the earlier study (Table 6.3). _ It was_thus
decided to run an exploratory factor_analysis on the
'study Styles' article with the complete set of
vdriables (including seilf-ratings and approaches) ;_
although the samplé sizeé (N=48) hardly warrants the
use of this technique.

Table 6.6  INTERCORRELATIONS BETWEEN CATEGORTES OF OUTCOME
FOR 'LEARNING STYLES' ARTICLE

Citeporics MP U UE 1D EP iF  IMP

Personal Reiiter- - - .

pretation -39 08 -l4 ~-20 =23 -06 =21
Miin Poifts * 40 39 63 05 43 20
Understood #* 37 26 34 38 26
Used Evidence o * 31 05 [69 19
irrelevant Detdil x =09 46 06
Essential Points * -15  -07
Ineidentdl Facts * ~28
Implications

(decimal points omitted)

table 6.7 shows the five-factor solution.. The
first two.factors show the distinction within deep
outcome already sezn in the pattern of _correlations.
Factor I is the. clearest decp outcome factor and this
is @lgo linked to self-rating- of 'finding the _ _
article interesting' and ‘'easy to concentrate'; to-
gether with an intention to reinterpret. According
to the codings of outcome, however; this intention
has not been fulfilled. _ Factor II shows a high -
positive loading on the remaining main category of
cutcome, 'personal reinterpretation'; but it is
negatively related to 'main points' and to the
intention to 'concentrate on urdc "standing’. The _
ipersonal reinterpretation' coded !liere thus seems to

imply at most a 'deep passive' approach, perhaps
verging on casual globetrotting (note the use of
iilustrations). . Factors III and IV are the two

main 'approach' factors with what appears to be a _
clear stylistic differénce between them. Factor III;

with its highest loadings indicating the use of. per-

sonal experience, as opposed to skimming for likely
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Table 6.7  FACTOR ANALYSIS OF OUTCOMES, SELF-RATINGS AND
APPROACHES ON 'LEARNING STYLES' ARTICLE (N=48)

Ciacegories

Factors

II1 1V

e ral Quostion

Personal Reinterpretation
Main Points
Understood

Used Evidence
Inrclevant Detail
Soeel e Questtons
Essential Points
Incidental Facts
[mplications

Su L i~fatings
Interesting
Familiar =
Easy to Understand
Not Tired ==
Illustrations Usefut
Renemibered Theme
Remembered Details

Abbroach
ppproaced

Concentrating on Understanding

Iiitending to Reinterpret
Using Personal Experience
Looking for Theme

Looking for Details
Skimming

Memorizing

59

43

39

36

4%

41
42

(29) _
~30

(26)  -35
62 L
-39

75
=73 .
=45 32

Decimal points and most loadings bolow .30 ommitted
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questions or relyinyg on memorization, can be des-

cribed as deep hoiism: Factor IV implies a surface
approach relying on lookiny for details rather than

for the theme, but the positive loading on_ 'essential
points' reminds us of the efficacy of operavion

tearning for some students.
EFFECTS OF TiHE EXPERIMENTAL CONDITIGNS

 The main differecnces between this experiment
and the previous one were the use of different types

of guestion and of contrasting articies. Table 6.8
presents a_sumuary of the categorizations of
students under the two experimental conditions

(genetral guestion about meaning and specific quest-
ions about detail) by article.

The initial impact of the first general guestion
on the meaning group seems, at first sight, to have
beer as intended - with a rise in the percentage
redching d deep outcome.and a drop in_ ‘'irrelevant
detail' in relation to ‘Arthur's Camelot'. But .
this pattern is reversed with the 'Learning Styles,
article and the meaning Jroup his an outcome almost

il group. _ If there has been
any gerneral effect at all of the experimental con-_
ditions, it seems to have been tG push students under
the detail condition towards remembering incidental
facts, yet being better able to _discuss the impli-
cations. . However the large differences betweer
articles (with the historical article again being
most different) suggest that the effects of experi-
encing different types of gquestion has been_slight.
~ In ordér to explore this negative finding more .
fully we need to_ lock at the comiients fiade by sStudents
about their approaches.. &after answering the 'Ex-_
panding Universe' article, there were marked differ-
erices in some of the problems reported by students
unider the different experimental _conditions... By
chance, as an initial strategy, far more of the

identical to the detail group.

detail group had concentrated on remembering the =
theme than the meaning group (42% compared with 17%).
The general question created fewer problems than the

specific questions (46% had 'no problem' compared
with 21%). _Half the detail group reported diffi-

culty in remembering details because they had concen-
trated on the theme:

The meaning group, with only one exception,
maintained their Initial approach after experiencing
the first general question, while 46% of the detail

group changed or attempted to _change. _ This greater

emphasis on detail seems to have helped this group

123
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Article/Condition

Categiry Expanding Universe  Acthur's Canel Leatng SEyles

fealng Dl g Dl Mawny s
(N=24) (N=26) (N=26) (V=24 (i=2t) (N=24)

e

SEV|VTDTITY DTWDPEeOYW: BHurpesy o3| soyupeoxddy |

Deep Outcome o Generat

Question (stm of four -

categories) il i 58 56
Treelevant Detii] i 9] 0 35
bssential Poines 6 T i
Ineideital Ficts 5] B 15 56
ol et o o
Inplications 4 5o 29 2 38
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in Jhsweiiﬁg quesitions on the final article. 719

{cto 38%) expericnced no probtcms, wiiile the meaning
group reported difficultics in remembering details

because they had concentrated on the theme (465 cf.
Ba) .
The failure of the initial analysis to detect

CvidCﬁCé ©of change can now be attrlbutéd to the fact

ready to concentrate on Lhe theme rather than on the
details. But it also seems that the detail. group.
managed to_concentrate_on remembering specific facts

without sacrificing their overall grasp of the mean-
1ng B ThlS can be Scen in several of the comments

the artlclc threugh as a whoie fxrst,,dwd then gone
through concentrating on remembering details which

they. thought might come up in the questions.. It
should not be surprising, perhaps, to find students
attoer two yecars_in_higher education_adapting readily

Lt specific demands without sacrificing. understand-
iny. llowever, the deneral impression left from

reading the answers was that few of the students had
gone beyond a deep passive approach. to these artIcles

mlght have been_a tactic based on an evaluation of
the amount of effort that they were prepared to put

into the experiment; or that these partlcular
drticles merited.

pOSSIbie, glven the rather brief comments made by
nost students, illustrative descriptions of

approaches are worth recording. __In _particular
these show eemething of _the . 'thematlzed' 1nterpre—

of the ways in which. students recognize that their

approaches are affected by assessmentdemands, subject
content, and level of interest.

aware of examples and figures.. I noted these
before reading on, but found that distracting.
So Stonped taking _notes and read through the
article twice. Then I took notes again, but
only when I understood the concept. Then

wondered 1f questlons would want facts or ex—

to be questioned _afterwards, I was 1mmed1ately

frults, bees,; . much easier to remember than

mllllons and billions) so I memorized a coupie
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"The lattcer were so clearly explained that I had
no difficulty understanding them dnd being able
to expldin them to_myself verbally. I did _not
attempt to memorize them or conceritrate hard on
them: They were straightforward, despite my
beiny completely ignorant of the subject:

Made sketchy notes on the theories but did not
re-read them having written them down. Most
of the numbers had jumbled themselves up by o
this time - glanced at the notés on the numbers
then put them in the envelope; thinking further
reading would confuse me:" o
(Ragpanding Universe, Studin: fizh on deep approach based
vl orn eoras;y d2ball condfEion)

el

"I expected a few factual questions (eg: dis-
tance ones); therefore made notes of those.
Made a note of the content of the main theory -
expansion {(bound to_ ask something on it):
However you wanted a reczll of the article so
whei I did this I also remembered things not

in the article but ones which jogged my mefiory

(eg. parsecs = light years) which made me
remember other related figures. My genmeral
plan was to note the Importarnt ideas, figures,

I generally read articles in this way. I try
to obtain a précis of the original,  If articies
are just a string of paragraphs without headings,
I find I try to include too much of the original.

If it is sub-headed, I just note._the heading and

a few key words.: This works well if I'm
Interested in the article and my concentration
is sharp._ __Otherwise I stick to a lengthy
précis approach so that I have a good copy for

revision purposes.

The problem I would expect is that I'm bound by
facts.  Revision would be based on my strength
of memory. . Fortunately it works well, but I
have to work hard before exams, tests, etc.
It's a swot approach largely: _ I would like to 7
be able to just write a page of notes (3-4 paras.)
and 'believe' I have everything there. TI.
suppose this reflects a lack of understanding

in some way-: Nonetheless, my approach works

for me but from my reading and study habits it

is not particularly recommended. I think I
need a better plan to get the most out of articles.

(Expanding Universe; student high on surface approach,
meaning condition). 1 éq o
z 107
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108

W1 concentrated morc on the details since the
irticle did not seem to be introducing new con-
cepts in the way the first one was. They
were more logical and easier to grasp (for
instance I find it easier to understand haw. to
date a piece of pottery than to understand how
4 star is formed) . In this article the details
did seem more important, dates and names were
far more vilal to the theme, sincc the essence
of this article was the use of these details to
solve a problem. In the first article details
tended. to be simply to help you understand _ __
Something better, siich as how great & distance
actually was, the details could be disregarded
and you'd stiil have your own representation of
how great that distance was. _But in this
article if you disregard the detail (eg. the
presence of Tintagel pottery) you lose._a vital
¢lue to the date and conseguently you lose 4
t of the central theme:." i .

b Cwmelot, ctudent low on both deep and wurface,
Lonl.

"Generally I go through slowly, often reading

4 paragraph over more than once if necessary,
take notes on details, and prompts to (Indicate)
lines of thought. I basically try to under-
stand the passage and get the. idea 'mechanism!'
behind (it). If I can get that and learn the
factual details; I can usually reconstruct the
content.

reguiring detail and so I tend t0 take note of
soch. things and just try to get the 'feel' of

the background. T is what I want out of an

article (rather than its type) which dictates

how I read it.

(This article was) psychology, which having
dore in Part I; I usuailly avoid like the plague!
It was necessary to force myself to concentrate
on it; and as you can see from the answers, I
hHaven't done so well (and kmow it!). =~ I find it
difficult to find a way to tackle this kind of
articie: @ TIf I'm not interested in a subject
it is rather doomed.

(I had a feeling that the style of questions

might change! I don't think anything could

«
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dlter the wiy | read the article!) .

Qe temidog: St ,.,v' Pl Faarn oot ann? U=

e Vi)
"I think [ concentrated more on thlS one be—
cause the material wasn't as familiar as the

first one.. If I get into it; it dossn't
rcqtiy matter as far as questlons are concerned
(whether they are detailed or not), The _com-

bined cffort of memory; concontration, and
thlnklng cnable me to answer your rather simple
task.

RO O N EA TR

il o),

nE e on purpace, sl

about the theories ... and I'm sure this in-
fluenced the way I picked up information. I

skinmed over what I thought was irrelevant and

wouldn't be asked questions on ::;:. if I {was

reading) for an eéssay I would read it with the

"f thoughit I'd hiave to explaln in more detail

title of the essay in mind; only picking ap

related points. _ Therefore what infliences my
approaches depends on my reason for reading the
article.”

(eapanding nivera:)

"I tried _to pick up the names, because there were
50 many I felt sure they'd be questioned, but I
couldn't remember them very well: Couldn't

keep my interest or concentration ... as I g@;g t
all that stimulated by the articile. {The main
problem was)  that through trylﬁg to rerniember, it
seemeéd to help me forget, I was correct about
the type of questlons belng asked; but felt
unsure. of my answers:

Artine's Canelot).,

"(This time) I concentrated very . hard and kept
going over paragraphs trying to work it out in
relation to what I knew and to the experiments
you had given {s - to try and find out which
cognitive style I had. _ Why? . It was very
interesting and I feel I took it in better than

the others. I don't think I will forget _the
main ideas; whereas I had airéady dlmost for-
gotten the other two. I could see its rele-—
vance to my own situation."

(bumum;;uu.,,hdrm wwnnuowzdbram‘mmﬁw

Lt condition: above Eirc ; examplos)

12
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These uolialions indicdite sofie Of the ways in
which thce context and content of learning influence

students' approaches to studying: These conmments
came from a somewhat narrow experiméntal Situation.

The next three chapters report the attempts to look
at studying in its broad natural context and to
discover what aspects_of departmental organization

are most likely to affect students' approaches to
studying.
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Chiapter 7

IDENTIFYING STUDENTS' PERCEPTIONS OF DEDARTMENTS

INTRODUCTION: THE STUDY OF DEPARTMENTS AS LEARNING
CONTEXTS
o r:e;éfgréwggéd,té336ﬁé,wﬁy a research prograriie

dealing with British students' approaches to learn-
ing should want to éxamine_the academic departments*
in which they study. On_theoretical grounds, it
has been argued that curriculum (what is to be

taught and learnt), pedagogy (how what is to be
learnt is transmitted) and assessment (what counts
as valid realization of knowledgde on the part of the

learner) are_ those components of the academic environ-

ment which are most intimately related to learning

(Bernstein, 1971). British university and _poly-
technic departments possess a high degree of autonony
in the organisation of courses, teaching and assess-
ment. __Moreover, European universitiss - urilike
American._ones.- are relatively Homogeneous.

institutions in which most students have iittle con-

tact _with more_than one or _two academic departments.
Although many American studies have compared
institutional environments in higher education (see,
e.g.; Pace; 1967; Stern,; 1970; Peterson, 1965;
Long, 1978), the relevant focus of analysis _in

Britain is probably the main discipline students
study or the one departiient in which they spend most
of their time, rather than the university as a whole.
. . On a conceptual level, a number of distinctions
between departmental contexts might be drawn: . A
department could be characterized in terms of its
relative commitment to teacliing, to research and

* 'Department' is used here in the sense of 'smallest

basic academic unit'? it includes units called
faculties; schools; course teams, etc. in some insti-
tutions.
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scholarship; or to tochnuloygy (translation of

theoretical ideas into practice) _{Becher and Kogan,
1980) . The structure of knowledge in the main
discipline the. department is concerned with is
anothér possible dndlytic category - to what extent.
is Lhe knowledge studied relativistic dnd contextual,

or dbsolute, cumulative,_and sequential? = (see e.g.,
Hajnal, 1972; _Schwab, 1964). Other distinctions _
which have been suggested include the cohesiveness of

curriciilum conteit (Becher and Kogan; 1980); the
degree of control over what_may and what may not be

ledrnt and taught; and the strength of boundary
maintenance betwéen areas of knowledge in the

dcpartment (Bernstein; 1971).  The perceived
'quality' of a department (either in terms of its
reputatlon as a research unit or in terms of its

students' cvaluations) is another possible basis_ for
categorization. Each of these distinctions mIght

be thought to have correlates in the teaching, assess-—
ment, and course structure of a department - the

formality or informality_ of teaching methods, the
specialization or Interdlsc1p11nar1ty of the courses,

the openncss of sStudents' choices over ccnteﬁt, the
use of final examinations or continuous assessment,
and so on.

No empirical 1nvest1g§§;99,rhowever, has examined

4ill or even a niajority of these possible conceptual
distinctions.  Indeed, there are remarkably few

research studies of academic departments_as_such.
TWwo groups of related investigations throw. some .
light on departmental differences. The first set of

studles has lookéd at the cultures of academlc dis~—

The most pervasive difference 1dént1f1ed in thé

modern literature is that between arts and social

science departmcnts, on the one hand; and science_ __
departments on the cther: a version of the familiar
'two cultures' of C.P. Snow.. In fields of study
variously labelled paradxgmatxc, formal; or codified -
1nclud1ng the sciences - lecturers are more formdl

in their téachxng methods and less "permissive" in
their attitudes to students and student Iearning

than arts. teachers: they are more likely, for
cxample, to see assessment. as a way of motivating
and classifyine students than as a way of providing
them with feedkbick.. (Roe,; 1956; Gamson, 1966;
Thompson _et al, 1969; Wilson et al; 1975). . Corres-
ponding differences have been obsegygg in the
students attracted fo arts and science departments;
differing student orientations and personality
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Study.  Arts and sociial science departments appear

to attract more nonconforiiist; radical, 'person-
orientated', neurotic, flexible, individualistic,

and _divergent students;  science. departments are
populated. more .heavily with stable, 'thing-orientated!
convergent students; practical and applied fieids

not surprisingly contain more studernts who are
vocationally-orientdted. o
The sccond ygroup of studies has not been directly

variables beimg systematically related to field of

concerna2d with. learning contexts. These investi=—
gations have, however, identified what seems likely
to be another dimension of departmental contexts:
students' evaluations of tidching.  The studies
reveal many similarities in the components students
usc to assess the perceived quality of teaching.
Kalik and McKedchie {1975) reviewed cleven factor
dnalytic studies of ratings of lecturers and identi=-
fled. considerable overlap in the factors discovered.
The lecturer's skills as a teacher;, his rapport with
students, the. amount of structure in the courses,
and. the amount of work students were expected to

tackle, were common components.: Other investigdtions
(c.g. Payne and Hobbs,; 1974: Entwistle and Percy;
1971: Brennan and Percy, 1977: Amir and Krausz,
1974) have noted the importance to studerits' -
evialoations of lecturers' concern for student learn-
ing, the amount of choice available over method and
content of learning, social relationships between
students, interpersonal relationships between staff
and students, and clearness of grading procedires.
Taken together these investigations suggest that
teaching and courses are evaluated by students in
different countries and disciplines in broadly
similar ways, and indicate that it may be possible
to characterize departments in terms of students'
evaluations of the quality of the learning environ=
ment they provide. . .. . .

. Studies of academic departments themselves have
been few and far betWeen. An early study which
suygested that the intellectval climate _or. ethos of
individual departments in the sarnie field might vary
was carried out dt Birmingham University {Beard, Levy
and_Maddox, 1962). . . Two engineering departments were
found to differ in the demanc§ they made on their
ablest students.  Concommitant differences in stuodent
attainment and attitudes to the subject were dis-
covered. o o
. _Gaff et al (1976) conducted a promising study
of students in fcur departments at a Dutch university.
The authors used a questionnaire survey to examine
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‘atmosphere' in the departments, and concluded that:

"Although there_are some s;mllarltles among the

four départments},lt is apparent ... that they
constitute markedly different learning environ-.

ments. The pressure-packed, heavily prescribed

nature of cheniistry; the relaxed somewhat un-—
certain climate in law; the mcmory—orlented
hityglily structured environment in medicine; __and
the free-wheelinyg, independent aLmosphere of

psychology - these distinctive ’'atmospheres’

of each cducationatl envxronment are apparent
from thHis initial analysis." (Gaff et al, 1976) -

fy groups of items which were answcred in similar

ways.  Ton. scath -were derlvcd rang]ng from the

course- rclntcd activities; through the personal

dttuention given to students in the different depart-
ments; to the extent to which the course programmes

were prescrrbed by staff or defined by students.

Theé scales were used to identify educational. ‘problems’

in the departments, and the authors_concluded that

steps needed to be taken to offer more. attractive

learning environments if the departments were not to

suffer high rates . of stuodent attrition: Hermans (1979
has Since identified similar dimensions of depart-
nental environments at another university in the
Netherlands.
RELATIONSHIPS BETWEEN DEPARTMENTAL OR COURSE CONTEXTS
AND STUDENT LEARNING

Gaff. ct al remark that the effectiveness of
learning in n the departments they studied mIght be
related to the type of_ learning context provided.

How dces the context of a department. relate to

learning? One obvVvious parallel is between the .

different styles of learning described by Pask (see

chapter 2, pp 22- 28) ang the differing demands of
arts and science departments. Simply put, compre-
Hension icarners are likely .to be attracted to
departments in which knowledge is most amenable to
personal interpretation (which are mostly arts and
socidl science departments), while operation learn-
ers will probably gravitate towards departments in
which the knowledge is hierarchically structured and
related to accepted paradlgms (i:e:; science depart-
ments) . Similarly, it is likely that science

departments reward and encourage opexatlon learning,;

131

114



O

ERIC

Aruitoxt provided by Eic:

drts and social svicncee contexts comprehension
learning. On.the other hand; there may also be
differences within subject areas: different depart-
ments of engineering; for example; may favour
different styles of learning. S
Another intriguing possible relationship is
that between the characteristics of a depdrthient -
its. size; commitment to teaching, staff-student
ratio, its assessment and teaching methods; and so
on_- and the_quality and guantity of its students'
tearning.  Perhaps surprisingly, research has not

demonstrated any connection between objective
measures of learning contexts in higher education
and student learning. _ Dubin and Taveggia (19689)
found no consistent significant differerices between
teaching methods in relation to student learning.
Hartnett and Centra (1977) used criterion nmedsiires
achievement tests to assess departmental 'effective—
ness' in a study of American universities. . They
then attempted to find correlates of effectiveness.
The analysis took into dccount various character-—
istics of the departments; including size; staff-
student ratio; staff interest in teaching (self-
rated) and salaries; students pre~entry levels of
achievement were controlled: AXthough large
differences in effectiveness were found between
departrients teaching the same disciplines; no factors

consistently associated with effectiveness were dis-

covered. The authors speculated that student per-
ceptions may be more important in the explanation

of effectiveness.: Student perceptions of depart-
mental quality do not, however; appear to be
associated with other measures of departmental
differences. Gaff et al (1976), for_example,

found that student-staff ratio and size were not
connected with students' descriptions and evaluations
of the departments in_ their study. : S
_.___There is some evidence. from the work on stidents'
approaches to learning carried out in Sweden and )
elsewhere (see chapter 2) that levels of approach and

outcome are related to the organisation of teaching,
courses, and dssesshient. Fransson, for example;

(Fransson, 1977) has shown. that deep approaches are
functionally related to interest in the learning
material, and surface approaches to threatening
assessment conditions; in one of the experiments at
Gothenburg: Laurillard (1978) shows how students'

approaches to_learning tasks in_ their everyday . -
studies are associated with their perceptions of the
purposes of the task. It would seem worthwhile to

explore the deduction from these findings that
115
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academic d;ga;LanLb,ipurLlculquy as percelved by
their students, can cncourage different levels of
approach. There is certainly no shortage of o
historical and theoretical argument to support this
possibitity:_  Writers as diverse as Newman (1852),
bpattison (1876), Veblep (1918), Whitehead (1932) and
Rogers (1969) have variously argued that rigid asscss-
rient systeiis, 1mpcrsonai staff-student relationships
and lack of choicc over method and content have

damaging effects on the quality of studenis' learn-__
ing experiences, while commitment. to teaching amongst
staff and frecedom in lecrning facilitate student
understanding. .

~ There is also emplrlcal evidence to suggest that
assessment;  teaching, and course structures in_aca-
demic depdartnicnts dare critical variables in the .
determination of student learning, and that student
perceptions are a useful way to measure these con-
textual cliaracteristics. Becker et al (1968) -
studicd Kansas University students’ perceptions of
tHeir academic experxences. U51ng the socioclogical
device of "perspective" (con51st1ng principally, in
this casc, of the students' definition of the _ __
situation: "the ideds describing the. character of
situations in which action must be taken"), the
authors argue that students react mainly to the
environmental eniphasis on grading. B

Students learn the requirements of the socia

situat;dﬁ which rewards a hxgh grade—p01nt average

academic context demands. . Grades are described by_
Becker as '"the ciirrency of the campus” . High grades
in assessment tasks are seen_to_be the most important

goals by students; even_ though the members of staff
deny they are so crucial. Students come to pérceive
a conflict between grades_and learning and speak of

using strategles to get good grades at the expense

fac111tat1ng learning.

_ Snyder . £197I) purshed the perceived COnleCt

a stage further. = He argued (as_ awresultigfmg study
of students at M:I:T:) that the formal curriculum
of universities émphasises academic values: 4
problem-orientated outlook; creativity, independence

of thought, originality (c.f. Entwistle and Percy,

1971) . The hidden curriculum, on the other hand,
requires an answer-orientated. outlook; rote learnlng,
and memorization. Research in this country has
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uncovercd the operation of hidden corricula:
Miller and Parlett (1974) noted the 'bureaucratic’

assessment systems in some of the university depart-

ments they studied, and found that the academic
cnvironment defined by cxaminations in one department
led to the distinctive strategies of adaptation
dalready. described (chapter 2 , ppl12=13). Evén the

cuc-sccehking students were often uncomfortably aware
thac the strategies they ased - although productive
of good degroes - were detrimental to learning.

Other studies have explored relationships between
students' attitudes to learning, student achievement,
reclatjonships with staff, and perceived quality of
teaching.  Ramsden (1976) found that a perceived =
lack of any direction or helpful guidance by lecturers
in an independent study course led to.the development
of negative attitudes to learning. One sStudent
commentads

"I don't. think that they have really put enough
thought into creating learning situations:. I

think they thought 'It's a good idea, ‘student-

ceritred educdation: we"ll apply it to higher
education’ . But it's not a very stimulating
environment : Staff seem to expect students

£o generate everything ... they seem to have
thought that students would do things like
coming to them and asking for series of lectures.

As I see it, an improved version of the course
would be if students fitted into projects
gencerated by staff. _They ought to.take more

initiatives themselves... On an ordinary course

BO per cent of thHe lectures may be pretty use-

less, but at least they can be a sources of
stimulation”:

_____When more guidance was provided in subsequernt
years of the course, although no compromises were

made about the amount of choice given to students,
their attitudes to learning and to the department

improved. Students in Miller and Parlett's study

{1974) spoke of the way in which a_quite differert
kind of context - impersonil, Highly fornialized, with
'bureaucratic' staff-student relationships. - coutd
have similar effects in discouraging learning.
Pascarella and Terernzini (1977; 1978) studied the

association between student-teacher informai .
relationships and educational outcomes. Informal
relationships were defined as_out-of-class, not_
formally arranged contacts; for any purpose. A
positive correlation between these relationships
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and throo dependent  variables = academic performance,
personal developnerit, and intellectual decvelopment -

was found. The first of these variables was a con=
ventional Assossment (students' performance in
oxaminations and assignments as measured by the
departmwent) ; the others were students' sglf-ratings.
Students who interacted more with teachecrs were also

found to bu less likeély to withdraw.before the end

of their courscs: The authors include in their
discussion of tiiese results, however; a caveat on

tiic direcction of causality in these relationships.

~ Recertly,; Fearn-Wannan ¢1979) has attempted toO
develop a path analysis model to explain Australian
stiudents' performance. in chemistry. Stilideiits' per-
coptions of their lecturers' behaviour and satis-
faction with the teaching were found to be small;

but significant, mediating variables in_ the deter-
mination of performance. Research _also exists which
sooms teontatively to support some of the assartions
of writeérs like Newman and Rogers; to the effect that
tearning in higher ¢ducation is facilitated when
stidents are permitted greater freedom over methods
and content of study, and that negative attitudes _
ire developed when choice is perceived to be absent.
Brénnan and Percy (1977); reporting the analysis of
data from a large-scale investigation of. students in
English universities and colleges, remark on the dis-
junction (noted alsoc by Becker et al, 1968, and__
snyder; 1971) between_the avowed aims of lscturers
to promote 'critical thinking' and the relatively
few opportunitiés students said they were given to
work in ways which would enable the aim to be
realized. Moreover:

"It scems clear from our research that students
in all ficlds of study believe that they would
learn more, and enjoy iaarning rore, if they

had gredter control over the pace of their
learning, more chance to determine the subject
matter of their courses and were less rigidly
inhibited by traditional conceptions of dis-_
cipliinary boundaries and what constitutes the
proper study of a particular subject. _ Students
very often made comiierits describing the 'most
satisfying aspect” of their course as 'the work
which I have been allowed to do myself' and _
were highly critical of a curriculum structure
which imposed a logic and sequence of learning

on them which they felt was less educational and
less motivating than one suggésted to them by
their own developing._ intellectual interests”.
{Brennan and Percy, 1977).
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. Subsequently Perey dind Ramsden (1980) investi-
gated two independent study schemes in a polytechnic
and a university: . It was found that most of the
students who Were intérviewed in the study valued
very highly the opportunity to work independently,
that some stuadents would have lcft university if they
fiad not been able to use the independent study pro-

grammes to pursue their own interests, and that the
standard of students' work produced in both schemes
wds generally acceptable and in sonie cases outstand=
ing.
IMPLICATIONS OF PREVIOUS WORK FOR THE DRESENT STUDY
Studies of academic departments as ledrning con-~
texts are unusuail and few of the possible discussions
suggested theoretically have been expiored; WhHat
does seem_to be clear from.the work which has been
done on academic contexts in higher education is that
students' perceptions and evaluations are associated
with their approaches to studying, while systematic
differences exist in theé environment provided by arts
and science departments. _ Little has been done to
disentangie the effects of different subject areas
and perceived 'guality" of departments or Courses on
students' approaches: Limitations of time and re-
sources in the programme meant that all the possible

distinctions between departments which have been
suggested_conld not be exaniined. It was decided;

in view of the clear importance of these variables
in_earlier investigations, to concentrate in par-
ticular on students' perceptions of disciplinary and
other differences in the departments in which they
studied. However, exploratory work on defining
departmental environments was carried out in the o
preliminary stages of the programme, and this is des—
cribed below:

PRELIMINARY WORK

During the first year of the programme, a

number of interviews were Held with staff and students

in two university Jepartments. . One of the purposes
of these semi-structured interviews was to see whether
differences in departmental learning contexts could

be identified.  Ten social science staff, thirteen_
social science students, three applied science staff;
and nirnie applied_science students were interviewed.

The staff were asked about their aims as teachers,
the structure of their courses, how they thought

students tackled the learning tasks they were set,
119
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their perceptiong of differences between students and
the reasons for. their success_or_failure, and the
kinds of contact they had with students.. The .
students were asked, inter alia, about thé character-
istics of the courses;, teaching and assessment in
their department. Specific gquestions were put.
about the content of lecture., seminars, and tutor-
ials, and about the student's relationship with
members of staff. __ :

The staff interviews were complemented by a
study of course documents in the two .departments.
Those included recent examination_and test papers,
Syllabises, and course handbooks outlining the second
year courses for students. It was hoped that these
documents might provide a. source from which_an_under-

standing of the context of the department might be
gained: L

~ The interviews revealed that students in both_
departments used similar constructs to describe the
erivironments in which they were learning. _ These
constructs wére consistent with previous research

on students' perceptions of departméntal environments
_ {c. f. Gaff et al, 1976). _Particularly important
to sctudents wore the effects of their lecturers: the
externt to which they seemed.to encourage learning,

lectured cffectively, and offered help with study
problems . Assessment methods and wWorkload were, also

important to students in _both departments, although
they were seen rather differently; the applied

scientists felt that a great deal of pressure was
needed in order to 'get through' the syllabus; while

the social scientists would have preferred a much
lighter workload: Formality or informality of
teaching and learning (e.g. lectures versus discussion
methods) were also often mentioned by the students.
Although students could identify differences within

departments on all these criteria (e.g. between the
teaching abilities of different lecturers) they were
also able to speak meaningfully about the department

as a whole. Moreover, students related their =
approaches to studying to a number of characteristics.

of the learning context.  On occasions the use of a

deep or a surface approach was. attributed by the_

students to the influence of the environment. The
periodical tests used in the social science depart-
ment, for example, seemed. to encourage surface o
approaches. These relationships between perceptions

of the context and approaches are described in detail
in chapter 8. . -
It was more difficult to_discern any clear

patterns in the staff interviews. There were wider

120

137



O

ERIC

Aruitoxt provided by Eic:

Identifying Students' Perceptions of Departments

differences in the coliticnts madé by staff in the

same department than by students in the same depart-
ment. It was,; however, apparent that many staff
had little knowleédde of how students actually tackled
learning tasks.. = The. study. of course docunents
yiclded information about the Structure of the
courses which was useful briefing material to help
focus tne student and staff interview questions.
But again it wds not clear how the information could

be used to define differences in departmental con-
texts. In view Of the demonstrated effectiveness

of the student interviews, and the parallels between
the results they providegd and previous work on
academic learning contexts, it was decided to comn-.

centrate attention on identifying the characteristics

of departmental environments by means of students '
perceptions.

DEVELOPMENT OF THE COURSE PERCEPTIONS OUESTIONNAIRE
{crQ) - 1

Similarities in thé constructs used by students
in both departments in.the preliminary interviews
suggested that a questionnaire might be an approp-

riate instrument for identifying and comparing the
course perceptions of larger groups of students in

@ number of departments. The first task was to .
collect together a number. of items descriptive of
the context of learning through students' eyes. . The
items came from two principal sources: the prelim-
inary student interviews and an earlier study of
students' perceptions of courses (Ramsden, 1976).

The 47 items thus derived were. sorted into scales
reflecting hypothesized dimMensions by which students
were expected to characterize their learning environ-—

ments. An attempt was made to choose scales which

would be capable of distinguishing between subject
dreas or distinguishing between departments in other
ways (e.g. quality of.the teaching). The components
were as far as possible related to previous. work. in

associated fields.  The concept of frame strength
(Bernstein; 1971), which refers to the amount of
control over wWhat may and may not be transmitted in
the pedagogical relationship; was incorporated into
one scale. The recurrent notion_of "rapport" in.
teachers' understanding of .students as a component
of effective tcaching (see,; e.g., Rogers, 1969,
Kulik dand McKedchie, 1975; CGaff et al; 1976) was

included. Most of the scales used in the iiost

closely corresponding study (Gaff et al, 1976) could
be incorporated, while two of the distinactions
121
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American studies of lecturers' perceptions = existence

of _a. paradlgm and concern w1th application (Blglan,

between subject arcas discovered in one of the

foiiowxng eight scales:

Sstaff understanding: _ the degree to which students

feel their teachers to provide an acceptant,; under-
standing, and sincere environment for learning..

Sample item: "Lecturers here frequently give the
1mpr0551on that they hHaven't anything to learn from
students" (negatively sc~red)

7"sﬁi§s‘ the extent of formality or.
Iinformality in staff-student_relationships.  Sample

item: "Lecturers in this_department Seem to_go out
of their way to be friendly towards students”.

Relevance to work: how closely students feel the
curriculum relates to_vocational requirements.

sample item: "Much of the work I do here will be
relevant to my future Jjob".

Efamegstrength. items thought to relate most closely
fo the amount of discretion possessed by students in
orgariiz inig their learning; selecting its content, and
evaluatlng their pProgress. Sample item: “The.

courses in this department are highly organized".

Formal instruction: _ the extent to whlch the
department emphasizes individual. learning or atten-_
dance at lectures and classes. Sample item: "A great

deal of my time is taken up by formal classes
{lectures, praéticais, tutorials; etc.)".

workload and External pressure to work: the extent
of pressure placed on students to conform to deadlines
for submitted work, and the amount of material which
students feel they are expected to cover _in_the

syllabus. Sample item: "There seems to be_ too

much work to get through in the courses here".

Homogeneity - of the department: the dé@téé to which
students perceive themselves to be in a department
in which the goals of their study are_clear to them
and shared by most other students. Sample items:
"T+ can be hard to know how well you're doing com-
pared to other students in this départment"'
(negatively scored)
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The First version of the CPQ was administered
to second year students in four university depart-
ments - PSychology, engineering, history, and physics

during 1977-78. A Slightly amended form was usazd in
two further departments (rnglish and independént
studies) in 1978: o
The results were examined by means of iten

analysis: item-scale correlations and percentage
agreements to cach item were calculated, and . alpha
factor analysis (chosen because it is Specifically
designed for use in sScale development) was carried
out; using the SPSS programs.

__All the significant item loadings in the first

factor were from the original 'staff understanding’
scale or the 'formal staff-student relationships’

scale. This_factor clearly represents students'
perceptions of the quality of teaching and staff-

student relationships in their department.  The
second factor. appeared to identify a dimension
relating to the amount of work students are faced
with in their department: with one exception, all
the Ioadiiigs werefrom the 'workload' or 'externai.

pressure to work' scales. The third factor combined
items frcm the 'formal instruction', 'relevance to

work', and 'strong framing' scales,; suggesting that B
this dimension was one of Clearly relevant curriculum
contents transmitted in a_ formal way. . . o
... .The next factor was concerned with the social
climate or amount of iriterpersonal contact in a
department.  All the significant items were in the
‘'homogeneity' scale; but referred to aspects of
students' relationships connected with their work.
Factor V was_similar to Factor IV, while the sixth

dimension identified clear goals and standards in a
department's teaching and courses (item 40; for
example, is "You usually have z ciear idea of where

you're going and of what's expected of you in this
department").  Only two items reached significance
in the last two factors extracted. The first, item
38; was "Students have a great deal of choice over
how they are going to learn in this department";
the second (in Factor VIII) was & relevance to work
item.

A ond analysis was run after removing a
number of the weaker iteiis and produced similar
results. The CPQ scales were now revised to pro-
duce eight dimensions (Figure 7:1). The ‘staff
understanding' and 'formal staff-student relation-—
ships’ sScales were re-ordered to the two new gcales
of commitment to teaching (dealing mainly with the
teaching climate ¢f the department) and relationships
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with students (referring chiefly to the quality of

relationships betweern students and staff). 1t

scemed useful to maintain a conceptual distinction

between formal teaching methods and relevance to

work; although these two aspects seemed to be

empirically inseparable in_the factor analyses, it

might be thidt other samples. would reveal a different

picture. = The former 'workload'
pressure to work' scales were co
scale of workload.

and ‘external
yined into one

The earlier 'homogeneity' com-_

ponent was subdivided into two sScales: social cIimate
and clear goals and standards. . The former strong
framing items were mainly redistributed_through.the

other scales, and another dimension of freedom in
learning was added, corresponding to Gaff's 'room

for student interests' and 'prescription in the

'program’ scales (Gaff et al; 1976).

Figure 7:1  DIMiNSIONS OF LEARNING ENVIRONMENTS DERTVED FROM
FACTOR ANALYSIS OF THE FIRST VERSION OF THE CPQ

DIMENS LONS

MEANING

Rélationships with
studerts

Commitment to
teaching

Worktoad

Formal teaching
methods
Vocational
relévance
Social climate
Clear goals and
standards

Freodom in learning

Closeness of lecturer/student relaticn-
ships; help and understanding shown to
students.

and to teaching students at a level
appropriate to their current understanding,
Prossure placed on students in terms of
demands of the syltabus and assessment
tasks.

Formality or informality of toaching and
learning (e.g. lectures v individual
study).

students' careers.

Porceived relevance of courses £o

Frequency and quality of academic and
social relationships between students.
Extent to which standards expected of
students are clear and unambiguous.
Aiount of discrecion possessed by
students in chooslng and organising
academic work.
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Inspectioi uf the CPQ résults in terms of the
cight dinensions in Figure 7:1 revealed that studerits
saw_the process of ledrning and teaching in guite
different ways in the six departments (see Ramsdern;
1979) . The engineering department was thought to
have very formal teaching methods, clear goals of
study, high vocational relevance, and an extremely
high workioad, combined with close and cooperative
relationships between students. Physics students
also experienced a fairty formal curriculum, with

titt€le personal choice over method and content; the

psychologists worked in an environment which was 7
thouyht to be friendly and informal, but felt they

had a heavy workload and only a very smail amount of
frecdom over what and how thay learrt: English and
history students said that much_individual study was
required in their departments and that the courses

had little relevance to their future employment;

relitionships with staff were rather formal in ]
history, but informal. and helpful in English.  Inde-
pendent studies was thought to have the best teaching;
and not uncxpectedly, the highest Freedom in learning:
Staff were satd to be friendly and to make real

ef forts tU understand difficulties students were
having with their werk; although the goals and stan-
dards expected of students werc perceived to be un-

clear and students worked in a poor social climate:
DEVELOPMENT OF THE COURSE PERCEPTIONS QUESTIONNAIRE - 2

(Further interviews of a Sample of students who
completed the CPQ in its original form showed that
the eight main components of perceived learning

environnents appeared to be stable and replicable
(Ramsden, 1981); although the retationships with
students and commitmerit to teaching scales could not
be clearly separated. A revised version of the._
questionnaire was next constructed, consisting of
eight six-item scales. Items in the previous
version which nad not had significant Ioadings in

the factor analysis, or which had low item-scale
correlations, wore deleted; other items were added
to some scales (especially to the freedom in learning
scale) in order to produce six—-item scales in all
cases, o

This revised CPQ was administered to a sample of

767 students in nine departments at three universities

during 1978.  Item analyses largely confirmed the
integrity of the revised scales, although the dis-
tinction between the relationships with_ students and
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cmpirically.  Alpha-lactoring of the items, extract-
ing eight factors; followed by oblique rotation, pro-
duced a clearly comprehensible structure: Tactor.I
represented relationships with students plus commit-—
ment to teaching; Factor II, vocational relevance;
Factor III, fcrmal teachind; Fdactor IV, clear goals
4ind stsndards: Factor V; _workload; TFactor VI,
social climate; TFactor VII, commitment to teaching
and relationships. vith students: Factor VIII, free-

dom in ledrning (together with saaller loadings on
several relationships with sStudents itefis) . In

spite of large differences between. individual items
in terms of pcrcentage agreefnients for the nine. __
departments; item-scale correlations did not differ
greatly between the departments; suggesting that the
dimensions tappecd by the Zcalezi were denerally
applicables: ) , o , , o
~ _Mgan Scdle valiies for the departments; discip-
Iines and subject areas were calculated. _ These con-
firiied the dbility of the questionnaire to identify
different departmental learning contexts. The
sciles of formal teaching methods; vocational rele-
vance, and (to a lesser extent) clear goals and.
standards, social climate, and freedom in learning,
distinguished betwecen science and arts and social
science departments. _ The other scales mainly

seemed to differentiate between departments rather

than disciplines. The scales were understandably
retated to each other.  Freedom in learning, for
éxample, was negatively related to formal teaching
methods (freedom in learning and informal teaching .
ire both more common in social science and_arts), but
was also posSitively associated with relationships
with students {(i.e. it is also an evaluative
dimension) . . . I I

‘The final research version of the CPQ was
developed. by re-ordering the items in the _relation-

Ships with students and commitment to teaching scales

into two new scales of good teaching and openness to -
students. The questionnaire as a whole was shortened
to 40 items in eight scales Uy deleting the weakest
item in each scale;, and some of the items were re-
written. o L

, This questionnaire was administered to 2208
students in 66 departments at the same time_as the_
approaches to studying inventory (see chapter 4; _ the
relationships betwecen these two sets of scales will
be examined in chapter 9). It was expected - from

tween Subject areas and disciplines; while others
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would represent students' perceptions of differences
Lot ol = 3

between departments: The seccond group would be
evaloations of the learriing context in the depart-
ments. i _. )

On the whole the results confirmed thesé expect-—

ations. As will be seen from Table 7.1; formal
teoching methods,; vocational relevance, and clear
goals and standdrds were found to be very much
related to subject arca; much more so; incidentally,
than any of the approaches to studying subscales.
The highest scores on all three of these €PQ scates
were found in the engineering departmictits; and the
lowest in the English of hiStory departments. It
was equally clear that the two evaluative scales;
good. teaching. and openness to students, were not
related to subject aréa. The wide ranges of
departmental means within each discipline on these
scales fllustrate how differeént the departments were
perceived to be by their students (see Ramsden and
Entwistle; 198l; for details) . S

The remaining CPQ scales appear to describe

differences between departments angd -between subject
areas. For example, although the freedom ir learn-

ing mean valucs were higher in arts and social
sciences than. in scientific subjects, thé range of

mean Scores within each discipline was wide.
___.__Factor analysis of the CPQ scale totals also
revealed a familiar pattern (Table 7.2). Factor I

is the evaluative dimension suggested in the inter-
view study and the preliminary work, with its highest
loadings on good teaching and openness to students.
The_next highest coefficient in this. factor, for
freedom in learning, invites the explanation that
this scale is also a_component of students'_evaluations
of departments. Social climate,; clear goals and
standards, and workload play lesser parts. Factor II
represents differences between subject areas: The
dimension.is one which distinguishes between formal
vocational tedaching and loosely-structured informat
teaching; the former keino more common in science
departments and the latter in arts departments..
Departments with clear goals and standards; high
vocational relevance, and formal teadching methods also

tend to have good social climates. These results
are consistent with those presentsd in Table 7.1.
The scales and items of the final version of the

CPQ are given in Appendix A5 together with Cronbached
values which_indicate a satisfactory level of internal
consistency for each of the_scales.. = An interpretation

of the factor analysis of scale totais in conjurction
with conceptual analysis based orn theé results of the
o - 127
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Table 7.1  STUDENTS' PERCEPTIONS OF LEARNING CONTEATS IN
DIFFERENT SUBJECT AREAS

Scile Mean . S.D. Analysis of
(1) Science variamce __
¢2) Social science F (df 2, 63)
(3) Arts

Openness €o (1) 9.04 1.47 o
students (2) 9:31 1.82 1.42
(3) 8.36 2.14

Social c¢limate (1) 11.19 . 1:48 B
€2) 10.78 1.40 7:.64%
(3) 9:33 1.72

Formal teaching (1) 12.17 1.61 o
methods (2) 6.67 1.37 232.86%
(3) 3.06 .77
Clear goals . (i) 11.83 .89
and standards (2) 9.62 1.87 37.88%%*
(3 7.35 194
Workload (1) 11:19 2.26 o
(2) 8.86 2:71 5.95%

(3) 10.58 2.3

Vocationat €1y 11.21 2.96

relevance (2 7.21 1.42 58.51%%
(3) 4.27

Good teaching (1) 11.63 1.02 .
€2) 11.74 1.48 -06
(3) ILI.63 1.65

Freedom in (1) 8.24 1.72 o
learning (2) 10.21 1.46 15. 35%*
(3) 11.54 2.67

* p €.01

*% p ¢ .00l
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Table 7.2  FAUYUR ANALYSLS OF COURSE PERCEPTIONS SCALES
(N = 2208)

Factors (S56% varidnce explained)
Viariables I I
Good teaching 76
Freedom in learning 57
Opeiinies§ to students 76 .
Social climate o 42 32
Formal teachiiig miethods 71
Clear goals and standards _ 30 57
Workload , (-24)
Vocdtional relevance 72

Decimal points and most loadings less than ;25 omitted
Faceor 1 Politive evaluation of teaching and courses
Factor II  Formal vocational teaching

interviews of 57 students in six departments (see

Chapter 8), suggested that the second-order evaluation
dimension.-_Factor I in Table 7.2 - might usefully be
subdivided into two components each containing two
scales. Good. teaching and freedom in learning were
combined into the scale of perceived student-centred-
ness (X = 0.75), while freedom in learnming and work-
load (the latter scale negatively keyed) were joined
to form a scale of perceived control - centredness

(<= 0.75) in a department: These measures of a

department's learning context were found to be

significantly associated with characteristic approaches
to learning; the relationship$ will be discussed in
Chapter 9.

CONCLUSIONS

_The course perceptions guestionnaire appears to
provide a useful means of describing certain impor-~
tant and consistent differences :in the way students
perceive departments. = The relationships between
the present results and previous research into
academic environments in higher education seem to
make sense. Dimcnsions of teaching quality, work-

load, and clarity of goals have been fournd to ocour
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LOﬂSlstentl) in factor unjlytlé studies of student .

ratings of teachers.  _The only other research directly
comparable to the investigations reported.in this
chapter (Gaff et _al, 1976) discovered similar

dimensions (and rclatLOnshlps between the dimensions)

to thiose of the CPQ, with a sample of Dutch students.
Studies of differences between the disciplinary ‘ethos’

or 'cuilture' of different fields of. study have also

produced findings compatible with those of the CPQ

{see; e.g.,; Smithers; 1969; Gaff and Wilson, _ 1971).

It is hcpéd that the quéstionnaire may prove to be a

as a means of obtaining 1nformat10n about students'’

reactions tO assessment and teaching methods.
The limitations of the CPQ are also apparent,

however . FlrSeg, the pIcture provided of the per-—
ceived learning context is 1ncomplete, becausSe the
(questionnaire is unable to examine the detail of the
relationsliips between an individual student's _

approach to_a learning_task and his perception of its
context. Nor can it allow for differences between
lecturers and courses in a department. ExXploration

of these matters requires a different methodology,

and attention is turned towards them in the next
chapter.,

Secondly; the_examination of students' per-
ceptions offers only one way (although a démonstrabiy
valid one) of describing departmental environments.
Within the compass of the present research. programme
it was not possible to examine other potentially
Important distinctions_between departments except in
a very limited way. Lecturers' attitudes and

experience, curriculum structure, research and. teach—

ing orientation; and the type of institution in which
the department is sSituated, are among the differences

which might fruitfully be explored in future research.
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STUDENTS' EXPERIENCES OF LEARNING

. In the previous chapters we havi dealt mainiy
with research findings arising from methods =
traditionally used to investigate student learning.
The approaches to studying inventory made .use of
typical psychometric techniques; tests of ability
and personality were the_ focus of chapter 5;.

chapter 6 reported experimental data on reading
academic articles. s

___ _These approaches to understanding student learn-
ing have a common factor. They are all to some
extent removed from the immediate reality of being a
student in the natural setting of an acadenic
department: Even the development of the course
perceptions guestionnaire inevitably tended to con-
strain students' experiences intoc a mould shaped by
the researcher. Although indications of tke effects
of the context and content of learning were given in

the students' comments in chapter 6, these comments
themselVes came from a rather narrow experimental
situation. S

It is important that our choice of research

methods does not_undervalue the dynamic; tentative
character of student learning in favour of a static,
consistent view. Nor must we exclude potentially

critical variables in the real world of a student's
encounter with a learning task in order to achieve
experimental precision._ _ The research methods usead
by Marton and his colleagues (see chapter 2) offer

an experiential, phenomenal perspective on student
learning which can be seen as an alternative to the
experimental and correlational approaches.: Typi-
cally, each student's unigue experiences are examined
by gualitative analysis of interview data: -
potentially richer and more accurate pictire of the

links between Student learning and its context and.

content is the chief return to an investment in tHis

- ;12453 131
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approach. Ot course, the qualitative approach is
riot without weaknesses of its own, perhaps the most
important of which is_the danger of bias from_the

subjective and xnpréssxonlstxc way_this sort of data
is sometimes handled. But careful controls can be
asad to mlnlmlrc these dlfflcultlcs.

this quaixtatxvc, hperlentlal perspectlve. The.
interviews were used to examine students' approaches
to academic tasks and their assessment strategies,
and to provide a detailed pIcturé of students' per-

ceptions of the contexts of learning in which they

worked. The results extend previous work at
Lancdster, dnd the resedrch of Marton (see, €.9.,
llarton and Sdljd, 1976a, b) and Laurillard (1978;
1979) in several directions.  The analyses which
follow Will show how catedories of levels of approach,
vaos of LOHLC\t and Jnleldual dlfferences in

their apoxoachcs to academic tasks, and between,fﬁfi
approaches and degree results; will also be examined
in detail.

NIETHODS

This is not the place to begln a discussion of

the complicated issues surrounding the use of quali-

tative methods . (see_ Marton and Svensson, 1979; )
Entwistlie, 1981; Ramgden, 1981 for nore extensive

examinations of the relevant 1ssues) It is, how-
ever,; Important to bear. in mind that a qualitative
perspective assumes that it is valid to consider
categories of description - e.g. of different

approaches to a learning task to which meaning is

attributed through the learner's own perspective -

as results in themselves, and not only as sources

of categories to be later used in a quantitative way-.
Iin the present study a total of 57 Lancaster

Unlver51ty students was interviewed, Table 8.1 shows

tlie composition of the sample, which was selected by
examining students' scores on one or more subscales

of the approaches to study*ng inventory; students

with extreme scores were those chosen. The final
degree results of the students; and in the case of
the englneerlng students, the distribution of the

chosen group's second year marks as well, suggested

that the sample was at least broadly representatlve
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of différcnt lovels of ability:

Table 8:1  COMPOSITION GF THE INTERVIEW SAMPLE

biscipline Year of Study Dates Interviewed N

NS

Psychology February-Mitch 1977 13
Engineering June 1977 .9
Pligsics 10
History T E g ii
Eiglish January-June 1978 5

Independent Studies 2

A ESIN £+

o0 18

TOTAL 57

The preliminary interviews used a broad range of

questions, and experience with these interviews led

to the development of a shorter Schedule for-students
in the mdii part of the_ study. This. contained three
groups of questions: The focus of the first group
was on reading and essay-writing (for arts and

social science students) and on _problem~s0l1ving and

report writing (for science students).  Appropriately
specific guestions about relevant learning tasks

(How did you go about it? Why are you reading it?
Were you Iooking out for anything in particular?.

Did you do it differently from another task of the
same sort? _Why? - and soO on) were asked. The
second set of questions concerned assessment
Strategies and the perceived outcome of the student's
course: Finally, several guestions about the
learning context of the student's main subject

department (teaching, assessment, purpose of lectures,

relationships with staif and other students) were
asked. _

Al the interviews used a semi-structured
approach; the order and phrasing of the questions

varied soméwhat depending on the way in which the
student answered them, and exactly the same questions _
were not asked of every student: . The semi-gtructired

approach did not; however, mean that the interviews
were uncontrolled. _ It was always ensured that the
same main points - see above - were raised. Great
care was taken not to be over-directive. At the
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same time; the interviewer made Qrcong;pgql cffort
Lo be dlert to commcnts made by the student which
reldted to the hypotheses Gf the investigation, and
which ought to be probed more fully.

The ahdlysis of intervicws of. this kind presents
perhaps o greater threat to _the validity of the data
Lhih thlr LUﬁdULt- . At flfSL, con51dcrat10n was
quthdl incident nghnlqucs, but the rcsultsiﬂi
obtained in a cohiparable study of_students’ approaches
to learning (Bliss and Ogborn, 1977) seefied trite in
conpiarison. with the sophistication of the methods.
Moure uscful guidunce was obtained from the methods -

of qualitative analysis used in the research carried
out by Mdarton and his Loiioagucs at Gothenburg.
These techniyues are designed to extract full value
from the _complexity of the interview data. = Trans-

cripls of tlie ihterviews dre rcad and re-read until
cmergent qualities of students' _experiences are con-

sistently idencificd: The constructs are verified
by several judyges.

The present study adapted Marton's techniques
Lora dlLtclan rcherh situation. Practlcal con-

vxcws tranv<r1bgd in full (a sine g 1a_non of the
Gothenburg_approach) .  More 1mportantly, it was felt

important to avoid the dangers of a strictly inducti-
vist approdch by qpec1fy1ng certain.guiding. hypotheses
derived from previous research, including the work of
Marton: The. catc..-in~ of responses eventually used
to classify the transngbed extracts were vatiidated
by means of inter-judge comparisons. ____

Thesc constructs were used to direct the

analysis:

L: Caﬁégorics describing different levels of
) approach;
2. Evaluative and descriptive categgg;ggﬂgelatlhg

to the corntext of learning in different depart-
ments: in particular, categories relating to
teaching, assessment; and course structures. __ _
The dimensions discovered in the factor analysis
of the ¢PO; those reported by Gaff et - = (1978),
and those reported in. studies of le~’ .rer
evaluation (e¢.g. Kulik and McKeachie, 1975),

werc particularly considered;

3. bifferences between individual stuodents in ‘cue
. behaviour" (Miller and Parlett, 1974);
4. Differences between individual students in

approaches to academic work (especially the
holist-atomist dimension identified by Svensson
(1977) ;
134
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w
.

{e.yg. Becker's "sclective rnegligence” in ros-
ponse to assessiient pressires), including ,
associations between the conditions of the task
and_the type of approach used (c.f. Fransson,
1977) .

Reluatioiishiips butween approaches and_contexts

_ Fuller details of all the techniques used in
condicting and analysing the interviews can bLe found
in Ramsden (1981):

PRELTMINARY ANALYSIS

cventually became clear that deep and surface
categorics of description could be applied to the
responses of students in every department. Sub-
categorics differing from. those used by Marton were,
however; nceded to classify the responses satisfactor—
ily. It was possible, in this analysis; to identify
different strategic approaches related to assessment
which distinguished among individual students. For
example, a small number of students in all the depart-
ments took a hightly strategdic, assured approach to
assessment tasks, while others adapted. to.the con-
straints of examinations and assignments in less
positive ways: Relationships between students' per-
ceptions of particular tasks and the approaches they
used to them were aiso indicated in the analysis.
Studerits who described favourable conditions for
learning in relation to_a subject or topic (e.c.

helpful teaching) were likely to describe a deep-

level approach to a task connected to it; while ths
reverse was true if the conditions were unfavourable
{i.e. a surface level approach was described; often
by the same student). An association between a
student's level of interest in a task, or his back-
ground knoWledge of the subject to which it referred,
and level of approach; was also identified. Poor

background knowledge (éSpecially of concepts in

science) or a low level of interest (particularly in
arts and social science subjects) were associated with

surface level approaches. .These preliminary findirgs

have been described in greater detail elsewhere
(Ramsden, 1979).
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CATEGORLES DESCRIBING DEED AND SURFACE APPROACHES

The first task .in the main_analysis was to
develop a model of deep and surface which described
the approaches used by students in a wide variety of

tasks in different disciplines and gcpartments The
framework was cstablished by means of comparing
Studcnfs responses to the interview guestions deal-

ing with approaches to acadenic tasks with two other
sets. of judgement instructions: those of Marton

(L975) dhd Laurillard (1979) -

to classify social science students' responses to
interview yiestions about their rcadlng of academic
articles under ecxperimental conditions, and a some-

what differcnt sct to classify responses to questions

about their normal studiés. — Laurillard interviewed
JLLUHCL students about their approaches to several
Lasks f{orning part of their normal studies. she did

huL require students to work under experimental con-
ditions; nor did she ask them questions about their
gceneral approaches to studying. The present study

was. SLMler to Laurlllard s in that students were

bdt in thclr normal work.  But the téégé described
by students worce much more diverse; they included
problem-solvinyg, project work, essays, redding of

books and articles; and examinations; in a number of
different subject areas. It seemed advisable, . _
moreover; to leave open the possibility of identifying
consistent approaches to studying by the same student.
It was foun@ﬁnccessary to modify the categories
modcl whlch adcquately described the variability in
the present data. _An effort was made to develop a

set of SUb -categories whlch was . both theoretlcally

departments. The definitions appear in Figure 8.1.
Four categories used by the previous researchers to
define a deep approach are generalized to become D
and D3 Di; which has no equlvalent in Laurlllara s
descriptions, was found to be essentlal to cla551fy
students' indications of a close personal relation-
ship with the academic material with which they were
dealing... It resembles one of the sub-categories

used by Marton and his colleagues to classify a
student's agproach to his normal work.  This sub-

the student to see knowledge as part of oneself; is
an 1mportant component of Marton's conception of a
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Figiite §:1  CATEGORIES OF DESCKIPTION FOR DEEP AND SURFACE

LEVELS OF APPROACH

Di Personal CxeranCL

lntubrntlng the task w1th onCSLll lndlcate deblre

to relate the task or the subject to personal or real
tlfL sitiyacions: €O compdre a €ask wich personal
expericnce (outside the _course); to see a task as
part of onesclf or one's. personal dLVLlOmenL' ex—
press d wish to use the knowledge forming part of the
task outside its immediate context in relation to

ornaself:

D2 Relationships
[titegrating tlie parts into d whole: Indicdte desire

o to relate parts of the task to each other or the task
DEEP to other relevant knowledge, _indicate active attempts
to think about the relationships between different

parts of the material (e.g. relate evidence to con-

Llubxon), (try to reIaEe miaterial from different

sources; nections between previously

stodied materials and Lurtently studied materials.

Dj Meaning
[ntegracing Ehe whole with its pULpose. Indicate

intention to Lmposc¢ meaning: think about the under-

lying btructur;, or the intention of the whole task;
try to 'stand back' from the task and See it in a

wider perspective; impose a pattern on the whole task.

Si tUnrelatedness-
De[LnLng thc task as separate or iEs parts 4s dis—
crete. Indicate intention or tendency to treat the

task as. an Lsolated phenomenon. confronL the

or from the general purpose of the task to which it
reIaEes' focus o the elements of the task rather
than the whole.

SURFACE §2 Memorisation

Defining the task as a memory task. Indicate
intention to mcmorize the material.

Sj tUnreflectiveness
Defining the task in an external way: Indicate un-
reflective or passive approach to a task: indicate

Lntentlon not to thract meanlng from the materlal
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degp=-level approach (sce, e.g., Mdarton, 1976). The
three surfaice sub-cateygories in Pigure 5.1 closcly
reseiible Liaurillird's modifications of Marton's cate-
quries, although Si and Sj are here more generally
defined.
I'igyure 8. l dlbO shows thc lnstructlons used to

LL4551fy students' responses. But the meaning of _
edch of the catcgories is properly shown through the

use of repcated instances from_the student interviews.

GIven beiow are e\tructs from the lnterV1ews whlch

to different tdsks.

Di Personal vgpcrioaca

1 chxnk I tend quite a lot to rdlace (thiis rcading) to my
own xperlunLus as well. Try and think of instances where
tlivse experimenes would be proved. nlghc., So 1t takes a bit
ol time readiug, yeah. T think if chey re tdlking about
things like ticld independence I try to think about whether
people I know lire field dependent or 1ndependcnt. (Readlng
academic articles; psychology, student 6).

[ got tito Lhu poeni aiid could feel what it means. = I
became part of it... [ found it interesting because it had a
deep cheotogicat mLJnLug, and I'm interested in that subject.
(Readiny poetry; English, student 23).

1 sappose I'm trylnh to Lmdblne what the experiment is
talking about, 1 think, in a phiysicdl senseé. Sort of get a
picture of what it's about... This one says an_ultr~ violet
Laiip ediits oiie wact of power; it says calculate the energy

falling on a square centimetre per second .I'm just thinking
of _che light and the way it spreads,ouc so therefore I know

it's thie inverse squdre law -.: (Laboracory work; physics,
student 8).

produgu, 1 chxnk is good... You s 1ecc cercalnrformalae to use,

and by Using them:.. and seeing that they produce the results
you hoped they would, then, you know, you prove to yourself that
those formulae could be used. (Project work; engineering,

student 2).

D, Relationships

You read it, a scgtlon on prec1p1tat10n hardgnlng... and
T . chink well, fair enough; the material is about as strong as
mild steel or somcthng, dnd I'1ll.renember cliae if T can,; but
1'm not goiny to remember that it's 297 Newtons per square mm.

if it's in sidch and sach a state ... There are one or two
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steel, amnd so on, because we've - . i€ ip thi projects, so
you huave o sor¢ 6f relidtive scale - sreby you can say it's
nedarly as strong as mild sceel ... Aeadiny textbookss:

engineering; student 6);

.. JYou know a method of approach; so you rind isuially the
thing simplifies iftsclf gredtly after you've removed a few of
thic foii-eddentials and put it into a logical form wlhitch
relates Lo something you've dotie previously: {Problem-
solving; pliysies, dtudent 12).

for my essay' ... You try to sort of kiep a logical progression
in history; so yoii've some idea of the themes ... (Reading
texts;  history, student 1),

You redd it, you see what it's about; and usually it's
got, often it has some bearing on somctliifig else you've read
before: It miy confirii thiat or just add another side to it;
or be completely different. (Reading academic articles:
psychology; student 2).

Dy Meaning

The ideas are started by the actual question. . You realize
that it presupposes a few points. that you # . get into the )
essay ... 1 list the ideas that have got to po into the essay;
beciuse tlic essay, you know, entails these things: (Essay-

writing; English; student 6):

_IE T feel that the article is going to be very relevant
to what I'm doing - and you can often glean that from the title
- then I'11 tend to go through it fairly slowly. Rather than
skim through it I'11 read throagh it in a fall way: I suppose
I've_got these various problem areas which I'll be looking into;
dand 1'11 be looking, 1'll be reading the article with.these in
mind. (Reading academic arcicles: independent stcdies,
student 6).

I was. looking for a pattern which I could relate to the
script. I was drawing graphs ... I knew from the script what
was supposed to be happening ::: and I was looking out for it
to huppeii ofi Clie graph ... fortunately it did. (Laboratory
work; physics, student 6).

You have to go through quite a few different designs to
get to the right one ... I'm sort of ways thinking aboit
what I can put in the conclusioh when I'm writing the project:::

139

e
W
r]




O

ERIC

Aruitoxt provided by Eic:

students! lxpurl ences of Learnlng

“i Meaningg teont inued)

1'11 cry and show what [ have JLhvacd; well; underscand; from.
the project. (Project report writing; engineering, student 3).

1L was a pood chapter because it orpanised the readiugs
it were Lo follow :.. which led me off to further articles,
and at the end of it, makitg iiotes o rhe thiings [ was_ reading;
P hud a_great . wad of it which by that vime, t had an ided of
llow my initial LUHLUPLIUH of chie problem could be used to sort
out all the intormation 1'd now got. And it #H11l sort of fitted
topotlicr iCC Hivcely. Because | thlnklk T wdb wrlLlnb ] wns
thinking about how 1 wias g iig to; tiow elic rinal product was
poing Lo come dbUHL. dnd LhdL sort of dircctred my redding in
fact . psy;holoyy, stadent 5).

Si tirelatedness
, i don't vxactly write down dll thic steps yei sbould do.
Yoii slioald ... write down those sort of thnybr- this is the

result, did it work or noc? If it didn'c; did something clse
do it? That's the best way of boxnr Jbout it Well, I jast
guirt of write dowin what 1've done. calculations

and work back from there. (l’i‘iiji_‘ct'b; crpineering; student 7).

lhlb pfpblculhcrc yaa re ﬁ%ke o suy if iEi€ 56 éigéﬁ—
ic in tho lL&LHrUb, fle's manLoncd what an cxgcnfuncthn is,
but no way of Lclllng liow to work it out:.: You put im a
formula to ch the eigen energy, but to get the eigenfunction,
whcElier tt's applieableé or mot,; there's no way of knowing

(Problem=solving; physics, student 5).

[ tgpq to g;vc up on them. T Eéﬁa to writc very confused

Jﬁd 1 wriEL elict dnwn. but L. don t put Lhcm down in nny
particular logical sort of plan ... 1 tend to do better i
exams; because the confusion doesn't matter so much, as long

is the relevait poitits ure elicre...: [ dou't =cam to be able to
link ideas together. (kEssay writing; histeory, student 7).

dérnll., ['m sure that's the case - 1 mean it cxplaxns why
['m 50 léngwxndud aboug any work. that I do. I really don't
find it casy to pick out the skeletal arpgument dand just be

satisfied with chat. (Reading; psychology; student 10).

S, Memorization

Pranang for an ¢xai, yod tearn your Edccs then §6u have
to memorizco thcm,rnnd sort of vague, sort of aspects of it...

(Kxamination revision; hlbLOfy, student 2).
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S, Memorization (continuad)

I hute to wdy it, but what you've got to do is have a list
obf the "racts".,  You write down ten impurtdnt poliies and
muemorize those - thien yod'll 46 dll right in the class tost.
(Revision:  psychology, student 5).

Fortiiliae ::; just g0 in (Lo the examination) with as many
turmuldc as_possible, so you learn Lhuse parrot- Iashxon. And

approaches to the wdy you wirk oit blems
fivolved in wmiths «.. | scem to ren 3 o Jl,
Or two. (Revision: engxnucring, sEudent 8)

i Llylng to remember it all - what's ueeful in GXafs .
(Reading; physics; scadeint 8).

Sj Unretflectiveness

(lhns pxu;':L) wis JUbtrﬂ matter of grinding the numbers

out, petting some kind of solution. If it wds adequdte, tair
enough. IV It wisi'e really, 4o back and pick ditferent
vilites. (Projeet work; cengineering; student 11):

You ]usL g straxhht for che _section whxch Ls relevant to

the exact question 1ud you camn copy it stralght down w1thout
doxnh any wdark 2t all ... Usually you have to hunt out the

various related equations; then you jast apply Ehase to the
problem.  That's alrt; really. (Problem-solving; physics,

student 12).
Ic's i Bit confusxnb,i(thxs subject)... I tend to rush
through the books I'm readlng for the essays; so6 I still don't

really underscand ie when I've finished reading. And because
there's such a loi of information I think you can overSImpIva
or go into toou much detail. And T €EHink I tend to over-

simptify: (Redding: Engllsh, student 31).

You don't need €o do as much backbround reading (for

EﬁLée essays). I just sort of set aside a day to do it aﬁd
Jjust write it. I.don't rhink aboat it: (Essay—writing;
gnglish; seadeint 38):

THE MEANING OF DEEP AND SURFACE IN DIFFERENT CONTEXTS

____hnalysis of the student interviews revealed
important differences in the Meanings attached to
deep and surface approaches by students in Qifferent

subject areas. In the previous section we looked at
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the concepts iu o general form in order tgﬁgdggg;fy
differences which iildke sense in all the departments
anCbqudtLd here we examine chardcteristic differ-
ciices in the meanings of the categories in different
lcarning cnvironments. It is cledr thdat what goes.
£to make up a deep or surface approach in one discipline
is not the sSanie as in another discipline:.. Moreover,

while the meaning of the deep-surface dlchotomy is
fundamentatiy the same in diffcrent subject areas,
therec arec important variations in emphdsis. The

analysis concentrates on the clearest distinction to
cierye. This wis (not unexpectedly) between. arts
and social scicnce departments {(psycholcgy, history,
Kkrgiish) nd science and. technology departments

(physics dnd eniineering).
beep 1
tn thc physics. and enginééfihé aéﬁaftﬁéhté, this
rclatc the experience cof the physical-world to
thicoreticil corncepts in the subject. Students fre-
quently speak _of "getting a picture of tha problem"
and tinking theory to practice. . Student 8_in_the
physics department provides the definttive example:
"I suppose I'n trying to imagine what the experi-
ficit is €tadiking _about; I think; in a phy51cal
sense. Sort of get a pictire of what it's .
about ... I'm just thinking of the light and the
way it sprcads out, so therefore I know it's the
inverse square law ..."(physics, student 8).

The category is also 1nd1cated by a student's
oxpression of the experience of personal satisfaction

while doiny or in successfully completing a task:

"It's just. seeing. it work, you know.  First of
411 it locks as though it's impossible. to do. and
you just get; sortlnq through, the. satlsfactlon
Sf Krowing you've understood what you're doing!
(Project work; engineering, student 3).

_Arts and social science students also speak of
the experience of personal _satisfaction; this may be

coiibified with the linking of personal experience of
other people to the Subject matter of the task. For
cwampie-

"I'm very interested in soc1al sc1ences qenggqlly

I find it ver; enliglitening, very entertaining;
very satisfying, to learn theories and then to
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observe thewm in reality: _casually, to say,
"Chirist, look, it's happening, you know, the
theory's there, that's what's going on," and I
think it adds so much, you know, to my life, to
be able to perceive what happens in evervday
socicty, through the eyes of a sociologist or N
of .a psychologist, and put ad Structure on what's
goinyg on." {psychology, student 7):

. - The important difference to be appreciated here
is the contrast between the emphasis in arts and
social science on personal contacec with the learning
task derived fFrom the student's experience of. other
people and the emphasis in science on personal
experience of the physicdl world. There is a )
greater emphasis also on personal interpretation and
uniqueness of experience in the arts students' indi-
cations; the inteérpretive element is most common in
kEnglish

o

In the science departments, indications are most
frequently uf attempts to relate. together thHe various
aspacts of a problem, particularly in a logical way
{(to "see how it all fits together"). See, for

example; physics student 12 above, p.139: you "put
it into 4 logical form which relates to something

you've done previously". L -
. -. This extract alsc exemplifies another typical
indication: the connection of what is known about
another problem or topic to the new task - usually,
but not always, in a very specific way. This also
happens in reading:

"You read it, a section on precipitation harden-
ing ... and I think, well, fair enocugh, the
material is about as strong as mild steel or.

something;, and I'll remember that. if I can, but
I'm not going to rerember that it's 297 Newtons
per square mm. if it's in such and such a state
--. There are cne or two things that do stick in
your miid like the Stréngth of mild sSteel, and
S0 on, because we've used it in the projects; so
you have.a.sort of relative scale whereby you
can say it's nearly as strong as mild steei ::."
(Reading textbooks; engineering, student 6).

says _to what you know about it already".

(Reading textbooks; physics; student 8):
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"rhis book's daboat the. féi&tiéﬁéﬁiﬁ between the
artist and socicty, which is gquite relevant to
the essay tonic I'm d01ng, so0 I'm reading it

VCry thoroughly ces I'm readlng and undelllnlnq

poeifis ... then afterwards I go back and make
quite detailed notes on the book, loocking_ back at
the things I've underlined and trying to inte-
grate 1t into the main topics that he's talking

about. (Reading; English, student 5).

"One of tﬁé,fir$ttbé¢éééiti§§,Qitb,éé%é?é,ié,té
have it well-planned ... I'm concentrating very
much on the organizing aspects, trying to read

through and see if it makes sense; you know;.
froi point to point":. (Essay-writing; history,
student 8).

Indlcatlons of attempts to relate ldeas from
different topics or fields to the tas' in _nand, or to
teldte ideas within the topic, are aiso commoniy _

found (see, for example, history, student 1, guoted

above; .p: 139). The process of relating ideas appears:
to be done niuch more specificdlly in science tasks:
concepts are related to particular problems in
gcienice; while in arts the focus is wider and. ideas
from different topics or fields are more freely

related:
Dééé 3

consensus_about appropriate_content and method (c.

Biglan, 1973b). For exarnple:
"It was a good chapter because it organized the
readings that were to_follow ... _Wwhicin_led me
off to further articles, and at the end of_it; .
making notes on the things I was reading, I had
a great wad of it, which by that time, I had an_
idea of how my Initxai conceptIon of -the probIem

IH now got. And it all sort of fitted
144
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together gquite nicely.  Because I think as T
was writing I was thinking aboit hoWw I was going
to, how the final product was going to come out,
and that sort of directed my reading in fact?
(Essay-preparation; psychology, student 5).

"What I'm trying to _do is find out whether
Tennyson conipromised his art_ to the age or .
whether he just wrote what he reatly warnted to
write. _That's what I'm thinking about all the

time as I'm reading it, and reading his. poems
as well? (Reading; English, studert 5).

"There are always underlying themes in any
period of history; and if you can sort of pick
out these themes and really understand what was
30ing on _and 'what it was all about, then you've
got a good chance of discovering it on an equal
sort of basis with your tutor or in an exam®
{Reading; history,; studernt 1):

desigyns to get the right one ... I'm sort of _
always thinking about what I can put in the_con-
clusion when I'm writing the project ... I'1ll
try and show what I have achieved, well, under-
stood, from the project."” (Project report
writing; engineering, student 3).

"I was looking for a pattern which I could
relate €6 the script. I Was drawing graphs ...
I knew from the script what was supposed.to be
happening ... and I was looking ot for it to
happeri on the graph ... fortunately it did."

(Laboratory work; physics; student 6) .

“If you follcw the instructions to the. letter,
1t's not so interesting: The instructions are
only one way of doing the experiment, but you

can develop variations that get a1 better answer,

if you just start from scratch, really ... You

Know what you'ré heading for - say this measure-—
ment of a nucleus - so that might imply measure-
ments of Ifeld versus frequency, say. And that

keeps you on_the right lines? (Laboratory work;

physics; student 10).

Surface 1

This sub-category is concerned with students’

descriptions of not thinking about relationships in
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both science and arts.  In science, however,

students enphiasize over- LOHCCDtrdthH on procedures
in performing a task: using formulae, calculations,

figures in tackling a problem without reference to
their relationshin to each other or to the purpose

of the task.  Two exbtracts alrecady quoted above
\tmplLfy tbis sub=-category (enginecring, student 7,
page 140 ; physics, student 5, page 140 ). It is

sometimes difficult to separate_this sub-cateqory
from dcscrIpﬁtons of serialist strategies demunded by
Lhc topic. Particularly in science,; it seems that
it nay be necessdry to use procedures which are
empirically inseparable from surface approaches as a
stage prior to taking a deep level approach
Engineering and physics students also describe
a tendency to focus on factual details (in reading, .
lectures, and writing reports) which are deliberat éiy
unrelated to other parts of the course. This is un-

mistakably a surface approach:

we'rc doing in the lectures:. . It's just one
very narrow subject ... it didn't relate to
anything else at all really ... Facts; and just
facts. Nothing else. You get the facts down

sc that anybody else can read them without any

paddlng or anything else." (Progect report
writing; engineering, student 8).

In arts; the. emphasis is more likely to be on
detailed factual information which is unrelated either

to. the meanlng of the task or to personal meanlng.
to speak in general terms about not relating 1deas
¥For example:

A point I didn't make about the essays was_that,
I think, you're meant to express an appreciation
of diversity, whereas in the class test, if you

can _give a bit of factual information ~ so-and-
so did that, and concluded that, for two sides
of writing, then you'll get a good mark."
(Tests; psychology,; student 5j.

"I tend to give up on them. I tend. to write_
vcrv COﬁfﬁSéd essays; because I have zti these
ny _head, and I write them

partlculdr loglcal sort of plan ::I I tend to do
better in exams, beceuse the ccnfusion doesn't
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matter go much, as long as the relevant points
are there ... r.don't secm to be able to link
ideas together." (Essay-writing; history,

surface 2

. Indications of this catedory among the science
Stu.ents' transcripts typically consist of descrip-
tions of memorizing formulae; dita, factiudl points
in reading, oOr trdnsferring lecture information or
reading to the memory without thinking about it:
The stimulus is often an impending examination, and

the approach may be either calculated or simpity
anxious:

"Yas, a lot of preparation to get proofs off
pat.... Tt's no good trying tc work it out when
you'ré in the exam." (Revision: physics;
student 10) .

"You've just got to go over, reading the notes
... There's not really any questiong you can
attempt C . It's just reading the notes and.
hoping it sinks in". (Revision; engineering,
student 3):

____ Similar indications are given by the social
scienti:ts and artists, although these students also
mention an emphasis on memorizing vague generalities
as well as specific procedures and facts:
then you have tc memorize them, and sort of
vague, sort of aspects of it ..! (Exam: revision;

history, student 2).

call;, that's all. So in revising for an exam

"WHat gets tested in the oxam is short-term re-

I just cram my mind with_such facts as I con-
sider to_be pertinent;,; to be sble to trot off
these names of people or places, dates or what-

ever ... " (Revision,; history; student 4);
Surface 3

. This sub-category is very often combined empifi-
cally with S;.  The conceptual distinction; however;

is between = purposelessness and unrelatedness. S,
is frequently seen by students to be dissatisfying,

but necessary becausc of contextual constraints
147
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(such us lack ot interest in a required subject).
Indications of the sub-cuteygory in engineering and
physics are . descrlptlons of the unthinking use of

procedires (e.g. eguations) in solving problems; or
the glossing-over of the meaning of the problem:

“Thc first one, well I know that formala off
from last year. It's just a simple formula.

You shove in a number and it comes out straight
away." {Problem-solving; physics, student 5):

“There ll be a toplc in thé book whlch thﬂ

Ehat SéuﬁIOﬁ to see if they've got any ... Hope-
fully, they'll have th: exdct guestion and you
can copy it straight down without doing any work
at all ... Usually yot have to hunt out the
various related equations, then youd just apply
tliesc to the problem. That's all really."
(Problem-sculving; physics, student 12):

B Alte: natively, science students describe a pro-

cess of s sting through data without trying to

tnderstan : it, just. learning techniques, or "Jjust
gyetting it done without enjoying it or thinking
about it". Psychology, history and English students"'
indications of this category. often consist of des-

criptions of a passivé, unthinking, vague approach to
a task; for example:

"The topic was causes_and consequences (of the
Reform Rct) so I was sort of looking through for
causes and consequences, as opposed to anything

else that was relevant ... I wasn't rezlly very
interested, so I didn' t spend a lot of time on
it baSigéllyiﬂ,,rl just read what it said, I
don't know really.' thistory; student 2).

A slightly different indic .. ion is of belng
easily distracted by similar (L.t irrelevant) material

wnen reading, and of over51mp11fy1ng, or "going off

the .0int" when writing:

“f have too many 1deas runnlng through my head
and if I let myself run away with my ideas, I
con conipletely come off the subject of the.

question; and I used to be really bad about

that, but I'm.not so bad about it now. (Essay-
writing; English, student ).

"I tend to be a bit specific initially, but I
148
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do find that 1 et misled_very easily and as
soon_uas_another arca comes up which is; perhaps,
not Juite to do with the topic that I'm wanting
to look at specifically but has interesting
connections; then I go off on tangents. Very

regularly end up sort of miles away from where

I originally started." (Recading books and
articles; psychology, student 10).

STYLES AND PATHOLOGIES OF LEARNING IN DIFFERENT
SUBJECT AREAS

The differencis we have described above are
cleoarly related to the different nature of typical
learning tasks in liffercnt zubject areas. It is
difficult not to ie aware of a parallel between the
differences descrired by Pask (1976: 1977) in

relation to learning strategies and styles and the

presenl findings.  In arts and social science; it
Jappears that a deep level approach relies relatively
more - Jat least initially - on a holist strategy
(an cmphasis on _personal experiences; uniqueness of
experience; interpretation; illustration, the general
relation of ideas).  In Science; serialist
strategies are more. common (an emphasis is apparent,
for example, on seeing relationships within the con-
text of tie task rather than in a more general way,
or in making relcttonships betweeir theorstical
ideas) : s R -
It would appear that the holist-serialist and

comprehension-operation distinctions describe
differenices not only between strategies_and indi-
viduals within_a_ subject area (pask, 1976; .
Laurillard, 1978), but also differences between the
demands made by learning tasks in different subject
areas. It Is importart to recognize the difference
in the meaning of the deep-surface dichotomy which
hinges on this distinction: Deep approaches in
Science may corntdin elements which in arts terms
would usually be classified as surface; a serialist
strategy may involve rote learning or a very narrow
focus on procedures as a stage prior to a deep
approach.  This.strategy is not, of colrse, unigue
to science tasks; but it i§ more common in sScience
tasks than in arts ones.

It is also possiblé to see similarities between
the_surface sub-categories in _the students' descrip-
tions of their experiences and Pask's concepts of
globetrstting and improvidence. In so.far as
holist strategies are more commonly used in the
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First stigoes ot arts and social science tasks or
topics, and Serialist strategics in science; it
might be deduced that science students are more
likely to display improvidence;. and artists globe-=
trotting. The cvidénce from the interviews is_. .
eiuivocal. Arts students are morce ‘'generalized" in
their indications of surface approaches,; but this is
not the same thing as globetrotting. §, describes
soniething close to fmprovidence {over-cadtious re- _
iiance on dotail and fdiludre to use valid analogies

or to scc relationships); but it occurs at least as
cowmonly in arts und social science as in science.

On the other hand, S; contains some suggestion of
¢lobetrotting for ché arts and social science students,
but not for the sciontists. We shall Iook at

further ovidence concerning the presence of patholo-
yiés of learninyg ii. different suobject areas in

chapter 9.

CONTEXTS O | CARNING

~ All the :itcrviews included questions specifi-
cally concorne:! with_the students' perceptions of.
the ledriilny oneironment. The questions dealt with
teachine, .isscusment, ©..d course structures;. a
general ryi:sticn -be 1. the student's perception of
the good .ind -.d feavares of the. courses and the
departmert w-. ircluded.  Except in the psy:hol:gy
dnd engineci:.q departments, the students were alse
asked about t™: context of specific Icarning tasks.
For example, 7 a student indicated a surfa~c

approach to one task and a deep appreuach to another -
or differert approacnes within the same cask - he

wis invicod te yive a. reason for the_difference.
By far thc most important cicejory.to emerge
from thc analysis of students' descriptions of their
¢kperiernces wag that. represented. in the carlier _ _ _
versions of the CPQ by the commitment to. teaching and
relationships with scudents  scales. _ This category
rofers to the guality of teaching in the department
and to the oxtent to which staff seeii to understand
the learning requirements of the students. It was
apparent i the interviews of students in all the
departments:
"Phe thing with the independent studies staff is
that they're all so amiable ... they're so help-
ful; if you go to them with a problem they_ can
usually find some answer ... They all seem very.
committed to the idea of independent studies, they
all feel that they're doing a worthwhile thing."

(independent studies, student 2).
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"Some  (lectures) have been very good, partly
because they've beer, well, not flippantly
delivered, but certainly humorously, and with
Jn entertaini.g streak: Others have been
putcing ucross too many facts, and they seem to
have been badly prepared and badly put across.
There's onc icctirer :-.. who is very clever; he
knows it all, but I wish he'd try to share it a
bit more with peopite, and just try and condense
the things he's sdying, because he often repeats
himsclf and makes note-taking difficult."
(history, student 5) .

"There are some lecturers who will think about
anything you say, and say, Oh; I hadn't
thought of that; let's see what it leads to.
And. there are other lecturers who will just go
on talking almost to themselves ::." (physics,
student 10y .

"As long as I'm doing a subject that I'm
interested in, it doesn't really matter to me

how they do it... I prefer departments to be
organized and ecfficient, an. lso, more impor-
Lant, that's caring about thuir students.
That to me is more important than the procedure

of the coursework; you know, what they decide

student 6) .

"My criticisms will be very closely aligned to,
I think, the lack_of empathy that_some of the
staff have about the ability levels of the

students relative to their subject. Not.
relative to being able to be good encugh to be
at university; if you like, but relative to the
fact that the concrete knowledge that they have
is virtually nil in some of the areas that we've
talked about, at & very High level. So you <:i't
attdch anything that you've been toid to sone-
thing that you already krow, which of course is

4 very important point_in_learning ..: T think
it's_the_overall problem of the exXperts ccming

in and having to give courses in a few weeks on

their particular interest; and they have guch a
wealth of knowledge in that ared that they start
4t too high a level. That's what I think

happens._ They've gone. so far into their own

area that_ they've forgotten that we know nothing,
essentidlly, compared with them." (psychology;
student 7). i51
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~ The interview data rtyeg; an aspcct of students'
evaluations which the CPQ does not: staff in the
same departmient are compared with each other, and

some are seen to be more effective than others.

While students do not seem to experience difficulty
in describing the characteristics of the department
ds a whOIé, the Interv1ews show that these general

ative element. The first of these corresponds to

the freedom in rearning factor discovered in the
(uésStionnaire analysis:

"I'i not sure whore the system.s falllng but
there isn't the cxchange of idedas, the sharing
of information ... It's this very formal or
objectified way of looking at work, at what has
been produced in work, instead_of ... being
More itiformal and relaxed about it; somehow
stlmu;atlng much more beneficial discussion ...
there isn't enough. of that - _you've got _ Yo
Stick to the structure and pioagh through it."

{(psychology,; student 10).

The assessmcent and-workload category corresponds
to the workiload factor:

"1f T have started in plenty_ Qﬁftlme,rthen I do
stdért thinking about the subject itself; more
han perhaps if I've got to hand it in, but
wasically it's all a bit of a struggle, just to

band things in, as opposed to being interesting;
you're working against a time deadline instead

of for your ownd banefit:" (history; student 2).

"The exams_don't exactly fill me with énghggiagm,
particularly the electronics papers. We've

got six papers for two units, which seems an
awful lot: I know even the staff admit the
workload in the seccnd year is high, really
tough on us. {(engineering; student 5).

"I look at (the topic) and I th;nk to myself,

‘Well, I can do that lf I Eéﬁ be. bothered to

work' - and you sort of relate that to the
valiue Of the work in the course, which is
v1rtually zero because it's so much exam assess-

ment t:: T just _don't bother w1th it until the

exams come round ... my revis ' on is ba51c311y
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for the cxums, purcly and simply aimed at pass—
ing_the exams withoutﬁbothériﬁqrtbbrmu;hﬁgbbut

studying the subject." (physics, student 12).
Social climate and clear goals and Standards

also sccm €5 be evaluative, although perhaps not as
Strongly so as the categcries already described:

"The only thing I've got against it :.: is the
isolation that's involved for independent
studies majors. I suppose to some extent that
is one's own bag, you know; and it's up to one
to make more contacts, bit one finds oneself

rather isolated, because you're not going to

routinely convened classes; very often, and
means you don't meet very many people. They _

tried having 'seminars but they were very poorly
attended ..." (independent studies, student 29).

"We_all do the same thing; we all talk about it
more than people in most départments.  You can
learn a lot from this; everything's relevant to
everybody else.. I know 95% of the other
students socidlly." {(engineering; student 1):
"The first term, I seefied to have done a lot of
work, and I hadn't got anything back at all; and
I just had no idea how I was doing. I got
quite worried realiy." (English, student 5).

Two further categories derived from the inter—

vizw analysis - formal teaching methods and vocational
rclevance - correspond exactly to the CPQ scales of
the  same nanes: They are descriptive rather than

cvaluaiive categories. o o
In addition to the more general descriptions and

evatuatici: of teachinyg, assessment, and courses; two

categorics referring to the context of specific ]
learning tosks were apparent in the analysis of the
interviews: the student's. background knowledge of

the topic .o subject of which the task forms a part,
and : 1. ‘gvel of interest in or personal commitment

£to a task.  These cztegories are intimately associ-
ated in the transcripts with the approaches students
describe to different tasks and will be discussed in
a later sectorn. ' :

 _The interview analysis confirii§ the finding of
the CPQ analysis that the six departments provide very
different contexts of learning: The differences be-

tween the departiients correspond closely to the
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differences identilicd by the CPQ (see Chapter 7),
and are not repeated here.
ThL tategorles of descrlptlon thems lvec 4G not

qurouth tatg)orles ao. Tlﬂ,maln evqluat on

variable, corresponditi; to the relationships with

students and commltment to teaching scales (and

their later rcfinements) of the CPQ, occurs in_a

simildr form in dll the iiterviews: One relatively
minor. difference is that social science students

Jdttach niore importarice to close. personal relation-
ships with staff than students in the other deyart-

ments. There are more differences in emphasis_in
the othcr categories. pPerceived excessive formality

of the assessment system and a lack of Zlexibility

and social scientists than to science students. Iin

the vocationally-orientated engineering department,
a_heavy workload wds not exactIy welcomed, _but was.
ecognised as being necessary in order to fulfil the

profLsSLOnally—défIﬁed demands of the syllabus.
INDIVIDUAL DIFFERENCES IN STRATEGIC STUDY METHODS

We have so far focused malnly on differences

be tween categories describing levels of approach_and
types_of departmental conteXt. We shall mow Yook
at some categories describing differences between
individual students which emerged from the inter-~-
views. ..

The interviews included two guestions taken

from Miller and Parlett 5 study of Students examln—

afnd Pdarlett; 1974): "Do you think there is any
technigque_involved in examlnatlons,ror not?" and

"Do.you think the staff get an_impression of you

during the year, Or not?": To these questions were
added others akout techniques in essay-writing or
progcct report ertlng __ The purpose of these_ _____

gquestions was to see WHether the kinds of strategies

identified by Miller and Parlett would also be

present in different environments - viz.; in depart-
ments in which continuous assessment as well as -
ASsessment by final examinations was practised, and

in science as well as in social science. departments.
A preliminary analysis of the psychology

students' interviews suggested that Miller and

Parlett's findings Wwere fairly closely repIIcated.
Most students could be classified into one of the

categorias of cue-seeker, cue- conscious; and cue-deaf
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using judygementl instryclions sinilar to Miller and
Parlett's madified to_include continuous. assessment
tasks. = Cue-seeking students; for exanple, not only
tried to make favourable impressions on staff, and
Ssearched for cues to examination topics, but also
took special care to setect essay topics, and write
essays, bearing in mind the likes and dislikes of tha
particular tutor who had set them: o

.. The engineering students presented quite a
different picturc. Cue-seeking; as defined by
Miller and Parlett; simply did not exist.  Some | )
studernts were more strategic than others; but instead
of using cue-seeking tactics; they used other m.thods
of maximizing assessment outcomés. These included
paying speciul attention to the detaiiled requirenients

of a tutor when presenting written work, and the
meticulous study of past examination papers: These

Students would probably be ciassified as cue-conscious
in Miller and. Parlett's gchemie, but this would fail
€O distinguish a small group within this category

who _displayed a particularily Strong determination to

succeed. by using these tactics. Some of them were
aware that attcmpts to make good personal impressions
and to seek out favoured examination topics might
have the opposite effect in this environment to that
intended, because of the formality of the teaching
and staff-student relationships in the department.

__These differences led to an attempt to develop
a2 more general model of strategic methods. Miller

and Parlett's study represents a special case within
this model. = : N
. There are three main categories: most strategic,
intermediate, and least strategic. Students who
consistently indicate active attempt:. to use select-

ive effort in relation to asssssment tasks (e.g..

essay preparation or examination revision) are classi-
fied as most strateqic: These students (n=6) often
also indicate the use of impression managemecnt :

They are frequently criticai. of the assessiient system,
but see it_as a game to be played and won. n im-

pression of a rather ruthless, calcutating approach
is usually given (c:f: Wankowski; 1973; Entwistle
and Wilson; 1977). Within this cateyory, cue-seek-
ing students car be identified in some departments.
The classic cue-seeking variant i3 bost exemplified
in the psychology department:

"Sometimes I find myself writing for a tutor,

writing for a marker ... With that essay I was

just discussing, that reference group one, I

wrote with the image of the marker in mind; the
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persondlity, the person, ] find that's important
to know who's going to be marking your paper ...

Question—-guessing is the most. Important .
(examination technique). Make a good stab at
the questions. that yoir. think you are_going to_
come¢ up — just rationalizZe it and. just work on
the areas you think are going to be asked."

{(psychology, stodent 7):

"I iike to give the impression that I'm out to
get a First and hope that they'1ll treat me in
that sort of way. _ I think if I stress my

intention often enough; they'll_sympathize
with me." {(psychology, student S5).

It was also apparent in some of the history and

independent studies students. rFor example:

"Staff ccrtalnly get an lmprebSLOn of me -.. All
essay marking is subjectlve. 1 know of

instances where I've handed in a good essay and
got an_ indifferent mark for it. I had a

dcbrlcflng session with the tutor ... I thought,
‘Well, my next essay I'll get a better mark for
it . And I wrote perhaps not such a_good.
essay and gct an excellent mark. for it, which

I didn't really deserve. But in the corntext
of the 1eaLn1ng process. the tutor has an_ _

impression of you ... it all adds up to your

essay mark and your exam marks. {(history,
student 4) .

In the engineering department the highly strate-

gic approach was not at atl Iike cue- seekxng. But

the .

approach was related to_an extrlnslc,rvompetltlve

fistivation in this discipline more than in any other.
Notice how the next student relates the absence of

cuc-seeking to the type of fjeld in which he is
studying, dand at the samc time illustrates his
awarcness of the assessment "game" in other subject
4dreas .

156

"The lecturer Lold us hlS marklng scheme; and

16 of the possible 20 marks went for the de-
sign, building, #nd performance of the bridge.
It was a model bridgeé, and only 4 marks, 20%
of the marks; were_available for the report,_.
So obvously I didn't put much effort into that
at_ all, obv10usly I didn't sgend three weeks

writing it up ... I'm well aware that I'm here
to get a degreée you know, you don't write what
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to think. And In engincering in general there's
not wuch room for that. I think there would be

a_lot inore room for i* i1 mors subjective things,
and I woald do it even more then, presumably"
(enyineering, student 6).

The ubsence of cue-seceking in the engineering
departiment appears to be related to the degree of
formality in_the lcarning context. While cue-ceck-
ing may be effective in a fairly personatiz ed and
informal environment; it iIs prebably counterproductive
In more formilly-orqganiz ed departments. Even a

tactic such as selective revision of examination
topics may.be tess offective in departments where
Knowledge is morc hierarchically organised: .

____ There were no students in the physics department
who could be undnbigiicusly classificd into the most.
strategic category, but another student describes the
assoclation between strategies dnd subjoct area:

"You_sort of hear peopte in arts subjects say-
ing 'He's bound to ask 4 question on such a
topic'. = But in physics the thing's nuch more
continucus in a way. You can answer a guest-
ion on Gladstone's forcign policy,; but. there's
lots of ways of setting up a question in physics.
You can never be sure exactly what questions

are goiny to come up." (physics, student 2):

The Upposite extreme to the most strategic
students is demonstrated by the transcripts of
stadents in the least strategic category (n=20) .
These students do not use selective eoffort in
relation to. assessment tasks: ThHey dre ofteén not
intercsted in obtaining a good decgree. The_ assess-
ment system is tvpically externalizcd and reified:
the students possess confidence in its reliability
and validity as a means of classification:__ They
think that the improssion they make on staff will
probably not affect their grades: they may or may
not speak of using specific examination techriques:
A very small nunber of students from this cate-

gory can be further classified as cue-deaf.. Nearly
all students in the prosent investigation, however,

revealed ut least a modest acquaintance with the idea
that some students might be able to influence their
grades_by a judicious choice of dasscssment techniques.

The following cxtracts examplify the least strategic
category:

(o]
v
-~
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Just revise early; try and read through c¢verythiing once
eee 1 would hJVL Lhouhht that (LhL btdff b) lmprCSSlOn of

TYou yet this. stuff about examination bias and all the

rest ol lL, but [ don't redlly thiik that teacliers are

that naive as to let their personal feeilngs about that
prrson {irlucice tiew in aity way. (psychology, student 4)

['m not_sure how they do go about nurklng essays and

things like thit. [ mean thgy might just go off what is
there, but they could bear in mind, perhaps, 1f you didn't
Voot wominiars oo 1'd Hob sure: (Lnbtlsh, stadent 38).

Clo w1 iing up projects) as long as you get down all the

fiacts you _Jn,rwlthOUL padding it out too mucli, followirng

some sort of given, you know, they give you what they
tlifnk thiey wint, and you try and follow the list,; then I

think that's what they want. (engineering, student 8).
i Do voil thnk Elie iipresgioi scaff{ get of you could
aifect your . nlnyrcu resule? S
K No; it's ot sort._of,; the way 1 could work at all.
ir 1 do something 1 do it begnusc I want to, not because
[ might et a 2i instead of a 2ii; or something. _ That's
not particularly inportant to wic. (History, student 2.

The  targest. g roup of students (n=28) was classi-
fied as intermediate.  Some of the students were
very difficult to classify; inevitably, doubtful
cdases have regressed to this category. _Some students
were almost "beyond" cue-seeking, being fully aware

of the. pquIbIe biases of the assessment svstem, but
determined to go their own way and study what they
wanted to study, despite any harmful effect on_their
degree result- others were hardly conscious of the

assessment "game™ at_all, except for an occasional

suggestion in their interviews that they might be
aware that perfect objectivity in grading did not
cxist This vategory corresponds to _cue-conscious-
ness for students in some-of the dppartments- thnre

Ment and an understanding of the presence of cues
Lo cxamlnatlon topics dlsplayed by *hese students,

cues and make favourable lmpressxons on staff being
shown.

I thiiiik it'g a {av urable impressiom (that staff pet of

me)... If people know you, know your capabilities and
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How )ou nnxmlllv wuxk 11 you're writing a QUthlOn they
read into it a loc o the. time what Lh;y know you' -
meant .o I oghiok i€ Can lidve advantages.  Although (t
stiduldn't really. (independent S[udle, student 5).

It vod redlls mlkc yourself noticed it could have an
etrect (on degree results),.. but I don't think tc's
siyniticant in My case. (ptiysics, student 13).

as many as you can get hold of, and f{or as long as you've
ot the time ... the study of past papers is very
essential. (enginecring, student 2).

There's a lot of bluifiny invotvcd (it seminars) . If
voua ;usc know basically what you're supposed to be
talking about, and throw a few Lntﬂlllbcnt comments in
once in a whxle' you catni ¢reéate qu1te a good impression.
Bt the impression couldn't affect my degree result much
F'mo close friend of my tutor; but T don'e plday on

it (hiscory, stadent 13).

You have to talk in sgmlnarb, and they Kedr whit you say,
and Eliey cdii nitike d lot of inférences about you from
what you say. And also; of eourse; from othier tliings
like your appearance dnd thie way you speak, the way you
put yourself QVLF -.. They know I know my stuff and that
I speak when ['ve got something valugblé to say.

(lnvllbi Stident 6).

(Lectures are useful to get) a per,on 's Ldeas possxbly,
sofletimes you get the lecturer's view on it; and you
think ~ zh, that could come in haady for kiiowi »g What
stic thiiiks; playing the game or something. (psychology,

student 2).

INDIVIDUAL DIFFERENCES IN DEEP AND SURFACE APDROACHES
TO STUDYING

Tn; muJor conclusion of Laurillard's resarch .
(Laurillard; 1978) was that stodents’ strategies and
approaches o learning Werc context= dependent:
dichotomised descriptions of learning.such as déép/
surface could not be applied to individiual students
bit cguld be used to describe students in particular
Learning g.tuations. It is nevertheless possible to
maintain thiat while gtidents are influenced by the
demands of learning tasks and their contexts, they
might also have relat: vely stable preferences for
one ovbprodeih or the okther.  ‘There seems to be no

logical flaw in this arqument for consistency and
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variability in approach {(Entwistle, 1979).

The interview trdnscripts wore thercfore examined
again in order to see whether consistent differences
between individuails could be identified, despite the
fact that cvery student had ientioned the ise of both

deep and surfacce approaches, The following judge-
filefit instructions were dcoveloped in order to make
explicit the grounds for classification:

i. tht ggﬂgg;;>approach to studylng is mentioned?
.g. "I usually find that I ..."

"I gencrally try to ... -
'On the whole I am able to ..." =
(sece student 7; hlstory, below; for a
more extended example)
If generally deep, classify as deep: 1if
generally surface, classify as surface.
2. Whut is thc rclatlonshlp bctwecn lntcntidh and
prougbs°
i.¢: Docs the student speak of SﬁCCCGdIHg in .
carrying out deep intentions (classify as deep),

or does he contrast intention and process?
{(classify as <urfdce)

3. Docs the student concentrate ir Hi3 rasponses
on the technical aspects of studying when
asked about how he goes about studying?
e.qg. "I read this page, then I turned toO the
back of the book and spent ten minutes
Iooking ap the index :::" (= surface)
4. Does the student make a distinctidh BéEWBéﬁ the

study1ng° (classify as deep)

5. 1§”igg@em1c unowledge seen ds a part ot the
stuuent? . Is an interest expressed in learning
for learning's sake? (classify as deep) - Does
the student tfalk of the excitement of learning

ar ' express.a desire to learn? Is he able to
fluentiy about the process of learning

§{ above); as if it had been reflected on
ro the interview? (= deep) -
6: Is academic knowledge seen as external;, a threat:
a source of distress or anxiety, not pdrt of

oneself, something that happens to the lecarner?
(clasgify as surface) .
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Catevorivs v o 1 6 pedciible the _differences
desceribed b sdaljo in hig study of the development
©r subjue. tive conceptions of learning {Saljo, 1979a,
b,o). Laarning in lhe "taken-for-granted” pers-
pective 18 o 'cntxlllL a reproductive process {c.f.
the carlicr stages of do cvelopnient in Perry's model
(1970) )« Lglf”l“] later becomes,; for some ¢ experi-
ehced learners, "thematized”: the ledrner becomes
ayare of the anIuLnx Of the LOntggger learning,
Is able 1o LunLIJSL 1

arning "for life" with ledrn-
ing in school, and ty ypIcally makes a distinction
boetween roco -cdrnan and "real learning" (under-
sL. ||“x:u;)

distinetion between consiste

tent deep and con-
proaches is erh.is nost effoctively

= tr e

1}lubedLQ‘ LY some rather more ertensive extricts

Ir inverview trunscripts
Di g [ ilii:-,Lth‘.. tie .ir.\Li'UrL:LVli;L',i”
Chiv tii - vore teachime us and it wasn'e just 4 lvad
Olaels o~ that's only releiit, recent redlizarvion,

thig ternm. I started to reali it when 1
Faelisi i'm doligg for @y ree #didth, or
cted to psvchelogy oL the novelist
close to the pes huluVl\L oaly He writes
T oMo, nol Credlite - 0 more artistic
I reali L’d th[ Lh\Y\L "n'ci'l.‘ s vlose |
Poed now Interrelated all the topics in
. Aund thit 'S when 1 oalst read some articles
that's when I suddenly realized thae
VOUr own pattern on it wodld probubls make a better
ind o ors Chjoyible essay, And tie little .
shicte ds o that boaot an A tor the rirst essav doiic iii thie
avw Wiy - oso ['ve carried ons I van see Perry

that tne

bcxn,
b cmtoand Tothink, T ocouldn't have seen him as
beiny relevant untel 14 pot into. some of the i oS @y -
selt. N0 beimg taight aboit it i o First vear didn't
redlly Heip because 1 dida't unders. - ha; what they
were teacitimg, or I othoughe; 1 S 8
ot Bat 1 odidn's Kiow @bt wis really ccant 'cos you can't
HRlerstad there are two cides to oan arament ~ i1 thﬁt'x
what o' ee ﬂ:JvrSLJndiﬂg = dintil you sce there are two
sidus to 1 UFREGRE ... 1'vE become more interested in tho
subjoecty 1 othink, ['ve begun to undersCind Sore of the

. s that, can

iolo

'

dew the

sabject; and puerhiaps; leidrded, learned thi
i PRRYS ire more successtolly, I ooz

Pree 1earded pertiips, perinips
ol dIpsveholosy, ::'mivni. h).
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SURFAUE :

St L don't_really like seminars anyway.
13 Why tot? .
St I don't know, cr, they scem f filse to e, thuy, you've

um;,ynu a1l know that; that yoda're not enjoying. chum,r
yuu 're Jadt there beedise you hive EO; because they're

ouppu5ud to be compulsory, your tutor's joing to mark your
iys liiywiy, so yold mlght as well go and show willing
UU; I don't tike seminars ... [ think there's d lot of
bother _involved Lo er. I mean the two practicals cou
and it's dot juse, | doi't tthk i€ iy, just the writing
up the report at the end that you hand in -~ 1 mean that
wiphic be alright, but it's the way you go aboub organizing
the practical. 11 you're in i stite dnd, you go Jnd see
your tutor; amd you say, er, "can't but cnough s"
or "sotiethiiog's pone wron,"' checi;, it's no! poling to ngg
you much. I mean you're going to feel like that dren't
yoi = two inches tall; and you can't help bur think; well
when he's mirking it hie's poing to renigaber chat T.came
to Bim all in a state, I couldn't really organize it. 1
thiink, t thiik ehcy give a ot of worry to people.
(psycholopy, studenr 8).

DEEP: . . ]

[ What sorts ot things were going throuph your hicad as
you woie roadlog ic?

St Plcdsurg at sumubod) buxng abln to hdﬁdlu bUCh a com-—

1dUHLL1yLnB the failure
yet dlso posxtxvuly buxng abl
about wh C .
wias happy too that it linked in with what I'd been reading
abuut Lhu dcvc[opmcnt of SLlQnCG and beenCLflc Cr d1t10ns.

differeat things that I already kan in one pattern ... 1L
was econtinually litikifg Edgocher diffarent chxngs.
¢independent studices, student 29).

SURFACE:

L: Well, do you think you have to ... Do _you_ chxnk chere s
any prlel thnb you have lo do when you arce pr paring for
them, revising for cexams?

S Um; definitely going through problem shects and the

worked solutions and that. I sapposc Eo, find ouc that
wily; you came across, all the likely combinations of chlngs
they'ré goiig to stick Ln, like rotten things ... Then you
concentrate more on the, ing and outs of, Ehe problems
related. to this part of the course. You know what might
the prob, whit mxbht Ehc ¢r, what shall I say, wnmm, awkward

sartd tley Are golnj to put in, you go throagh the past
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probled shiectyd, thivi you can see what, um, dfotricate litcle

pivees they are golme Lo oput ing you hnow to try and fool
you .ad things rike thiae: tenpineering, student 7Y,

3

sting (cssay)
t scope is

DEE I thoupht that wis quite an intere
actual le bordudge it Wiy subicthing: like “Wl
there tor individual anitiative 1a a group?™; and timic.
makes me think; oh what; tln '« dgquite da few terms you've
EOU LU Horl oiit Here, i‘:,(hi Cinitiative thing, how can
you ldk( ity and Udecided than; you can luive initiitive
meaning . rrecdoti oot Lnd;pcndanly of the group and
xnlellec being frecdom to think Lndcpendanlv of a
SHroup. And 1. toeok. that. sort of titie oii it, wliich
thiongghit woitld be d bit diifer ut - 1 know how boring it
must be to mark thirty cssays all the eame ::: At Tirsc 1
was_a bit; 1 thought; Ol God, hLow ai 1 going to start, |
don't quIlv know where my emphasis lies at the moment
betore ['ve doue a bit. of work o ir: I Kiiow roughly
thiac Y podig to do Lhig treedom to act/freedom to think
bit, how dovs it Interrelate?  So I just started readi
on the rirst rhuptc I think it ou that book cail
”uroups” dnd, er i was a good chapter 'cos it Orylnlde
all the readings that were ro_ follow - it was donc Ly tlie
cditors thetsclves (20 Which led we off to the rLadlngb
in that, ab, which led me oft to further ar
the end ot jt; making Hotes oi iy, oOfi the things 1 was
chdLng, I had a great wad of it which, by that time, I
had an idea >f how my initial LOHLCDCIOH of the. problem
conld be ased Lo sort out dll the information I'd now got.

it all sort of fitted together

iink as 1 was wrltlnb T was thinking dbout liow I was
h”lﬂb to. how thie final product was going to come about
and, ecr, that sort of directed my _ rLJdLng in face. 1I'd
read somcth.nb and I'd chink: well, how's this fitting in
with what I've thoughi » 1'd got to
that scngu I'd think, well, where do I go from Hare: Arid
so I wils asing what 1'd JUSC read to determinc what 1'd
read next, and 1 kept going until 1 had to go to bed.
{(psychology; studcent 5):

5

ut so far, and onc

SURFACE: You look for dlffhran people s ldéas, the
different authors' Idcas,
out what you think's
difficult trying to
is relevdant, beoediusd o 10u51} so many pcoglc have written
pages and pngLs on one¢ subject. T find it difficult to
find what's rclevant for fyscelf. Making my o~wn mind up
I find very complicated., spend such a short pc iod

of time - the other people have spent yecar and yedrs ...

(bistory, scidcnt 2).
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L] s D omond ool dvel fU'd glite A chdlleiige: T
like petting a lot ol ddeas; |olik. to Tind a p:u‘Livul{lr )
atigle fob it ke it @ BiC WOre ITNCCeresting. But [ _tend

to pive up on them (essays), I tend to write very umlus(_d
gays becadsce | have all chese ideas going through my

e o d wr|Lc thien dowi, biit ) doi't piut tlici dowi i
any particular logical sort of plan <., 1 tend to do
liL~LLci i eMiiin ] beemige there the conrusion doesn't.
matter so much, Jas as the relivant points are thore
oo don't seem e Lo link ideas topether ...
(hilstory, student

o

It is possible to see a logical continuity between
the consistent deep category, Pask's concept of ver-
satility;, and strategic study methods. Versatility
in a "themdtized" learncr - shown by the ability to
alt rnate between a grasp of the whole and its impli

cittons and the process of building up.an understand-
iteg by wuthnq through details - is wcll denonst.ated
Ly this students

Wil | teitd €6 do Lnlc.ltly Oon N €884y OF a Jis v it cgion,
I will make up purlupsr:x shery or a lonyg bibiloe: :oay,
depending on what  tt of tooks and articles that 1

think are relevant ds source matorial, dnd then at firse

1"1] tend to qurt go through thuse one by one, picking out
out pofiits whici I chink drc retevanl, gl\,[n;, me some

sort of ll‘lmuworlxrto work on. And taen, Tier 1've
built. up. quite a large body of noLu,, pus. . y, from that,
thiein 1'11 get to the st ge where I' ve got & véry good
itdea of how I'm poing to organise the essay or the
disscrtation or whatever; and there'll be meuular

arcus then whuh I'm looking ifor. There may be one or
two particular points which | want to sece what otne
people hive writtoil dboGE: Anc 80 whars previo
been going throuph the source material perhars one by

onc 1n_a rather gulhrl] way, then 1'10 wet down to more

speeitic details .. (iddependent studietd, student 6).

simitarly; the concept of strategic study __
thods implies an ability to choose the nmost effect-

v strategy for the task in nand (sometimes this
ni: rnt medn takKing a surfdace apprcdch) and an. awhare-
ness of 'he purpose of the task and the way it relates
to the ¢ 1rse as a whole. Concistent deep_api-roaches
were found to be posiiive.. dnd sigquificantly related
to shgftunlc btumy met\ods (Ram"qeh, 1981).

some furctlonal ;ﬂla-lonshlps between Lhe cafegorles
that. have been. identified in the prev1ous analyses.
We shall deal first with students' perceptions of the
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relationships between ditlerent sabjeet ireds and
strateyles of learning.

STRATEGIES OF LEARNING IN - FLERENT SUBJECT AREAS

We have secen that the subjective meanlnqs
attached to ehe sub- —Cdtegories of deep and surlace
daprirodchoes sttur from onc subject arca to dnoth .1
siinction between the sarts snd sCicnce sul
WrD IS IS rclecd to Pask's descriptions of dif
styles and strategics of learning; it scems that
difrerent bubJ“(f arcas miadke differcent demands on _he
types ul strotegy used by students. Althougn the
interviews did not measure styles and stratcgies of
learning direcstly, History, English, and

7777777 ‘nylish, and physics
students were asked whether they folt that there were
differencnes betweeon the ways in which students in
dirreront subject arcas studied. To what extent
did the students themselves peérceive differerices in
the btype of striteyy used i arts and sciences, and
in the learnias contexts provided by the dlffercnt
kinds of dupartments? L

Learning tasks in science are typically des-
criboed as hicrarchical, logIcni; lcterogeneous, and

rule- and progpduxe—qoverne

(Svience) seems Lo be constant  sort of building thing -
Lhey ledrn svacthing one week and build on ic ::: kiow-
ivg the rormula; and using that, d applying it to solve
aitoClicr foimilia, etcetera. (history, student 9).

A ot of our seifi is Just gort of, you know, teaching us
a lUgL\ll rlow uriarbumvnts, observnny certain results,
concepts and how they're roldted; Wlereas ... (physics,
scideine 143

It's much more - oxace isi't tho rLgnL word = DUL in
ivdg you're tht or wrong ... here you can'r Ethk it,
(t happens. (physics; scadgiic 5):

er the sciences, thLy have to be inolc Ldlcxlntlng,
e, to know In""al colie chs. th" irave to know

down. dfnxli;h; student 6).

Arts and swoial science tasks, on txe other

hand, are sccn to be interpretive, comparative;

generalized, more self-cnverned; and not as difficult
or time-consamirngs:
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(Arts studeno ) seem to Have G mus ol edsier cime of its
ThHov Foud d e more; ol course, they've got to read all
the vooks, but oo miach easied it scems to
be just yoing on and on about what you your<L1f tliiik ...
lii thede othior sdbjects yuu,'.m just sort of go on and on:

i tirink tihis, 1 think that": (physics, scadeint 5).

The work dcmln!,. fit d way, o cnmplutcly different
intelligonce. For us it's more Interpretition, more
diLily§is,; @ore peictration into the material ... They

jLive to ook ahicad Lo dn dngwer: we linve.to look 10, ..

tor Eaglish vou have to see implicit meaning. (i aplish,
student 63,

Tl History or politics student is trying to interpret
racts:  the physics btudLnL is perhaps boing mere and
more precise whiist the histery student is trving to

ponerilioeomore oo tlic liiscory student 1s ay rovndd
and round, sort of thing. (history, stud... ).

It's nard to U\pllln - ybu te fiot ledviiine something one
wouek which will lead you on to something “se, yia tend
to skip about oo yuu ¢ sce things runniog thrdﬁgﬁ the
loctures, but they're -ory sort of tenuous . Te's

ot soiietliiog that you can build en. (history, student

9) .

A lot of (thLory) is ]Ub[ h\pOLhLblb, why did thiis guy

do titis?  dnd 56 on - it's 4 1ot less cerwain:  (physies
geadenc 13).

_These subjcctlve-y—dgf;ggg dlfferences are sur-
prljlngly 51m11ar (zhe differences in workload and
difficulty excepted) to Pask's definitions of

operation lcarners and comprehension lecarners:

Oéuiiiiuﬁ lCanLrb pick up ruleb,rm;thudb, JnJ stﬂllS

. (L]u, 7777
buxlds concepts fov solntcd topics.

(nmnruhvnslon leroers ibddiiy piék up an overall
piccure of the s Sject matter ... (they) deseribe Ehe
reliitioiigliips be veen topics. (Pask; 1976)

Morecover, althougyh the two subJect areas are
scen to lequir~ different wayn of learning; students
in each field aaree on what the differences are.
And both groups relate the differeaces they joirtly
identify ;97chdfd¢ter15t1~ difforsneas In the environ-
ments of arts and science departments, as the foll~w-
in« extracts show:
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bu physices; o thie Heiedi it's laid out in the lectures,

cverything tiat vou do comes duwu, it's written. on the
blackboard, 16 vou miss (ivu leetires it's very importa

redllyy beviilise yutl iss cut whole sec
whereas with the arte yoo could to a e
thiok; be pFiven reding 118t dnd an cssay lth an: be
lett to Lutorials and seminars ... just left to do it ott
vourselr: wit h vutdelines botig Llnou;,ll Llu_- -
(H(Ulld[b . i['s puidelines in the arts, In the ‘nces;
It's just lines along which you have to work: There's

; of the cours
i T
1

e suridingg - you live to do this, i d you're not pgiven
cxpression. (physics; student 12).

any treedom of

d bip divigion bchuun sclence and arts., My
triead docs bioloyy, and she seems to have to tearn so
mny more racts than us; diid tliecre's 0 much wore prLééiii‘é.
cspecially this She's always beivy glven exams; at
the beginning of

term, so she Wis td werk Hard 1n tllc
bro @il Crs il yai 'Ve gt lots and lots of
: : b & and lots

3551gnmenL Lo
‘Ko and the actual exam is. a AL VASE rod
She can't just_revise parcicilir tbpité
it mnlLlva chivice {examination)... Some
to memortce names, and. things Vike shae: I kiiow §6Me~
i that slhic ke to be able to think a
1ty ... It's & wch o e
specitic kind of sih 5 morn systemaiic; we're
left to viirselves a lot ... we have much mo~ - work to do
outside the actual set hours. (English, soi tenit 5).

Thero is

Jdo

times shie 1
bit nore about things

W do i Lot more _than they 6o ... more otten than not;
you hear lnuplc sy, "0l I° 1 geét an exeens on for my
esgay for another two weeke  or somcLlung, lf we asked
Tor an extension for our LuLurml slieets; we'd be three

weeks behind ::: (physics) is far more relevant to life

than the study or IusLory 1s Admittedly; if you can
see what's yone on in thie pis ; you cdn, it might help
yoir, but wlicreias if you get a scienge dc;,ruc you can go
dircetly into a scientific job. witi Listory. dogrees

there ds raching, I you

Ve omaeht you cdn do oy i
specilivally want to use history .. They perhaps don'e
take 1t oas se rlnu.sly.' Iodonn't %18 1L perlaps means as
micli to thom as ours does. (physic=s. student 11). )

We o can hand it To add @omipire 1L w1t11 some other pguy,
Fight Gr Weousn, witi fotlow=students; but cthere it soems
to I Just poimg . en and on aboat wh.it you yourseli think,
sooved et tedlly compdre e wit! i other students to sce
whiat they thought of it. (plyw«s. studcnt 5):

ME leeture tisietable is pretty sparse; whercas [fve got a
trivind who does ul,:nn-crin)(; and hie's got ddys just full
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ot stuit, bt ['ve pot 1o doa het! ot a lnL foreé readiug:
[ yo to a lee ture aud it just introduces me to a_subject,
whoereds he, I sUppose, gots an awiil fot of it from

seminars, practicals, and so on.  ie pets a lot more
fritormat ton; whereas T opet an. introduction to it; 1
sippuse.  (History, studeiit H1):

(lii #cicncv) | ochink vou hiave to learn things you don't
waut to léarn a lot more than in English;  you cin't
select as mel; because it all fits LOLLLhU’ (Fnglish
student 38) .

Tlicse contrasting descriptions of tasks and con-
tewts certainly support the visw that Pask's concepts

cffectively measure differences between _subject areas.,
Subject darea and learning strategy are functionally
related in the students' subjective conceptinn-~

The matceh 13 remarkably accurate and makes got:

sensie: sceicence departments are seen to have .. jrur

gouals, greater vocational relerance; less. J:eedom in
ledrning, dnd niore formal tedching; 311 these things
make for an environment in which scrialist strategies
Garg gHoourdged (and probabiy .rewarded) ; while the
reverse 1ls truce for artswggudcntgfggd in arts
departments.. Although both science. and arts tasks
May regulre both types of learning strategy {we have
seen thit the ubility Lo ulternate betwecen the two
is & chardctoristic of some conmnatent learners); the
mixturc is different. The students relate tie

differences in learning strategies to the way an.
which the depdrtitents are orgadnized, as nich as to
inhcrent differences in the subject matter, A
matchiing process,; wriereby students w'*h a preference
for comprchension learning ogravitate towards arts
dupuerans, and overatlon learners towards science
depdrtiients, presumably takes place. It would

secem that the distinctions are continually reinforced

at oniversity.

Uk _EFFECT._OF THE LEARNING CONTEXT ON STUDENTS' LEVELS
¥ APPROACH

T
>k

Another important objective of tle interview
ana’ -<is was the exploration of pos. ible relation-
ships ..otween students' nerceptions orf the context
of learniig and their levels of approach to lcarang
tasks., _ liow do_students exmlain_the fact_ that the
take different approaches to different tasks?
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For students in all the depactments; tlie bty

ol teaching and the extent to which staff gave help
and advice onoapproaches to studying were related to
denerally “avourable ov unfavourablo &t Litldes to-
wards fedarning Und stiueits' fhterdst in what they
were studying.  The tollowing extracts from che

tntervicws provide oxiniples of Lhesce relationships

() [nterest in siululﬁs; helprtolr 688 o1 teidctiim,

Ioeertainly don't Tise 1t i1 you et tutoridls whore tlic
BOY JUsU comes alomy Ldad $i08 o il diikes you stand
Ap i da e Wirk o n The Blackboard. Usaadl by he picks
onopeople that can't do it: which | ochink 1¢ terrible
bucause yori dot SHECKE dp Gt thie blackboard and made 1o
Fouk a4 dook, and it switehes you right ofr... | chiink 1Y
pol potus to do bai it chis Riy's poinn 1o do that o
wees heciise Dodun't lecrn anyvtiiing;  nobody oise learns

5orou so long Lo do Oi - giiestions

anything because 1t take
It particular

and 1t wakes voi very Gnhdppy with
, so b Tose dnterest in the course. (physics;

COUT S
studene 1.0y,

sos

Lotind that the courses T do wost work - . ars the cour
whore 1 oget on with tlic titors best o.. a tutor can put
you art the subject ... some of them don't Hike students;
so they're not interveted i vt $OMeits ive to say
unless i0's Feleriit Lo Hiedr approach.  (oaliah,
student 385 . T

St g wlth :‘-ix;nh; }iki\;\: LllL\'IH \‘I‘
them = 5y Fnow, make the bocks come H1iee beciiise
they can talk dboit them ar dircect you te a
clidprer or a passapge, ondd mt 1 think , .

LacKily "o doing some courses

you could s;end an. bour . r iond then just
corie £o wh o thaink in ceoof Qv oa cee b2
you gel a guideline frem . poaad 1 moquire baesy
in having someone whe - in po e way, then it's a
podseind . thidtory. student 5).

(h)  Commatment €O Chiv Sibject

IT they (totors) have enthosiagi; Hed ohey really fire
their own Studeits with the subjéct, and the stadents
really pick it up o l'm really wood at and enjoy (oie
aitly boeediige a particular ntor ['ve
been so enthisiastic that Le's piven me an en-

L tor iU and now [ oreally love the ibicet. jit

v
subject) bar ¢l
tiad Hias
thusi
A0 Che bBeginiing ot canother course) 1he tutor wis ...
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i tor iy Likdew Lo sowmething tmagin=
o s Chere wers somethiog Packing in the
: oot s hish o studvnt by

i il 1 H RN

o e, et boob o ay i cifeii-
Goot o, Covomdon't 1 iy bW becaase ne hasatto

o g the leeriress s gent toined what an

R bat =0 way ot telling how Lo work it
Gt §oan it B0 tormula o oget the eigen energy, but
! A e cisentunction, whotlier it's applicable or wot,

trere’s ne wav ol knowins.  (paysices, student 3).
eoeriticines will be owerv cLosely alipgned to, Iothitk,

; some of the starf have about the
thifity fevels o1 the stuadeints reliative to their subject.
Tot relative to being
ciivviait

e LAcr o« cmpathy that

¢ able to be good cnough to be dt
v, i voi ke, but rebative to rhe fact that the
cnorete kovwledpe that they have is vi liy iiil ii some
C e areas that we've talked at, at g very high level.
Sl can't oLrroehodnythif thae yoi've been told to
see thine Chat you at.ocady know, which of course is i@ very

RTINS in learnine ... [ think it's the overall
Srovlen ol tne emperld Comiiny i sl Rvibg to pive
CnEees P 1 few woeks on thelr particular interest, and

Shew Hive €en bW Wedith Of Knowledge o that arcea that

Cihe s ostart oot tee nighoa tevel. That's wl I think
lHev 've Fone so. rar tato thelr own area that
seiiciialty,; com-

fevturing abilioy

The concepts oare redally ditficule : [t _usually.
takes. b othink = people Pike. | certainly like to sit
SR OofF @Y o®WH and o a0 wy own 4. Now the lecturers
cernainly assume Duab we beew dlohind tliey justE Keep poing.
People canos “"slow down' but people of course
Celavtant Lo omav thes don’r andesstead dt.

! ¢ wehind it,

¢ are

R ~he tends
Coodeep ol aid oonee you i Kpnow, you
fii't redll~ et back on terms., (envineering, student I).

we wete doing Fourier analysis, and the lecturer
13 bassine that 1t was some?tong whi
it woon pict T

EREUTI v

Decens

el

b they used

TR P 4
wocan soe 1t being used.

winen they

‘res back to edrs:

Porence,

He deicte wiis dhout why when vou bany 1
srs ol dirferon: sound

ther than wheil
4 oiolin win 1ovou just pet one note ... be
i b, 1 oo ook gt chiy o Sou

1 ee why — disd he was
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ied

tay

paricnces of Learning

richt, von o il see why, 1t b make sense, (physics,
student W,

Fecsdbach o pertormance

g essay foo- b opddve o iWo at the beviuning ot
tie ;;l'l-’iiti Lot \l141 lt“llll'l k'l‘i .iiuﬁ\f hl«k llll th‘-
Ceraiofor vou kitow, 108 0 B0 Jdityiciilt, when cou're
writing the next cssay

RATTRNE

v, brcauso you want to know whero
vou've vone wromst and the points that have been alrivhc
oo By the time woi've pol it back atter watting a whole
term von've toreotten what 1t's atbl abeut and it doesn't
redl vy mean moch thes, (Epd i, stadent 31y

Unfavourable attitudes to studying, lack of
1

tem tespecially inappropriznte (ISSCSSHCHE
, restricted opportunities for self-directtion,
s workload:

[RR S I

in.iix];r.-;n'i‘il'\; assessmont methods

IoLGok 4t (bl topic) aind | othivk to myseli, "well, 1
can do that it L can be bothered to huat through hundreds
Ot teHEEbOORE Gind do the work" - and yoiu §ort of orelite
that to the value of the work in the comse, which is
virtually sereo because it's so much, exdm As3esSsment o

I just don'l bother With it until the exiams come around
«ooowy revision s basically for the exams; purcly and
simply Gived J0 piassing the 5 withiout botheriip too

much Labout tudying the subject. (physics, student 12).

Hiindependent stadies you've ot to do the (oursework
and it's pot oo be pood. ghercas - 1 know some history
studerts who've just ot phenomenally good mehnories cind
Have et 4 very puoc exam techoique, and did very littde
revision; and just got gocd marks on the basis of; you
kriow  piarrol~riashiion Jedriing: Ciidupenideiit stidios,

St 7

it thiis Joepartnment, 1§ (the design) fai1ld that '
siack mark. I* stouldn’t be ... the French civ
cnyinee: who was e world's leading adtiicri€y off €ho
there was more to be learned from
Me's ~uite right of course. So
} ding o cdn avceuunt for
¢ that’s as valid as somethiag that passed.
ing. studenc 2y,

St o tom
tal lure thas

if you hdvee
then to wmw
(enyinec:
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Jhiy Lo stande oL,

5ot Learning

et ot tiodee

i seme respects that iU isn't what |

dassessment,

oMl the ti ity
. when 1 oot o 1
iv o mairvellous o0 1 won't just be
tent . 1" be
ot oand think aed
Nooo— it 'y oalt

o 1

slice he

.. ‘,l‘:,i“:"- i! tor
¢ Ly

just {

toalh et o Subyect, dind read

sotactared, von Rilew, When e o0 g ST oo st i.:iij'.iii
bivk oowy roenoand VI san N Sl we pot ot

W cat T oL it s dor [ Ledvhers ' tmiages
P trs oot ot Uhel: catsoon thelr courses,
; ' H PHOE TS hedt dichiiesed by toliowing thie

i crantoed

HE T S N RN

ST BN S BN Y

v ot I‘;..i"ligl): wheat

ot wjxii to Ii':ifil
Sl STrensovery o stroay ang, .
i, which
ment that exists
"t jus, you

aitd really work

PLruclinre une
recthy gt tae

[

spodited oo tind

Lave .l

s and really Lav
. veboloey stadeat
fn ot tew o the b tures was o1 plokine (the principles)
P e U took we adl omy time to_pet the
Lo, oand this dnoaowa, L the paee B8 oo fast

i t

witat

otes Jownh g thag e 1t Tou don't
it Yok et do pwe

and Tisten to

Godi on.

Tou o

ENERUN Fou speid _an hoar takimgd notes
T | tothis Jdown to this vers keen dedine to

oW

Pl e st
Abent th

il

Y B A

A, (envineeriing. stadeat .

vy

Cthen ©odeostart
e Lt Dcrhqpu
TR L S AR D R R

i as opponad

in plenty ot Ul
osubiect 1 seltg

and it in,
just Lo bond thim:
oG e worE T aptains o a time

(history.

bhut In

vour own bene!it.

L. scem to
avourable dtticddes to
: ~hoice also brings

voeusly

B
Yot e

. L“'in;:.

mtal state for approaching work: |

pLople 1 Kiow in the course are.




—~

oL Learnineag
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Tou Ceave b tab e e pomsib ity ftor the work yourselt.
Tou'te nots v ien t havie (e il
stod reading and supgesteld
ndent studices; so voii HiAve Lo be

v ool o opre-

ity T word o of sugg
ippreaarches 1o ind

Jdawm sdre Chiis Poare diteiested enouph and cont Ydont
caoreh toosee o thronph those Cimes whenn voo oae o
woll ol minor  cise . wher YOouodelio el e g

P s 0l D ovoait ihealders and o] Cv e else

oo to cos 10 regeires commi tment an. pera .o
t D Evat Tl cidebendent Studies, student 29,

Othyr cont e
indhards,

ovariables - cidarity of oals
1. tlinate - were also related
PSRN Students to ot weranle or_unfavourabte atti-
tades aandt to thiedr seon . 0f geciirity G8 ledrners
within thelir departmoen:

Cel e U

Phe stadent 's fntotest in dn desdediic task (or
Gl personal commitment to studying o particular .
reld) et his prior possession of som understanding
LothHe tield or topic in which a task _is situatec
wore frand o be associated with the probabitity of
ooy approach to the tus For example:

o Terwe s 1 dnterest

Ptovos "t that durerestin:, there wisn't that mach cHaro:
Dowasn toreading it redile dditently, it was more skimm-
tookinwe tor certain words. science; the
velation; dates as well, just to gort of

St the points thit | wanted. (history, student

tae throush,

Tindatrial r

I FornUry to opet a ograsp of the, the whole thing
vou've reading an oartiele] or 1107
< Bl try, T otiy to, 1 don't often. sometimes,

dopends what (U's about, er; I otry to.
Peo Bat vou tind feodirfienl? o
S M, I wouldn't say 1 found cverythiug, I would
ol found, tound it difticalt according to whnt
abous ] Imeo, the copnitive reading + was
telling you about, I iust couldn't be botuered to

Py oattentiof Jdiid see How olie Arpument o nozeted

Vo

witi the other. . veholopy, student 8).
Pbit contutiiin, (this subject).  When it .omes to
i. beoat I'm not very interested in it; 1
oo rash thi says,

rie books T redding Tor the essa
oot st o dontt really ooderscand ft when 1've §l5ished
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tedadime, il becaniae there's .unh 4o lot ot iiildi'ui:iliﬁxi
Potniith wni ocadl cither oversiiplite of o fiito too much

detaid. And 1T othink t tend to oversimplity. (Fusetish,
stadent 30y 2

choy Sackeronnd knowledee

(The best way to study) is to po throoph some work, aid
fiv il oeet some solations. o Te's difticale. . 1t depends
Biect a% woll: 1L’

on how well one knows the s
wrile quest |\m~. iﬁi:, éi\xiiig-iiifll);, ;\'\)ii kl}ﬁii wu | 1. Yonu _'|7||er N
sort ol plod throuph ddid try aind cuderscand bits here and
there in something vou don't know. {(vnpinecering, student
(RN

Iothink it 1 _abready koow something about the subject
aboit which 1 wint to wirito, iC iielps: Because Lthen 1
can write somcething out without having to refer to the
books 1irst; sketeh something out i much mor
rather than just

1 much more detail
tion w Ahoar .
to them chanyging.

1 just tedetal oo this qa
popular recreatio. . oand were attitudes

Well, liviig boei: - oisded in Folklore = a consuming
passion lor the 1. o elgnt yedars = 1 Riow quite a 1ot
about that alreads . So [ just kind of wrote out 3 or
SO0 words whiteh ve i basis for it ooo mientially 1 owas
much more aware - acecmplishing something useful.
(Higtory, stid 3) -

fre actual quo Lon was a particle Inoa box, asking you
Wit dhiijie 1t - ild deseribe o we hawe comg dacross a
similar probl. - in chemisery ... I know, T had a picture

S oof what 1 vas doing; most definitely.
ic. 1 think that i pussibly beciduge I've
already dov it in_chemistry, aad i0 1 hadn't T'd just
Tt Jot oF figiires aid a for of complicated-

tiomy @ind's
i oot

g‘;;ii Yow

bave thoupit
looking formstiae, and left it at that. (physics,
sradetg 3.

i like one of the questions from a previous course,

ghivel bocontd relate: T owig a Schroedinger eqpration for
4 particie in g box wii. 1 we'd solved generally before in
iate 1. 1 could sce a picture of

chiemiscry, so I ocould re
what | wanted, 1 knew biasicdlly whidr sort of aiswer 1
should yet, ana from that I could work my way through it

ipiite gimpty; o probler ..

The other bit was diftfercac:

I pave up with it, becdube

never really understoed ... @ looked at it and I thought

Tt 'ooks HF U s very short; it looked
,

Like it woiid ficee a Iot of rearrdnging. (physics, stident 6) .
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Studonts' Experiences of Learning

From an ;nleel) Jdiffereiit standpoint; a recent study
of stadents' attributions of rcasons for success and

failure in essays and examinations has produced. com—

plementary results. Intérest (or the lack of it).

an essay was found . to be the most commonly attrlbuted

reason for a good (or poor) levet of performance in
it (ilughes-Jones, 1979).

A soiewhat morc unusual finding is the _close
association revecaled in the interview transcrlpts

between good. teaching; :favourable attitudes, and

{by implication)} the conditions for deep level
approaches. . The accepted view has been that qﬁaIIty

and type of téaching is unrelated to student learn-

ing (see, e.9g., Dubin and Taveggia, 1969) : Recent

evidonce (Hlartnett and Centra, 1977; _Centra, 1976;

Fearn- Wannan,71979) does, however, seem to suggest

ceptlons of lecturers' student-orientation, may be
positively rclated to student achievement:

STUDENTS' ACADEMIC PERFORMANCE

are knOWn,;o be positively related to. the outcomes

of 1carn1ng, measured either qualltatlvely or guan-
titatively (see Marton and %aijo,,l976a-, Miller and

parlett; 1974; Svensson, 1977; S&130, 1981) - The
final section of this chapter looks at. relatlonshlps

between outconies and two of the categorxes derived
from the interview analysis: _consistent deep ©Or

surface approaches and strategic .study. methods. We
should expect deep approaches and highly strategic.
flethcds to correlate positively with the measure of
outcome used (degree result).

. Final degree classifications were obtained for
the student sample, after each student had been____
categorized on_the approach and strategic dimensions.

It was po;sxbie to obtain the results of all but

three students. {At least one of the. three - classi-
fied as consistent surface - withdrew before final
assessment) . The results were coded by the con-

ventional dichotomized measure of good degree (First
and Upper Second Class llonours) vs. other degree
{Lower Second or below) -

Lol o drproach ord degree result

Tabies 8.2 and 8.3 give the degree results and inter-

view classifications of the 42 students who could be

placed into the consistent deep or surface categories

and for whom degree results could be obtained. The
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pattern of the relationship is clearly in the hypo-
thesized direction: Only 5 of the 16 surface
Students achieved Firsts_or Upper Scconds; while 16

of the 27 deep students gained good degrees.

Stracogie sy method and Jdegree rposult

These results appear in Tablés 8.4 and 8.5.
Table B.4 shows that strategic methods are positively

but weakly . associated with good degrée résults.

The size of the relationship is reduced by the large
“intermediate" category, which contains several o
students who were difficult to classify. _ Comparison
of the two extreme groups reveals that _five of the

Six most_strategic students gained good degrees.
Table 8.5 shows that the difference between the mean

degree results of the most and least strategic
students is statistically significant.

CONCLUS IONS

_____The results presented in this chapter have con-_
firmed the remarkable explanatory power of the quali=

tative methods Eirst cxtensively used in the
Gothenburg investigations of student learning.  In
particular, they have demonstrated clear functional
relationships between the context of learning - the
type of task; the quality of tedching, and the
chardcteristics of academic departments - and the
approaches students use.

. The next chdpter returns to the guantitative
data_collected in the survey of students' approaches
to studying in order to examine these educationally
important connections from another standpoint.

Table 8:2  LEVEL OF APPROACH AND DEGREE RESULT

o

APPROACH

Resule Deep Surface Total

Good deprée 16 5 21
Other degree 10 1t 21

Total 26 16 52

Corrected X2 = 2.52 ; p (ome-cailed) < :06
177
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Table $:J

Exporiences of Learning

MEAN DEGREE RESULTS FOR DEEP AND SURFACE STUDENTS
(n = 42)

(where deep =
otlier degree

i, surface = 2, pood degree = 13

_ 2)
Group Meaii S T p (one-tailed)
Decp 1.38 .50 o
S ] -1.95 .03
Surtface 1.6Y .48

STRATEGLC STUDY METHOD AND DEGREE RESULT

STRATEGIC METHOD

Wisule  Most scracegic  Intermediate  Lease  Total
Strategic
Good degree 5 14 8 27
Other degrée 1 th i2 27
Total 6 28 20 54
D —
?&“ = 3:47 a.s.

\EAN DEGREE RESULTS FOR MOST STRATEGIC AND LEAST
STRATEGIC STUDENTS (n = 26)

Group Mean S:D: T p (one-tailed)
Most.

scracegic 1.17 .41

S -1.92 .03

Least o

stritegic 1.60 .50
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Chapter Nine

APPROACHES TO LEARNING IN CONTRASTING DEPARTMENTS

The devciopmcnt of Instrifents deSLgned to
measurc students' perceptions of their courses and

their . approaches to studying was described in chap-
ters 4 and 7. The next stdge of the rasearch
examined possible links between the scales of the

two questionnuires suggestéd by previous research

and by the resul:ts of the student interviews (chapter

8).. In what ways might contrasting academic. con-
texts affect app:qqches to study1ng° ~The interviews
tevels of approach and stodents' pérCéptIons of the
teaching dnd assessment they experienced; it was

also clear that the way students tackled academic
tasks was related to the subject dred in which tHey
studied.

and to try to disentangle the effects of subject area
and. departmentai organization, by using a .contrasting
methodology., the statistical treatment of quanti-~

tative data from a large sample of students.
METHOD AND PURPOSE

The results described in thlS chapter derive

from the servey of 2208 students in 66 departments

of engineering; .physics, economics, psychology,
history and English carried out in 1979-80.  Students
completed both the approaches to.studying inventory _
and the course perceptions questlonnalre, the methods
used are presented in more detail in chapter 4. The

scales of_both instruments and their meaning are
given in Figure 9.1.

This chapter is based on chapter 6 in Ramsden (1981).

196 |
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App aches to Eeﬂrnlng in Contrastlug Departments

Fipiie 971  SUBSCALES OF THE INVE

NTORY AND QUEST | ONNATRE

Subscale

Medning

b approach
Relating ideas

Use of evidence
lutrinsic motivation

Surface approaczh

Syl l:ibus-boundiiess

Fear of failure

Extrinsic motivation
Stratepic approdch
Disorganized study methods
&GgﬁtiVé atcitudes to studying
AchicvemenL motivation
Comprehension learning
Globetrotting

Operation learning
Liiprovidenice

Formal teaching rethods
Clear goals and standards

Work load

Good teaching
Freedom ip learning

Openness to students

Social climate

Active questioning in learning

Relating to other parts of
course

Relating cvxdence to cbhh1u51ons

Interest in learning for
1earn1ng 5 sake

Relylnb on staff to deflne
1earn1ng tasks

Pessimism and anxilety about
academic OULCOMIES

interest in courses for the
quallflcatlons they offer

~ academic demands made by staff

Unable to work regularly and
effectively

Lack of interest and application

Competitive and comnfident

Readiuess to map out subject
area and think divergently

Over-ready to jump to con-
clusions

Emphasis of facts and 10g1ca1

_analysis

Over-cautious reliance on
details

Lectures and classes more = __
important than individual stud:

Assessment standards arid ends
of :studying clearly Jjefined

Heavy pressures to fulfil task

_ requirements

Perceived relevance of courses
to careers

Well-prepared; he'pful, committe:
teachers

Discretion of students to

_ choose and orgahlze owﬁ work

preparednéss to adapt to
"cudents needs
relationships betwecn
studencs

18C
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Approaches to Learning in Contrasting Depsartiients

Thie apalysou were desiigned to investigate the

following questions:

L: To whit exXxtent can dlfferenccs in students'

appro. ‘hes to studying an 1 perceptions of tha
context o learning by explained (a) by type of
discipline studied_(b) _by type of department;
after controlling for subjecct area?
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3. Using departuents. as units of ahalYSlS rather
than individuyal students, what associations _
between orientations to studying and course per-
ceptions can bhe. identified? In other words,
do contexts of learning appear to influence
approaches to study1ng°

ﬁ. Do some apnproaches to studying seem to be ,
rewarded mrre. highly (in terms of self-rated

perforniance) in some contexts than in others°
DIFFERENCES IN STUDENTS' APPROACHES IN CONTRASTING
SUBJECT AREAS

From prev10us workrrlncludlng the interview
study, it was expected that comprehension learning
would be found to be fniore coniion in the arts and

social science dLsc1p11nes than the sc1ences, wh;le

differentially related to subject area (aIthoagh the
intervicew _results shiowed that both pathologiés could

be identified in science and arts students): improvi-

dence should be more in evidence in science, and
giobetrottxng in arts.  The four sub-scales making

up tlie_meaning orientation scale {deep approach;

relating ideas; usc of evidenice, and intrinsic
motivation) would provide evidence of disciplinary

differences if the interview results were to be
replicated. Deep approach, intrinsic motivation,
and relating ideas items are more characteristic

of arts and social scierice approaches, while the use
of evidence subscale is more descriptive of science

approaches to learning._tasks: _Earlier work had
also.suaggested that sciernice students would be hiore

likely to be extrinsically motivated and syllabus-
bound (Entwistle and Wilson,; 1977): The remaining
subscalz2s were not expected to show large differences

between subject areas.
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Approaches to Learning in Contrasting Departments

Table 91 MEANS OF SUBSCALES BY SUBJECT AREA

Scale Siean S.D.  Analysis of
(1) Science Variance
{2y Socidl siience Ioedf 25 63)

€3) Arts

Dovp approach (1) 10.21 .90 o
(2) 10:53 :81 8.41%%
(3) 11.28 .67

Relating ideds (1) 9.55 .95 o
2y 10.54 .77 9.4 7%%
(3) to:35 .75

Usc of evidence (1) 9.83 .54
(2) 9.5t .70 2.51
(3) 9.46 .46

Intrinsic moti- (1) 8.05 1.26 -

vat ion (2) 8.29 1.50 3.12

‘ (3) 9.06 .87

Surface approach (1) 13.13 1.28 o
(2) 13.23 9% 1.64
(3) 12.60 1.19

§yllabis~-boundness (1) 8.96 .64 -
(2) 8:18 .84 24 .82%%
(3) 7.22 .82

Fear of Failure (1) 5:87 .74 B
(2) 5.91 274 :29
(3) 5.73 .69

Extrinsic moti— (1) 6.93 l;Gé o

vation (2) 6.01 2.01 25.45%%
3y 3.08 1.09

Stritegic approach (1) 10.37 79 )
(2) 10:27 .55 3.25
(3) 9.80 .85

Disorganized _ (1y 9:.74 :88 o

gtudy methods (2) 9.70 1.03 5.19%
(3) 8:.77 1.22

Negative attitudes (1) 5.45 75

to studying (2) 5.47 .89 .54
(3 5.70 :63

”f§<:01

*%p< 001
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Approaches to Learning in Contrasting Departiients

Tabic 9.1 ¢eontinued)  MEANS OF SUBSCALES BY SUBJECT AREA

Scale Mean ©s.h.
(1) Science
(2) Social scierice

(3) Arts
Achievenent (Ly 1o.22 .88 I
Motivation €2) 9.45 .87 10.88**
3y 9.0%4 .64
Cowmprehension (1) 8.09 1.1t
Texrning (2) B.49 1.09 14.16**
(3) lo.03 1.35
Globetrotring (1) 7:45 .57 S
(2) 8.04 .57 6:87*
(3) 7:48 L74
Operation (1) 10.68 92
l.earning (2) 9.91 .96 12.93%*
(3)  9.12 .99
Improvience (1 7:62 290 S
2y 7.82 .81 5.87%
(3) 6.88 .93
* b <.01.
** 5 ¢.001
The differences were examined if two ways. The

mean values for each of the subscales by subject area

(science; social science, and arts) are shown in Table
9.1 The means for each discipline and each depart-
ment were also calculated. It is clear from the
average scores for departments and subject areas that
oreraticon learning and compirehension learning are
associated with types of discipiine in the expected
way: operation learning receives higher scores in
sc1ence, comprehension learning in arts and sociat

science:. Globetrotting and improvidence are also
related to type of discipline, but less strongly..
___ _Globetrotting is highest in psychology depart-
ments, and 1mprov1dence in economics departments.
ulobetrottlng is _no more common in. arts departmemnts
than in science ones: Or. this evidence, it cannot
be unequivocally statéd that learning pathologies

are ¢ functlon of. the -type of dIscxptine studied.
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couliiion 1n drtg (nd social science departments; con-
firming the predictions, but use ©f evidence and
intrinsic motivation are only weakly associated with
subjcct area, although in the expected directions:

The other. large differences between subject areas are

ifi tHe subscales of syllabus~boundness, extrinsic
motivation, disorganized study methods - rather
surprIsIngly — and achievement motivation. _ Most of
those differences confori with the theoretical pre—

dictions; for some reason, however, it would seem
thdt arts students are lsss tikely to have poor study
methods.

_Even when the effects of subject area and dis-
Clpllne are larde and significant; it shouid be __

emphasised that there are still considerable differ-

ences between individual departments.

FACTOR _ANALYSIS OF THE CPQ AND APPROACHES TO STUDYING
INVENTORY

It will be remembered from chapter 7 that factor
analysis of tile CPQ prodiuced two main factors:
positive evaluation of teaching and courses and formal
vocational teaching: Analysis of the approacbes to

studying inventory had revealed three principal

orientations: meaning, reprodac1ng, and achieving/
disorganized and dilatory. Factor analysis of the
two sets of subscales together provides one way of
examining the relationships between. students’ _
approaches and the context of learning in academic
departments.

~_ _Table 9.2 glvec the results of this analysls.,
Three factors (numbers I;III and V) are recognisable
as the main studying orlentatIons, factors II and.

IV are the formal-vocational and evaluative dimensions

respectlver, factor VI describes_confident students
with good entry gualifications. The interviews .
suggested that students respond to the departmental
context in which they work by adopting different.
levels of approach. 7”Al§h9ggh,there 1s not. a lot of
analysis, what there is makes good sense when com-
pared with the interview findings. _ _The reproducing

orientation is associated with a heavy work oad
tfactor III),; disorganiz=d and dllatory attitudes

with pérceived tack of clarity in goals (factor V),
the evaluativé factor With intrinsic motivation and
use of evidence in learning (factor IV), and the _
formal-vocational factor with extrinsic motivation
(factor II).
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Table 9.2 F

Approaches to Learning in Contrdsting Departments

ACTOR ANALYSIS OFF APPROACHES TO STUDYING AND COURSE
PERCEPTIONS $CALES (N = 2208)

Factors (S47 variaiice expliitied)

Variables B o o .
I II III Iv v VI

Academic performance _.
School 29
Higher ediicatiod 26 (-20) ~45
Approaches Lo studying .

Deep approach 71 (22) -29
Relating ideds 67 en
Use of evidence . 52 28 -29 31
Intrinsic motivation 64 o 39 =27 -34
Surface approach I 61 -30
Syllabas~boundness -38 26 53

b e

—~
1
N
o
~.

1

ar of failure o 58 26 _
Extrinsic motivation 47 37 -51
Stratégic dpprodch 27 =37 -26
Disorganized study methods . . 54
Negative atcitades to scadying -28 -32 52
Achievement motivation o =32
Comprehension lcarnlng 60

Globetrotting ) 44 .
Operation learning 56 -29 =30
Improvidence . 65 -33
Coarey perceytions N

Formal tedchlnb methods 15 . .

Clear goals and standards 53 38 =25
Workload o 45 (-23)
Vocational relevance 73

Good teachlng B 77

Freedom in learning -28 50

Qpenncss to studefnts 79

Social climate 25 47

Decimal points and most loadings less than .25 omitted

To what extent are the approaches to studyIng

factors; and the reiatIonshlns between the CPQ and
approaches to studying scales shown in Table 9.2,

artefacts of area of study differences in the
retationship between learning and its context? When

separate factor analyses by.subject area are carried

>ut (Ramsden aad Entwistle,; 1981) meaning orientation
(factor 1) retains its emphasis on syllabus-freedom

ind its stylistic component of comprehension Ilzarni ing

, 202
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Geross Jll three subjoct dreas:  This approach is
relited to fess formal teaching methods in science

and social science, to freedom in learning and good
teaching;, and = in arts - to a good social climate
And clenr gouals: . Reproducing orientation (factor

iiij is consistently defined in all the subject_

Arcas; It is related to a heavy workload. Factor
v, ripreseiiting a disorganized and dilatory approach
to studying; is associdted with the learning pathology
of globetrotting and, especially. in arts, _to com-
prehension learning. THis suggests that compre-
fiension learning carried to extremes (and unleavened
by operation learning) . in arts subjects may lead to
globetrotting. A Similar result was found for
certain arts and social science students in the
intérviews. On the other hand, operation learning .
seems to be associated with improvidence in all three
subject arcas equally (factor ITI):. S
. Pactor IV (departmental evaluation) was linked.
to positive attitudes and meaning orientation in all
three faculties. This resuilt also conforms with

the interview data.

EPFRCTS OF DEPARTMENTAL CONTEXTS ON STUDENT LEARNING

_ The next step was to examine in more detail the
relationships between context and approaches to .

studying while controlling for the effects of subject
areas.  The interviews had shown.that deep approaches
and favourable attitudes to studying were function-

dlly related to students’' perceptions of good teach-
ing. Unhelpful and uncommitted teaching was thought
by the students who were interviewed to encourage
poor attitudes to studying and surface approaches. _
Surface approaches were sStrongly associated with per-
ceived deficiences in_ the assessment system and with
a lack of freedom in learning. In spite. of the
controls used in the interview analyses, however,
these findings were still to some extent impression-
istic and subjective, although the relaticnships

dppesred to _be important ones. = The connection

between surface dpproaches and assessment methods
was in accordance with_deductions from earlier -
findings, but the relationship betwen quality of
tecaching and deep approaches had not previously been
demonstrated. Indeed, Marton's work had shown how
difficilt it was to induce a deep approach experi-
mentally (Marton, 1975; Marton and Sd1j8; 1976b) .
There are hints in the factor analyses that the

sAmé processes identified in the interviews operat
in this larger sample of students. But the
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analysis so far described are based entirely on

1nd1v1dual studgnts as_cuses. Clcarly, it mlght Bc

dhaly51s rcpresentlng degartmentq, rather than
individual students; were employed.
In order to do this, a set of analyses of co-

variance was pcrformed on the departmental mean
values of several subscales, students' pre-entry
levels of achicvement, and comp051te variables formed
by combining _subscales identified in the factor
andlyses. It was predicted that dgpartments which
were positively cvaluated by their students wouid:

{a) have higher mcaning orientation Medn scores;

(b} Have lower reproducing orientation mean

. . scores;

(c) have lower dlsorganlsed and dxlatory mean

_scores

than departments which were negatlvely evaluated:

Composite variables measuring different orien-

tations and evaluation dimensions were formed as
follows:

Meaning orientation DLLP approach + rulatlng ideds +
use of evidence + intrinsic moti—
atlon

chroduglng oricntation bugche approach + syllabus~boundness

+ fear of failure + improvidence

Disorganised uud dilatory Disorganised study methods + nega-

attitudes tive attitudes to studying + globe-
trotting

Evaluation variable 1 Good teachlng + freedom in learning

Evaluation variable 2 Freedom in learnlng ~ workload

. . These variabies, all of which are measurements
of departments' mean scores, were constructed after

examining the results of the factor analyses and
also took. into account the interview findings. A
third evaluation variable was used in_the preliminary

analysis but later rejected. It consisted of open-
ness to students + freedonm in learnlng + good
teaching. A preliminary analysis showed that open-

ness to students was unrelated to any of the criterion
variables; it seems to be a measureméent of students'

satisfaction with the department but does not heip
to explain the quallty of thelr learnlng

results as follows. The effects of tha evaluation
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Variables on oricntdtions dnd dttitUdes were similar
ifi all the disciplines (there were no significant
interaction e¢ffects).* A heavy workload combined
with a lack of freedom in learning was strongly
related to an orientation towards reproducing in a_ . _

department s ctudents {p < .001) . Medriing orientation
wis related to the perceived presence of freedom in
learning conbined with good teaching _in the depart-
ment (p <.0l). The way in which a department
organizes its courses; and.its methods of teaching__
them, seems to have a considerable effect on whether
its students develop an orientation towards meaning.
THe éffect is positive; one of the central results

of the interview study is confirmed.

~ THe interviews revealed that favourable = _
attitudes towards studying were associated with good
teaching and with choice over method and content of
study. The inventory dimension apparently closest
to describing these attitudes is the disorganjzed
-“nd dilatory compoment shown in the factor_ analyses,
with its high loadings on globetrotting, negative

4tt]j tudes; and disorganized study methods. This

orientation was found to be unrelated either to
discipline or to the evaluation variables, but
positive attituodes to studying were found to be
associated with good teaching and freedom in learning
(p <:.02). This is consistent with the factor

analysis result linking. departmental evaluation to
positive attitudes_in_all subject areas and, of .

course, with the interview results reported in the
previous_chapter.

'Similar conclusions are reached following

multiple discriminant analyses of the departmental
mean scores. _ Extreme groups of departments were.

formed to see whether typical orientations could be

predicted by students' perceptions. Groups were

formed by selecting the two highest and the two
lowest departmental mean scores in each_of the six

disciplines, so that each group consisted of twelve
departments. . This procedure automatically controlled
for the effects of different disciplines. One set
of departments was made up by choosing the highest

ind lowest meaning orientation departments, another
by selecting the highest and lowest reproducing .
orientation departments, and a third consisted of the

highest and lowest disorganized and dilatory attitudes

* It was also impossible to detect any influence on
the relationship between orientations and contexts
of the type of departiienit defined by mean 'A' level
grade score of its students.
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departments. separiate analyses were performed on
cach.
. The functions discriminating between departments
which had high and low niean sScores on thHe disorgan-—
ised and dilatory dimension _were not significant.
Extreme departments in terms of mean*ng orientation

were predicted best by good teaching and freedom in

learnlng., U51ng theso two varlables alone, 7l° of

4roups, thc,prcd;ctlon belng bettcr for the low
meaning cricntation departments than the high ones:.
This seems consistent with the Gothenburg findinys

tOuCeLnlnq the dlfflCUlty of lnduCLng a deep approach
encouraged It scems that departments without gnod
teaching and . freedom in Iearning effectively act to
prevent thc development of meaning orientation in
their students; departments which are positively.
cvaluated oncourage meaning orientation by providing
the right conditions for it to grow - but it is not
ol nece551ry tonscquencc.

The discriminant Eunctlon for the reproduc1ng

orientation groups was defined mainly by werkload.

(-84), freedom in learning (-~1.20), and vocational
relevance (.77), when all the CPQ variables were
included: _the prediction results for this group
were sllghtly nore daccurate, again in accordance

with the expectation suggested by the Swedish
regearch.

CADEMIC PROGRESS IN DIFFERENT DEPARTMENTAL CONTEXTS

~ Relationships between approaches to studying
and acadeniic performance (both self-rated and as
defined by first-year grades) in the different
subject arcas were examined in Chapter 4. The use
of the course perceptions questionnaire provided an
opportunity to analyse possible interactions between
approaches to studying and types of context (dqefined
separately from subject area) in relation to self-
rated. academic progress. Do students with con-
trasting orientations to studying see themselves to
be performing equally well (or equally badly) in
departments of different kinds? .
~In order to examine the effect of different

orientations to studying on performance while con-
trolling for discipline, groups of departrierits were
formed in terms of different extreme contexts. Thus
the. two departments in each dISCIpiinc with the .
hlgheqt mean scores on good teaching were compared
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teaching, and so on:  Correlations between self-
ratings of performance and the composite variables

representing meaning.orientation; reproducing orien-
tation, and disorganized and dilatory approaches;
wore then computed. For the pvrpose of these
analyses, danother composite.variable; accomplished
learning, was crcated. This was intended to re-
present more accurately the consistent deep + stra-—-
touic approdch ideritified in the interviews. It
conisisted of meaning orientation + Strategic approach
+ coniprehension learning + syllabus-freedom + positive
attitudes to studying (compare the loadings on these
variables in the factor analyses). .. _ . _ __

~ The correlations presented in Table 9.3 cannot
be regarded as more than suggestive of the possible
interacticns between contexts and_orientations, but
they are of much interest. Meaning orientation is
pberceived to be related to academic progress most
strongly in conditions of freedom in learning with
iight workload. = Reproducing orientation is least
penalized when the teaching is.poor.and there is
little frocdom in léarning, while disorganized and
dilatory approaches are least effective under the
same conditions and are always fairly strongly
rolated to poor performance. _ Accomplished learning
i§ strongly favourable to progress.in all conditions,
but particularly so when the teaching is poor and
there is freedom in learning. s
A1l these dssociations are consistent with the
results so far presented and with the interview data.
It requires no great_effort of imagination to picture
the consistent deep-level, strategic sttdents such
as those identified in the interviews /for example,
psychology, student 5) perceiving deficiencies in the
teaching, and freedom of choice, as challenges to
perform better; .nor to see the disorganized student
hoping that the helpfulness of his lecturers will.
enabie. him to progress more effectively. It remains
disturbing that the reproducing students, responding
to a context of restricted choice over method and
conternt of stady combined with ineffective teaching,
feel that their strategy will not be too heavily. . .
penalized;, while at the same time_students orientated

towards nieaning feel themselves least likely to do_
well when the workload is heavy and there is Iittle
freedom in tearning.

CONCLUSIONS
The results we have described in this chapter;

ciken in conjunction with the interview findings,
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show. quite clearly that students' perceptions of

tedching and assessment methods in academic départr,
ments are si¢nificantly associated with, and probably

causally retated _to; students' approaches to study-
ing.  Self-rated student performance is related

both to perceptions of courses and to orientations
to learning. To have identified these effects and
interactions is not to imply that individual differ-
ences are unimportant variables in the explanation

of approaches and academic progress.  But these
findings do suggest that it might be possible to =
niake improvemernts ifi the gquality of student Ilearning
in higher education by alterations to the contexts
in which it occurs. _These implications are examined
together witii conclusions drawn from the other parts
of the investigation in the next chapter.
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Chapter Ten

LEARNING AND TEACHING IN HIGHER EDUCATION

INTRODUCT ION
This. final. chapter is an attempt to hlghllght
what we think are the distinctive contributions to

understanding learning_and teaching made by our

research progranine. Our main aims were to explore

the contrasting ways in which students approach

studying and in what ways academic departnients may

influence those approaches. wWhat can now be said

about these individual and contextual differences?
What practical implicatiorns can be drawn from this

research for improving teaching and learning in

higher education?. and finzlly, how successful was
the attempt to make use of different methodologies
in investigating how student learn?

HOW STUDENTS LEARN: APPROACHES AND OUTCOMES

The insisternt contrast between students _ways of
studying revealed by this research is; of course;.

between. deep and surface {or meaning and reproduc1ng)
approaches to learning. Several different studies

w1th1n our research programme show how the dlStInct—

ducing orientations in all the academic disciplines
we investigated. . Although it is also possible to
identify other orientations to studying, the evidence

here is less_ consistent. The final. analyses
suggested that the th1rd ma1n d1mens1on - the

be divided into positive and negative. compornernts
{strategic orientation and non-academic orientation).

The_inventory has already been used with students

elsewhere - the Open University and Australian
National University - with similar but not identical
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factor stxuctur.s _being reported

The qucstionnaire variant of Marton's research
method for investigating outcomes and processes of
learning with academic articles also showed the deep-

surfiace distinction. between approaches to learning.
in spité of difficulties in finding appropriate
articles and in coding the responses, the analysis

dijuin shHowed the cledr links between approaches. and

levels of understanding reported by Marton (Marton

and Saljo, 1976a). Furthermore, it indicated that
Lhcrc were dlfferences within the deep approach

dnd thost who relicd more on evidence and detail in
building up understanding.

Quatitative analysis of the interview data_ _
{chapter 8) confirmed the importance Of the funda-.
mental difference between deep and surface approaches.
Nlthough the distinction was seen to apply to many
subject arcas, it had to some extent to be re-

irnterpreted within contrastlng academic contexts.
In other words, the neaning of the concepts subtly
shifts in relation_to different dlsc1p11nes. ~In
science dOpartmcnts a deep. approach involves con-
siderable emphusis on detail and procedures, and may

even require a preliminary stage of rote learning

difficult to distinguish from a surface approach.
In humanities and social sciences, we saw how personal

reinterpretation, related especially to experience.

of the world of people rather than things, was most

important in carrying out a deep approach. A hint
of a similar distinction was atso found in. the small-
scale study of Sixth-formers reported in chapter 4.
Deep approaches were associated with high_A-level

grades in both drts and scierice, but successful

scientists also used attention to detail and

memorization.
Our research has conflrmed the reIatIonshIDs

between approaches and outcomes illustrated in the

work of Marton and his coiieagues. Approach and
level of understanding are closely llnked not

only. in. experlmental situations but also in the
rcalistic setting of coniventional assessments. . The
learning experiments_and_the guestionnaire on outcome

dnd process. (chapters 5. and 6) demonstrated the
connection in a controlled context, while the

inventory and interviews revealed 51m11ar relation-
ships between approdaches and either self-rated
academic progress or degree classifications.

students in the interview study, for example, who used

consistently deep approdches, and those who used highly
194
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strateq1c methods to handle assessment tasks, were
more likely to obtain First or Upper Second class
honours degrees. .The reproducing orientation was
related to poor self-rated performance and the

meaning orientation to higher self-ratings in the
1nv;ntory survey, _sim?lar, although rather weaker

formance in the Lancaster research have been with

the non-acadeniic orlentatlon. It is also lnterestlng
to see indications of subject area differences in the
correlations: . Reproducing orientation is associated
with poor results especially in arts, while strategic
orientation has its strongest positive relationship
with progress in science subjects. These findings
undoubtedly confirm the usefulness of the inventory
scales and the. decep.and surface concepts for des-_
¢riving redlistic differences in students' ways of

approaching their work.
INTERNAL AND EXTERNAL ORIENTATIONS TO STUDYING

It may be most helpful to see the difference
between _deep and surfacc . roaches to academic tasks
in terms of the student's Iiicention: The deep
approach is internal - tQ the content of the article

or problem; and to the knowledge,; experience and

interests of the learner. The surface approach is
external - towards the task and its reguirements, and

1mp11es a_process -of Iearning In which aiien materlai

nal demands. There is no expectatlon that the con-
tent will become a continuing part of the learner's

cognitive structure.

Using this distinction between external and
internal orientations to studying;. we can see how .
deep and surface approaches are a special case of a

more general tendency which can be found in several
very recent studies in addition to our_own. For
example, Taylor, Gibbg and Morgan (1981) have dis-

covered marked differences between students at the

Open University and a_conventional university in what
benefits they expected to derive from higher education.
The _Open University students showed predominantly
personai goals, but within these the orléntation c0ﬁid

failure) or internal (broadening horizons, interests,
and capabilities) . At the conventional university
the students showed mainly academic or vocational
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qoals, but again these could be sobdivided. into ex-
trinsic (grades or qualifications)and intrinsic
(knowledge. and skill) categories.

The distinction between external and internal

oricntation is at the heart of our own meaning and

reproducing orientations as shown_in the inventory

subscales maRlng up the two maln dlmen51ons.

staff to deflne learnlng tasks and are interested in
courses mainly for the gualifications thev offer.

In contrast stodents. looking for meaning. are interes-—
ted in the work itself and interact crltlcally with

what they are learning.. The distinction can also be
seen cledrly in a recent interview analysis (Thompson;
1981) which contrasted two groups of students high or
Iow in scores on syilabus—boundness,(Parlett, 1970) .
The attitudes of these "sylbs" and "sylfs” are
dramatically different. The sylbs accept the
lectires and examinations without question; they

focus on the course as formally defined. In contrast
aii. the svifs reject; even abhor; examinations; and
actively dislike lectires (see Entwistle, 1981): .
Other interview studies (Hodgson, 1981777Map00k and
King, 1981)also bring out . the way in_which students
see teaching in terms of its external (assessnert
orientation). or internal (personal interest and
knowledge) charadcteristics.

This distinction betweeniybgtheg7aistqdent
focuses in the iIntrinsic (internal) or extrinsic
{external) functions of educational experiences seems
to be the broadest way of conceptualising differences
in learning. But by its very broadness _it _runs the
risk of oversimplifying the complicated differences
in how students.learn:.. .We need to remembexr that
most students will be both intrinsically and ex-
tr1n51cally orientated at different times; that

students' approaches are. strongly lnfluenced by tﬁe

teaching received. It is also important to recog-_
nize that students may have distinct preferences for
different (but egqually effective) ways of tackling
academic tasks:. It._is particularly important to .
bear these complicating issues in mind if we seek to

apply the findings of this research to our own

ledrning and teaching, as will be clear in a moment.
HOW _STUDENTS LEARN: STYLES; STRATEGIES AND INDIVIDUAL
DIFFERENCES

fhe feéeéféﬁ EéééEEéé iﬁ Eﬁié Bébk has shown
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strdtegles of learning (sce chapter 2) are an
additional dimension which needs to be taken into
Jdecount when we try to describe how students learn:

Some of the analyses of the approaches to studying
lnventory made it cledr that separate holist and

seridlist factors could be identified: The question-
naire study of students' dpproaches to reading,

described in chapter 6, révealed that the deep
dpproach_was better defined in terns of two dimensions
one factor represented dn emphdsis on personal mean-
ing, while the other showed highes:r loadings on

previous knowledge and the use of detail.  The result
of the experinients in chapter 5 also seemed to indi-

cate stylistic differences in studying. We saw how
personal rointerpretition was again separate from
concentrating on evidence, although it also seenmed to

e linked to a rather casual dpproach reminiscent of
globetrotting - the overreadiness to jump to con-
clusions on scanty evidence. . Where globetrotting
is linked. with o deep approach, it is clear that we
Jdre descriling no meré_than a deep passive approach
which will shade into a surface approach.  In the

main approuches to studying survey a surfacé approach
#as usually associated with both tearning pathologies

- improvidence and globetrotting.  Thus stylistic
differences arc apparent not only in the way differ-
ent students reach understanding, bit @lso in the
ways they fuil to do so. ) L

It also seems likely that students with
different styles of learning are attracted to
different subject arcas. We saw in chapter 8 how
contrasting styles of _learning are part of the common-

sense. urderstanding of students.  Students' own
descriptions of diffcrences in styles and stratedies
of le.rniny in arts and science departments were
Strongly reminiscent of Pask's characterizations of
comprehension and operation ifearning and of lludson's
(1968) descriptions of the steréotypes of arts and
science teacheérs held by pupils.

_ .. How should we explain these contrasting ways of
seeking understanding - one relying more on personal
medning and interpretation; and the other drawing
morc on previous, knowledde, concentration on detail,
and logical argument? _ Analyses of_ the retationships
between learning styles and personality traits -
suggested that it does make sense to regard students'
pdtterns of studying as being reiatively stible and

consistent. Arthough there were relationships
between approaches to learning and both convergen*

and_divergyent thinking, the correlations were small.
tluch closer associations weré found between the
197
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traits. The evidence wust_still be treated as
tentative, but it may be helpful to view.styles as
being more a characteristic of the individual, and
approdciics as beiny more obviously affected by the_
context of studying._ _ AS approaches dnd styles are

themselves uite closely related; this separation

should bo scon as no iiore than a convenIeat simpli-
fication: 1f we stick closely_to the ei jirical

findings, we should be forced to_accept that styles
and approaches are both relatively stable over time

and consistent over subject areas, but that both
are also importantly variable between tasks. or .
toachers: The apparent contradiction in this des-
cripticn may be difficult to conceptualize, but it
does reflect the complexity of the inter-ielation-
ships we find among the constructs used in research
on studont ledrning. , N ,
Anotlier altempt at simplifying the patterns of

résults reported in the previous chapters will be_ _
found in Figure 10.1.  This framework indicates the
overlappin-g retattonships between study orientations,
approaches to studying, styles .of learning; person-
dlity; and _probable outcomes_ of learning.

This framework may be helpful in summarizing
some of our main empirical findings, but it is also
ifcoiiplete and potentially misleading. It over-
emphasizes the relatively stable individual differ-
erices identified and presents a static model of

student behaviour: Yet our research contains =
important additional elements. As we have already

argued, consiscent differences in styles and
approaches to studying represent only part of the
whHote picture of student learning. It is clear that
the content and context of learning need to_be taken
into account: students often adopt flexible

strategies to cope with different academic demands.
Our theory would alsoc need. to incorporate the _

deve lopmental changes which students experience. .
through ledarning more effective approaches to study-
ing.

jioW STUDENTS LEARN: THE EFFECTS C LEARNING CONTEXT

A very important part of thHe studics of student
learning carried out in Gothenbarg was . the demon~- _ _

stration of connections between students' approactes
and the context of learning: Marton has stressed

thot the approach to leéarning should not be seen as
a characteristic of. the studert, but as a response

to a stuation. The 'natural’' approach is a deep
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one (Marton; I976): Although we should also want to
argue that it makes _sense to speak of individual
consistency in. approaches; the results presented in
the previous chapters show clearly the strong influ-
ence of _the situation in which learning takes place.
There are. important interactions betwéen the context
and individudl differences.  For example; some.
sctudents ae better able than others to 'manage’
adverse conaitions. o .

... The most crucial variablc; as Fransson's ]
original experiment showed (Fransson, 1977) is the

student's per n of what he is required to do;
The_efrects of contrasting perceptions can be seen
at more.than one level. For example, at the level
of the learning task itself, perceivad interest and
relevance undoub:edly increase intrinsic motivation
and make a deep approach more likely to occur:

Tasks which are perceived as reguiring only repro=_
duction; or on which the student jis mainly extrinsi-

cally motivated, increase the probability of a o
surface approach. These relationships, originally

interview study described. in. chapter 8: Tt was
also found that a studerit's interast in the subject
matter of the task was a crucial component of a deep

approach; especially in. arts and social science

subjects, while prerequisité knowledge was most often

mentioned in relation to science tasks: =
The second level at whicii the effects of learn-

ing context operate is that of the individual
lecturer. The attitudes and erithusiasm of a

lecturer; hHis cencern for helping students to under-
stand, and particularly his ability to understand the
difflculties experiesnced by students in dealing with

a4 new topic, are_all likely to affect his students'
approaches and attitudes to. studying. It is

perhaps important to note that our research deals
Oonly with students' perceptions of = Tecturer's =
gqualities; and the Guestionnaire covered only certain

aspects of teaching.  Furtlier research is necessary
to explore more fully the important influences of
individual lecturers on their students' approaches
to learning. It would alsu be necessary to explore
whether effective. learning depends on a corres-
pondelice between teaching style and preferred ilearn-
ing style.

_ The final level at which perceptions affuct
studesnits'! learning relates to departments: Of the

differing ways in which departments dre organized,
the most crucial influences on approaches to learn-
ing concern the forms of assessment: It is
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Uﬁ[ortuﬁatu thiat thu most apparent effééts are

views. ﬂhg corrclatlonal analysos of the course.
puluchlOnS questionnaire and approaches to studyind
inventory, howecver, porhaps showed most convincingly
the effects of departments and lecturers on student
tcarning: It was clear. that different departments
teaching the same disciplines provided different
learning contexts and that _these contexts were
¢losecly associated with the typical approaches to
learning adopted by the students. Perceived good
teaching, and choice over methods and content of
studying, Wwere related to an orientation. towards
meaning and to positive attitudes to studying in a
depidrtnicnt’'s students: A lack of choice and a per-
ceived ' heavy workload was associated with a repro-
ducing orientation. . __ . _ .
Besides notlng the. effects of departments On

the characteristics which were not affected. _ The

difforenves in departments were not related to either

organized. study methods or achievement motivation.
THese scales in the inventory are thus probably
describing more stable individual differences or,
at _least, they represent aspects of studying not
affected by differefices in current departmental
practice.

Taklng these fIUdlngS together,,comblnlng the

the evidence of relationships from_ the guestlonnalres,
we can begin to piece together a chain_of causality
which necessarily complicates the model of student

Iearning. presented in the previous section. __
___ Positive attitudes to studying, a deep approach;
intrinsic motivation, and academic progress are all

related to good teachxng, freedom in learning, and._
an _avoidanceé of overloading. If students perceive
the teaching they encounter to be effective, they are
more likely to be interested. in the subject matter

to which it relates, and to be able to see its
relevance to.their everyday lives. They are, more-
over, less likely to yuestion the worth of the.

experience of higher education. _ Combined with

assessment methods percelved to be appropriate; these

contextual characteristics increase the probability
The pro-

that _students will take deep approaches.
bability is further increased,; especially in science
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subjects; if cnoughl information and background
knowledge associated with the academic task is
available. But perceptions of inappropriate or.
excessive assessment, together with 4 too rigidly.
structured curriculum, encourage extrinsic motivation:

engender poor attitudes, and thercby make siurface. ..
approdches more likely.  The quality of the outcome
of learning is thereforc likely to be lower as well.
Of course, all those cffcects are mediated through.
the individual diffcrcnces betwcen Students: eac
student will be affected in a different yay. it
should also be stressed that we are rnot simply
arguing that_freedom in learning iS a guarantee of
deep approaches: Elements of choice and a clear.

overall structure are both essential to this model
of the effects of course contexts on student learn-
ing.
... We must add yect another compiication to the _
model. Tt is clear from the previous chapters that
students' approdches and the effects of teaching have
to be understood in relation to the subject area in°
which they take .place. Digciplines differ in the€
"atmospheres" of learning they provide. GenerallY:
science departments are seen to have more formal _
teaching, clearer goals, more vocational relevancé:r
better social climates; and less freedom in earning
than arts and social science departments. These
differences are paralleled by typical styles of

learning: operation learning is more common in
scierice départ’mje'n'tsr;r comprehenSJ_on learnlng in arts-

We saw earlier how deep and surface approaches haVve

to be redefined within contrasting subject adreas: _
Added to that, it seems that styles of learning are
differentially effective, depending on the subject
area. . Comprehension learning is mos! strongly
related to self-rated academic progress in arts__

subjects; while_operation learning is more effectiVe
in science. Versatility - the conbination of -
operation learning with comprehension learning - 15_
especially favourabile to progress in Sciefice depaft-
ments. = Operation learning is_apparently less__ _

necessary in achieving high _marks in the arts and
social sciences. These differences in contexts and

styles of learning suggest rather different impli~

cations for encouraging deep approaches ip different
TOWARDS EFFECTIVE LEARNING

... It should be clear by now that our current_ _ . _
knowledge of student learning permits us to offer the

component parts of a theory of the process of
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learning and tedclitiigg in higher cdaocation; although
much _work still nceds to be_dong to reach a fully
developed thieory: In chapter 2 we looked at research
by William Perry showinyg that students report a pro-
cuss of intellectual and ethical development during
their time in higher education:_ . The main direction

of this change is away from dualistic, right/wrong
views Of knowledye towards contextual relativistic
reasoning - thie recoynition of the tenative, permeable;
natare of academic knowledge and of the need to live
Wwith this uncertainty: The research described in.

the carlicr chapters of this book did not involve a
longitudinat study of individual students over a =
period of scveral yedrs, ani. so no direct evidence of
deveiopment can be prescnted here.  However, there
certainly arc logical continuitics betwcen several
of the concepts discussed in chapter 2,; incloding
porry's, which our own investigations have demon-
stidted ciipirically: , ,

The interviews Of,StQQEQtSNiQ”:héPFQf,é,ShOWG
particularly well the tinks between versatility,

strategic approaches, and successful learning out-
comes. cortain students seem_ablc_to_choose to take
cither deep or surface approaches to academic tasks,
sclecting the approach most appropriate to the
deiiinds of assessment and teaching. — They adapt to,
but are not dominated by, the departmental context.
In chapter 9 we also saw how students who were Orien-
tated towards both meaning and achievement were
apparcntly less affected by adverse teaching and
dssessment conditions.  Some students in the inter-
view study Were awdare of a process of development in
their approaches to learning in ways reminiscent of
Perry's stages or Saljd's notion of thematization in
learning. _ Remember, for example, the psychology

student who spoke of reali=zing that:

“there was a structure in the things they were
teaching us and it wasn't just a load of facts -
that's only a recent, wecent realization;, per-—
haps only this term. I started to realize it
when I realized that the English I'm doing for
my free ninth, er, is very closely connected to
psychclogy ... the novelist seems _to be very
close to the psychologist; only he writes it in
a creative - no, not creative - a more artistic
form. And when I realized that those were so
closé I siddenly realized how interrelated all
the topics in psychology weré.  And that's
tiHeri I also read some articles on creativity;
that's when I suddenly realized that putting
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better essay, aﬁd a_more enjoyable essay. _ I've
become more interested in the subject, I. think:
I've kegun to understand more of the subject,

and perhaps, learned learned thlngs that, can

I _mean_things_ like my_ loarnlng I've learned,
perhaps; perhaps a better way of Iearning.”

Perry's idea of the. relativistic reasoner; Heath's
reasonable adventirer, Pask's versatile learner -
these are _all_ideal types of successful student.. It
would be a mistake to extend these concepts too far
and to suppose that there is one ideal personality
profile or sct of values. and. experiences. which
characterizes the ceffective learner in higher
education. _ Just as labels denoting learning dis- .
abilities in children or students (poorly motivated,
wrong faimily background, badly organized, and so on)

can all too casily become parts of self- fulfxlilng
prophecies; so models of idedal students may be un-
helpful ways of encouraglng effective learning. Our
research has shown, in contrast, that a bewildering

variety of approachcs to learning éxists in higher
education; different combinations suit different
students and can be edqually successful or unsuccess-
ful depending on_the characteristics both of the
individual and of the Tearning context... It is
nevertheless true that the ability attrlbuted by

Heath to the reasonable adventurer; to ‘'alternate
between the curious and the critical', or in our work
the alternation between a general view and the detail-
ed examination of the evidence, is one which higher
education should aim to foster. The question which
then arises is how that ability is to be developed,
taking into account the individual, interdisciplinary,
and contextual differences, and the numerous_roads

to understanding, which our research has revealed:

IMPLICATIONS FOR PRACTICE AND POLICY

provide a blueprint for designing effective. learning
in higher education. It does, however, offer a
much-needed theoretical and empirical rationale for
practical efforts to improve learning and. teaching.
We have seen that the process of student learning in_
relation to individual student differences and to its

context is much more complicated than lecturers and
students are often prepared to admit. . The findings

The research described in thlS book does not

of the research need to be reinterpreted by
205
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lectute tg iii relition to the purtigular difficulties
of their students and their subject area. Suitable
tedching bﬁLHtLgICS most take account of contextual
and individual differences. We liope that one of
the most important messages to come from this
Fesolroll is Llidl Coinionscnse tlheories of  “"good" and
"woak" students, conceptions of single "ideal"
mocthods of studying, and teaching technologies pur-
porting to be universally applicable in different
subject arcas; are all of dubious practical_ value to
lectiurers uand studentse But what can now be said
about the steps which mlght be taken to improve
tcirning In hlghcl cducatlon°

courage greater versatility in their students, tHen
tHe cvidence of this research is that a two-pronged
attack is needed. On the one hand intervention

fo;used on btUdCﬂtS themselves is required; _on_ the
other, cfiorts to change teaching and assessment to
provide fertile conditions_for_ the growth of

dpproaches aimed at understanding are necessary.

TMPROVING STUDYING
We have seen that students in hlgher educatlon

Use a variety of approaches. to learning. Not only
do the same students vary their approaches in res-

ponse to different perceived requirements, but

different students differ. in their individual pre-
ferences. The finding that a deep approach can be

carried out with contrasting emphases on compre-

hension and operation 1earn1ng suggests that we should

not try to change a student's learning style, except

ds a last resort when it is creatIng serious diffi-
cultles for the student. On the other hand it is

their characteristic style and appr01ch to show

how they may most effectively capitalize on their
intellectual strengths and at the_ same. time trans-
cend the limitations of a particular style. The

Improvxdcnt serialist needs help to practise_the _ _
skills of developing ideas and analogies; the globe-

trotting holist ought to be_given opportunities to
practise theé handling.of details to support his
ideas. _ Students could also benefit from oppor-

tunities to become more confident in exploring

personal strategies which effectively cope with

different academic tasks and assessment requirements.

Some will probably need help with specific study

SklllS (readlng for understandlng, constructing
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and s6 on) . Bul all students will gain from being
cncouraged to raise their awarecness and €0 think
about ways of developing flexible lcarning strategies

- thé higher order skill of orchestrating the com-

ponent technigues: o
Many students will nced_a good deal of help in
recoynizing the very different strategies required
to respond appropridtely to the Wide variety of tasks
set by lccturcrs.  Our first recommendation is_that
direct teaching of study strategics, combined with
individual remedial help for students experiencing
special learning difficulties; ought to be providad
in our _oniversities and polytechhics.  The incidence
of surface approaches in students shows clearly that

many have not mastered cffective study processes.
Students take time to develop - if they develop at

all - a repertoire of strategies enabling them to
deal effectively with academic demands.  Although
many schiemes have been devised to improve study skills;

few have taken seriously the wide range of stratedgies
which can be shown to be effective. THe increased
use_of study skills programmes concentrating solely
on_ techniques; rather than on the developrierit of
abilities to structure mateérial with the aim of

understanding,; would be worse than uscless:
Inappropriate organizing techniques, for example,
are more of a hindrance than a help in studying. &n
"ideal" approach shown to be useful for ohne student
may suit others not at all.
... ..Practical ways of running study skills prograrnuies
which aim at increasing awareness have already been
developed, but they differ in their emphases.. _Main
(1980) and wankowski (Raaheim and Wankowski, 1981)
advocate individual counselling, Gibbs (1981) special-

izes in discussion methods; while Brew. (1981) corn-
centrates on helping students to organize and Structure
both studying and learning. We accept the value of

each of these approaches for particular purpcses, bit

would resist any siuggestion that any of these
approaches was_sufficient in itself. _ Gibbs; for.
example, avoids any direct teaching of study skills,
partly because the psychological justifications of the
'rules' for better studying are of dubious validity,
and _partly because students are effective in_such

different ways that no general rules could be des-
cribed. ~ In our view it would be beneficial to pro-
vide students with the concepts and theories emerging

from the current research on _student learning: Such
a stody skills course would draw attention to the

importance of organization and structure (in the ways
described by Angela Brew, 1981), to the existence of
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CUtrasting sty (es .nd approaches; to the need to
adopt vorsatilé and djipropridte strategies; and to .
tha development of a perscnally satisfying style of
studying whicli is idiosyncratic but effective. __We
recoynize the value of Gibbs' (1981) technique. of
lielpiiy sctudeonts to discover from each other the
viaridty of dpproaciies being used in a situation.
which.is not threatening to_self-confidence. and
Findlly it is clear that some difficulties in_study-
ing cxperienced by students have deep emotional
roots, retated often to home circumstances, which
can only be helped by a student counsellor with
specialized psychiatric skills, such as Wankowski-
{Radhein and Wankowski, 1981). . This individual _
counselling mdy dlso be reqiired by other studerits
who have 'biocks' crecated by particular acadenic

tasks, or who cannot make the conmections from a
general course or workshop to their own problems.
Alex Main (1980) describes how such students may be
hulped by o counselling service.

IMPROVING TEACHING AND ASSESSMENT

THe usefulness of the sort of intervention des-—
cribed above is limited. study skills programmes
are usually the preserve of specialists outside the
cveryday context of student learning = the. teaching
and assessment prucesses of academic departments. -
What the research reported in this book has repeatedly
domonstratcd is the pervasive effect of this. context
of tearning on students' approaches to studying and
levels of understanding: Tt would probably be more
effective to change the students' environment, which
is tihe source of many problems;, than to concentrate
on hélping students to find ways of coping with those
problems. (sce Wankowski, 1973). _ It is sadly true
that disturbing conclusions.reached by researchers
and other commentators on higher education during
the Iast hundred years or so (see, e.g. Whitehead,

1932) are confirmed in our findings: The evidence
ts overwhelming that the guality of stident learning
ig adversely affected by inappropriate assessment
methods, poor tcaching, and the lack of freedom
provided by some courses. Yet the detrimental
cffeécts may rnot be visible in the outcomes.of con-
ventional assessments, as 'success' is defined by

the criteria adopted by the staff. Nevertheless
the picture is not entirely sombre. It is equally

clear that some _departments:; after allowing for
subjéct area differences, are more effective than

others at facilitating deep approaches. We have
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seen more than once how intrinsic motivation,
interest and reluvance enhance the probability of a
deep approach; while threaztening assessient con-

ditions make surface approaches more likely.

Teachers can help to encourage intrinsic motivation
and point out relevant tssaes; they can equally well
encourage negative attitudes by a lack of concern for
the stucdents' learning difficulties or by a lack of
commitment fo their subject: Of course, deep.

approaches cannot simply be created by effectiv
teaching and assessment; we can,; however, ensure
that the conditions for understianding are as favour-
able as possSible. : , ,

There can.be no simple advice given to lecturérs,
o nagic traininy programme, which derives. from our
research. = The type of learning demanded by
different disciplines is clearly ditferent, and s
no general recipe for better teaching and assessmernt
can be given. In arts; students shoild be encduraged
to search tur personal meaning, which seems. to depend
on cmpathy and openness from staff, informal teaching
{discussiorn) mothods,; freedoi for st .dents to explore
their intcrests, and yet, because of that freedom;
the sctting of clear goals and standards, In science
and social science, Yood teaching Seems to depend
fiore on pitching information at the right level and
being alert to. student difficulties. A deep
approach in Science depends_more on operation learn-
ing, on reclating evidence and conclusion; and on the
appropriate use of & certain amount of initial rote
ledrning to master the terminology. But_this.
versatility in learning will emerge readily only

where the workload is reasonable, and where freedom

in learning is allowed.. The forms of assessment, the
types of questions; will also need to be consistent

With lccturers' dttempts to develop critical thinking:
If factual reproduction of memorized answers is
implicitly encouraged and actively rewarded_ {(through

the marks given), students will shift accordingly.

towarcds surface approaches: Remember the psychology

student in the interVview study in chapter 8 who said:
"I hate_ to say it, but what you've got to do is

have a list of the "facts"; you write down ten. .

bit of factual information - so and so did. that;
and concluded that - for two sides of writing,
then youi'll get a good mark".

Staff are often unaware of the effects that their
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assessment_demands have_on lcarnlng. Another
cxamplc comes from Gibbs (1981):

course sLalted it emé“ged that the students had
actually been readlnq more psychoiogy before the
coursc started!  But the cause was not far

away: . Three—~quarters of all their time out-

side class contact hours was spent writing up

laboratory reports! _This turned out to _be

because laboratory réports were marked severely
and the students Weré worried about passing the
first year ... Their lack of reading was a direct
consecuence of a fear of failure and the per-
ceived demands of the assessment system ...

Apparent poor study skill was caused by teachers.'

One of the dilemmas in this area seems to be __
that attenpts to make asgsessments more reiiabié, by‘
using short-answer or multiple-choice guestions, or

by introducxng detailed marking schemes; are also_
perceived as requiring mainly factual answers. It
is certainly clear at school level that _marking __
schefnes are more lIkéIy to reward the. accretionm of
correct pieces of information than evidence of inte-
gration.and personal understanding.. Evidence of
personal understandiing depends on the marker's judge-
ment; it is therefore_ impressionistic and liable to

be unreliable. But it now seems.that mechanical

marking schemes may affect not only the validity of
measurement; by concentrating toc much on easily __
mMeasured aspects of the students' work, buot also the
student's approach to learning. It 1s,rhowever,r

possxbie to develop systematic marking schemes which
give appropriate credit to perSOnal understanding,

based on repeated overall impression _marks on

varlcus crltéria,,or the use . of approprlate classi-

different outcomes of learning. __ (Biggs, 1982). _
There ig, however, much work still to be done on this
problem. ___

-The. fact that lecturers 1n blgher educatlon

901ng to teach and assess means_that, all too oft:
approaches to teaching reflect a narrow view of he
'best' pedagogical method. Freguently lecturers
wiil hold dogmatically to the view that one form of
tedching is necessarily superior - at.one extreme;

it may be felt that computer managed instruction or
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‘Personalized syutenis of Instruction' (Keller Plan)
dre the answer to learning problems; _at the other,
tutor-less_discussion ¢roups may be advocated as the
only "true" way of learning. The argument from our
research is that more; rather than less; variety of
teaching methods is likely to be beneficial.
Students are too rarely offered alternative ways of.
learning: choice over the methods of learning avail-
able (independernit Work, essays, léctures, tutorials,
etc.) would secem to be not only highly valued by
students; but a logical implication of our model of
learning which Stresscs_the_wide variations among
styles and approaches they prefer:

How are we to ericourage staff in higher education

institutions to respond to the challenge presented by
these findings? In part, as we shall see in a =
moment, the dnsWers must come from policy-makers; who
need to offer incentives and support for Improving
teaching: .staff development programmes in Britain
have had only very limited success in the past.  We
would argue that one of the reasons for their lack of
fmpact is an excessive emphasis on a model of
teaching and learning which focuses on lecturers'
problems - how to address an audiefice effectively,
how to prepare résource materials, how to run a
seminar skilfully. While these things are. importarit;
they have tended to detract from thé crucial links

between how tutors teach and assess, and how

effectively their students learn: Staff training
and development programmés need to discuss students’
problems, as well as those of the._ teachers - to
discuss how the studerits' difficiulties may be created
by the staff in some instances. From the evidence
of our research,; many lecturers show a lack of
sensitivity to students' study difficulties, while
they are not sufficiently aware of students'.
approaches to learning. or of the effects their
methods of assessment have on how their students
learn. , , }

! Future staff developnierit progrdmmes fay thus
have to shift away from the concern with teaching .
techniques towards helping. lecturers to understand
the effocts of their tedching on students' attitudes
and approaches. Good_teaching;, like effective
learning, can be realized in many differerit ways;
efficient techniques, eithér of studying or teaching;
are only useful if they can be incorporatesd within

an active.and concerned approach, related to the

individual's préferénces but not dominated by them.
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[ £hi¢ [ust few. pages. we have looked in turn_at
Somc of tho inp) .citions of our rescarch for helping.
staff and helping students in higher education.  But
tliis separation betwoen stadents,. on the one hand;
and teaching and assessment, on the other, is
slighitty artificial: . In the real world improvements
in tedaching and ledrning are two sides of the same
coin. Perhaps a practical attempt to improve
student ledrning in higher cducation ought to con-
sider both tecachers and sStudents at the samn time.
This. sugyests Lhat it would be worthwhile to try to
develop students' ledrning skills by encouraging
staff to involve thomselv:s in the process of im-
proviig ‘heir stadents' approaches to studying.
while doing this, lécturers might dlso be expected

to improve their teaching through a clearer insight
into its effects on students: B B L
The kind of staff developmont and study skills
progyrimme this approach would resemble in practice
is demonstrated in a continuing project at the
University of Melbourne (Frederick, liancock, James,
Bowden and Macmillan; 1981):.. The main aim of this
projcct hus becn to develop the abilities and

confidence of teaching staff in the faculties of the
yniversity so that they can take .on._what _may be an
unfamiliar role - helping individual students and
groups of students.to improve their learning skills.
Staffed by a léarning skills counsellor and two -

members of the University's Centre for the Study of

Higher Education, the project began. by making contact
with faculty staff and explaining what it could offer.
Its potential value was emphasized by the results of
4 previous survey of studert learning.skills in the
university. In spite of a highly selective
ddiiissions policy and a ow withdrawal rate; both
students and staff had given evidence of widespread
underachievement due to inadequate learning skills.
 In several faculties joint activities involving
teaching staff, the project team, and students have
since become part of the teaching programme._ __The _
project's Work has concerntrated on staff development
rather than on working directly with students - an
approach which is more efficient and; from the evi-
dence of our research, likely to be more effective.
Activities have included shared tutorials, segments
in lectures (outlining, for example, different note-
taking strategics), staff workshops on studying and
learning, learning skills topics in staff development

courses and course team mectings, and providing re-
sources to help staff understand better the learning
Skills difficulties of their students.
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What distinguishes this attempt to intervene
in learning and teaching is not so much the natire
Of its uctivities as its deliberdte oriéntation to-
wards inteygrating staff development and student
learning. As this book._went to press work was about
to bugin on d formial evaluation of the project,
which will make use of several of the measures des-
eribed in provious chapters to dssess the effects of
the interventions on the quality of students' learn-~
ing.  The results of this work will be awaited With
interest by all who are concerned with teaching and
learning development in higher education:

IMPROVING APPROACHES TO LEARNING AT SCHOOL

. [t Ts not only in universities and polytechnics
that teochers need to take account of the research
presented in this book: . Teachers and examiners in
saeondhiry schools should be reminded of the importance
of scetting ussessments which test understanding and
demund independent thoight, dnd do not Seém to

reward simplc roproduction. Teachers should con-
side. ways in which they can nake explicit the type

of leurning thdt is expected and should adopt o
teaching methods which. promote active thought within

a. clear structure: It is also of crucial importance
that basic concepts and skills are thoroughly taught tc
ensure that decop approaches can be undertaken by
pupils: L .

... Orientations towards personal meaning or towards
reproduciny are brought tc the eXperience of
highet ediucation by all students. Study methods

and learning pathologies in university studerits are
fully cwplained neither by stable individual prefer-
ences nor by tho context of learning in higher
education. It is clear that attitudes and orien-
tations towards studying are powerfully shaped by -
experiences in school; in particular those associatced
with external examinations.  The thréat of formal

examinations, and the revision associated with them;
may push pupils towards memorizing: = worse, it may
leave them with the idea that learning is nothing
more than reproducing other people's facts and ideas.

Students often refer explicitly to the problenis
created by inappropriate_ approaches to learning. .
developed at school. = For example; Mathias (1981)
reports that many students felt that:

"their school experience had somehow distorted

tlieir vieWw of leéarning ... Some (students) even

gave fairly graphic accounts of how the 'O' and
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‘A’ tovel sysiom had inculcatéd an instrumental
view of ledrniny. For instance ... "I used to
work for myself lots in the early days of

scconddary school and it took a while to get back
into this habit because (during 'O'and'A'_levels)
I was virtually being told what to do. And it
took iie a while to get out of that and get back
into_doing what I found interesting or if I
didn't find it interesting, to make it interest-
ing"" (pages 5 - 7).

It is probable that a l1ink between teaching
methods in school and approach to learning could be
deiicristrated; and. that again the twin_attack of
modifying approaches to teaching and examining, and.
developing in pupils a greater awareness of learning

Strategies, could also beneficially affect the guality
of learning in Schools. Indeed, it may be at school
level that the major initiative should be taken, toO
prevent inappropriate learning strategies becoming
habitual before pupils move on to higher education

or employhent.

POLICY ISSUES

liow might the research findings presented here

be translated into policy terms, to be used in_the

difficult planning issues facing post-compulsory
education in the remaining years of the century?
Educational planners and policy makers have shown a
wary attitude towards research into teaching and
lesdrning in higher education in the past. It seems
likely that they may find themselves obliged.to

change. The results of this research certainly do
not give specific procedural guidelines for policy,
but they do deserve to be taken seriously by

educational administrators and planners.__
. First, it is desirable that models of institu-
tional and systems planning should build into their
analyses gualitative measures of student learning.___ __
I+ is time to abandon simplistic notions of university

output couched solely in terms of quantitative criteria

Z numbers of graduates produced - and to accept that

the effectiveness of a department or an educational
institution also has to take account of the quality

of understanding sought by its students.  Second,
efforts neesd to be made to improve the learning con-
texts of departments and institutions.. The. evidence
that student learning can_be_ improved by systematic re-

appraisal of teaching and courses can no longer be
i1gnored. Inappropriate assessment methods,
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unimaginative teaching, over-rigid courses, an
excessive amount of curricular material - these.

weaknesses seem to_ act against a high quality of
learning: Yet all are capable of being changed.

An dred deserving immédiate attention is the assess-
ment systems of our university departiients.  There
is a need to develop assessment methods which.

genuinely test students'abilities to think critically
and. to understand the connectiohs between activities
in the redl world and the material they learn in .
higher education.  The capacity to reproduce infor-
mation alone is of limited value in graduate jobs,
cither to cmployers or employees.  Improved assess-
ment methods might decrease the chances of the pro-
cess and value of university education being ignored.
in ths outside world (see Dore; 1977: Williams, 1978).
Another policy issue that should be faced is _
student choice of courses. There is a growing poli-
tical pressure on _institutions to encourage students
to take courses Of immediate benefit to the technicatl
and_commercial future of the country: This
encouragcment might well take the form of sub-.

stantially rcducing the number of places available in

the arts, humanities, and social sciences. Such
pressure is likely to be resisSted, particularly by.the
universitices, partly because they value a continued
balance between disciplines, but more pragmatically
becduse such changes imply redundancy for Iescturers

in the 'irrelevant' areas of study. S

. Our resedrch, however, may_suggest a reason for
looking more closely at this issue in relation to.
students' academic interests. Many émployers, it
seems, are not looking to universities to supply
specific technical skills: these dre taught more
effectively after graduation within the company:
Employers are expecting degree courses to develop
certain general qualities of mind, foremost of which
seems to be the ability to think critically,; objective-
ly, flexibly, and quickly, and to apply that thinking

to a wide range of problem situations. But for this

'deep' approach to occur, our research indicdtes that
students must have an intrinsic inteveést in their

content area.  That terminology is perhaps too.

cautious. Students need to emgage With the subject,
to develop an intellectual passion to understand.  If
students are studying mainly to obtain a qualification
- however relevant to society's anticipated needs - our
evidence is that there is_a_greater likelihood that the
knowledge will be cbtained. passively, in a way which
would not engag@ thosge active critical 'faculties'.

It is likely then that relevance; without commitmert;
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will provide cmployers with trained personnel without
the intellectual flair which higher education . is
expected to awaken. Of course there is little known
4iboit the extent to which intellectual skills
developed within an academic discipline are trans-
ferable to situations encountered in industry and
commerce. The experience of,. say; the Civil )
Service suggests that such skills are transferred,
bit the cvidence is largely anecdotal. The argument
that it would be better to develop those skills in. .
reievant disciplines tsuch as economics or law) fails
to distinguish two forms of relevance = to .the anti-
Cipated needs ul society and to the individual: For
iriterise involvement in studying, personal relevance_
is crucidl, and policy iakers who ignore this factor
could damaye the central core of higher education.
This argument for studemt choice; should not;..

however;, be _taken as a plea for the status quo.  Our

evidence has pointed clearly. to the fact that the
types of assessment and teaching predominating.in some

departments are unlikely to encourage the intellectual
skills iost prized by lecturers. But if systematic
reappraisal of teaching and assessment prgctices is

to occur;, such activities must be rewarded. At
present, in Universities time spent in improving
teaching may even be indirectly penalized. Research
output is the main criterion for promotion; _the
investment of a similar proportion of one's time in
improving teaching. receives no reward, and it_is _not
easy to do both things properly at once. _The idea.

that teaching might be evaluated i treated with out-

rage or dismay by many academics; although they accept.
without question the judgenient of others on the quality

of their research. _Yet if quality of research may_be
judged, then the quality of a teacher's teaching. (and

his students' learning) should also be open to similar
evaluation. - - o . . o
Qur research can be taken to imply that resources

diverted into changing some established course
structures, and to staff development programmes; would
represent money well invested. __The end to expansion
in higher education _means that measures to maintain the
teaching vitality of stdaff are niore than ever needed;
the spectre of an ageing academic population shot
through with cynicism about promotion prospects and
daily more uncertain of its future ic depressing in
its implications for the standards of teaching in_
higher education. But at the same time declining
employment prospects mean that attempts to institu-
ticnalize staff development are likely to be treated

with growing suspicion and fear. Changes to well-
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teaching will require increased expenditure on ex~
periments in innovadation and on prograrfines of staff
development concentrating on improving lecturers'
abilities to_relate more effectively to6 their

established cuurse structures and approaches to

students. It cannot be expected that a diversion
of resources to these objectives will be accepted
readily-. It is impsridant that changes rewarding

staff and departments which try to provide high _
quality teaching; and which are strongly coiiiittad

to helping their students to learn, should be com~

bined with an emphasis on the individual teacher's.
responsibilities towards improving his own teachind-
A delicate task facing managers of higher education
institutions is to davelop a climate of self-evalu~.
ation and sinultdrecusly to provide rewards for units
and individuals that try to enhance the quality of

their students’ fearning:

COMPLEMENTARY -APPROACHES TO RESEARCH

fleYLblllty and versatlllty, the need to adapt _
approach to task demands and to alternate between
a4 holistic overall impression and the detailed

examination of cy;dgnce and logical argument. TheSe

findings on students' approaches apply equally well
to our own research strategies. Not only have we

incorporated into the research design both qUaIl-,

tative methods (open 1nterv1ew*ng of students) and
gquantitative fMethods (multivariate analyses of
guestionnaire responses); but there. has been a -
deliberate alternation between the two sStyles of

reszarch. _ Each has its strengths and its 1limiations.
The open interviews allow major éxpianatory ccnstrUCtS
to emerge out of the students' own descriptions of
their experiences of learning and teachlng The
interviews cover, at ledst potentlally, the whole

range oOf influences on student learnlng,,and allow

both development and varIabIIIty in. Strutegy to - -
emerge and experience of causality in rélationship®

to be reported. . The questionnaires are designed tO
measure dimensions defined in advance. The queSﬁlonS
are closed and restrict freedom of expression. ,,But

the strength of relationships between the dimenzsions
of StUdYIhg IS aetermlned by andlyzing scaLe scores

re]atlonsh ps to be. explored in more cortrolled and .
sophisticatcd ways than are possible in the necessarliy

impressionistic analyses of interview tranbcrxpts.
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_ “Phe alterndtlion of qualitative and quantitative
methods can be illustrated in twWwo main ways - first,
through the development of the inventory of approaches
to studying. The inventory was developed from four
main sources - a previous inventory of study methods

and motivation, Biggs' study.processes questionnaire,
Marton's and Pask's descriptions of approaches and

styles, und the pilot interviews with_students.

The previous inventory and Biggs' questionnaire con-
tained;in part; items designed to indicate psycho-
logical traits - four forms_of motivation. __ These

they derive from theories of motivation rather than
from the experiences of students: _ But this is only

items, it could be argued, lack ecological validity -

partly truc. The early stages of development of
such inventories involve asking students not _only to

respond to the items within the controlled format

provided; but also to_comment on the items and suggest
argcas not covered. The dimensions suggested by __ .
Marton have even clearer ecological validity; they
represent descriptions made by the students themselves.
The process of developing the inventory. involved. .
repeated reconsideration of the sub-scales, adding

new items and omitting existing ones; on the basis
both of factor analyses and of insights derived from
the interviews with students. __Thus the dimensions

utlimately tapped by the inventory are firmly rooted

in the experiences of the students. -

~ The second illustration of alternation comes from
the relationship between approaches to learning and
methods of teaching and assessing. _ Repeatedly, in .
the interviews, students explained how their approaches

were affected by lecturers and by the forms of assess-—
merit they experienced. The interview transcripts
provide strong evidence of the perceived causality_ _
of these relationships, and individual guotations in

the previous chapters have shown in detail what

specific aspects of teaching are.seen to influence
students' learning under particular circumstances.

The interviews enable the researcher not only to des-
cribe the relationships, but through empathy with_the
experiences reported, to reconstruct the students'’
perceptions of reality imaginatively and so to_under-_
stand more. fully the nature of student learning.  The
multivariate analyses have provided poth a_guantitati-e
verification of the insights gained from the. inter- .
views; and have. also provided_ additional insights into

the complex patterns of relationships that exist,

particularly between approaches and styles, and be-

tween the outcome of. learning and combinations of

personal characteristics (stady orgamnization and
218
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. We would argue that, in our. experience,; neither

qualitative nor guantitative methods of research
taken separately¥ can provide a full and a convincing
c.planatlon of student iearnlng. . It does not seem
possible to inteygrate the two stylés of research:
they pull researchers in opp051te directions. It
may. not even be possible for a single researcher to
work ecffectively in_both ways: some people have a
strong emotional attachment to a way of describing
the world which precludes one or othér of these_

styles of research. Research; like learning, is an
expression of pervasive Underiylng Cognitive prefer-
ences and value systems. Nevertheless it seems

essential that an understanding of student learning
should be built up from an appropriate alternation of

evidence and insights derived from both qualitative
and quantitative. approaches.to resesarch: In our
view the strength of our evidence on student learning
is the direct result of this inter-piay.of contrasting
methodoiogies, and has led to a realistic and useful
descrlptlon of approaches and contexts of learning

in higher education.
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Table Al  LTEMS CONTALNED IN THE FINAL RESEARCH VERSION OF THE
APPROACHES T0 STUDYING INVENTORY

MEANING ORIENTATION Corrected* ,
item-scale total
correlation

Lowp A pppoacn (Cronbach Alpha = 0.5
DAL I generally put a lot of effort into
trying to understand things which L
initially seem difficalc 0.38
DA2 1 often find myself questioning things
tiiat T hear in lectures or read in o
books 0.30
DA3 I wsaally set ouf to anderstand
thoroughly the meaning of what I am -
asked to read. 0.37
DAL When L'm tickling a new topic, T
often ask myself questions about 1t
whHicl the new information should o
answer 0.33

wolasing Ideas (0.47)

RI1 I try to relate ideas in one subject to .
those in cthers, whenever possible 0.31

RI2 I trying to understand new ideas; .l
often _try to relate them to real life

situations to which they might apply 0.24
RI3 I ncod to read around a subject pretty

widely before I'm ready to put my ideas o

down on paper 0.20
RI4& I find_ it helpful to ‘map out' a new

topic for myself by seeing hcw the

ideas fit together 0.30

e of Evidence (0.38)

UEl In repotting practical work, I like to
try to work out several alternative o
ways of interpreting the findings 0.23
UEZ I am u.nally cautious in drawing con-

clusions unless they are well supported I
by evidernice 0:13

* Corrected to remove contribution of that item to scale total
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UE4

IM1
M2
M3

M4

SA1
SK2
SK3

SA&

SB1

Iose 1 Ulon) (eenEDnmed)

Puzzles or problems fascinate me, parclcularly
where you Have to work through the material to
reach a logical conclusion

When I'm reaaxng an artlcle or research report
I generally examine the evidence carefutly to
decide whether the conclusisn is justified

nzvinsie Motivation (0:78)

My main_reason for being here is so. that T
can learn more abouf the subjects which really
interest me

I find that studylhg academic fOplcS can
often be really exciting and grlpplng

I spend a good deal of my spare time in

flndln& out more about 1nterest1ng topics

which have been discussed in classes

I find academlgrtoplcs so_interesting; I_

should like to continue with them after I

finish thie :iourse
REPRODUCING ORIENTATION
Swrfac: Approach (0. 49)

Lecturers seem to delight in making the
sxmple truth unnecessdarily complicated

I find I have to concentrate on memorISLng

a good deal of what we Have to ledrn

When 1'm reading I try to memorise lmportaﬁt
facts which may come ifl useful later

The best way for me to understand what
technical terms _medn is to reienber the
Eext-book definitions

I usually don't have time to think about
the implications of what I haue read

Often I find I have read Ehlngs wlthout havxng
a chance to really understand them

Sy llabus-Boundness (0.51)

I
i

like to be told precissly what to do
in &s

sdys or other assignments

™oy
3
3

0:19

0.27

0:49

0.55

0.56

0.21

0.32

0.24
0.28

0.32

0.38
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SB2

Sh

F¥3

EML
M2

M3

EM4

ST1

st2

513

o
=

T I AL AT S PP RN TS |
I prefer courses to be clearly structured
ditd hiiglile organiscd
I tend to read very little beyond what's
Foguifed for complering assipnments

The continual prcbburc of work-assignments,
deddiines and competition often makes me
tense and depressed

X poor first answer in an exam makes me panic
Having to speak in tutorials is quite an

ordeal for me

R I R O T B A

1 chose my present courses malnly to give e

4 clidanee of a really good job afterwards
My main reason for being erL iy thaf i witt
hvtp fme to et a buetter job

1 ycncrallv choose courses more from the way
they fit in with career plans than from my own
interests

I bUppObc I_am more intercsted in_the quallfl—
cations 1'11 get Ehan in the courses I'm taking

likcly to come up in exams, So I 1ook out for
what mdy be hints

When ['m doing a piece of work, I try to peat

in mind cxaccly what that particular lecturer
seems to want

If LOﬂdlClOHb aren' t rlght for me to study, I

one wiy or another I,manage to get hold of the
books T need for stiudying

! Ctudy Methods (C71) (re Uﬂrued
seoring)

I find it difficult to organise my study time
effectively
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DS2 My habit of puttiig ofi work loaves me wich

far too much to do at the end of term 0.50
DS3 Distractions make it difficult for me to do o
much effective work in the evenings 0:46
NS4 I'm rdather s$low at starting work in the o
evenings 0:.52
Goinlo o Stwdyivag (G000 (o

NAl Often I find myself wondering whether the work .
I am doing here is realty worthwliile 0.44
NA2 Continting my &ducation was something which .

ened to me,;  rather than something I really o
wanted for myself 0.37

NA3 When I look back; I sometimes wonder why I
ever decided to come here 0.48
NA4 1 certainly want to pass the next set of
exams, but it doesn't really matter if I o
only just scrape through 0.25

e Motivation (0.58)

denlen

AML I enjoy competition: I find it o
stimulating 0.43
AM2 It's imporrant to mc €6 do réally well in 7
the courses here G.32

AM3  Ir is important to me to do Chings better

AM4 I hate admitring defear; aven in crivial -
fatters 0.25

STYLES #AND PATHOLOGIES OF LEARNING
Compreiioaion Lewrning (Gdb)

CL1 1Ideas in books often set me off on long
chains of thought of my own, only tendously o
related to what I was reading 0.45
CL2 1In trying to understand a puzzti.g idea; I
Ist my imagindtion wander freely to begin

with, cven if | don't seem to be much nearer o
a solution 0.39
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CL3 1 like to play around w1Lh ldLab of ny owin

cven if thgy don't ggt me very far

Ch4  Often when 1'w reading books, thie ideas pro-
dUlL v1v1d Lmdggb which sometimes take on a

dlobetrore g (Gad)

Gr1 Athough I have a falrly good general 1dea

rdLer weak

GT12 lis trying to understand mew toplgs, I often
explain them to myself i1n ways that other

people don't seem to follow

GT3 1 often get LflthlSQd for 1ntroduc1ng
irrelevant material into my essays or
tutorials

GT4 [ scvem to be a bit too ready to jump to
conclusions withosac waiting for all the
evidence

G.rinion Iowiniing (G49)

oLl 1 ggnerdlly prefer to cackle each. péEE of
a topic or problem in order, working otit
one at a time

OL2 1 prefer to follow well tried out approaches
to problems rather than anything too
adventurous

OL3 I find it better to start straight away with
the details of a new COplC arid build up an
overall plcture in that way

oLd 1 thlnk it is 1mporcanc to.look at problems
rationally and logically without making
incuicive jumps

1}‘;.;‘;,'1;()'33";i'(‘,')ié»3 (a4

IP1 Although 1 generally rememiber facts and
detaits; I find it difficult to fit them
together into an overall piccare

1P2 I find it difficult to "switch tracks"
when workitg on a probIem. T prefe~ to
follow cach line of thought as far as ic
will go
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0.41
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0.16

0:24

0.32

0.29

0:18
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IP3  THEOTS Seei £O want me to be more -
adventurous in making use of my own ideas 0:.22

IP4 1 find I tend to remember things bost if I
coneentrate on the order in which the

lecturer presented Elied 0.26
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Toble 44 COMELATIONS BETVEEN THE SCALES OF T2 "APPROAGHES O STUDVING! INVENTORY AW T
IWESTORY OF LERRAING ROCESSES (1 = 260)

Learning Processes | Neaning Reproducing ettaving Lo
Oriencation)  Orfestation Onentanon L Style
DA RI UE TN SA SB FF BM | ST OMK P MM | CL oL 0L DD

jip Fosing 400 03 LR BB 0| 0w g
tboratie pro- | %W W3 Q-0 (BB G| 0 02
cessing
ot veteition | 05 03 06 |05 07 008 0§ | 16 % i3 |00 37 <0h -l
ethodical study [ 36 0 3143 00 -0 00 405 | B9 % U5 |00 - o8 10

f The dereetlons of scorlng have been reversed to Indicate organlzed study nethods and posetlve
attLtudes,

This ena1y51s s carrled out at Southern I1linois by Dr, Schaeck; and becans avaitable tog
late to 1ncorporate coments on these retatlonshlps In the text, These tenative findings confirm
the suggestlon that our reproducing orientation is similar to 'shallow proce551ng Heaning
orientation turns out to overlap substantially; with etaborative pfOCESSlng, a5 expected, but

also with 'nethodical study's. Out achieving orientation covers deep processing, methodical
study, and fact retention, while our pathologj scales are negatively related to deep pro-
cessing and o a less extent to fact retestion; Ou 'stjles" dinedsions show little overall
correspondence although there i some link between comprehension learning and elaborative
processing, These correlations mply a pood deal of overlap batveer the Evo 1Avedtoties in the
domain that s being measured, bit little conceptial apreement on the dimensions involved.
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Table A% LTEMS CONTAINED LN THE FINAL RESEARCH VERSION OF THE
COURSE PERCEFIIUNS QUEST LONNALRE

Corrected item-scale
) __correlation
Fove oo pel D e nin B (alpae s 0770
FTT & proac deiat of niy time is taken up by,
timetabled le‘w‘w(_: (lectures, practicals,
tutorials, ctc) 0,49

FTr2  You can learn nedrly cvery;hxng you nLed

to knou from the classes and lectures; it B
iSd't fcicssary to do mach farther reading 0.56

FT3 1In this department you're expected to B
speiid a loe of timc studyiang on your own * 0.38

I"I4 Lecturcs in this department are basically o
i guide to reading * 0.44

IS5 Lectures scem to be more important than
tactorials or discussion groups in this o
department 0:43
Cloar sl ond stendards (@ 76)

€6l Yoa. UbuﬂLiy have o clear idea of where
you're going and what's expected of you .
in this departmcnt 0.54

ce2 It s always easy here to kiiow the standard oo
of work expected of you 0.60

CCi It s ha;qﬂpprknow low well you i're aoiﬁg o
in the courses here * 0.42
CG4  Lectirers hiere usually tell students
exactly what they are supposed to be o
learning 0.50
CC5 Lecturcrs here gcnerally fiake it clear rlght
from the start what will be required of o
students 0.58

Worilowd (080
WL1 The workoad here is too heavy 0.54

WL2 It bomctxmes seeiis to iie that the slea as .
tries to cover too many topics 0.19

WL3 Therc is so filich written work to be domne
that it is very difficult to get down to o
independent reading 0.29

% reversed scoring
238
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Worslonld e (Lmu'/nuli)

WL5 There's a lot of pressure on you a8 & o
stideiit here 0.39

Voo irlanal welzvdiee (L 78)

VRl The coursgs in this department are geared to o
students' future employment 0.50

VRZ Lecturers in this acparﬁment are kccn to
point out that they are giving us a pro- _o_
fessional training 0.34

VR3 ThL courses here seem to be pretty well _

determined by vocational requiremeits 0.50

VKRG Tl work | do here w111 definitely improve

my future meloymunt BEbéBécts 0:19
VRS There Seeims to be consxdhrable emphasis

here on inculcating the 1ght pro-

fessional atcitades 0.27

Sood teaching (Q67)

CT1 chcurcrs hcrc frcquently glvc thc

GT2 Most of the staff here seem to prépare o
their teaching very thoroughly 0.40
GT3 Lecturcrs in this department seem to be
good at pxtchlng their teaching at the o
right level for us 0.42

GT4 SEtaff licre makc a rcal effort to understand
difficulties students may be having with S
their work 0.49

GT5 Thc lecturers in this department a
ready to give help =2nd advice on approaches o
to studying 0.47
Frocdom D Teariing (Q 72)

FLL There is a real opportunity in this depart-
ment for students to choose the particular L
areas they want to study 0.48

* reversed scoring

w
Lo}
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FL2

FL3

FL4

FL5

0s1

0sa

Cs5

SC2

sc3

5C4

5C5

240

Froodom O doaameing (000} (eontinued)

The departmei: really seems to encourdge us

to develop our own academic interests as far
as possible

We scem to be given a lot of choice here in

the work we have to do

This department gives you a chance to_ use _

methods of study which sdit your own way of

learning

Studeiits have a gféﬁt deal of choice over how
they are going to learn in this department
Gporness to students (070

Most of th qtaff here are ;éécpt~ve to

sug L
teaching mtthods

Staff gcncrally consult students before maklnw

decisions about how the courses arec organized

Most of the lecturcrs Hete reaIIy tty tiard to

get to know students

of their way to be friendly towards students

Lecturers in this department gcnerally take
students' ideas and intercsts seriously

Soctal limate (GE5)

A lot of the students in this depértmént
are f*Lends of mine

together socially

This departiient seems to foster a friendly
climate which helps students to get to know
each other

This department organlzes meetxngs and talks
which are usually well attended

Students in this department frequently
discuss their work with each other

:M‘
N

0:45

0:53

0:51

0:47



O

ERIC

Aruitoxt provided by Eic:

APPENDIX

Table Ap

SCORES, BY DISCIPLINE

MEANS OF SUBSCALES AND RANGES OF DEPARTMENTAL MEAN

ENGLISH HISTORY
Sabscile Mol Riiige Mean Range
il

Deep approach 1.2 10.2 - 12.7 11.3 10.4 - 12.0
Relating ideas 10.5 8.6 - 11.5 10.1 9.6 ~ 11.2
Use of cvidence 9.4 9.1 -~ 9.6 9.5 8.9 -~ 10.6
Intrinsic motivation 9.5 8.1 - 10.3 8.5 7.3 -~ 9.6
Surfice approach 12.9 11.0 - 14,7 12.4 11.2 - 14.0
Syllabus-boundness 7.0 5.4 - 8.1 7.6 6.4 - 8.7
Fear of tailure 5.8 4.5- 6.9 5.7 5.0 - 6.4
Extrinisic motivation 258 1.5- 5.1 3.3 2.0- 4.
Stratenic approach 9.8 8.3 -10.6 9.8 8.9 - 11.1
Disoryanized study 9.2 7.8 - 11.4 8.2 7.1 - 10.6
. methods . o o . . o -
Nogative decicades 4.5 44 - 613 5.9 5.0 - 6.4
Achivvy it motivation 9.0 8.0 - 10.0 9.0 80 - 10.0
Comprehiension tearning 11.0 10.0 -~ 11.7 8.7 7.8 - 10.0
Globutrotting 7.8 6.8- 8.9 7.2 6.3 - 8.5
Operation learning 8.0 7.5 - 9.4 9.8 8.5 - 10.7
Improvidence 6.8 4.4 - 8.4 7.1 6.3 - 8.0
Plope st s %

Formal fedachiing niethods 3.3 2.5 - 5.3 2.7 2.1 - 36
Clear goals and standards 6.7 3.6 - 9.5 8.0 6.2 ~ 10.2
Work lvad 10.0 5.6 - 12.3 11.2 7.5 - 14.8
Vocational relevance 3.9 3.1 - 4.7 4.8 3.5 - 5.6
Good_teaching 11.4 8.1 -13.8 11.8 9.8 - 14.0
Freedom in learning. 11.7 7.4 -~ 15.8 11.2 5.0 - 13.2
_Openness to students 8.5 5.9 -~ 13.5 7.7 4.2 - 9.8
Social climate 9.0 6.9 ~ 13.6 9.2 6.9 - 10:3

(Continued)
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fable A6 HEANS GF SUBSCALES AND RANGES OF DEPARTMENTAL MEAN
SCORES; BY DISC!PLINE (continued)

PSYCHOLOGY ECONOMICS

subscale Mcan Range Mean  Range
Ay proieties Lo S Dol
Duep approach 10:8 9.9 - 2.4 10:2 8.4 - 12.1
Relating ideas 10.9 1o0.l1 - 12.0 10.1 8.9 - 11.8
Use Of evidence 9.6 8.5 - 11.0 9.4 8.7 - 10.4
Intrinsic motivation 9.3 7.3 -10.5 7.0 4.9 - 9:6
surface approach 12.8 11.7 - 14.1 13.8 12.8 - 15.0
Svllabus-boundness 7.7 6.4 - 8.6 8.8 7.5 - 9.5
Fear of failure 5.9 4.8~ 7.0 6.0 4.6 - 7.5
Extrifnsic motivation 4.5 2.8- 5.6 7.9 5.1 - 9.4
Strategic approach 10:2 8.8 - 11.2 10.3 9:5 - 10.8
Disorganized study 9.9 8.7 - 13.0 9.4 8.1 -11.0

me thods . - . . .
Negative attitudes 5.3 4.2 - 8.6 5:6 4:3- 6.7
Aclijevement motivation 8.8 7.3- 9.9 10.0 9.2 -11.0
Comprehension learning 9.0 7:9 - 10.1 7.7 6.2 - 9.2
Globetrotting 8.2 7.4- 9.3 7.8 6.9 - 8.5
Uberation leariing 9.2 8:2 - 10.2 10.8 1lo.l - 12.0
Improvidence 7.4 6.2 - 8.7 8.4 7.6 - .0
Fopeoptions o) cowrscs
Formdl teaching methods &€.7 3.8- 9.1 6.7 5.5~ 7.8
Clear goals and standards 8.6 5.6 - 11.9 Ir.0 8:4 - 12.7
Workload _ 9.0 5.3 - 12.6 9.0 5.6 - 13.5
Vocational relevarice 6:5 4.7 - 8.4 8.2 6.2- 9.0
Good teaching , 1i.8 9.2 - 14.0 11.8 8:0 - 4.1
Freedom in learning 9.7 7.9 - 12.6 10.4 7.4 - 12.6
Openness to students 9:9 7:4 - 12:8 8.7 6.2 - 11.8
Social climate 11.5 10.2 - 13.5 9.9 7.8 -12.0

¢Continued)
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Table A6 MEANS OF SUBSCALES AND RANGES OF DEPARTSESNTAL MEAN
SCORES; BY DISCPLINE (cont inued)

ruysics ENGINEERING
Subscale Hean Karnge Mean Range

Approacies 2o Do
Decp approach 101 8.5 - 11.9 10.4 8.4 - 12.0
Relating idcas 9.3 8.2 - 10.9 9.6 8:2 - I1.8
Use of evidence 9.8 8.6 - 10.3 9.9 9.0 - 11.0
Intrinsic motivation 8.8 7.9- 9.9 7.3 5.3 ~10.1
Surface approaci 13.2  10:9 - 14:7 13.2 10:8 - 16:1
Syliabus-boundness 8.6 7.6 - 9.9 9.2 8.5 - 10.1
Fear of failire 5.5 4.9 - 6.2 6.2 5.0~ .7:4
Extrinsic motivation 5.7 4.0 - 8.6 8.0 6.5 - 10.0
Strdategic approach 10.6 9.2 -11.5 10.5 8.5 - 11.5
Disorganized study 9.6 8.1 - 10:9 9.8 8:0 - 11:7

methods 3 o o o
Negative attitudes 5.8 4,6 - 6.9 54 4.5- 5.9
Achievement motivation 9.8 8:5 - 11:5 10:7 9:4 - 11.%4
Compretienision learning 8.2 6.3 - 9.9 8.0 6.4 - 10.3
Globetrotting 1.4 6.3 - 8:2 7.5 6.6 - 8.6
Operation tearning : 16:1 9.2 - 11.8 11.1 9.7 - 12.8
Improvidence 7.4 4.9 - B.4 7.8 6.7 - 9.3
Perception: o courises
Formal teaching methods 12:.0 9.6 - 13:5 12.1 10.0 - 16.2
Clear goals and standards 11.4 10.0 - 13.3 12.2 11.5 - 13.8
Workload ) 9.9 8.4 - 12:1 12:9 5:5 - 14:3
Vocational relévance 8.9 5.3 -12.6 13.4 9.0 - 15.1
Cood teaching 11.8 10.7 - 12.8 11.4 9.1 - 13:2
Freedom in learning 8:2 6:3 - 11.3 8.1 5.8 -11.7
Opeiitiess to students 9.2 6.4 - 12.1 8.6 6.7 -11.1
Social climate 11.2 9.0 - 12:7 t1:0 8:3 - 1319
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