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prospectxve students in British schools is discussed. Playxng the
game - is intended to provxde prospective studerts a "realistic role

preview." Consideration is given to _an _earlier board game and

research on student learning on_which the simulation was based. The
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simulation_allows_students to try_ dxffe;ent study strategies and

provides advice tailored to the. specxf:c strategies used by the

individual student when 1nteract1ng with the computer. The des:gn of
the computer simulation -is described, along with the- strategxes to
ensure- that- the game and advice are controlled by priaciples derived
from Stuaént;learning,régéarch.;ziaﬁplés,shog hecw -a- student would
experience the interactions with the computer; and how the rules

provide tailored advice:. The simulation can be seen as a simple

expert system prov:dxng a form of intelligen. tutoring. The game is

used with the Macintosh m:crocomputer, ‘backed by memory on hard disk.

The game is made up of six scenes: freshman week and course choices,
choice of options, introductory tutorial, lectures and indepzzdent
study, b§l§ncing social life and work, and preparing for and takirg
tests. (Sw
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. The initial experience of higher education can be bewildering and the types

OERI position Jr pchicy

_Inindustry'the advantages of 'realistic jcb preview' have been much
discussed, but little is curreatly done in British schools to prepare students
for higher education. This article describes the development stages of &
principled edventure gume %o simulate the experience of higher education.
Playing this game is intended to provide realistic role preview' for
prospective students. =~ o
The simulation ha: been developed out of an earlier board game derived,
to some extent, from research findings. More recent research on student
learning has provided the principles on which the new simulation game is
being based. The game not only allows students to try out different study
strategies; it also provides advice teilored to the specific strategies used by
the individual student in interacting with the computer. This simulation can

be sgen as a simple expert system providing a form of intelligent tutoring. .
The architecture of the computer simulation is described, together with

the strategies used to ensure that the game, and the advice provided, are

both centrolled by principles derived from the research on student learning.
Illustrations ere used to indicate how a student would experience the
interactions with the computer, and how the rules prodice tailored advice.

Realistic Role Preview |
__ Higher education differs significantly from school education in the
degree of autonomy in sturdying and everyday living offsred to the student.

of studying required can be unfamiliar. This potential difficulty has been

widely recognised, although rather little research has been carried out to
investigate the types of difficulties reparted by the students themselves

(Rasheim and Wankowski, 1981). In Britain, some schools provide Ny
opportunities for studznts to experience lecture and tutorial teaching, and to
work independently to a considerable extent. In higher education, too, most
institutions now provide a ‘Freshers' Week' which introduces entrants to its

academic end social activities, and some institutions also offer study skills
workshops to draw attention to the types of studying which they expectof
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students: Yet many students still appear to be underprepered for the
challenge of higher education and some seem to find it very difficult to

settle in. Indeed there is ewdence to _suggest that some students 'spend @

(Thempsen 1981) It 1s not Just that the types of studglng are unfamiliar and '

thers is more independence in rlanning work, but many students are away
from home for the first time and so face many new demands and

responslblhtles o
~ The idea of prepnmg newcomers f or the demands of a new workmg

, envlronment is, of course, of importance in industry and there aiready - exlsts
a literature on realistic job preview' which suggests some of the ways in

" which entrants cen be led to anticipste job requirements more accurately
(Wanous, 1960). _Typically, job applicants are shown films or given talks

which explain the ]ob requ1rements and describe the working enwronment

Where such previews provide a unbiassed mcture of the work experience,

there is evidence that they do increase job satisfaction and reduce turnover
of steff. But it is far from.clear how this technigue works. One suggestion
is that 1t serves to ‘vaccinate’ expectatlons to make them more realistic
{Premack and Wanous, 1985). As students have Been found to have
stereotgplc naive; and over-optlmlstle exaectatlons of higher educatlon

(Wunous; 1976; Rasheim and Wankowski,1981), such ‘vaccinction"of
expectations may also play a valuable role in the transition from school to

"higher education. L
~In ang business orgamsatlon there would be some lmtlal trammg to
ensure that newcomers acoulre ang new skllls mvolved thher educatlon

‘ monltonng of entrance ouallflcatlons IS a sufflclent guarantee of adequate |

preparation for studglng _But this assumptlon fails to take account of the

conslderebie dlf ferenees between the expenences faced by students at

8 suostantlal growth ln research mto the expenences of students |n hlgher ]

education. There is thus a  body of sound information which could be previded
far students to help them more reahstlcallg to anttctpate the transmon
from school to hlgher education. There is st1|| however, a forrmdaale o
barrier. Simply telling students what to expect is ‘unlikely to be effective.
The exnenences are too novel and too complex for information alone to
prepare students adequatelg for what is to come.

B i&s in industry the use of s1mulat.on techniques mag be an answer Tms

adventure game which would prowde in effect a reahsde role arewew for

prospective entrants into higher education. It Was based in eart on a board
game which had already been used with students. But lt also depended en |

ldentlfglng and orgamsmg a bedg ef relevant researeh hterature on student

students could explore dl fferent strategles for copmg with a simulated

hlgher edueatlon enwronment and conslder the consequences of thelr cholces

ara;eet The game itself has yet to be put into operation.
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The ﬁéééi&éiﬁéui of a Simulation Using a ﬁasfa Game

The bodrd gdme emer ged as a wug uf presentmg resemreh f mdmgs on

studying to students. The research study itself was designed to identify

factors associated with success and failure in mgher education.
Longitudinal studies were used to compare student charscteristics, assessed
before entry and during the first year, with subsequent aeouemle !

performance (Entwistle and Wilson,1977). Although the levels of prediction
achieved were modest, the dm:lgses did uelnt o some mterestmg

~inter-relationships between ability, persunahtg, motivation, and studg
* methads: Further exploration of these reletionships using cluster andlgsw

Jed to the identification of distinctive ‘types’ of student who appeasred to

hove dlf ferent forms of motivation. One gruup was cumpetltwe and
self-confident. Annther was independent-minded with wide ranging academic -

~ interests; whlle & third group was anxious and jacking in self- tonﬂdenee

The final main type was described, somewhst disparagingly, as 'idie and
unmotivated: ,
" Interviews with students drawn from these tgpes suggested thdt theg

were reacting in very different ways to the situations they were meeting in
higher education.

Sjnii;nta of d!f‘r nng persdnahtg and motl'nhsnil tgpes not onlu tack]e tlmr

academic work in different ¥ags but, from descriptions of their university
experience; they evidently perceive themselves to bz in differi ing

cnvironments - {Entwistle, Thompson and Wilson, 1974, 5.393)

Allthough some of the fmdmgs seemed to have smmf lcance for students

it was recagnised that it would be diffisult to present them in ways which
would cause students to reflect seriously on their existing studg methods:

Thus the idea of ‘using a game format was explored. Pregresslon through

higher education was imagined as a form of cbstacle race. Students set uut ,
on that race with different starting conditions er ‘handicaps’, dependir ng on

their ability and school attainment. They alse had differing personalities

and motivations which would lead them to react differently to the obstacles

they met during their course. These ideas were incorporated into 772

Academic Achievement Game (Entwistle and Wilson,1977)
| Frgure 1 dbout here |
A beard | game SImHar tu ‘Monopoly (Figure 1) was develdped in which

progress was determined partly by the throw of a dice and partly by
instructions related to the ‘square on which theg Ianded Students were
invited initially to choose one of three tracks (4775 S‘aﬁﬂfﬁm or

Science). They were then allocated ane of three types of dice (numbered

1-6, 2-7 and 3-8) which represented different levels of ability and stronglu

_ controlled the rate of progress areund the board. Theg yere also given a

starting condition based on their school achievement record Finally
students were also p. avided mth one of four different coloured counters
which would indicate thelr pesmnn on the board The colours represented the

contrasting student "types’, mantioned earhe£ E’!d, these types determined
04

their predicted reactions to the events expenenced

¥ -
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The game was mtended to introduce students to the idea that theg cduld
expect to react dif ferently to the experiences they met in higher education,
deaendmg on personahtg _Events were introduced in the form of coloured

Squares representing ‘hazards’, ‘bonuses’, or ‘chance’. Landing on one of these
squares. directed students towards packs of cards whleh desen bed events
they had experienced.  The effects of these events were related to the
personality to which the student had been ‘assigned. Thus “Your flat mates

interrupt your work™ was & hazard which had the greatest effect {(sent back 6
squares) on the idle and unmotivated, while “Your tutor is very sarcastic”

affected the anxious students most severelg A bonus such as "Your tutorial,

* group is stimulating and constructive” was most beneficial to the sociable

ond to the well- metwated students, while the idie and unmotwated were

helped most by "Your adviser discusses your career with you".

~ The chanee pack allowed some changes in the main centralhng features
of the game - ability level and student type. Thus picking up the card saying

“Your studg methods are increasingly eff ective” evoked the rule

lf Mroﬁ or Ev clzh?y ehange to llcxt mghcr dlce lf mﬂw ohh?y
take one free throw {Entwistie and Wilson, 1977, p.153).

The game was used with both secondarg school puptls and entenng

students with some success. It helped them to antlmpate some of the

situations they would find in hlgher education, and it stimulated discussion.

But its effectiveness was reduced by the limited extent to which individual

'debriefing’ was pessible afterwards, and students thought that the game

was controlled, to an unrealistic extent, by starting conditiens and by ehance

(wilson, 1978) Students wanted opportunltles to interact mth the 7

situations and to vary their strategies as a result of their experiences, but
that was imjossible within the format of the board game. There was also a

recognition by the researchers that the sltuatlons and students’ predicted

reactions to them, were drawn mainly from personal experience, rather than

from a systematic study of the effects of academic contexts on student

learning. Ideally the events and consequences should be drawn from research

findings. For this, a different type of research was needed

Concepts and Research Evidence on Student Learning

‘Ihe earlg research had identified some ef the student characteristics

associated with academic progress, but had not looked at these in relation to

pertinent features of the academte eantext - in particular, methods Uf
teaching and assessment. The respanstbthtg for success or failure was thus
implicitly being placed on the student, as if the academls staff and the
institutional resources and policies haﬁ no influence on leai ning outcomes.
The relatlenshlps betyreen student charaetenstles and academic ouicome
were thus  éssentially decontextualised, in common with much of tha

edueatlanal research.of that time. .
~_¥ork in the USA had 'begun to draw attention to the lmportanee ef : i

'descnhln differences in institutional climate (Pace,1967) and to the #aﬁ
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thet the hldden-cumculum and ossessrrent prdcedures affected students

social behaviour and academic work { Becker, Geer and Hughes, 1968;
Snyder,1971). The next step forward in research involved looking at the .

processes of learning in higher education and to consider how these were

affected by the whole institutional environment. A series of studies in

Sweden Bntom ond Austrahd (Martdn Hdunsell dnd Entwistle 1984

categories, and the prmmples from Whlch the adventure game has smce heen

developed. =~ =
One of the first Jnvestlgatwns into the processes of ocademlc learmng

. was carried out bg Marton {1976). Fle has ploneered the sgstematlc

descnptlen of students’ expenences end pereeptlons of the content ond
coniext of academic learning. His first study lnvestlgoted students’ wogs of
reading an academic article. The concept emerging from his onolgses was
anprosch ta leommg with its two main categories of eap and survece
(Marton & Saljo,1984). The main defining feature of each of these
categories wes the intention shown by students as theg read the article -

either to seek personal understanding or minimaily to meet the task
requirements. The subsequent contrasting learning processes were seen to

be a product of the initisl perceptions of the task in relation to the student's

own inteptions.
~ Thase ideas were extended by Pask (1976) who Wwas ob]e te show thot
even when students were | reguired to demenstrate personol understondmg,

there were still two characteristically.different Jearning stiffes involved.
He distinguished between Ae/ists , who sought to personslize knowledge and

to interrelate ideas extravagantlg, and ser7slisis, who preferred a narrow
focus, concentrating cautiously on details and loglcol connections.
A five-year research programme at Lancaster (Entwistie and Ramsden
1983) sought to extend this research by seeking confirmation of the

conceptualisations and by investigating the factors affecting the sdoption of

these approaches and styles. Interview and inventory data were used to
demonstrate o ciear distinction between deep and surface approeches across

six controstmg academic disciplines. I{ was, however, feund necessorg te

;lntroduce a further categdry the srroz‘egzr o;wmam - m whleh ‘the main

from lecturers and also through being wen ‘organised in both s?wy m@?ﬁmfs

and time-menagement (Entwistie and Kozeki, 1985)
Other analyses showed that leamlng stgles were related, to some extent

. te underlgmg personality characteristics, while approaches to learmng were

associated strongly with contrasting forms of motivation - snirinsic (with

deep), 7ear of far/ure (with surface) and 7eed far echievement (with
strategic). But these apprdaches were also influenced bg the students’

perceptions of the ways in which they were taught and assessed.

__In interviews, students were esked what influenced their appreae‘f te

iearmng, and a questldnntnre was develeped to assess their perceptwns of

tne department in which theg spent most of their time studglng (Ramsden

.1981). Combining results from both types of data; it emerged that a deep

approach was consistently facilitated by gaod teaching and by Bemg given
i »
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to msmmr pmmo‘oms wh‘g:h requlred onlg detmled f actual responses

- and to 8 seavy swark/ood |t was 8lso induced by lecturers who, often

unconsciously; fostered dependency through iﬁommgmai’mﬂs which
‘spoon-fed’ the studenis with pre-digested information, so limiting their
personal invo’ 7ement in learning {Selmes;1967).

] These components of the learning context were subsequentlg N
incorporated into a heuristic model ‘designed to draw attention to the

interactions between the participants - students and teachers - and the

- learning contexts within the academic departments (Entw13tle,|987,e,b).

The Development of the Computer-Based Simulation

PRINCIPLES UNDERLYING THE DESIGN

Thls serles d[ research studles tegether wuth the heunstle medel
prowded the basis for the computer simulation. The ongmal board game
could have been strengthened just by the use of experientially rooted.

concepts descri bing processes of studgmg and bg the grester precision w1th

- which events and their probeble consequences could now be predicted.

Parallel develupments in microelectronics (Odor, 1986) also made it nosslbte

to offer students an interactive simulation of some tgmcel sityations in

hlgher education which would allow them to varg thelr stretegles end to

students in the secdnderg sehoels it Was enwsaged that parts of the game
would also provide study skills suppert for those already in higher education.
The intent vas to develep a pnnclpled adventure game’. In the previous
game students were allocated dlff erent starting conditions rondemlg As an
mtegral part ef the cemputer slmulotwn a realistic model of the student
was required which would describe the student's ways of studying in terms
ef the eencepts euthned m the prekus sectlen That medel would have to be

decisions made by ,the,students,m ,m,terac,t)ng, with the game itself. The
model would determine, to some extent, how the student was led to

‘perceive’ situations and so would influence choices and strategies. The

consequences of events would be determmed as far as pessuble from the
research flndmgs It Wes decided, as a matter of Bnnclp]e that the game
should not be & ‘black box". The student would be able to interrogatc the
game te dlseever the rules which had determined the consequences of

lmprdvmg strotegles within the geme, which would be presented in «vags

designed to highlight connections with real life studying.
~_In essence the design of the game thus envisaged a data base of

information about studying, derived from research studies, together with

advice tailored to the decision strategies and inferred charactenstlcs of the

individual student. Ir. other words, it would be a simple expert sgstem
providing a form of intelligent tutoring

~}
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THE ARCHITECTURE OF THE COMPUTER SIMULATION

, A crucial next step in the pre)eet involved the development of -] model to

sﬁmmonze the various processes to be hullt mte the computer simulation -
the ‘architecture’ of the system design (see Figure 2).

(Frgure 2 obout here] B
The eentrol feoture ef the architecture is what has been called the

IﬁPoire ThlS 15 where the simuiated events are presented as ehsplags on
the eemputer screen which invite the student to make choices and so to
develop a gamie strategy. A series of interlinked events and actions are

. built up into a coherent scame. as in ‘any dramatic production. The student
progresses througﬁ 8 succession of scenes chosen to represent tgpleol

academic and social situations met in higher educatlon and developing in 18

natural sequence. .
The second mo;or feoture of the orchltecture lS the z»zmmmr whteh

records the current state of the student model in terms of a. preflle ef

inventory scores updated on the basis of interactions with the game events.
The set of variables used to describe the student was develeped from the

llteroture review suramarized in the previous seetien and has been reporteﬂ
elsewhere (Entmstle Odor and Anderson; in press) Eshmates of the current
level of these variables for the student mll be. held on the blackboard,

together with information about the stage reached in the ‘game and any

‘additional messages intended to affect the future presentation of aspects of

- the game. The blackboard will also record every keyboard interaction mace

by the students, inc]gdipg any comments made by them on their experiences

with the game. After each interaction the blackboard will be updated, and at
_the end of each event or scene the contents of that particuler biackboerd

will be recorded, to produce a #istory formed from the succession of

blackboerd states. = :
. As students mteract with the seenes m the theotre theg choose from a

set of control werds which determine their movement through the scene.
Some of these will be familiar from adventure games (e.g. look’, "ask’, ‘go to’
or help) Bther eentrel -words will be specific to the gaeme or te o partlculor
scene. Two such contrs] words, CHORUS and COMMENT, are available after
any event L

~ The term CHORUS was chosen bg anolegg with the Ehorus in a Greek plag

whe comment on the developmg plot Our ‘chorus’ 'mll provide a brnef
justification for the appearance of the esttmg screen display in terms of

tne rules or the theoretical background. Students will also be encoursyed to
type in their own COMMENT on the last event or scene, in relation eitier to
the simulation or to real Ilfe } experiences..

At the end of each scene a MENTOR will be avallable This contrel werd
will first provide a rationale for the main events occurring in that scene and
will then offer optional advice. Some of the advice will be couched in
general terms; but there will also be individually tailored advice, based on
the_ hlsterg of tﬁe student’s interactions with | previous events and on
estimates of the student's own study charscteristics held on the blackboard.

o MENTOR will also introduce students to the meaning of the main concepts

ERIC * | 0%
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from the research litsrature on student learning to allow subsequent advice
tobe couched in those terms. .

- The scenes; and the advice, are presented to the student through blocks
of predefined text which ere dicplayed on the screen as appropriate. The
decision about which block of text to display is determined by rules
associated with each component of the event. The rules are often written in
terms of the variables which make up the student profile and in this way the
game can introduce contresting ‘perceptions’ of the same events, thus
poralleling the research findings: to some extent.

___The rules will be interpreted and executed by & specially written

- program, described as & game controlier, which will also make and smend

 entries on the blsckboard and carry out pattern sesrches through the history
of the student’s previous interactions with the game. The writing of this

controller is a major challenge for the next phase of the project, although @

substantial amount of preparatory work has been carried out and reported
__ The game is to be implemented on a Macintosh microcomputer; backed by
substantial memory on hard disk. This machine was chosen because of its '

windowing and ‘pull-down menu’ facilities, and its generai ‘user friendliness

TWO ILLUSTRATIVE SCENES - EVENTS, RULES, AND ADVICE

__The only wey really to understand any simulation game is to play it.
Here verbal descriptions have to be used to convey an impression of the
scenes and events. The overall game is made up, at present, of six scenes.
Fresher's week and course choices
Choice of options
Introductory tutorisl
Lectures end independent study
Balancing social life and work
Preparing for and taking exams.

GOLOHIOG O O

Scene Two: £heice of antions

The second scene can be used, first, to fllustrar+ how students make the

Choices which determine their progress through the game. The intention in
this scene, Laeice of fptians, is to help students realize the need to bese
decisions on full information which may not always be readily available and
may have to be actively sought out. The opening event places the student °n

the office of their Director of Studies; with the task of choosing an optional
Course. The Diroctor of Studies reads out a list of four course titles from
the University Prospectus he is holding and asks the student ts decide which

of them to take.

This is the first choice point and the next text shown to the student
depends on that choice. The control words are hidden at this stage - a device
used to simulate the feeling of helplessness which many ‘freshers’ feel in
such situstions. The hidden control words can be activated if the student

' 3¢




'tgpes in one of them in seekmg to take charge of the SItuattdn For. example
any combmatwn df Words mth prasﬁeﬁm WIH shaw the student that the

asking eavice will lead to an admlsslpn from the Blrector of Studies tnat he

knows no mpre than is shown in the prospe(.tus B
There ls no full language onalyser built into the game controller |t is

other word to be used instead. If the student does not meke o recogmsab}e
choice; or is unable to make ang progress, there is 8 pull-down menu which
. shaws the hidden control ‘words available for use at thet time.
in_this situation, of course, there is pressure on the student to make an
lmmedlate choice of aptlons there and then. If that happens the scene ends
with 8 cautinnery comment shown when the game controller hes established
that the student’s past history of interactions With the game does not

contain the event in which further information can be obtamed

ﬁs quu are letmiy, god mrhear the Ihrector af Studles mntten ng

‘Lreally don’t know how they can take these impertant decisions without

bathenm) to ﬁud dut mrerahdut ..... ’ Thg door closes.

&"t/i? NOT (PAST (HAS E'706))

Jf the student perSIsts in trging to obtaln information, the Director 5
Studles will suggest that the department has more detailed course
desrrtpttpns when the student uses the 'go to’ contro! word, various B
pppartumtles tp pptaln infprmatlon are then prowded The scene shlfts to an
entrance hall in the department where there is a noticeboard - but this

provides little additional information. The really useful guidance comes
img plicitly from meeting staff and gxplicitly from talking to second-year

students. To continue the feeling of unfamiliarity, it is made fairly difﬁeult

to find people and to gain access to information. Finding the departmental
S°cretarg is an important step in learning how te understand the geography
and the workings of the department. She provides local knowledge and

support, but perseverence is still requlred ,

‘The student mpdel is used on several eccaswns ln thts scene to present
dif fering pereepttans of si tuatlans to ctudents with different
charaeteristles This teehmque is.intended to parallel the f lndlngs in the
research en student tearmng, fﬂmch emphasized that the contextual

lnfluences pn leamlng are Indtrect Those effects depend on the student s,

perspnah : and past experlences {Entwistle,1987). Here, on entering the

department for example, the student is given the oppdrtumtg to find out
about the courses both from the rioticeboard and from other students But

the descriptions have been designed to make it less likely that an lntrpuerted

student will speak to the students. The game controller is instructed, at
th‘f‘ pdmt to check the student 'S praf ne for the level of ‘extraversion’

curre entlg shown. Then alternative texts are shown dependtng on that 18?8]
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You notice out of the corner of gour eye that the group of students drinking
coffee in the corner is breaking up. They are still busy talking. but seem
friendly.

Rule : Extravert (high)

You notice-out of the corner of your eye that the group of students drinking.
coffee in the corner is breaking up. They are deep in conversation and don't
seem aware of your existence.

Fule : Extravert (low)

»

Agein if the student seeks out the lecturers, they are perceived in differsnt

ways. In this case the match between learning style and teacher personality
is used to determine the impressions made on differing students. Their
reactions to a disorganised; but enthusiastic, lecturer are presented in
contrasting weys. The student had tried; unsuccessfully, to see the lecturer
before. This time : S

There is still no-one in, but you wait. After a while a large and cheerful man
srrives and greets you effusively. He pushes you into the room and clears

~ apile of papers from a chair. He a3ks you who you are and how you are
enjoying life st wniversity. Eventualiy you manage to sk sbout his course.

He launches into an enthuziastic description of his latest research_ It sounds
interesting; but really rather complex and confusing. You vander back
towards the entrancs hall, trying to work out what the course itsslf might bs

sbout, but feeling that the lecturer himself was friendly and enthusiastic.

Fule -Holist (high) AND Serialist (low) ] ;

The initial description is the same for both matched and mismatched
conditions, but the reactions of the student with a serialistic learning style
are presented as being less favourable. The text block ends with

about. You feel that the lecturer vas friendly, but disorganised and confusing.

Rule - Holist (low) AND Serialist (high)

_ The intention here is to mimic the contrasting perceptions of differing
personal styles; but to avoid being too coercive on the student's ultimate

choice of option course. If the student still chooses & mismatched lecturer,
and.the estimate of the student's learning style stays the same during the

next scene, difficulties of comprehension will be introduced into the

student’s subsequent experiences of the lectures in that course.

Scene Three: /ntroductary Tutorial

. The intention here is to help students recognize the need to prepore for
tutorials, to plan ahead in obtaining books, to experience the frustration of

not finding books in the library, and to provide advice on what tutors expect

H . _ZZ |
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of students in the tutorials thamselves. The scene alse 1ntreduees students

to the concept of "approach to learning’ through their experiences in reading
an artlcle in preparation for the next tutenol The scene is set os fnl]ows

It is commg lwards the end of ljllllr first tutorial. Students are beginning

to click their files and general]y indicate that it is time to go. The tutor

eventually takes the hint; but gets up and writes the title of an article

on the board. He says: = o
~1-want you to read t!mtjrticle for next week: ve‘ll _see what uou ve made

of it then. There should be a copy of that journal in the Reference: Room.

' The article also appeared in a set of readings edited by . . | think it was
‘ Davidson. We did order a copy for Short Loan so | think gou will mt:ﬂy

be able to get held of it without too much difficulty.”

You make a dive for the door it’s definitely time for coffee

There is no ehelee to be made The student expects the scene to shift to
‘the cof fee'bar. And for most students this will happen._But the game =

controller is again instructed to examine the student's profile.’Here it checks

on the levels on strategic approach and time-management. If both of these

are currently categorised as ‘high’, the student will be sent direct to the

library, instead of to the coffee bar. If the student interrogates the
“computer, through the CHORUS option, about this unexpected ehange the

sereen will show:

.Yon seem to he alert tii the need to plan uour tlme carefullg and

strategic enough to pick up the lecturer's hint, so you are expectsd

togo to tIE Iibrarg atraight avay.

AH the other students f lnd themselves in the eef fee bar where the B

conversatlon turns to the possible difficulties in gettlng hold of the article.

They are then offered the chaice of going home to work on an essay or going

to the library. If they decide to 1ok for the article ‘immediately, their score

on ‘strategic approach’ will be increased at the end of the scene. If not, it
will remain the same. When the students do go to the library, they locate the

Reference Room easﬂg enough; but find that the relevant journal is missing.

They move on to the Short Loan library, but if theg have delayed going there,
they will find that the book containing the article is out. These experlences '

are intended to alert newcomers to the logistic difficulties experienced in

using an academic library. :
__Once they have obtained the artlele the ‘game controller interFets which

experience of reading the article will be presented. Time- management is

. 8gain involved, but also approach to learning. The text presents deep or

surface apareaches read with or without awareness of time. For example
the rule AGT Deap Approsch high) OF Surfece Approach high! OF
Time-tienagement {igh)), if matched by the student's current profile,

produces a GBSCHDUOH of a dlSOl"gﬁnlSEU surface EBBI"BGEh to readmg
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You look at the article, but you are not at all sure what you are

supposed to get out of it. Are you supposed to Tearn’ it - to try to

_ remember all the details ? _Or will you be asked to join in a general _
discusslon ? You decide to try to cover both possibilities. You read the
Alstract carefully and then begin to resd the article slovly.
and carefully. You note down any fact or idea which seems important,
However, you are not getting on very fast. All of & sudden gou realize
that you have s \ecture in ten minutes. You rush thraigh the rest of

srticle witheut any chance to jil;uigij,niiijtyiéﬁs; _There is no time to come

back to the library. You are left feeling anxious about the coming tutorial.

__As it Is not possible within the game to assess the approach to Isarning
directly, students are given the opportunity to indicate immediately after

this event to what extent that description of their reading seems truly
an indicate that they would concentrate more, or
less, on meaning or details, or be more, or less, aware of time constraints.
Their own estimates are then be used to modify the profile on the lackboard.
- _When the students attend the next tutorial the game controller is asked
to examine the ‘history’ to see how well they had prepared ths article and
also lo check levels of ‘extraversion’ and ‘fear of failure' in the profile.
Anxious introverts are then depicted as being reluctant to join in the

~ epplicable to them. They ¢

discussion and as finding the experience of tutorials threatening and
unrewarding. Students who are self-confident extraverts are shown as
dominating the procaedings to an extent which other students find

nacceptable, while those who adopted a surface approach to the reading find
the tutor unimpressed by a catalogue of accurate facts. If a ‘surface’ student

s puzzled by the tutor's reaction, interrogation of CHORUS would contain.

A3 gou seem to have put to0 much effort into trying to learn details from the
article, you found the tutor’s broadlg-based questions difficult to ansver.

MENTOR to comment on the rationale behind the scene as awhole,andto
provide advice in relation to the choices and strategies they have used in the
scene. The MENTOR explains initially what the scene was intended to
demonstrate to the student, and then invites the student to seek more

At the end of the scene, the students have the apportunity Lo sk the

individuslised advice based on the specific choices made during that scene.

This scene vas intended to suggest that:

A - tutors’ comments about articles need interpreting

B - articles may not be easy to obtain in the library .

C - articles have to be read for evidence and srgument

D - in reading an article allocate time appropriately

E = tutors generally expect you to bave your own ideas S
F - tutoriels involve speaking out and giving vay i®
G - tutorials show you how to think about the discipline -

_ond allow gou to check understanding of lectures . -




I gou would like advice about any imre),iif,,iijese,idﬁs;ji,i,éise type the
appropriate capital letter; otherwise go on to the next scene:

] The next set of adwce lntroduces concepts and fmd ‘ngs from researeh

ehd also ‘folk wisdom' about studying. Here, students typing ‘C’ will have the

i'!eas of deep and surface approaches to leammg mtroduced The adwce at

student was shown am the SDelelC chmces made. Thus a student tgp’i’ng 'F

and currentlg characterised in the profile as as an extravert, will be given

mtelhgent tutoring which eentams a wammg abaut maparapnate behaviour-

Tutorials have sensitive social dgnnmica Theg depend on the tutor _

encouraging all the students to contribute, without applying the sort of
pressure which creates anxiety. -Many students lack confidence and are very
susceptible to criticism, particularly when they are Just starting a course:

Esch group, he'vever, is likely to_have sameone who is extraverted and self-

confident. The danqer is that such a person may dominate the discussions to

the annoyance of the others, who soon get tired of his or her views. In this
scene you vere portrayed as behaving like that, and the coolness at coffee .

afterwvards reflected the others® resentment of that behaviour. If you reallu

behave like that, remember that joining in is fine but you also have a duty

to the rest of the group. It will be hetter if you try to support the less
confident members of the group. Don’t try to score poi nts: neither the

tutors nor the other students inll apprecnte it.

Fule - Extravert (mgh) AND Self-Concept (high)

For the anxious student lacking ln selr eenfidenee the adwee ehanges

half-way down the text bloek after the sﬁme tnitlal desenatlen

the annogance of others, and making more sensitive students very anxious

end-uncertain of tlmnselm -in -this scene, you were put in this position.

If, in reslity; you do find it difficult to Join in easily, first it is important to

realize that many other students feel the same. But you do need to join in. It

may.help to start by making a note of any idea that occurs to you, and then_

making a very brief remark based on your note. Your first attempt may weli

be hesitant and coanfused, but confidence grovs wth practice.

Firle - Fear of Failu_re (high) AND Se'f-Cancept (low)

The scenes for the theatre were bunt up from 8 storg-board whleh
provided the overall shape of the  game, and a story-line developed within

each scene. To ensure that the gams was ‘principled’ it was essential te

construct scenes and events in ¥oays which fulfilied pnnelples derwed as

far as possible, from resesrch findings on student learning. This systematic

strategy held in abeyance the imagination necessary to create believable
scenes, but the benefits in overall coherence were considerable.
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THE STORY-BOARD
_The story=board was build up by choosing and ordering a set of scenes
which would sample salient festures of & student's first-year experiences in

higher education. The scenes are experienced by the student in the same

order, representing & natural progression through an academic year. Besides
this fixed sequence of main scenes there will, however, also be varaje
events. some introduced at random, such 8s ‘ilinecs’, and others triggered as

consequences of earlier choices and the student's profile. For example, a
student who chooses courses without due care may be faced with a

. substantial overload of work through an unfortunate, but avoidable,
combination of courses. I the student was also categorized as being
anxisus, the consequences would become more severe,

_The events to be included in the game as 8 whole were derived from

models based on the original heuristic model (Entwistle, 1987,a,0). That
model, in itself, was not directly suitable for this purpose, being designed to

highlight the teacher's perspective. Alternative models were created which
presented companents of the teaching-learning situation from the student's
perspective and ot two distinct levels (Entwistle, Odor and Anderson; in

press). One contained a concepts world which was used to describe the

student profile and to frame the advice on study stategies. The other was an
‘events world' which contained concrete experiences described in the
language used by the students themselves - such as course choices. -
workload, working conditions, social life, and library facilities. This latter
model guided the incorporation of specific events into each scene.

- As the.consequences of events and the selection of appropriate text
blocks depend, in part; on the student profile, it was necessary to obtain

initisl estimates for the profile as soon as possible. Thus; in the first scene

- Freshars Week- students have an ‘accidental meeting with a reseercher
who persuades them to complete a ‘study methods inventory’ The responses

are scored by the computer to produce the initial stuaent profiie.
CONSTRUCTING EVENTS

nce the specific concepts and advice had been systematically allocated
lo each scene, the story-line within the scene was built into a beligvable
scenarto by using imagination; tacit knowledge, and personal experience. It

Yas essential to persuade students that the events and consequences
depicted on the screen could really happen to them. In this way, trensfer

between game events and studying in reai life would be more likely,.
___Once the story-line had been created, it had then to be converted into a
form which could be interpreted by the game controller: This was achieved
by writing 8 series of text blocks to depict the events on the computer
screen. Eech text block was associated with control words which allowed

the student to interact with the game, and with rules which controlleed the

next text block to be seen. A special syntax was developed to 8llow the game
to be written in this form (Odor, 1986). Computer progrems were alsg

written to provide and control a ‘proforma’ into which each component of an
Q i - B
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event was entered ond storeB and also to check the completeness end
cokarence of the overall set of entries.

Usmg the smulutien

The mtentlen is to gwe students o reohstlc role prewew of belng a
first-year student in higher education; and also to introduce them to
concepts which will provide a vecabularg for describing their studgmg The
gome | ltself is 1ntended to provoke discussions among students about the

strategies used in the ‘game, and their applicability in everyday studying.

- The recognition of strengths and weaknesses in their own approaches to
studying, and of the implications of their own stghstlc preferences in

learning, should lead students to be more refiective about their purposes,

effort, and strategies, and also to review more carefully what they are

currently achieving (Hounsell, 1979, 1984; Seimes; 1987).

As the final scenes are still being written, and the mterpreter te drwe

the simulation on the computer is as yet incomplete; it is lmposslble to
report how students react to the simulation. Once the game is aperational,

however, samples of students in their final year at school, and in the

first-year of higher educetion, will be asked to use it. Their interactions

with, and their comments on, the game will be recorded and used to expiore

how best to use the game how to lmpreve its presentation, and also to
evaluate its effects on everyday studying:
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