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Abstract

The Lancaster Approaches to Studying Inventory (Ramsden
1983) was administered to a sample of 794 Japanese higher
education students in order to compare their responses with
students from countries of British origin and to test the applica-
bility of the Inventory in this context. Furthermore, in view of
the different sex role expectations of Japanese men and women
we were interested in comparing their approaches to study and
motivation for study. Discipline differences were also examined
in a comparison of Humanities/Social Science students and
Science/Technology students.

Factor analysis revealed a pattern of results which is broadly
similar to previous studies with a meaning orientation factor
emerging first followed by a reproducing orientation factor. The
third factor was a negative attitudes to study factor. However,
the meaning orientation factor was coupled with a cue seeking
or strategic approach to study, the reproducing orientation
factor was coupled with achievement motivation and the third
factor was coupled with disorganised study methods.

Japanese students tended to display lower mean scores than
all previously studied samples on the following subscales : deep
approach, use of evidence, surface approach, syllabus-
boundness, achievement motivation, strategic approach and
operation learning. However they scored higher than all other
groups on negative attitudes to study.

There were differences between males and females on
approaches to study with females scoring higher than males on
reproducing orientation and males scoring higher than females
on meaning orientation. Females also expressed significantly
higher levels of achievement motivation or competitive behav-
iour. There were discipline differences on these two scales as
well but they were consistent with the higher proportion of
males in the Science/Technology subjects and the higher propor-
tion of females in the Humanities/Social Sciences subjects.

Achievement motivation seemed to be an important variable
in mediating approaches to study, in that regardless of sex and
regardless of discipline, an increase in achievement motivation
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was accompanied by an increase in reproducing orientation to
study.

Overall the results need to be interpreted with caution in view
of the low reliability of some subscales of the Inventory and the
fact that many subscale distributions were either highly skewed
or bimodal.
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1. Introduction

Research on approaches to study in academic settings has gained momentum
over the past 15 years. During this time, two separate research streams have
emerged. The first emphasizes small-scale, qualitative analysis of how students
report their approaches to learning from particular study tasks, together with
an examination of the relationship between approaches to study and quality of
learning outcomes. The second research stream is more concerned with large-
scale survey research on approaches to study in a wider academic setting.

However, descriptions of approaches to study derived from qualitative
research have influenced survey design and interpretation of results.

Our research was based on the second research stream in that we surveyed a
large sample of Japanese higher education students on their approaches to
study, but in order to provide a context for this research we need to understand
the contribution made by qualitative research. This will be reviewed briefly at
the outset along with the relationship between approaches to study and quality
of learning outcomes.

There are currently two self-report inventories which are used to assess
approaches to study : the Biggs Study Process Questionnaire and the Lancaster
Approaches to Studying Inventory. We examine these inventories, reporting on
their application in a number of different academic and cultural settings.

As a prelude to reporting our research, we then outline some qualities of the
Japanese higher education system which could be expected to influence the way
in which students perceive their approaches to study.

The research to be reported involved a sample of 794 higher education
students from five institutions in Japan. The Lancaster Approaches to Studying
Inventory was used and results obtained are compared with those obtained in
other countries using this instrument and the Biggs Study Process Question-
naire.
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2. Theoretical and methodological assumptions

The stated departure of research on approaches to study from previous
research in Educational Psychology is that:

a. Learning outcomes are assessed, not quantitatively, but qualitatively in
terms of level of understanding achieved.

b. Learning processes are assessed by requiring students to report on how
they approach either particular or general study tasks.

c. The objects of learning are complex academic tasks rather than the
simplified and highly structured tasks which frequently form the basis of
experimental research.

These issues are discussed at length by Biggs (1979, 1980), Entwistle, Hanley
and Ratcliffe (1979), Fransson (1977), Marton and Saljo (1976a, 1976b), Pask
(1976a, 1976b), Saljo (1981) and Svensson (1976).

This body of research challenges the “study skills” concept with its implica-
tions that a collection of “good” study habits can be specified which will lead
to academic success. Instead, study skills are seen as mediated by approaches to
study.

In spite of agreement on the above principles between small-scale and large-
scale researchers, there are important theoretical and methodological differ-
ences between the two research streams. These are best understood by compar-
ing the perspective of Ference Marton of the Goteborg group in Sweden with
that of John Biggs, formerly of Australia and now in Hong Kong. Marton
represents the first qualitative stream and Biggs the survey research stream.

In a discussion of his theoretical approach, Marton (1981) makes a distinction
between the “first order perspective” versus the “second order perspective” to
present his own “second order perspective”. He writes:

In the first and by far the most commonly adopted perspective we orient
ourselves towards the world and make statements about it. In the second
perspective we orient ourselves towards people’s ideas about the world (or
their experience of it) and make statements about people’s ideas about the
world (or about their experience of it). (p.178)

Furthermore, when Marton speaks about examing learning processes and
learning outcomes, his descriptions are always rooted in a particular learning
context and deal with a particular topic of study. For Marton, process, outcome,
context and content are inseparable.

He also rejects the notion that we can categorize individuals as possessing a
given conception of reality. What he claims is that we can describe and classify
conceptions of learning which are repeatedly expressed by individuals in a
variety of learning contexts. He writes:

This means that the same categories of description appear in different
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situations. The set of categories is thus stable and generalizable between
situations even if individuals “move” from one category to another on
different occasions. (pp.194-5)

These categories of description are seen by Marton as being derived from a
“collective intellect” or a “structured pool of ideas” or conceptions of reality
which are part of a common social or cultural perspective on the world.

Hence Marton’s theory does not assume that individuals will necessarily
exhibit consistency in the way they describe their approaches to study as they
move from one context to another. It is the conceptions of reality themselves
that are of primary interest in his research.

Biggs and other researchers who use survey instruments to assess individual
differences in approaches to study are clearly operating from what Marton calls
a “first order perspective”, while acknowledging that their research has been
informed by the findings of Marton and his group.

Biggs (1979) clearly differs from Marton on the issue of individual differences
in approaches to study. He writes:

It is assumed, in the first or nomothetic tradition, that by tertiary level,
students have developed fairly stable motives for learning and strategies
for going about learning. It is usually assumed, further, that these motives
and strategies arise both out of a variety of personal characteristics, and
out of exposure to particular situational requirements, such as course
contents, methods of teaching and examining, career opportunities, etc. *--
These assumptions underlie the use of self-report questionnaires for assess-
ing study-related parameters, including the writer’s Study Process Questi-
onnaire. (p.382)

3. Descriptions of approaches to study

Research from a second order perspective has given rise to a number of
descriptions of approaches to study which are outlined below, since they form
the basis for self-report questionnaires. Basically these descriptions refer to
learning strategies, though in questionnaire construction different types of
motivation for learning are also considered.

Deep approach: implies the intention to understand the author’s message, to
relate information to known facts or previous experience, to integrate informa-
tion and to reach one’s own conclusions.

Surface approach: implies the intention to obtain facts and information and to
memorize or learn by rote.

These categories are attributable to Ference Marton and his colleagues at
Goteborg who use small-scale qualitative research in which approaches to study
are inferred from interview data.

Comprehension learning: implies that learners build an overall picture of what
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may be learned by making use of analogies and relating one area of knowledge

to another.

Globetrotting: is a pathology resulting on over-emphasis on comprehension

learning.

Operation learning: implies that learners are concerned with mastering opera-

tions and procedures related to a task.

Improvidence: is a learning pathology resulting from over-emphasis on opera-

tion learning.

Versatile learning: implies that both comprehension learning and operation

learning are used and that both are necessary for full understanding of a topic.
These categories are attributable to the work of Gordon Pask in Britain. He

used small-scale qualitative research and imposed on learners the requirement

that a topic be understood. He was interested in mapping the processes by which

this is achieved. “Conversational” techniques were used where in some cases

the learner engaged in a dialogue with a human participant and in other cases

talked to him- or herself within the framework of a computer-controlled learn-

ing situation.

4. Approaches to study and quality of learing outcomes

The approaches to study literature would have limited interest to educators
if approaches were not linked to performance outcomes in some way. In their
early research reports, Marton and his colleagues focussed specifically on the
relationship between approaches to learning and quality of learning outcomes.
See, for example, Marton and Saljo 1976a, 1976b. They identified four levels of
outcome from analysis of students’ replies to questions about passages of text
which they had studied:

Level A: the answers contained statements about the intentional content of the
author’s argument and evidence.

Level B: the answers contained part of the author’s intentional content.

Level C: the answers contained a highly simplified statement of the content and
ignored the author’s intention.

Level D: the answers merely restated the terms of the question.

Marton and Saljo (1976a) reported a close relationship between the quality of
learning as defined above and self-reports of intentions to study the text in a
certain way. For instance, none of the subjects who reported a surface approach
to learning exhibited a level of outcome which indicated that they understood
the meaning of the text while all of those who expressed a deep approach were
in the top two levels of outcome.

Further research by the Goteborg group demonstrates that there is also a
relationship between approaches to study and learning outcomes in everyday
studies as well as in the context of the laboratory. For example, Svensson (1977)
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found both that the majority of students reported using the same approach in
everyday studies as in the laboratory task. Furthermore, approaches to study
were closely related to whether the students passed the course of not.

Svensson’s research also challenged the “study skills” concept in that he
found that effectiveness of skills like regular study times, revision and elabora-
tion of knowledge was mediated by approaches to study.

Saljo (1981) studied students’ thinking about learning in everyday situations
by interviewing students within an age range of 22 to 55 years. He also inves-
tigated the relationship between approaches to learning and quality of learning
outcomes. He found that the distinction between memorizing and understanding
that had appeared in the context of studying a particular text was also present
in discussions of learning in a wider, more general sense. These conceptions of
learning were not significantly related to performance on standardized ability
tests (vocabulary test and Ravent’s Standard Progressive Matrices). After
reading three passages of text, students were given a retention test and a free
recall test. On the recall test those students who reported a deep approach
significantly outperformed those who reported a surface approach. Analysis of
the free recall responses was made from the point of view of the quality as well
as the quantity of recall. There was little difference between the two groups on
the number of topics recalled but the deep approach group demonstrated more
comprehension in recall in terms of making statements about the main ideas
and the author’s intention as opposed to facts and examples.

Thus there is an accumulating body of evidence to suggest that approaches to
study expressed in laboratory studies are generalizable to the wider context of
everyday studies and that these approaches are in turn related to quality of
learning outcomes defined in terms of level of abstraction of information from
complex textual material.

5. Approaches to study inventories

The two self-report inventories currently in use are:

a. The study Process Questionnaire (SPQ) (Biggs 1987), and

b. The Lancaster Approaches to Studying Inventory (Ramsden, 1983).

English version of The Lancaster Approaches to Studying is reproduced in
full in Appendix 1.

5.1 Study Process Questionnaire
Biggs (1979) described the most recent version of the Study Process Question-
naire as follows:
In the most recent version of the SPQ, three dimensions of study are
distinguished, and each dimension has an affective (motivational) and a
cognitive (strategy) component with the strategy involving the behavioural
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realisation of the motive. The coincidence of motive and strategy are
obtained from several second-order factor analyses (Biggs 1978), and are as
follows:

1. Utilising Affectively, there are two inter-related motives: pragmatic
reasons for being at university (such as to obtain a paper qualification and
have a better job), with a more immediate negative motive of avoiding
failure, seen in relatively high levels of test anxiety. In the absence of any
more positive reasons for studying, study strategies are centred around
avoiding failure, but doing as little work as possible. Hence the student
becomes syllabus-bound : he studies only what he has to, and then with a
view to fairly accurate reproduction, rather than transformation and inter-
nalisation of the original

2. Internalising The affective component is intrinsic : the student has chosen
to go to university as his way of self-actualising, and he is interested in the
subject matter of study for its own sake. He therefore reads widely, beyond
set texts (indeed he may not even read the set text): he is syllabus-free. He
attempts to inter-relate what he reads, placing it in an overall conceptual
framework that is meaningful to him. Although this is the “academic”
approach to study, it is likely to be successful only if there is reasonable
overlap between the student’s self-set learnings and those prescribed by the
lecturer.

3. Achieving The motivational component revolves around winning, in a
competitive context, and in general achieving the hallmarks of excellence.
Cognitive strategies are therefore directed toward obtaining high grades
for their own sake, and include high organisation, scheduling of study
periods, ensuring assignments are completed on time, and in general a cool
systematic approach to study. (pp.382-3)

The motivational states described by Biggs are based on existing research,
for example by Atkinson and Raynor (1974), and the strategies involved in the
utilising and internalising approaches resemble the surface and deep
approaches described by Marton and his colleagues. What is new is the notion
that motives and strategies coincide - that strategies are cognitive expressions
of motivational states.

The most recent version of the SPQ has 42 items each with a five point scale.
It has three main scales as described above with two subscales for each main
scale, one motivation and one strategy.

5.2 The Lancaster Approaches to Studying Inventory

The Lancaster Approaches to Studying Inventory also attempts to capture
the main motivational states and cognitive strategies. It is based on the work of
Biggs, Marton, Pask and developed by Entwistle and colleagues at Lancaster
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University in Great Britain. (See, for example, Entwistle, Hanley and Hounsell,
1979, Ramsden and Entwistle, 1981.) The main scales and subscales are shown
below:
1. Meaning orientation
This is a composite scale consisting of 4 subscales. High scores indicate that
students intend to understand what they study.
* Deep approach
* Relating ideas
* Use of evidence
* Intrinsic motivation
2. Reproducing ovientation
This is a composite scale consisting of 4 subscales. High scores indicate that
students intend to reproduce what they study.
* Surface approach
* Syllabus-boundness
* Fear of Failure
* Improvidence
3. Strategic ovientation
This is a composite scale made up of three subscales. High scores indicate
that students are studying to gain qualifications for employment and see
academic study as a game they must win.
* Extrinsic motivation
* Strategic approach
* Achievement motivation
4. Non-academic ovientation
This is a composite scale made up of 3 subscales. High scores indicate that
students have little concern for academic requirements and are experiencing
study difficulties linked to poor academic performance.
* Disorganised study methods
* Negative attitudes to study
* Globetrotting
Two further subscales are included in the inventory which do not seem to be
linked consistently to the above scales:
Comprehension learning
and
Operation learning.
The Inventory consists of 64 questions, each scored on a five point scale.
Clearly there are certain similarities between the SPQ and the Lancaster
Approaches to Studying Inventory : both try to account for motivational states
and cognitive strategies which are linked together within scales. Biggs does not
attempt to introduce the work of Pask into his Questionnaire whereas the
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Lancaster group have done so. Even so, the styles of comprehension and
operation learning do not seem to be incorporated into the Inventory scales
though the pathologies associated with these styles are. There is no specific
subscale to measure a versatile approach to study.

The self-report inventories share some of the methodological problems as-
sociated with interviews in that respondents may be assumed to strive for
moderation and consistency in their answers and that they will “edit” these
answers for purpose of self presentation (c.f. Fleming, 1986 ; Tourangeau and
Rasinski, 1988).

6. Use of inventories in a variety of cultural contexts

In this section we will focus on research in which the two inventories de-
scribed above have been administered in a number of different cultural and
educational settings, paying particular attention to their internal consistency
and applicability in these different contexts.

6.1 Reliability
SPQ: There have been several attempts to assess the internal consistency of

Table 1: Internal reliability of the SPQ

Cronbach alphas

Utilising/ surface scale 1) 2) 3) 1) (5) (6)
Motivation items (N=7) 53 .60 61 51 51 61
Strategy items (N=7) 56 .69 66 62 51 .57
All items (N=14) 69 75 73 68 58 .72
Internalising/ deep scale

Motivation items (N=7) .64 .67 .65 .63 57 .66
Strategy items (N=7) 65 72 75 73 60 .72
All items (N=14) g6 .79 81 .79 70 .80
Achieving scale

Motivation items (N=7) Jg2.70 72 71 57 73
Strategy items (N=7) g3 714 17 75 57 76
All items (N=14) 78 77 78 77 68 .79
Surface-achieving items (N =28) a7 4
Deep-achieving items (N =28) 85 .85

(1) O’Neil and Chid (1984) : sample of 246 students at a British Polytechnic

(2) Hattie and Watkins (1981) : sample of 255 Australian university students

(3) Biggs (1987) : sample of 1,000 Australian university students

(4) Biggs (1987) : sample of 1,000 Australian College of Advanced Education
students

(5) Hattie and Watkins (1981) : sample of 173 Filipino students from a College of
Liberal Arts and Sciences

(6) Gow and Kember (1989) : sample of 1,043 students from Hong Kong Polytechnic

Bulletin of the National Institute of Multimedia Education, No.3, 1990 211



Biggs’ SPQ scales, that is, to assess the extent to which items agree with each
other as measures of the same motive or strategy. Australian, British, Filipino
and Hong Kong students have been used and the results are encouraging for all
but the Filipino sample. However, most authors have noted that the motivation
subscale on the utilising scale generally shows at lower pattern of consistency
than other subscales in the questionnaire. Data from six studies are reproduced
in Table 1. Cronbach alpha is used as a measure of internal consistency of scales
and subscales.

Lancaster Approaches to Studying Inventory: Data on internal consistency of
this inventory has been reported less frequently than for the SPQ even though
it has been used in a number of different contexts. Ramsden and Entwistle (1981)
reported Cronbach alphas from a sample of 2,208 students from 66 academic
departments in six disciplines in British universities and polytechnics. These are
shown in Table 2. Although subscale reliabilities tend to be somewhat low,

Table 2: Internal reliability of the Lancaster Approaches to Studying Inven-
tory

Cronbach alphas

Reproducing orientation

Surface approach items (N=6) .49
Syllabus-boundness items (N=3) 51
Fear of failure items (N=3) .45
Improvidence items (N=4) 42
All items (N=16) .73
Meaning orientation

Deep approach items (N=4) .56
Relating ideas items (N=4) A7
Use of evidence items (N=4) .38
Intrinsic motivation items (N=4) 72
All items (N=16) .79
Strategic orientation

Achievement motivation items (N=4) 58
Extrinsic motivation items (N=4) .78
Strategic approach items (N=4) .32
All items (N=12) 67
Non-academic orientation

Disorganised study methods items (N =4) 71
Negative attitudes to study items (N=4) .60
Globetrotting items (N=4) .36
All items (N=12) 70
Comprehension learning items (N=4) .65
Operation learning items (N=4) 49
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alpha levels are satisfactory for the main scales,

6.2 Means and standard deviations

Means and standard deviations have no absolute meaning for these inven-
tories. They can however form the basis of comparison between groups of
students and be used in correlational studies with other variables.
SPQ: Biggs (1987) presented norms for the SPQ for several categories of
Australian tertiary students. Scale and subscale means and standard deviations
are presented in Table 3.

Table 3: Normative data for the SPQ for Australian higher education stu-
dents

University Arts: Males (N=111), Females (N =294)

Utilising/ surface scale Males Females

Means SD Means SD
Motivation items (N=7) 21.42 4.90 21.19 5.26
Strategy items (N=7) 19.06 478 19.31 471
All items (N=14) 40.49 8.37 40.50 8.54
Internalising/ deep scale
Motivation items (N=7) 23.81 4.64 23.24 4.85
Strategy items (N=7) 23.12 4.49 22.82 4.60
All items (N=7) 46.93 8.10 46.06 8.58
Achieving scale
Motivation items (N=7) 19.92 5.64 19.33 5.25
Strategy items (N=7) 20.06 5.60 21.83 5.52
All items (N=14) 39.98 8.36 41.16 8.73
Deep-achieving scale (N=28) 86.91 14.78 87.22 14.91
University Education:Males (N—=72), Females (N =135)
Utilising/ susface scale Males Females

Means SD Means SD
Motivation items (N=7) 21.61 5.05 21.23 4.86
Strategy items (N=7) 19.79 4.99 19.50 4.68
All items (N=14) 41.40 8.29 40.73 7.87
Intermalising/ deep scale
Motivation items (N=7) 23.64 5.16 23.37 4.86
Strategy items (N=7) 22.26 425 22.98 4.89
All items (N=7) 45.90 8.55 46.55 8.81
Achieving scale
Motivation items (N=7) 18.32 5.47 18.71 4.89
Strategy items (N=7) 18.86 4.49 21.29 5.26
All items (N=14) 37.18 8.71 40.00 8.47
Deep-achieving scale (N=28) 83.08 15.09 86.35 14.33
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University Science:Males (N=139), Females (N =109)

Utilising/ surface scale Males Females

Means SD Means SD
Motivation items (N=7) 21.63 4.88 21.83 4.47
Strategy items (N=7) 21.87 4.54 21.09 3.74
All items (N=14) 43.53 8.12 43.72 6.80
Intermalising/ deep scale
Motivation items (N=7) 21.93 4.84 21.65 4.06
Strategy items (N=7) 22.10 4.47 21.65 4.20
All items (N=14) 44.08 8.40 43.30 7.13
Achieving scale
Motivation items (N=7) 20.70 498 20.16 4.68
Strategy items (N=7) 20.42 5.32 22.48 5.52
All items (N=14) 41.12 8.69 42.63 8.27
Deep-achieving scale (N=28) 85.15 14.33 86.92 13.35
College of Advanced Education Arts: Males (N =56), Females (N—=40)
Utilising/ surface scale Males Females

' Means SD Means SD

Motivation items (N=7) 22.57 4.17 20.50 4.85
Strategy items (N=7) 21.98 4.41 19.96 4.51
All items (N=14) 44.55 7.38 40.47 8.27
Intermalising/ deep scale
Motivation items (N=7) 22.11 4.09 23.52 4.33
Strategy items (N=7) 22.18 3.95 22.85 422
All items (N=7) 44.29 7.08 46.38 7.64
Achieving scale
Motivation items (N=7) 21.29 4.96 19.45 5.91
Strategy items (N=7) 18.89 4.50 20.02 4.84
All items (N=14) 40.18 7.79 39.47 8.84
Deep-achieving scale (N=28) 84.46 12.94 85.85 14.65
College of Advanced Education Education: Males (N —=298), Females (N =673)
Utilising/ surface scale Males Females

Means SD Means SD
Motivation items (N=7) 22.59 4.79 22.55 4.37
Strategy items (N=7) 21.22 4.22 20.86 4.37
All items (N=14) 43.81 7.56 43.41 7.21
Intermalising/ deep scale
Motivation items (N=7) 20.84 4.47 21.41 4.39
Strategy items (N=7) 21.52 4.42 22.18 4.19
All items (N=7) 42.40 8.12 43.59 7.62
Achieving scale
Motivation items (N=7) 20.13 5.24 19.91 4.75
Strategy items (N=7) 18.11 5.19 20.18 5.09
All items (N=14) 38.24 8.47 40.09 7.83
Deep-achieving scale (N=28) 80.60 14.54 83.68 13.36
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College of Advanced Education Science: Males (N =226), Females (N=247)

Utilising/ surface scale Males
Means
Motivation items (N=7) 22.49
Strategy items (N=7) 22.20
All items (N=14) 44.67
Intermalising/ deep scale
Motivation items (N=7) 21.11
Strategy items (N=7) 21.90
All items (N=7) 43.01
Achieving scale
Motivation items (N=7) 19.91
Strategy items (N=7) 19.57
All items (N=14) 39.48
Deep-achieving scale (N=28) 82.49

SD
4.78
4.47
7.32

5.01
4.55
8.64

5.44
5.24
8.96
15.50

Females

Means

22.83
21.92
44.75

21.68
22.01
43.70

19.10
21.60
40.70
84.37

SD
4.66
4.58
8.13

4.49
4.29
7.85

4.97
5.20
8.76
14.79

Gow and Kember (1989) also obtained mean scores for the SPQ after adminis-
tering this questionnaire to a sample of students at Hong Kong Polytechnic.
These results are shown in Table 4 along with overall means for Biggs sample
of Australian students for College of Advanced Education Arts and Science
students which is the appropriate comparison. Gow and Kember observe that,
contrary to anecdotal evidence about Hong Kong students, their sample did not
appear to show more evidence of rote learning than their counterparts in

Australian and British samples.

Table 4: A comparison of mean scores for the SPQ

Department Sex n SM DM AM SS DS AS
Accountancy M 238 228 222 222 196 229 216
F 271 225 21.7 222 205 225 226

Diagnostic Sciences M 56 227 21.7 222 207 22.7 207
F 34 219 211 215 209 228 219

Language & Communication M 8 191 214 219 203 241 213
F 30 198 23.7 203 174 241 235

Rehabilitation Sciences M 39 205 238 213 19.7 254 235
F 29 194 227 205 198 232 235

Applied Social Studies M 8 213 234 182 191 24.7 233
F 31 200 265 176 175 248 221

Textiles & Clothing M 118 213 220 214 193 231 191
F 181 212 212 204 194 218 199

OVERALL 1043 21.8 220 214 19.8 228 214
Australian CAE Science M 228 225 211 199 222 219 196
F 247 228 21.7 191 219 220 216

Australian CAE Arts M 56 226 221 213 220 222 189
F 40 205 235 195 200 229 200
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Lancaster Approaches to Studying Inventory: Ramsden and Entwistle (1981)
present means and standard deviations for subscale scores on this inventory
based on their sample of 2,208 British students in universities and polytechnics.
Further data have been collected for Australia university and College of
Advanced Education students and British Open University students. Means and
standard deviations (in brackets) for five samples are shown in Table 5.

Table 5: Means and standard deviations for Lancaster Approaches to Studying
Inventory. (From Harper and Kember, 1986, p.216.)

Subscale 1) 2) 3) 4) (5)
Deep approach 11.4(2.8) 12.03.1) 11.3 10.6(3.1) 11.3(2.8)
Inter-relating ideas 11.1(2.8) 11.3(2.9) 10.7 10.1(3.1) 10.72.7)
Use of evidence 10.3(3.0) 109(29) 9.8 9.6(2.9) 10.0(3.1)
Intrinsic motivation 9.3(3.8) 8.9(4.2) 95 8.3(3.9) 10.5(3.1)
Surface approach 14.2(4.4) 14.5(4.7) 123 13 1(4.3) 14.6(4.5)
Syllabus-boundness 8.7(2.3) 8825 7.8 8.3(2.7) 8.7(2.5)
Fear of failure 7.5(2.9) 6.2(3.3) 5.8 5.9(3.1) 5.4(3.1)
Improvidence 9.3(3.0) 8.7(36) 7.0 7.6(3.3) 7.7(3.3)
Disorganised study methods 10 2(4.2) 9.3(45) 9.6 9.5(4.2) 9.4(4.5)

4.3) 5.9(4.0) 5.7 5.4(3.9) 5.5(3.5)

1) 79(3.6) 7.3 7.7(3.1) 8.4(3.3)
3.3) 10.03.4) 79 9.7(3.6) 8.9(3.5)
Extrinsic motivation 4.3) 9.3(4.4) 6.4 59(4.4) 4.9(4.3)

Negative attitude to study 5.8(
8.2(3.
9.7(
8.2(

Strategic approach 11.0(2.9) 11.6(2.9) 10.2 10.3(3.0) 10.6(2.9)
8.7(
11.3(2.

Globetrotting
Achievement motivation

3.8) 8.13.8) 96 8.6(3.9) 8.2(3.8)
9) 11.926) 102  10.1(3.2) 10.8(2.8)

Comprehension learning
Operation learning

(1) Hamper and Kember (1986), sample of 450 Australian College of Advanced Education
students.

(2) Hamper and Kember (1986), sample of 329 Australian College of Advanced Education
students.

(3) Watkins (1982), sample of 540 Australian university students

(4) Ramsden and Entwistle (1981), sample of 2,208 British students in universities and
polytechnics.

(5) Morgan, Gibbs and Taylor (1980), sample of 357 British Open University students.

Ramsden and Entwistle (1981) also provided a breakdown of mean scores by
discipline for their sample of 2,208 British students in universities and polytech-
nics. These results are reproduced in Table 6 on page 217.

6.3 Factor analysis
SPQ: Gow and Kember (1989) summarize the results of factor analyses on the
SPQ from four different studies : Biggs (1987) using separate samples of univer-
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Table 7: Factor analyses of SPQ items

Sub-scale Question no. Biggs'(university) Biggs'(CAEs)
1 2 3 4 5 6 1 2 3 4 5 6
SURFACE 1 655 671
MOTIVE 7
13 608 347 607 290
19
25 594 —337
31 392 —476 —477
37 687 686

SURFACE 4 678 289
STRATEGY 10
16
22 57 ~329
28 268 514
34 723
40 714

DEEP 2 578 598 252
MOTIVE 8 304 268
14 537 447
20 597 599
26 556 324 598
32
38 212

DEEP 5 420 650
STRATEGY 11 683 352 510
17 246 261 283 268 385 325
23 720 708
29 —304 455 347 515
35 =377 35 520
41 701 650

ACHIEVING 3 724 707
MOTIVE 9 649 247 618
15 643 699
21 366 321
27 494
33 438 706
39 399

ACHIEVING 6 540 573
STRATEGY 12 656 474
18 676 539
24 660 677
30 315 506 559
36 649 704
42 572 447

Peciwal points and loadings .025 omitted
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0'Neil and Child

Hong Kong Polytechnic

1 2 3 4 5 6 1 2 3 4 5 6 8 9 10
496 367
437 337 517
422
508
559 780 269
606 495
567 600
342 319
261 248 —476 367
401 494
634 269 502
286 392 518
400 382
625 547
549 264 378
216 372 443
477 304 279
944
404 316 272
480 616
255 483
310 283 474
473 622
455 361 298
481 413 764
585 676
376
572 621 266
327 256 445
393
683 560
625 613
536 689
270 377 286
452
587 479

% variance explained

142 78 32 23 19 14 13 12 11 08
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sity and College of Advanced Education students, O’Neil and Child (1984) using
British Polytechnic students and their own study using Hong Kong polytechnic
students. All analyses involved principal factor analysis, with iterations to
obtain an estimate of communalities, followed by varimax orthogonal rotation
for factors with eigenvalues greater than one. O’Neil and Child obtained a
thirteen factor solution but only report the six factors which they could inter-
pret. Results of these studies are summarized in Table 7 on pages 218~219.

Hattie and Watkins (1981) used unrestricted maximum likelihood common
factor analysis (Joreskog, 1969) to compare a sample of 255 Australian univer-
sity students with 173 freshmen attending a College of Liberal Arts and Sciences
in the Philippines. They report the results of their analysis as follows:

The SPQ items were analyzed using unrestricted maximum likelihood
common factor analysis (Joreskog, 1969). Given the certainty of non-linear
relations between items, which is typical with such data, rather than use
statistic criteria or other heuristics for choosing the number of factors, the
decision as to the number of factors was made solely on the grounds as to
whether the factors could be interpreted. For the Australian sample two,
three and six factor solutions were interpretable. For the six factor solu-
tion, the six scales outlines by Biggs were clearly evident. For the three
factor solution, the first factor related to internalising with some high
loadings on utilising strategy ; the second factor related to utilising with off
loadings on achievement motivation: and the third factor related to
achievement strategy. With only two factors extracted, the first related to
strategy and internalising motive, and the second to achievement and
utilising motivation.

The Filipino data clearly came down to a two factor solution : one factor
relating to motivation and the other to strategy. The six and three factor
solutions were not clearly interpretable. (pp.242-3)

Gow and Kember (1989) also report a different factor structure for Hong
Kong students. They write:

Factors 1, 2 and 3 correspond reasonably well with the sub-scales achiev-
ing strategy, achieving motive and deep strategy respectively. Factors 4 to
9, however, all contain items from two or three subscales. (p.7)

These authors asked five judges to try to attribute meanings to factors 4 to
9 and there was a high degree of consistency over attributed meanings as
follows:
Factor 4 : motivated by pursuit of knowledge
Factor 5: motivation for study related to future employment
Factor 6 : exam oriented only
Factor 7: fear of failure - lack of confidence
Factor 8: study to uncover life’s meaning
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Factor 9 : competitive but rely on evidence - external locus of control.

Taken together these findings seem to indicate that there are contextual
influences in determining the factor structure of the SPQ.
Lancaster Aproaches to Studying Inventory: Factor analyses of the Lancaster

Table 8: Summary of factor analyses for the Lancaster Approaches to Study-
ing Inventory

Ramsden and Morgan Gibbs
Entwistle (1981) and Taylor (1980)
I II I IV I 1I 11 v

Deep approach 70 .63
Relating ideas .65 .61
Use of evidence .54
Intrinsic motivation .72 .64
Surface approach 57 36 .30 .67
Syllabus-boundness —.41 58 .54
Fear of failure S50 34 .59
Extrinsic motivation —.25 .38 .53 43
Strategic approach .29 48 .35
Disorganised study methods —.25 .50 b8 .39
Negative attitude to study —.39 .52 .50
Achievement motivation 45 .63
Comprehension learning .55 .30 .58
Globetrotting .52 : .69
Operation learning .62 44 42 .38
Improvidence .68 .26 64

Watkins (1982) Watkins (1983)

I II I IV I II Il v

Deep approach .66 69 32
Relating ideas .67 .63
Use of evidence b5l 48 30 .35
Intrinsic motivation 73 16 37
Surface approach .64 .37 32 46 43
Syllabus-boundness 35 .36 .30 58 38 .38
Fear of failure .61 48
Extrinsic motivation .38 75 47
Strategic approach 43 51
Disorganised study methods 57 62
Negative attitude to study 42 54 Y
Achievement motivation .33 34
Comprehension learning .62 .52
Globetrotting .59 52
Operation learning 73 .64
Improvidence 51 42 .45 43
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Clarke (1986) Harper and Kember

(1983)
I II Il IV I I 1 IV

Deep approach a7 .67
Relating ideas 74 .67
Use of evidence 74 .66
Intrinsic motivation .76 .56 .35
Surface approach 35 .62 .63 44
Syllabus-boundness 43 .56 35 40 32
Fear of failure ?? .64
Extrinsic motivation .66 50 .66
Strategic approach 732
Disorganised study methods .72 .58
Negative attitude to study .63 42 .46
Achievement motivation 75
Comprehension learning .59 36 .39 .32 49
Globetrotting .68 b8 .32
Operation learning .78 41 32 52
Improvidence 32 .70 .63

Inventory are performed on subscale scores rather than item scores as is the
case with the SPQ. Results of six different studies were summarized by Harper
and Kember (1989) are shown in Table 8.

The results of these studies show consistency in the first two factors extract-
ed : the deep approach is evident in all cases, though as Harper and Kember
(1989) note, there are some differences in the nature of the second, surface factor
between Ramsden and Entwistle’s (1981) study and all the others: in all other
cases, disorganized study methods, negative attitudes to study and globetrotting
load highly on the surface factor. It begins to look more like a surface-confusion
factor than a reproducing factor per se. As Harper and Kember comment, it
appears to be a factor made up of learning pathologies, undesirable study traits
and attitudes.

Watkins (1983) had previously commented on the high loadings for the learn-
ing pathologies of globetrotting and improvidence on this factor and noted a
significant correlation between them. This seems to run counter to Pask’s
(1976b) model of two discrete learning styles of which globetrotting and improv-
idence are pathologies. Harper and Kember discuss three reasons why this
correlation might occur:

(a) The items on the two subscales show some of the lowest reliability levels of
the whole inventory suggesting that they might not be good measures of these
subscales.
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(b) It may be possible that students display both improvidence and globe-
trotting : the boredom caused by learning in a step-by-step fashion may lead to
diversion of interest to interesting but irrelevant material.

(c) Both pathologies may lead to poor study outcomes and the subscales may
reflect that outcome or the students’ perceptions of how that outcomes is
achieved.

The third and fourth factors show more variability than the other two
suggesting that they are more susceptible to contextual influences.

In considering the pattern of factor loadings shown above, Harper and
Kember suggest that factors three and four may reflecta “narrow orientation”
and an “achieving/goal orientation” respectively.

These authors also make a valuable point with regard to comprehension
learning and operation learning. They write:

The inclusion of the comprehension learning subscale in the deep factor
suggests that it is not possible to employ a deep approach unless one is
capable of utilising a comprehension learning style. If students do not look
for the gist or overall meaning structure of the article they inevitably
constrain themselves to atomistic learning.

This suggestion should not be taken as implying that a preference for
operation learning leads to a surface approach. A methodological, orderly
and detailed building blocks approach is not the same as rote learning. The
ideal student should be capable of a versatile approach, employing compre-
hension or operation learning as appropriate. (p.73)

7. The Japanese higher education system

The Japanese higher education system reflects Japan’s post World War II
reconstruction. Hence it exhibits Western influences in terms of structures and
philosophies, principally those of the United States. However, it also reflects the
orientation of the Meiji restoration dating from 1868, with its emphasis on
industrial development and the role of universities in meeting the manpower
needs of the state.

In 1947 the Japanese school system underwent a major reform and the basic
framework of the present 6-3-3-4 system was laid down. That is, a six year
primary level (from age six), a three year middle stage, a three year higher stage
and a four year university level. Postgraduate degrees add another five years to
this system.

Under the new system, universities were started in 1949. The junior college
system of two or three years was introduced provisionally in the following year
and was made permanent in 1964. In 1962, technical colleges with five year
courses were established to run parallel with high schools.

Currently the higher education system comprises 490 univesities, 571 junior
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colleges and 62 technical colleges. Private and public institutions exist side by
side with private institutions far outnumbering state institutions. However, the
prestigious institutions are public universities like Tokyo University and places
are eagerly sought in them. In 1988 the total enrollment in higher education was
2.6 million. (Ministry of Education, Science and Culture, Government of Japan,
1989D).

Most important of the changes associated with the post war reconstruction of
education was democratization and removal of sex discrimination at the point
of entry to higher education. This has not necessarily resulted in an even
distribution of males and females in the various levels of higher education,
however. Males outnumber females in the universities and females far outnum-
ber males in the junior colleges. In 1987 the Japanese Ministry of Education,
Science and Culture (1989a) reported a total university enrollment of 1,934,483
but only 24.7% (477,392) were women. In junior colleges the total enrollment was
reported to be 437.641, 90.69% (397.274) of whom were women.

Having obtained a place in a prestigious institution, the student’s employment
following graduation is virtually assured. Hence competition is very great in the
final year of secondary school. This contrasts with the situation in many
Western countries where both the status of the institution and the quality of the
students performance - say a good honors degree - is a determining factor in
deciding employment opportunities.

At the point of exit from higher education the incentives for males to pursue
a lifelong career path are immeasurably greater than for females. It is generally
accepted that women will retire from employment after marriage.

El-Agraa and Ichii (1985) report that the employment rate of female graduates
is lower than that of males, and of graduates going into doctoral programs
females are under-represented.

8. Aims

Approaches to study among Japanese higher education students is a question
that has not previously been explored within the framework of the research
literature cited in this discussion.

There are sufficient cultural and educational differences between Japan and
other countries of British origin that a comparison of the inventories examined
above might well prove interesting, particularly in exploring further the issue of
contextual influences on some of the factors so far reported.

There are also quite different sex role expectations in terms of long-term
employment prospects for men and women in Japan and we were interested to
ask whether this reflected back on approaches to study adopted by men and
women.

The third issue of interest is whether students in different disciplines in
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Japanese higher education report different approaches to study.

To summarize, we aimed to:

(a) compare the factor structure of one of that self-report inventories discussed
above (The Lancaster Approaches to Studying Inventory) from a sample of
Japanese students with previously cited studies for the Inventory with a view to
further exploring the question of contextual influences. We were also interested
in the pattern of mean scores for inventory subscales.

(b) to compare responses of men and women on the inventory.

(c) to compare responses of students from different disciplines on the inventory.

9. Method

9.1 Sample
A total of 794 students from five Japanese institutions formed the sample for
our research study. Students were distributed by institution as follows:

Institution N  male female
Chiba University 117 51 66
Tokyo University 328 260 68
Tokai Women’s College 59 — 59
Gifu University 104 25 79
Hiroshima University 186 136 50
Total 794 472 322

The sample was not randomly selected, but we attempted to obtain data from
a range of institutions as shown above. Since the inventory was administered to
whole classes by their lecturers under the guidance of our research team, 794
was the number of surveys distributed and returned.

The sample consisted of 472 males (59.4%) and 322 females (40.6%).

Mean age for the sample was 19.69 years with a standard deviation of 1.36.
The age range was from 18 to 32 years. For males the mean age was 19.81 years,
standard deviation 1.54, age range 18 to 32 years. For females the mean age was
19.52 years, standard deviation 1.03, range 18 to 23 years. However 97.8% of all
students were within the age range 18 to 22 years.

Students from four levels of study were included, with 231 (29.19) in the first
year, 416 (52.5%) in the second year and 146 (18.4%) in years three and four.
Information on grade was not available for one student.

Students were enrolled in two general categories of course: Humanities/
Social Sciences (N=496, 62.5%) and Science/Technology (N=298, 37.5%).
Females tended to concentrated in the Humanities/Social Sciences course:
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83.859% for Humanities/Social Sciences versus 16.15% for Science/Technology,
whereas males were more evenly distributed over course types: 47.88% for
Humanities/Sciences versus 52.12% for Science/Technology courses.

9.2 The Inventory

The Lancaster Approaches to Studying Inventory consists of 64 questions
each scored on a five point scale with a score of 4 representing “agree strongly”
and a score of 0 representing “disagree strongly”. (See Appendix 1.) Before it
was administered the questions were translated into Japanese by two of the
researchers and rechecked against the English version by all researchers. The
Japanese version is shown in Appendix 2.

In addition to the Inventory a number of general questions were asked in
order to determine the student’s sex, age, level of study, faculty and major
course of study.

The Inventory was administered to all students between 15 June and 4 July
1989.

The method of scoring the Inventory is shown in Table 9.

Table 9: Scoring of Lancaster Approaches to Studying Inventory

Meaning orientation

Subscales Questions Maximum score
Deep approach 24,10,5,34 16
Relating ideas 2,29,50,56 16
Use of evidence 38,33,54,61 16
Intrinsic motivation 39,47,55,64 16
Total scale score 64
Reproducing orientation

Surface approach 16,41,30,48,19,36 24
Syllabus-boundness 9,25,52 12
Fear of failure 12,26,53 12
Improvidence 13,51,60,62 16
Total scale score 64
Non-academic orientation

Disorganised study methods 1,14,17,28 16
Negative attitudes to studying 23,8.63,49 16
Globetrotting 3,40,46,57 16
Total scale score 48
Strategic orientation

Achievement motivation 4,42,58,15 16
Extrinsic motivation 7,22,32,35 16
Strategic approach 20,18,37,45 16
Total scale score 48
Comprehension learning 6,21,31,44 16
Operation learning 11,27,43,59 16
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10. Results
10.1 Reliability

Cronbach alphas were calculated for all subscales and the four main scales of
the inventory. Results are shown in Table 10 along with those items which
produced questionable results in terms of their contribution to overall scale

Scores.

Table 10: Cronbach alphas for Japanese sample.

Cronbach Questionable
alphas items*
Meaning orientation
Deep approach items (N=4) 0.35
Relating ideas items (N =4) 0.58 50
Use of evidence items (N=4) 0.33
Intrinsic motivation items (N=4) 0.54
All items (N=16) 0.74
Reproducing orientation
Surface approach items (N=6) 0.28 30
Syllabus-boundness items (N =3) 0.40
Fear of failure items (N=23) 0.45
Improvidence items (N=4) 0.35
All items (N=16) 0.67
Non-academic orientation
Disorganised study methods items (N=4) 0.64
Negative attitudes to study items (N=4) 0.61 49
Globetrotting items (N=4) 0.17 3,40,46,57
All items (N=12) 0.66
Strategic orientation
Achievement motivation items (N=4) 0.61
Extrinsic motivation items (N =4) 0.69 32
Strategic approach items (N=4) 0.36
All items (N=12) 0.62
Comprehehsion learning items (N=4) 0.60
Operation learning items (N=4) 0.05 11,27,59

* Questionable items were those which showed negative or zero correlation
with their scales or which, if they were removed from the analysis would

improve the Cronbach alpha.
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The questionable items were as follows:

Relating ideas: item 50

“I need to read around a subject pretty widely before I'm ready to put my
ideas down on paper.”
Surface approach : item 30

“When I'm reading I try to memorize important facts which may come in
useful later.”
Negative attitudes to study : item 49

“I certainly want to pass the next set of exams, but it doesn’t really matter
if I only just scrape through.”
Globetrotting : item 3

“Although I have a fairly good general idea of many things, my knowedge
of the details is rather weak.”
Globetrotting : item 40

“In trying to understand new topics, I often explain them to myself in ways
that other people don’t seem to follow.”
Globetrotting : item 46

“I often get criticised for introducing irrelevant material into my essays or
tutorials.”
Globetrotting : item 57

“I seem to be a bit too ready to jump to conclusions without waiting for all
the evidence.”
Extrinsic motivation : item 32

“I generally choose courses more from the way they fit in with my career
plans than from my own interests.”
Operation learning : item 11

“I generally prefer to tackle each part of a topic or problem in order, working
out one at a time.”
Operation learning : item 27

“I prefer to follow well tried out approaches to problems rather than anything
too adventurous.”

As is the case with previous reliability studies of this Inventory, alphas for
scale scores are satisfactory, but some subscales show unacceptably low reli-
ability. In this case the scales for surface approach, globetrotting and operation
learning in particular do not seem to be giving satisfactory results.

10.2 Means and standard deviations

Means and standard deviation for all subscales for the Japanese sample are
shown in column (6) of Table 11 compared with results of previous studies using
this Inventory. Means and standard deviation for the four main scales are also
shown.
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Table 11: Comparison of means and standard deviations for Japamese sample and
five other samples.

Subscale (1) 2 3) 4) (5) (6)
Deep approach 11.4(2.8) 12.03.1) 11.3 10.6(3.1) 11.3(2.8) 8.92(2.45)
Inter-relating ideas 11.1(2.8) 11.3(2.9)  10.7 10.1(3.1) 10.7(2.7)  10.48(2.70)
Use of evidence 10.3(3.0) 10.9(2.9) 9.8 9.6(2.9) 10.0(3.1) 9.23(2.39)
Intrinsic motivation 9.3(3.8) 8.9(4.2) 95 8.3(3.9) 105(3.1)  10.60(2.84)
Surface approach 14.2(4.4) 14.54.7) 123 13.1(4.3) 14.6(4.5)  11.87(3.16)
Syllabus-boundness 8.7(12.3) 8.8(25 78 R.3(2.7) 8.7(2.5) 7.35(2.42)
Fear of failure 7.5(2.9) 6.2(3.3) 5.8 5.9(3.1) 5.4(3.1) 6.23(2.55)
Improvidence 9.3(3.0) 8736 7.0 7.6(3.3) 7.7(3.3) 7.15(2.58)
Disorganised study 10.2(4.2) 9.3(4.5) 9.6 9.5(4.2) 9.4(4.5) 9.38(3.53)
methods
Negative attitude to study 5.8(4.3) 5.9(4.0) 5.7 5.4(3.9) 5.5(3.5) 8.56(3.48)
Globetrotting 8.2(3.1) 7936) 7.3 7.7(3.1) 8.4(3.3) 7.21(2.28)
Achievement 9.7(3.3) 10.03.4) 7.9 9.7(3.6) 8.9(3.5) 6.97(3.21)
motivation
Extrinsic motivation 8.2(4.3) 9.34.4) 64 5.9(4.4) 4.9(4.3) 5.34(3.48)
Strategic approach 11.02.9) 11.6(2.9) 10.2 10.3(3.0) 10.6(2.9) 9.46(2.64)
Comprehension 8.7(3.8) 8.1(3.8) 9.2 8.6(3.9) 8.2(3.8)  10.02(2.84)
learning
Operation learning 11.3(2.9) 11.92.6) 10.2 10.1(3.2) 10.8(2.8) 8.67(2.12)
Scales
Meaning orientation 39.21(7.60)
Reproducing orientation 32.65(7.60)
Non-academic orienta- , 25.15(6.61)
tion
Strategic orientation 21.81(6.27)
(1) Harter and Kember (1986), sample of 450 Australian College of Advanced Education
students.
(2) Harper and Kember (1986), sample of 329 Australian College of Advanced Education
students.

(3) Watkins (1982), sample of 540 Australian university students.

(4) Ramsden and Entwistle (1981), sample of 2,208 British students in universities and
polytechnics.

(5) Morgan, Gibbs and Taylor (1980), sample of 357 British Open University students.

(6) Results of our Japanese study (N=794 University students)

The Japanese students have lower means than any of the previously surveyed
groups on subscales : deep approach, use of evidence surface approach, syllabus
boundness, achievement motivation, strategic approach and operation learning.

On the other hand their scores were above other groups on the negative
attitude to study subscale.

We were also interested in whether there was any indication of sex differ-
ences in the scale and subscale scores. A comparison of males and females is
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Table 12: Comparison of subscale and scale means and standard deviations for
males and females.

Subscale Males Females

(N=472) (N=322)

Deep approach 9.15(2.42) 8.60(2.45)
Inter-relating ideas 10.64(2.73) 10.26(2.63)
Use of evidence 9.53(2.37) 8.80(2.37)
Intrinsic motivation 10.74(2.87) 10.41(2.74)
Surface approach 11.67(3.21) 12.03(3.08)
Syllabus-boundness 7.26(2.51) 7.74(2.28)
Fear of failure 5.80(2.39) 6.86(2.64)
Improvidence 6.70(2.53) 7.82(2.50)
Disorganised study methods 9.28(3.58) 9.54(3.44)
Negative attitude to study 8.75(3.57) 8.27(3.32)
Globetrotting 7.19(2.33) 7.23(2.20)
Achievement motivation 6.76(3.26) 7.27(3.12)
Extrinsic motivation 5.12(3.55) 5.65(3.35)
Strategic approach 9.29(2.64) 9.71(2.63)
Comprehension learning 10.33(2.82) 9.56(2.79)
Operation learning 8.52(2.13) 8.88(2.08)

Scales

Meaning orientation 40.00(7.51) 38.07(7.57)
Reproducing orientation 31.59(7.48) 34.18(7.52)
Non-academic orientation 25.23(6.86) 25.02(6.23)
Strategic orientation 21.22(6.44) 22.67(5.92)

and subscripts 1 and 2 indicate male and female groups respectively.

Females were observed to score higher than males on all subscales of the
reproducing orientation but males score higher than females on the meaning
orientation subscales and these differences are also reflected in the scale sores.
Females also appear to be expressing higher achievement motivation than
males. We will explore these findings further in analyses of variance.

Further analysis revealed that there were significant sex differences on
particular item means. Among the 64 items of the Inventory there were 31 items
that showed statistically significant differences between the sexes in means for
the 472 males and 322 females in the sample. A test of statistical significance
was conducted using Z values, where:

Xi— X
Z= 2 2
S1 S2
"1 N2
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shown in Table 12.
A one-tail null hypothesis was rejected if Z was greater than 1.65 at the 5%
level of significance.
Sixteen items were rated more favorably by males students and 15 items were

rated more favorably by female students. The remaining 33 items showed no

significant differences.
Those items where significant differences occurred are shown in Table 13a,

b.

Table 13a: Items rated more favorably by male students.

Item Approach
2. I try to relate ideas in one subject to those in others wherever Relating ideas
possibe.
5. Tusually set out to understand thoroughly the meaning of what Deep approach
I am asked to read.
6. Ideas in books often set me off on long chains of thought of my Comprehension
own, only tenuously related to what I was reading. learning
8. Continuing my education was something which happened to me Negative attitude
rather than something I really wanted for myself.
10. I often find myself questioning things that I hear in lectures or Deep approach
read in books.
16. Lecturers seem to delight in making the simple truth unneces- Surface apprtach
sarily difficult.
21. In trying to understand a puzzling idea, I let my imagination Comprehension
wander freely to begin with, even if I don’t seem to be much learning
nearer a solution.
24. 1 generally put a lot of effort into trying to understand things Deep approach
which initially seem difficult.
31. 1 like to play around with ideas of my own even if they don't Comprehension
get me very far. learning
34. When I'm tackling a new topic, I often ask myself questions Deep approach
about it which the information should answer.
40. In trying to understand new topics, I often explain them to Globetrotting
myself in ways that other people don’t seem to follow.
49. 1 certainly want to pass the next set of exams, but it doesn’t Negative attitude
really matter if I only just scrape through.
54. Puzzles or Problems fascinate me, particularly where you have Use of evidence
to work through the material to reach a logical conclusion.
55. I spend a good deal of my time in finding out more about Intrinsic motiva-
interesting topics which have discussed in classes. tion
56. I find it helpful to “map out” a new topic for myself by seeing Relating ideas
how the ideas fit together.
61. When I'm reading an article or research report, I generally Use of evidence

examine the evidence carefully to decide whether the conclu-
sion is justified.
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Table 13b: Items rated more favorably by female students.

Item No. Approach

9. Ilike to be told precisely what to do in essays and assignments. Syllabus-bound

13. I find it difficult to “switch tracks” when working on a Improvidence
problem:I prefer to follow each line of thought through as far
as it will go.

15. It is important for me to do really well in the courses I study. Achievement moti-
vation

18.  When I'm doing a piece of work, I try to bear in mind exactly Strategic approach
what that particular lecturer seems to want.

20.  Lecturers sometimes give indications of what is likely to come Strategic approach
up in exams, so I look out for what may be hints.

22. My main reason for being here is that it will help me to get a Extrinsic motiva-
better job. tion

26. A poor first answer in an exam makes me panic. Fear of failure

27. 1 prefer to follow well tried approaches to problems rather Operation learning
than anything too adventurous.

37. If conditions aren’t right for me to study, I generally manage to Strategic approach
change them.

41. I find have to concentrate on memorising a good deal of what Surface approach
we have to learn. :

43. Ifind it better to start straight away with the details of a new Operation learning
topic and build up an overall picture in that way.

ol. Although I generally remember facts and details, I find it Improvidence
difficult to fit them together into an overall picture.

53. Having to steak in tutorials is quite an ordeal for me. Fear of failure

57. I seem to be a bit too ready to jump to conclusions withont Globetrotting
waiting for all the evidence.

62. Tutors seem to want me to be more adventurous in making use Improvidence
of my own ideas.

Male students rated higher than female students on all four items of the deep
approach subscale and on three out of four items on the comprehension learning
subscale. Female students, on the other hand, rated higher on three out of four
items of the strategic approach subscale and also rated higher on three out of
four items on the improvidence subscale. Female students also showed a stron-
ger concern with failing and more preferred an operation learning approach.
Male students indicated a stronger concern about relating ideas and use of
evidence. Male students expressed some negative attitudes to study whereas
females said they wanted to do better in their courses.

10.3 Subscale and item statistics

In addition to means and standard deviations for each subscale we examined
the distribution of responses over the scale, in particular to assess the properties
of the distributions thus formed. With this type of response scale it is not
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unusual to obtain skewed or even bimodal distributions which may have an
effect on subsequent factor analyses. (c.f. Cureton and D’Agostino, 1983, p.2).
The bimodal nature of the distributions in the case of the Lancaster Approaches
to Studying Inventory may be accentuated by the fact that the mid-point of the
5 point scale (choice 2) is actually placed at the end of the choice possibilities
not in the middle. (See Appendix 1.) So a score of 2 may well be an afterthought.
In fact the students are instructed to choose this alternative only if they cannot
answer the other alternatives - it is not truly a scale mid-point but a choice to
be made only if all else fails. Yet it is scored as a mid-point choice.
Subscales showing varying degrees of skewness are shown in Table 14.

Table 14: Skewness of subscale distributions

Subscale Skewness
Deep approach —0.18
Inter-relating ideas —0.35
Use of evidence —0.12
Intrinsic motivation —0.50
Surface approach 0.02
Syllabus-boundness —0.21
Fear of failure 0.07
Improvidence —0.11
Disorganised study methods —0.21
Negative attitude to study 0.03
Globetrotting 0.10
Achievement motivation 0.06
Extrinsic motivation 0.34
Strategic approach —0.12
Comprehension learning —0.14
Operation learning —0.12

Most subscale distributions showed a tendency to be negatively skewed,
particularly intrinsic motivation, while the subscale for extrinsic motivation
was extremely skewed in a positive direction.

In addition, from examination of histograms, the following distributions were
observed to have a tendency towards being bimodal : use of evidence, surface
approach disorganized study methods, achievement motivation, strategic
approach.

Skewness of item responses was also examined. As indicated in Figure 1, for
all 64 items a very strong linear relationship was found between item means (Y)
and skewness (X). A correlation coefficient of —0.973 was obtained between the
two item statistics. The regression line Y= —1.04X +2.02 indicates that if the
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Y=-1.04X+2.02

L4 ° r=—0.973

0 | 1 1 X
-1 0 1 skewness

Figure 1: Relationship between mean and skewness of item responses
(total group N="794)

mean is about 2 on the middle (neutral) point of the five point scale the skewness
approaches zero, making the distribution symmetrical around the mean in most

cases, and that if the means is greater than 2 the skewness becomes minus
yielding a negatively skewed distribution. If the mean decreases below 2 the
skewness becomes positive indicating a positively skewed distribution.

If two items having extremely skewed distributions in opposite directions are
correlated, the range of correlations obtainable between two items would be
considerably restricted, for example item 39 having the smallest skewness of
—1.01 and item 48 having the largest skewness of 0.96 would be correlated
between 0.72 and —0.88, given their marginal distributions. The general effect
of skewness on correlation may not be clear and we must take this point into
consideration and avoid including items of extreme skewness toward either or
both directions.

10.4 Factor analysis

Factor analysis was performed on subscale total scores using the SAS
package, Version 5.18. All analyses involved principal factor analysis, with
iterations to obtain an estimate of communalities, followed by varimax orth-
ogonal rotation for factors with eigenvalues greater than one.

According to the pattern of eigenvalues, three, four or five factor solutions
could be considered as possibilities since the eigenvalues for factors 4 and 5 are
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barely greater than 1.

Eigenvalue 1 2 3 4 5
3.425450 2.544688 1.590416 1.090525 1.027773

Each of these factor solutions is shown in Table 15 ab,c after varimax
rotation.
Three factor solution

Table 15a: Three factor solution

I II I

Deep approach 0.73

Relating ideas 0.77

Use of evidence 0.64

Intrinsic motivation 0.66

Surface approach 0.49  0.53
Syllabus-boundness 056  0.32
Fear of failure 037 0.54
Improvidence 0.66
Disorganised study methods 0.72
Negative attitude to study 0.67
Globetrotting 0.54
Achievement motivation 0.63
Extrinsic motivation 0.56
Strategic approach 0.60

Comprehension learning 0.67 —0.43
Operation learning 0.58

Variance explained by each factor:Factor 1:2.92 Factor 2:
2.51 Factor 3:2.13

The first factor to emerge is a meaning orientation factor with loadings on
deep approach, relating ideas, use of evidence and intrinsic motivation and this
is common to all previous studies using the Lancaster inventory. As is the case
also in the studies by Ramsden and Entwistle (1981), Morgan Gibbs and Taylor
(1980), Watkins (1982, 1983), Clarke (1986) and Harper and Kember (1986), the
comprehension learning subscale also loads on this factor. However we also
found that the strategic approach subscale loaded on the meaning orientation
factor. So along with a tendency for students to seek meaning in their studies,
or to try to understand what they learn, they are also report actively seeking
information about assessment requirements and actively trying to impress their
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teachers. Ramsden and Entwistle (1981) did report a modest loading of this
subscale (0.29) on this first meaning orientation factor but no loading has been
reported by other researchers. Moreover the loading we obtained was quite
strong (0.60).

We call this a meaning-strategic-intrinsic motivation factor, Students are
looking for understanding in this studies and seem to be interested in study for
its own sake, but at the same time they are mindful of assessment requirements
and are actively seeking to fulfill them.

The second factor is a reproducing orientation factor with loadings on the
subscales surface approach, syllabus boundness fear of failure and improvi-
dence. Extrinsic motivation also loads on this factor and these findings are in
line with previous research studies. There is also an off-loading for comprehen-
sion learning which is consistent with a surface approach to learning.

Harper and Kember (1989) have previously reported that in most other
studies, disorganized study methods and negative attitudes to study and globe-
trotting also loaded on the reproducing orientation factor making it look more
like a factor made up of learning pathologies and undersirable study traits and
attitudes. This is not entirely consistent with our findings, however. Improvi-
dence loads on this factor but globetrotting does not. Also we found a loading
for achievement motivation on the second factor which has not been previously
reported. It is however consistent with Biggs reasoning that achievement
motivation can lead either to a meaningful approach or a reproducing approach
depending on the learning context.

We call this a reproducing-achieving-extrinsic motivation factor. These
students appear to be using a surface approach though they also use operation
learning which is not the same thing, they are extrinsically motivated in that
they wish to qualify for a good job and they are also very competitive.

The third factor is clearly a negative attitudes to study factor combined with
disorganized study methods, a surface approach and globetrotting. This is
similar to the disorganized factor described by Harper and Kember (1989)
though in our case it emerged as a third factor separate from the second
reproducing-achieving-extrinsic motivation factor.

We call this a disorganized-negative attitudes-surface-confusion factor. Stu-
dents express negative attitudes towards their university work, appear disor-
ganized and afraid of failure, are given to globetrotting and adopt a surface
approach.
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Table 15b: Four factor solution

I II Il IV

Deep approach 0.73

Relating ideas 0.78

Use of evidence 0.67

Intrinsic motivation 0.64

Surface approach 0.47 0.54
Syllabus-boundness 0.52 0.45

Fear of failure 0.35 0.48
Improvidence 0.66 0.32
Disorganised study methods 0.67
Negative attitude to study 0.74
Globetrotting 0.78
Achievement motivation 0.65

Extrinsic motivation 0.52

Strategic approach 0.56 034 —0.33
Comprehension learning 0.69 —0.40

Operation learning 0.58

Variance explained by esch factor:Factor 1:2.90 Factor 2:2.41 Factot 3:2.13
Factor 4:1.21

Four factor solution

The first factor to emerge is a meaning orientation factor with loadings on
comprehension learning and strategic approach as in the case with the three
factor solution.

For the second factor the pattern of loadings are identical to the three factor
solution with the exception that a strategic approach loads on this factor as
well as on the first factor. This is not unreasonable since seeking to impress
could result in either type of approach depending on the assessment context as
the student perceives it.

The third factor is a combination of negative attitudes to study, a disorgan-
ized approach, failure to adopt a strategic approach and surface learning
combined with fear of failure and syllabus boundness. As such it is like the third
factor described above, except that globetrotting does not load on it.

The fourth factor consists of the two learning pathologies improvidence and
globetrotting.
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Table 15¢: five factor solution

I II 11 IV \4

Deep approach 0.73

Relating ideas 0.79

Use of evidence 0.68 —0.36
Intrinsic motivation 0.58

Surface approach 0.56 0.38
Syllabus-boundness 0.62 0.31

Fear of failure 0.58 0.30
Improvidence 0.65

Disorganised study methods 0.43 044 —0.31 0.32
Negative attitude to study 0.79

Globetrotting 0.83
Achievement motivation 0.73
Extrinsic motivation 0.40 0.69
Strategic approach 0.54 —0.37 0.34
Comprehension learning 0.71

Operation learning 0.67

Variance explained by each factor:Factor 1:2.84 Factor 2:2.31 Factor 3:1.71 Factor
4:1.53 Factor 5:1.29

Five factor solution

Apart from the first factor which emerges in common with the three and four
factor solutions, this five factor solution is difficult to interpret and either the
three or four factor solutions appear to be more parsimonious.

There is very little to choose between the three and four factor solutions
except that in the latter case the learning pathologies of improvidence and
globetrotting emerge as a fourth factor.

It appears that the first two factors are subject to contextual influences. For
instance, in the four factor solution, a strategic approach is present along with
both an intrinsic-meaningful approach to learning and with a reproducing-
extrinsic approach. Achievement motivation is clearly associated with a re-
producing approach. It is this latter finding that is of considerable interest in
our study since in previous studies this close association of achievement
motivation with a reproducing orientation only has not been found. It seems
that in the case of these Japanese students the desire to compete and to study
for increased job opportunities leads inevitably to a narrow, reproducing
approach.
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10.5 Analyses of variance
Sex differences

We were specifically interested in whether significant sex differences in
approaches to study would emerge from our survey. In terms of mean scores we
have already reported that females scored higher than males on all reproducing
subscales but that they scored lower than males on all meaning orientation
subscales. Also females express higher achievement motivation than males.

Analyses of variance were performed in order to explore these differences
further.

A one way analysis of variance with sex as the independent variable and
meaning orientation as the dependent variable revealed a significant difference
between the sexes (F=11.98, »<0.0006, df =1). Males scored significantly
higher on the meaning orientation than females. Means: 39.97 versus 38.07.

Similarly females were found to score significantly higher on the reproducing
orientation scale than males. (F =22.13, »<0.0001, df =1). Means : 34.18 versus
31.63.

In terms of the non-academic scale there were no significant sex differences
but on the strategic approach scale females scored significantly higher than
males. (F=9.70, p<0.0019, df =1). Means: 22.67 versus 21.26.

Thus we have a picture of the female students emerging as being higher in
achievement motivation, extrinsic motivation and a strategic/cue seeking
approach as well as being more inclined towards a narrow reproducing
approach to learning. Males on the other hand are higher on a meaning orienta-
tion strategy.

Discipline differences

Disciplines are distinguished as either Humanities/Social Sciences or Sci-
ence/ Technology. Given the technological orientation of Japanese employment,
is it the case that students who are enrolled in courses in Science and Technol-
ogy approach their study differently from those in the Humanities and Social
Science?

In terms of meaning orientation there was a significant difference between
these two groups. (F =7.82, p<0.005, df =1) Science/ Technology students scor-
ed significantly higher than Humanities/Social Science students on the meaning
scale. Means : 40.16 versus 38.60.

Likewise there was a significant difference on the reproducing scale scores,
but in the reverse direction (F=7.50, p<0.006, df =1). Humanities/Social
Science students scored higher on the reproducing orientation than the Science/
Technology students. Means : 33.25 versus 31.73.

These differences are more likely to be attributable to the higher numbers of
females than males in the Humanities/Social Sciences (54.44% versus 45.569%)
and the higher number of males than females in the Science/Technology

Bulletin of the National Institute of Multimedia Education, No.3, 1990 239



courses (82.55% versus 17.45%).

There were no significant differences between discipline groups in terms of
the non-academic orientation or the strategic approach scale.
Achievement motivation

We wished to explore the achievement motivation subscale scores further in
view of the factor analysis results linking achievement motivation with a
reproducing approach.

Students were divided into three groups of achievement motivation : high
medium, low, according to their percentiles. There were no significant differ-
ences between the groups on the meaning scale or the non-academic approach
sales but there were significant differences on the reproducing scale (¥ =31.76,
»<0.001, df =2). Means: 29.24 (low), 33.21 (medium), 35.19 (high).

Since females were significantly higher on achievement motivation than
males, it is possible that this finding is attributable to sex differences. Accord-
ingly we performed a two-way analysis of variance using sex and the three
levels of achievement motivation as independent variables and reproducing
scale scores as the dependent variable measure. There were significant main
effects for sex (F =23.86, » <0.0001, df =1) and for level of achievement motiva-
tion (F=29.25, p <0.0001, df =2) but no interaction between these variables. For
both males and females reproducing scale scores increased as level of achieve-
ment motivation increased as shown in Table 16.

This pattern of means holds up for both discipline areas as well as shown in
Table 17.

Table 16: Effect of sex and achievement motivation on reproducing orienta-
tion scale scores.

Sex Al/\&qchi'evel.nent Reproducing orientation
otivation Scores
Female low 31.63
Female medium 34.28
Female high 36.15
Male low 28.16
Male medium 32.36
Male high 34.47
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Table 17: Effect of sex, achievement motivation and discipline on reproduc-
ing orientation scores.

Achievement N Reproducing
Sex Motivation Discipline Orientation
Female low Humanities/ 31.98
Female medium Humanities/ 35.16
Social Sciences
Female high Humanities/ 36.41
Social Sciences
Female low Science/Technology 29.38
Female medium Science/ Technology 29.81
Female high Science/Technology 34.92
Male low Humanities/ 28.13
Social Sciences
Male medium Humanities/ 32.43
Social Sciences
Male high Humanities/ 33.49
Social Sciences
Male low Science/Technology 28.10
Male medium Science/Technology 32.27
Male high Science/ Technology 35.12

11. Discussion

In this research study we aimed to test the applicability of the Lancaster
Approaches to Studying Inventory with a sample of Japanese higher education
students. In general terms our findings were in line with previous studies in
Britain and Australia. However, there were some important contextual influ-
ences.

As is the case with previous studies, a deep approach or meaning orientation
emerged as the first factor. However, this was coupled with a strategic, cue-
seeking approach. Japanese students report looking for meaning and being
intrinsically motivated, but they also are aware of assessment requirements.

The second factor to emerge was a surface-reproducing factor as is also the
case with previous studies. However, this factor was linked with achievement
motivation, that is, a competitive approach to study. We could hypothesize that,
being highly motivated to compete and succeed, students adopt a reproducing
approach in order to fulfill their goals.

The third factor represented a negative attitude to study coupled with a lack
of organisation and some aspects of a reproducing approach.

There were clear differences in the level of responding of males and females
on various scales, subscales and on particular items. Males were more inclined
to report that they adopt a meaning orientation while females reported a high
level of reproducing orientation to study. Females also reported high levels of
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achievement motivation than males. At first glance this latter finding appears
anomalous, given the lack of incentives for Japanese women to aspire to a
lifelong career or to postgraduate study once they graduate from their first
degree. Females would seem to be competing for its own sake, and it could be
that achievement motivation means different things for men and women. They
may both express the desire to do well and this is not surprising given the highly
competitive nature of the secondary school system, but men may see this as a
way to scure employment with a large company whereas women may find it
socially advantageous to do well in their studies even though their long term
career prospects are limited. This issue merits further investigation.

In all, where the reproducing orientation is concerned it seems that sex
differences are mediated by level of achievement motivation when we examine
the pattern of results for males and females taken separately. In both cases the
higher the level of achievement motivation the stronger the tendency to report
a reproducing orientation. This did not apply to a meaning orientation however,
where differences seem to be determined by sex alone.

Discipline differences also emerged on both meaning orientation and re-
producing orientation scales. Science/Technology students reported higher
levels of meaning orientation while Humanities/Social Science students report-
ed higher levels of reproducing orientation. We must remember, however, that
most of the Science/Technology students were males (about 839%), whereas the
majority of Humanities/Social Science students were females (about 559%).

We could not make statistical comparisons with previous studies in terms of
level of responding to the various scales and subscales, but it seems that the
Japanese sample expressed lower levels of preference for both deep and surface
strategies and lower levels of achievement motivation and strategic orientation
than was the case with previous samples in Britain and Australia. On the other
hand, Japanese students expressed more negative attitudes to study than other
groups.

In terms of strategies, it could be that the strategy descriptions did not fit with
the way in which the Japanese students perceived their study behaviours or it
could be that they do have the same level of awareness of adopting particular
strategies in their academic work.

The applicability of the Lancaster Inventory was also examined in terms of
subscale and scale reliability. Cronbach alphas were unacceptably low for the
Globetrotting and Operation Learning subscales and these need to be interpret-
ed with caution.

The distributions of items scores and subscales scores showed both skewness
(in some cases extreme) and a tendency for some distributions to be bimodal,
which could affect subsequent factor analyses.

In summary, this research confirmed that, with some reservations, the Lan-
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caster Inventory has applicability in the Japanese context. It also raised issues
concerning the differences between males and females in terms of both their
desire to compete in their studies and the kinds of strategies that they report
adopting. For the sample as a whole, it may be the case that there is a lower
level of awareness of having a strategy for study or that there are other
strategies used which the Inventory does not investigate.
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Appendix 1: Lancaster Approaches to Studying Inventory (Rams-
den, 1983)

1. I find it difficult to organise my study time effectively 4 3 1

2. I try to relate ideas in one subject to those in others 4 3 1
wherever possible.

3. Although I have a fairly good general idea of many 4 3 1 0 2
things, my knowledge of the details is rather weak.
I enjoy competition: I find it stimulating. 4 3 1 0

N
—
<
[\

5. I usually set out to understand thoroughly the meaning
of what I am asked to read.

6. Ideas in books often set me off on long chains of thought 4 3 1 0 2
of my own, only tenously related to what I was reading.

7. I chose my present course mainly to give me a chanceof 4 3 1 0 2
a really good job afterwards.

8. Continuing my education was something which 4 3 1 0 2
happened to me rather than something I really wanted
for myself.

9. I like to be told precisely what to do in essays and 4 3 1 0 2
assignments.

10. I often find myself questioning things that I hear in 4 3 1 0 2
lectures or read in books.

11. I generally prefer to tackle each part of a topicor 4 3 1 0 2
problem in order, working out one at a time.

12. The continual pressure of work-assignments, deadlines 4 3 1 0 2
and competition-often makes tense depressed.

13. I find it difficult to “switch tracks“ when workingona 4 3 1 0 2
problem : I prefer to follow each line of thought through
as far as it will go.

14. My habit of putting off work leaves me with far too 4 3 1 0 2
much to do at the end of term.

15. It is important for me to do really well in the coursesI 4 3 1 0 2
study.

16. Lecturers seem to delight in making the simple truth 4 3 1 0 2
unnecessarily difficult.

17. Distractions make it difficult for me to do much effec- 4 3 1 0 2
tive work in the evenings.

18. When I'm doing a piece of work, I trytobear inmind 4 3 1 0 2
exactly what that particular lecturer seems to want.
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19.

20.

21.

22.

23.

24.

25.

26.
27.

28.
29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

I usually don’t have time to think about the implications
of what I read.

Lecturers sometimes give indications of what is likely to
come up in exams, so I look out for what may be hints.
In trying to understand a puzzling idea, I let my imagina-
tion wander freely to begin with, even if I don’t seem to
be much nearer a solution.

My main reason for being here is that it will / help we
to get a better job.

Often I find myself wondering whether the work I am
doing here is really worthwhile.

I generally pout a lot of effort into trying to understand
things which initially seem difficult.

I prefer courses to be clearly structured and highly
organised.

A poor first answer in an exam makes me panic.

I prefer to follw well tried approaches to problems
rather than anything too adventurous.

I'm rather slow at starting work in the evenings.

In trying to understand new ideas, I often try to relate
them to real life situations to which they might apply.
When I'm reading I try to memorise important facts
which may come in useful later.

I like to play around with ideas of my own even if they
don’t get me very far.

I generally choose courses more from the way they fit in
with career plans than from my own interests.

I am usually cautious in drawing conclusions unless they
are well supported by evidence.

When I'm tackling a new topic, I often ask my self
questions about it which the new information should
answer.

I suppose I am more interested in the qualifications I'll
get than in the courses I'm taking.

Often I find I have to read things without having a
chance to understand them.

If conditions aren’t right for me to study, I generally
manage to change them.

In reporting practical work, I like to try to work out
several alternative ways of interpreting the findings.
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39. My main reason for being here is so I can learn about 4 3 1 0 2
the subjects which really interest me.

40. In trying to understand new topics, I often explainthem 4 3 1 0 2
to myself in ways that other people don’t seem to follow.

41. I find I heve to concentrate on memorising a gopoddeal 4 3 1 0 2
of what we have to learn.

42. It’s important to me to do things better than my friends, 4 3 1 0 2
if I possibly can.

43. Ifind it better to start straight away with the detailsof 4 3 1 0 2

' a new topic and build up an overall picture in that way.

44. Often when I'm reading books, their ideas producemind 4 3 1 0 2
images which sometimes take on a life of their own.

45. One way or another I manage to get hold of the books 4 3 1 0 2
I need for studying.

46. I often get criticised for introducing irrelevant material 4 3 1 0 2
into my essays or tutorials.

47. I find that studying academic topics can often beexcit- 4 3 1 0 2
ing and gripping.

48. The best way for me to understand what technicalte)ms 4 3 1 0 2
mean is to remember the text-book definitions.

49. I certainly want to pass the next set of exams, butit 4 3 1 0 2
does’t really matter if I only just scrape through.

50. I need to read around a subject pretty widely befor'm 4 3 1 (0 2
ready to put my iieas down on paper.

51. Although I generally remember facts and details, [ find 4 3 1 0 2
it difficult to fit them together into an overall picture.

52. I tend to read very little beyond what’s required for 4 3 1 0 2
completing assignments.

53. Having to speak in tutorials is quite an ordeal for me. 4 3 1

54. Puzzles or problems fascinate me, particularly where 4 3 1
you have to work through the matemial to reach a
logical conclusion.

55. I spend a good deal of my time in fivingout mor about 4 3 1 0 2
interesting topics which have discussed in classes.

56. [ find it helpful to “map out” a new topic for myselfby 4 3 1 0 2
seeing how the ideas fit together.

57. I seem to be a bit too ready to jump to conclusions 4 3 1 0 2
without waiting for all the evidence.

58. I hate admitting defeat, even in trivial matters. 4 3 1

59. I think it is important to look at probems rationallyand 4 3 1 0 2
logically without making intuitive leaps.
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60. I find I tend to remember things best if I concentrateon 4 3 1 0 2
the order in which the lecturer presented them.

61. When I'm reading an article or research report, Igener- 4 3 1 0 2
ally examine the evidence carefully to decide whether
the conclusion is justified.

62. Tutors seem to want me to be more adventurous in 4 3 1 0 2
making use of my own ideas.

63. When I look back, I sometimes wonder why I ever 4 3 1 0 2
decided to come here.

64. I find academic topics so interesting, I should liketo 4 3 1 0 2
continue with them after I finish this coure.

means Definitely Agree

means Agree with reservations
means Disagree with reservations
means Definitely Disagree

DN O = W

is only to be used if the item doens’t apply or if you find it impossible to given
a definite answer.
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Appendix 2: Japanese Version of Lancaster Approaches to Study-
ing Inventory

BB B 2 P

COFERIZ. L lDOKFETHOFEBEELZANDLILOTT, TN, bhlerEns
THIE LS T a2 2T AN T2 0TIER L. BREAOR) A FR, — iy
BOLFE 2B 2DDOFETT,

T, ROEMCLERHEZELAL TTF 3\,

rl& K SR A FEE %
K4 wa s B LK
EFAB M 4 A H i w7 A

£HEH PR F A H

P&t
DENI~5 =V FTHOXKEICOVWT, SUICHKILETIIE b L BbNsAENE
FrOTHATTI W, BANDLWVWEHICEELTTE W,
4 & Fo@ENITERS
KKZ DB 72 L 85
KN ZHBbiwn
£ ZH)Bbkwn
EFbbEbwnzigw

N O W

LLLBERENCE > THEDPREL D EEIZB.DLURDBERDEEITOVWTEL TTE W,

250 Approaches to Study in Japanese Higher Education Students



&2 KIERE &% Lwnw
CEfRE D) <9 Bz
T8 g B B o%
DY) DY) b b kv
1 A 1 /S S
n N Voo
1. WSR2 BRI DPTEFTH B, wooveeeeeeeees 4 3 1 0 2
2. VEDDOBIETHANZ L%, TE 50kt
HICBEE DT & 9 LD TVa B, crevererenenienennn. 4 3 1 0 2
3. ZLDHEFHZ DWW T L LiZ L - T
55, ?‘H/w%ﬁ&uﬁo(wtf\,xo ..................... 4 0
4 . %ﬁ%li%b<\ JI AN Te By werremverenerneanneniiinnas 4 0
5. kESLHBULYICEbLNLZERE, L (FAT
ZTOBREBET B L HITL T Db, severereenene 4 3 1 0 2
6. RTHEAZEZ DL, TN EIZEEBFED LW
WHNLLEZ TG EHT I ENTEL, oeeeeee 4 3 1 0 2
7. RETIDERZBEAIZDIT, FES L WHEC
DERT DL TH D, weerrrererrerceneninii. 4 3 1 0 2
8. REICAZFELIDIZ, KEZR2holehp b b n
D ENE BAEHEL R E VoA R, e 4 3 1 0 2
9. FEELE 2N L EITIE, ) FHEFHL CHH
LTIEU WV E R G e 4 3 1 0 2
10. BELHNZDEZRAL) LZEEITNWA NS
TeBERATIHOAT { B, cerrverereeerininineniiieeniainenenn. 4 3 1 0 2
11. O & DDRMEIC DWW TRIERNCHIA L T < DAY
I = TCF) By trrrrerreereeereeieriiii 4 3 1 0 2
12. B, HBR. IRHHIR, BELLIE. e -T
FEBNCEETTH B, wrerrrerrerermreeiiinin., 4 3 1 0 2
13. Mz L&, RNFEEZR), wHWAEHY
THEr6EZ2 720 $5L0 8, ROLNTZRN
TRDLIFDIFE T D, woevreeererrnmennernmnnennnnaiinnnns 4 3 1 0 2
4. 582 TN HELICTEDT, THICL->T
T2F o TLFE DT EDLU, v, 4 3 1 0 2
15, K¥ETLIVWHEEZ L5283, UL - CTEES
et tf‘})éo ................................................... 4 3 1 0 2
16. JeEdt7zi3, EEORE, Bl Z & 2 BB R
DT L CEET L 977, corevrererreeriiiin 4 3 1 0 )
17. BN L 2 U b2 EDTKBADEDT, B
1Z IR T E Zr v, v 4 3 1 0 2
18. REERDL L&, TBEIMMTEKD T E0E2E 2
(Lii LGB e 4 3 1 0 2
19. AZFTHATHRVWERICOWTW - N E 2 B8
FHIADSZUa, oreerenenirniiniiii ittt eraeneas 4 3 1 0 2
251

Bulletin of the National Institute of Multimedia Education, No.3, 1990



£1F K12 BT £F X0
CEHRE D9 <9 Bz
7R 2R B B o7
DY) DI b b Ewn
B3 %
noy v

20, T2l & X E& HBRICH SHEICOWT
LY E25EZBZEDHEDT, ENEHE DN
- RN s B Al [ G 72 - WA TR P PP PP P PP PPPPREPPERPPLRR 4 3 1 0 2
2. M b bnZ ENHbEE, DL ZZNDE
BRIV D2 Wi Th, FTHHICWA

VABFE Z T A Dy weeverrorererrnsenteustimmnttaii, 4 3 1 0 2
22. REFIC AR o B3, FEL L WHEFICD

L 728D T I By vvererressensnsitietieee e 4 3 1 0 2
23. KETHIEL TWwd Z L3RG IMMiEL S 5 DH

%%Fn‘ﬂl,%‘\ﬁ T EDUITUIE I B, coorerrerreeersneencananns 4 3 1 0 2
24, TIPLWERY) Z L 2B L7201 FRLY

FAFNT T EHTENA, e, 4 3
25. HEESEE TR LM BB IHE TH L, e 4 3 1 0
26. REBOB:, FEIMLTELWwEot=y Z712lab, - 4 3 1 0
271. $CIRRALNIBREZH D7D, LI

CITHRERT 5 L) QIFE TH B, coevrvermerernrnreeenenns 4 3 1 0 2
28. WY CICHIBERIRD L DIZL T D L \ag creerrererrenneees 4 3 1 0 2
29. MIPFHLWEZHEHIITH & T5 L& BEMK

MEBEDT THEZ L) ETHT LB, e 4 3 1 0 2
30. KEFMATVAHEE, HETRIDL ) LEEL

ZENLERERE)ETEIEN LS DB, e 4 3 1 0 2
31. ROFEMICEFEBER» L TH, HOBHENEZ

BIEEODDDHF XTI By wrovevreroracerresniii 4 3 1 0 2
32. BIHZ#RT 5L &, HZHHFOEKIN L, H

FOEFEHENIH o T2 b DDFF R B—Er, wroveerrreeeee 4 3 1 0 2
33. Lo» ) LfERA L WBEIE, Lo hhkime

HE - 70 Un, eereeemer et 4 3 1 0 2
M. LW E2MET L L SR RMCEZ LN

FLWEBIZ L > TP b2 5EZ B, e 4 3 1 0 2
3B, SERLTWBRE LN L, FEELLZESIZLS

i%ﬁ%mﬁﬁﬁfﬁﬁfﬁf) By, rereerererestiieniicneiinn, 4 3 1 0 2
36. tabhrbLhwEIIIAREHELTT UL LTV

T UL LB, veereerrrer e 4 3 1 0 2
37. MR T DML e &iE, BETES LD

c:%ﬁ:%i(ti5(\:-§—éo ................................. 4 3 1 0 2
38. EBROL R— P2 E L EHREVL0DH LR

LTEZDLDDNIFXTIH D, worrerreererrarenrenreaen 4 3 1 0 2

252 Approaches to Study in Japanese Higher Education Students



£72 K12 %% é’% '
(L fRE D) (9 bz
zBRzR B B 5%
NI NH b b ok
;R /S /S
] ] VY vy
39. KETHEATWLDIZAEKE D > T H¥R %Y
BT T I Dy weevrerrernsermseriiiiiii s 4 3 1 0 9
40. L WZ L2EBT 5L BT NG
BB LIICLTwEA, MACEZDER £/
LTI L broTH62 00 el dh
R PRSP PIRIPPRRS 4 3 1 0 2
41, BLDZ L EHFRTBENEEI DI LICEPL
ZelT AU T 5 70 Wa, wrrererrerentnrineininiiatiiiiiiiiiiiiean. 4 3 1 0 2
42, TEBHENKEIN L EICTEDLZ LD R
Y o TR & Tdy Dy wrrvrrerrnnsennnsensnuiennnienannn 4 3 1 0 2
43. FIL w2 E2 A5 L Xid, £ ¥RAMCERS
Wz tuEz, Z L CEDEBORLHILE 2
FFIZ A S TNy wrererrrnrnesssnerierieeiettaiiatiatianiaeaaens 4 3 1 0 2
44. BRFRATNBEE, WHLWLLERNFEPAT
ETRREDEZ N —ASELHOLI LHD
T P PRI PTIS 4 3 1 0 9
45. WEDAEIR L kb EN%E2 &) LTLRD &
S L BERR|Z A B eererereerrerentntatittiaiaeieiaieeaees 4 3 1 0 2
46. WXV K—MCBRALWERZHTEAND &
W T, FeHEICE CHEBTIILD, s, 4 3 1 0 - 2
A7. ¥R BE 2T 5 DRIEFICTIEFL L E
JE T eeerreree e 4 3 1 0 2
48. FRIFICTT 2 ERS L THBITXEMHE
IZFHFE T X B L9, ceererrerrnniriiien 4 3 0 2
49. BALEZ N LI W EEBEZ TV BRIBLVH B, oo 4 3 0 2
50. WELEECZZICWAWSH LBIEL 722 & 2FN
P TR PRI 4 3 1 0 9
51. 1 D2nBBAMET 5 L&, BERLMIr L2
W2 HZELIITESRDY., ZNHLEZFEHTLIDOND
LMRAE R VEY) B DDTETF- T By weeereereeesemseenennns 4 3 1 0 9
52. VR—}2EWL)RBMEL T L X3, BE
DLEDAIZFEE 7o\n, reeerrerererssenieernienniieeiin. 4 3 0
53. ¥ ITHETAZILIIBERDIATH B, reveeeerreeees 4 3 0
54. BHiB A CTEZ 5 LT 5 & ) LHEIHFE T
By By creereentersetietteiii e 4 3 1 0 2
55. 77 A TCiEam L 2E AW LI2DOW TR 2 2217
THEZ DI EDII D, cevrrrererseorsrnniiii, 4 3 1 0 2
Bulletin of the National Institute of Multimedia Education, No.3, 1990 253



&2 K12 K% &% Fn»
CE fKE Ny (5 B2
zB 28 B B L%
DY) DY b b rw
Wl /S /N S
n N Vwooon
56. LW L2322 &, HODPHM-TWB I
EEEALBRYH D, FHLELFEED
EVRKBUDCT R RMD ) ET B, e 4 3 1 0 2
57. Ta %t flh e < T, T CHHmEPHZI ¢T3
ﬂﬁ@ﬁ“fb 60 ...................................................... 4 3 1 0 2
58. DELLWVI ETHRITBDDERATE, cooveeereeenennens 4 3 1 0 2
59. Mm% KO B ICIIEBEN L RE 3 I AT,
BRI E R T A L RGIIZE - ), oo 4 3 1 0 2
60. BENBROIEFICHEELZEFT L, —F L
'%ié:tﬁ"f“?éo .......................................... 4 3 1 0 2
61. WL 2FHU L EIFENRERHIEL V2L
PHEBRCRETT A I LITL T B, e, 4 3 1 0 2
62. SEEIZD - LHHNDEZ FEKRIBIZZT & 12K
DHTwWAH t:%?\ﬁo ................................................ 4 3 1 0 2
63. RETR-TELIEE2EZDE, LELELRY
KEWLEASTELZDIEL ) EB) DB B, cooeeeee 4 3 1 0 2
64. RFETHEL CWARETEEL LT
gL 2 WEBEWRIE 2% Dy rececesrsretneniniieieiiaeas 4 3 1 0 2

MY ZDFABICOWTRDI DOV LA IUTHBHICENT TR W,

(Authors’ position : 1) Former Foreign Researcher,
2) Professor, 3) Associate Professor, 4) Associate
Professor

of the Research and Development Division)

254 Approaches to Study in Japanese Higher Education Students



