The effect of viva assessment on students' approaches to learning and
motivation

Abstract

Higher education aims to encourage students to achieve a higher level of understanding of their subject
matter. In order for students to achieve these higher levels, they have to approach their learning at a deeper
level (Prosser and Trigwell, 1999; Barrab and Plucker, 2002), and be motivated to achieve (Deci and Ryan,
1985). One factor that is seen as a major influence on students' intentions is their perception of the
assessment of their learning (Gibbs, 2007; Ramsden, 2003; Biggs, 2003; Bransford, Brown and Cocking,
2000). A learner, who perceives that the learning outcome requires demonstration of understanding,
application, and critical analysis, will approach their studying in a way that promotes this. Students who
perceive the assessment can be achieved through memorising and regurgitation will approach their learning in
a different manner. This study was to investigate if, as part of a constructive teaching methodology that
allowed for practice, the introduction of a viva voce examination that required a deep approach to learning to
achieve would have an influence on the students’ approaches to learning and motivation. By emphasising this
assessment methodology, first year students were predominantly intrinsically motivated, and maintained their
level of deep approach to learning throughout the module, where previous literature had found decreases in
deep approaches to learning when assessment took place.
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Abstract

Higher education aims to encourage students toeaeha higher level of understanding of their
subject matter. In order for students to achiewesehhigher levels, they have to approach their
learning at a deeper level (Prosser and Trigw8B91 Barrab and Plucker, 2002), and be motivated to
achieve (Deci and Ryan, 1985). One factor thaeé&sas a major influence on students’ intentions is
their perception of the assessment of their legri{i@ibbs, 2007; Ramsden, 2003; Biggs, 2003;
Bransford, Brown and Cocking, 2000). A learner, wiesceives that the learning outcome requires
demonstration of understanding, application, aritical analysis, will approach their studying in a
way that promotes this. Students who perceive fisessment can be achieved through memorising
and regurgitation will approach their learning inifferent manner. This study was to investigate if
as part of a constructive teaching methodology #flaived for practice, the introduction of a viva
voce examination that required a deep approaataiming to achieve would have an influence on the
students’ approaches to learning and motivationeByhasising this assessment methodology, first
year students were predominantly intrinsically watii&d, and maintained their level of deep approach
to learning throughout the module, where previdtesdture had found decreases in deep approaches
to learning when assessment took place.

Keywords: Assessment, Approaches to Learning, Motivation.

1. Introduction

Evidence that assessment practices promote stugeetsrences for a particular approach to study
(see for instance, Boud, 1990; Gibbs, 1992; Ramst@®3) is intuitively sound, though often not
empirically tested. Entwistle (1988) examined whydents want to learn, and the processes by which
they acquire information. Three main approachesttoly were initially identified by Entwistle —
deep, surface, and strategic (which is now labeltddeving) (Entwistle and Tait, 1994).

Most studies have found, that at the contextuadllé®.g. degree programme), approach to study is
stable over time (e.g. Busato, Prins, Elshout aach&ker, 1998; Fazey, 1999). However, Meyer and
Scrivener (1995) reported a significant decreasgergp approach scores over a year of study and an
increase in variables, such as fear of failure disdrganised study. At the situational level (e&g.
module), the results are possibly less equivodahst studies report a decrease in deep approach at
the end of the module (e.g. Newstead, 1998; Solidesnand Swannell, 1995). Newstead attributed
the increase in surface scores as a response ftprdlkenity of formal examination assessments,
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suggesting that approach might change in relatioparticular demands within a module, such as
assessment mode.

A goal for teachers in HE is to develop studenemlapproach to learning (Fazey and Fazey, 2001).
This can be a challenge for teachers as many daidee a surface approach to learn (Biggs, 1999).
There is evidence that teaching and assessmentodsettrongly influence students’ intentions
concerning study, and that these, in turn, arecessal with approaches to learning and students’
motivation for academic work (Bransford, Brown a@dcking, 2000; Boud, 1990; Gibbs, 1992;
2007; Ramsden, 2003).

Students’ motivation is concerned with the intemtio act to achieve a goal, and determines the
direction and intensity of behaviour towards thettiavement. Effective teaching approaches can be
designed when teachers have some understandihgioktudents’ reasons for behaving in particular
ways, as student motivational orientation underlibsir intentions, behaviour, and therefore,
outcomes.

The notion of categorising motivational orientatimais been investigated, with intrinsic and extdnsi
motivation known as a common method of showingedéht types of motivation. Deci et al. (1985;
1991) expanded on the original concepts of intci@sid extrinsic motivation in a manner that aligns
with the propositions of this thesis, proposingeHi-determination continuum that involved gradasion
of internalisation, of reasons for acting from @dic to intrinsic motivation. They argued thatrhe
are different forms of reasons for behaviour tlzat be found on this motivational continuum that are
closely related to a perceived locus of causalititis perspective has developed thinking on
motivation from separate categories to an ortholgdingension. Extrinsic regulation (which shows no
internalisation) is at one end, and intrinsic mation (high in internalisation) is at the other @idhe
continuum.

Deci, Vallerand, Pelletier and Ryan (1991), brokiimssic motivation into three components:

External Regulation. This is behaviour that is calfeéd by external sources, i.e., material rewands
constraints imposed by others. The individual pgesethere to be little choice, and does not value
the behaviour or outcome.

Introjected Regulation. This is when the externalirse of motivation has become internalised.
Behaviours regulated by introjection are reinforddnegative internal pressures, e.g., anxiety or
guilt. Choice is perceived to be limited, and bebass are driven by negative emotions rather than
internalised values.

Identified Regulation. This is when the individealmes to value or judge the behaviour as personally
important, and therefore performs it out of choiteés still performed for instrumental reasongy(e.

to gain a degree) but is internally regulated aifidetermined.

Intrinsic motivation is also subdivided into threabcategories, which unlike the gradations with
extrinsic motivation, are not hierarchically orgsed.

To Accomplish. When this is a motivation, studeimitgract with the environment in order to feel
competent; they are striving to gain a feeling afstery.

To Experience Stimulation. Stimulating experiendé® pleasure, aesthetic experiences, and
excitement derived from one’s involvement in an\éigt are the stimulus for students motivated in
this way.

To Know. Curiosity, learning goals, and exploratfeatures in this sub-category. It is performing an
act for the pleasure and experience of learning.

The final sub-category described by Deci and Rgamot part of the continuum, as it describes a non-
motivated state:

Amotivation. Students in this category do not pemedinks between their own actions and the
outcomes. They see their behaviour as being cdwystatces outside of their control.

Deci et al. (1991) believed that the degree of mutwy or control felt whilst participating in actiids

is an important antecedent of intrinsic motivatigetions that are initiated from within the selfliwi

be more intrinsically motivating than are tasks agegl in as a result of external influences. This
concept has been widely accepted in the motivaltidaeeature.
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Figure 1: Continuum of Self-Determination (Ryan and Connk3i87)

Intrinsic Motivation Extrinsic Motivation

ToKnow Identified Introjected External
To Accomplish

To Experience Stimulation Regulation Regulation Regulation
High l/ l/ l/ l/Low

Level of Internalisation

However, there may be activities that are initiakgtthin the self but for externally-motivated reasp
and so Ryan and Connell (1989) distinguished betwedernal, introjected, and identification
regulation of extrinsically motivated behaviour r@presenting different degrees of internalisation.
Vallerand, Pelletier, Blais, Briére, Sénécal, aralligres (1992) used these models and applied them
to a hierarchical model of trait and state, coniclgdhat although individuals will have an incliioat
towards a motivational orientation; motivationalentations do in fact alter continually as a resdlt
the context.

Throughout the development of the Approaches todydtg Inventory (Entwistle, 1988), the
motivation-approach relationships are explicit amegral to the structure of the inventory. A deep
approach is characterised by an intrinsic motivetimrientation, a surface approach by an extrinsic
motivational orientation, and a strategic approdgh achievement or competence motivation
(Entwistle and Ramsden, 1983; Entwistle and T&®41 Entwistle, 1998). Whilst the final version of
the inventory has, to a large extent, removed Hptiat links with motivation, the features of the
deep approach in particular are closely associaitbdan intrinsic motivation to study (Fazey, 1999)
Empirical studies that provide evidence for theoaigions between motivation and approaches to
study generally focus on competence-motivatiomenathan on the intrinsic-extrinsic motivation
continuum. The motivational climate is stronghflilenced by the teacher in a learning context
(Purdie and Hattie, 1995). Purdie and Hattie usedivation training techniques with secondary
school students, and compared changes in motivatitmchanges in approaches to study (surface,
deep, and achieving). They found differential etfeof this training on high or low achieving
students, and suggest that these differences sweiated with the self-perceptions of competenae th
are critical for expectations of achievement. Oh¢he factors in the learning context that teachers
control is the assessment, and the perception sésament demands strongly drives students’
motivation (Biggs, 1999; Bransford et al. 2000).

Applying Theory to Practice

Whilst a student may be intrinsically motivatedctume to the university, the learning environment
needs to actively support students’ interest ihghg, if intrinsic motivation and a deep approach
study are to be maintained. Facilitating persomaitrol and responsibility is an important aspect of
this interaction (Ryan and Connell, 1987). In chioggo study at the university, most students are
already exhibiting self-determined motivation; altlgh, for some, the “choice” may be at the less
self-determined end of the continuum, influencedphyental desires, rather than their own (Fazey,
1999). Within the learning environment, the teatheple is to move students towards self-
determined motivation, in which choice is paramoamd students are committed to personal
development, rather than merely earning marks.

In order for learners to have the best opportusitiea learning situation, the environment that the
teacher provides should be consistent, well-orgahisind offer a clear framework in order for
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students to be able to structure their learning€i#Fal1999). Advice and guidance must be available,
as well as appropriately-designed learning oppdrasfor the students, which reinforce achievement
behaviours, give constructive feedback, apply samst and allow the students to engage in
discussions about their work. This will encouragiedents to focus on personal improvement of
performance, providing feedback that uses selfsassent of both strengths and weaknesses (Gibbs,
1992; Dickinson, 1993).

As part of the provision of a suitable environmehg assessment system is recognised as exerting a
powerful influence on student learning (Bransfotdak, 2000; Fazey and Lawson, 2000; Gibbs,
1992). If the teacher’s intention is to promoteegml approach to study, methods of assessment should
be implemented to encourage this, so that the stsddevelop a level of understanding that
demonstrates the graduate competencies expectkdrof Typically students will adopt the approach
to learning that they perceive will result in thghest marks, as higher marks lead to a betteredegr
category. If the assessment is perceived by stsderrequire and reward to reproduce material in
order to gain high marks, then they are more pronadopting a surface approach (Biggs, 1999;
Ramsden 2003). Many students appear to narrow lgegining focus as final assessments approach,
putting effort into remembering, rather than untlerding (Newstead, 1998; Williams, 1992;
Shepard, 2000). Therefore, to encourage deepeaoagyes to learning, it is important to use
assessment methods that explicitly encourage amnation of understanding of the subject, rather
than the recall of facts that would be indicatit@ surface approach.

Students tend to focus on the outcomes of summaissessments when gauging their progress.
Unless teachers consistently encourage and rewadérds’ deep approaches to study, thereby
providing opportunities to develop skills and cdefice, it seems unlikely that students will risk
being divergent or creative in their work. Theylplay safe” until they are very sure that thegve

the requisite skills to be successful (Norton andkins, 1995). Using an appropriate assessment
methodology is a necessary but insufficient indicéd the student that a deep approach to leaiging
required.

The aim of this investigation was to structure adargraduate module to actively promote a deep
approach to study by emphasising the need for stade adopt this approach throughout the module.
Deep, divergent, and holistic thinking and studyhdeours were explicitly and consistently
encouraged and reinforced. The authors were sitten measuring the extent to which the students'
approaches to learning changed or maintained taembodule; given the evidence (e.g. Newstead,
1998) that students' approaches to study tend ¢ontbe more surface-oriented towards the final
assessment point. Additionally, changes in matwvetl orientation that have been shown to be
highly correlated with approaches to study (e.gelyal1999) were measured.

2. Methodology

Participants

Fifty first-year undergraduates volunteered to tpie in the data collection. There were 31 women
and 19 men, with an age-range from 18-57 (12 madged (i.e., over 21 years when beginning
university), 38 traditional aged (i.e., 18-21 yeawhen beginning university) (mean =20.17;
SD=4.47)).

Measures

Motivational orientation - the Academic Motivati@tale (AMS) (Vallerand, Pelletier, Blaise, Briére,
Senécal and Valliéres, 1992).

Perceptions of intrinsic motivation (sub-dividedoin“to know,” “to achieve,” and “to experience
stimulation”), and extrinsic motivation (sub-dividleinto “identified regulation,” “introjected
regulation,” and “external regulation”) were measur Students responded to statements such as:
“Why do you go to University?” on a 7-point Likdstpe scale rated &®oes not correspondi{score
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of 1) to “Corresponds exactly{score of J to their reasons for study. A mean score wasse@rior
each of the motivational orientations and sub-camepds.

Approaches to learning- the Revised Approachesudy3nventory (RASI) (Entwistle and Tait,
1994).

Thirty two of the forty four questions were usedtfirs study, as these questions focused on the main
factors - deep, surface, and strategic approachad an additional section - lack of directionmige

are scored on a 1 to 5 Likert-type scale, with@esof 1 representing “disagree,” up to 5 repréagnt
“agree” for each statement. Mean scores can tlkenaltulated for sub-scales and approaches to
study.

Performance

Course work and examination marks for the moduleewecorded. Marks are referred to as
“coursework,” “exam” (i.e. viva), or “total” (whicls the overall, weighted mark for the module).

Qualitative Questionnaire

A series of questions was compiled to examine thdesits’ usual methods for studying, such as,
taking notes in lectures, reading, and revisingd&nts were also asked to reflect upon this specifi
module, in particular the process of being asselgedva. They were asked if they had altered their
approaches to learning as a result of the way théulte was taught and assessed. These questions
were presented in an open answer format.

Procedure

The students were studying on a 10 credit, compyulswdule in the second semester of their first
year on a BSc Sport Science Programme. The resganas part of the teaching team. Students
completed the AMS and RASI both at the beginnind again at the end of the module. The
gualitative questions were asked at the pre antirpodule stages. In the module, the teaching style
was designed to promote and reinforce a deep agiptodearning. Each week was normally divided
into a lecture (one hour) and a workshop (one hotmw)the one-hour workshop, students worked in
small groups on a number of tasks that requirethtteedebate issues, discuss articles that they had
been asked to read, and collate information they thed researched individually on a topic. This
gave them the opportunity to practice the commuignaskills needed for their viva examination,
gaining instant feedback from both their peers tamar about their discussion points. Tutor feedback
consistently challenged students to think criticahd constructively about the topic being studied.
Students also wrote short essays, and presented thethe group. These were constructively
criticised before the essay was submitted for timéil-term assessment (30% of the summative mark).
In one workshop, each group produced a poster, hwivas presented to the larger group. This
provided more opportunity for a variation of praetiand a chance to gain feedback. An end-of-
module viva voce with an experienced postgraduatgest or with the tutor was the assessment for
the remaining 70% of the summative work. Studerdgsevoffered the opportunity of a practice viva
before the summative assessment. The teaching dpthaded students with practice in the use of
concept maps, discussion, and presentation of idalaskills required for the viva voce.

3. Results

Differences between Approaches to Study over Time

A MANOVA with repeated measures on time was usedetplore the three variables within
approaches to learning (deep, strategic, and ®)rfaad “lack of direction”. The results revealed a
significant main effect for approaches to studyl(&4)=45.823; p<0.01)> = .766). The partial eta
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squared scores indicated here show a high degssotiation between approaches to learning, and a
low association for the two way interactions amakti

Follow-up Tukey tests showed a significant diffexerbetween the pre and post scores for strategic
approach to learning (F(1,44)=4.192; p<0.05), aspist module scores were higher. There was also
a significant decrease in scores from pre to pastute for lack of direction (F(1,44)=7.357; p<0.01)

Table 1: Differences in Means for Approaches to Learningrés

IApproach to Learning Pre Module mean Post Module mean (SD) [Sig.
(SD)

Deep Approach 3.60 (0.712) 3.74 (0.582) ns

Strategic Approach 3.44 (0.718) 3.62 (0.649) p<0.05

Surface Approach 3.19 (0.722) 3.02 (0.702) ns

Lack of Direction 1.730 (0.907) 1.424 (0.654) p<0.01

Differences between Motivational Orientation Over Tme

A MANOVA with repeated measures on time was usedplore the motivational orientation
variables. Significant main effects for time (p<®).0and for motivation (p<0.01) were revealed. A
significant two way interaction was also found betw time and motivation (p<0.05). The partial eta
squared scores indicated a high degree of asswtibgtween motivational orientation, and a low
association for all the other interactions.

Follow-up Tukey tests showed within subject effegith significant differences from pre-to post-test
between the scores for to accomplish (F(1,45)=5.483).05) and to experience stimulation
(F(1,45)=5.769; p<0.05), and the post module medz significantly higher in both.

Table 2: Means and standard deviations for Motivational @tagon Scores across time

Motivation sub scale PreModule mean (SD) Post Module mean (SD) |Sig.
Intrinsic to know 5.083 (1.274) 5.325 (1.095) ns
Intrinsic to accomplish 4.447 (1.261) 4.940 (0.983) p<0.05
Intrinsic to experiend3.417 (1.378) 3.965 (1.179) p<0.05
stimulation

Extrinsic identified 5.608 (0.834) 5.54 (0.965) ns
Extrinsic introjected 4.515 (1.382) 4.835 (1.064) ns
Extrinsic external 4.804 (1.332) 4.590 (1.421) ns

Correlation Analyses — Motivational Orientation and Approaches to

Learning

Pearson’s Product Correlations were used to teshypotheses that there will be significant positiv
correlations between: deep approach to learningthadintrinsic subcomponents of motivational
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orientation; surface approach and the extrinsicpmrants of motivational orientation; and that there
will be significant negative relationships betweeeep approach and the extrinsic components of
motivational orientation; and surface approach dhd intrinsic components of motivational
orientation. To avoid the risks associated witheedpd correlations, a Bonferroni adjustment was
used to determine that the acceptable level offgignce was p < .006. The results indicated that t
hypothesised relationships existed as in previessarch (Fazey, 1999).

Table 3: Correlation matrix for Revised Approaches to Stliyentory and Academic Motivation
Scale variables

Lack olStrategic Deep Surface
Direction Approach Approach Approach
To know -.639(**) .306(*) .532(**) -.102
To accomplish -.511(**) .323(%) A30(**) .081
To experience stimulation-.365(**) .295(*) .508(**) .032
Identified regulation -.245 .148 .072 374(%%)
Introjected regulation -.256 115 .266 .289(*)
External regulation .238 -.178 -.318(*) .397(*)

** Correlation is significant at the 0.01 leveH&iled).
* Correlation is significant at the 0.05 leveltéled).

Grouping

In order to examine differences between students sdored high or low on the deep approaches to
learning at the beginning of the module, the raofyjscores in the factor was divided into three.
Students were categorised as being normatively, higtidle, or low scoring in deep approach. Of
interest were the high and low categories, andrgp the high (n=17) and low (n-18) groups were
used as the independent variable in an ANOVA, wufite scores from the modules used as the
dependent variables. The high, mid, and low grdapsleep approaches to learning were established
by equally dividing the range of scores into thjrdad then categorising each student into one of
these three groups.

High and Low Deep Approach to Learning Groups

A significant difference was found between groupstlhe marks they achieved for the viva
(F(2,47)=1.767; p<0.05). Students who scored nawalgthigh in deep approaches to learning at the
beginning of the module achieved an average of/856.ih the viva examination, whilst those in the
low scoring group gained an average of 56.88%.

A follow up Chi-square test was conducted on theber in the high, mid, and low groups at the
beginning, compared to the numbers in these gratifige end. Although there was an increase in the
number of students in the high and mid categorieshe end of the module (n= 19 high deep
approach; n= 17 mid deep approach; n= 14 low dppmach), the change was not significant.

Qualitative Categorisation

When parts of the qualitative data were examinedyreents that confirm the categorisation by the
guestionnaires were evident. The remarks of thi bapring deep approach group, when answering
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guestions about how they approached their studidgevision, reflected a deep approach. Examples
of comments from the high group when reading wéfey to relate notes to the whole paper,” “Read
sections to comprehend,” and “Summarise and linktpdogether.” Their comments when revising
were: “Read then re-read and try to understandse"background material from other subjects,” “Try
to gain a good understanding,” “Lay down foundationwhich | add detail,” “Reinforce principles
and ideas,” “Reading to help understanding and meggmweak areas,” “Try to gain understanding of
the notes,” and “Spend a lot of time to understamd relate theory.”

The high surface approach group students made cotartieat suggest an approach that relied more
on memory: when reading — “Read it line by lineRead through once then re-read;” when revising —
“Read through notes and try to memorise,” “Memornsents by joining them with a rhythm or
tune,”and “Re-read notes.”

These qualitative comments give extra credencédovalidity of the RASI and AMS instruments
with these students, as they demonstrate that regideomments correlate with the scoring they
achieved on the scales.

The qualitative data were then examined to looktlier comments students made about the type of
assignment used in the module. Students made rensargh as: “It was difficult at first and my mind
wasn’t switched on, but then | read then re-readl taled to understand,” “Excellent, it allowed for
areas of discussion,” “It gave a chance to givettadl information you know not just information
asked in questions,” “It took a lot of time to unstand and relate theory,” “It was good — enabling
you to keep focussed on the topic,” “Very good, gobd understanding,” “Interesting to research,”
“Better than a written exam now it is over,” “It sr@ependent on students’ ability and confidence to
talk in a formal, public manner,” “Gets people usedpeaking in public and giving presentations,”
“Good to have different assessments instead of gXaamd, “Enjoyed it — felt it was easier than
writing essays.”

The students were also questioned about whethgrhidie changed their approach to learning, and if
so, how. The majority of students had made chamgése following ways: “Talked about it more,”
“Tried to understand the information with friend§UUsed concept maps,” “Practised verbally with
others,” “Tried to see the links between theories.”

4. Discussion

There is plenty of evidence to show that a deepaguh to study is strongly correlated with positive
psychological characteristics, such as intrinsid¢ivation (see for instance, Purdie and Hattie, 1995
Entwistle and Ramsden, 1983; Entwistle and Tai94)9 However, apparently no studies have
intervened to explicitly change students’ learrapgproaches across a module, and to track changes in
other factors that are associated with positivéeagiment behaviours. The aim of this investigation
was to examine the effect on students’ approacbestudy, motivation, and achievement, by
designing an undergraduate module that explicistdred a deep approach to study. The teaching
approach and assessment method emphasised anoraeihthe need for students to adopt this
approach throughout the module if they wished to éagher marks. To track changes, measures
were taken of students' approaches to study anwatiohal orientations at the beginning and end of
the module. The extent to which the mark attainettie viva reflected a deep approach to study was
also of interest.

Differences over Time

There was an overall significant increase in tharest for strategic approach across time. However,
even though the scores increased in the deep ajprolae difference between times was not
significant, despite the very explicit and consisteinforcement of such an approach. There was no
significant decrease in the surface approach eithlérough they showed a decline. A significant
change was found for strategic approaches to legrmiith students demonstrating higher scores at
the end of the subject than at the beginning. Wasald make sense, as the trends in the deep and
surface approaches would indicate that studentbeing mindful of what is expected of them in the
assignment, and adjusting their approach accordifigiere was also a highly significant decrease in
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scores for lack of direction, which was encouragifbese results, although not as strong as was
hoped, are still positive; showing that althougtignificant increase in deep approach was not found
it is possible to maintain a deep approach to stbdyughout a module. This contradicts earlier work
(Newstead, 1998) that found a decline in deep @mprand an increase in surface as the student
approached the final assessment. The fact thatofadikection decreased was encouraging, showing
that students were able to take more control oir tearning, and in doing so, operate as more
autonomous learners.

Generally, it was found that despite the internamtiapproach scores did not change significantly
over time. However, an interaction pattern betw@etreasing deep and strategic scores and
decreasing surface scores, indicates an importahpasitive shift in approach, which suggests that
interventions such as what were used in this studpled students to maintain positive approaches to
their work.

These results do have significance to educatordBn Although the significant increase in deep
approaches and decrease in surface approachesuatefeund, the shifts in data were in the right
direction. The fact that the students’ deep appra@&clearning was maintained is an important
finding. This result demonstrates that by design@agning, and in particular assessment methods so
that they foster understanding, critical questigniapplication of theory to practice, and relating
concepts, we can influence how learners approaehlghrning situation. This re-emphasises the
importance of assessment in teaching and learnidgving student learning (Ramsden, 2003; Gibbs,
2007; Bransford et al., 2000). Lecturers do notagisvconsider the impact of assessment and design
on learning, and often treat assessment as a dhgltthe last part of the curriculum design process
Empirical evidence like this study shows that acside need to be made more aware of how they can
adapt their teaching to develop this higher ortérking in students, by framing the learning goals
effectively in the assessment method.

The author repeated this study with the same gabgbudents throughout their degree, finding more
evidence to support that assessment drives ap@edohearning. During the second year of study,
students were given the option of being assesseadvhyvoce or by a written examination (Lawson
and Fazey, 2000). The class was evenly dividethénntethod by which they chose to be assessed.
The results of this study showed that again the dggroach to learning was maintained and there
was a trend for the surface approach to decredm=selresults were the same for both the viva voce
and the written examination students, which dermatest that it is not the assessment method itself,
but what is expected within an assessment thagsltive approach. This relates to Biggs (1999), who
has defined a model that states it is the studeesteption of the assessment that drives their
intention, which in turn will impact on approachts learning, and this path will terminate in
performance on the assessment.

The last study in the series was with the studentkeir third year, and it compared their marks in
this subject with their other subject marks (Faaaeg Lawson, 2000). Again, the same trends were
found over the course of the module for the deep surface approaches, but the students were
scoring significantly higher in their overall mackhmpared to their other subjects. As these subjects
were internally verified for consistency, the auti®confident to report that the maintenance ef th
deep approach to learning led to superior learnivitich supports Prosser and Trigwell's (1999)
work.

When the motivational orientation scores were eranhj two of the intrinsic motivation components
(to accomplish, and to experience stimulation) weumd to increase significantly over time, witketh
third element “to know” showing the same patternt hot demonstrating a significant change.
Increasing students’ intrinsic motivation is an orjant part of learning, and is an important eleimen
in encouraging autonomous lifelong learning. Irgigcnmotivation consistently correlates with deep
approaches to learning, therefore a teaching asdsasient methodology that increases students’
intrinsic motivation has to be seen as advantagegoapproach terms. This finding, again, has to be
reported to academic staff so that they can dekigin courses to promote intrinsic motivation. Bgin
reminded of Ramsden’s (1993) overview of graduatalities, it is evident that students should be
independent thinkers who can operate in an autoasrfashion. In order to develop these skills in
students, it is vital that behaviour is internadismaking them less dependent on external soulces |
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teachers. To be able to foster intrinsic motivationstudents is therefore a crucial element of
developing a more autonomous student; thereforthads to do this need to be adhered to by staff.
The trend for external regulation was to decreasulst introjected regulation scores increased, and
identified regulation remained quite constant otere, and these were trends and not found to be
significant. The increase in introjected regulatveas of concern initially to the investigator, twatn

be explained in two ways. First, people do nottghiéir motivational orientation from one end oéth
self-determination continuum to the other, but mgradually through the subcomponents. It may be
that students who had been externally regulatédeastart had begun to internalise their behaviour,
and thus occurred the trend of a shift to the jatted regulation category. This explains both the
decrease in external regulation and the increasetriojected regulation. Second, the nature of the
main assessment meant that students were morg tikkéel higher levels of anxiety and pressure, as
they had to perform publicly in front of their tufanlike the usual, more private written method of
examination. This again could be the reason fosHik towards introjected regulation.

Relationships between Approaches to Learning and Miwvational
Orientation

In order to confirm expected relationships, a seé correlations were conducted. Preliminary
investigations into relationships, using correlatamalyses, indicated that the data exhibited dnges
positive and negative relationships between vagmbk in previous studies (e.g. Fazey, 1999; Fazey
and Lawson, 2000). Analyses revealed the antidipptsitive relationships between a deep approach
and intrinsic motivation, and between surface apagnoand extrinsic motivation. The negative
association between lack of direction and both dm®gp strategic approaches was also in line with
expectations. These results support similar figsliny Fazey (1999).

In light of these initial analyses, the investigat@s confident to accept that the data exhibiiexlar
relationships to that in previous research. Althodigese findings have been reported in previous
work, it is important to be aware of the impactsthéactors have on each other. Educators who aim to
promote a deep approach to learning in their stisddrut who do not allow them to have control,
choice, and autonomy in the learning ,are goingegirict the intrinsic motivation levels in their
students, which will relate to the student adoptirdeep approach to learning. The design of legrnin
and assessment is not a simple process, and notvbiatt the students are being required to do, but
how they are to do the work, and how they will hgmorted in their efforts, are all important
components of the design.

Grouping

Examining the groups of students when they entdrednodule was very interesting. It was found
that students, who were in the high deep approatdgory at the beginning of the module, achieved
higher scores than those in the low group. Thisashthat those that start with an intention to
understand achieved higher than those with altemnahtentions. These findings show that by
assessing students’ psychological factors at tlggnbiang of a learning episode, it is possible to
identify students who may find it more difficult smlapt to a different learning climate. These sttgle
can then be coached, so that they can gain thenaptiamount from their learning and so achieve in
the set assessment.

Qualitative

Qualitative data were collected from the studemsrder to test for validity and reliability in ¢h
guantitative findings of this study, and to gaindiéidnal supporting material. The open-ended
guestions found that the student responses showhbift @s the module progressed. Students reported
that they changed the way they studied; they bdgaread for understanding, rather than for
memorising and reproduction. This change in par hwe been a coping strategy to achieve in the
assessment, rather than an internalised desirenderstand and learn, but the shift in intrinsic
motivational scores shows that it did affect hoe shudents were motivated towards their work. The
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students also used more verbal forms to learnn afirking with peers to gain full understanding and
feedback on their performance. As feedback is ssea highly contributing factor to effect learning
(Gibbs and Simpson, 2004), working in a manner #tiatved for students to get instant feedback
must be beneficial to the learning experience. ©beer main point raised by the open-ended
guestions was the use of concept maps; studentedraway from operating in a linear style of note
taking, and started to build diagrams that shovkedrélationships between the theories presented to
them.

The use of the revised approaches to study invent@s supported by the qualitative comments
collected about approaches to learning. Studentsretorded high surface approaches to learning at
the beginning of the module reported methods ahlag that included memorising and re-reading,
whereas those who were approaching their learniitly & deeper approach spoke of gaining an
understanding and trying to relate theories witbheather. This validation of the quantitative data
gave the author increased confidence in the firdofghis research.

This work has implications for teaching practiceH&, and is a starting point for further work to
examine what influences students’ behaviour whamiag. Future studies should be aware of some
of the limitations of the current research whenel@ping their approaches to investigating similar
guestions. The research was conducted by the madholes, and so even though data was collected
anonymously, it is possible that students felt celhad to answer the questions to comply with the
academic’s expectations, and so socially desin@sponses were recorded. The number of students
for the study was sufficient to conduct the statadttesting, but the chance of error may have been
decreased with an increased sample. The assumiasis that showed of concern were again
accepted by the author due to the robustness gbdhametric test used, but some data could have
been eliminated from the study if a higher numibfestadents had been available. The last area for
consideration is using marks as an indication ofgpmance. These must be treated with caution, as
unless care is taken to note benchmarks withinaamdss subjects, it is unwise to compare marks
from different tutors and across different subjeBtsspite these concerns, the author had confidence
that the results found were valid and worthy osdrsination to higher education academics.

Implications

The results of this study indicate that the intatiens were successful in encouraging the
maintenance of deep and strategic approaches. drhphasise the importance in designing teaching
methodologies that required students to: presesit fldeas, explore concepts and relationships,
reconstruct aspects of their knowledge, and nekpect that there is ever a final answer to a turest

or necessarily only one solution to a problem,ritheo to create a positive learning environmente Th
implication of this might be that we have to deyel learning atmosphere within degree program
that continually and explicitly reinforces studerastempts to work in ways that are considered
“deep,” or more sophisticated, in learning term#is is problematic if teaching staff do not hake t
will or the skill to develop deep learning approashor do not understand what it means to adopt a
particular learning approach. This research suggést, essentially, teachers need to provide
opportunities for students to develop their thigkin ways that are non-threatening, competence-
enhancing, and reinforcing. One challenge to aehibis is for staff-developers to develop courses
for teaching staff that introduce the impact ofrtéag and assessment design on students’ behaviour.
They can also coach staff in how they can adajpt thaching approaches to encourage both intrinsic
motivation and deep approaches to learning. Thisdevelop the graduate skills that are believed to
be an essential part of a degree program.
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